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ABSTRACT
Many of the international, supranational, national, and grassroots development
organizations working in the field of education channel their efforts into capacitybuilding for teachers. My research examines the nexus of such international
development by US-based organizations with national schooling systems by
naming and theorizing this process as a new field called cross-border teacher
education. ―Cross-border‖ is the term employed by UNESCO (2005) and OECD
(2007) to describe international cooperative projects in higher education,
synonymous with ―transnational,‖ ―borderless,‖ and ―offshore‖ education (Knight,
2007). I use a critical lens to compare two distinct models of cross-border teacher
education: a small locally based non-profit development organization in
Guatemala that has worked with one school for several years, and a US
government-funded program whose participants are trained in bilingual teaching
methods and critical thinking at US colleges and universities, then return to their
home communities throughout Mexico and Guatemala. These are programs for
inservice teachers and are henceforth referred to as cross-border professional
development or CBPD. The research questions for this study are: What
institutions shape cross-border professional development in these cases? How
are language policies enacted through CBPD? How do teachers make
meaning of their CBPD experiences when they return to their classrooms
and communities? And finally, What do these case studies tell us about crossborder professional development as a process? These questions generate
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understandings of national education systems, US-based international
development, and cross-border education. Utilizing ethnographic approaches to
educational policy that locate regional, class, and ethnic asymmetries (McCarty,
2011; Tollefson, 2002), data was gathered according to the distinct organizational
structures of the two agencies. For the larger organization data collection was
initiated with electronic open-ended questionnaires and supplemented by semistructured interviews, classroom observations, and program documents. Data on
the smaller organization was collected through participant observation in
professional development workshops and classrooms, semi-structured interviews,
and textual analysis of teacher reflections, organizational emails and documents.
The research focuses on the voices of teachers as the target of cross-border
professional development efforts, but also maps out the dialogic perspectives of
education officials and the organizations‘ administrators to illuminate tensions
within the process as well as highlights some surprising roles for teachers as
agents of change.
Keywords: cross-border professional development, transnational teacher education,
capacity building, Indigenous education, bilingual intercultural education, decolonization
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FIGURE 1: MAP OF GUATEMALA (SOURCE: LA RUTA MAYA)
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FIGURE 2: MAP OF MEXICO (SOURCE: BEACHCOMBER PETE)
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INTRODUCTION
National education policies throughout Latin America commonly describe
their schooling models as intercultural for all students and bilingual intercultural for
Indigenous1 students (García, 2004; Hamel, 2008; SEP, 2004). Latin American nationstates that have large Indigenous populations and bilingual intercultural schooling are
also recipients of international development, and the aid monies they receive place strong
emphasis on the importance of standardized education and assessment. A key source for
educational financing in Latin America has been the United States, through both
government and nongovernmental organizations (NGOs). My research critically
examines capacity-building for teachers through US-based aid. This process occurs at
the nexus of US-based international development and national schooling systems. I name
this process cross-border teacher education. ―Cross-border‖ is the term employed by
UNESCO (2005) and OECD (2007) to describe international cooperative projects in
higher education and is synonymous with ―transnational,‖ ―borderless,‖ and ―offshore‖
education (Knight, 2007). My research analyzes how cross-border teacher education
functions in two national settings—Guatemala and Mexico.
As schooling in developing countries expands, countries such as Mexico and
Guatemala are more dependent on international organizations for educational funding
that is typically accompanied by attempts at knowledge transfer from the aid provider to
the receiver. Teacher education is one of the primary sites for this process of capacitybuilding or capacity development. Since my research focuses on in-service rather than
1

I elect to capitalize all designations of ethnic identity.
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pre-service education, I name and theorize this process as cross-border professional
development (CBPD). Cross-border teacher education programs occur across a spectrum
of levels, ranging from projects established by international aid agencies to local
grassroots efforts. Two programs that reflect distinct models of cross-border professional
development for teachers are utilized as case studies. The first is Amigos de Santa Cruz,
a US registered nonprofit organization run by foreigners who live part of the year in the
Lake Atitlan region of Guatemala. ―Amigos‖ 2 is a small organization based in the town
of Santa Cruz La Laguna, Sololá and focuses all its efforts in the town and its
surrounding villages. Amigos de Santa Cruz has a long history of cooperation with the
public elementary school in town and has facilitated teacher training exchanges through
other US-based NGOs. During my fieldwork in 2009, Amigos was running an
experimental professional development program by arranging collaboration between two
partner NGOs with Santa Cruz teachers and the Ministry of Education authorities at the
district level. The second program analyzed here is the United States Agency for
International Development (USAID) Cooperative Association of States for Scholarships
(CASS), whose general goal was to create ―agents of change‖ in Latin America through a
self-contained program housed at US colleges and universities. CASS professional
development for rural educators generally included bilingual education theories and
methods as well as many other components. My research with CASS teachers began in
the period after participants returned from their year in the US to their home communities

2

Not part of the Amigos de las Americas organization
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throughout Mexico and Guatemala, at which point they became ex-becarios/ex-becarias
(ex-scholarship recipients).3
This introductory chapter includes an overview of the entire dissertation. I begin by
exploring some of the ways Mexico and Guatemala are linked historically, especially in
terms of education and development. Next I provide a basic description of the two
organizations, CASS and Amigos de Santa Cruz. That is followed by a glossary with the
definitions of terms that will be utilized throughout the dissertation such as Indigenous,
Western, and change agents. Chapter One is a literature review that begins by situating
the practice of capacity-building within international development efforts. I also review
the related research on teacher education within international development efforts in
different parts of the world. Chapter Two provides a historical overview of Indigenous
education in Guatemala and Mexico. I also briefly describe the model of Indigenous
education currently being used in both countries—bilingual intercultural education. In
the third chapter I begin by reviewing Inter-American literature for my critical framework.
I take a counter-hegemonic position that centers definitions of social justice at the
community level. The fourth chapter describes the research design, explaining the
selection process for the organizations included in this research and the motivation for
selecting two such apparently distinct organizations. An overview of the research
settings and a description of my own positioning in the research are also included. Next
is an outline of my praxis-oriented methodology, meaning the study is grounded in action
research principles and critical theories in its consideration of language, power and
3

The CASS program has since been renamed SEED—Scholarships for Educational and
Economic Development.
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inequality (Tollefson, 2002). I describe the research tools and analysis of data, drawn
from primarily rural Indigenous teachers in Guatemala and Mexico and placed in
dialogue with educational policy. Additionally in this section I describe related activities
that helped to inform my analysis, and articulate how these experiences helped situate
these case studies in relation to broader efforts.
Following the chapter on research process are the chapters that feature my findings.
In Chapter Five I unpack how various institutions at the local, national, and international
level shape the process of CBPD. Chapter Six examines the interface of language
policies and cross-border professional development by contextualizing the bilingual
intercultural model of schooling in which the teachers work. The seventh chapter situates
teachers in their classrooms and communities, analyzing the ways teachers make meaning
of the CBPD process. Chapter Eight more deeply deconstructs cross-border professional
development as a process, exploring its structural, cultural, and epistemological aspects.
The ninth chapter explains the implications of this research in an effort to bring the work
back to the teachers, organizations and countries involved, as well as to inform other
educational development practitioners (Herr & Anderson, 2005). I also describe how this
research can help us better critique cross-border professional development as a process
and defend why the framework and methods I utilize not only help bring deeper
theoretical understandings, but also facilitate the building of bridges between
communities. The dissertation concludes with an epilogue that describes the postdissertation vetting process through dissemination of results and participant feedback on
the research findings.
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Linked Development in Guatemala, Mexico, and the United States
The Spanish invaders of the land now known as Guatemala and Mexico established
policies of socio-racial hierarchy that have had long-term social, political, cultural, and
economic effects for diverse Indigenous peoples (Harrison, 1995). Dependency theorists
describe this conscious underdevelopment as a result of ―brutal conquest, colonial control,
and the stripping of non-Western societies of their peoples, resources, and surpluses‖
(Peet & Hartwick, 1999, p. 107). Guatemala and Mexico had similar colonial histories
under Spain and the Catholic Church, but their political and social paths diverged after
independence of New Spain in 1821 (Richards & Richards, 1997). Despite distinct
national trajectories "one can perceive the unity, born in good measure from a common
history of at least five centuries during which similar processes of exploitation and
deculturation have been counterpointed by new acculturations and transculturations,
which have led to a shared language of exchange, to similar systems of beliefs and values,
and to many shared institutions" (Albó, 1993, p. 21). Education and development in
Guatemala and Mexico are linked institutionalized processes with much US involvement.
Examples of parallel institutions can be seen in national development efforts
dedicated to social issues and education embodied in programs such as Vivir Mejor and
Vivamos Mejor, and conditional cash transfer programs like Mi Familia Progresa in
Guatemala/Progresa in Mexico (renamed Oportunidades during the Fox administration).
The expansion of public education has occurred within national development policies
such as the Ley General de Desarrollo Social in Mexico (CGEIB, 2006). US support for
educational development programs and policies has often been a key feature in their
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implementation. Yet US attention to Latin America has waxed and waned through
different political eras; ―the Peace Corps, the Point Four Program, the War on Poverty,
and the Alliance for Progress contributed to root the notion of underdevelopment into
popular perception‖ (Esteva, 1992, p. 11). Other political and economic events connect
the United States with its two closest land neighbors to the south—Mexico and
Guatemala; free trade and immigration have heavily marked the past 15 years of all three
countries. Neoliberal policies have had a profound effect on Mexico and Guatemala on
national levels, but even more so on rural Indigenous populations. Subsistence farming
has been replaced largely by crops for export under NAFTA and other neoliberal
agreements (Hernandez & Nigh, 1998; Soberanes, 2010; Street, 2001). Looking
critically at the outcomes of such policies in Guatemala and Mexico, Indigenous
communities have commonly suffered the psychological violence of both education and
―development‖ without reaping their promised gains.
The two countries are sharply marked by distinct histories. Guatemala‘s historical
development contributed to the establishment a contemporary oligarchy where "all of
(Guatemala's) exports share the characteristics of being labor (rather than capital)
intensive in their production and needing sufficiently large and efficient plantations...both
economic and political capital (are) restricted to a small class of wealthy, well-connected,
and inevitably ladino landowners" (Fischer, 2001, p. 71). Mexico‘s 1910 revolution
established a federalist government that has been host to legendary party politics where
―the Partido Revolucionario Institucional (PRI) has colonized and created organized
forms for class-like identities, especially in peasant and worker unions controlled by the
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PRI‖ (Brodkin, 2005, p. 309). PRI‘s power has always been based on centralized
national power exercised through authoritarianism (Hidalgo, 2006, p. viii). These brief
examples help to demonstrate the ways national economic, social, and political processes
have followed distinct paths.
Linkages between Guatemala and Mexico have occurred during periods of violence
and forced policies. ―Development projects in different parts of [Mexico] which
negatively affect or threaten the livelihoods of indigenous and other rural communities
continue to give rise to conflict. The failure to adopt measures to ensure the right to
active participation in decision-making and consultation risks violating the human rights
of such communities‖ (Amnesty International, 2008, p. 6), causing refugees to flee both
ways across the border during different periods. One such example is offered by
Hernandez & Nigh‘s (1998) study of identity of the Mam, one of several Mayan peoples,
whose traditional lands span the Mexico-Guatemala border. Guatemala‘s civil war lasted
from 1960 until 1996, a period during which more than 200,000 people were killed and
that has been officially categorized by a UN truth commission as genocide of Maya
peoples (Amnesty International, June 20, 2011). During the peak of violence during the
counterinsurgency period (1978-1984) confiscation of communal Indigenous lands by the
Guatemalan army and government-supported paramilitaries pushed many Mam back to
the Mexican side. When the Mexican Revolution created ejido (state collective farms)
lands, many were farmed by Mam Indians. ―In the official records of this period the
inhabitants of the ejidos are not referred to as Mam Indians but as campesinos (peasants),
a homogenizing designation that erased cultural differences among rural people‖ (ibid, p.
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138). The Mam were especially marginalized since their language was considered
Guatemalan, and therefore backward and anti-nationalist.
While the two neighboring countries have distinct contemporary educational policies
shaped by unique historical processes, spaces (or the lack thereof) for Indigenous
citizenship in both Guatemala and Mexico have created similar contexts of ongoing
economically and culturally-based racism and discrimination (Barnach-Calbó, 1997;
Soberanes, 2010). Indigenous political struggles in Mexico and Guatemala are described
by Brodkin (2005) as similar, where ―social movements organize and articulate resonant
forms of identity for making claims for redistribution and social justice‖ (p. 309). In
Guatemala's post-war era, language and culture have been an effective means of
organizing. This perhaps is one of the major areas of difference generally between
Mexico and Guatemala; ―although contemporary Mexico may appear to be a country
where popular mobilization is quite strong (in terms of the diversity of groups which are
taking collective action and their militancy), most of the population still remain at best
passive supporters of the organizations at the forefront of these struggles, and many are
opposed to them‖ (Gledhill, 1996, p. 10). Social protest seems more visible in Mexico,
but specifically Indigenous language and culture-based activism is more prevalent in
Guatemala, evidenced by the actions of nationally and regionally-based language
organizations such as the ALMG (Guatemalan Academy of Mayan Languages). These
historically and socially linked national settings are the contexts in which the two case
studies operate—the two organizations are described below.
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The Case Studies
The CASS program
As of 2008 the Cooperative Association of States for Scholarship (CASS) consisted
of 22 cohorts from Central America, Mexico, the Dominican Republic, and Haiti at
universities and community colleges around the United States for a period ranging from
six months to two years. The scholarship program was funded by USAID and run by the
Center for Intercultural Education and Development (CIED) at Georgetown University.
The different US sites offered specialized programs such as agribusiness, basic
electronics, computer repair for deaf applicants, electronics technology, integrated natural
resources technology, quality control, enterprise management and marketing, water
management and reclamation, HIV prevention and outreach, a ―strengthening youth‖
program, and rural primary education for Indigenous children—the teacher program that
served as my second case study. The technical training programs lasted two years while
professional programs were one year or six months long (Georgetown CIED, 2009). As
of 2009, the project was renamed and reorganized as Scholarships for Education and
Economic Development Program (SEED/Semilla). The scholarships were described as
training youth and community leaders from economically disadvantaged and historically
underserved populations, including women and Indigenous groups, ―to become key
protagonists in their countries‘ development. Moreover, the program significantly
enhances public diplomacy efforts of the United States government by ensuring that
participants learn firsthand about the fundamentals of civil society and free market
economy‖ (ibid).
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The CASS training component specifically for teachers began in 1992. As of 2009 it
was operating at six different colleges and universities. According to program literature,
the teacher scholarship recipients were experienced teachers with an average age of 35
during their stay in the United States, holders of permanent teaching plazas,4 and were
described by the CASS program as having been selected for exhibiting leadership in their
communities (Georgetown University, 2009). During their eleven months in the US,
participants took a variety of cohort-delivered courses including teaching methods,
critical thinking, English, as well as spending several hours a week at local public schools
and doing community service (Shirley, 2007).
Amigos de Santa Cruz
The Amigos de Santa Cruz organization operates in the town of Santa Cruz La
Laguna, Sololá Guatemala. It was established in 1997 when resident US expatriates
expressed interest in collaborating with the local elementary school, the only school that
existed in the town at that time. Students who wanted to attend secondary school had to
travel across the lake since the town is essentially only accessible by boat (see the map
below)5. The mission of Amigos de Santa Cruz Foundation (2009) was ―To help support
education, better health care, a cleaner environment and sustainable economic
development for the indigenous communities of Santa Cruz la Laguna, Guatemala.‖ And
the vision statement in 2009 was ―Amigos is helping to develop a literate populace, and

4

See glossary
A dirt road to the town of Sololá was completed during my fieldwork in 2009, but it was
treacherous due to frequent landslides, and expensive to travel on since Cruceños had to
hire transportation.
5
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an educated leadership. We envision a Santa Cruz of the future…better able to improve
their own communities by working together to find solutions to common problems;
where all children and adults have access to quality education and meaningful work
where access to knowledge and resources help families live healthier lives.‖
Accordant with its mission statement, Amigos de Santa Cruz provided scholarships
both for younger students to stay in school and older students to attend the university,
which is prohibitively expensive for the majority of Guatemalans. Some of the recipients
of these scholarships have since graduated and returned home to the town. ―Amigos‖
also built a computer lab in the school that is used for both school courses and local
community members, and a vocational center was completed in 2010.

FIGURE 3: MAP OF LAKE ATITLAN
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DEFINITION OF TERMS6
Agents of change: While governments and international organizations often
describe processes of teacher education as creating agents of change, my research
attempts to also illuminate some of the different ways CBPD teachers reshape the process
at the community and classroom level. Some teachers work to "reduce economic
impoverishment in their communities at the same time that they challenge the norms of
wealth and poverty that are dominant in nonaboriginal society" (Blackburn, 2009, p. 75),
for example. Such groundbreaking efforts occurred at Rough Rock, Arizona, where a
Navajo community founded a school that included ―school-sponsored economic and
cultural development projects—a poultry farm, a student-run greenhouse, a toy and
furniture factory, a Native arts and crafts program, and a program to train ritual
specialists—and, most importantly, the employment of local people‖ (McCarty, 2002, p.
291). Teachers can take agentive roles in supporting various aspects of community-based
development.
Cargo: Literally meaning ―charge,‖ cargos are specific community-based
leadership roles of ―a profound moral value that has nothing to do with categories such as
economic value, efficiency, profitability, or punctuality, but rather with respect for the
responsibilities involved‖ (Martínez, 2010, p. 95).
Castellanización: The imposition of Spanish language and culture as a
nationalizing process implemented in the colony of Nueva España, often coupled with
religious conversion (Nahmad & Nahón, 2011). The goal of much formal schooling for
6

Throughout the dissertation text in Spanish is italicized.
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Indigenous students throughout the Americas continued with a language policy of
castellanización as a means of promoting ―linguistic and cultural homogeneity as
constituting the best avenue to promote the development and unity of the country‖ (SEP,
2004). In such contexts indigenous languages are viewed as inferior; if their use was
allowed at all in school it was only as a means of facilitating Spanish language
acquisition.
Clave: Official numerical code for any worker or institution to be recognized by
the government. "The base of local legitimacy of the schools is official recognition,
manifested in a symbolic apparatus—the certificate, the clave—of central importance for
the students and parents, who look to the school as a gatekeeper to social ascension and
less inequitable integration into the national society‖ (González, 2008, p. 95; also see
Deloria & Lytle, 1984, p. 223).
Critical: Due to its location at the interface of national education and
international development as two hegemonic processes, research on cross-border teacher
education calls for critical lenses that account for power. While it is helpful to compare
and contrast cross-border professional development models ―teachers and other local
actors sometimes resist and always transform the official models they are handed‖
(Anderson-Levitt, 2003, p. 4). And while many communities highly value formal
education, others (e.g., Grandin, 2000) may view schooling as an oppressive institution
that generates laziness in their children or oppose teachers‘ practices within the
community (García, 2005). The purpose of the critical lens in this research is to
―consider a configuration that may be more productive for understanding our constitution
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within the broader society, its knowledge and interests, and the complex sets of social and
discursive relations that position us and to consider possibilities for change that may
emerge from that understanding‖ (Nakata, 2007, p.196). Use of the term ―critical‖ is
more thoroughly discussed in Chapter Three.
Decolonizing research methodologies: Liberal Western research paradigms
often fall short in contexts where communal epistemologies dominate (Albó, 1993;
Blackburn, 2009; Cojtí Cuxil, 1996; Gegeo & Watson-Gegeo, 2002; Grande, 2004;
Preece, 2009; Schmelkes, 2009; Smith, 1999). For example, academic and practitioner
literature may advocate ―tolerance,‖ yet "a dialogue that merely recognizes that [there
exists] a wealth of cultural, ethnic and linguistic diversity does not challenge the
increasing hegemony of technical knowledge or contribute towards the process of
decolonisation and the undermining of internal domination" (Aikman, 1997, p. 476).
Decolonized research methodologies take on a more critical stance that extends far
beyond aims of mere ‗tolerance‘ and ‗management‘ of diversity (Dooly & Villanueva,
2006; Esteva, 2010; López, 2009b). The concept of decolonization is further addressed
in Chapter Three.
Descentralización: The process of government and educational decentralization
has been officially ongoing in Mexico and Guatemala, yet recent reforms toward
standardization and accountability have re-located control over curriculum and teacher
certification to national offices headquartered in the capital cities.
Development: According to Street (1999), the perceived level of development
among societies is akin to social evolution, ―rooted in science and validated by science,
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with a history of religious ideas behind it‖ (p. 52; also see Esteva, 1992). Because of
these epistemological underpinnings, development is sometimes equated with
colonialism ―in its new guise of multinational and global corporations; in northern
hegemony over global political, economic, and technological developments; and in the
international development agenda whereby aid agencies in the north hold a monopoly not
only over accepted definitions of development, but also over the options and choices
made available to resource-poor governments and individuals in the south‖ (Leach, 1999,
p. 372). Development discourse is made up of key concepts that promote Western
worldviews (Sachs, 1992).
Exbecarios/as: Ex-scholarship recipients who have returned to their home
countries.
Ideologies: In the research I use this term to indicate that any social practice is
rooted in underlying values and worldviews; this includes the development project (Little,
1999; Nordveit, 2010). I also refer to language ideologies as a synonym for language
orientations through which speakers frame language as a problem, resource, or right
(Ruiz, 1988). Mexican educational policy, for example, ―continues to consider linguistic
diversity as a central and complex problem‖ (Mena, Muñoz & Ruiz, 2000, p. 37). All
ideologies are formed and contested through language use (Messing, 2007;
Schiefflin,Woolard, & Kroskrity, 1998), and embedded in power relations (Street, 1999)
that in turn can shape policies (Tollefson, 2002).
Indigenous: The United Nations has established a working definition of the term
that includes ―self-identification, historical continuity with preinvasion or precolonial
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societies, nondominance, ancestral territories, and ethnic identity‖ (Mathewson, 2004; p.
14). I borrow Madjidi & Restoule's (2008) definitions of Indigenous or Indigenous
peoples as "the original inhabitants of a particular geographic territory or area, as well as
to collective Indigenous peoples internationally" (p. 78). Knowledge described as
―indigenous‖ is not simply the opposite of Western knowledge, but diverse
reconceptualization of ―the resilience and self-reliance of Indigenous peoples, and
underscores the importance of their own philosophies, heritages, and educational
processes‖ (Battiste, 2002, p. 5). See the term ―Western,‖ also representing diverse
thought, for more on this topic.
Intercultural: In the United States, intercultural education is a nascent term for a
model that ―requires in educators deep shifts in consciousness rather than the simple
pragmatic or programmatic shifts that too often are described as intercultural education‖
(Gorski, 2008, p. 517), though it is sometimes used as an alternative name for
multicultural models.
Jornadas: Jornada literally means ―work day,‖ but is frequently used to designate
the time of day classes are offered. Schools often share limited classroom space among
different schedules and to accommodate students who may work at certain hours.
Jornadas include matutina (morning), vespertina (afternoon), and nocturna (night),
among others.
Latin America: Like other authors, I acknowledge the limitations and
connotations of the terms ―North America‖ and ―Latin America‖ (Albó, 1993; Preece,
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2009).7 Drawing on the discourse used in my research contexts, I refer to North America
to signify the US and Canada, and Latin America as Mexico, Central America, and South
America without any implication of homogeneity or ―Latin-ness.‖ In this case it is used
as a regional designation of countries that employ similar educational models.
Lengua Materna: Translated as ―mother tongue,‖ but not necessarily equivalent
to the L1 (first language) concept commonly utilized in North American sociolinguistics.
Even children raised by Indigenous language-speaking mothers may not speak and/or
claim to speak an Indigenous language due to complex matrices of culturally-based
racism and/or rapid language shift; in these cases the lengua materna is disassociated
from the child‘s L1.
Magisterio: This term refers to the teachers as a collective body, and can be used
as a synonym for ―sindicato.‖
Mestizaje: A term literally meaning racial mixing but also used to represent
hybridized identities (Medina, 2009). The concept has been used as a tool of assimilation
used throughout Latin America but perhaps most prominently in Mexico. ―State
ideologies of mestizaje…drew strength from the continued existence of the Indian Other‖
(Hale, 2004, p. 17). The concept is anathema to Indigenous imperatives of sovereignty
and survival since it only acknowledges Indian roots in the past (Grande, 2004). Roots
and memory in the past tense are not Indigenous-ness in the present (Jackson & Warren,
2005). The politically engineered creation of mestizo identity had the explicit hegemonic

7

See William Roseberry (2005) ―Coffee, Society and Power in Latin America‖ for a
nuanced discussion of particular national historical processes.
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purpose of erasing indigenous peoples and their identity (Cruz, 2000; de la Peña, 2005;
Grande, 2000; Hale, 2004; Jackson & Warren, 2005).
MINEDUC: Ministerio de Educación, Guatemala
Perfil docente: A term heard often in educational circles that literally means
―teacher profile,‖ but is a culturally-grounded concept of a teacher‘s role and identity.
This profile is developed during the teacher preparation years, and reinforced through a
teacher‘s involvement as part of the larger magisterio. Associated with the perfil are
teachers por vocación, meaning those who are considered to have a calling for the
teaching profession.
Plaza: A term used in Guatemala and Mexico (and many other countries) to
designate a permanent teaching position based on official service and participation in the
carrera magisterial (career ladder). Competition for plazas initiates with a public
announcement ―as a mechanism with procedures that strengthen transparency and
impartiality in the selection of the best qualified instructors,‖ according to SEP (2010).
Progress: Progress is a term to represent forward linear temporal movement and
is frequently utilized in development discourse. ―The pristine credo of faith in progress
has been constantly preached to the Third World‖ (Sbert, 1992, p. 193). Progress is
presumed as a universal value (Illich, 1992) and need for people from ―backward‖
cultures (Street, 1999). Taken critically, the concept of progress can be seen as an
ideology of ―modernization theory, development strategy, [and] the goal of economic
growth‖ (Shanin, 1997, p. 68; also see Tauli-Corpuz, 2006).
SEP: Secretaria de Educación Pública, Mexico
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Sindicato: When I refer to the sindicatos in this research I specifically mean the
teachers‘ unions in Guatemala and Mexico. In Guatemala the national union is called the
STEG (Union of Education Workers of Guatemala) and in Mexico the main union is the
SNTE (National Union of Education Workers), comprising the largest labor union in
Latin America.
Traditional: Although this term is discouraged in anthropological research, it is a
term commonly used by community members to name valued Indigenous practices;
―while much of this might be linked to historical and cultural traditions in its specificities,
this does not mean that [we] are oriented to the past‖ (Nakata, 2007, p. 204). It is not
meant as a static concept; it is ―valued, but seen as something dynamic‖ (Delens, 1999, p.
363). Esteva (2010) adds, ―One of the best traditions of indigenous communities is that of
changing tradition in a traditional manner. This has ensured their survival and allows
them to continuously update their norms‖ (p. 121). Such definitions are grounded in a
critical Indigenous framework and sometimes contrast with community discourses.
Western: Throughout this research, the term ―Western‖ is utilized to describe
non-Indigenous epistemologies and to "designate people, customs, and ideas originating
from a European context" (Madjidi & Restoule, 2008, p. 78). While this positionality is
not necessarily oppressive by design, the prescription of needs undertaken by Western
organizations often discriminate against non-Western peoples (Illich, 1992). The USbased organizations in this research are described as Western since they are ―designed
largely by donor officials and advisers (who are overwhelmingly from Western countries),
albeit with varying degrees of consultation of officials on the recipient side‖ (Leach, 1999,
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p. 381). I also argue that actors within national systems of education offered in
Guatemala and Mexico can be described as Western. Historically,
Western-style schooling was seen as the major means of propagating the new
ideology [of colonization]. This was done both through the subject matter being
taught (the formal or overt curriculum) and through the norms and values
contained within that subject matter (the hidden curriculum). In the historical
process of Western colonisation and the political, economic and social
transformation of non-Western societies, European teachers played a dominant
role as agents of change. In some countries most secondary school teaching posts
and all senior posts in education continued to be occupied by Europeans long after
political independence had been achieved (Leach, 1994, p. 218).
Striking considering my own research, in the preceding example of research on
transnational teacher education efforts in Sudan, Leach (1994) refers to the
historical role of teachers as agents of change for colonization.
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CHAPTER 1: A REVIEW OF THE LITERATURE

Excellent qualitative research on Latin American Indigenous teacher education
exists, and extensive research on international educational development has been
conducted, but there has been little research globally into cases when these two larger
processes intersect (Schwille & Dembélé, 2007). The need for such research is
recognized by Knight (2007): ―The complex and increasingly inter-related dynamics
between national policies for international education, migration policies and nation
building/human capacity-building efforts are areas worthy of serious investigation‖ (p.
40); Little (1999) adds that ―education reproduced, worldwide, a variety of mainstream
cultures. On the other hand, several layers of culture impinge on and determine the
educational process‖ (p. 5). Yet much of the literature on cross-border teacher education
consists of program evaluations carried out by the organizations running the programs
themselves; many foreign and international development organizations do not critically
examine their educational projects, but rather focus only on how well the steps and
methods utilized correspond with a priori goals (Gasché, 2004; Horton et al, 2003;
Vincent-Lancrin, 2007).
Such evaluations ―rarely have a cultural focus and are often done inadequately if
at all, since they increase the cost of projects…evaluation limits the funds available for
further projects‖ (Delens, 1999, p. 364). This limits the usefulness of the evaluation-style
literature for theorizing the process of teacher education is one of the primary foci of
international educational development organizations (Avalos, 2000). As described by
UNESCO (2005), one of the most important worldwide organizations supporting teacher

36

education, there is a ―lack of comprehensive frameworks for coordinating various
initiatives at the international level‖ (p. 4). This gap in the research on transnational
teacher education may be explained ―mainly because it is still too recent and too small a
phenomenon‖ (OECD, 2007, p. 13). Theorizing such efforts across temporal and
geographic spaces must be situated in relation to global configurations of power (Little,
1999; Mazrui, 2002; Tollefson, 2002). We must go beyond mere description to the
―theoretical underpinnings of practice critical to any substantive understanding of
knowledge systems‖ (Nakata, 2007, p. 187). This chapter examines the research
literature in the fields of international educational development and capacity-building,
including the role of Education for All (EFA). I discuss the focus of many international
development organizations on Indigenous communities, and research on programs similar
to the cases in this dissertation is reviewed. The final section of the chapter begins with a
critical discussion of terminology, and concludes with some of the structural limitations
to the process described in the literature.

International Educational Development
Development discourse reveals distinct and often contradictory meanings, since
development is "a term descriptive of an experience whose desirability, in all its
vagueness, enjoys the blessing of all social groups and classes. In its looseness, it
promises all to all men and women" and has now become both "an ideology of survival
and an instrument for the reproduction of domination" (Prah, 2001, p. 123).
Development has become mythical in its ambiguity but is always seen as favorable, ―a
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step from the simple to the complex, from the inferior to the superior, from worse to
better‖ (Esteva, 1992, p. 10). Underdevelopment is similarly taken for granted as
synonymous with uncivilized, uneducated, and backward, yet its connotations have
shifted over time. In contemporary US government policy it is associated with threats to
national security (Essex, 2008; Sbert, 1992; Tarabini, 2010). The term‘s rather notorious
genesis is widely attributed to President Truman when he stated in 1949, ―more than half
the people in the world live in conditions approaching misery. Their food is inadequate.
They are victims of disease. Their economic life is primitive and stagnant. Their poverty
is a handicap and a threat both to them and to more prosperous areas‖ (n.p.). This
positioning laid the foundation for the US development industry during the post World
War II era as a ―weapon in the competition between political systems‖ (Sachs, 1992, p. 2),
and is a stance that has continued to affect development policies.
My research takes the position that the creation of discursive categories such as
development/underdevelopment and progress/backwardness and the ways in which such
concepts are measured are culturally-based practices grounded in dominant Western
ideologies (Escobar, 1999; Leach, 1994; McFarlane, 2006; Messing, 2007; Nakata, 2007;
Nordveit, 2010; Shanin, 1997; Tauli-Corpuz, 2006). We can trace these practices to a
time when "the eighteenth-century Enlightenment provided the West with a legacy of
hope, hope for the perfectability of mankind and the perfectability of social institutions.
Behind both was the concept of progress" (Olson & Torrance, 2001, p. 3). This Western
concept of progress continues to undergird most international development efforts.
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There is much evidence of the Western ideologies of international educational
development. For example, the United Nations‘ Millennium Development Goals
(MDGs) have been an important driver of development over the past 15 years
(Bermingham, Christensen & Mahn, 2009; Pini & Gorostiaga, 2008; Tarabini, 2010;
Valverde, 1999). One of the major foci of the MDGs is Education for All (EFA), a
global campaign to institute universal primary education (Valdiviezo, 2009). The main
sponsoring agencies of EFA include UNESCO, UNICEF, UNDP, and the World Bank
(Tarabini, 2010). However, nation-states that are receivers of development have
experienced "tremendous quantitative expansion in education, such expansion has
resulted in a decline in the quality of education" (Kanu, 2005, p. 497). One of the central
issues of educational quality is that as access to education is expanded, school
enrollments increase and existing teacher education programs are scaled up, but ―mass
education systems require such staggering numbers of school teachers that it is usually
impossible to recruit solely or even mainly from the most promising in terms of initial
qualifications and talents‖ (Schwille & Dembélé, 2007, p. 37). Since the 1990s,
development organizations have therefore focused much of their efforts on teacher
training as a means of improving student achievement to meet EFA goals (Avalos, 2000;
Buchmann & Hannum, 2001; Gardner & Abu Libde, 1995).
Development policy rhetoric has shifted from access to quality, but the way it is
defined and measured can be considered a major variable (Mena, Muñoz & Ruiz, 1990; B.
Street, 1999; S. Street, 2001). These definitions become even more problematic when
Indigenous peoples are invisible in educational policies (Soberanes, 2010). From a
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neoliberal stance, quality ―is mostly understood as internal efficiency and student
attainment in ‗language‘ and math, with little or no reference at all to cultural and
linguistic diversity to multi or bilingualism, cultural and social relevance and the like‖ (L.
E. López, personal communication, March 30, 2010). Such a focus has serious
implications in communities where this absence of attention to language and culture
contributes to the ongoing language shift and the subjugation of local knowledge. Since
traditional knowledge is typically viewed as oppositional to progress, it is defined as a
barrier to development (Street, 1999). This perceived need for ―modernization‖ helps to
explain why so many development organizations focus their efforts specifically on
Indigenous communities.
Education for All (EFA).
Foreign-run capacity-building has been established for teachers in developing
countries when national systems of teacher education are unable to meet rapidly
increasing demand within the EFA movement (Anderson-Levitt, 2003; Dooly &
Villanueva, 2006; Gasché, 2004; McFarlane, 2006). Debates in the research literature
frequently critique efforts by organizations such as the World Bank and USAID, yet most
authors seem to take for granted the benefits of the Millennium Development Goals and
Education for All; some simply advocate the use of ―alternative strategies‖ in which ―the
goal is to strengthen teachers, starting with additional training, preparation for noncertified teachers, introducing bilingualism and multiculturality, and the establishment of
computer centres that make knowledge available to the school and the community"
(Cortina & Sanchez, 2007, p. 278). So-called alternative development organizations

40

describes processes of ―leadership development; policy research and advocacy;
information access, use, and dissemination; and building of alliances, coalitions,
networks, and North-South partnerships‖ (Ngalazu, Foster, & Nzima, 2001; p. 7). Such
discourse may reflect organizations‘ efforts at more holistic and community-based
development (Black, 2003; Dooly & Villanueva, 2006; Knight, 2007).
The Education for All campaign supports the expansion of public schooling
despite the widely acknowledged "racism embedded within most of the national
educational system (sic) in Latin America" (Cortina, 2010, p. 533). And in accordance
with the MDGs most funding goes to elementary education (Cortina & Sanchez, 2007;
Schwille & Dembélé, 2007) though this is more problematic for Indigenous communities
where schooling must be improved at all levels (Deloria & Lytle, 1984). Some authors
take exception to support for EFA; one example is García (2004), who writes about
Indigenous education in Peru that ―Quechua children suffer in highland schools‖ (p. 46).
Another is Kanu (2005) who utilizes a postcolonial lens to frame South Asian teachers‘
resistance to a United Nations curriculum as ―subversive adaptation.‖ And Leach (1994)
traces Western attempts to influence non-Western societies to missionary drives and
colonization. Within a body of literature already recognized as limited, an even smaller
number of authors problematize the process of cross-border education.
Focus on Indigenous communities.
While international educational development projects are extremely common in
Indigenous communities, research that centers Indigenous perspectives is quite
uncommon. Development organizations often focus their efforts on the countries with
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the lowest degree of economic development and/or the greatest concentrations of
Indigenous peoples living in poverty (Barnach-Calbó, 1997; Cortina & Sanchez, 2007;
Dagnino, 2003; Hornberger, 1998; Little, 1999; Mena, Muñoz & Ruiz, 2000; Warren,
1998). Some of the reviewed scholarship historicizes capacity-building efforts for
teachers within national efforts of Indigenous education and bilingual intercultural
education (Cavalcanti, 1996; Cortina & Sanchez, 2007). Others refer to Indigenous
activists‘ support for bilingual intercultural education as a potential political catalyst
(García, 2004). There are publications that describe the ways transitional bilingual
education is blind to communities' sociocultural contexts and therefore subtractive in
terms of Indigenous language status and identity (Cortina & Sánchez, 2007). Some
authors address the tough decisions communities face about educational language
policies since in many contexts speaking an Indigenous language links a person not only
to Indigenous identity but with its associated poverty and marginalization; such social
contexts create real challenges for advocates of bilingual education over monolingual
Spanish instruction often supported at the community level (García, 2004).
Reviews of international educational development efforts in Indigenous
communities discuss various challenges, including the limitation of interactions because
of language and epistemological differences (Buchert, 2002; Cavalcanti, 1996);
perceptions of cultural imperialism (Holliday, 1992); "culturally sensitive and appropriate
methodology" (Gu, 2005); the challenges of importing concepts for teacher education
because of "cultural baggage" (Gardner & Abu Libde, 1995); the lack of implementation
of plans and the location of blame by various actors (Buchert, 2002); the lag time
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between policy changes and implementation of professional development for teachers
(Jiang & DeVillar, 2005); "social and cultural barriers [that] act as barriers to the
effective functioning of organisations, for example personal obligations and loyalty
towards the extended family" (Leach, 1994, p. 221); and debates about which model of
cross-border education is most effective (Knight, 2007).
Authors consistently question the quality of teacher education being provided
(Cortina & Sanchez, 2007; Gu, 2005; Kanu, 2005; Yan, 2009). They also note the short
term nature of CBPD ―designed and delivered by trainers who have not based this
training on specific knowledge of what is happening in their trainees‘ classrooms and for
which there is little or no classroom follow-up‖ (Schwille & Dembélé, 2007, p. 33). Such
lack of cultural analysis leads to disappointment among aid donors, frustration to
intellectual missionaries, and resistance in recipient countries (Kanu, 2005). A key
observation is made by Leach (1994) on the difference between expatriate and national
views of organizational limitations operating in contexts of high poverty: expatriates
locate blame on a lack of understanding and therefore supply ―experts‖ to provide
training, while nationals locate blame on insufficient funding and expect financial rather
than technical support. For Indigenous communities where international organizations
focus their efforts, outsider-driven development may feel like another wave of
colonization by outsiders who claim superiority, yet frame their actions as good
intentions like a new ―priesthood capable of understanding and defining ‗needs‘ today‖
(Illich, 1992, p. 99; also see Sachs, 1992).
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Capacity-Building
International development organizations as providers of aid conduct capacity
building for receivers of aid in contexts such as Mexico, where
the research evidence points to the need for effective professional
development for Mexican teachers, as student-centered instruction is
generally lacking in teachers responsible for Mexican basic education
(students from age 3 years to 16 years), as are detailed lesson plans,
stimulation of higher order thinking skills, attention to reading
comprehension and writing abilities, cooperative learning practices,
attention to individualized needs, involvement of parents or community,
and effective time management—all of which, as a combined problem, are
compounded by a reliance on whole class instruction, rote learning, and
the absence of administrative support (Jiang & DeVillar, 2005, p. 136).
The process of capacity-building is technically defined as "enhancing human
potential and strengthening institutional resilience to address the challenges of human
survival, development and welfare‖ (UNU, 2002, p. 1). It can take the form of classes or
workshops where trainers provide information or skills targeted to address problems in
the community, based on some type of needs assessment. The term ―capacity building‖
is used ―in relation to trade and private sector development, whereas ‗capacity
development‘ is more commonly used in aid development agencies‖ in Africa (VincentLancrin, 2007, p. 52). During an informal interview in Oaxaca in 2010 a World Bank
representative explained to me that ―capacity-building‖ was considered outdated and had
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been replaced with the term ―capacity development‖ to reflect shifting paradigms of
increased local participation; in the 1990s development strategies shifted to an increased
focus on partnership and ownership due to "aid fatigue on the part of traditional aid
providers and increased need for international assistance on the other" (Buchert, 2002, p.
70). Due to so-called aid fatigue and the lack of success of past development strategies,
―capacity development is the process whereby people, organizations, and society as a
whole, create, adapt and maintain capacity over time, that is, the ability to manage their
affairs successfully‖ (OECD Executive Summary, 2007, p. 11). The literature on this
process specifically applied with teachers, however, interchangeably uses the terms
―capacity-building‖ and ―capacity development‖ so both terms are used synonymously
throughout the dissertation.
While development efforts are often framed in terms of altruism, it is important
to note that the concept of capacity-building originated within trade capacity building
(TCB), a focus of the 2001 WTO meeting in Doha and one of the ―primary political
technologies through which neoliberal govermentality is constructed and spatialized‖
(Essex, 2008, p. 238; also see Vincent-Lancrin, 2007). Cross-border programs are
generally ―seen as productive ways to develop closer geo-political ties and economic
relationships between countries and to enhance competitiveness‖ (Knight, 2007, p. 31).
Described critically, however, capacity-building can be seen to ―destroy what it professes
to save—the capacity of a community to shape and maintain its own way of life by its
own forces‖ (Gronemeyer, 1992, p. 66). Capacity-building by NGOs has been largely
heralded as an alternative means of addressing community needs, but geopolitical and
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economic aims may or may not support community-level goals; providers and receivers
of capacity-building sometimes enter the collaboration with distinct visions of success
(Delens, 1999). Here the process is critiqued by Klees (2002):
One of the most appealing elements of the rhetoric on partnering has been the idea
of multilateral and bilateral aid agencies collaborating with NGOs and other civil society
organizations, with the rationale of involving grassroots participation and local
knowledge. However, this partnering with NGOs began in the 1980s as a direct result of
the ideological shift in the U.S. and the U.K., and hence in The [World] Bank, to
neoliberal policies that emphasized a diminished role for the public sector (p. 455).
Specifically addressing the Mexican context, ―the efforts of capacity-building and
actualization for teachers have been immensely disproportionate in relation to the small
impact in the quality of learning‖ (Mena, Muñoz & Ruiz, 2000, p. 33). It is clear that
capacity-building is a popular and widespread approach to teacher education in
international development efforts, and there exists a body of literature that critiques
specific programs. However, the accessibility of this literature may be limited due to its
inconsistent terminology.
Terms in the research literature
The literature review of processes similar to the cases investigated in my research
was somewhat problematic due to a lack of consistent terminology. Listed by category,
US teacher education undertaken internationally is called ―service teaching abroad‖
(Roberts, 2003) or ―cross-cultural preservice teacher education‖ (Sahin, 2008); in-country
intercultural projects as ―crosscultural indigenous teacher education‖ (Cavalcanti, 1996);
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and international cooperation as ―expatriates working with foreign institutions‖ (Holliday,
1992), ―expatriate advisers in cross-cultural development projects‖ (Leach, 1994),
―exportation of professional development schools‖ (Gardner & Abu Libde, 1995),
―partnerships for teacher empowerment‖ (Stacki, 2000), ―cross-cultural professional
development projects‖ (Jiang & DeVillar, 2005), knowledge transfer in teacher education
programs (Kanu, 2005; Sperandio et al., 2009), ―intercultural experiences of educators‘
professional development‖ (Gu, 2005), ―professionalization of untrained teachers‖
(Cortina & Sanchez, 2007), ―international teacher education workshops‖ (Sánchez,
Araujo, & O'Donnell, 2008), and ―cross-cultural teacher training‖ (Yan, 2009). I capture
this spectrum of practices under one umbrella term…since cross-border education
involves the movement of people, programmes, providers or projects across jurisdictional
boundaries (Knight, 2007), and professional development is one stage in the teacher
education continuum (Schwille & Dembélé, 2007), I refer to the practice researched in
this dissertation as cross-border professional development or CBPD. A range of CBPD
efforts can be categorized within distinct branches of international education.
The field of internationalization of higher education initially involved
international exchanges for peace-building but is now primarily used as a commodity
exchange; ―one of the weaknesses of this subset of literature is its uncritical stance
toward both its own internal practices and the structures which it operates‖ (Dolby &
Rahman, 2008, p. 688). Some important insights are shared by Holliday (1992) and
Leach (1994, 1995, 1999) however, who problematize culturally-based social hierarchies
in which cross-border education efforts are set. The globalization of education is the
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newest branch of the international education literature and one offering a more critical
stance generally; ―the growth in cross-border education is seen as one of the direct results
of globalisation‖ (Knight, 2007, p. 23). The limitations of transnational knowledge
transfer can be attributed to locally contextualized concepts of self, discursive practices,
and indigenous approaches to learning (Kanu, 2005). Scholarly analysis within
international research on teaching and teacher education is aimed toward problem-solving,
such as Gardner & Abu Libde‘s (1995) article about the importation of professional
development schools to foreign contexts, and Roberts‘ (2003) article about US preservice
teaching programs abroad. Gu (2005) draws attention to an important point: "the notion
of teacher professional development implies two concepts: (a) the concept of teaching as
a profession, and (b) the concept of teachers as professionals" (p. 6). Finally, research
such as Goddard & Shields‘ (1997) comparative study of Aboriginal school districts in
the US and Canada fall within comparative and international education; this subfield of
international education focuses on examining national-level education systems as well as
their intersections with international development.
Benefits and barriers
The reviewed scholarship frequently focused on which model of teacher
education was the most effective—the transnational movement of students, trainers, or
institutions. An ongoing debate is described by Knight (2007):
On the one hand, there is the belief that by having students stay in the
home country while studying there is a greater chance that national
identity and indigenous customs can be maintained. Yet, there is always
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the question about how relevant and culturally appropriate course content
and teaching/learning processes are when they are imported from other
countries. Another opinion emphasizes the advantages for students who
live and study in a different country than their own. Such an experience
opens their eyes and increases their international understanding and crosscultural skills, while at the same time learning about how their country
relates to the rest of the world (p. 32).
Though the model for CBPD is debated, the benefits of exchanges are described
as ―mobility [that] facilitates a cultural experience, which may broaden the staff
member‘s perspective on his/her home country, especially at the society level and it may
lead to better linguistic abilities‖ (Vincent-Lancrin, 2007, p. 73). The process of "local
behaviour moving outside its normal protocol in order to strive to cope with a new set of
conditions" is categorized as a crosscultural experience (Holliday, 1992, p. 229) and more
recently as interculturality (Gu, 2005). Not all authors view the cross-border process as
transformational on an individual level, such as Hage (2005) who cautions that ―It is a
mistake to think that if people move across national borders, such a movement will
necessarily be the most significant and defining element in their lives‖ (p. 469).
Limitations to transformation at the institutional level are also discussed since schools
have "their own strong internal network of social relationships that can facilitate or
impede efforts to bring about change in the institution" (Kanu, 2005, p. 499). Another
theme of innovation that emerged in the literature was the learning and transformation
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that occurred through the process of CBPD not only by teachers but by the facilitators
(Cavalcanti, 1996; García, 2004; Gu, 2005; Kanu, 2005).
Many of the researchers on cross-border education and international development
apply a top-down policy lens. Authors who acknowledge some of the existing limitations
within provider/receiver relationships may conclude their analysis with optimism that
such challenges will be overcome by yet another top-down development strategy in the
future (e.g. Buchert, 2002). An example is provided by Jiang & DeVillar (2005), who
describe the improvement in the quality of CBPD through the elaboration of a
multiphasal development process: evaluation of teachers‘ needs and interests; data
analysis and program design; implementation of professional development; and ongoing
support and evaluation. In most of the research more recent efforts are described as
superior to previous ones, described as a progressive evolution of strategies. During the
past decade the literature has demonstrated organizations‘ increased focus on partnership
and local ownership (Buchert, 2002). Another topic has been the establishment of rural
access to teacher education to meet the increasing need for teaching credentials (Cortina
& Sanchez, 2007). One of the most recent foci has been on issues of gender equity in
developing contexts, such as gaps in educational gender equity specifically in Indigenous
communities of Latin America due to ―entrenched cultural patterns‖ (Cortina, 2010, p.
530). While these authors acknowledge surface level cultural differences, the vastly
different bureaucratic structures in aid provider and receiver contexts are pointed out by
Leach (1994):
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Individuals tend to have two different agendas: the official agenda which
is concerned with meeting a mutually agreed minimum of institutional
demands and the hidden or informal agenda of personal goals and
unofficial duties (meeting family obligations, having secondary jobs, etc.).
Whereas in the Western model it is assumed that personal and official
goals can be largely reconciled, with the individual meeting both
institutional obligations (in terms of responsibilities and tasks) and
personal needs (adequate salary, job satisfaction, promotion) at the same
time, this is usually not the case in Third World bureaucracies where
excessively low salaries, low morale, lack of career opportunities and
family and kinship demands create a second set of goals which cannot be
met by official means. In a situation of scarce resources, the institution is
transformed from one operating in the service of the wider public into one
directed at meeting first and foremost the social and economic needs of its
members (p. 225-6).
Although some of the conflicts within aid relationships are described in recent
CBPD research, global relations of power are often obscured. Scholars Cortina &
Sanchez (2007) report how Spain‘s national development agency‘s Secretary-General
proudly described how they had "rediscovered America" (p. 269) through its
development efforts, though notions of European ―discovery‖ of the Americas is
extremely problematic from an indigenous standpoint. The authors also attribute the
"information divide" as one of the "greatest sources of inequality between urban and rural
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areas, and between the North and the South" (ibid, p. 278), but many rural communities
in Latin America face social, economic, political, and educational marginalization far
beyond the realm of technology and information. Other authors assess the value of
culturally grounded behaviors: within a British-Chinese CBPD effort, the "exposure to
Western methodological innovation and training was shown to enable Chinese teachers to
make more rational decisions on approaches to language teaching and learning" (Gu,
2005, p. 8; italics added). From a counterhegemonic stance, this association of rationality
with Western methods should be problematized.
Structural limitations
While there is extensive international development literature from a critical and/or
bottom-up perspective, that trend has yet to present itself on much of the CBPD research;
this is perhaps indicative of the fact that the vast majority of the research is written by or
for funding agencies. In an atypical critique of CBPD‘s disequilibrium of power, Kanu
(2005) states how "a few major industrialized countries in the West dominate knowledge
and resources by virtue of their ownership of the new scientific systems, the new
technologies, premium academic institutions, and the dominance of the English language
as the medium of instruction and research," thereby creating a "neocolonial situation" (p.
494). A critical stance is also taken by Leach (1994, 1999) in her work on knowledge
transfer grounded in social and cultural reproduction theory. Other articles that explicitly
address relations of power include two actually categorized as ―crosscultural‖ rather than
cross-border since both the providers and receivers of capacity-building were conationals.
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The first is action research that recognizes that "participants in such
teaching/learning projects have different interests and that face-to-face interaction, inside
and outside the classroom, needs to take account of the wider power relations that shape
these interests" (Cavalcanti, 1996, p. 176). The second article on crosscultural
partnerships cautions of the necessity to "recognize and critique the problems and
contradictions of Intercultural advocacy" (García, 2004, p. 63). Interestingly, because the
projects researched by García (2004) and Cavalcanti (1996) were cross cultural rather
than cross-border, collaboration only had to jump one language rather than two; the first
language of the professional development providers was the second language and/or
lingua franca of the professional development recipients. While the cross-cultural work
undertaken by these authors helps to provide insights to my topic they cannot fully
address the cultural and epistemological issues that were raised during this cross-border
research.

Discussion
Cross-border education is divided into four categories that describe what is
mobilized—people, programs, providers, or projects (Knight, 2007). The organizations
in my research represent two distinct models of cross-border professional development.
Amigos de Santa Cruz is a locally run project that emphasizes the movement of capacitybuilding providers to the community, complemented by a small scale effort to move
people on brief exchange visits. The CASS program is exclusively a movement of
people to the capacity-building through its scholarship year abroad. ―The difference
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between programme and provider mobility is one of scope and scale in terms of
programmes/services offered and the local presence (and investment) by the foreign
provider‖ (Knight, 2007, p. 29). Further discussion of my own positioning in relation to
these organizations is included in the chapter on research process.
I have extensively reviewed academic literature from multiple regions on
decolonization, bilingual intercultural education, international educational development,
language planning and policy, and Indigenous education, and I closely reviewed the
related literature on cross-border teacher education. Cross-border education programs are
growing very quickly, and there exists a lag for theoretical models to account for them.
During transnational collaborations, teacher discourse reflects national frameworks of
teacher education that may not cross borders as readily as do the speakers of the
discourse. ―In many cases, expressing even a similar meaning takes a significant amount
of time and involves constructing Indigenous knowledge in a variety of different ways.
Coercive processes that force Native people to think and operate in non-Native terms
frequently result in loss of meaning‖ (McGregor, 2004, n.p.). Much can be lost in
translation, and such missing dimensions justifiably create resentment and resistance (de
Frece & Poole, 2008; Yan, 2009). Within the process of CBPD, "one of the poverties of
the current discourse about curriculum internationalization appears to be a conception of
international education as continuing to prescribe bodies of Eurocentric knowledge and
culture to natives in order to emancipate them from their traditions and, thus, help them
overcome barriers to development" (Kanu, 2005, p. 512). Although this research
highlights well-intentioned organizations that frame educational goals, ideological and
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practical resistance are common on the ground for a variety of reasons, resulting in
different levels of participation by teachers (Herr & Anderson, 2005); outsider and
insider views of the roles and responsibilities of teachers may not align (Wortham &
Contreras, 2002).
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CHAPTER 2: HISTORY OF INDIGENOUS EDUCATION
IN GUATEMALA AND MEXICO

Historically one of the main instruments of imperialism and colonization was
formal education. The model of schooling prevalent today is grounded in a long history
of largely European roots (Battiste, 2002; Leach, 1994; McCarty, 2002; Nahmad &
Nahón, 2011). Schooling was seen "as the route to progress…the Enlightenment put a
new emphasis on mass public education, a program made feasible by the relative
availability of printed books and the universal knowledge books were assumed to
contain" (Olson & Torrance, 2001, p. 3). The European-based model of schooling spread
worldwide through colonization, creating institutional spaces where elite policies‘
―prestige symbols, ethnic images, and values represent and legitimate the official version
of national reality‖ (Wilhelm, 1991, p. 4); these are the bases of contemporary models of
Indigenous education in Latin America. As described below, it has at times required
violent upheaval to disrupt such models. This background chapter includes a brief
chronological history of State-provided education for Indigenous students in Guatemala
and Mexico with its focus on national level language planning and policy. The chapter
concludes with a discussion of bilingual intercultural education as the contemporary
model of Indigenous education utilized in Guatemala and Mexico.
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Guatemala
The nineteenth century
Guatemala (as part of New Spain) declared independence from Spain in 1821,
was briefly incorporated into Mexico in 1822, and became an independent republic in
1823. The new nation-state quickly established explicit language policies for Indigenous
peoples; the 1824 Constituent Guatemalan Congress stated its position
considering that it ought to have one national language, while those
[Mayan languages] still used by Indians are so diverse, incomplete, and
imperfect, and are not sufficient for enlightening the [Maya] people or
perfecting the civilization, does decree and declare that: The Parish priest,
in agreement with the municipalities of the people, should, through the
most expedient, prudent, and efficient means, extinguish the language of
the Indians (cited in Richards & Richards, 1997, p. 195).
Toward the same goals, state-sponsored pedagogy under President Gálvez (18311838) attempted to force the Indigenous population to surrender their language, culture,
and ethnic distinctions. These policies reflect liberals‘ assimilationist agendas, seen once
again when they returned to power in 1871 as President Barrios instituted secular
education in an attempt to reduce the church‘s influence (Carey, 2006). Throughout the
1870s and 1880s education laws that made primary schooling compulsory, free, secular,
and practical under the national development model that viewed formal education as a
crucible for creating national identity, productive citizenship, and efficient labor. ―Barrios
initiated a grand scheme of privatization and titling of land-holdings. In the process,
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many of the indigenous social structures built around communal property were abolished
and many Indians lost control over land that their families had cultivated for generations.
A double blow was dealt to the Indians through the implementation of forced-labor laws,
whereby Indians were required to work for the state or for private landowners designated
by the state‖ (Fischer, 2001, p. 69). Efforts at assimilation were carried out by local
Institutos Indígenas founded throughout 1880s and 1890s in certain parts of the country
to teach Spanish, math, and vocational skills to Maya children (Grandin, 2000).
The twentieth century
By the 1900s there was an emphasis on more centralized control over curriculum
and activities, construction of new schools, hiring and firing of staff (only comprised of
Ladinos), with biannual standardized exams. Formal public schooling at that time is
described by Grandin (2000):
The school day itself was structured to accustom children to an ordered
workday, marked by clocks and bells. A dress code attempted to break
indigenous sartorial habits—(girls) were to wear white smocks over their
huipiles while boys were expected to attend class in pants, a buttoned shirt,
and shoes. The school year, which in 1920 ran from February to October,
was designed around the demands of coffee planters rather than the needs
of subsistence producers and helped discipline Indians into the cycles of
agro-industrial production (p. 172).
During periods of Guatemalan history when the conservatives were in power,
their social Darwinist ideology supported more exclusionary policies. The powerful
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German and Ladino landowners did not want to incur the costs of schooling, nor did they
want an educated populace that might be unwilling to work the farms (Carey, 2006).
Education infrastructure was extremely sparse in rural areas, so the majority of
Guatemala‘s Indigenous population was less affected by education laws (Richards &
Richards, 1997). The national policies did have some effect, however, in the form of a
more developed urban education system and university expansion, both of which
contributed to increases in a middle class in the 20th century. Funding was dependent on
private organizations such as mutual aid societies and workers societies.
Revolution, education, and the SIL.
The 1944 October Revolution ushered in a ten-year period of changes in terms of
increased access to education. ―President Arévalo, who held a doctorate in philosophy,
was committed to improving Guatemala‘s schools, especially where they were most in
need: rural areas. He built schools, raised teachers‘ salaries, and developed programs for
teachers to better prepare them for living and working with Maya. His successor
President Arbenz continued this commitment to rural education and as a result,
attendance in rural areas increased‖ (Carey, 2006, p. 182). The National Indigenist
Institute was established in 1945, which led to the first-ever national indigenous teachers‘
conference as well as a national Mayan language conference in 1949 (Richards &
Richards, 1997; Warren, 1996). Illiteracy was declared as a national emergency
(Richards & Richards, 1997) and state education spending increased by 800% (Carey,
2006); a large part of this increase was due to the efforts of the evangelical missionary
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Wycliffe Bible Translators founded in 1952, later to become the Summer Institute of
Linguistics or SIL. As described by Fischer (2001),
The Arbenz government was not keen on the SIL‘s missionizing, but saw
the group as a cheap and effective means of modernizing the country‘s
education system. The SIL was thus granted a contract by the Instituto
Indigenista Nacional (IIN) to supply schoolbooks and train teachers in
Indian areas. The joint IIN/SIL venture was aimed at incorporating Maya
children into the national education system, thereby laying the foundation
for the cultural integration so important to the Guatemalan state (p. 90).
The Catholic Action movement formed in reaction to such Protestant
groups and became more concerned with social issues such as the provision of
cooperatives, schools, and health services, as well as educational scholarships
(Fischer, 2001). The Guatemalan government agenda for education reflected its
liberal sociopolitical aspirations under Presidents Arévalo and Arbenz: ―a state
based on the model of European nation-statehood, which involved integrating the
Indians into Western society. An educated yet homogenous population was seen
as key to political stability and economic prosperity‖ (Fischer, 1996, p. 68; also
see de la Peña, 2005). The era for this vision ended when President Arbenz was
overthrown in 1954 in a CIA-supported coup; shifts in educational policy were
seen immediately. Counter-revolutionary policies under President Armas in 1954
suspended mother tongue literacy programs and early bilingual education pilots as
―leaders in government increasingly singled out Indians as the primary hindrance
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to national economic development‖ (Richards & Richards, 1997, p. 197). The
anticommunist campaign of President Armas aligned with US interests at the time,
and a revolutionary movement supported by Cuba began in Guatemala‘s eastern
highlands (Fischer, 2001).
Civil war
Guatemala‘s 36-year civil war began in 1960 with sporadic fighting concentrated
in the east. When guerrillas emerged in the more Indigenous regions of the west during
the 1970s, the military began to use death squads as an antiguerilla tactic. General
Romeo Lucas García took control of the government in 1978 and ―he and his brother, the
minister of defense, escalated military actions against the population at large. Because
the guerrilla movement was now based in the Indian highlands, ladino elites‘ Cold Warinspired anxiety about Marxist revolutionaries converged with their long-smoldering
fears of an Indian uprising, creating the ideological justification for the ethnocidal
campaigns directed by the military‖ (Fischer, 2001, p. 70). In the early 1980s the
violence continued. Presidents García and Rios Montt both instituted what was known as
―beans and bullets‖ policy under which ―the native populace could either accept
humanitarian aid and ideological indoctrination by government forces or be subject to
extermination as accessories to treason‖ (Fischer & Brown, 1996, p. 63). It was during
this time that student and labor activists in the capital were disappearing at the rate of
between 50 and 200 people per month (Fischer, 2001). Educational efforts forged on,
however.
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Beginning of the current era
Largely as a means of increasing Indigenous participation in schooling, a national
bilingual education project began in 1980, largely funded by USAID. This program
created curriculum and materials for the four most widely spoken Mayan languages and
put them into place in ten pilot schools. These programs did demonstrate substantial
improvement in drop-out rates and reading scores on Spanish language assessments. The
project certainly had its setbacks, ―the most notable being the Army perpetrated murders
of three of its senior Mayan technicians as well as some of its teachers and bilingual
promoters‖ (Richards & Richards, 1997, p. 199). International pressure was increasing
on the national government to address the needs of the Maya population—a new
education law drafted by the Minister of Education under President Mejía Victores was
― heavily influenced by members of the national and international academic and
development community on the merits of bilingual education‖ (ibid, p. 200). The lion‘s
share of program funding was provided by USAID. In 1985 a new national constitution
was put into place, marking the first time in the country‘s history that the pluralistic
nature of the society was legally recognized (Barnach-Calbó, 1997). Spanish-Maya
bilingual education for rural Indian areas was included through the PRONEBI program—
Programa Nacional de Educación Bilingüe, and mother tongue literacy instruction for
adults was implemented in 1986. PRONEBI continued to expand throughout the nineties,
offering bilingual education to schools in larger geographic areas and additional Mayan
languages.
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Education in the Peace Accords
Guatemala's 36-year civil war was officially ended by the signing of the Peace
Accords, a series of documents signed over a period of years that concluded in 1996.
Several of the Peace Accords specifically addressed ethnicity, language, and identity
since the prior invisibility of the country‘s pluriethnic and plurilinguistic nature had
contributed to intergroup tensions and violence. The inclusion of Guatemala‘s
indigenous languages in the Peace Accords and constitution therefore had a substantial
psychological impact for many Mayas (Ajb‘ee, 1997) when ―officialization finds its
fulfillment in demonstration…through which the practical group – virtual, ignored,
denied, or repressed – makes itself visible and manifest, for other groups and for itself,
and attests to its existence as a group that is known and recognized, laying a claim to
institutionalization‖ (Bourdieu, 1991, p. 224). Critics, however, worry that the accords
lack any means of implementation and therefore the power to actually change the
problems Guatemala faces since they may actually be a result of ―peace without justice‖
(Montejo, 2005, p. 4).
A consortium of Guatemalan university activists points out that oppressive and
discriminatory conditions are still present today in an education system that ―combines
the concepts of social conformity and citizenship: it is designed to maintain the relations
of power, exclusion and marginalization, particularly over the indigenous population‖
(Junta Cargadora, 2003, p. 149). Largely due to the resonating effects of the war, public
discourse around topics of rights and justice are still tightly constrained. The Guatemalan
media is controlled through industry ownership and therefore reflects hegemony and
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resistance to change (Simón, 1998; Montejo, 2005); reporters who dig too deeply into
political or economic scandals are frequently killed. Human rights activists and union
organizers are also frequent targets8, and Guatemala is often described as harboring a
‗culture of impunity.‘ Activism is therefore a dangerous endeavor in stratified and
largely racist Guatemala, set against ―the fragility of peace in a country unaccustomed to
the free expression of criticisms of government and military repression‖ (Warren, 1998; p.
29). In the Guatemalan context, the idea of overcoming aversion to Mayan language and
identity is unfortunately a common theme both in everyday discourse and scholarly
literature (Brown, 1998; Garzon, 1998; Montejo, 2005; Richards, 1998).
Educational language planning
As in many other countries, the production of educational materials for
Guatemalan indigenous bilingual schools has been challenging in terms of language
normalization, standardization, and orthography. A pan-Mayan alphabet created by
Adrián Chávez borrowed diacritics and symbols from various Native American
languages. The unified alphabet was part of a strategy of language and culturally-based
political activism since it became the rallying point for the formation of the pan-Maya
movement‖ (Warren, 1996, p. 89). Unification of the alphabets and growth of a pan Maya
identity was openly opposed by the Summer Institute of Linguistics or SIL (Cojtí Cuxil,
1996; England, 1996). The SIL produced a huge body of descriptive linguistic data,
greatly increased literacy, and trained many Maya linguists, but their refusal to support
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Amnesty International registered 195 attacks against human rights workers in 2007,
nearly all of which went unsolved.

64

the unified Mayan alphabet actually helped to unify activists of the pan-Maya movement
(Warren, 1996). In a 1987 meeting of Mayan linguists, it was decided to avoid Spanish
spelling conventions ―based on a clear but revolutionary principle: the purpose of writing
Mayan languages was to be for the inherent value of literacy in Maya and for the
promotion of writing as an extension of their domains of usage and not just as a means
for teaching literacy in Spanish‖ (England, 1996, p. 183). The pan-Mayan alphabet is the
one now used in the production of materials for bilingual MINEDUC programs.
Mayan activists have problematized the purpose and outcomes of official
bilingual education. The National Council of Mayan Education‘s (CNEM) vision of the
intercultural nation state describes the fundamental axes of ―education for life and work,
education for a culture of peace in democracy and development, education for
valorization of human beings in the life of the community, education in the context of
integral, harmonious, balanced development with respect for nature‖ (1996, p. 11).
CNEM scholars recommend pedagogy parallel to the written Mayan spiritual guide
called the Popol Wuj, based on observation, study, exemplification, repetition, correction,
harmony, and balance, representing a holistic form of learning that occurs through the
family and the community, respect for oral language heritage, and recognition of the
dualistic philosophy known as kabawil. The CNEM text also recognizes the need to
―promote the transformation of decolonized teachers in the national system of education‖
(p. 14). These recommendations are gradually filtering into the implementation of the
base national curriculum (CNB) at the community level. Bilingual intercultural education
is now widely used throughout much of Guatemala with the collaboration of the Mayan
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organizations representing various linguistic regions. Spaces for the inclusion of
Indigenous language and culture in the curriculum are partly due to the negotiations
during the process of writing the Peace Accords; in Mexico, similar progress was made in
the Larrainzar Accords in Chiapas (Mena, Muñoz & Ruiz, 2000).

Mexico
The nineteenth century
Language, education, and economic development have been linked throughout the
history of Mexico both as a colony and as an independent nation-state beginning in 1821.
Intellectuals drafted a constitution and laws based on a ―return to forms of Greek and
Roman life, others believed that the model to follow was the young republic of the United
States, several proposed that the Aztec Empire be emulated. Almost no one based his
project on current Mexican realities‖ (González y González, 1995, p. 82). In 1823 the
Mexican republic was established, and Catholicism was maintained as the state religion.
Fighting and civil war continued through 1850 as groups aligned with various foreign
governments struggled for power, and a reform of the Church, school, and army lessened
the existing educational monopoly of the Church (ibid).
Though educational models have shifted over time, all were various attempts to
unify the nation under one nation and culture (Nahmad & Nahón, 2011; SEP, 2004).
Under the leadership of Benito Juárez, who had grown up in a Zapoteco community in
Oaxaca, Mexican liberals launched a major offensive against corporate property with the
Reform Laws (1855-56) and the 1857 Constitution. Disentailment laws purported to
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benefit member of the indigenous communities: it was assumed that private property
would be an incentive to increase their productivity and competitiveness in the market,
but in fact a great deal of land was appropriated by criollos and mestizos. This explains
the eruption of the caste wars between the landed oligarchy and the rebellious indigenous
who protested the destruction of their livelihood (de la Peña, 2005, p. 720). The Reform
Laws were followed by the public instruction laws in 1867 and 1869, also under
President Benito Juárez; these laws ensured a secular education that ―established
positivism as its educational philosophy‖ (Nahmad & Nahón, 2011, p. 60). A series of
uprisings against Juárez began to shift power to Porfirio Díaz, ushering in the period from
1877 to 1911 known as the Porfiriato (Villegas, 1995a).
The twentieth century
After the 1910 revolution and the elections of 1911, the goal of ―the incorporation
of rural communities into mainstream Mexican life, and the continued use of local Indian
languages was seen as a hindrance to this goal‖ (Garzon, 1992, p. 55). The
institutionalization of Spanish-only Indigenous education began in the 1920s through the
Escuela Rural Mexicana program (Mena, Muñoz & Ruiz, 2000). This was part of a larger
movement of national reconstruction that included land reform and the establishment of
peasant associations (Blanquel, 1995). The work of José Vasconcelos on mestizaje9 was
a huge influence at the time (and still underlies many of the principles of contemporary
Mexican education) (ibid; Vasconcelos, 1979).

9

See glossary.
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The official party was created in 1928 and Lázaro Cárdenas was elected president
in 1934 (Blanquel, 1995). Methods of education for assimilation shifted after the
establishment of the Interamerican Indigenist Conference in 1940, at which time the
National Indigenist Institute (INI) was created. Bilingual Indigenous education was
established, conducted by promoters in the centralized Indigenista system (INI) within
SEP who utilized Indigenous language instruction as a transitional method to
castellanización10 (DEI, 2005). The Mexican economy greatly expanded due to capital
generated during World War II, ―but to sustain and especially to increase the rate of
growth of a dependent country required that someone within its boundaries pay for the
progress‖ (Blanquel, 1995, p. 135). This generated severe economic imbalances between
social classes and between certain regions of Mexico; in response, agrarian reform was
slowed and worker movements were suppressed (ibid; Villegas, 1995). Indigenous
literacy campaigns designed to facilitate castellanización were begun in Chiapas in the
1950s (Cummings & Tamayo, 1994; SEP, 2004). INI's proposals were officially adopted
by SEP in 1963 and the promotores culturales and bilingual teachers began their work
under INI continuing to facilitate castellanización (Mena, Muñoz & Ruiz, 2000). The
1968 student movement in protest of violence at secondary schools and police actions
was violently repressed in the massacre on October 2nd ; as a result, ―criticism of
headlong development and authoritarian government literally exploded between 1971 and
1980‖ (Meyer, 1995, p. 150). In was during this decade that the Indigenous movement
gathered momentum and according to SEP marked the first large-scale teacher support of
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equitable language development in the classroom (2004). The worldwide economic crisis
of the early 1970s exploded Mexico‘s already massive external debt, and ―distrust of the
political and economic system became dangerously widespread (Meyer, 1995, p. 153). In
1978 the Dirección General de Educación Extraescolar en el Medio Indígena became the
Dirección General de Educación Indígena or DGEI that remains the agency in charge of
Indigenous education today (Barnach-Calbó, 1997; Mena, Muñoz & Ruiz, 2000; PREAL,
2002).
Beginning of the current era
Despite more inclusive discourse in national policies, there has often been ―a
colossal breach between educational proposals and actual school contexts‖ (Mena,
Muñoz & Ruiz, 2000, p. 22).
For many years, we teachers of indigenous education have been
instruments of education policies that have tended toward the
disappearance of original peoples by enabling their incorporation,
assimilation, or integration into the dominant mestizo culture (Soberanes,
2010, p. 105).
SEP‘s National Bilingual Education manual (1984) position towards parental
involvement states that the school should ―promote the use of appropriate means so that
the school community and parents provide permanent collaboration in the functioning of
the school, and conform to its respective rules and regulations‖ (p. 4). It also describes
the school‘s sociocultural programs as a means of ―increasing the cultural level of the
Indigenous community‖ (p. 4, italics added), accomplished through the ―promotion of
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community involvement in civic and sociocultural activities‖ (p. 17). Educational
modernization and the dismantling of the welfare state in favor the market was the focus
of President Salinas de Gortari‘s administration from 1988-1994, with a more centralized
strategy of norms and assessment for Indigenous education (Mena, Muñoz & Ruiz, 2000;
Street, 2001). This period was followed by the constitutional reforms of 1992 first
marked Mexico‘s pluricultural composition (SEP, 2004). The process of decentralization
in 1992 established state-level Institutes of Education in which ―schools are given more
responsibility, but less power, which is then reconcentrated in those central government
offices dictating state educational policy as normative criteria‖ (Street, 2001, p. 146).
The establishment of Educación Indígena or ―EI‖ at the state level occurred within a
context of decentralization, though in many states EI still occurs through federalized
schooling subsystems (Hernandez & Layton, 2006).
Education in the Larrainzar Accords
Further policy changes occurred in 1996, when Mexico officially recognized the
creation of pluriethnic indigenous regions during negotiations with the EZLN (Zapatista
National Liberation Army) (Barnach-Calbó, 1997). Mexico today officially has 68
Indigenous languages, each with a variety of dialects (INALI, 2010). Included in this
number are some Mayan languages from Guatemala because of refugee populations—
Akateko, Awakateko, Chuj, Ixil, Jakalteko, K‘iche, Kaqchikel, Mam, Q‘anjob‘al, and
Teko ―The linguistic reality of the country is much more complex than was previously
believed. In addition, the imprecision of a term that has always been used—the concept
of ‗lengua‘ in terms of Mexican linguistic diversity; it was widely understood that each
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Indigenous pueblo spoke a uniform language, but more typically great linguistic variation
exists‖ (ibid, n.p.). Thus within each of the languages, the preferred term to refer to
dialects is variantes, many of which are mutually unintelligible; INALI recommends that
linguistic dialects should be treated as distinct languages for educational purposes and for
the provision of other social services. This is of course extremely challenging in terms of
teacher placement and the production of education materials.
Education and development in the twenty-first century
DGEI‘s vision statement reflects its conception of progress, gauged by an
improvement in standardized test scores:
The DGEI will be in 2012 a leading institution in the definition of
educational policies for the indigenous population, generating optimum
academic and organizational operating conditions, through the
consolidation of an educational model sustained through a structure of
management and qualified professional participation, developing teacher
practices and culturally and linguistically relevant instructional support,
utilizing information and communication technologies that will contribute
to educational achievements reflected by the improvement of nationallybased measurements (DGEI Vision Statement, 2011).
Indigenous education in Mexico is strongly linked to conditions of poverty. The
efforts of DGEI concentrate on areas with the lowest development indicators, "focusing
on schools located in the towns with a low index of human development and high social
marginalization" (DGEI Director‘s Message, 2008).
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Bilingual Intercultural Education
Intercultural education in Latin America has been a distinct process from its
implementation in other parts of the world. Growing Indigenous movements occurring
worldwide during the 1970s and 1980s began to receive official recognition. Further
movement towards policy changes occurred when the ILO (International Labor
Organization) passed the landmark Convention 169 on Indigenous rights (Barnach-Calbó,
1997; Bertely, 2010). This was shortly followed by the Indigenous Alliance of the
Americas position statement in 1990 that ―bilingual, intercultural education be officially
recognized in the constitutions of all countries of the Continent‖ (section on Education,
Culture and Religion). Over the past two decades the bilingual intercultural education
model has been steadily growing throughout the Americas. Representatives from
fourteen Latin American countries met in 1998 at a conference held in Guatemala by the
Organization of Ibero-American States for Education, Science and Culture where they
agreed on EIB as a means of transforming education (García, 2004). Early discussions of
the model centered on linguistics but have since shifted to larger political questions.
From a grassroots perspective the EIB model was intended as a move away from
subtractive bilingual education and in support of Indigenous language maintenance, seen
as "having the potential to strengthen indigenous cultural and linguistic practices as well
as to facilitate indigenous participation in mainstream society" (Aikman, 1997, p. 465).
Such is the Ecuadorian example described by King (1997):
Although the academic impact and effectiveness of these programs is
difficult to assess, the continued demand for them is a powerful (and reliable)
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indicator of their success within the communities. The social impact of these and
other similar programs has been substantial both within the communities and in a
national context. Aside from the likely academic advantages of using a language
which is intelligible to the students, many of the children who have participated in
these early programs have become the bilingual school teachers, indigenous
intelligentsia, and indigenous political leaders of the present (p. 273).
While these are important benefits of the model, in terms of language acquisition
planning "in the great majority of countries bilingual intercultural education remains
limited to the primary level and not beyond the first three grades, for which the bilingual
programs should be clearly considered transitional" (Barnach-Calbó, 1997, p. 26). Also
problematic is the general lack of a definition of interculturality, which contributes to
problems with implementation (Valdiviezo, 2009). There is no one clear answer to the
question, ―how can indigenous peoples and other language minorities develop
educational policies and programs that serve their social and linguistic needs, in the face
of significant pressures exerted by more powerful social and ethnolinguistic groups?‖
(Tollefson, 2002, p. 14). This query does open up themes of discussion that are
addressed throughout the dissertation.
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CHAPTER 3: THEORETICAL FRAMEWORK

Colonization and Cultural Logics
In Mexico and Guatemala as in other sites around the world, colonization broadly
impacted thinking about race, class, and progress. Social hierarchies were established
that ―tried to teach us to despise ourselves and our cosmologies, traditions, customary
laws, and lifeways‖ (Tauli-Corpuz, 2006, p. 14). As we trace historical trajectories we
can see how colonized perspectives are normalized as ―popular common sense‖ (Shanin,
1997, p. 66). Such thinking is constructed and reconstructed as the status quo since
"behavioral orientations rooted in structural roles and national interests can neither be
wished away nor easily overcome" (Samoff, 2004, p. 414), especially the case in postcolonial contexts categorized within economic paradigms as ―developing‖ (Esteva, 1992;
Leach, 1994, 1995). Such complex histories require scholars to ―move away from
canonical readings of the state versus its subjects‖ (Nakata, 2007, p. 165). This is
facilitated by an understanding of cultural interfaces (ibid; Delens, 1999) or cultural
logics (Fischer, 2001).
Within post-colonial contexts, Messing (2007) describes culturally-based logics
as "ideologies of language, identity, and conceptions of modernity are the components of
cultural change itself, affecting individuals' interpretations of their lives in such a way
that they change their communicative and socialization practices" (p. 557). The present
research addresses these broad sociohistorical matrices of ongoing racialized and classbased discrimination, often invisible since ―discourse can readily be mobilized through
institutions such as the media and schools (largely controlled by dominant groups) to

74

legitimate coercive relations of power as being reasonably fair, and in the best interests of
both the subordinated minority and the society as a whole‖ (Cummins, 2000, p. 235). In
this chapter I review the literature for a geographically broad theoretical framework that
emphasizes the distinctiveness of community epistemologies. I draw upon the work of
authors who shed light on the ways colonization operates and work to decolonize social
matrices. After more than 500 years of colonization, many Indigenous peoples continue
to claim their identity as distinct peoples (Tauli-Corpuz, 2006). Many are suffering, but
have not chosen to assimilate as have so many other ethnic groups, despite society‘s
promises of prosperity. This speaks to distinct conceptions of identity.

Identity, Race and Racism
From a North American perspective the type of discrimination present in Latin
America might not fit familiar definitions of racism, yet Latin American scholars offer
other perspectives:
Although it is not common to refer to any of the Latin American political
situations as apartheid, in most cases the policies applied to the Indigenous
societies in this vast region could indeed be characterized as such, since a
clear and often publicly conceded intention of eradicating indigenous
ethno-cultural differences underlies them (López, 2008, p. 43).
North American definitions of race typically fall along a Black-White spectrum
that often invisibilizes Indigenous peoples (Bartlett & Brayboy, 2006; Forbes, 1995).
This constitutes an ―absence that is particularly significant from the viewpoint of the rest
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of the hemisphere‖ (Rockwell, 2002, p. 5). In Latin America contemporary racism
typically occurs along an Indigenous-non-Indigenous spectrum "hinged upon profound
stigmatization of Indian identities" (Field, 2002, p. 14) and that tends to ignore AfroLatino peoples (Freeland, 2003; Harrison, 1995; Rockwell, 2002). In the borderlands
between what is known as North America and Latin America Anzaldúa (1990) writes
about the embodiment of such stigmatization as ―our internalized whiteness that
desperately wants boundary lines (this part of me is Mexican, this Indian) marked out and
woe to any sister or any part of us that steps out of our assigned places, woe to anyone
who doesn‘t measure up to our standards of ethnicity‖ (p. 143). I refer to this type of
discrimination as cultural racism.
Another kind of cultural racism is evident through the invisibilization of peoples
through official channels (Mena, Muñoz, & Ruiz, 2000). Categories by governments in
North America illuminate how ―self-naming is perhaps the simplest yet most profound
act of human autonomy; the fact that tribal names have been ignored, appropriated, and
distorted by outsiders speaks volumes about the history of the people so named‖
(McCarty & Zepeda, 1999, p. 200). In Latin America such categories further illuminate
how ―an important factor for state hegemony has been the capacity on the part of
governments to define what it is ‗to be‘ indigenous and to generate the conditions for a
specific political-indigenous identity to emerge within the nation‖ (de la Peña, 2005, p.
718). Official national discourses of mestizaje served as a powerful tool of domination
and assimilation in Mexico, erasing Indigenous peoples and their identities (Albó, 1993;
Canessa, 2008; Cruz, 2000; Field, 2002; Grande 2000; Hale, 2004; Hernandez & Nigh,
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1998; Jackson & Warren, 2005; Stavenhagen, 1992). This is an important example of the
ways history shapes a matrix of ―hegemony [that] begins with coercion and domination
(colonialism), then becomes internalized, essentially self-perpetuating‖ (Gegeo &
Watson-Gegeo, 2002, p. 313). While the specific categories of racial and/or ethnic
identity have been distinct within each nation-state, governments typically incorporated
racializing terms in policies begun as ―civilizing missions‖ and what are today referred to
under the umbrella of ―development‖ (Canessa, 2008) or by others simply as exploitation
(Brown et al, 2003; Field, 2002; Grande, 2004). It is important to locate these differences
of racialized socio-class hierarchies, but also to recognize some of the similarities of
institutionalized discrimination—these are outlined in the following section.

Critical Views of Educational and State Institutions
Placing North American and Latin American Indian policies in dialogue, the
pattern becomes apparent that Indigenous education has typically been offered as a tool
of biological, cultural, and political assimilation (Aikman, 1997; Battiste, 2002; Brayboy,
2005; Eiss, 2004; García, 2004; Howard, 2009). Schooling practices often view nondominant students as inferior. Educators typically place the burden of adaptation
squarely on the students‘ families rather than taking responsibility for the
disenfranchisement of these students (Bourdieu, 1991; May, 2001). ―Children of color
are situated within a system built upon race-based IQ testing, a Eurocentric curriculum,
and unequal, race-based distribution of money and resources to schools,‖ evidenced by
―lowered teacher expectations; dumbed-down curriculum; vocational tracking‖ and a
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dearth of culturally and linguistically relevant or valued curriculum or instruction
(Villenas, Deyhle, & Parker 1999, p. 35).
National policies of schooling as a means of assimilation are a by-product of a
focus on economic development and political power. These policies become normalized
and thus invisible. It does not necessarily represent maleficence by the state, but rather
an attempted solution to "a basic problem confronted by all political systems, democratic
or totalitarian, is how to consolidate the legitimacy and authority of the party in office by
extending hegemony over a population and 'naturalizing' a particular ideology as
common sense, it becomes incontestable, inviolable and beyond political debate" (Shore
& Wright, 1997, p. 24). My research framework takes the position that denaturalizing
such ideologies is part of the project of decolonization, shifting control over Indigenous
education that is rarely held by Indigenous communities (Burnaby, 2002; Trapnell, 2003).
This shift is especially important when Indigenous communities are target groups for
both national schooling and international development.
In order to better understand these mechanisms of power and control, we can
historicize the institutions involved in the CBPD process. There are important
sociopolitical parallels that can contribute to interregional dialogues between Indigenous
peoples facing distinct issues occurring over time and space. Tracing historical paths
allows us to ―historicize the nation-state within the global relations of European
modernity and colonialism, recognizing that the very concept of the ‗nation-state‘ was
itself an export of Europe‖ (Anderson, 2000, p. 383; also see Shanin, 1997). Colonial
hierarchies that framed Indigenous ways of being as ―backward‖ continue to impact
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modern structures and discourse by ―equating education with diplomas‖ (Esteva, 1992, p.
20), further marginalizing traditional systems of language, culture, and knowledge
(Battiste, 2002; Mazrui, 2002). Throughout the Americas, all of these conditions have
been associated with colonial and postcolonial Indian policies that overtly framed it
necessary to eliminate ―backward‖ Amerindian language, culture, religion, and
epistemologies, with the goal to ―civilize‖ and assimilate, to ―kill the savage and save the
man‖ (Blackburn, 2009; Brayboy 2005; Cavalcanti, 1996; de la Peña, 2005; Esteva,
2010; Field, 2002; Fischer, 2001; Gonzalez-Ponciano, 2005; McGroarty, 2002; Nakata,
2007; Wilhelm, 1991). The outcomes of such policies are further described by Bourdieu
(1991):
The dominant culture contributes to the real integration of the dominant
class (by facilitating the communication by all its members and by
distinguishing them from other classes); it also contributes to the fictitious
integration of society as a whole, and thus to the apathy (false
consciousness) of the dominated classes; and finally, it contributes to the
legitimation of the established order by establishing distinctions
(hierarchies) and legitimating these distinctions (p. 167).
Ongoing discrimination is obscured by conventional right/left political debates
that only differ on how to integrate those perceived as backward (Gronemeyer, 1992);
Indigenous peoples have been subjected to a range of oppressive policies by both
conservatives and liberals since the European invasion (González y González, 1995;
Nahmad & Nahón, 2011). National declarations of independence from Spain meant little
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to Indigenous peoples since the locus of power remained in non-Indigenous control (Albó,
1993; Barnach-Calbó, 1997; Hidalgo, 2006b; Martínez, 2010; Richards & Richards,
1997). Aside from armed rebellion, another possible escape from oppression was the
option to claim a ―de-Indianized‖ mestizo identity (Field, 2002; Rockwell, 2002). In post
independence governments, liberals ―ignored indigenous views about their own identity
and destiny‖ (de la Peña, 2005, p. 721), while conservatives preferred to exclude the
indigenous peoples from mainstream society and restrict access to Spanish since "mastery
of the dominant language was an instrument of political power" (Luykx, 1999b, p. 2).
These examples represent the two extremes of "coercive exclusion and coercive
inclusion" (Blackburn, 2009, p. 75) and indicate ongoing imperialism despite
―multicultural‖ and ―pluricultural‖ discursive shifts (Jakubowicz, 1988; May, 1998), none
of which center Indigenous positionalities. They also reflect the distinct overarching
sociopolitical trends seen in Mexico and Guatemala over the last century—the Mexican
Revolution and promotion of Vasconcelos‘ enduring mestizo raza cósmica (cosmic race)
in 1925 (Blanquel, 1995; Rockwell, 2002; Vasconcelos, 1979), versus the dominance of
the white Guatemalan oligarchy and its rejection of all things Indian. Each of these
historical trajectories has had implications for the type of praxis undertaken in each
country; these contrasts are addressed throughout the dissertation. The next part of this
chapter section looks at ways tensions around language and identity impact schools and
the communities they are meant to serve.
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Identity and language shift
Language is interwoven with identity and sociocultural context, ―and lies at the
heart of personal learning and identity, national development, and international
development‖ (Little, 1999, p. 22). Language use within particular circumstances can
produce a vast range of outcomes over time—one community may have a strong sense of
pride in their cultural identity and language but communicate through a language of
wider communication, while another community has large numbers of speakers of their
heritage language yet are not passing it on intergenerationally. As researchers attempt to
analyze these contexts, they must be conscious that national and international statistics on
language use and linguistic analyses and documentation are useful as tools but are not
comprehensive since they tend to ―sidestep the question of the economic and social
conditions‖ (Bourdieu, 1991; p. 44).
Social, political, and economic factors cause language and culture to shift and
change over time (Brown, 1998; Dorian, 1999; Garzon, 1998; Henze & Davis, 1999;
Richards, 1998; Romaine, 2008). Authors use language ‗shift‘ as a term for a
unidirectional phenomenon of language loss, as indicated by the existence of the term
‗reversal of language shift‘ or RLS to indicate an exceptional condition of growing
minority language use (Fishman, 1991). Scholars generally agree that language shift
occurs due to one or more of the following conditions: death of the speakers of the
language (Crawford, 1996; Crystal, 2000; Krauss, 1992); assimilative pressures to focus
on a language of wider communication for social, political, and economic motivations
(Brown, 1998; Dorian, 1999; Montejo, 2005); or migration away from communities
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because of economic pressures (Garzon, 1998; Richards, 1998). Language shift is a
globally occurring phenomenon within minoritized and indigenous communities as
speakers come into contact with speakers of dominant languages (Ferguson, 2006; Krauss,
1992; May, 1998). Contact that leads to shrinking language fluency, reduction of
domains, or decreasing intergenerational transmission affects indigenous communities
most strongly since that language is only spoken by one autochthonous people (Crawford,
1996; Ferguson, 2006). From another perspective, monolingual speakers of an indigenous
language with no opportunity of language contact may find themselves as ―a group that
does not speak the language of government and commerce is disfranchised, marginalized
with respect to the economic and political mainstream‖ (Hinton, 2001). Contact between
speakers of different languages most often results in a period of bilingualism, with
several other conditions including one group giving up its language for another; a state
of diglossia with languages existing side by side; borrowings of a range of linguistic
elements; or the development of a third language (Dutton, 1995).
Language contact most often leads to languages of wider communication growing
while less commonly used languages become endangered or extinct (Crystal, 2000); the
contact between speakers of different languages does not necessarily lead to language
loss unless there is a power differential between communities of speakers, and the length
of the process varies greatly—this is the phenomenon known as language shift (Dorian,
1999; Ferguson, 2006; Fishman, 1991; Garzon, 1992; King, 1997; May, 2001;
Watahomigie & Yamamoto, 1992). Researchers report on language shift, but analysis of
census data or other numerical data, in addition to being problematic due to the political
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nature of its collection, tends to oversimplify a complex situation (Errington, 2003;
Fischer & Brown, 1996; Krauss, 1992), though this situation has certainly been changing
in more recent literature.
Reversal of language shift (RLS)
Language communities often fail to see the indicators of language shift as a
problem until their language becomes seriously threatened (Crawford, 1996; Cotacachi,
1997; Hornberger & King, 1997). But for communities and families whose language
shift reflects oppressive conditions and are therefore fighting for their literal survival,
efforts directed toward language revitalization and/or maintenance must be practical and
immediate—their daily environments are ones where ―opportunities for employment and
commerce tend to be open only to those fully proficient in the dominant language. This is
increasingly true when a wage economy starts to replace an agricultural economy and
when isolated markets become integrated into a consumer society‖ (Crawford, 1996; p.
57); loss of traditional means of subsistence and local markets are commonplace
throughout Indigenous communities in Mexico and Guatemala. What conditions must be
in place for communities to remain economically, culturally, and linguistically vital?
Reversal of language shift (RLS) has the goal of slowing and/or reversing the loss
of endangered languages; this action is also known as ‗positive language shift‘, ‗language
renewal,‘ ‗language revitalization,‘ and ‗language revival‘ (King, 1999). However,
because language shift is the result of social factors outside of the language itself
impacting users of that language, any solution must comprehensively counter those
causes of the shift in order to be effective and lasting. This type of broad socioeconomic
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approach can be framed in opposition to the ―widespread tendency to seek out and
depend upon the one-factor solutions to a very involved, multivariate problem‖ (Fishman,
1991; p. 379). The goals of RLS must be couched within a larger social movement since
―if language shift reflects a change in values, so too must efforts to reverse language shift‖
(Crawford, 1996; p. 63). Within the field of language planning these efforts are
undertaken through corpus, status, and acquisition planning. Corpus planning efforts are
productive ―in communities that are marginal not only to dominant languages but also to
dominant language ideologies…there are grounds for recognizing or augmenting
alternative linguistic traditions through linguistic descriptions‖ (Errington, 2003; p. 730).
Status planning efforts at creating new contexts for language use and utilizing new media
are promising avenues, although they are sometimes met with resistance from proponents
of a static version of traditionalism (King, 1999; May, 1998). While advocates for
practices they describe as ‗traditional‘ attempt to protect their culture, as Crystal (2000)
reminds us, ―healthy languages are always borrowing from each other, and vocabulary is
always changing between old and young generations‖ (p. 23). School-based acquisition
planning can constitute another tool to slow language shift as part of a larger effort
(Fishman, 1991). RLS efforts can be facilitated by North-South collaborations.

North-South Bridges and Decolonization
Within international development projects working in marginalized communities
there is a need to ask ―how can bridges be built between prevailing local attitudes and the
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foreign attitudes that development assistance inevitably brings with it?‖ (Delens, 1999, p.
360). As a means of helping construct those bridges, the theoretical framework for this
dissertation draws upon literature from a range of critical development theorists and
Indigenous positionalities, in lieu of ―privileging a linear spatiotemporal narrative of a
single ordinary culture and nation‖ (Villenas, 2007, p. 422). Academic disciplinary
boundaries often call for focus on tightly delineated geographies (see Ong, 1999 for
discussion), yet such practices block the dialogue called for by many Indigenous activists
and elders (e.g. Barreiro, 1994; Deloria, 1998), as well as Western social theorists (e.g.
Anderson, 2000; Levinson, 2008). This is conceived as a cultural interface of ―dynamic
relations constituted by the intersections of time, place, distance, different systems of
thought, competing and contesting discourses within and between different knowledge
traditions, and different systems of social, economic and political organization‖ (Nakata,
2007, p. 199). The thread that weaves together these thinkers from diverse regions and
cultures is a context of marginalization and the resulting language shift that began in a
period of colonization. Embedded in the process was not only ―capitalism and
Christianity, but also modernity‖ (Anderson, 2000, p. 384). These histories of oppression
occurred through political, economic development and educational policies that placed
culturally and linguistically distinct Indigenous peoples across regions in similar
circumstances (Cannella & Lincoln, 2009; Hornberger, 1998; May, 1998; Rockwell &
Gómes, 2009; Smith, 1999; Tauli-Corpuz, 2006).
Conventional academic paradigms tend to discourage comparison between
distinct sites because of the danger of categorizing peoples ―from above,‖ authors like

85

Field (2002) observe that "while forms of mestizaje that are in many ways like Latin
American mestizaje exist here in el norte, it is consequently a risky subject for
anthropologists to engage" (Field, 2002, p. 6). Despite this academy-based reluctance,
Grande (2004) notes ―the heterogeneity of experience [does not] preclude the power and
existence of grand narratives (e.g. colonization, capitalism, the Enlightenment)‖ (p. 124).
Due to these histories there are benefits to ―elaborating a panorama of Indigenous
communities‖ (Mena, Muñoz, & Ruiz, 2000, p. 58) in an effort to create North-South
bridges. For example, Brayboy‘s (2005) theory of TribalCrit was created as a
contribution to and expansion of Critical Race Theory, a body of work originally specific
to a US framework but since applied effectively in other national settings. While one
might presume that LatCrit would be an applicable theory for Latin American contexts,
its reliance on the mestizaje11 discourse negates Indigenous claims to identity by locating
indigenousness in the past. LatCrit foregrounds the importance of Chicano language and
identity in the US, focusing on issues such as racial tensions and violence, anti-immigrant
political momentum, sexism, economic conditions specific to Latino communities, and
discrimination against speakers of Spanish. LatCrit frequently draws on Chicano
discourse recalling Mexicanos‘ Indigenous roots (Pizarro 1999).
TribalCrit was conceptualized with reference to Indigenous contexts in the US,
much of this work maps directly onto Latin American Indigenous settings. Some of the
conditions Brayboy (2005) names include: the endemic state of colonization; the racism
and greed inherent in imperialism; the marginalized status of Native peoples; the desire

11

See glossary.
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for self determination and self identification; the distinctiveness of an Indigenous
epistemology; recognition of governmental aims of assimilation; the commonalities and
distinctions that exist between Native groups; the intimate connection between stories
and ways of knowing; and finally, the need for academic activism that takes the previous
points into account and strives for decolonization. These are all issues that resonate with
many Indigenous peoples outside of a US context. My research draws upon and attempts
to contribute to this theory/activism by facilitating ―an imaginary meeting ground‖
(Hermes, 1999, p. 85), building on the outcomes of physical meetings such as the
Indigenous Alliance of the Americas and the UN Permanent Forum on Indigenous Issues.
The similar experiences of diverse communities with formal education and international
development mean they are facing similar challenges to the vitality of their language,
culture and knowledge at distinct historical moments.
North-South linkages facilitate the ongoing project of decolonization through
critical analyses of histories shaped by distinct experiences of colonization, and of
conventional academic frameworks (e.g. Field, 2002; Nichols, 2003). ―We Indigenous
People make our own rules to love and respect each other. These notions do not have to
necessarily coincide with those of the academicians‖ (Indigenous Alliance of the
Americas, 1990, section on self-determination). Indigenous geographies have been
rearranged by national governments to facilitate surveillance and order, extract resources,
and mobilize labor. With some important exceptions, Indigenous schooling was
specifically established to assimilate los indios linguistically and culturally (de la Peña,
2005; Gonzalez-Ponciano, 2005; Howard, 2009). US and Canadian governments

87

negotiated government to government treaties with Indian nations (though many of these
treaties were and continue to be ignored) (Blackburn, 2009; d‘Errico, 1999), while in
Latin America, ―states were established over indigenous peoples and communities
without their consent and without even considering that such consent was
required…taking upon themselves the power to incorporate wide and rich territories of
people that were still independent‖ (Clavero, 2009, p. 345). Such diverse experiences
enrich inter-American dialogues and indicate that "it may be possible for us to find roads
that lead us to a common project" (Albó, 1993, p. 18). Such dialogues can be facilitated
by post-national frameworks in which ―theorizing indigenous dispossession within power
relations that exceed the boundaries of the nation-state, far from weakening the logic for
claims to special status, potentially strengthens them‖ (Anderson, 2000, p. 386). These
efforts contribute to Indigenous self-determination, leading to development and education
from the bottom-up (Tauli-Corpuz, 2006).

Analytical Lens: Meaning Making in the Cultural Interface
Grounded in the framework described above, throughout this research I locate
cross-border professional development as a cultural interface (Delens, 1999; Nakata,
2007). Within this interface each actor's socially embedded motivation reflects their
bounded rationality (Nordveit, 2010) or cultural logic ―(expressed in metaphors,
historical narratives, religious beliefs, social sanctions, observed behavior, and in myriad
other ways) received by individuals through the processes of socialization and ongoing
social interaction, and yet they are also redefined through these very processes‖ (Fischer,
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2001, p. 16). The cultural interface occurs within a context of differential power relations;
in terms of capacity-building, I build on the work of authors such as Delens (1999) who
writes that ―project managers can only achieve sustainable transfer of skills and
knowledge if they build on indigenous values and attitudes, and bridge the cultural gaps
between donors and recipients‖ (p. 349). Further described in the chapter on research
process, I apply these lenses to the process of cross-border professional development to
analyze collaborators‘ actions and shed light on the ways they make meaning of their
cross-border experiences.

89

CHAPTER 4: RESEARCH PROCESS

In this chapter I begin by providing my reasoning for naming and mapping a new
field. I state my four research questions and describe how I approach them from both
top-down and bottom-up lenses. The process of selecting the organizations as case
studies are explained as is my reasoning for selecting two such apparently dissimilar
organizations. I outline my research activities both in the past and concurrent with the
dissertation work that helped to inform the analysis. I also articulate how these
experiences helped situate my particular cases in relation to broader decolonization
movements and educational development efforts

Mapping a New Field
This study was designed to facilitate the mapping and co-creation of knowledge
through praxis-oriented research—to "transcend mere knowledge generation to include
personal and professional growth and organizational and community empowerment"
(Herr & Anderson, 2005, p. 1; see also Lykes, 1997, and Tollefson, 2002). When I
describe my work as praxis-oriented I mean it is an ―investigation of ideology and power
within the organization[s] and society‖ (Herr & Anderson, 2005; p. 27). Its purpose is to
move past simple critique or location of blame for perceived weakness and to help map a
way forward, designed to produce something useful for teachers and organizations as a
means of reconstruction, in which ―the point is pursuing a relationship, not gathering
information‖ (Jensen, 2000, p. 25). This locates it as practical action research in its
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generation of knowledge based on participant interpretations (Herr & Anderson, 2005).
One of its aims is to improve the design of current and future cooperative programs for
teachers that facilitate culturally-relevant educational development, whereby ―education
is viewed as a vehicle for change and educators are expected to offer guidance and
leadership to achieve individual and societal goals‖ (Kissock & Kolontai, 1993, p. 61).
With the dual purpose of addressing an academic gap and sharing knowledge between
communities, I name and theorize the process of cross-border professional development.
Top-down efforts of development organizations combined with the educational
policies of national governments are transformed through bottom-up teacher practices, as
well as the community‘s perceptions of and reactions to those practices. Since foreign
and local views of the roles and responsibilities of teachers may be fundamentally at odds
(Luykx, 1999a; Wortham & Contreras, 2002), both top-down and bottom-up modes of
analysis were crucial and employed in concert to address the research questions
(Hornberger, 1998; Schensul et al., 1999). Capacity-building for teachers is complex:
―While individuals may acquire new knowledge and skills appropriate to their discipline
or profession, they may choose not to put them into practice if they see them as
incompatible with their own working environment or of no particular benefit to
themselves‖ (Leach, 1999a, p. 386). Programs and their outcomes were studied across
spaces by ―analyzing social movements across cultures‖ (Brodkin, 2005, p. 312) through
an anthropology of policy to illuminate the ―silences that are created in institutions‖ (Herr
& Anderson, 2005, p. 64; also see Shore & Wright, 1997). My analysis draws upon a
combination of Critical Race Theory and TribalCrit (Bell, 2004; Brayboy, 2005; Casaús,
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1998); ethnography of language policy (McCarty, 2011; Messing, 2007; Paciotto, 2004);
ethnography of education policy (Levinson & Cade, 2002; Rockwell, 2002; Shore &
Wright, 1997); and critical educational Language Planning and Policy (Hamel, 2008;
Hornberger, 1998; López 2008; Tollefson, 2002). My research focus is on process over
product (Leach, 1999) with the following research questions: What institutions shape
cross-border professional development in these cases? How do language policies
intersect with CBPD? How do teachers make meaning of their CBPD experiences
when they return to their classrooms and communities? What do these case studies
tell us about cross-border professional development as a process?
Analysis of CBPD as a process
Written policies are important to critically analyze but are only part of a complex
milieu that also includes grassroots action (López, 2008; McCarty, 2002); Indigenous
alliances have been formed beyond national borders over the past decades as a counter to
global forces that have been steadily eroding community languages, cultures, knowledges,
and material resources. Today these networks are stretching more and more across
imagined regional boundaries (Battiste, 2002). Unlike other minoritized groups,
―Indigenous peoples have not been fighting for inclusion in the democratic imaginary,
but rather for the right to remain distinct, sovereign, and tribal peoples‖ (Grande, 2004, p.
98). Indigenous claims to identity hinge on ongoing resistance to assimilation. Peoples
in many parts of the world recognize the crucial role international support has played in
such resistance and other types of Indigenous activism (Tauli-Corpuz, 2006; Warren,
2001). If we view cross-border teacher education through this lens, it is clear that while
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cross-border collaborations potentially offer space for self-determination, even wellintentioned can represent a process of re-colonization and dependency (Escobar, 1999;
Illich, 1992; Leach, 1999a). Research on cross-border collaboration must therefore be
attentive to its process—this is a key point of this dissertation and is more deeply
explored in Chapter Eight.
This exploration of process is facilitated by the critical theoretical framework
described above. I examine top-down educational policy outcomes (Battiste, 2002; Bell,
1980; May, 1998; Tollefson, 2002), placing these in dialogue with bottom-up teacher
perspectives (Hornberger & King, 1997; Mena, Muñoz, & Ruiz, 2000). This design is
meant to address the disjuncture between the perspectives of outsiders framed as experts
and those of the local community in the way success is defined and evaluated. It
connects the voices of experts (both academic and non-academic) across multiple levels,
each with varying degrees of power. Research on international education set within
development efforts must be theoretically framed within global and class-based power
imbalances (Habermas, 1971), ask what kind of education is appropriate, as part of what
kind of development, and in whose interests (Fagerlind & Saha, 1983; Fischer, 2001;
Freire, 1970; Herr & Anderson, 2005). As a means of analyzing the CBPD process, I
selected two organizations to serve as case studies.

Selection of the Case Studies
The two US-based organizations conducting cross-border professional
development that are comparative cases in my dissertation are the Georgetown/United
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States Agency for International Development (USAID) Cooperative Association of States
for Scholarships (CASS) and the registered nonprofit Amigos de Santa Cruz in Santa
Cruz La Laguna, Sololá, Guatemala. The dissertation focuses on these two organizations
and the teachers who participated in their CBPD efforts. The two organizations‘ efforts
are situated in their interactions with national systems of education, occurring within
local contexts situated by unique language, culture, and knowledge. While both
organizations index development goals through a focus on education, they are structured
very differently. CASS is much larger in budget and scope, with congressional funding
and many different pedagogical foci in addition to teacher education (Georgetown CIED,
2007), while Amigos has only a handful of employees, funded entirely by donations, and
was established expressly to collaborate with one particular school (Amigos de Santa
Cruz, 2009). CASS and Amigos also represent two distinct models of cross-border
teacher education, one that mobilized the teachers and other the teacher educators—
CASS sent Latin American teachers to the U.S. for a year of professional development
and coursework,12 and Amigos de Santa Cruz conducted brief teacher exchanges but
focused on the delivery of capacity-building on-site in Guatemala. While the two
organizations are very different in their structure and scope, my research examines crossborder professional development outcomes as a process. I analyze the ways in which the
organizations‘ structures impact their educational development efforts. These structures
took on additional gravity in the contexts where the organizations operated as they
worked specifically with Indigenous teachers.
12

The CASS program was in its final cycle during my fieldwork; the SEED program
began in some of the US sites in 2009.
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The selection of Amigos and CASS developed through personal relationships.
The genesis of the research occurred within a friendship with CASS teachers. I presented
the initial ideas for the research to both organizations but shared dialogue with program
organizers and teacher participants that helped to design and shape the research model
and its questions. The willingness of the two organizations to participate in the research
was also very important, since transparency and dialogue were fundamental this design—
I wanted the research to have practical outcomes for both the organizations and the
teachers with whom I was working. My dissertation was never intended to be an
evaluation of either organization. As I interviewed and collected questionnaires and
website responses from the CASS teachers, I did not distinguish during which year or at
which US site they had studied since my design looked at the effects of the program as a
whole over time. The interviews with the participants in the Amigos program did not
attempt to measure the teachers‘ knowledge in any way but rather captured their
reflections on the experience of working with US-based organizations. Because of the
selection process for participation in CASS and the community-based structure of
Amigos, in no manner do I generalize my analysis to Mexican and Guatemalan teachers
more broadly. And since teacher participation in my study was completely voluntary,
research outcomes were not generalizable to the organizations. This work is designed to
be useful to teachers, education officials, and development organizations, as evidenced by
the research summaries and participant feedback (see epilogue). Its specific focus on
cross-border professional development also helps to theorize cross-border teacher
education as an emergent field.
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FIGURE 4: CASS EXBECARIO WEARING PROGRAM SHIRT

Participant responses to the research
The reactions to the research project were striking at each level—organizations,
education ministries, and teachers. Most people believed in CBPD efforts but felt
tensions and frustrations around the process that probably helps to explain why I was
consistently invited to participate and even mediate as I describe below. While looking at
two such outwardly different organizations might seem odd, the logic of the study was
based on the organizations‘ similar goals for teachers. Amigos and CASS were doing
capacity-building with teachers in marginalized rural contexts. They were attempting to
build on teachers‘ leadership roles in communities so the teachers could better act as
agents of change, improving local conditions. Both organizations used material resources
and knowledge mostly from the U.S. in their capacity-building efforts, working in
primarily Indigenous communities of Guatemala and Mexico.
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Beginning in January 2008 I began dialogue with the Amigos de Santa Cruz
director as well as the Santa Cruz La Laguna school teachers and director. We discussed
the research purpose and its design, and negotiated the role I would take to be most useful
in the school. It was agreed that I would have an intermediary role in facilitating the
cross-border professional development, and provide specific professional development
workshops at the request of the teaching staff. I interviewed the director and staff
members, was invited to participate in meetings and workshops, and was copied on all
email correspondence related to the cross-border professional development project.
Teachers welcomed me to their classrooms and professional development sessions.
The CASS organization similarly welcomed my research. The administrators
wanted to protect the program in which they clearly deeply believed, but recognized the
shortcomings of a program design that funded little research or follow-up. The national
directors at Georgetown encouraged me in the project and provided access to the
information I needed: they shared copies of all the reports and research that had been
undertaken to date; they spoke candidly with me in an interview and answered my
questions by email; and they put me in contact with national coordinators of CASS in
both Guatemala and Mexico, who in turn provided me with the contact information of all
the teacher exbecarios. I copied the national directors on all correspondence with the
teachers. Through email correspondence, completion of questionnaires, and website
participation, the teachers themselves responded to my communications in much greater
numbers than I could have hoped for. Many teachers expressed gratitude that someone
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was asking their opinions since for many of them that had not previously been the case. 13
The teachers who corresponded with me were pleased with the prospect of a visitor—
they were proud of their work and anxious to demonstrate the skills they had acquired.
Although I had not personally met the majority of teachers, and I made it clear I did not
work for CASS, many exbecarios were generous with the time required to respond to
open-ended questionnaires and/or to arrange visits.

MINEDUC and SEP
My research focused on cross-border professional development with practicing
teachers, building on their own educational experiences, teacher training programs, and
MINEDUC or SEP capacitaciones (capacity-building), and occurring within national
political-educational contexts. The commonly shared teacher practices I observed in
classrooms spoke to the way teachers were prepared for the classrooms, mixed to varying
degrees with elements the teachers learned during the cross-border professional
development. The findings from observations, interviews, and questionnaires were
therefore analyzed with a critical awareness of the myriad forces shaping each teacher‘s
habitus (Bourdieu, 1991; May, 2001), simply utilizing the cross-border professional
development process as a point of entre.
The education officials I spoke with in Mexico and Guatemala were very
welcoming to me and my research. In Guatemala I was able to attend both pre-session

13

During my fieldwork in late 2010 and early 2011 teachers reported an increased
number of workshops for exbecarios in both Guatemala and Mexico.
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and in-session MINEDUC capacitaciones. In both Oaxaca and Chiapas the Educación
Indígena administrators arranged some of my interviews and provided me with
transportation to visit teachers in remote locations. The department of Evaluación y
Seguimiento in Oaxaca was especially interested in my work because they were hoping
to collaborate with CASS teachers but did not know who the exbecarios were. Such
consistently positive reactions to the research seemed to support is practical applicability.
It is not unusual for participant response in resource-scarce contexts like the places I was
working to be contingent on receiving materials or funding, but all participants were
aware I was a student conducting my fieldwork through the help of student loans. I
simply explained what I was doing and why, and the support I received was
encouraging—I did not take it for granted. The space where CBPD is located is between
two powerful colonizing forces of development and schooling and could easily be
categorized as hegemonic…yet even those participants who recognized the various
tensions within the process invited and facilitated critical research.

Researcher Identity and Positioning
While I am always hesitant to refer to myself as an ―expert,‖ my experiences
over many years and my research demonstrate that I do have professional and academic
knowledge that is potentially useful to teachers who strive to ground their practice in
community. Experiences based in trust, reciprocity and friendship locate me in a mobile
space, able to serve as a bridge to facilitate shared networks of knowledge and resources,
acting as a mediator at the cultural interface (Leach, 1999). My history with cross-border
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professional development began in 1997 when I was a novice teacher in Guatemala. I
was invited to share language-in-context teaching methods I had acquired during my
preservice education. These methods were seen as highly innovative by the Guatemalan
public school teachers who attended conferences and workshops hosted by the
International Reading Association from 1997 to 2000. I viewed the opportunity to
provide teaching workshops as an honor, but did not deeply reflect on the experience then.
Since that time I have become much more critical of my own positioning as a White,
North American academic, further described in the next section.
Researcher privilege
I am cognizant that the time I have to dedicate to this work and the mobility I
have to travel between sites are relative luxuries. In my work I strive to center
Indigenous knowledges not out of romanticism or co-optation, but as an epistemological
positionality based on my own understandings and relationships. No knowledge
production can be neutral, and all researchers bring their own biases and experiences to a
study, as well as an identity that will be perceived and judged by the participants in the
research (Berg, 2004; Habermas, 1971; Herr & Anderson, 2005; Sandoval, 2002;
Schensul et al, 1999; Trueba, 2000). In my work I use a broad lens that connects the
voices of both academic and non-academic experts. My identity as a European-American
has many implications for doing research in general, and for researching in Indigenous,
―third world‖ settings especially (Escobar, 1999; Smith, 1999). My U.S. citizenship
privileges me with quick legal entry into Mexico and Guatemala, but carries with it
substantial political and sociohistorical baggage; Harrison (1995) writes about the
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concept of blanqueamiento (racial whitening) in some Latin American settings, ―of
associating whitening with advancement and darkening with backwardness and
stagnation has been facilitated by US military occupation, colonial rule, and/or corporate
presence‖ (p. 55). I acknowledge the unearned privilege of my whiteness 14 and share an
example of the type of experience that happened many times:
I asked what [my adoptive family] thought about foreigners wearing traje
or clothes made from traje and they seemed confused when I asked if it
was offensive. They told me I should wear the traje to school and the
people would be very impressed, since it was a beautiful and expensive
huipil. The daughter told me I looked like the patron saint of Santa Cruz,
Santa Elena, since she was also very white (Field notes from Santa Cruz
La Laguna, March 27, 2009).
This sort of interaction must be historicized in Guatemala and Mexico, where
colonial structures embody "the predominant image of the desired female body [in] the
white woman" (Canessa, 2008, p. 44), but by no means do I wish to belittle the kindness
people shared and the personal relationships that have formed during this process. And
while I strive to honor participants‘ understandings, there were many times my own
positioning conflicted with commonly held views. The most striking tension actually
became the core of the research: I do not take the institution of schooling for granted as a
solution to communities' material or cultural needs. ―The schools produce ‗normal social
subjects,‘ appropriately gendered, with an acceptance of the ‗natural moral order‘ and

14

For a thorough discussion of whiteness and White privilege see Brown et al (2003).

101

their place within it. The processes of identification and repression mark the major
dynamics of both the formal and hidden curricula of schools. The child learns about
power, acquiescence, resistance…and survival‖ (Jakubowicz, 1988, p. 44).
This dubiousness put me ideologically at odds with many participants in this
research who believed uncritically that school offered a path to success; many Indigenous
communities have welcomed schools, though schools in these communities were often
established ―as counterinsurgency measures intended to pacify rural areas…during
periods of social unrest‖ in Guatemala (Wilhelm, 1991, p. 18). My own research,
combined with learning about the historical trajectories of more and more marginalized
and/or Indigenous communities, have brought me to this view. Within colonies around
the world formal education and literacy were established for missionary purposes with
the goal of altering Native belief systems (Luykx, 2003; Mazrui, 2002; McCarty, 2002;
McGroarty, 2002; Olson & Torrance, 2001). Indigenous education by the state ―was a
project designed to colonize Indian minds as a means of gaining access to Indian labor,
land, and resources‖ (Grande, 2004, p. 19). A close friend shared her own reflections:
―Qué bueno que las indias no hayan ido la escuela, porque en su ‘ignorancia’ se
conservó nuestra sabiduría” (How good that las indias did not go to school, because in
their 'ignorance' they conserved our wisdom) (Luz Jiménez Quispe, Aymara researcher
and activist, personal communication, October 19, 2009). This means that schools are
often a space where Indigenous knowledge is devalued and replaced with Western
concepts. I recognize that this is the case and describe in the next section some of how I
came to do this work.
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Researcher funds of knowledge
Built upon the foundation of my identity and positioning described in the
previous section, multiple experiences and relationships contributed to the ways this
research was designed and carried out. These experiences constitute some of my funds of
knowledge as a researcher (González, Moll & Amanti, 2005). After my early years of
conducting teacher workshops, the next phase of contact I had with cross-border
education was initiated as I began graduate school in a university department home to
annual CASS teaching cohorts, at that time from Central America and the Dominican
Republic. 15 I interacted socially with the teachers and delivered some short-term courses
within the CASS curriculum, as well as interviewing one of the Guatemalan teachers
about language and education in her community for a class assignment. A Tinker grant
in 2006 took me to Sumpango, Sacatepéquez in the Kaqchikel-speaking region of
western Guatemala to investigate school-based Indigenous language instruction.16 That
exploratory research process facilitated dialogue with teachers, school directors and EBI
trainers from MINEDUC. During the 2007 CASS cycle in Tucson, Arizona I developed
close friendships with several of the teachers, especially one from Sumpango where I had
recently done fieldwork, another Kaqchikel speaker from the department of
Chimaltenango who was very interested in collaborating together, and a third Guatemalan
CASS teacher who was a Ladina woman from Escuintla. The four of us had many

15

Beginning in mid-year 2008 there was also another full cohort of Indigenous teachers
from Mexico at the University of Arizona where I was a doctoral student.
16
The idea for the research project came about through discussions with linguistic
anthropologist Michael Richards, who had created a linguistic atlas of Guatemala with
the collaboration of the Guatemalan census bureau.
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critical discussions about identity, language, and education in Guatemala that generated
reflections for all of us. What really caught my attention at that time was how salient the
teachers‘ cross-border experience itself was in the discussions about their own
communities; analyzing that shift eventually became a key aspect of this dissertation.
My relationship to Amigos de Santa Cruz began in early 2008 when I met the
organization‘s director through an acquaintance and visited the school in Santa Cruz La
Laguna, Sololá. I met with the teachers and explained what kind of work I had done so
far, and expressed an interest in working with them only if they felt it would be useful to
them. The teachers and director responded by explaining some of the positive and
negative aspects of the cross-border professional development in which they were
participating, and said the way I could be most useful to them would be to act as a bridge
between the school and the foreign organizations. They also requested that I provide
some workshops they felt would be helpful. These responsibilities became another key
aspect of my positioning.
The periods of time I spent doing fieldwork and writing were punctuated by
another cross-border education experience that has impacted my thinking. This occurred
within my graduate assistantship. Shortly after I returned to the US from the first
meeting with the teachers in Santa Cruz, I began to work as a program coordinator for the
Western Hemisphere Institute17 as a means of funding my own research. The program
was under a State Department grant designed to help cultivate leadership among
primarily Indigenous university students and that was initiated in 2006 with Bolivian

17

Completely unrelated to the School of the Americas program of the same name.
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youth. For one month, twice each year from 2008 through 2010, we hosted a group of 20
students of various majors at The University of Arizona, with winter cohorts from Bolivia,
Peru, and Paraguay, and summer cohorts from Guatemala and Mexico. 18 Many of the
students were chosen as program participants specifically because they were strongly
grounded in their community identity and language. As a group we shared many
energized discussions on our work and future goals.
There were two main insights I had during this experience. The first echoed one
of my reflections from the CASS program, which was that the cross-border experience in
itself was often salient for learning; there was an amazing range of potential outcomes
during such experiences aside from the stated program content, and learning was
multidirectional. Trust and friendship were key features of these institutes, evidenced by
the lasting networks we formed. One surprising theme for me during this work was
despite the Latin American Indigenous youth leaders‘ extensive experiences of formal
education and culturally-based activism, they were unaware of the existence of
contemporary North American Indigenous peoples. I am not exaggerating when I say
none of the students were aware that Indians still existed in North America—their
understandings had developed through their school textbooks and popular media
depicting conquest and extinction. At various times as program coordinators we arranged
meetings at the Tohono O‘odham Cultural Center and with the Tribal Government, with a
Yaqui language revitalization youth program, and participation in an Apache festival on
the centennial of Geronimo‘s death. The dialogues generated between the Latin

18

The summer 2009 group was from Central America and the Dominican Republic.
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American Indigenous students and the North American tribal members were
transformative according to the feedback we received from everyone involved. These
encounters left me with a strong belief in the importance of North-South dialogue and the
power of sharing experiences across borders. They also reinforced for me a role I could
serve as a bridge between peoples from different regions. Perhaps the greatest lesson I
learned from this experience was the decolonizing potential of cross-border programs,
perhaps in spite of the original justification for their establishment and funding.
Yet another collaboration not included in my dissertation but that had a definite
impact on my positioning was an innovative ongoing partnership between UNICEF and
CIESAS (Center for Research in Social Anthropology) in Mexico. The goal of this
community-grounded effort was not only to provide cross-border professional
development for teachers, but to systematically document and analyze the process in
efforts to impact Mexican educational policy to create greater spaces for Indigenous
language and culture in the curriculum. During my first 2010 visit to Oaxaca I was lucky
enough to participate in one teaching workshop and one community encounter organized
by CIESAS, and speak informally with some of the participating teachers. I was also
able to attend a national conference on Bilingual Intercultural Education co-sponsored by
CIESAS and UNICEF. Learning about teachers working within this larger effort to more
fully integrate schools within communities exposed me to a concrete example of
grassroots-level work carried out systematically and across diverse spaces. It gave me an
opportunity to reflect on both the victories and the ongoing challenges of such an
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innovative model of cross-border education, where the support comes from both
international (UNICEF) and national (CIESAS) institutions.
My attention to local institutions was piqued during the period of my fieldwork
in Guatemala in 2009 when I learned from friends about the work of a rural development
organization called FUDI (Foundation for Integrated Development). The organization is
located in Tecpán, Guatemala and is entirely Maya run, with some funding from
international organizations and participation by specialized foreign volunteers.
Interestingly, alumni from both CASS and the Western Hemisphere Institute are directors
of the organization. The organization is divided into three sections: health (Aq‘on Jay),
fishing and agriculture (Utz Samaj, pictured below), and small business support for
women (Ixoqi‘). I accompanied the staff on two different outings, one to run a medical
clinic in a rural area outside San Jose Poaquíl, and another to check in with a local farmer
who had participated in the Utz Samaj year-long capacity building workshops on
greenhouses. Learning about this organization shaped my own perspective on the
possibilities for the way development organizations can be structured and run. While I
describe these experiences as my own funds of knowledge, academic exchanges have
also played an important role. Some of these are outlined next.
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FIGURE 5: MAYA-RUN DEVELOPMENT ORGANIZATION IN TECPÁN, CHIMALTENANGO, GUATEMALA

Three key conferences that I participated in during my dissertation research
served as important influences on my positioning. In April of 2010 I organized a panel
presentation for the International Indigenous Language Policy conference held at the
University of New Mexico. The presenters were I and four SEED19 teachers—two
Kaqchikel women from the department of Chimaltenango in Guatemala and two Tsotsil
men from the state of Chiapas in Mexico. The comparative presentation of our
perspectives in an academic setting helped to inform the dissertation. The next important
conference where I presented preliminary findings during this period was the Segundo
Coloquio Internacional de Lenguas y Educación Intercultural (Second International
Colloquy on Language and Intercultural Education) at the Universidad Intercultural del
Estado de México in September 2010. Similarly, the IV Simposio sobre Política del
Lenguaje (4th Symposium on Language Policy) in Merida, Yucatan in October 2010 was
another important step in gaining feedback in accordance with my theoretical framework
19

The program formerly known as CASS
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and research methodology. In the next section I will contextualize the places where the
research took place.

Research Settings
Since this research constituted an ethnography of process, research settings were
two distinct national contexts where ―the nation-state itself becomes a key interlocutor
and a space of struggle, in the development of research programs to influence policy‖
(Levinson & Cade, 2002, p. xi). Nuances of the process were studied through more
traditional ethnographies in Santa Cruz La Laguna, Guatemala and Oaxaca and Chiapas,
Mexico. This allowed for the contextualization of US-based international development
within national policy frameworks in Guatemala and Mexico. If we look at teacher
preparation, for example, Guatemala is one of six countries in Latin America where
teachers prepare teachers at secondary level escuelas normales (normal schools); the rest
of the region has shifted to university-level teacher preparation (Avalos, 2000). Mexico,
meanwhile, is described as having ―the best offering of bilingual teacher training on the
continent‖ through a four-year program begun in 1990 at the National Pedagogic
University or UPN with its 74 regional sub-sites (Mena, Munoz & Ruiz, 2000, p. 43). A
critical study of two such different national contexts offers ―provocative avenues for
identification of underlying issues‖ (McGroarty, 2002, p. 19), lending further support to
my comparative case study methodology. The following sections provide a brief
overview of demographic data of the national, state, and local research settings where my
data collection took place.
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Guatemala
Guatemala (see Figure 1) was a valuable site to examine specific processes of
international educational development since it was selected as a pilot country by the UN
Secretariat of Planning and Programming of the Office of the President (MDG Monitor
online). Guatemala had been demonstrating economic growth over recent years but the
inequities between rich and poor, in terms of standard of living as well as other indicators,
was increasing as well (Beckett & Pebley, 2003). The country exhibits some of the most
severe inequality found in the world—it has ―the highest rate of chronic child
malnutrition in the western hemisphere‖ (Kolbay, May 8, 2008); 90% of indigenous
Guatemalans live in extreme poverty. Although by 2006 educational statistics had
improved in Guatemala since massive international educational development efforts
began, only 62.6% of students who began first grade reached fifth grade (MDG Monitor
online).
During my fieldwork in Guatemala I researched both the CASS and Amigos
organizations. The CASS program had drawn participants from all over the country,
although in some years certain regions were more heavily represented than others in
alignment with USAID‘s broader efforts. Most but not all of the participants were
Indigenous, and all the teachers were categorized by USAID as coming from ―rural‖
communities if they lived outside of the capital of Guatemala City. CASS exbecarios
from various regions of Guatemala had participated in the website and/or completed the
questionnaire by email. Amigos de Santa Cruz is located in the department of Sololá. I
lived in Santa Cruz La Laguna, Sololá, with a family during my research on Amigos, and

110

from there took trips to follow up with CASS teachers I could most conveniently reach
by bus, since traveling to and from Santa Cruz also included boat and pick-up rides to get
to the hub town of Sololá. Although I did not design my research to interviews speakers
of any specific language, many of my interviews in Guatemala were with Kaqchikel
speakers. This aspect turned out to be rather fortunate since I already had some
MINEDUC contacts in the region from research I had conducted there in 2006.
Santa Cruz La Laguna
Santa Cruz La Laguna is in the department of Sololá, located in the southwestern
highlands of Guatemala. According to the University of San Carlos (USAC, 2008) 76%
of Sololá‘s population is categorized as living in poverty and 33% in extreme poverty,
with close to a 40% illiteracy rate. Employment is largely through agriculture, service
jobs, and fishing. Santa Cruz La Laguna was incorporated into the Spanish colony in
1540 by Franciscan missionaries. The municipality today includes the municipal center,
the communities Chiquito and Tzantixhup, the caseríos (hamlets) Chaquijchoy,
Chuitzanchaj, Pajomel, Jaibalito, and the aldea (village) of Tzununá, with a combined
total population of around 5,600 residents, half of whom live in the cabecera (municipal
head) of Santa Cruz. Ninety-nine percent of the population is Kaqchikel Maya; twothirds are Catholic and one-third is evangelical Christian. Although a road was recently
completed it is highly susceptible to landslides and primary transportation to and from
Santa Cruz is by boat. The town‘s saint‘s day festival runs from May 7 th to 11th each year
in honor of Santa Elena de la Cruz; activities include folkloric dances, a student parade,
fireworks, and sports activities (USAC, 2008). As a result of the Peace Accords a decree
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was passed in 2002 establishing town development councils known as COCODEs
(Consejo Comunitario de Desarrollo) and COMUDEs (Consejo Municipal de Desarrollo).
The past fifteen years have been characterized by an increase in the number of
educational institutions and the number of employed teachers, most dramatically at the
middle school level but only in Santa Cruz itself; according to USAC (2008) elementary
school enrollment actually decreased between 2002 and 2006 as a ―consequence of the
lack of interest among parents and their exhibited need for their children to generate
income and contribute to improving the economic situation‖ (p. 59).
Mexico
Mexico (see Figure 2) has a population of over 112 million people, with 6.7%
described by INEGI (2010) as Indigenous language speakers, which does not necessarily
correspond with the percentage of people who identify as Indigenous—around 10%
(Martin, 2009; also see Yoshioka, 2010). Mexico has a federalist government, divided
into 31 states and one federal district. Each state is divided politically into municipios,
run by elected municipal presidents and mayors. Geographic and linguistic regions of
states are also common referents. Mexico was a fascinating comparative site since it
already met its national Millennium Development Goal for elementary education
enrollment as of 2005 (Gabinete de Desarrollo Humano y Social/ Comisión
Intersecretarial de Desarrollo Social, 2006), ratified ILO Convention 169 in 1990 (SEP,
2004), and the UN Declaration on the Rights of Indigenous Peoples in 2006 (adopted by
the UN General Assembly in 2007). However, the large gaps that existed for Indigenous
peoples as reported by the United Nations Permanent Forum on Indigenous Issues (2007)
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merited scrutiny: ―39% of the indigenous population between the ages of 5 and 24 does
not attend formal education, with women at a particular disadvantage…language is cited
as a key issue in education, since 21% of Mexico‘s indigenous population speaks only an
indigenous language and has no knowledge of Spanish‖ (p. 15). Such statistics
contributed to the motivation to focus my fieldwork in states with large Indigenous
populations, since such quantitative measures are precisely what attract the efforts of
international development organizations.
Chiapas and Oaxaca
Because Mexico is nearly ten times larger than Guatemala, in terms of research
design it made sense to examine educational policy not just at the national level but at a
state level as well; international educational development efforts attempting to work at a
national level in Mexico encounter extremely distinct contexts in particular states.
Between 2005 and 2009, CASS-Mexico had selected participants from only seven of
Mexico‘s 31 states. Since 39 of the 95 exbecarios were from Chiapas it was an important
site for more in-depth research of CBPD. Chiapas is one of the most marginalized
regions in Mexico, bordering Guatemala within the contiguous so-called ―mundo maya”
(Maya world). Oaxaca borders Chiapas to the west and also has an extremely large and
diverse Indigenous population. Within Mexico‘s national educational milieu Oaxaca is
recognized as a unique social and political context and the site of the 2006 uprising by
striking teachers which turned deadly; between 1980 and 2006 more than a hundred
teachers were assassinated (Soberanes, 2010). Only 12 CASS exbecarios were from
Oaxaca since USAID relations with the state institution of education (IEEPO) were
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difficult and/or nonexistent during and after the 2006 conflict—CASS (now SEED) was
once again to select participants from Oaxaca in 2010. Because of these unusual
circumstances Oaxaca was another provocative site for researching CBPD, and served as
an interesting complement to the research in Chiapas.
Chiapas is divided into 118 municipios (INEGI, 2010). The state has a long
history of official bilingual schools, which were established in 1951 by the Instituto
Nacional Indigenista (INI) (Hernandez & Layton, 2006). The Zapatista uprising in
Chiapas in 1994 created reverberations throughout Mexico and the rest of the world that
contributed to a growing pan-Indian movement. The events ―generated negotiations and
huge national forums that focused on questions of participation and political and
economic change that still have not been able to initiate an alternative proposal for
indigenous education‖ (Mena, Munoz & Ruiz, 2000, p. 35; also see Messing, 2007),
though there have been continued grassroots-level efforts ―based in territorial control and
rootedness, self-sustainable development, care of the environment, the exercise of
reciprocity and solidarity, and the strengthening of communal organization and
autochthonous languages and cultures‖ (Bertely, 2010, p. 148).
Oaxaca‘s 16 distinct Indigenous groups make it the Mexican state with the
greatest ethnic diversity; the Indigenous languages spoken by peoples in Oaxaca include
Zapoteco, Mixteco, Mazateco, Chinanteco, Mixe, Chatino, Triqui, Huave, Nahuatl,
Cuicateco, Amuzgo, Chontal, Zoque, Chocho, Tzotzil, Ixcateco, and Popoloca. Oaxaca
is divided into an incredible 570 municipios, more than double the number of any other
state—the average among the 30 other states is 62 (INEGI, 2010). Its usos y costumbres
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law sets it apart from any other state it Mexico with almost 70% of its land under
collective ownership (Martinez, 2010). Oaxaca passed a Ley Estatal de Educación in
1995 that promoted a model of bilingual intercultural education, though Indigenous
education is provided to only 20% of the Indigenous population (Mena, Muñoz & Ruiz,
2000).

FIGURE 6: MAP OF OAXACA, MEXICO

Methods and Analysis
The qualitative methodology for my study is designed to be collaborative,
generating theory based on the participants‘ perspectives and testing emerging conceptual
constructs with ongoing e-mail contact with exbecarios and in-depth interviews during
periods of fieldwork (Berg, 2004; Brenner, 2006; Glaser & Strauss, 1967; Lassonde &
Israel, 2008). The CASS portion of the study began with back-and-forth communication
with Center for International Education and Development (CIED) program staff at
Georgetown regarding a draft questionnaire. Dialogue with CASS exbecarios helped to
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refine the questionnaire in which teachers described what aspects of their cross-border
professional development impacted their teaching and community roles, as well as where
tensions arose. Similarly, the Amigos portion of the study initiated through informal
discussions with the organization‘s director, and was then adapted based on an open
forum with the Santa Cruz school staff. The immediate outcome of eliciting these beliefs
contributed to improvement in communication across different levels of the cross-border
collaborations—itself a source of social action (Aubel, 1999; Berg, 2004; Freire, 1970;
Herr & Anderson, 2005; Schwille & Dembélé, 2007). Within the research model my
position emerged as a de facto consultant or mediator between the organizations and the
teachers, another source of action. Through this role I was able to transparently gather
and interpret many situated perspectives; the issues that participants shared and the
discussions around these matters all served as analyzable data for the study.
During my fieldwork the ethnographic methods I employed included the openended questionnaires by email (for CASS exbecarios), participant observation,
photography, semi structured and informal interviews, document analysis, and detailed
field notes. Teachers, school directors, development organization administrators and staff,
and education officials in western Guatemala and in southern Mexico were interviewed
on site, and open-ended questionnaires were collected from CASS exbecarios from
various regions across both countries.
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Cooperative Association of States for Scholarships—CASS
To begin researching the CASS program I communicated with the US directors
of the program at Georgetown University in Washington, D.C. There were certain
constraints they asked to be included and we came to agreement on the wording of
certain questions. Other than occasional reports, funding for the CASS program does not
typically include money for internal research; the directors encouraged me to proceed on
my own (Gloria Almeyda, personal communication, March 1, 2010). I met with and
interviewed the national coordinators for CASS in Guatemala in 2009 and in Mexico in
2010, who provided me with contact information for all CASS exbecario teachers—123
in Guatemala (73 of whom had email addresses listed) and 95 in Mexico. I sent all
teachers with a listed email address a letter explaining who I was and what I was doing,
and invited them to join a website I had created for CASS exbecarios, designed to
facilitate their communication with each other as another action of this research; 16
Mexican teachers and 18 Guatemalan teachers joined the website. I also attached the
open-ended questionnaire, but made it very clear that I was not formally associated with
the CASS program and that their participation was voluntary; I received completed
questionnaires from 11 Mexican and 15 Guatemalan teachers. This initiated my contact
with the teachers, generated data to inform the research questions, and began to
illuminate the common issues that required more in-depth research through ongoing
literature review and fieldwork in both countries. Ten interviews in Guatemala and ten in
Mexico were with people directly related to CASS.
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CASS

Guatemala (73)

Mexico (95)

Website members

18

16

Questionnaires

15

11

Visits/interviews

10

10

FIGURE 7: RESEARCH ACTIVITIES WITH CASS EXBECARIOS

Amigos de Santa Cruz
The research on Amigos‘ efforts at CBPD for the Santa Cruz La Laguna teachers
was conducted through observations during daily attendance to the school and all
functions teachers attended, including meetings, travel to and participation in a sindicato
strike in Guatemala City, and preparation for and participation in the saint‘s day
festivities, even playing with both men‘s and women‘s sports teams. I assisted with tasks
in the office and occasionally took on the role of substitute teacher. All twelve
elementary teachers were participating in Amigos CBPD and I did observations in all
classrooms between two and five times each, interviewing three of them specifically. I
also interviewed the school director, the district MINEDUC coordinator (who officially
set up the Amigos partnership from the Ministry end), and the director of education for
Sololá.
I participated with the teachers in the workshops on reading, math, Kaqchikel,
curricular planning, and English and collected their feedback afterwards through written
reflections and focus group discussions. I interviewed one of the workshop providers
(who was from Sololá) and had email correspondence with three others. The preprimary
teachers were intentionally not participating in the Amigos program because they felt the
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arrangement altered the official structure of the school and violated their labor rights—we
did a focus group interview. The elementary teachers asked me to deliver some specific
professional development workshops, which I did, and on which I also collected
anonymous feedback. This was another facet of the action research specific to the
Amigos portion of the dissertation. I interviewed five community members, including
one parent who was highly supportive of Amigos‘ efforts in the school; a mother and
father of 12 children who chose not to send their children to school; and one male and
one female elder who reflected on changes in the community over time. I had an
interview with the mayor of Santa Cruz, a teacher who had participated extensively in
Amigos CBPD—in fact the organization had been heavily involved during his campaign.
I interviewed the Amigos director and assistant director who was also a teacher, though
he was not working in the school at the time. I observed Amigos staff meetings, a
meeting with the governor of Sololá to collaborate on efforts for a community vocational
center, and co-ran a youth leadership workshop sponsored by Amigos. There were a total
of 18 semi-structured interviews with community members, teachers, administrators, and
Amigos staff in Santa Cruz La Laguna during six months of 2009.

Amigos de Santa Cruz

Santa Cruz La Laguna

Interviews

18

Workshops

Six month period

Intermediary role

Six month period

FIGURE 8: RESEARCH ACTIVITIES WITH AMIGOS
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Other aspects of the research
Several additional interviews helped me contextualize the specific program data
more generally. In Guatemala I interviewed a bilingual intercultural education trainer in
Sacatepéquez, the director of the Association of Mayan University Students, and a pair of
authors researching foreign volunteerism in Guatemala. In Mexico, while in Oaxaca I
interviewed a statewide administrator for Indigenous education twice as well as the
assistant director for Indigenous education of Oaxaca, and in Chiapas I interviewed the
director of Indigenous education, the coordinator for new teacher induction programs,
and the director of Indigenous grammars and dictionaries; I also interviewed four
established scholars working in the area of Indigenous education.
Most of the 53 total interviews were done in Spanish. For the taped interviews I
outlined the content in order to save time. As I drew upon my data for findings I went
back to the interview recordings and transcribed the quotes in their original Spanish
verbatim and then translated the quotes into English. During certain interviews when I
felt it was inappropriate to inquire about recording, or when portions of recordings were
inaudible, I took written notes of the interview; when I cite those interviewees I
paraphrase their statements only in English since there is no available recording of the
original statement in Spanish. The few interviews conducted in English were transcribed
verbatim. Teacher responses to questionnaires were cut and pasted onto spreadsheets so I
could analyze across all responses to one question, as well as look at individual teacher
responses across topics. I was fortunate enough to alternate my periods of fieldwork with
periods of reading and writing that allowed me to generate initial themes that I was able
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to discuss with participants, experts, and community leaders. These initial themes
became my coding scheme for the data. I utilized OneNote software to analyze across
the data by themes and keywords.
It was important to include the actual names of participants if that was their
preference. I included this option on my Institutional Review Board human subjects‘
research permission and on the participant forms. I did make the caveat, however, that
any controversial issues such as union politics would be addressed anonymously in the
publication of the research. Within the text, participant names are followed in
parenthesis by the Indigenous language(s) they speak and/or identify with—with CASS
exbecarios this information was drawn from official paperwork and questionnaires, and
with Amigos teachers through direct interaction. It should not be assumed that
participants who do not have an Indigenous language listed do not speak an Indigenous
language, but for various and complex reasons may or may not claim that identity. Each
participant‘s name is followed by the city or town where they live (but not necessarily
work), state (Mexico) or department (Guatemala), and country. I elected to leave certain
terms in Spanish—most of these words are defined in the introduction and notated in the
text by the use of italics. I also italicized quotes in Spanish to visibly differentiate them
from the rest of the text, followed by my own translation in English. When I quote
authors whose work is written in Spanish the English translations are also mine.
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This concludes the first part of the dissertation with its introduction, definition of
terms, review of the literature, history of Indigenous education in Guatemala and Mexico,
theoretical framework, and research process. The next chapters in the dissertation answer
the research questions.


What institutions shape cross-border professional development in
these cases? (Chapter Five)



How are language policies enacted through CBPD? (Chapter Six)



How do teachers make meaning of their CBPD experiences when they return
to their classrooms and communities? (Chapter Seven)



What do these case studies tell us about cross-border professional
development as a process? (Chapter Eight)
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CHAPTER 5: INSTITUTIONS AND
CROSS-BORDER PROFESSIONAL DEVELOPMENT

Institutional structures at multiple levels influence educational processes
(Levinson & Cade, 2002; Mena, Muñoz, & Ruiz, 2000). This chapter explores those
levels as it answers the first research question: What institutions shape cross-border
professional development in these cases? In the CBPD efforts analyzed here, those
institutions include the international organizations themselves—Amigos de Santa Cruz
and CASS. At the national level they are systems of education run by the Ministry of
Education (MINEDUC) in Guatemala and the Secretariat of Public Education (SEP) in
Mexico. State and department level divisions of MINEDUC and SEP play a role, as do
local structures such as community councils. Educational outcomes are also shaped by
school-level practices, including ―the amount of time that is allocated to, and actually
spent on, learning and teaching activities in a formal setting‖ (Lewin, 1999, p. 174). And
present at every level of education are the sindicatos (unions). I begin the chapter by
looking at the structures of the two case study international organizations running crossborder education.

International Educational Development
Amigos de Santa Cruz
The director of Amigos explained the organization‘s history in Santa Cruz and
how they had decided against the idea of starting a private school—they felt it was
important to support the school as a public institution, and they wanted any
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improvements to be long term, independent of the organization 20. However, reflecting
back on 15 years of ever-increasing efforts and funding, the Amigos director questioned
the outcomes of schooling for Santa Cruz youth, in terms of instructional quality and the
lack of paid professional jobs available to them locally. They had worked hard to
establish a secondary school in town but then watched in dismay as there seemed to be
little academic work associated with the hours spent in classes. And since the secondary
school had to share the same school space as the elementary school, it actually interfered
with the elementary school that had been Amigos‘ main focus and made it difficult for
after school activities to take place (Pat Torpie, personal communication, December 3,
2009).
The Guatemalan school year normally ran from sometime in January through the
end of October, but during the 2009 school year, due to delays caused by the free
inscription law and government delivery of funds and supplies to schools, classes did not
begin until February. Santa Cruz was exceptional in that the school attempted to
minimize the number of days class was cancelled at least partly due to its partnership to
Amigos. In schools throughout the country, common reasons for with school-wide or one
class cancelations included duties related to teacher commission roles, district and/or
regional meetings, sickness, personal matters relating to large extended families, etc.
There was no system in place for substitute teachers, so all of these issues resulted in a
loss of calendar instructional hours (David Sunu González, personal communication,
June 16, 2009).

20

For related discussion see Samoff (2004).
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As described in the introductory chapter, Amigos as an organization has focused
its efforts on various aspects of education. The staff ran some informal teacher training
some years ago but added a more structured program when a group of educators from
another US-based NGO wanted to partner with the school in Santa Cruz. There were two
main aspects to that arrangement—one was sponsorship of a MINEDUC collaboration to
provide professional development on a compensated but voluntary basis to the school‘s
teachers. This program began during the 2009 school year and was just getting underway
during my fieldwork. All 12 primaria teachers had elected to join the capacitación
program, receiving an extra 500 quetzales (approximately US $62) a month for their
participation. The other main thrust of the collaboration in terms of cross-border teacher
education was a two-week visit each summer by a group of educators from the US. There
was a fair amount of communication back and forth, facilitated by Amigos personnel who
are based in Santa Cruz, in preparation for these workshops (Pat Torpie, personal
communication, December 3, 2009).
Amigos de Santa Cruz partnered with a second NGO to provide professional
development to the primaria teachers. This was an organization run by North Americans
who originally established their headquarters in Guatemala City but had since relocated
back to the US. Their office in Guatemala City served as a training center for their
various educational programs and growing staff. This second organization also had two
types of professional development in place in Santa Cruz—the training of the computer
teacher (since they vastly expanded the computer lab and provided a tightly scripted
curriculum) and a reading program in Spanish for 1st through 3rd grade teachers. Santa
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Cruz was the pilot school for the reading program; according to the organization's trainer,
the reason this school was selected was because of the presence of Amigos in the town
and the programs already underway that seemed to align with this organization‘s goals.
The reading program had since been expanded to a regional block of schools in another
departamento, but they continued to work with the teachers in Santa Cruz (personal
communication, April 16, 2009).
Amigos‘ efforts to better educate local teachers and supply them with needed
resources were consistently thwarted by the high rate of staff turnover occurring
throughout the year. The Amigos director and the organizations they partnered with were
happy to have me in place during my fieldwork, and expressed hope that I or someone
else could do full time the kind of mediation work I was doing for a short term. The
organization could not afford a salary that would attract many foreigners, but the
academic and professional requirements for such a position ruled out most locals. The
director realized the importance of Cruceños having a stake in Amigos‘ efforts and hoped
for locals to eventually take over the organization, but felt frustrated at what she viewed
as a lack of commitment to the organization and a lack of technical knowledge on the part
of most of the staff (Pat Torpie, personal communication, December 3, 2009).
USAID and CASS
The United States Agency for International Development (USAID) is one of the
major development players globally—the agency spent over $2.3 billion on aid to basic
education in the developing world between 1990 and 2005; US educational aid is also
channeled though the Department of State, Department of Treasury, and the Millennium
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Challenge Corporation, among others (Chapman & Quijada, 2009). USAID has long
played an important direct role in Guatemalan education since it is has been a major
funding source for MINEDUC and for educación bilingüe intercultural (EBI) specifically.
USAID employed consultants from the U.S. to develop a national standards matrix for
Guatemalan schools that was being promoted during my fieldwork there in 2009. Many
classrooms I visited in different parts of the country had their USAID grade level
standards posters hanging on the wall. USAID publicity was also visible along
Guatemala‘s major highways on billboards that highlighted their contributions to
education and development (see photo below).

FIGURE 9: USAID BILLBOARD IN SOLOLÁ

During a meeting with CASS directors at Georgetown University, I was asked to
share my findings to date. I commented on the lack of institutionalization for CASS
teachers doing teacher training and how it seemed to limit the effects of the program.
The director responded that their goal was to have an impact at the classroom level, not at
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any higher levels. She said they defined the exbecario role of "agent of change" as
having influence on other teachers around them. There are some examples of teachers'
role being institutionalized, like in the Dominican Republic, but that was initiated by the
national government there and not by the CASS organization. Relationships with
ministries of education are not a mandate of the program per se, and these vary from
country to country. Negotiations with ministries have more to do with securing a paid
leave of absence for the teachers and guaranteeing the security of their teaching position
than anything else. The CASS administrators emphasized more than once that it was
informal, as per "the spirit of the program." The impression I had was that CASS as an
organization would rather stay under the radar of shifting political winds in order to
maintain the program's sustainability, which they feel has been a success for the last
twenty years (Gloria Almeyda and Jorge Abeledo, personal communication, February 25,
2010).
CASS temporarily suspended its teacher program in Oaxaca due to the
educational-political turmoil at the state level that escalated to widespread violence in
2006. The USAID program requires that teachers have a paid leave of absence, and the
state educational administration in Oaxaca (IEEPO) would not (or could not) agree. The
federal structure of Mexico means that even though USAID/CASS has a strong
relationship with the central government, it does not necessarily translate to the state
level; in the case of Oaxaca, those tensions have been evident. CASS (CIED) resumed its
Oaxaca program in cycle 2009, meaning the group that traveled to the US in 2010.
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CASS directors described the upheaval that had recently occurred with the CASS
grant funding. Georgetown had had the CASS grant for 20 years, normally renewing
cooperative agreements that lasted five years. Their cooperative agreement was ending
in 2007, but USAID was indecisive about the renewal and gave Georgetown CIED a one
year extension at the last minute. For the first time they had to bid competitively,
demonstrating a "slimmer" program with less overhead and staffing, competing with
other universities and organizations for the grant. The new name SEED (Scholarships for
Educational and Economic Development) marks the revamped program. The new
structure features far less oversight—Georgetown used to have a staff of ten for the
CASS program, which was cut to three people. Follow-up activities used to be done by
five staff members, and after the restructuring the job was to be staffed by two people.
Jorge explained that the State Department under President Bush began taking over some
of the activities that had previously been under USAID, taking over their functions and
defunding USAID (ibid). CASS/SEED directors Jorge Abeledo and Gloria Almeyda told
me that SEP at the national level was pleased with the CASS program and decided to
contribute funds to have even more scholarships, adding $200,000 to the program. SEP
began sending a cohort of Asesores Técnicos Pedagógicos (ATPs) (teacher trainers) to
attend a six month program at the University of Arizona in 2010. 21

21

This is the program for which I currently work at the University of Arizona.
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National Educational Development
MINEDUC in Guatemala
Public preprimary and elementary school teachers in Guatemala are categorized
by official numbered designations and receive licensure after completion of normal
school; secondary teachers have higher education degrees. At least three different times
each year there is a convocatoria (public announcement of open positions), in which the
new plazas are announced. Teachers with plazas are in the 011 category, while teachers
with year-by-year contracts and no long term benefits are in the 021 category. Teachers
earn points towards earning a plaza within a career ladder system that includes university
courses, professional development, bilingual certificates, years of experience, and
teaching evaluations. Plazas are attached to a specific school; if a teacher wants to
compete for a spot at a school, there must be available positions at the school that are not
occupied by teachers with a plaza there. The teacher turns in their file to the school
where he or she wants to work; if MINEDUC designates plazas for that school, the
selection process begins and the teacher with the highest number of points is awarded a
plaza at that school.
Professional development
Professional development in Guatemala was run nationally through the Ministry
of Education. A pilot professionalization program began in August 2009 in Sololá,
Totonicapán, and Chiquimula—the three poorest departments. Nationally mandated
programs were filtered through departamento (state-like province) level ministries and
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then through regional districts within the departamentos. Teachers were notified through
word of mouth about MINEDUC workshops that occurred before the school year started
in January. Teachers were required to attend these workshops and attendance was
counted in the teachers‘ professional record. A ministry official at the district level shared
his own record with me so I could see how teachers acquire points to advance in seniority
and pay within the national system. Tenured teachers whom I spoke with sometimes
choose to skip these workshops if they felt the content was not useful or if the trainer was
someone who they felt lacked competence. A Kaqchikel EBI facilitator in Sacatepéquez
shared a commonly heard view with me about professional development, "Hay mucha
resistencia al cambio—los maestros prefieren comodidad" (There is a lot of resistance to
change—the teachers prefer less effort) (Braulio Quinilla, personal communication, June
24, 2009). However, temporary contract teachers were in a more vulnerable position
regarding employment and generally attended the trainings without fail. During one of
the pre-year MINEDUC workshops I sat next to a woman who had a young infant at
home who was squirming uncomfortably in her seat, in pain from complications from her
pregnancy. Although she was legally entitled to leave the workshop under maternity
leave, she was unwilling to call attention to herself or ask to leave since it might have
jeopardized her efforts at achieving a plaza.
MINEDUC capacitaciones that occur during the school year usually meant that
classes were cancelled that day since there was no system for substitute teachers. The
school in Santa Cruz La Laguna was exceptional in this issue since additional staffing
sponsored by the Amigos organization means there are enough personnel to shift to cover
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one or two teacher absences, but if all staff were required to attend, school was cancelled.
The Cruceño parents seemed unfazed by this arrangement, although advance notice of the
school closure was often the day before, with ad hoc closures drawing little notice.
However, the school director (roughly translated as principal) worked hard to avoid
sending the students home. He tried to locate someone to at least check in on the
classroom, be it himself, the secretary, or myself (David Sunu González, personal
communication, June 17, 2009). When teachers knew ahead of time they would be absent,
they communicated expected tasks directly to the students since they knew an adult may
or may not be present in the classroom during their absence. On the occasion when
classes were cancelled, kids tended to whoop with delight, although for some of them it
meant they will be expected to work in the home or in the milpa (small family plot)
instead that day.
A Ministry of Education (MINEDUC) spokesperson leading a meeting of all
school directors in the municipality of Santa Cruz La Laguna (divided among three
administrative districts) in 2009 named the national educational goals as increasing
access, increasing completion rates, and improving educational quality. The intercultural
aspect of planning was described as a means of adapting the national curriculum (CNB)
to regional needs. During my fieldwork in Guatemala in 2009 there were visible public
campaigns underway by MINEDUC, sometimes in response to union actions. Each of
these campaigns supported the expansion of public schooling and/or greater centralized
control over education—the free inscription law, the Mi Familia Progresa (My Family
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Progresses) program, the move to shift short-term contract teachers into plazas, and the
incorporation of PRONADE teachers and community-run schools.

FIGURE 10: POSTER FOR FREE INSCRIPTIONS, INCLUDING A PHONE NUMBER TO CALL FOR VIOLATIONS

(It reads, ―More happy little faces in each school.‖)

The free inscription law was a widely publicized national effort to eliminate the
de facto tuition costs associated with most public schools (see photo above).
MINEDUC‘s campaign billed the program as a way of making access to schools
equitable for impoverished families, yet the union took an official stand against the
program and many teachers resisted the new policy. While the government promised
each school would receive the needed materials to serve its students thereby eliminating
the need to ask parents for money, in practice many schools had to wait months into the
school year before any supplies arrived. The other effect of the program was to force all
transactions to be of an official nature, though most of the Guatemalan economy occurs
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in the informal sector; teachers felt their hands were tied in acquiring materials they
would normally use during classroom instruction. In all the schools I observed during
my fieldwork the teachers continued to collect and/or require donations from parents for
both school supplies and before special events, calling off students‘ names one by one
during class to turn in food, money, or leña (firewood—used in school kitchens for
cooking). Teachers told me they viewed it to be the parents‘ responsibility to provide
support to the school through these various practices.
While not specifically a MINEDUC program, the $12.5 million Mi Familia
Progresa program had a direct impact on school enrollment and was partly overseen by
the Minister of Education. It was a social welfare program put in place in 2009 in the
poorest areas of Guatemala, and one highly debated in the media. 22 Families in
municipalities included in the program received bi-monthly cash payments if their
children regularly attended school and received check-ups at health centers. Santa Cruz
La Laguna was one of the municipalities included in the program; community members I
spoke with told me because of its help for the poor it was one of the biggest influences on
people‘s lives, along with the mayor and church leaders (personal communication,
December 3, 2009). During a meeting organized by Amigos, the governor of Sololá
described Santa Cruz La Laguna‘s status as the poorest municipality in the department
and said that any help towards the community‘s development was welcome (Field notes,
April 3, 2009). A group of school directors talked about some of the logistical problems
with the program serving more than 22,000 families nationally; the census takers were
22

See "Educación termina el año con déficit en atención" at
www.prensalibre.com/pl/2008/octubre/19/267662.html
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outsiders who omitted some townspeople and misspelled others‘ names, making it
impossible for them to receive their stipends (ibid).

SEP in Mexico
Mexico‘s national public education system is called SEN, or Sistema de
Educación Nacional. The institution that administers the system is the Secretaria de
Educación Publica (SEP-Secretariat of Public Education). As in Guatemala, teachers
earn plazas by participating in an official career ladder. "After a person enters a school,
their contract is transformed into a permanent labor contract (plaza) after a period of
months‖ (Santibáñez, 2007, p. 307). The carrera magisterial (career ladder) was
established by national reforms in 1993 and is described as having an "enormous impact"
on the course of professional development in Mexico. Teachers are evaluated on level of
study, seniority, professional development, school involvement and professional
preparation (ibid). Public schooling in Mexico is broken down into levels called
Preescolar (preschool), Educación Básica (primary education) that actually includes
Primaria (6 years) and Secundaria (3 years). Secundaria is the US equivalent of middle
school, and students either enroll in general or technical school at this level. Educación
Media Superior, also known as Preparatoria, is similar to high school in the United
States and there are three possible tracks: general for university bound students;
Bachillerato Tecnológico which is a vocational/technical option; and Profesional Técnico
which is a terminal professional certificate (IIE, 2010). Distance learning offered through
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telesecundarias is also offered. Of the students who begin Educación Básica in Mexico,
only 60% complete grade nine (Santibáñez, 2007).
There are also several tracks and options for higher education. Students who
attended Profesional Técnico may continue on to a two year program called Técnico
Superior Universitario and receive licensure after completing social service and a
practicum. Education for teacher preparation in Mexico used to be carried about by the
escuelas normales (normal schools), described as ―bastions of union activity‖
(Santibáñez, 2007, p. 324). The possible programs of study included various age group
or content specializations and intercultural bilingual education; as of 2006, less than 1%
of the 146,000 students in the escuelas normales were studying bilingual intercultural
education (OECD, 2006). Mexican teachers receive their university degree through a
Normal Licenciatura that takes four to six years, after which they receive the title of
Licenciado/a, while secondary teachers receive the title Licenciado/a, Profesor/a or
Maestro/a. Formación inicial (teacher preparation) provides aspirantes (preservice
teachers) with official certification. Many students study to be teachers at the UPN
(National Pedagogic University). Actualización is sometimes referred to as "desarrollo
profesional continuo" (ongoing professional development) and includes courses,
seminars, and workshops (Santibáñez, 2007). Licenciaturas (university degrees) in
teaching are distinct from the Licenciatura Universitaria which is comparable to a
bachelor‘s degree in the US. Graduate education options include a two year Maestría
(master‘s), a one year Especialidad (specialization), and the Doctorado (doctorate) that is
completed after three years of study (IIE, 2010).
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Indigenous education
Within the structure of SEP, the DGEI (General Directorate for Indigenous
Education) is within the authority of the Undersecretariat for Basic Education, and the
CGEIB (General Coordination for Intercultural Bilingual Education) is a separate body
(OECD, 2006). Educación Indígena or ―EI‖ is within the unit of ―compensatory
programs,‖ along with Centros de Integración Social (social integration centers) and
albergues (boarding schools). In accordance with the Ley General de Derechos
Lingüísticos de los Pueblos Indígenas (General Law of Indigenous Peoples‘ Linguistic
Rights) passed in 2003 (SEP, 2004), public education has demonstrated various policy
shifts over the last decade; this legislation is described by Hidalgo (2006) as ―the most
pro-democratic advancement of the twenty-first century‖ since it ―protects and promotes
power-sharing practices and plural interaction‖ (p. xi), though more recent shifts seem to
indicate re-centralization.
Indigenous communities are served by both EI schools that constitute 11.3% of all
primary schools in Mexico and by CONAFE community schools (Hernandez & Layton,
2006). At the secondary level, the implementation of intercultural and/or bilingual
education was mandated since 2001, to be ―gradual‖ and to begin with Mexico‘s eight
largest Indigenous languages (CGEIB, 2010) though in reality secondary bilingual
Indigenous education still does not exist. If EIB ―remains limited to the primary level,
bilingual programs must clearly be considered transitional (subtractive)‖ (Barnach-Calbó,
1997, p. 26). Bilingual intercultural education in Mexico is still primarily utilized at the
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elementary level and to facilitate Spanish language acquisition (Gasché, 2010; González,
2008).
SEP‘s website includes a description of intercultural education as a valorization of
Mexico‘s diversity, ―with an intercultural focus for all, and a bilingual intercultural focus
for the multicultural regions of the country‖ (CGEIB, 2010; n.p., italics added); thus SEP
views non-Indigenous regions as monocultural and Indigenous regions as ―multicultural.‖
Indigenous education is overseen nationally by the Dirección General de Educación
Indígena (DGEI), while Indigenous bilingual education is guided by the Coordinación
General de Educación Intercultural Bilingüe (CGEIB), founded in 2001 (SEP, 2004).
For very small communities (less than 100 residents) there is an alternative model of
community elementary education called PAEPI (Programa de Atención Educativa a
Población Indígena). It is intended to connect with community knowledge and trains
middle school or high school students to become instructors during an eight week
program called capacitación inicial diferida (PREAL, 2002). Despite the existence of
this system, ―there are very few schools that are sensitive to the social customs, products
and rituals of the community in which the school is located‖ (González, 2009, p. 22).
Mexico‘s official system of Educación Indígena still faces many complex challenges,
including linguistic normalization, production of classroom materials, methodological
questions, teacher training and professionalization, and research-based theoretical
advances (Barnach-Calbó, 1997).
The research evidence points to the need for effective professional
development for Mexican teachers, as student-centered instruction in generally
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lacking in teachers responsible for Mexican basic education (students from age 3
years to 16 years), as are detailed lesson plans, stimulation of higher order
thinking skills, attention to reading comprehension and writing abilities,
cooperative learning practices, attention to individualized needs, involvement of
parents or community, and effective time management--all of which, as a
combined problem, are compounded by a reliance on whole class instruction, rote
learning, and the absence of administrative support (Jiang & DeVillar, 2005, p.
136).
Teacher placement
Placing qualified teachers for Indigenous schools is problematic; of the teachers
who are categorized as bilingual, many are not biliterate, or may be placed in an
Indigenous community that speaks a different language or dialect than the one in which
they are certified (Hernandez & Layton, 2006; Mena, Muñoz, & Ruiz, 2000). This
practice occurs for a variety of reasons. Teachers with greater seniority and/or unionbased prestige have first choice for the schools where they want to work; Street (1999)
similarly describes teachers from urban areas ―focused on an urban hierarchy and career
progress, and they saw the village as a backward place they had to put up with for a short
while‖ (p. 58). Also, teachers receive their certification within a specific institutional
structure—Educación Federalizada Tradicional, Educación Federalizada Bilingüe,
Educación Estatal, etc. There is no overlap between these structures and the schools
within each branch tend to be regionalized. A teacher certified in Educación Indígena
will not be able to work in an Educación Tradicional school, for example, and would
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have to travel from their home to the community where the school they work is located.
A relatively ―convenient‖ commute would be one that the teacher could travel daily,
though many teachers commute weekly and travel home for the weekends. It is not
uncommon for teachers in outlying rural areas to consider their hours commuting as work
hours and spend Mondays and Fridays in transit, reducing the teaching week to Tuesday
through Thursday. Teachers may also leave school early or miss it altogether on
biweekly paydays in anticipation of long lines at the bank. I often heard teachers use the
phrase ―la quincena es sagrado‖ (the payday is sacred).
The Evaluación y Seguimiento director shared his views on teacher placement;
regarding the certification process for bilingual teachers in Oaxaca, he said the
requirement to be a bilingual teacher is that they speak an Indigenous language. He
explained "pero tenemos un problema, precisamente, en la ubicación del maestro
bilingüe. Tal vez tienen un contrato por un año, pero después se trasladen a otro lugar
donde las necesidades lingüísticos no se corresponden‖ (but we have a problem,
precisely, in the location of the bilingual teacher. They may get a contract for a year, but
then change locations to a place where the language needs do not match) (Gregorio
Hernández Cruz, personal communication, August 27, 2010). He went on to share his
opinion on three general categories of bilingual teachers—1. The teacher is Indigenous
but did not learn their language well, they just know the basics; 2. The teacher has an
intermediate level of language abilities but they have an identity problem about being
Indigenous; and 3. The teacher feels pride in being bilingual, in being part of the
community, and reads and writes their language (ibid).
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I asked more about language qualifications for the teachers, and he said it varies
by community. Teacher hiring is organized by region. He gave me the example of 10
potential teachers for the Mixteca region who will be tested in that region, and then some
of them receive a contract. But it doesn't mean the contracted teachers will stay there.
And, he explained, in Mixteca for example there are more than 100 dialects, and many of
them are not mutually intelligible. He explained that the process is very complex—there
are no rules to regulate the degree of the teachers' bilingualism. A teacher is contracted
to a certain place, based on the community‘s needs, but by law the teacher has the right to
move to another community as he/she gains seniority and career ladder points. Thirdly,
with all the different dialects in each language, it would be difficult to have a fluid
conversation, and even more so to make appropriate educational materials. As he
explained, the education department can say they've made materials for Zapoteco, but
that is really just appropriate for one community (Gregorio Hernández Cruz, personal
communication, August 27, 2010).

State-Level Educational Development
Educación Indígena in Oaxaca, Mexico
After the formal closure of INI activities in 1964, Indigenous education in Oaxaca
during the 1970s was systematized under the State Administration of Education for
Marginalized Groups; communities were demanding formal education that incorporated
and valued Indigenous curriculum and pedagogy that began with first grade and
expanded upward (González 2009). Located under SEP‘s Dirección General de
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Educación Indígena (DGEI) and within the Instituto Estatal de Educación Pública de
Oaxaca (IEEPO), Oaxaca‘s division of Educación Indígena (DEI) oversees eight different
programs, including Initial Education, Preschool, Primary, School Shelters, Centers of
Social Integration, Procurement, Brigades, and the Bilingual Radio Unit. The DEI sub
director described all programs as equally important (Donato Leosal López Vásquez,
personal communication, August 25, 2010).
Comprising 29% of schools in Oaxaca (as compared to ―general education‖),
there are a total of 4,275 Escuelas Indígenas in 2010; this total includes the early
education, preschool, and primary school levels. In addition there are 257 albergues
(boarding schools), 12 brigadas indígenas (Indigenous brigades), and six centros de
integración social (centers for social integration). Approximately 12,000 teachers are
employed, with 7,300 at the primary level (DGEI, 2010). There are 24 jefaturas and
approximately 180 zonas de supervisión. Brigades are a program unique to Oaxaca that
serves more than 2000 people through 12 different centers, where teachers offer
vocational classes. The Centers of Social Integration are a type of boarding-vocational
school where young people can live if the only secondary education institutions available
are far from their home. There is also an office for Communal High Schools but the
schools themselves are currently in the process of being established at the time of this
writing.
Political-educational tensions
Oaxaca was the only state during the 2009-2010 school year that did not conduct
the standardized ENLACE exam. The DEI sub director at the state level described the
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national curriculum‘s lack of attention to students‘ specific needs, and their efforts to
create a statewide curriculum that facilitates the recuperation of students‘ language and
culture; he told me they are in the process of aligning national requirements with the
pertinent curriculum and local knowledge in each community (Donato Leosal López
Vásquez, personal communication, August 25, 2010). As a contribution to this proposed
curriculum, the director of Evaluación y Seguimiento told me the magisterio is also
currently developing a new statewide exam to be used in Oaxaca (Gregorio Hernández
Cruz, personal communication, August 27, 2010). DEI officially prioritizes teachers‘
ability to speak the community‘s language and dialect, and has created alternative routes
to teacher certification such as the program called Maestros Indígenas. 23 According to
policy the teacher assigned to the primary school must have graduated normal school or
its equivalent, speak the language of the community, and be trained in bilingual/bicultural
methods; policies also describe bilingual education as going beyond language and culture
to include values and sistemas de cargo—traditional roles of service to the community.
Although the Oaxaca DGEI administrative manual lists one of its tasks as directing and
controlling Indigenous language maintenance and development in the state, there are
sometimes institutional and/or territorial conflicts with other institutions such as the
General Administration of Bilingual Intercultural Education (CGEIB).
As part of DEI‘s efforts with the new curriculum in Oaxaca, they held thematic
teacher workshops on linguistics, philosophy, and pedagogy during 2010 for 1200 new
23

During a final dissertation research trip in 2011 I learned that upcoming changes to
new teacher assessment will effectively eliminate these alternative certification pathways,
placing greater emphasis on standardized test results and greatly reducing the relative
importance of the aspirantes‘ Indigenous language proficiency.
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teachers, which the sub director described as ―very well-received.‖ He said that EI
Oaxaca was not receiving any national support. The state was acting in response to
national reforms they did not see as relevant to students' curricular needs. He proudly
stated how educators in Oaxaca were in the process of designing their own curriculum
that considers the specific needs of the students, more than anything in terms of language.
The official program was missing some important elements, he said, like efforts to
revitalize the language and culture of their students. He described how they were
working with a new focus on a new curriculum, requiring a new type of teacher. He
continued, ―Necesitamos el apoyo de las instituciones oficiales, porque sin recursos no
podemos progresar. Constituya una búsqueda para alternativas a la manera tradicional
de educarse aquí. Y luego podemos crear una visión nueva para la manera en que
atendemos nuestros alumnos‖ (We need the support of official institutions, because
without resources we cannot advance. This is a search for alternatives to the traditional
manner of education here. Then we can create a new vision for the way we attend to our
students) (Donato Leosal López Vásquez, personal communication, August 25, 2010).
Administrators were not alone in their outspoken views on the politics of
education. Teachers in Oaxaca discussed the unique situation of their state in terms of
educational reforms. CASS exbecaria Sofia Morales Bolaños (Xoxocotlan, Oaxaca,
Mexico) said the purpose of the national reforms is to "crear alumnos para el trabajo"
(prepare students for work). When we spoke she had just completed SEP training on use
of the new government-supplied textbooks. She said she was disappointed that the new
books did not help students to be reflexive or critical. She talked about another aspect of
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the reform being increased testing, both for teachers and for students. Sofia explained
that if students do not perform adequately on the tests, the teacher has to take extended
training at his or her own expense, under threat of the loss of the teacher‘s clave (personal
communication, August 19, 2010).
Teachers also shared their perspectives on the controversy. Sofia Morales
Bolaños (Xoxocotlan, Oaxaca, Mexico) shared that some teachers thought these exams
were violations of their rights since the student exams were totally decontextualized, and
obviously designed for students in urban areas. She talked about how some of the
questions refer to thing like [urban] fairs, and quantities of money students in rural areas
would have never heard of or seen. And on the teachers' exams, there are technical words
the teachers don't know, she said. She explained that the union was fighting for
textbooks that fit the contexts where they were in use, and at the level of the students
(personal communication, August 19, 2010). At the time of my fieldwork in 2010,
Oaxaca was the only remaining Mexican state where the union had organized the
teachers‘ refusal to engage in the ENLACE. The assistant director for Indigenous
Education in the state of Oaxaca described their position: ―No es que pensamos que
nuestros estudiantes no están aptos, pero hablando prácticamente, no se considera el
desarrollo holístico de los alumnos, y especialmente el idioma de ellos. Queremos una
alternativa que mida el tipo de información los alumnos necesitan para sus vidas, no solo
una estructura de aprobación ó reprobación‖ (It's not that we think our students are not
apt, but practically speaking, it doesn't consider the holistic development of the students,
and especially the language of the students. We want an alternative that measures the
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type of information students need for their lives, not just a pass or fail structure) (Donato
Leosal López Vásquez, personal communication, August 25, 2010). This was an
example of state-level policy attempting to counter national level policies that could not
possibly take local contexts into account.
Bilingual intercultural education as a state curriculum
Mexican teachers are required to create daily and weekly plans based on the
National Plan and Program of Studies created in 1993, but in Oaxaca are encouraged to
view Indigenous Intercultural Bilingual Education as an alternative model (DEI, 2005).
Schools and/or its teachers may be designated as ―bilingual,‖ but that did not mean the
teachers spoke or could write the Indigenous language of the community where they were
working. It meant that they had acquired a bilingual licensure due to being simply
bilingual. When I asked about certification processes for teacher language ability there
was never a clear answer. The Evaluación y Seguimiento director in Oaxaca talked about
his own rural Indigenous community: ―I know the reality in the communities. I rely on
that. There is a complete clash with the structure of schooling. They give us a manual.
We respond to programs that come from above. We're a means. We're a filter, nothing
more" (Gregorio Hernández Cruz, personal communication, August 27, 2010).
I visited a CASS exbecario working in Miahuatlán, Oaxaca, a community with
about 30% Zapoteco speakers. The teacher told me the school was a bilingual school,
and when I asked if he spoke Zapoteco, he said, "Soy zapoteco‖ (I am Zapoteco). He said
that he uses the language as needed to clarify things with the students, but I only heard
Spanish spoken during our visit that morning. He spoke proudly about an exposition they
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had last school year in April for Indigenous Education that the state director had attended
the event and really liked. The teacher told me they were planning another exhibition for
students to present work in their maternal language (Telesforo Méndez Vásquez, personal
communication, September 9, 2010). As we drove away from the school, the local EIB
facilitator explained to me that there are 17 varieties of Zapoteco and that the students
would not understand the dialect the teacher spoke. I asked why the teacher would be
placed in that bilingual school if he did not speak the dialect of the students. The official
explained that this school was "preferential," meaning teachers would fight for spots in
that school since it was new and close to the highway. Because of its location, teachers
could travel to and from their job daily instead of weekly. (During my fieldwork with
CASS exbecarios in Mexico I met few teachers who live in the community where they
work). The official continued to describe the better circumstances of this school, since it
was financial support by the local parents. He said there were four criteria for teachers to
be placed in the school--seniority, teaching profile, drive, and union participation; he sort
of chuckled about the fourth one.
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FIGURE 11: EXBECARIA EXPLAINING THE ACTIONS TAKEN TO MANAGE ANNUAL FLOODING

Local Level Educational Development
COCODE in El Mora, Escuintla, Guatemala.
Institutions at a local level also play a role in the outcomes of cross-border
professional development. We can study the example of a COCODE (community
development council) in El Mora, Guatemala (see photo above). CASS exbecaria Gilma
Garcia is very active in the council, seeking out local, national, and international
collaboration. In her region residents are faced with destructive annual flooding. The
national government has sent funding but the amount of aid is always reduced due to
corruption. Many people have lost their homes and their crops, taking away their ability
to sustain themselves. The community council has been constructing levees, reforesting
the levees, and creating drainage systems in the worst-affected areas through projects in
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which the costs are split by the municipality and the residents. Through collaboration
with a European organization it was arranged for a group of Columbian researchers to
study and deal with the problem. The community council also offers literacy courses and
other types of capacity-building for women. Since becoming an exbecaria four years ago,
Gilma has been heavily involved with the COCODE. The council has forged a new
relationship with the mayor, gained the trust of the community, and has initiated
increased political and civic participation by community members (personal
communication, June 14, 2009 and June 10, 2011).
School level practice: Santa Cruz La Laguna.
Teachers have the option of working at a different school than the one where their
plazas are; of the 12 teachers and one director at the school in Santa Cruz La Laguna,
plazas were held by two of the classroom teachers at the school, and a third plaza was
established during the 2009 school year—all three of those teachers were Cruceños. The
four additional school plazas were held by the director (non-teaching), a teacher who had
chosen to leave the school but was rumored to be returning, the mayor (whose spot was
taken over in the school by his brother), and the person working full time as the Amigos
assistant director. (Teachers with plazas can also fill administrative and training
positions, which was the arrangement that Amigos had made with MINEDUC to employ
its assistant director.) Once the school was designated as an EBI site, any new plazas that
came out would be for bilingual teachers. The other teachers at the school were a
combination of untenured Cruceño teachers and teachers who were Tzutujil speakers
from large towns across the lake. It was generally acknowledged that teachers from other
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towns were waiting until plazas opened up at schools in or near the towns where they
lived. An additional teacher appeared partway through the school year and announced
that MINEDUC had sent him to Santa Cruz. A new teacher makes around $3,200 per
year and is eligible for 25% raises each four years, eligible for retirement after 25 years
of MINEDUC service (Juan Carlos Villatoro, personal communication, June 18, 2009).
Apart from its educational mission, the school was an important community
institution with regard to cultural events. In Santa Cruz La Laguna, for example, the
community‘s schools played a key role in the annual saint‘s day celebrations that are
decidedly one of the premier social and cultural events for many communities.
(Guatemalan migrants in the U.S. often carry on these traditions.) Teachers invested
much time, effort, and personal resources into making the annual celebration a success.
A bilingual education facilitator in Sacatepéquez pointed out some of the structural
limitations of schools‘ collaboration with the parents (Braulio Quinilla, personal
communication, June 24, 2009). Since most teachers leave the school immediately after
classes end (8-12 for the morning jornada, for example) to either go home for purposes
of childcare or to a second job to acquire needed additional compensation, teachers are
often unavailable to meet with parents who are working during the school day. In Santa
Cruz La Laguna, daytime school meetings were well attended, almost exclusively by
mothers as seen in the photo below.
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FIGURE 12: TEACHERS ON THE STAGE AT PARENT MEETING, SANTA CRUZ LA LAGUNA

Parents were called to the school at various times during the year, sometimes for
cultural celebrations, to receive report cards, or to receive information from the teachers,
although ―parent‖ meetings were attended almost entirely by women. In Santa Cruz La
Laguna the communal loudspeaker was used to call the parents. In other places the school
sent notes home that the students were expected to read and/or translate for the parents as
needed. For the parent meetings, parents sat in an auditorium or on the multisport court at
the school. The directors and teachers made the planned announcements that had been
prearranged through the school commissions. At the end of the meeting, a designated
teacher read back the minutes of the meeting to the parents from the Libro de Actas
(official log of meeting minutes). The parents then lined up to either sign or place their
thumbprint (under which the teachers wrote each person‘s name) to make the meeting
official. The logs were stored in the administration office.
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Sindicatos
In Guatemala and Mexico a prevalent and visible force in the popular sector is the
magisterio (teachers‘ collective action) via the sindicatos, or teachers‘ unions. These
actions are framed as counterhegemonic since they counter state power (Street, 2001).
Because the magisterio wields a lot of power and political capital, the Interamerican
Development Bank (2006) refers to schools as under "a constant risk of capture by
providers" (p. 223) as teachers position themselves as labor activists in a national class
struggle. In addition to institutions of teacher preparation (Luykx, 1999a), teacher
conceptions of their identity and role are influenced by union discourses as they ―tend to
adhere to their inherited collective identity as public employees and builders of national
citizens‖ (Street, 2001, p. 147). These identities may or may not align with Indigenous
communities‘ needs, as in the teachers‘ unions‘ opposition of community control of
education (Sandoval, 2010). As described by Esteva (2010), ―the school had been the
principle instrument of the state for exterminating Indian peoples, and the revolutionary
union of teachers had been an accomplice of the state in this task‖ (p. 116).

A brief

overview of teachers‘ actions through the sindicatos in each country is provided below.
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FIGURE 13: PROTEST BY THE MAGISTERIO; GUATEMALA CITY, GUATEMALA

STEG in Guatemala
Teacher education programs generally fall short in adequate preparation, and in
terms of salary "teachers in Latin America still feel they are not getting what is owed to
them" (Avalos, 2000, p. 471-2). Such tensions are evident in Guatemala, where
proposals to introduce university level certification for teachers have been blocked by the
union, the Sindicato de Trabajadores de Educación de Guatemala (Union of Guatemalan
Education Workers or STEG). STEG representatives have argued that requiring teachers
to complete additional years of schooling is unacceptable if not accompanied by an
increase in pay. The teachers‘ union played a role in the capacitaciones (teacher
workshops) through negotiations with MINEDUC at the national level. Negotiations
were often punctuated by national teacher strikes in Guatemala City, with teachers
traveling from all over the country to the capital to march from the landmark obelisco
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(the obelisk in the central traffic circle) toward the national palace. There the union
president called out representative leaders by name to enter talks with government
officials (pictured above). Resulting agreements were published in the national
newspapers.
Among my participants, although reactions to the union‘s position were varied all
six Cruceño teachers made the arduous trek to the capital to show their support; unlike
teachers traveling from other towns, leaving Santa Cruz La Laguna meant the first and
last legs of the journey were by boat and in the dark. When one tenured teacher‘s wife
asked him why he was attending the protest since the negotiations did not affect him
directly, he told her it was important to show solidarity with all teachers. I spoke with
teachers in other towns who were less than enthusiastic about the union agenda, and
while the school director (principal) made no direct statement about it, the other teachers
complained to me about his absence from the protest.
SNTE in Mexico
All public school teachers in Mexico must be members in the union, Sindicato
Nacional de Trabajadores de la Educación (SNTE— National Union of Education
Workers) (Martin, 2009), the main teachers' union and the largest labor union in Latin
America. An example of SNTE‘s influence at the national level occurred when the
Mexican education secretary under President Carlos Salinas de Gortari was unable to
gain the approval of the magisterio for his decentralization plan and was shortly removed
from office. At the school level, if a teacher is asked to carry out a task not outlined in
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his or her contract, the backing of the magisterio allows the teacher to respond, "I am not
obligated to do so" (School director in Oaxaca, personal communication, April 5, 2010).
The SNTE is in a league of its own when it comes to general political
influence and control over the education system, even by the standards of
Latin America. By the early 1990s, the SNTE had considerable control
over appointments to teaching positions and a significant share of
administrative positions in the education system. Its financial position was
secure, thanks to mandatory membership fees, and its monopoly was
enshrined in a law barring competing unions. Its close association with the
long-term governing party, the Partido Revolucionario Institucional (PRI),
translated into political positions in the administration for union members
and a nonnegligible share of seats in Congress (Interamerican
Development Bank, 2006, p. 228).
In Mexico the conflicts around the unions often turn violent and even deadly,
especially in Oaxaca but in other states as well.
Sección XXII in Oaxaca
Oaxaca is a state particularly known for the activism of its teachers through SNTE
Sección XXII (Section 22), including the creation of a system of intercultural Indigenous
education (Mena, Muñoz & Ruiz, 2000). Since the well-publicized clash between
protesters and the military in 2006, ―impunity for human rights violations committed in
the context of public security operations remains endemic. There have been a number of
high profile cases involving unlawful killings, torture, rape and arbitrary detention by
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municipal, state and federal police. A few officials have been prosecuted for minor
offences in relation to these cases and almost all victims have been denied justice and
reparations‖ (Amnesty International, 2008, p. 5). Throughout my fieldwork in Oaxaca,
political activism was visible in the capital on a weekly basis.
It is not a secret to anyone that the entire structure that operates the
administration of Basic Education, the payroll offices, the supervision
offices of school districts, the directors of the schools, the bureaucracy of
the Institute of Public Education of Oaxaca, that is, the state education
institutions, are in its hands (Sandoval, 2010, p. 136).
The IEEPO (state level administrative) office complex was frequently ―taken‖ and
occupied by different groups of protesters, usually with some advance notice. IEEPO is a
large set of buildings where over a thousand state employees work, and when the
complex is taken over, work is cancelled for the day. Pre-service and inservice teachers
from all over the state have to hand-carry official documents to IEEPO, so if the offices
are closed they also have to wait days or even weeks for protesters to leave so they can
get access to administrative services. During a September 2010 trip to Miahuatlán,
Oaxaca, two staff members from Evaluación y Seguimiento described the latest protest.
We had been trying for several days to leave for Miahuatlán but the group that occupied
IEEPO had been there for several days, which complicated our travel plans. The men
from Evaluación y Seguimiento said that the group that took IEEPO at that time looked
like they were planning to stay for a while since they brought stoves and tents.
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When I asked them the reason for the group‘s protest, the IEEPO official
explained that it was a political problem similar to what was happening in San Juan
Cópala (where a longstanding inter-community conflict has become increasing violent).
He said the protesters arrived in the capital and were very aggressive, brandishing sticks.
They wanted a clave24 for their secondary school. More assassinations had been
occurring, and since everyone there was armed it was very tense. There was already a
secundaria in the town but it was divided by teachers in two opposing unions. The
APPO coalition which was formed as a result of the violence in 2006 was supporting the
protesters‘ efforts. 2006 was the year when the new sindicato Sección 59 was created,
referred to as a dissident section and aligned with the government; Sección 22 does not
recognize Sección 59. So officially, schools that are not part of Sección 22 are blocked
from getting a clave—classes held in the school do not count towards a diploma, and
teachers do not receive benefits, unless the school is given a SEP clave. When I asked
about the purpose of protesters‘ occupation of IEEPO he explained that it was to create
political pressure to provide the school with official status. He told me that it was not
only an educational issue; it was combined with several problems, and part of ongoing
conflicts in that community and with the state. As the discussion continued, one of the
men explained his beliefs about such protests. He told me these conflicts are political
tools to create distractions in the state and to create fear, so that people are more easily
controlled (Gregorio Hernández Cruz, personal communication, August 27, 2010).

24

See glossary.
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Discussion
The process of cross-border professional development is shaped by the role of
institutions at various levels. School-level processes at work included such factors as
rotating grade level assignments and teaching partners, varying degrees of parental
support and communication, and union politics within the schools themselves.
Community-level issues included the positioning and influence of the mayor and/or town
council in relation to the school, local historical background, the number and type of
schools in the area, and the language or languages spoken by residents. The national
context for teachers in Mexico and Guatemala included, among other issues, distrust in
educational policies and statutes, struggles over teacher salaries, contracts, and
advancement, conflictive union-government relations, and inter-union debates (Batallán,
2002; Mena, Muñoz & Ruiz, 2000; Street, 2001). Because the CBPD process occurs
largely within bilingual intercultural schools serving Indigenous students, language
policies are another important influence on cross-border professional development—
these will be examined in Chapter Six.
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CHAPTER 6: LANGUAGE POLICIES AND
CROSS-BORDER PROFESSIONAL DEVELOPMENT

Many Mexican and Guatemalan participants in cross-border professional
development work in bilingual intercultural education. Here I examine CASS exbecario
perspectives on their classroom practices set within Indigenous education language
policies. In most countries this model is referred to as EIB, educación intercultural
bilingüe, but in Guatemala it is known as EBI, educación bilingüe intercultural. The
models vary by country, region, state, and school in practice, but there are some common
underlying concepts of interculturality, and unfortunately a commonly shared lack of
implementation of intercultural education for all students, Indigenous and nonIndigenous (Flores Farfán, 2001; Howard, 2009; López, 2008; Schmelkes, 2009).
Processes of teacher education and Indigenous education in Mexico are described by
Soberanes (2010) as ―a system of education which itself contributes to the extinction of
languages and cultures of original peoples‖ (p. 102). In terms of language development,
then, there are clearly complications around this educational model.
Dilemmas in educational language planning include the ―medium or media of
instruction; the choice of a second or third language and whether this is an ‗international‘
language; the mechanisms through which teachers are trained and deployed in different
media of instruction; the level at which transition into a single national language is made;
the production of learning materials for small language groups; the provision of language
teaching to minority groups‖ (Lewin, 1999, p. 163). This chapter answers the second
research question, How are language policies enacted through CBPD? Teachers work
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within specific EIB policy frameworks that are relatively new—national language laws
were the Ley de Idiomas Nacionales 19-2003 in Guatemala, and the Ley General de
Derechos Lingüísticos de los Pueblos Indígenas in Mexico, also passed in 2003 (Montejo,
2005). This type of education is supposedly distinct from the education the teachers
experienced during their own schooling, and at least for more senior teachers is typically
quite distinct from the manner in which they prepared to be teachers. As described by
Nelson (1999), ―they are products of the colonial system. It‘s not their fault. When they
went to school, there were signs up prohibiting them from speaking their languages; there
were punished. Children remember this; they keep these colonial ideas inside them and
then they teach the same thing‖ (p. 143). Curriculum and assessment requirements also
reflect relatively recent changes in language policy; these contexts are challenging for
most teachers. The additional challenge for the teachers in this research is attempting to
incorporate new knowledge and understandings they acquired during their CBPD
experience, taking account of the changing policies and methodologies described above.
If we take the example of Guatemala, some of its lesser-spoken 22 languages are
classified as endangered, but even the more widely spoken Indigenous languages are
demonstrating indicators of language shift in many communities (Brown, 1998; Garzon,
1998; Richards, 1998). In the past Indigenous languages were recognized simply as
dialects, and before that, categorized even more diminutively as lenguas25 (Ajb‘ee, 1997;
Collins, 2005; Garzon, 1998; Simón, 1998). This is an exemplar of the way ―internal

25

Simón (1998) recounts his teacher saying, ―‘here no lengua, only Castilla,‘‖ reflecting
Mayan ―dialects‘‖ low prestige as compared to Spanish in society and in the schooling
system (p. 176).
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systems of classification reproduce overt political taxonomies‖ (Bourdieu, 1991; p. 169);
governments that reproduce these hierarchies view the existence of so many different
languages as antithetical to the interests of the nation-state (Saville-Troike, 2003) with
clear implications for policy-making. Internalized ideas about progress ―ridiculed their
old beliefs, fears and superstitions as well as their reverence for nature, the past and their
ancestors‖ (Sbert, 1992, p. 197). Though policy discourses rely on community
involvement and espouse the incorporation of local knowledge, in practice many teachers
view parental views of EBI/EBI as barriers to education (Valdiviezo, 2009). These ideas
are often present within communities and stated by teachers; they are described in the
next section.

Teacher Views of Community Language Ideologies
CBPD teachers were asked how they felt about bilingual education and how
communities responded to their efforts. Teacher views of community language
ideologies represented multiple positions. Adrián Esteban Tax Tzic (K’iche—Aldea
Nimasac, Totonicapán, Guatemala) said ―algunas personas no quieren la educación
bilingüe ya que según ellos es un atraso en la educación y mejor aprender otro idioma.
Pero en el país es como obligatorio porque el pensum de estudios a nivel nacional es
relacionado a la Educación Bilingüe‖ (some people in the community don‘t want
(Indigenous) bilingual education, since according to them it‘s a step backward in
education and it would be better to learn another language. But in our country now it‘s
obligatory due to the curriculum at the national level related to bilingual education)
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(personal communication, April 8, 2010). Another teacher lamented his students‘ lack of
enthusiasm for learning Spanish; Nelson Cuc Tipol (Q’eqchi’—San Juan Chamelco, Alta
Verapaz, Guatemala) described how ―aun los alumnos cargan estereotipos ó ideas de que
deben ser muy cerrados o que no pueden hacerlo. Hay mucha vergüenza y timidez. Es
difícil crear en ellos el gusto por el estudio" (the students still have stereotypes or ideas
that they should be very closed off or that they can‘t do it. There is a lot of shame and
shyness. It‘s difficult to create a taste for studying among the students) (personal
communication, April 28, 2010).
Some parents resist any inclusion of Indigenous language in the school since they
fear it will limit their children's acquisition of Spanish; monolingual speakers of an
Indigenous language with no opportunity of dominant language acquisition may find
themselves as ―a group that does not speak the language of government and commerce is
disfranchised, marginalized with respect to the economic and political mainstream‖
(Hinton, 2001). Bilingual education advocates commonly encounter the barrier that
many parents prefer that their children learn only Spanish and even English (Garzon,
1992; Hawkins, 2005; King, 1997; Nelson, 1999; World Learning, 2005); this can be
partly explained by the shame-inducing experiences of the parents themselves in school
and society (Cotacachi, 1997; Crawford, 1996; Dorian, 1999; Ferguson, 2006). Vicenta
Chavajay Dionisio (Tz’utujil—Santa Maria Visitación, Sololá Guatemala) added:
Sabemos que el hablar varios idiomas abre por uno varias puertas para
su realización. En mi comunidad no es prioridad ni de los padres de
familia, ni los jóvenes el idioma materno. Algunos piensan que es pérdida
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de tiempo impartir el Tz'utujil en las aulas, ya que las familias en su
mayoría hablan el español, debido a ello no le dan la importancia. A
pesar de que mi comunidad el 99% es de la etnia Tz’utujil. Pero bueno
eso sí están interesados en aprender el idioma inglés. De mi experiencia
porque atiendo alumnos de segundo primaria, a ellos les brindo clases en
Tz'utujil, con el vocabulario básico, orientado al contexto de los mismos.
(We know that speaking various languages opens up lots of doors. But in
my community the maternal language is not a priority for the parents or
for the youth. Some people think it‘s a waste of time to teach Tz‘utujil in
the classrooms, since most of the families speak Spanish they don‘t give
Tz‘utujil importance, despite the fact that my community is 99% Tz‘utujil.
But they are interested in learning English. I teach second grade, giving
classes in Tz‘utujil with some basic vocabulary oriented to their context)
(personal communication, June 5, 2009).
A commonly heard account is the monolingual Spanish teacher in an Indigenous
community who disparages students‘ language and culture, but in some cases, it is the
community that transforms the teacher. CASS exbecario Raul Tziquina Bororm
(Kaqchikel— Sololá, Sololá, Guatemala) grew up in a monolingual Spanish environment,
but has reacquired Kaqchikel fluency and reawakened his Kaqchikel identity through
working in a Kaqchikel community (personal communication, November 25, 2009).
Another atypical response was when some teachers described community settings where
parents supported Indigenous language instruction in the school. Asked what her
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community thought about bilingual intercultural education, Lucia Samuc Ixbalán
(Tz’utujil—Panul, Sololá, Guatemala) responded that parents wanted to "profundizar más
el Tz’utujil en lectura y escritura" (increase the use of Tz‘utujil for reading and writing)
(personal communication, November 25, 2009). Some parents appreciate the inclusion of
the community's Indigenous language in the school since that is the first occasion of
official recognition of their identity, and they like the presence of Indigenous teachers
who speak their language or at least understand the community context.
The indigenous communities of Mexico have to travel a long cultural and
geographical distance towards educational and social achievement. The
ground covered involves a professional aspiration from a position of deep
historical subjugation in the stratified society of Mexico. On the journey,
many of them renounce their origins and sometimes their mother tongue
(Martin, 2009, p. 130).
Similar contexts exist in Guatemala, complicating the implementation of
EBI as described below.

Guatemala: Challenges in Implementation of Bilingual Intercultural Education
Many teachers described the structural challenges of implementing quality
bilingual intercultural education because of insufficient materials, teachers who are not
bilingual, and language instruction limited to some basic vocabulary. CASS exbecario
Saúl Pérez Reyes (Parcelamiento Santa Maria Dolores Ixcaán Quiché, Guatemala)
commented ―no tenemos un programa sistemático de educación bilingüe, trabajamos

164

vocabulario básico de los idiomas mayas. Los maestros no son bilingües. La comunidad
apoyaría un proceso de educación bilingüe" (we don‘t have a systematic program of
bilingual education; we work with some basic vocabulary in Mayan languages. The
teachers are not bilingual. The community would support a process of bilingual
education) (personal communication, June 22, 2009). Rosa Ac Chiquin (Poqomchi´,
Q´eqchi´—Colonia San Julián Tactic, Alta Verapaz, Guatemala) described the reality of
the EBI model in the Poqomchi‘ community where she works ―en la explicación de los
temas…que no tenemos material en bilingüe‖ (explaining some of the themes…since we
have no bilingual materials) (personal communication, April 8, 2010). Mariela Cordón
(Barrio San José Teculután, Zacapa, Guatemala) described the preparation for pre-service
teachers in Chortí-speaking schools, ―Deben de hablar del idioma Chortí, explicar dónde
se habla y se les enseña algunas palabras ó cantantitos en este idioma" (They should be
able to talk about the Chortí language, explain where they speak it, and learn some words
or little songs in the language) (personal communication, June 24, 2009).
In Sololá, one CASS exbecario‘s words describe a vicious circle of a poorly
planned and resourced program coupled with negative community views of the program;
the teachers‘ lack of professional preparation to educate their students bilingually created
reluctance to do so, building on the negative orientations he said existed among parents.
Said Moisés Joj Vásquez (Kaqchikel—Santa Lucia, Sololá, Guatemala):
Es de considerar que el programa de educación Bilingüe Intercultural que
se maneja en mi país, no cumple con las expectativas que exige las
necesidades educativas de las comunidades, puesto que no existe un
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programa bien estructurado, con personal capacitado, recursos
didácticos, una adecuada supervisión, ó por lo menos un acompañamiento
de dicho programa, por lo mismo a nivel educativo se considera como un
fracaso, por lo consiguiente es lo que se refleja en mi centro educativo,
hay poco interés de parte de los docentes en dar educación bilingüe, por
desconocimiento de la metodología, aunado el rechazo de algunos padres
de familia, puesto que les interesa más que los alumnos aprendan la
segunda lengua en este caso el idioma español que es prioridad para los
mismos padres de familia, haciendo de menos la educación bilingüe.
(You have to consider that the EBI program in my country does not meet
the educational needs of the communities, with trained personnel,
classroom resources, adequate supervision, or even support for such a
program. At least at the educational level it is considered a failure, like
what it reflected in my school—there‘s little interest on the part of the
teachers to provide bilingual education, since they are unfamiliar with the
methodology, and because of rejection by some of the parents, since they
are more interested in the students learning the second language, Spanish,
which is the priority for the parents, lessening the importance of bilingual
education) (personal communication, August 18, 2009).
English in the CNB (National Base Curriculum)
The call for English was echoed in the national curriculum requirement in
Guatemala for L1, L2, and L3 instruction, creating an extremely complex environment
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for effective language acquisition. The limited language skills of teachers were therefore
another common theme. Luis Arnoldo Guzmán Prera (Salamá, Baja Verapaz,
Guatemala) described a typical scenario, ―el programa educativo exige un periodo
idioma de la región Achí es un idioma maya del pueblo donde vivo, inglés y las clases en
español todo" (the educational program includes a class in the language of the region—
Achí is a Mayan language in the town where I live—English, and all the other classes in
Spanish) (personal communication, July 13, 2009). Irma Tzirin Socop (Kaqchikel—
Tecpán, Chimaltenango, Guatemala) said ―ahora los maestros están aprendiendo a
escribir en kaqchikel y enseñar a los alumnos‖ (now the teachers are learning to write in
Kaqchikel and teaching it to the students) (personal communication, July 5, 2010).
Other Guatemalan exbecarios also talked about teaching English; ―con lo poquito
que aprendí del idioma inglés, en el USA, pues allí les estoy enseñando, vocabulario
básico‖ (with the little English I learned while in the U.S., there I am teaching basic
vocabulary in English‖ responded Vicenta Chavajay Dionisio (Tz’utujil—Santa Maria
Visitación, Sololá Guatemala) (personal communication, June 5, 2009). Vicenta‘s
statement was representative of many communities‘ expectations for teachers who
participate in the CASS program—that in the one year spent in the U.S. the teachers
would have acquired a level of proficiency not only to speak English, but also to teach it
to their students. Yet few exbecarios included English as one of the languages they spoke
on the online questionnaire, and those that did said they spoke ―a little.‖ Exbecario
Germán Bol Caal (Q'eqchi'—Aldea La Caoba San Luis Petén, Guatemala) responded that
he speaks ―un poco de inglés ya que estoy dando esa clase con los alumnos de los grados
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7, 8, 9. El inglés lo aprendí cuando fui a los EEUU en el año 2005‖ (a little bit of
English and now I‘m giving that class with the students in 7th, 8th, and 9th grade. I
learned the English when I went to the US in 2005) (personal communication, July 11,
2009).
Bilingual intercultural education in Santa Cruz La Laguna
The teachers working with Amigos in Santa Cruz La Laguna consistently
described their views toward bilingual education as more positive than that of the
community—one teacher told me he estimated that 70% of the parents were against
bilingual education. Though teachers often described a positive orientation towards EBI,
obstacles to effective bilingual instruction included teachers‘ limited oral and/or written
Indigenous language proficiency, few materials, and a national curriculum that was
designed for and biased toward Spanish L1 speakers. Of the 12 teachers in the school,
six were native Kaqchikel speakers and only two felt comfortable reading and writing
Kaqchikel; these Cruceño teachers whom one might expect (or hope) to be the most
effective bilingual teachers in Santa Cruz seemed more preoccupied with the faithful
adherence to the national curriculum (CNB) than any focus on Kaqchikel oral or written
development. The fourth grade lesson described below was taught by a Cruceño teacher
who was one of the few teachers at the school with an advanced academic degree, and
was a fluent local speaker and writer of Kaqchikel. The lesson occurred within the
―artistic expression‖ component required within the CNB. "The teacher was very
carefully drawing a pitcher out of individual points on the white board without saying
anything to the kids. His back was turned. More than five minutes passed and then he
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instructed the kids to make a drawing like he had done, without making any lines. He told
them to work slowly" (March 27, 2009).

FIGURE 14: LOCALLY AUTHORED BILINGUAL KAQCHIKEL/SPANISH BOOKS, SANTA CRUZ LA LAGUNA

This teacher‘s classroom and one other were the only rooms with any written
material in Kaqchikel. (The Kaqchikel alphabet was posted in this teacher‘s room, and
the other teacher had two Kaqchikel books on a shelf). Sharing this example is not an
attempt to attack this particular teacher, or to assume that this is typical; the example
demonstrates that within an EIB setting with a fluent, literate, local well-trained teacher is
not necessarily promoting Indigenous language use or development. This problematizes
one of the commonly named obstacles to the effective implementation of EIB—teacher
placement in a corresponding linguistic region.
One of the other commonly named obstacles was a lack of materials, but
according to my research that was not necessarily a barrier, either. Stored in the Santa
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Cruz school office were a large set of locally researched and authored bilingual
Kaqchikel/Spanish books covering such topics as local geography, epistemology, elders,
and history (pictured above). I never observed the use of these books by any teacher
during my fieldwork. Kaqchikel language was assessed by teachers during quarterly
exams—the CNB (base national curriculum) calls for instruction in L1, L2, as well as L3
(English) in the upper elementary grades. In Santa Cruz La Laguna, all the students were
Kaqchikel L1 speakers, yet all the assessments were conducted in Spanish, the children‘s
L2. The Language and Communication assessments actually matched the students‘
language contexts: Kaqchikel was given as the L1 assessment and Spanish as the L2.
Paradoxically, however, the instructions for the L1 Kaqchikel exam were written in
Spanish. Though Kaqchikel was the students‘ L1, it was taught only as a discrete
language class each week, with all the other content classes delivered in Spanish.
Teachers typically used the students‘ L1 only for clarification. The first grade exam (see
photo below) instructs the student to describe the illustration in Kaqchikel ―without
mixing Spanish.‖ Typical speech in the community occurred in Kaqchikel with frequent
Spanish borrowings.
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FIGURE 15: 1ST GRADE QUARTERLY EXAM FOR KAQCHIKEL L1 SPEAKERS IN SANTA CRUZ LA LAGUNA

When specific bilingual intercultural education efforts were described to me as
unsuccessful during interviews, MINEDUC officials assigned the blame in various ways.
An EBI facilitator in Sacatepéquez told me that teachers consistently treated Spanish as
students' L1, whether or not all students were native Spanish speakers, and many teachers
designated as ―bilingual‖ did not speak the language of their students. He described the
general reaction of teachers to bilingual education as very negative and undertaken with
minimal effort—―No hay consciencia" (There‘s no awareness). He added that teachers
made excuses for not doing bilingual education, most often complaining of a lack of
adequate materials. He concluded by saying that teachers can either view language as a
problem or they can view it as a challenge; according to this official, most teachers view
language as a problem (Braulio Quinilla, personal communication, June 24, 2009).
An interview with the director of education for the department of Sololá revealed
his view (and one commonly voiced) that resistance to EBI came from parents who did
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not support bilingual education, and teachers who were not interested in the bilingual
intercultural courses. He explained that this type of resistance was part of the motivation
to offer teacher bonuses, pictured below. He acknowledged that teachers were not placed
where they spoke the L1 of the community and that the teachers lacked adequate
materials for teaching (Israel Chocoj, personal communication, November 30, 2009).
This is critiqued by Petrich (1995) as an issue of the politics of teacher placement, when
―there is no justification for the argument that are not available teachers from the
Kaqchikel towns on the lake [Atitlan] because there are, but they have not gotten plazas"
(p. 13). Indigenous speaking teachers may receive their bilingual credentials but that is
no guarantee of a plaza.

FIGURE 16: POSTED FLIER FOR BILINGUAL TEACHERS TO REGISTER FOR A TEST FOR THE BILINGUAL BONUS

One of the more positive aspects of bilingual intercultural education in Guatemala
is the official role of Mayan organizations. The Academia de Lenguas Mayas de
Guatemala—ALMG (National Mayan Languages Academy) is a coalition of Mayan
language organizations that has established official collaboration with MINEDUC.
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These organizations influence curriculum and materials depending on the L1 (or in some
cases now the heritage language) of the region, and interact directly with specific schools
through language assessments of students‘ L1 and L2 and classroom observations. They
conduct some teacher training directly, as well as informing the MINEDUC teacher
training agenda regionally. Fundación Moloj is one of the main Mayan organizations in
the Kaqchikel region. In Santa Cruz, the staff from Fundación Moloj conducted
proficiency testing in both Kaqchikel and Spanish (see photo above). In an informal
interview with a Kaqchikel instructor from Fundación Moloj, he said their job was tough
because so many of the parents were opposed to L-1 instruction. Their level of national
support depended a lot on the president, so they tried to base themselves more at the
community level (personal communication, March 27, 2009). The organization‘s efforts
to increase school-based instruction in Mayan languages encountered resistance at the
community level. Cruceño residents expressed dismay at the school‘s bilingual program
since they felt the role of the school was to increase the students‘ social mobility by
teaching them Spanish. Elders told me some community members were vehemently
opposed to schooling of any kind, since they viewed it as a way for lazy children to shirk
responsibility (personal communication, June 4, 2009).

Mexico: Marginalization and Language Shift
When I asked CASS exbecaria (Sofia Morales Bolaños (Xoxocotlan, Oaxaca,
Mexico) about the community where she worked, she said the people there had few
resources and dressed in ropa típica (traditional Indigenous clothing—a marker of
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Indigenous identity in this context). She said it was not uncommon for students to arrive
at school without having eaten, and that many of them wore huarachitos, a makeshift
sandal or worn out shoes retied on with straps or laces. In this community of 300 people,
she said many of the parents earned wages by collecting leña, that meant many of the
students were also. As soon as school ends, the kids would be cutting and/or selling leña
from the hills. I asked the teacher about language use in the community. She said they
used to speak Zapoteco and others used to speak Mixteco, ―pero ya no‖ (but not
anymore). She described the children‘s use of ―modismos incorrectos‖ (incorrect
phrases), attributing it to the suffering their parents had endured. She told me how the
teachers try to modify the children's language so that they speak well, ―porque no tienen
una lengua materna‖ (they have no mother tongue); by this phrase she meant they only
spoke Spanish (personal communication, August 19, 2010). Other teachers described
parents‘ reactions to EIB similarly. ―No les gusta [educación bilingüe], porque
consideran que es un atraso para ellos‖ (They don‘t like [bilingual education], because
they see it as a step backwards for them) said Sara López Zugaide (Mazateca—
Lombardo de Caso, Oaxaca, Mexico) (personal communication, April 13, 2010).
Discussion
While Indigenous language proponents call for bilingual education to ―anchor the
school curriculum in the local language and culture‖ (McCarty, 2002, p. 302), support for
EBI by national governments and international funding agencies may be motivated by
different aims. Large international funding organizations support the incorporation of
mother-tongue instruction in public schools because it is shown to increase enrollment
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and reduce dropout rates among Indigenous populations, thus facilitating the
incorporation of Indigenous populations into the market economy and other state
institutions (c.f. Benson, 2005; Rassool, Canvin & Heugh, 2007). In this light, the
utilization of Indigenous L1 instruction in the earliest years of schooling can be a means
of increasing literacy rates, retention rates, and L2 acquisition, that equates to transitional
subtractive bilingual education in terms of students‘ L1. Bilingual education in such
cases is offered as a means of increasing efficiency, reflecting "an urgent need to focus
on language in order to avoid the large scale failure of efforts to deliver on the MDGs and
Education for All" (Pinnock, 2009, p. 10).
National systems of education that incorporate only surface features of national
peoples view local knowledges are a mere add-on to the standard curriculum (González,
2009; McGroarty, 2002; Trapnell, 2003). Implementations of this type ―typically neglect
the most important issue lying at the intersection of language, culture, education, and
development: indigenous epistemology and its relation to epistemological assumptions in
imposed educational models‖ (Gegeo & Watson-Gegeo, 2002, p. 311). As an example
we can look at the situation described by Luis Enrique López, where there are almost
23,000 indigenous teachers officially designated in Guatemala, yet many of them are not
teaching in true bilingual schools. "Unfortunately, not everybody who‘s paid as a
bilingual teacher teaches a Mayan language nor uses it as a medium of education"
(personal communication, March 30, 2010). Despite official discourses of
decentralization at the national level in Guatemala and Mexico, curricular control remains
highly centralized (Street, 2001). And while bilingual intercultural education policies
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often espouse community-defined development and local language ideologies, effective
implementation is complicated by the highly contested nature of those ideologies at the
community level (Delany-Barmann, 2009; Freeland, 2003; Luykx, 2003). Education
policy is thus shaped at multiple levels ranging from international organizations and
national governments to individual classrooms (Hornberger, 1998; Levinson, 2002;
McCarty, 2011).
Models of schooling in other places and times illuminate some of the complexities
of institutionalizing Indigenous knowledge within Western and/or national structures
(Howard, 2009; Luykx, 2003; Madjidi & Restoule, 2008). A common example is
provided by Luykx (1999) when "the majority of concrete gains in the area of Indigenous
language maintenance fall into the category of 'good things'—poetry contests,
dictionaries, Indigenous language websites, heritage language classes, bilingual
education--but none of them addressing the fundamental problem of intergenerational
mother-tongue transmission" (p. 3). Bilingual education models that simply expose
children to songs and vocabulary do not contribute to language maintenance (Wilson,
1998).
In Mexico and Guatemala, many Indigenous activists view the institution of
bilingual intercultural education has come to represent potentially more than simple
assimilation to Spanish, but rather a means of empowerment and cultural validation.
Perhaps intercultural bilingual education does not support language maintenance through
instruction, but through an increased language status through official recognition by state
institutions (Mena, Muñoz & Ruiz, 2000). As McCarty (2002) explains, ―these micro-
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level changes not only help revitalize the heritage language, they set into motion more
diffuse sociopolitical and economic transformations‖ (p. 301). What advocates say does
work in terms of Indigenous language development are programs that center Indigenous
knowledge and language, leading to greater academic success for students. Culturally
relevant programs are a good start, but it is necessary to ―transform the institutional
structures of schools themselves. In addition to the development of Native
curricula…indigenous educators need pedagogies that work to disrupt the structures of
inequality‖ (Grande, 2004, p. 6). Teachers who serve as agents of change have the
potential to transform oppressive structures, especially at a local level; this is discussed in
Chapter Seven.
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CHAPTER 7: CBPD TEACHERS AS AGENTS OF CHANGE

The space where cross-border professional development occurs is at the interface
of international development efforts and national systems of education, evidenced at local
levels. This chapter addresses the second research question, How do teachers make
meaning of their CBPD experiences when they return to their classrooms and
communities? Though the teachers may work in contexts where ―practice is still enacted
within idiosyncratic bases and local rules, impermeable by the official ideology of
education modernization,‖ (Mena, Muñoz & Ruiz, 2000, p. 51), my findings reveal
teachers who carve out spaces for innovation. Following the scholarly work of authors
such as Luykx (1999) and Valdiviezo (2009), here I examine "how teachers beliefs and
practices not only reproduce, but also challenge and transform government policy" (ibid,
p. 62). Meaning-making occurs in four sometimes overlapping categories of teachers
acting as agents of change, implementing innovative ideas in spaces where opportunities
for transformation have been limited.
The first two categories align with the mission statements of the two
organizations—teachers working as agents of change in development and in classroom
pedagogy; these teachers describe new strategies and teaching methods but may or may
not address Indigenous language development though they work in bilingual intercultural
schools. The other categories that emerged during my analysis are perhaps unexpected
since they are not addressed by either organization. The third category of teachers
demonstrate positive Indigenous language orientations in their schools—considering the
contexts described above in the EIB schools where they work, this is a transformative act.
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Indigenous teachers who may have previously viewed their own native languages as a
problem may also develop a heightened sense of identity when they spend time away
from their communities, shifting their L-1 orientation to that of right and/or resource
(Ruiz, 1988). The fourth category of teachers who act as agents of change are those who
incorporate innovative pedagogy for Indigenous language development, facing the
substantial challenge of teaching academic content in both Spanish and in the Indigenous
language (Delany-Barmann, 2009). In spaces where colonization has led to the "dual
crises of educational achievement on one hand and the loss of language, knowledge, and
culture on the other" (Smith, 2000, p. 57), transformation of pedagogy calls for
decolonizing methodologies. This final category is sometimes a result of a teacher‘s
cathartic experience in terms of his or her own identity. Each of the four categories of
teachers acting as agents of change is illustrated by examples from Guatemala and
Mexico.

Development
Guatemala
Public school teachers were generally seen as having a high status within the
communities where I conducted fieldwork, and the teachers‘ level of schooling in these
towns was many times greater than that of the average townsperson. According to both
anecdotal data and interviews in my field sites, the teachers were generally respected
unless there was some kind of grave incident, perhaps involving alcohol or an issue of a
sexual nature; if such an incident and the parents demanded the teacher‘s removal, the

179

teacher was be relocated by MINEDUC to another school. Many teachers, however, had
positive and visible roles in community leadership at different levels. After participating
in a process of CBPD, some teachers continue teaching in schools, ―en frente del grupo‖
(in the classroom). Most people seem to place moral value on the teachers‘ contribution
in this way—despite increased academic capital, they choose to sacrifice their own
possibility of advancement for the greater good.
Teacher roles in national and local development were often expanded through the
international collaboration, like Gloria Elvira Reyes Xitumul (Achí—Canton San Juan,
Baja Verapaz, Guatemala), working ―los intercambios se puede ir implementando poco
a poco buscando espacios de influencia en los gobiernos, locales y nacionales‖ (we can
implement what we learning during the exchange little by little, looking for spaces of
influence in local and national government) (personal communication, April 1, 2010).
Juan Esteban Castro Simón (Awakateko—Cantón Tichón Aguacatán, Huehuetenango,
Guatemala) also described the CASS program‘s ideology of development as being in line
with his own, simply complementing and increasing his strategies to take action. ―Yo he
estado de acuerdo con el desarrollo y encontré una opción que compagina con mis ideas
de desarrollo, CASS me complementó e incrementó mis ideas de desarrollo‖ (I was
already in agreement with development and I found an option that matched my ideas of
development. CASS complemented and increased my ideas about development)
(personal communication, June 23, 2009). Adrián Esteban Tax Tzic (K’iche—Aldea
Nimasac, Totonicapán, Guatemala) spoke positively ―mi participación directa en la
comunidad en el Servicio Comunitario Ad-honorem ó sea voluntariamente trabajo con la
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comunidad sin recibir un pago para el desarrollo de la misma‖ (of my direct
participation to the community through community service, working voluntarily with the
community to support its development) (personal communication, April 8, 2010).
Mariela Cordón (Barrio San José Teculután, Zacapa, Guatemala) talked about her own
role as an agent of change as part of her CASS experience impacting both personal and
community development.
Me he sentido la responsabilidad a ser agente de cambio, tanto en
transmitirles mi conocimiento y experiencia a las alumnas, así como
colaborar como voluntaria con grupos que contribuyen al desarrollo de
mi departamento. Actualmente estamos trabajando para que la
Universidad de San Carlos de Guatemala, abra un centro universitario
para poder apoyar a todos aquellos jóvenes que egresan de las carreras
de diversificado y que no cuentan con lo suficientes recursos económicos
para ingresar a universidades privadas. En lo personal al regresar me
reincorporé a la universidad y me gradué como Licenciada en Pedagogía
y Administración Educativa.
(I have felt the responsibility to be an agent of change, as much through
transmitting my knowledge and experience to the students, but also
through collaborating as a volunteer with groups that contribute to the
development of my departamento. We are currently working with the
University of San Carlos to open a university extension that can help
support all the young people who finish their diversificado schooling and
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don‘t have sufficient economic resources to enter private universities. On
a personal level, when I returned I went back to the university and I
graduated as a licenciada in pedagogy and educational administration)
(personal communication, June 24, 2009).
Luis Arnoldo Guzmán Prera (Salamá, Baja Verapaz, Guatemala) offered a similar
perspective, post-CASS. ―Tengo otra visión de desarrollo y progreso, que es inculcado a
los niños y a la comunidad y en las capacitaciones que doy a maestros y comunidad. A
que participen, estudien, desarrollen su sentido crítico de la realidad" (I have another
vision of development and progress, which is inculcated in the children and the
community through the workshops I give to the teachers and the community. Those that
participate, and study, develop a critical sense of reality) (personal communication, July
13, 2009). Raul Tziquina Bororm (Kaqchikel— Sololá, Sololá, Guatemala) added that he
is ―tratando de implementar de lo aprendido en CASS es que el verdadero líder siempre
está dispuesto a enfrentar obstáculos, retos y buscar soluciones al problema y ser un
agente de cambio‖ (trying to implement what I learned in CASS, that a true leader is
always ready to overcome obstacles and challenges, look for solutions to problems, and
be an agent of change) (personal communication, November 25, 2009). A counternarrative was offered by Saúl Pérez Reyes (Parcelamiento Santa Maria Dolores Ixcaán
Quiché, Guatemala), who associated the CASS model of development with Western
paradigms that would not support autonomy. ―La única forma de que las comunidades
pequeñas pueden salir del subdesarrollo es trabajar en unidad en busca del bien común.
El capitalismo y el individualismo no son buenos modelos de desarrollo económico" (the
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only way that small communities can escape from underdevelopment is to work in unity
in search of the common good. Capitalism and individualism are not good models of
economic development) (personal communication, June 22, 2009).
Mexico
Many of the teachers described working to support development through
improved interactions with parents as a result of their CBPD experiences. Adelaida Cruz
Álvarez (Mixteca—Oaxaca de Juarez, Oaxaca, Mexico) described her transnational
experience as facilitating her work with parents, ―organizándolos y involucrándose más
en el aprendizaje de sus hijos. Es una colaboración con nosotros, entre la escuela, el
alumno y los padres. Ha tenido un buen impacto…ha sido muy positivo‖ (organizing
them and involving them more in the learning of their children. It's a collaboration with
us, between the school the student and the parents. It's had a good impact…it's been very
positive) (personal communication, September 25, 2010). CASS exbecario Telesforo
Méndez Vásquez (Zapoteco— Miahuatlán, Oaxaca, Mexico) proudly explained to me
and the other visitors from the capital about the role of leadership he had demonstrated in
the newly constructed school where he was working. He told us how he saw the need for
the court, since before it was just muddy dirt. All the materials were donated by the
community, the town authority donated the cement, and the labor was done by
community members. The teachers organized everyone into teams to do the work
(personal communication, September 9, 2010). Other teachers described the challenges
of working with parents, like Saúl Pérez Reyes (Santa María Dolores Ixcaan, Quiché,
Guatemala) who described his efforts at organizing a school for parents as difficult,
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because they conceptualize systematic education as the unique role of the teacher. He
said that his work was focused on changing that mentality (personal communication, June
22, 2009). Several teachers shared an increased understanding of community contexts as
a result of their intercultural professional development; Victoria Anaya Arias
(Chinanteca—Tuxtepec, Oaxaca, Mexico) explained that her actions to combat low
student achievement and dropout rates were based on the recognition and inclusion,
rather than denial, of students‘ culture and upbringing (personal communication, April 17,
2010).
Teacher exbecarios do not necessarily serve as teacher leaders, but may fill other
community roles. Many teachers eventually worked as school directors, or entered local
politics. Sara López Zugaide (Mazateca—Lombardo de Caso, Oaxaca, Mexico) was
named as president of the local DIF (social service office) and worked in anti-cancer
campaigns, special education awareness, and nutritional classes. She said she recognized
that school should have outcomes of value, and credited her CASS experience with a
shift in her beliefs, ―me interesa motivar a mis estudiantes y que aprendan no solo para
acreditar un examen, sino que lo que se aprende en la escuela les sirva para su vida‖
(now I'm interested in motivating my students, and that they learn not just to pass an
exam, but what they learn in school is useful for their lives) (personal communication,
April 13, 2010).
Exbecarios who return to their schools and communities are sometimes in a tough
position--they can face a lot of resentment from their peers; this partly explains why some
teachers follow a trajectory into tertiary education rather than remain in the same school.
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Teachers discussed other ways the CBPD experience affected their existing community
roles. Germán Bol Caal (Q'eqchi'—Aldea La Caoba San Luis Petén, Guatemala) shared
this reflection, ―esta experiencia marcó y cambió mi forma de pensar ya que al conocer
el contexto donde vive uno lo hace ser emprendedor y visionario, para entregarse por
completo a la comunidad sin ningún interés para el beneficio de la misma‖ (this
experience marked and changed my way of thinking, to understand the context where I
live, to be an activist and visionary, to give oneself completely to the community without
any self interest) (personal communication, July 11, 2009).

Classroom Pedagogy
Guatemala
This was by far the largest category described by the CASS exbecarios. Luis
Arnoldo Guzmán Prera (Salamá, Baja Verapaz, Guatemala) said that as a result of his
CBPD experience the differences in his teaching had been noticed at his school, where
there was increased freedom for students and a more democratic environment in his
classroom (personal communication, July 13, 2009). Moisés Joj Vásquez (Kaqchikel—
Santa Lucia, Sololá, Guatemala) also commented on the notable changes in his classroom
pedagogy as a result of his CBPD experience:
Mis clases son más creativas, dinámicas, hago énfasis en el trabajo en
equipo, velo por desarrollar el pensamiento crítico y reflexivo en mis
alumnos, promuevo la equidad y el desarrollo de la autoestima de cada
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uno de mis alumnos y me preocupa la calidad educativa en mi centro
educativo y estoy promoviendo el hábito por la lectura comprensiva.
(My classes are more creative, dynamic, and I emphasize students working
in groups. I try to develop critical and reflexive thinking in my students. I
promote equity and the development of all the students‘ self-esteem. I
worry about educational quality in my school, and I am promoting good
habits of reading for comprehension) (personal communication, August 18,
2009).

FIGURE 17: SANTA CRUZ TEACHERS DURING A MATH WORKSHOP

Many teachers such as those pictured in the photo above reflected on
changes they had implemented in reading and math. Such was the example of

186

Vicenta Chavajay Dionisio (Tz’utujil—Santa Maria Visitación, Sololá,
Guatemala), who described ―las metodologías observadas en el programa CASS
me han servido de mucho, ya que por su medio he logrado innovar el gusto por la
lectura, la matemática a través de juegos de memoria, rompecabezas, etc. La
implementación del uso de la tecnología en las aulas, sobre todo la computadora
y cañonera, que son herramienta clave para que al niño le entre por los sentidos
lo que aprende‖ (the methodologies observed in the CASS program have been
very useful since that offered me a way to increase student interest in reading and
math through memory games, puzzles, etc. The use of technology in the
classroom, especially the computer and the projector, are key elements for the
student to learn through all his/her senses) (personal communication, June 25,
2009).

FIGURE 18: MATH LESSON IN SAN JUAN COLORADO, OAXACA; BY CASS EXBECARIA GUNITA MENDOZA
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Mexico
Ex becarios from Mexico also described CBPD impacts on their classroom
pedagogy. Pascual Jiménez Hernández (Tsotsil—Tuxtla Gutiérrez, Chiapas, México)
came to realize through his experience that ―nuestra tarea como maestros no es formar a
alumnos obedientes sino alumnos con iniciativa y creatividad‖ (our task as teachers is not
to form obedient students, but rather students with initiative and creativity) (personal
communication, March 30, 2010). Many teacher participants made similar comments on
the process, like Esperanza Torres Hernández (Zaachila, Oaxaca, Mexico), who said
(I think that what was the most directly beneficial for me was observing
the teachers there working. Based on observing the classes, I could
borrow their strategies and implement them in my project. That was the
most enriching for me, observing the classes and seeing how the teachers
work in their classes...what strategies they use, how they work with
leadership with the kids, because here in our schools we don't cultivate
leadership. Generally in our schools we don't work on the theme of
leadership, to instill in the kids can be the leaders in the future. And what
I really liked at the school was that the teacher at [the cooperating school]
had posters on the wall from the moment you walked in saying ‗What
university will you attend?‘ ‗You're the leaders of the future,‘ and ‗Here
future presidents are studying.‘ So that was really enriching but also
really motivating for me, because I thought if they can do that here, I can
do that too. In my country we can do that in our communities. The
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conditions in which the students live, it's difficult for them to get to a
career because of the economic conditions. But it's good to feed the spirit
that they can be good leaders in their community even if they're not
professionals. They can be good leaders who transform their communities.
And when we project that in our classrooms, our kids grow up believing
that they can be leaders. And that's very motivating for me) (personal
communication, September 25, 2010).
In Oaxaca I asked a CASS ex becaria who identified as non-Indigenous but who
worked in an Indigenous community about any effects her CASS experience had on her
pedagogy. She said it really became clear to her how well children learn through
interacting, through hands-on activities and exploration. She commented though on how
many materials were available in the US and how scarce materials are where she worked.
She said the experience also had an effect on her use of storybooks for teaching reading
to her students. Though part of her practicum had taken place in a trilingual Indigenous
school, her comments about multilingual instruction only referred to the use of English
and Spanish (Esperanza Torres Hernández, personal communication, September 25,
2010). Virginia Cantú Villa (Tlapaneco—Tlapa de Comonfort, Guerrero, Mexico)
described how she had learned new ―estrategias para la comprensión de la lectura,
dinámicas para una clase activa, y trabajos de portafolios con los alumnos. Trato de
poner en práctica todo lo que adquirí ya que mis alumnos necesitan de una enseñanza
entendible para que su aprendizaje sea significativo‖ (strategies for reading
comprehension, hands-on activities for an active classroom, and student work with
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portfolios. I try to put in place everything I learned because my students need
comprehensive teaching so that their learning is significant) (personal communication,
September 18, 2010).

Language Orientations
Guatemala
Considering the complex and contested contexts described in the previous chapter,
it is understandable that teachers often have to advocate for bilingual intercultural
education. Gloria Elvira Reyes Xitumul (Achí—Cantón San Juan, Baja Verapaz,
Guatemala) described her community as ―están de acuerdo‖ (being in agreement) with
bilingual education, she later described how important it was ―para defender que es
necesario e importante hacer educación bilingüe de una mejor manera y usando
metodologías adecuadas para realizar‖ (to defend that bilingual education is necessary
and important to do in a better way, using adequate methodologies to carry it out)
(personal communication, April 1, 2010). Other teachers talked about working to
improve EBI; Saúl Pérez Reyes (Parcelamiento Santa Maria Dolores Ixcaán Quiché,
Guatemala) relayed how "la experiencia CASS ha confirmado mi opinión sobre la
importancia de la educación bilingüe. Los niños y niñas deben fortalecer su idioma
materno y aprender el idioma de relación comunitaria ó algún otro idioma para la
relación social o comercial" (the CASS experience has confirmed my opinion about the
importance of bilingual education. The boys and girls should strengthen their mother
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tongue and learn a language of community relations or some other language for social or
commercial relations) (personal communication, June 22, 2009).
Other teachers described their positive orientations toward EBI as a direct result
of their cross-border experience; CASS exbecaria Vicenta Chavajay Dionisio
(Tz’utujil—Santa Maria Visitación, Sololá, Guatemala) answered, ―Por supuesto que sí.
Uno porque enriquece el vocabulario y tengo más oportunidades de comprender a varios
grupos sociales, si es posible un poco del acontecer mundial. También me permite
conocer sobre otras culturas. Aprender dos ó tres idiomas vale uno por dos‖ (of course
[it changed my opinion.] First because it enriches vocabulary and I have more
opportunities to understand various social groups, if this is possible through a little
worldly knowledge. It also allows me to know other cultures. One who knows two or
three languages is worth two people) (personal communication, June 5, 2009). Rosa Ac
Chiquin (Poqomchi´, Q´eqchi´--Colonia San Julián Tactic, Alta Verapaz, Guatemala)
similarly said her teaching had been impacted ―porque ahora le doy más prioridad al
idioma materno del niño‖ (because now I give more priority to the children‘s mother
tongue) (personal communication, April 8, 2010).
Mexico
Teachers talked about the importance of incorporating Indigenous languages into
schools as a means of improving educational quality. ―Porque para impartir una
educación de calidad se debe de partir del contexto lingüístico de los niños en las
comunidades indígenas‖ (Because to deliver quality education it should be based on the
linguistic context of children in indigenous communities) expressed Miguel Angel Arias
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Martinez (Tsotsil—San Cristobal de las Casas, Chiapas, Mexico) (personal
communication, May 26, 2010). Other teachers like Flor Ramos (Tarahumara—
Chihuahua, Chihuahua, Mexico) talked about bilingual education as a means of
facilitating language acquisition. ―Porque los alumnos aprenden mejor en su lengua, y a
partir de ella se pueden apropiar de una segunda lengua‖ (Because the students learn
better in their first language, and from there they can acquire a second language)
(personal communication, September 24, 2010). Victoria Anaya Arias (Chinanteca—
Tuxtepec, Oaxaca, Mexico) described how she had changed her position Indigenous
language use in school ―porque tenía una idea errónea de que un niño por hablar una
lengua ajena al español, pensaba que le fuera más difícil aprender. Sin embargo no es
así, al contrario le favorece en su aprendizaje‖ (because I had the erroneous idea that it
would be very difficult for a child who spoke a language very different than Spanish to
learn. Actually it‘s not like that but to the contrary—it facilitates learning‖ (personal
communication, April 17, 2010). These teachers‘ positive orientations toward
Indigenous language in schools illustrate this category of teachers as change agents in
contexts where Indigenous languages have been marginalized.

Indigenous Pedagogies
Guatemala
Although many teachers reproduce normalized stereotypes about Indigenous
identity and language, teachers as agents of change utilize their role as community
leaders to disrupt racist practices. A Ladina CASS ex-becaria working as a teacher
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educator in a departamento where language shift has been prevalent described her role as
an agent of change, combating linguistic/cultural oppression so prevalent in Guatemala
(Casaús, 1998; Hale, 2006; Warren, 2001). Working with Ladino pre-service teachers,
she described the teachers‘ surprise that the bilingual curriculum they would learn
included an Indigenous language. ―En cuanto a la aceptación de las estudiantes sobre el
curso, pienso que ha habido cambios en su conducta, porque al inicio del curso se evaluó
para que ellas manifestaran sobre lo que consistía el curso, en su mayoría no habían
escuchado hablar de ello y otras manifestaron que era enseñanza del idioma inglés‖
(With regards to the students‘ acceptance of the course, I think there were a lot of
changes in their behavior, because at the beginning of the course when we asked them
what the course consisted of, most of them hadn‘t heard of it and others said they thought
it was about teaching English. She continued, ―en cuanto a programas de educación
bilingüe, ha sido bastante difícil el cambio porque hay que romper los paradigmas que
existen en nuestra comunidad, para que sean las alumnas quienes hagan el cambio en
ellas, en su familia y en sus comunidades" (in regards to bilingual [Indigenous L2]
education programs, the shift has been extremely difficult because first you have to break
the existing paradigms in the community, so that it‘s the students that make the changes
in themselves, in their families, and in their communities‖ wrote Mariela Cordón (Barrio
San José Teculután, Zacapa, Guatemala) (personal communication, June 24, 2009). This
is a notable example of a site where bilingual intercultural education is being
implemented in a non-Indigenous setting.
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For some teachers the CBPD experience was transformative in terms of language
and identity. Adrián Esteban Tax Tzic (K’iche—Aldea Nimasac, Totonicapán,
Guatemala) wrote that ―en momentos determinados antes de irme a EE.UU. no valoraba
me idioma porque pensé que solo es en mi país y que no tenga valor en otro lugar, pero
me di cuenta que sí tiene mucha validez y por lo mismo se me dio la oportunidad de
viajar y me cambió mi forma de pensar‖ (in the time before I went to the US I didn‘t
value the language because I thought that it was only in my country so it didn‘t have any
value anyplace else, but I realized that it does have a lot of validity; having the
opportunity to travel changed my way of thinking) (personal communication, April 8,
2010). Gloria Elvira Reyes Xitumul (Achí—Canton San Juan, Baja Verapaz,
Guatemala) expressed her own shift in identity after her cross-border experience when
she began to ―valorar más la cultura propia y respetar las otras y tratar de
implementar lo bueno y nuevo que se tuvo la oportunidad de conocer como
metodologías nuevas y actitudes propias de otras culturas que enriquezca la de mi
comunidad‖ (value our own culture more, respect others‘ culture, and try to implement
the best new elements I had the opportunity to learn about, like new methodologies and
epistemologies of other peoples that can enrich those of my community) (personal
communication, April 1, 2010).
Mexico
Transformative outcomes can occur when the transnational exchange exposes
teachers to new teaching methods and models (Hamel, 2008), when "cultural richness
and strength, contrasting with their material poverty, are what have helped to generate
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educational innovations and best practice which have been inspirations to communities in
similar situations and of likely relevance to educational policy making more widely"
(Martin 2009, p. 125). Martin Gómez Culebro (Tsotsil—Barrio San Sebastian, Chiapas,
Mexico) wrote that his experience "me ha dado los elementos pertinentes para reconocer,
fortalecer y enriquecer la lengua indígena que se habla en cierto contexto comunitario‖
(has given me the pertinent elements to recognize, strengthen, and enrich the Indigenous
language that is spoken in certain community contexts) (personal communication, May
22, 2010).
The effect of the CBPD experience for some teachers‘ conceptions of language
and identity were striking. Sara López Zugaide (Mazateca—Lombardo de Caso, Oaxaca,
Mexico) described the impact her CASS experience had on her views of bilingual
education as ―si cambió totalmente, porque ahora entiendo la importancia del
bilingüismo, pero más aun de la identidad que nos da nuestra lengua‖ (changed
completely, because now I understand the importance of bilingualism, but even more
than that, the identity that our language gives us) (personal communication, April 13,
2010). Pascual Jiménez Hernández (Tsotsil—Tuxtla Gutierrez, Chiapas, Mexico)
described that due to his interactions with people of different nationalities and ethnicities
while in the US he had to "[reconocerme la identidad] también como mexicano por
pertenecer a un país, pero sobre todo, reconocerme como tzotzil como primer paso. Esto
trae compromisos fuertes de conocerse a uno mismo en términos de historia, lengua y
cultura" (also [recognize my own identity] as a Mexican belonging to a country, but
above everything to recognize myself as Tsotsil as the first step. This means a strong
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commitment to know oneself in terms of history, language and culture) (personal
communication, March 30, 2010).

Discussion
Guatemalan and Mexican teachers who had the opportunity to learn new teaching
methods and theories transformed their pedagogies in different ways, and some of those
who crossed familiar ethnic boundaries developed sensitive insights on their own
language and culture. Intercultural experiences can help to transform education at the
level of the classroom when teacher participants ―‘discover‘ and reinforce their ethnic
identity and language use in the USA or Europe and develop their cultural or ethnic
citizenship‖ (Hamel, 2008, p. 87). These experiences of reflection and transformation
can be viewed as teachers acting as agents of change. Considering the CBPD context, the
categories of teachers as agents of change in development and in pedagogy are to be
expected, consistent with the mission statements of the organizations. More surprising,
however, are CBPD teachers acting as agents of change in language orientations and
Indigenous pedagogies. These categories demonstrate just a few of the ways CBPD
teachers make meaning of their experiences when they return to their classrooms and
communities. The categories also reveal insights to cross-border professional
development as a process, which will be discussed in the next chapter.
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CHAPTER 8: CROSS-BORDER PROFESSIONAL DEVELOPMENT
AS A PROCESS

This chapter answers the final research question, What do these case studies tell
us about CBPD as a process? There are several key points discussed here. First, there
are many challenges to collaboration between foreign organizations and national systems
of education. Drawing on the work of Esteva (2010), these challenges can be described
as overlapping structural, cultural, and epistemological issues.26 With regard to structural
aspects of CBPD Santibáñez (2007) writes, "unless these more structural conditions are
dealt with, the efforts to improve desarrollo profesional continuo [ongoing professional
development] will probably have limited success" (p. 331). Cultural issues include
questions around communication and language, a poignant challenge for many
marginalized communities and a topic debated in terms of educational models. Finally,
there are multiple epistemological aspects that arise during cross-border professional
development.

Structural Issues in CBPD
Curriculum, materials, and organizational structures
Because CBPD occurs at the interface of international development and national
systems of education, many structural issues arise during the process. One of the
challenges of transnational education contexts is that teaching workshops both in-country
and abroad often feature materials and technology that are not available locally.
26

The author names the three categories morphological, structural, and mythic.
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Generally speaking, material support is distributed unevenly by MINEDUC in Guatemala
and SEP in Mexico, with a bias toward urban schools and/or schools in politically
important communities. It is important to note, however, that well into the school year I
observed urban schools in Guatemala and Mexico operating without teaching materials
promised by the government; schools often receive furniture and supplies they do not
need or use, but end up storing the materials ―just in case,‖ since they can never be sure
what they will or will not receive and when; in Guatemala and Mexico I saw storerooms
and outside patios stacked high with desks and chairs, shelves spilling over with books,
and piled boxes of school supplies. Similarly, teacher preparation is uneven. These are
issues that occur across Latin American Indigenous contexts—Balarin & Benavides
(2009) provide an example in Peru, where ―the emphasis on learning and on developing
pedagogies capable of producing desired outcomes might have been necessary to break
with obsolete teaching practices, such reforms were implemented without much
consideration of teachers‘ backgrounds, or the reality of rural schools‖ (p. 11-12).
In efforts toward transforming educational practices, internationally funded
workshops usually promote teaching strategies and techniques that may be unfamiliar to
teachers, such as curricular planning in teams; this is understandable since
―organizational culture is highly conditioned by the national culture of the society in
which the organization is located‖ (Delens, 1999, p. 351). A lack of attention to local
contexts is problematic for foreign development organizations working in economically
marginalized communities. At times the relative poverty and structural discrimination of
such contexts shocks foreigners and creates a sense of urgency (Gronemeyer, 1992).
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Economic differences
Authors such as Leach (1999) point out that educational aid ―is an industry and as
such it is driven by a largely economic agenda…because international agencies offer
employment opportunities to people from the south as well as the north, tens of thousands
of people have a vested interest in seeing the aid industry grow and prosper‖ (p. 377; also
see Esteva, 1992). This has implications for the relationship between international
organizations and the communities in which they work. For example, the financial
support from Amigos for the teachers allowed them to do projects with their students that
would have been prohibitive for other teachers; Amigos would typically accept written
proposals for projects and provide matching funds. Although the following vignette has
cultural and epistemological implications, it is used here as a means of highlighting
structural economic disparities between providers and receivers of development.
One Amigos-funded project was an annual 6th grade field trip to the capital that
included trips to the museum and the zoo. For many of the students it was their first trip
to the capital or even taking a long bus ride. Pictured below are photographs that
represent the kinds of potentially transformative experiences that were possible for
students. The photo on the left is a monument the students observed during the field trip.
The monument commemorated the deaths of the 250,000 Mayas killed during
Guatemala‘s 36-year civil war. The Peace Accords were finalized in 1996, which was
close to the time these 12 and 13-year old students were born. While this was a topic that
impacted their families and something they had learned about in history class, most rural
Guatemalan students have limited opportunities to travel to other communities; field trips
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are not uncommon within the national educational funding scheme. The second photo
depicts a museum mannequin wearing the locally distinctive traje of Santa Cruz La
Laguna, nearly identical to the clothing most of the 6th grade girls wore on a daily basis.
For the long trip to the capital, the girls had been encouraged to wear Western clothing,
which they did. The museum tour guide seemed unaware of the background of the
students when she began explaining the way such materials were produced—weaving is
one of the main productive industries in Santa Cruz. The students were able to share
their funds of knowledge with the surprised tour guide.

FIGURE 19: MONUMENT IN CHIMALTENANGO COMMEMORATING THE MAYA VICTIMS OF THE 36-YEAR CIVIL WAR;
MUSEUM FIGURE DISPLAYING SANTA CRUZ LA LAGUNA TRAJE

Santa Cruz-based Amigos had been working in partnership with another USbased organization on the professional development program, from which the funds were
promised. The other organization's delays in sending the funds for the program caused
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some problems for Amigos in its execution of other community projects.
Miscommunications and frustrations also occurred with the US organization about the
follow-up/assessment work the Santa Cruz teachers had been asked to complete--the
director of the US organization attributed the absence of the follow up to a lack of
commitment on the part of the Santa Cruz school staff, rather than to the noncorrespondence that actually occurred during a time of transition between school
secretaries. (Note: most schools do not have secretaries—the Santa Cruz school had
support from Amigos to hire a secretary.) In my field notes I describe an interaction
between a trainer from the US and the Cruceño teachers who had been complaining they
did not have adequate books to implement the literacy program offered by the trainer‘s
NGO,
She said that the teachers were given enough materials to begin with, and
managing the materials is part of the responsibility of the teacher. The teachers
have a whole different view of materials and how they should be maintained, as
do the kids. Projects give things out, which is problematic. There is a real
scarcity of materials in the homes and in the classrooms, and a lot of people come
in and out of the teachers' classrooms. They have to find a balance between
making the materials readily available to the kids so they get used, but not lose
anything while they are being used. This is tricky... (April 17, 2009).
The activities described above are a tiny representation of the many projects
undertaken by the Amigos organization and its partners. There may be segments of the
population that oppose the work of Amigos, but I rarely heard anything but positive
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comments about their work. The examples above were selected as representative of the
organization‘s activities that were seen as successful or unsuccessful. Although there
were some positive and possibly unexpected outcomes from the professional
development efforts, the structural and cultural barriers were frustrating for all parties and
led to the cessation of the CBPD efforts. Other activities that were viewed by Amigos as
more successful were related to health and education but did not conflict with the
structure of the school, with an expanded focus on vocational education and support for
community projects in more remote areas.27
Implementation and follow-up
In the areas of Guatemala and Mexico where CASS teachers were selected,
educational materials, scholarships, and opportunities for travel were extremely limited.
The teachers were told that the scholarship was worth $20,000 that in local Mexican and
Guatemalan currencies was a stellar amount of money. (It should be noted that not all
teachers who were offered the scholarship accepted it.) Before and during the
scholarship year when the teachers were in the US, program administrators controlled
whether the teachers received and maintained a visa and held the teachers' passports
during the year. While CASS administrators framed these actions as necessary logistical
procedures, a critical perspective would frame them as hierarchical. My dissertation
research did not cover the period of the teachers' scholarships, it began when they
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The locally-managed vocational center opened in 2010 and has been highly successful
promoting community-based adult education.
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returned to their home countries—this is simply an example of the amplification of
structural power differences when organizations or their representatives cross borders.
Teacher education and professional development can be a mismatch with the
contexts in which teachers work. Raúl Tziquina Bororm (Kaqchikel—Sololá, Sololá,
Guatemala) described MINEDUC sending him to a week-long Intel master computer
teacher workshop, although he had worked for years in a school without electricity
(personal communication, November 25, 2009). Working closely with Amigos de Santa
Cruz, teacher and Mayor Gregorio Simaj García (Kaqchikel—Santa Cruz La Laguna,
Sololá, Guatemala) said that educational resources are normally so scarce that the
material support of foreign organizations helps to motivate teachers (personal
communication, December 2, 2009). Development efforts specifically target
economically marginalized communities that have clear implications for educational
achievement.
When I asked the MINEDUC math trainer from Sololá how we would know
teachers would apply what they learned, he answered, "Es feo. No hay monitoreo—el
director no se puede hacerlo. Hay sindicato, hay leyes que pueden entorpecer el
proceso." (It‘s bad. There‘s no monitoring—the director can‘t do it. There‘s the union
and laws that can block the process.) Asking about the program with Amigos, he told me
he hadn't realized the teachers were getting paid for their participation. He had been so
impressed that they were all there voluntarily, so he thought "que bueno que tienen
voluntad. Deben tener mayor compromiso" (how great that they are all motivated. They
should have more commitment.) He pointed out that in the secondary school where he is
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the director the staff voluntarily did six capacitaciones that school year (Marvin
Velasquez Cululin, personal communication, December 2, 2009).
During the CASS scholarship year, the final and culminating project is for
teachers to design an ―action plan‖ they will put into place upon return to their school or
community. Many exbecarios in Guatemala and Mexico reported difficulties
implementing their action plans for various reasons, for some because they were
promoted to administrative or teacher educator positions. Mariela Cordón (Barrio San
José Teculután, Zacapa, Guatemala) said that it was "bastante difícil, partiendo de que no
hay apoyo de las autoridades en cuanto a compartir nuestras experiencias. En mi caso,
mi plan era de crear una biblioteca en el establecimiento donde laboré con anterioridad
y que los estudiantes la visitaran obligadamente con los maestros y maestras para
promover la lectura. En cuanto a mis logros, se consiguió un poco de libros y se
construyó la biblioteca, pero por razones de ascenso en mi trabajo me tuve que trasladar
en donde trabajo actualmente" (very difficult, based on the fact that there was no
support from the authorities with regards to us sharing our experiences. In my case, my
plan was to create a library in the center where I worked before and that the teachers
would take the students there to promote reading. With respect to my achievement, I was
able to acquire a small number of books and they did build the library, but because of a
work promotion I had to move to the job where I am now) (personal communication,
June 24, 2009).
Teachers described conflicts with their colleagues and/or school directors. Others
talked about having to change grades or schools when they returned home, that nullified
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their plans if they were grade level or site-specific. Asked about her action plan, Sara
López Zugaide (Mazateca—Lombardo de Caso, Oaxaca, Mexico) answered, ―no lo pude
aplicar, ya que no me permitieron regresar a la comunidad donde fue proyectado. Me
comisionaron a una comunidad que no reunía las condiciones‖ (no, I could not apply it,
since I wasn‘t permitted to return to the community I had planned to. I was
commissioned to work in a community that has different conditions) (personal
communication, April 13, 2010). Pascual Jiménez Hernández (Tsotsil—Tuxtla Gutiérrez,
Chiapas, México) answered similarly, ―no, porque me ubicaron en otra escuela y las
necesidades eran diferentes” (no, because I was placed in another school and the needs
were different) (personal communication, March 30, 2010).
Another common tension for CASS exbecarios was the absence of follow-up by
the organization. This point was addressed in the Georgetown-commissioned research by
Mayer (2008) who found that ―outreach and support to alumni was not a focused program
effort at any site. When it happened it was at the initiation of CASS graduates who
continued relationships via email with their US/CASS instructors or sent requests to the
Program Coordinator/Academic Advisor for curricula resources‖ (p. 8). Many
exbecarios expressed this same frustration during interviews and questionnaire responses.
During a December 2009 interview, the director of Amigos de Santa Cruz reviewed the
organization‘s efforts at a professional development program for teachers they had
overseen throughout the 2009 school year. Although she described the program as
successful in its linkage of the teachers' supplemental salary (privately funded) to their
participation in the workshops and a commitment to grade-level teams' prep-time, she
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described it as ―an artificial structure,‖ and the cost as ―not sustainable.‖ Amigos had
decided to discontinue the program for a combination of reasons. First, the movement of
teachers into and out of the school within the context of labor rights protected by the
teachers‘ union, as well as between grade levels as mandated by the school director,
counteracted Amigos' efforts at helping the teachers develop grade level and content
knowledge. Amigos viewed the program as an investment in the community of Santa
Cruz, but the logistics of filling and changing teachers' plazas ran counter to their
professional development goals (Pat Torpie, personal communication, December 3, 2009).

Cultural Issues in CBPD
Language and communication
Educational development projects ―represent a cross-cultural communication
system par excellence‖ (Delens, 1999, p. 348). Foreigner-run organizations may conduct
their meetings and correspondence in a language uncommonly spoken in the community
where they work. Such is the case of Amigos de Santa Cruz in Santa Cruz La Laguna,
Guatemala, whose director and board held meetings in English. Although they described
community members as "welcome" to attend, even Amigos' local employees were unable
to participate or contribute to meetings because of the standing language barrier on the
administrative level, where the organization set its goals and shared accountability
measures. Communications with the community were most often one-way transmissions
of information "to keep them informed;" community feedback that did occur was
informal and spontaneous, rather than through any consistent mechanism. The Santa
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Cruz community generally viewed the school as a prestigious institution, and the teachers
were respected for their level of education that located them as professionals. Although
the elementary school had been in existence for many years, as a result of Amigos'
programs attendance increased substantially over the past decade and as of 2008 students
were able to attend Santa Cruz‘s new secondary school (the construction of which had
been initiated by Amigos) rather than dropping out or having to travel across the lake to
study. The Cruceños I spoke with were grateful for these opportunities.
A US group who ran annual capacity building for the teachers of Santa Cruz La
Laguna was trying to tie into official channels to run their professional development
program; they were exchanging emails and phone calls with the district level
administrator. One set of surveys they sent to collect feedback from teachers on past
workshops and prepare for future workshops was partially indecipherable to the teachers
due to the way it had been translated from English to Spanish (I actually stepped in to
interpret.) Another level of miscommunication occurred with the same instrument in the
way it was managed by the administrator—the survey was intended to be anonymous by
its US authors, but as the teachers completed it, the local district administrator called on
teachers by name and required them to read their responses aloud. While the instrument
for feedback was clearly understood by the US group, the context in that it was utilized
altered its usage and effects.
A batch of planbooks arrived from a US partner organization for the Santa Cruz
teachers. The course planning grid had spaces marked where teachers could note each
lesson‘s warm-up, instruction, practice, and homework. Again, each of these elements
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had been translated to Spanish in a way that was meaningless to the Santa Cruz teachers
in context. The weekly schedule reflected basic subjects, but not all the courses the
teachers were actually teaching as required by the Guatemalan National Base Curriculum
(CNB). And one other minor yet not inconsequential detail was that the planbooks were
three ring binders, despite the fact that three-hole punches are rarely used in Guatemalan
record keeping. (The norm is two holes at the top of the page.) Since this research was
action-oriented, within my invited role as in the school as a facilitator I took an active
role in attempting to bridge these gaps. I interpreted the planbooks, created spaces for the
classes the teachers were teaching, and left my three-hole punch in the school office. I
also worked with the teachers throughout the semester in the use of the planbooks.
Indigenous language development
The professional development workshops I observed during my fieldwork in
Santa Cruz La Laguna were led by facilitators from Guatemala City, the US, and the
region of the community. In my professional opinion the most effective sessions were
given by education professionals from the region (one on math and one on Kaqchikel
reading and writing). Most of the teachers also had positive comments about these
presenters. A sample anonymous group reflection on the Kaqchikel workshops was ―We
have to give priority to this workshop, to really learn the accurate use of the letters. We
need texts in Kaqchikel,‖ and a typical reflection on the math sessions was ―These math
workshops need to be ongoing since it is such an important topic for us as teachers‖
(written evaluations, May 29, 2009). I interviewed the math trainer and his views
contrasted with how the teachers had reported their views to Amigos and to me. He said
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the teachers did not understand a lot of things that they were supposed to teach to kids,
and added, "Hay mucha negatividad en las capacitaciones" (There is a lot of negativity
in the workshops). He described the priorities he had for working with the teachers in
order for the workshops to be successful, "Hay que ganarse su aceptación, atreves de
formar relaciones personales. Segundo, hay que entender la secuencia de temas, porque
tiene que ser mejorada" (You have to earn their acceptance through forming personal
relationships. Second, you have to understand the sequence of the topics, because it has
to be improved) (Marvin Velasquez Cululin, personal communication, December 2,
2009).
An Amigos de Santa Cruz partner organization was collaborating with
MINEDUC to fund weekly teacher professional development sessions two days per week.
Amigos intended the focus of the workshops to be on reading and math, the areas that
they had determined to be the highest priority. It was actually the district level
MINEDUC administrator who had invited the Academia de Lenguas Mayas de
Guatemala (ALMG) to participate in the program by providing monthly sessions on
reading and writing in Kaqchikel—half the school‘s teachers were native Tzutujil
speakers, and although the other half were native Kaqchikel speakers, only two teachers
had previous formal education in reading and writing Kaqchikel. Amigos was funding the
workshops and the teachers' compensation for their participation in the workshops;
although Amigos was not opposed to the Kaqchikel workshops per se, they did not view
those sessions as part of ―their‖ program. However, the funding from Amigos was what
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allowed for the training sessions to occur and for teachers to be reimbursed for their time
during the afternoons.

FIGURE 20: STUDENTS ATTENDING CLASS AT A TEACHER'S HOME; SUMPANGO, SACATEPÉQUEZ, GUATEMALA

Epistemological Issues in CBPD
Benefits of formal education
The participants in this study represent a very particular group among Mexican
and Guatemalan teachers. It is important to note that the teachers who participated in this
research are doubly invested in formal education—first through their employment as
teachers in national systems of education and second through their involvement with
development organizations partnering with national education systems. The photo above,
for example, shows a sixth grade class being held at an exbecaria‘s home during a period
of school closure for bird flu in 2009, demonstrating the teacher‘s high level of
commitment to her students and their opportunities to learn. Exbecarios in Guatemala
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are described by Mayer (2008), notable for their ―enthusiasm for teaching and their
optimism about education, their communities, and the future. The professional
accomplishments, capacity to implement change, and personal qualities of the CASS
graduates were impressive‖ (p. 3). And the multi-level selection process for CASS is in
place to assure that teachers who participate in the program are supportive of USAID
goals. Consider the words of CASS exbecaria Vicenta Chavajay Dionisio (Tz’utujil—
Santa Maria Visitación, Sololá Guatemala):
A pesar de la crisis económica mundial, de la pobreza, los habitantes de
mi municipio han podido estudiar, que a su vez les ha permitido colocarse
en trabajos bien pagados. Muchos son profesionales de educación,
algunos son médicos, ingenieros, licenciados entre otros. Hasta me atrevo
a decir que existe cierta competencia por lograr una carrera. Está claro
que se pasan muchos sacrificios para alcanzarlo. Cuando hablo del grado
académico de mi comunidad es porque la educación es el pilar del
desarrollo social. Ya que con los ingresos económicos de las familias
siguen fortaleciendo la salud, la educación, la cultura misma y se
establecen grupos sólidos de cooperación.
(Despite the world economic crisis and ongoing poverty, the members of
my municipality have been able to study, that has allowed them to acquire
well paid jobs, many of them as education professionals. Some are doctors,
engineers, lawyers, among other things. I would even dare to say that there
exists a certain opportunity to achieve a professional career. This of course
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requires a lot of sacrifice to achieve. When I speak of the academic
achievements of my community it‘s because education is the pillar of
social development. Then the economic income of the families continues
strengthening health, education, their own culture, and they establish solid
groups for cooperation) (personal communication, June 5, 2009).
CASS exbecario Moisés Joj Vásquez (Kaqchikel—Santa Lucia, Sololá,
Guatemala) attached similar value to schooling:
En los últimos 10 años se ha visto el progreso, económico, social y
educativo en la comunidad donde laboro, gracias a que sus habitantes con
el apoyo de líderes y padres de familia y por supuesto la intervención de
los docentes han contribuido en hacer conciencia en la importancia de la
educación por lo que actualmente una gran mayoría de jóvenes estudian
su nivel básico y el nivel medio y por lo mismo se hace notorio el
desarrollo de esta comunidad, a través de la educación de sus habitantes.
(In the last ten years I have seen the economic, social, and educational
progress of the community where I work, thanks to the fact that
community members, with the help of the leaders and the parents and of
course the intervention of the teachers, has contributed to an awareness of
the importance of education. This is why the vast majority of young
people study through the básico and medio level, and which is why the
development of this community is noticeable, through the education of its
members) (personal communication, August 18, 2009).
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Marginalized communities where development organizations focus their efforts
are complex spaces where people may or may not defer to the needs of the school and the
teachers. I observed one such case in a rural school outside of San Jose Poaquíl,
Chimaltenango, where teachers defending the role of sports and physical education, well
recognized within the national schooling paradigm, debated with local parents about the
importance of such practices. Community members wanted to convert the school‘s multisport court into a communal meeting space, but the teachers were unified in their position
defending the court. One Monday morning the teachers, who were all from outside the
community, returned to find the parents had taken matters into their own hands and
demolished half the cement court (see photo below).

FIGURE 21: RURAL SCHOOL OUTSIDE OF SAN JOSÉ POAQUÍL, CHIMALTENANGO, GUATEMALA
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Effects on individual trajectories
During my fieldwork in Oaxaca I interviewed officials from Evaluación y
Seguimiento who were interested in collaborating with the exbecarios. The director said
that when a teacher goes on to higher education it is more it is for him or her and an
opportunity for personal advancement. He told me, ―es muy importante cultivar las
semillas que se siembran…el asunto es aquí en el aula‖ (it's important to cultivate the
seeds you plant…the issues are here in the classroom) (Gregorio Hernández Cruz,
personal communication, August 27, 2010). Other teachers, for various reasons, go on to
higher education following their CBPD experience. This is generally seen as a more
selfish action, but many teachers find they are unable to continue en frente del grupo
(teaching in the classroom) because of multiple local complexities. Some felt higher
education was a last resort or de facto choice.
The mayor of Santa Cruz La Laguna was a local 011 teacher who had participated
in various cross-border professional development activities. Amigos had actually
supported his campaign for mayor in an effort to encourage local leadership friendly to
education and to the organization. Gregorio Simaj García described the role of Amigos
in supporting local leadership as a ―determining factor‖ because
Cuando alguien es líder, y que quiere hacer las cosas, pero si no tiene
apoyo de alguien, es probable de que no puede realizar las acciones que
uno se las trata como meta. Pero en cambio cuando hay apoyo de una
organización internacional, entonces, lógicamente se siente la persona
más apoyada. Porque eso anima el docente. Mas el líder que quiere
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apoyar, cuando es apoyado también, se complementa el labor docente. Se
complementa el liderazgo también. Porque muchas veces alguien quiere
tener un liderazgo, hacer unas acciones, alguien quiere hacer algo. Pero
si nadie lo apoya...entonces, es como si se corta el liderazgo de alguien.
Pero cuando hay apoyo, independiente cual será el apoyo, lo más
importante es cuando hay apoyo, de repente económico, materiales,
entonces es como el campesino. Puede ser un muy buen campesino, pero
si no tiene sus herramientas...si no tiene su…si no tiene su machete, no
puede trabajar. Al igual que un líder.
(When someone is a leader but doesn't have support from anyone, it's
probable that they can't fulfill the actions that they see as goals. But in
contrast when there is support from an international organization, logically
the person feels more supported and this motivates the teacher. When
they feel more supported that complements the work of the teacher; that
complements the teacher's role of leadership in the community. A lot of
times, people want to have leadership or take actions or want to do
something, but if there's no support that action of leadership is blocked.
Whatever the support is, independent of what kind of support--the most
important thing is that support exists whether it's economic, materials...So
someone that...It's like the campesino. He can be a very good campesino,
but if he doesn't have the tools he can't work, if he doesn't have a…if he
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doesn't have a machete, he can't work...just like a leader) (personal
communication, December 2, 2009).
Catalytic impacts on identity
Intercultural educational experiences in the United States can change teachers'
perspectives on both the US and their own country. Warren (2001) describes this as a
"catalytic impact" narrated by Kaqchikel Maya community members when engaged in
"politics outside the scope and age structure of their communities" (p. 73). Lucia Samuc
Ixbalán (Tz’utujil—Panul, Sololá, Guatemala) described her experience as helping her
―de pensar el mundo de la enseñanza educativa en los EEUU. Y al mundo de una
educación en Guatemala‖ (think about the world during the educational process I saw in
the US, and about the world from the point of view of an education in Guatemala)
(personal communication, November 25, 2009). The type of opportunities available in
the US are broadly regarded as overwhelmingly positive from a Mexican or Guatemalan
perspective, despite all the political and legal anti-migrant stances that seem to be
constantly intensifying; this helps to explain the prevalence of migration to the US. But
Guatemalan and Mexican teachers on educational exchanges who work with minoritized
students in US schools can develop a more critical perspective that in turn can help
inform their students of the relativity of poverty and status. The cross-cultural experience
helped Esperanza Torres Hernández (Zaachila, Oaxaca, Mexico) develop more critical
lenses on sociocultural issues. She reflected on something that really impacted her while
she was in the US, when the teachers would wear ropa autóctona (autochthonous
clothing,) people really liked it and asked them about their customs. ―Pero si lo hacemos
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aquí, por seguro no tenemos aceptación. Es algo muy malo que tengamos en este país, la
discriminación contra personas indígenas. No se manejan los problemas enfrentados
por los alumnos indígenas. Es un problema sin resolución todavía. Sigue igual‖ (But if
we do that here, for sure we would not be accepted. But that's something bad we have in
this country, the discrimination against indigenous people. They don't address the
problems that the Indigenous students in the communities face. It's a problem that hasn't
been resolved yet. Things continue in the same way) (personal communication,
September 25, 2010).
Teachers recognized the importance of gaining more critical perspectives by
―getting out,‖ like a teacher from an embroiled region of Oaxaca who described one of
his region‘s principal problems ―es cuando los jóvenes nunca salen de la comunidad y no
conocen nada más. Cuando se salen ganen más perspectiva. Pero es importante no se
olviden sus raíces‖ (is when the young people never leave the community and don't know
anything else. When they leave they gain more perspective. But it's important they don't
forget their roots) (personal communication, September 9, 2010). Juan Salmerón Díaz
(Náhuatl—Tlapa de Comonfort, Guerrero, Mexico) said his transnational professional
development experience was transformative because previously he did not know what
interculturality was (personal communication, March 23, 2010), and Pascual Jiménez
Hernández (Tzotzil—Tuxtla Gutiérrez, Chiapas, México) described a reoriented vision
(personal communication, March 30, 2010). For many of the teachers, the intercultural
experience seemed to activate a critical recovery of Indigenous identity, collective
decolonization, and increased political awareness (López, 2008).
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At times it was positive encounters during the CBPD experience that initiated
transformation, but at other times encounters of a rather ugly nature led to new insights.
The next example illustrates a nexus of cultural and epistemological reflections that can
occur during cross-border professional development. Pascual Jiménez Hernández
(Tsotsil—Tuxtla Gutiérrez, Chiapas, México) wrote:
En la cuestión lingüística considero importante mencionar que, al estar
inmerso en un ambiente cuya lengua es ajena a la nuestra, tenemos el
interés de aprender dicha lengua como una necesidad de inmersión. Es
comparado con la mayoría de los estudiantes indígenas de secundaria ó
preparatoria que salen de sus comunidades llegan a una ciudad a seguir
estudiando ahora en español, quienes posteriormente perciben que su
idioma materna no tiene valor lingüístico ni cultural, por lo que no están
interesados y hasta se niegan que hablan una lengua indígena ó que
vengan de una comunidad respectiva. Lo mismo sucede con muchas
personas hispanas en Estados Unidos, quienes han aprendido desde niños
ó siendo adultos. Desean aparentar que solo hablan inglés ante los que
no saben. No valoran la lengua. Las razones están relacionadas con la
práctica del racismo norteamericano.
(Regarding the linguistic issue I think it‘s important to mention that being
immersed in an environment with a language so different than ours, we
have the desire to learn that language as a requirement for immersion. It‘s
like the majority of Indigenous secondary students who leave their
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communities and go to a city to keep studying, but only in Spanish, and
who afterwards perceive their mother tongue as having not linguistic or
cultural value, and because of which they are not interesting in and even
deny speaking an Indigenous language, or that they come from an
Indigenous community. The same thing happens with many Hispanics in
the United States, who have learned [English] as children or adults. They
want to look like they only speak English in front of those who don‘t
know. They don‘t value the language. The reasons are related with the
practices of North American racism) (personal communication, March 30,
2010).
What is so fascinating about this insightful reflection is the inversion of
sociolinguistic hierarchies as the teachers cross borders during their CBPD experience.
While Spanish language and the ability to use it fluently are valued in the local and
national contexts of the teachers, during their experience in the United States they may
have witnessed Spanish language use located at the bottom of the hierarchy. For some
teachers this occurrence generated reflections on issues of racism and identity around
minoritized languages. Insights of this nature can lead to deconstructions of normalized
forms of oppression; teachers act as agents of change for greater self-determination in
their schools and communities.
Bounded rationalities
As seen in the research findings in earlier chapters, during the process of
international educational collaborations distinct definitions of race and racism come into
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play (Apple, 2009; Gunew, 1997; Medina, 2009). Since the socio-racial hierarchies
familiar to the North American and European organizations are culturally situated, they
are distinct from the socio-racial hierarchies in Latin America. Therefore, in cross-border
processes it is fundamentally important to ―situate racism and analyze it, not only as an
ideology of difference and inequality, not only as a form of domination and oppression
between classes or ethnic groups, but as a logic of extermination and exclusion, as a
technology of power‖ (Casaús Arzú, 1998, p. 18). So while each group in the crosscultural relationship is part of a hierarchical society, the types of socioeconomic
hierarchies are very different (Street, 1999). From the perspective of local teachers in
Guatemala or Mexico, where some people remember when "when indigenous people
were expected to step off the sidewalk with hats in hand so Ladinos could pass
unimpeded" (Warren, 2001, p. 86), for example, foreigners‘ relatively egalitarian
manners mask their prejudices as benign or entirely invisible, potentially further elevating
the generally high status of the foreigners from a community perspective.
Representatives from European and North American-based organizations
sometimes observed and judged discrimination in the ―developing‖ country without
recognizing their own prejudices, or their nation-states‘ roles in shaping contemporary
global conditions. A culturalist or cultural relativist paradigm may view community
conditions through a deficit lens that "ignores people's capacity to change and
underestimates the factors which do not explicitly derive from cultural tradition. In both
cases, analysing behaviour in purely cultural terms ignores both the social and individual
resources and the practices actually observed" (Seidel & Vidal, 1997, p. 72). This
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reinforces a superior-inferior relationship in the educational development context,
especially when conditions of relative poverty are considered, defining deficit through an
―external standard of normality‖ (Gronemeyer, 1992, p. 54).
Teachers involved in CBPD are also part of these hierarchies. Take the example
provided by Sara López Zugaide (Mazateca—Lombardo de Caso, Oaxaca, Mexico), who
described how the Chinateca community where she works ―confían más en las personas
de fuera que en ellos mismos‖ (trust outsiders more than they trust themselves) (personal
communication, April 13, 2010). Mayan author and activist Cojtí Cuxil (1995) writes,
"The idea that development projects and programs would be run by Indigenous peoples is
almost inexistent, and it's even more unimaginable that there could exist a Maya form and
means of development" (p. 19). For the foreigners in the cases described here, generally
White and relatively rich, the economic conditions of communities where they worked
were so much worse than what they considered ―normal‖ that it seemed any help was
better than no help, without necessarily understanding the ramifications of their actions.
Another poignant example of a cultural issue that highlighted differing
epistemologies that came up again and again during my fieldwork in Guatemala‘s
western highlands was the importance of the annual feria titular (town saint‘s festival),
an event that demonstrated community solidarity and ―collective prestige‖ (Gasché, 2004,
p. 113). In preparation for Santa Cruz La Laguna‘s feria, teachers donated both extensive
extra hours and money out of pocket to support the school‘s important contribution to the
town, clearly demonstrating its local importance. One morning while in Lake Atitlan‘s
popular tourist town of Panajachel, I overheard three Peace Corps volunteers at a nearby
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table. ―Teaching in Guatemala just means going from one holiday to the next.‖ I
introduced myself, noting that Santa Cruz La Laguna was in the middle of preparations
for the feria. The foreigners described the cultural celebrations as ―a waste of time,‖
reflecting a view I heard repeated many times during this period. The Western cultural
logic of schooling led the foreigners to quantitatively measure the number of
―instructional days,‖ discounting the traditional, highly anticipated annual rituals
supported by teachers in what they described as their civic role. This is not to say I did
not have my own qualms about the scale of the festival, especially the amount of money
spent on the event each year, and that by nature seemed to continue growing annually.
As Martínez (2010) explains, ―any urban dweller would say, what fools! But that is not
how it works. Here is the root of the difference‖ (p. 97). This culturally-based tension is
described by Nordveit (2010) as an example of bounded rationality, when development
recipients ―have priorities that would be considered as non-rational from a Western point
of view‖ (p. 115). These bounded rationalities can be uncovered to offer lessons on
decolonizing the process of cross-border professional development.
Epistemological tensions arose when an educational organization run by North
Americans with a Guatemala City based staff visited Santa Cruz La Laguna to give
professional development workshops. The outsiders‘ level of frustration with what they
saw as the Cruceño teachers‘ lack of engagement with their program had been growing
over time; they felt they were having greater success with schools in another region. They
series of workshops I observed in Santa Cruz were full day workshops, during which they
provided lunch for the teachers, catered by a local hotel popular with ex-pats and foreign
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travelers. The lunch consisted of sandwiches and canned soda. The teachers‘ obvious lack
of enthusiasm for the lunch further added to the outsiders‘ frustration, feeling that their
efforts at generosity had not been appreciated. One of the anonymous group reflections
on all the workshops held during the 2009 school year captured this sentiment: ―They
didn‘t come with optimism to work with the teachers. It‘s better to leave personal issues
outside the work environment, to maintain cordialness and above all the hope of giving
experiences to others. The ‗nutritional offering‘ of the group was more for the ladino and
not of this area, it‘s better to adapt to the area where you are working.‖ A similar
situation arose on a trip with teachers from Oaxaca to Mexico City to attend a national
meeting on Indigenous education in 2010, when the teachers described the ―meal‖ of
sandwiches, sans tortillas and hot food, as constituting a mere snack. These examples
highlight the different perspectives participants in cross-border professional development
bring to the collaborations as they attach varying meanings and importance to distinct
workshop components (Doerr, 2008; Eisenstadt, 2006).
Discussion
A casual observer (or a well-recognized expert) might take for granted that formal
schooling is advantageous for all children. Yet taking the cases at hand, we have to
question who benefits from communities‘ increased access to formal schooling? Is mere
―access‖ enough? What does access to schooling mean? Whose educational needs are
being served? Does completion of a certain level of education necessarily lead to
desirable work? Does schooling draw youth away from their communities and their
language? "Indigenous peoples continually find themselves subordinated within the
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nation-state and international system. This implies that, for the most part, their struggles
to pursue their own life projects take place in a field dominated by Western ‗cultural
underpinnings‘, including the central idea of development" (Blaser, Feit, & McRae, 2004;
n.p.). International development organizations and foreign NGOs typically encourage
children to attend and remain in school, but can they answer these questions for the
communities where they offer their expertise, since their ―predefined standards and
solutions are not always adequate to define the needs of a community‖ (Nordveit, 2010, p.
116). The global expansion of schooling thus creates tensions between decentralization
and standardization, teacher autonomy and teacher deprofessionalization, and studentcentered versus content-centered instruction (Anderson-Levitt, 2003; Ávila & Camargo,
2002); the issue key to this particular research is the ongoing tension between Indigenous
citizenship and assimilation.
International organizations that prioritize educational aspects like quality or
nutrition may not be attentive to Indigenous language or culture other than on a
superficial level, although their efforts often specifically target Indigenous communities
for various types of interventions. And yet the experiences the teachers have while in
various models of cross-cultural professional development can be transformative, even if
that was not part of the program's intended goals. Since most public school teachers in
Guatemala and Mexico have limited opportunities for educational experiences outside of
national teacher training programs, transnational experiences open up different contexts
and relationships that support advocacy for Indigenous language maintenance.
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Cross-cultural blind spots occur not only during communication but also in
practices related to the structure of schooling (Paciotto, 2004). In the relationship
between a US-based organization and a school in Guatemala, for example, there were
two very different motivations for entering the partnership. The US-based organization
selected one town in Guatemala from among all the places they could have potentially
partnered with and arranged to provide professional development for the teachers. From a
US perspective, the relationship added a colorful cultural element to their school‘s
activities and provided an opportunity for teachers and students to provide service. From
a Guatemalan perspective, the regional administrator and school director (and some of
the teachers) viewed the relationship as a means of meeting the school's material needs
and accepted the accompanying professional development as part of the deal, without
necessarily viewing the teacher workshops as a path to change. The Guatemalans knew at
any time the Americans may become disenchanted and pull out. The Americans thus
controlled the relationship because of this imbalance. Knowledge transfer was one-way,
North to South, but the Guatemalans realized they had more to lose if the Americans
were offended and therefore suppressed their own critical voices. This is much like the
situation described by Gasché (2004) in which "local promoters do nothing more than
submit to the imposed criteria when they want to have access to sources of funding to put
towards development" (p. 106; also see McFarlane, 2006). It is not only rationality that
is bounded, but also material resources, further affecting the balance of the collaboration.
These are the kinds of implications described in greater detail in Chapter Nine.
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CHAPTER 9: IMPLICATIONS
This chapter includes the implications of this research in an effort to bring work
back to the education officials, practitioners, and organizations that participated in this
research (Herr & Anderson, 2005), as well as sharing these insights with other
collaborators in cross-border education efforts—study abroad programs, service learning
trips, and religion-based exchanges to name a few. The overarching implication of this
research is naming and theorizing cross-border professional development as a process.
While programs that fit within the definition of CBPD provided here have been
descriptively researched, generally speaking there has been no consistent terminology or
framework that has allowed practical, methodological, or theoretical comparisons across
different models of CBPD. Each of these themes is described in this final chapter.

Practical Implications
Institutionalized bureaucracies
Both top-down and bottom-up aspirations for teachers to become agents of
change become bogged down by institutions at multiple levels within a ―bureaucratized
hierarchy of relationship‖ (Street, 1999, p. 64). As discussed in the previous chapter, the
cross-border education process has much greater impact on individual trajectories than on
systemic change. Teachers are most often able to act as agents of change within
community-level structures rather than state or national institutions—outcomes that are
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―more elusive, less tangible, and more complex‖ (Leach, 1999, p. 382). These outcomes
support the work of author-activists like Sandoval (2010) who argues:
Education should be returned to family and community control. We must
find ways to give our students greater access to education itself. By this I am not
so much talking about bringing the contents of community knowledge to the
classroom, which in the end means submitting what is learned to the control of the
school and the state. Rather, it means finding ways to recreate knowledge in the
spaces, times and forms of communal life, with the idea that school learning
complements community learning (p. 139).
Rethinking models of bilingual intercultural education.
Schools are sites of power where curriculum and routines on a set labor schedule
attempt to define cultural citizenship, ―to control the makeup of the national community
and to incline the national imagination toward existing supremacies‖ (Valdes, 1997, p.
1123). Critical analyses of schooling inform key debates occurring worldwide in
Indigenous and non-Indigenous education—how culturally relevant is nationally-based
schooling at a local level? And, how effectively is the local school functioning as a site
for minoritized language education? ―It is in the structures of institutional practice that
change and transformation is sought‖ (Nakata, 2007, p. 198). Collective efforts at
language/cultural revitalization and maintenance do exist but they are exceptional. While
many Indigenous peoples are working on language revitalization, these tend to be
discrete rather than system-wide efforts. We can see some examples of
intra/interculturality and decolonization in Guatemala, where ―Mayas are assuming a
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more protagonistic role in the study of their own reality and in the proposal of solutions
to their actual conditions as a subordinated people‖ (Cojtí Cuxil 1995, p. 87), and in
Mexico, where ―a working definition for [intercultural schooling] is teaching that brings
to children and youth an awareness of their roots, linguistic and sociocultural practices
and offers them the possibility of ciudadanía plena (universal human rights and full
citizenship) and empowers them to take an active role both inside and outside their
communities‖ (González, 2009, p. 20; see also Mena, Muñoz & Ruiz, 2000). It also
reflects the need for Indigenous peoples to write their own auto histories and school
curricula (Elenes, 2003; Montejo, 2005).
Whether through the medium of the dominant language or through bilingual
education, state schooling is undergirded by "a conception of knowledge which is out of
step with traditional knowledge; and it assumes rules of power and authority discrepant
from local understanding" (Olson & Torrance, 2001, p. 12) and has therefore historically
transmitted dominant values (Apple, 2009; Bourdieu, 1991; May, 2001; McGroarty,
2002), even when under Indigenous control (McCarty, 2002) though there are notable
exceptions. The historical process of formal education has in turn shaped communities'
views of both contemporary schooling and the relative social value of various languages,
although the origin of these views has become unmarked and normalized (Foucault, 1980,
1984). This constructed hierarchy of languages views non-dominant languages as
deficits and contributes to language shift (Fishman, 1991). Scholars generally agree that
language shift occurs due to one or more of the following conditions: death of the
speakers of the language (Crawford, 1996; Crystal, 2000; Krauss, 1992); assimilative
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pressures to focus on a language of wider communication for social, political, and
economic motivations (Dorian, 1999; Montejo, 2005); or migration away from
communities because of economic pressures (Garzon, 1998; Richards, 1998). Language
shift has to do with much more than language—these subtractive processes must
therefore be considered within larger socioeconomic matrices (Bourdieu, 1991; Deyhle &
Swisher, 1997). Schools are an important part of those matrices.
Though bilingual intercultural education is a widely used model of Indigenous
education throughout contemporary Latin America, its implementation has been
problematic (Gasché, 2010; Mena, Muñoz & Ruiz, 2000; Valdiviezo, 2009). This can be
partly attributed to the history of "educational reformers of various periods and strikingly
different political affiliations shared a view of 'Indians' as primitives whose ignorance,
backwardness, laziness, and apathy blocked progress" (Eiss, 2004, p. 120). My findings
from Guatemala shows that Mayan-Spanish bilingual education may be present in the
lower elementary grades, but the upper elementary grades often diminish or halt Mayan
language classes and introduce English, and in Mexico interviews reveal that Indigenous
languages were so widely disparaged by practicing teachers that bilingual education
means nothing more than some instrumental use of Indigenous students‘ L1 at best. This
means that the official bilingual education models in Mexico and Guatemala are in
practice often transitional and subtractive.
The promotion of bilingual intercultural education that supports Indigenous
language and cultural maintenance is complicated by three major factors according to my
findings. First, implementation of the bilingual intercultural model is simultaneously
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occurring in a global context of increased standardization and high stakes testing that
prioritizes a ―doctrine of modernization‖ (Mena, Muñoz & Ruiz, 2000, p. 32). As we
have seen in other regions of the world, ―the idea of development is enthusiastic about
this gigantic project of standardization‖ (Gronemeyer, 1992, p. 60), with the result that
externally imposed practices reflect external rather than community accountability.
Centralized and standardized curriculum and assessment act as de facto language policy
that supports monolingual dominant language instruction at the classroom level (Menken,
2008; Wyman et al, 2009).
Second, schools‘ and/or teachers‘ designation as ―bilingual‖ is often in name only.
"They have been modifying the discourse, but this has not been converted into effective
practices and deep changes" (Álvarez, 2006, p. 82). If instruction in an Indigenous
language is occurring it is often limited to a particular class, at most, and usually only in
the primary grades. In many cases there are bilingual materials that have been produced,
but they sit unused; this can partly be attributed to inadequate teacher preparation. As
Valdiviezo (2009) writes, "interculturality constitutes one of the most compelling
proposals in BIE; however, has yet to be developed as a pedagogic praxis" (p. 65). Other
efforts have worked to document local knowledge for use in schools despite the dangers
of cataloguing Indigenous knowledges into mere trait lists (Gasché, 2010; González,
2009; Montejo, 2005; Trapnell, 2003).
In Oaxaca, ―a critical look at this way of interculturalizing the curriculum makes
its risks evident. Often, the attempt to organize and catalogue indigenous knowledge for
inclusion as scholastic content has resulted in its appearing out of context. Once
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separated from the everyday activities that give it functionality and meaning inside the
social group which generates and reproduces these practices, it seems static and carries
less meaning‖ (González, 2009, p. 23). This effectively limits the outcomes of the
bilingual program as transitional (Barnach-Calbó, 1997). In Guatemala there is the added
complication of a national curriculum calling for three languages; in contexts where
language acquisition in one and/or two languages has been broadly unsatisfactory, what
are the top-down motivations for the addition of English to public schools? And what are
the bottom-up expectations of communities for their children‘s acquisition of English?
Even with teachers who have had the rare opportunity of living and working in the
United States for a year, will the level of English proficiency developed during such
instruction help these students to achieve the type of social mobility that motivated them
to want to learn English in the first place? EIB models that attempt to incorporate an
additional language are exceedingly complicated in practice.
Continuing the discussion of bilingual intercultural education, my findings show
that the third major limitation is that state educational models by nature are top down.
Despite ongoing decentralization of certain aspects of schooling, in practice EBI schools
continue to retain and reproduce their dominant Western roots. This affects both the
cultural relevance of the school model for students, and also has outcomes for students‘
language orientations. Opposition to EBI can be attributed to many different reasons,
representing a spectrum of Indigenous identity from activists to community members. It
is not uncommon for Indigenous parents to support schooling but reject bilingual
education, though not necessarily signifying desire for assimilation (Luykx, 2003); as
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Little (1999) writes, ―while parents may doubt the value of schooling as a cultural
preparation, they continue to see it as a gateway to economic security‖ (p. 4). Indigenous
parents have commonly been told they did not have social or economic capital because
they did not attend school and/or their Spanish was not good enough, so they fight for
these things for their children (Delany-Barmann, 2009; Garzon, 1992; Luykx, 1999).
There is evidence that parents demand higher quality bilingual education than their
children have previously had access to: ―Not long ago I attended a dialogue between
parents and education administrators [in the Q‘eqchi area], where women stressed that
they did want their language in school alongside with Spanish, but they insisted that they
want good language education! I experienced similar situations in Bolivia over and over:
parents are tired of second-class education whether bilingual or only in Spanish‖ (L.E.
López, personal communication, March 30, 2010).
Combating language shift
Participants at different levels of CBPD selectively appropriate its tools and
resources that lead to various outcomes. At the level of the teacher, these outcomes can
be seen in individual trajectories. Teachers who voluntarily participate in CBPD are
generally very committed to education and increasing their ability to be agents of change.
In Indigenous communities debates continue around the role of public schooling and its
potential role for language maintenance; ―Education is important for maintaining and
revitalizing minority languages, and the relationship between education and society is
bidirectional‖ (Cenoz & Gorter, 2005). When schools interact with international
organizations that often do not recognize the importance of educational language policy,
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and may "tiptoe around the question of the use of local languages and their centrality in
any potentially viable approach to development" (Prah, 2001, p. 132). Development
organizations and the national education systems they influence instead often follow the
global educational trend that calls for standardization of curriculum and assessment as a
means of diminishing ―the achievement gap,‖ yet these practices are likely to deny local
systems of knowledge and Indigenous language ideologies. However, the opposite
extreme exists when marginalized students are denied access to dominant language and
curriculum, precisely what so many parents fear bilingual education represents; such was
the explicit purpose of Bantu education under apartheid in South Africa (Mazrui, 2002).
All children have the right to receive a high quality education that both
recognizes and values their own identity—intracultural education, yet also gives them
access to dominant language and knowledge—intercultural education. Under the best
circumstances this is quite a delicate balance, but more so in settings with limited
resources, limited teacher education, limited instructional time, and in schools where
students‘ parents were themselves so discriminated against for their Indigenous language
and culture that they will do anything to protect their children from suffering the same
kind of oppression (McCarty, 2002). From a position of social justice teachers must be
able to critically reflect on local and national contexts, educational policies, and work
toward transformative action (Jenks, Lee, & Kanpol, 2001; Sleeter, Torres, & Laughlin,
2004; Taylor, 2008). They must also address the fact that Indigenous language and
culture have been stigmatized since colonization and ongoing internalized oppression that
accelerates language shift (Gledhill, 1996; McCarty, 2002; Sleeter, Torres, & Laughlin,
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2004; Smith, 1999), often unrecognized by communities until their language becomes
seriously threatened (Crawford, 1996; Cotacachi, 1997; Hornberger & King, 1997). The
colonized matrix is thus continually reproduced.
If the elementary schools are not promoting balanced bilingualism, there are no
functioning bilingual secondary schools, and labor rights continue to take precedence
over school and community pedagogical needs, we have to face the reality that schools
may not be the place at this time to support language maintenance and revitalization.
What percentage of teachers are well versed in pedagogy AND fluent biliterates in the
schools where they are teaching? If that number is very low and these issues will not be
resolved anytime soon, a reconsideration of strategy might be appropriate. One option is
to support more extracurricular activities that invite community members into the school
space, drawing on their knowledge, language, and culture. This type of community-based
knowledge is difficult to fit within the formal school model, since its origins are nonIndigenous and assimilationist. In addition, it is difficult to place teachers who are
teachers and L1 speakers of the community language to teach such material appropriately.
The large number of languages and dialects make the centralized production of
didactic materials very challenging, which means this task depends on the teacher to
produce and/or facilitate the production of locally-based materials, and then utilized the
materials during classroom instruction. Since we‘ve established that a relatively small
percentage of bilingual teachers are placed in schools where the language and dialect
matches their own, we can ask how the new curricula, if created, will be implemented
under the current system.
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It is important for teachers who work as agents of change not to re-colonize
communities with so-called new and improved language policies grounded in
―paternalistic ideologies‖ (Mena, Muñoz & Ruiz, 2000, p. 29). They must dialogue with
community members who are opposed to EIB, "not assume that their job is simply to
convince that population of the proposed policies' benefits, or to forge ahead if the
population remains unconvinced" (Luykx, 2003, p. 98). Discrete events like extra classes
for teachers and the congresos are important and necessary, but not sufficient to meet
DEI‘s goal of ―transforming the relations between societies, cultures and languages‖
(DEI, 2005; # 13). Transformation can only occur through sustained and long term effort.
Yet even from a positionality of decolonization there is no one position on which
model works best since definitions of social justice are context-dependent. Some
Indigenous language advocates defend the use of Native language instruction in schools
(McCarty, 2002), while others argue against channeling energy and resources into
school-based bilingual education, since the principal site for language shift is the
home/family (Fishman, 1991). As Mazrui (2002) points out, ―every language is a
potential instrument of both hegemony and counter-hegemony‖ (p. 273). And with the
rapid expansion of formal schooling supported by the MDGs, remote communities in
Mexico and Guatemala that were formally strongholds of Indigenous language
maintenance not only have more contact with the dominant language, but are subjected to
the culturally subtractive values typical to such schooling, introducing the possibility of
language shift where that threat had never before existed. ―Languages do not exist as
abstract, alienable products; they live and breathe within communities of users‖ (McCarty,
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2002, p. 286); subtractive educational practices facilitated through international
development are not simply about peoples‘ languages, but the knowledges and links to
tradition with which they are intricately interwoven. Societies with distinct peoples
require relations of interculturality if they are to exist as peaceful nation-states. But for
peoples to maintain distinctiveness they require attentiveness to intraculturality. In the
face of uneven relations of power built on histories of subjugation, ―it‘s necessary to
overcome the model of cultural and human hegemony that created discrimination in all
its forms‖ (CGEIB, 2006, p. 9). The broad decolonization of society requires spaces for
both intraculturality and interculturality.
Complexity of CBPD implementation due to labor structures.
Political outcomes of sindicato efforts sometimes create conflicts as described by
Santibáñez (2007), when "a school 'community' in which the teachers barely know each
other because they have little time to interact together and belong (as it occurs
sometimes) to different sections of the union makes it extremely difficult to speak of an
atmosphere conducive to collaboration" (p. 327). People I asked about the issue in the
communities where I did fieldwork supported the teachers‘ efforts to effect change
especially in local infrastructure—roads, drinking water, and the construction of schools,
for example. My sense is that the teachers were symbolic of a locally accessible level of
social advancement and political agency; communities may have seen the teachers as an
avenue for social and economic changes they felt were needed.

236

FIGURE 22: PARENTS SIGNING UP TO SIGN STATEMENT OF SUPPORT FOR TEACHER STRIKE; SUMPANGO, SACATEPÉQUEZ,
GUATEMALA

The prioritization of teachers‘ labor rights by the sindicato in effect outweighs the
needs specific to bilingual intercultural education. This situation creates barriers to the
potential of teachers to act as ―a powerful force for asserting indigenous linguistic and
educational rights‖ (McCarty, 2002, p. 301) for Indigenous students. First, the
limitations of labor markets in Latin American pull many candidates into the teaching
profession regardless of their preparation or motivation (Avalos, 2000; Delany-Barmann,
2009). Second, although Indigenous access to bilingual education has expanded over the
past decade in both Guatemala and Mexico, teachers certified in bilingual intercultural
education may be placed or transferred to a region where the language or dialect spoken
is not the one the teacher knows (Petrich, 1995), constituting a conflict between the
functioning of the official system and communities' language and cultural needs as
guaranteed by law. In Mexico, the 2003 General Law on the Linguistic Rights of
Indigenous Peoples reformed the general education law with its mandate that ―teachers
who work in basic level bilingual education in indigenous communities speak and write
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the language of the community and know the culture of the indigenous community in
which they are working‖ (SEP, 2004).
While teachers‘ unions have been instrumental in defending basic social rights in
both Guatemala and Mexico, traditional party politics do not commonly represent
decolonized positions (López, 2009b). ―We think that the alliances between Indigenous
Peoples and other popular sectors are imperative. However, these same alliances must
fortify and affirm Indian Peoples identities‖ (Indigenous Alliance of the Americas, 1990,
section on self-determination). In Indigenous contexts waxing and waning associations
with the left have had implications for cultural citizenship; the espousal of modernism by
Western-based social movements eschews traditionalism, an important component of
many Indigenous peoples‘ epistemologies (Blackburn, 2009; May, 1998).
Communication in cross-border professional development
International development organizations‘ focus on marginalized communities has
important implications in terms of communication. "Severe problems of
miscommunication affect relations both within the communities and between the
communities and non-Indigenous people from outside. In fact the situation has created a
climate of confusion and mistrust within the communities‖ (Mariqueo, 2004; n.p.). For
international foreign language-based organizations working in Indigenous communities,
educational development workers‘ communication with community members must jump
not one, but two languages, as well as the languages‘ underlying systems of thought,
values, and worldviews (Little, 1999; Yan, 2009). "They don't speak the same language
even when they are speaking the same language" (Gasché, 2004, p. 109; italics in
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original). Cross-border teacher education places participants at a cultural interface that
can ―inform, constrain or enable what can be seen or not seen, what can be brought to the
surface or sutured over, what can be said or not said, heard or not heard, understood or
misunderstood, what knowledge can be accepted, rejected, legitimized or marginalized,
or what actions can be taken or not taken on both individual and collective levels‖
(Nakata, 2007, p. 199). As a result, communication can be stilted, confusing, and
frustrating (Breslin, 2004; Samoff, 2004; Simon et al, 2003). Cross-border educators
must therefore ―take account of local meanings before designing programs and curricula,
to the importance of developers noting local variation in beliefs before introducing
Western-oriented programs‖ (Street, 1999, p. 65). My research has important
implications in terms of interrogating these relationships at cultural interfaces and
transforming them into spaces of hope and possibility; as recognized by participants
throughout this research, cultural intermediaries play a crucial role in successful and
sustainable development projects (Leach, 1999).

Theoretical Implications
By naming and theorizing cross-border teacher education as a new field, my
research has clear theoretical implications for the field of comparative and international
education, especially ―activist-oriented work for change, transformation, and social
justice‖ (Dolby & Rahman, 2008, p. 682). As described in the literature review, research
on transnational teacher education has been both quantitatively limited and mostly
descriptive in nature. This is revealed by the publication dates of the most relevant
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critical articles—the work I draw extensively upon by Leach was published in 1994, 1995,
and 1999. Her more recent shift to gender in Development work may indicate larger
trends for the type of scholarship currently being funded. Leach‘s position in her work
on teacher education written in the 1990s is that development projects are often
incompatible for developing contexts: "While individual projects are not necessarily
doomed to failure, they have been largely unsuccessful in making a serious impact on
national systems, in particular in the social sectors of education, health, and rural
development" (Leach, 1995, p. 461). While drawing on such critiques, my research
attempts to map pathways to collaboration apart from national systems. My findings
demonstrate that teachers are able to act effectively as agents of change at the classroom
and community level. Though cross-border professional development occurs at the
interface of two macro-processes of international development and national systems of
education (seen in the figure below), actions by teachers at the micro level offer hope for
transformation.

International
development

C
B
P
D

National
systems of
education

FIGURE 23: CBPD AT THE INTERFACE OF DEVELOPMENT AND EDUCATION
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Moving towards decolonization: interculturality and intraculturality
Cross-border collaborations often espouse principles of interculturality; to meet
this goal, partnerships must be collaborative, sustainable, and culturally and linguistically
relevant. They must acknowledge the power differences of the involved parties, and
strategically and consciously blend outsider and local knowledge. The theoretical impact
of this action is that "with the recognition of the validity of an Indigenous social model
and logic we admit that an alternative social model exists that allows us to evaluate and
question the dominant model" (Gasché, 2010, p. 114). Such analyses contribute to
theories of identity and education such as TribalCrit (Brayboy, 2005) and Red Pedagogy
(Grande, 2004) by extending them across borders.
Cross-border collaborations in Indigenous communities must take into account
that ―a truly intercultural curriculum requires that content matter and competencies from
indigenous funds of knowledge and world views as well as from national programs, be
integrated in a culturally and pedagogically appropriate fashion‖ (Hamel, 2008, p. 86).
The complement to interculturality is intraculturality, supporting cultural identity and
citizenship as a path to recognition of cultural and material rights (Anderson, 2000;
Blackburn, 2009; Dagnino, 2003; Gunew, 1997; Kymlicka, 1995; López, 2009b;
McGroarty, 2002). A balance between the two elements creates spaces of mutual
accommodation (May, 1998) where ―indigenous peoples are defining their own
aspirations and forging a new type of nation where they would not be forced to choose
between oppressive marginality and assimilation‖ (de la Peña, 2005, p. 733).
Intra/interculturality requires shared dialogue and the recognition of distinct identities in
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a process of constructing greater social cohesion (Esteban & Bastiani, 2010; Gasché,
2010; Schmelkes, 2009). Such foregrounding of subaltern knowledge helps to facilitate
intercultural dialogue in pluricultural societies (Aikman, 1997; López, 2008).
Recognition of uneven power relationships
In countries that are recipients of international aid, the regions in the most need
are logically targeted for attention by development organizations, but material need is
often indicative of historical marginalization rather than simple poverty. Existing
educational systems thus reflect colonial legacies through varying degrees of
marginalization, forced assimilation, and cultural deficit models of schooling (SEP, 2004).
National systems of education receive aid monies, but similar to national banks in
developing countries are dependent on foreign aid money and the conditions that
accompany it—nothing is free (Little, 1999; Mazrui, 2002; Samoff, 2004). The
imbalance of power in the aid relationship is evident since ―progress redefines reality
through the manifold influence of power. Those who have progressed more, and
continue progressing, are stronger and wealthier and inexorably prevail‖ (Sbert, 1992, p.
196). Financial support through ―international collaboration, a euphemism for Third
World aid for development that has been present in Latin America for some 50 years, has
on the whole rather deepened dependency than helped to overcome it and foster
independence and sustainability, as has always been its declared goal‖ (Hamel, 2008, p.
89). An example of such dependency are the neoliberal policies originating in more
powerful countries like the US that have reduced public spending on education all over
the globe, justified within ―structural adjustment‖ during repayment of World Bank and

242

IMF loans (Avalos, 2000; Kamat, 2004; Mander, 2006; Samoff, 2004; Yaworsky, 2005).
National systems are weakened even more, creating the apparent need for aid from
foreign development organizations, largely US and European-based development
organizations that impose their own agendas through the process of providing aid,
"whether from governmental or non-governmental agencies, virtuous as well as donative
and promissory" (Apthorpe, 1997, p. 53). In the case of educational development, the
ideological undergirding of curriculum, materials, and mandates for increased
standardized testing reflect contemporary global educational politics. Teacher education
is a crucial piece of educational development; ―studies in developing countries have
found that basic material inputs such as textbooks, libraries, and teacher training strongly
determine achievement‖ (Buchmann & Hannum, 2001, p. 86).
While power imbalances may be invisible to the foreign providers of educational
development because of their higher status, it is more apparent to those on the receiving
end; ―common sense actually works to prevent dominant groups in society from fully
understanding what the world looks like when seen through the other‘s eyes‖ (Apple,
2009, p. 655). The effect of such a power imbalance is that both sides notice when the
tensions create observable frustration (Samoff, 2004) such as so-called ―aid fatigue‖ as
one example. The hegemonic nature of the relationship means that ―capacity-building‖ if
far from a simple transfer of skills or information, since ―the use of information of each
actor may be changed by their embedded values, including cultural practices and
religious beliefs, or institutions, governance, or personal preferences‖ (Nordveit, 2010, p.

243

115). This situation became evident throughout my research and was discussed
throughout my findings.
Mapping cultural logics of development.
We ask international donors to find mechanisms for direct consultation.
We ask them to create mechanisms for making sure that funding requested by an
NGO, on behalf of Indigenous communities, really reaches those communities.
Those mechanisms must include the participation of Indigenous peoples in the
administration of the funding. We are not children who need tutors to perform
their duties. There are many among us who are perfectly able to take positions of
responsibility in the management of programmes to further our peoples‘ quality of
life (Barras, 2004; n.p.)
Within a context of marginalization and poverty, outside assistance is often
welcome, by individuals if not by the community as a whole. International organizations
and scholars may bring useful technical knowledge, and perhaps a positive or
romanticized symbolic orientation toward the community in which they are working
(especially in Indigenous communities). Embodiments of such romanticism include
wearing articles of ―traditional‖ clothing, buying handicrafts, appropriating certain
elements of Indigenous spirituality, etc., that are common practices of foreigners in these
contexts. Without specific efforts to address difference, the perception of the cultural
values more subtly embedded in and transmitted by the capacity building process remains
invisible (Breslin, 2004; Samoff, 2004). Other authors have written how ―not only the
concepts of disease, health, life and death, but even concepts behind color categories
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were clearly a result of cultural norms and traditions rather than sheer perception‖
(Trueba, 2000, p. 115).
These cultural logics complicate efforts such as cross-border professional
development. "The language or discourse of each of the actors has evident logic if the
situation is interpreted in terms of what is familiar and consistent with the sociocultural
universe in which those actors live" (Gasché, 2004, p. 109). Despite the UN Declaration
on the Rights of Indigenous Peoples of 2007, ―international cooperation agencies and
NGOs find it hard to respect indigenous self determination‖ (Clavero, 2009, p. 350).
Well-intentioned foreigners working within Western organizations often try to support
schools and students, without realizing the cultural, linguistic and political complexities
surrounding Indigenous identity and language (for more see Balarin & Benavides, 2009;
and Pinnock 2009). One risk from such an asymmetrical relationship is a kind of
glorified mystique as the knowledge the foreigners provide during professional
development efforts is relatively heightened by ―uncritically accepting anything the white
man gave them‖ (Deloria, 1998, p. 29). Cross-border and crosscultural educational
development are potential sites of multiple and overlapping hegemony if hierarchies of
power remain unexcavated. We therefore must be mindful of the need to decolonize our
practices. Since cultural logics are redefined during interactions (Fischer, 2001), this
research also points out the potential for the decolonization of educational language
policies. Within globally recognized strongholds of Indigenous movements and
education such as Bolivia, New Zealand, and Hawaii, schooling prioritizes local language
and funds of knowledge in a conscious process of centering local language and
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knowledge (Barnach-Calbó, 1997; Gasché, 2010; Grande, 2004; Hamel, 2008; Howard,
2009; Smith, 2000).
Identity and meaning-making
Identity especially as related to language and language use is a much researched
and debated concept. Kroskrity in Key Terms in Language and Culture (2001) defines
identity as membership in one or multiple social groups, in a space between speaker
agency and social structure. This is a similar conceptualization to that proposed by May
(2001), in which he employs Bourdieu‘s habitus as a method of reflecting on ethnic
identity, locating it between structure and agency. The formation of social identity
occurs as awareness among a group that they are in a certain social category along with
the positive and negative perceptions of the values of that group; this identity is compared
to other groups and ranked in a social hierarchy (May, 1998; Collins, 2005). Groups
define themselves by what they are, but also by what they are not; ―this comparison gives
rise to perceptions of superiority and inferiority‖ (Collins, 2005; p. 246). Groups may or
may not name themselves and are often named by other groups (Dorian, 1999). Another
of the theoretical implications of this work, then, is its employment of a critical lens that
"necessarily and overtly allies itself with the indigenous peoples who have been
disenfranchised by national identity-making systems" (Field, 2002, p. 23) as a
contribution to transforming such systems. As the teachers cross borders, those who
blend innovative pedagogical practices with revitalized and decolonized identities disrupt
―polarities between the traditional and the modern‖ (Mena, Muñoz & Ruiz, 2000, p. 92).
They engage in a ―process of reconstruction, in which people reinterpret, in the light of
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experience, their knowledge, behavioral models, self-images, and community identity.
They then select and reject from this reinterpreted data in a learning process‖ (Delens,
1999, p. 363). The teachers‘ experiences during the process of cross-border professional
development contribute to theories of migration and identity such as cultural remissions
(Levitt, 1998), cultural interfaces (Delens, 1999; Nakata, 2007), and appropriation
(Aikman, 1997; Breslin, 2004; Lykes, 1997; McFarlane, 2006; Simon et al, 2003; Warren,
2001).

Methodological Implications
Capacity-building: Location of expertise
A serious obstacle to capacity-building by international organizations can be a
limited scope of knowledge. Development discourse often frames only outsiders as
experts in capacity-building (Battiste, 2002; Escobar, 1999; Little, 1999). This practice
places value on Western education and devalues nonwestern systems by placing them "in
need of rescue. This discourse positions (and thus empowers) the western expatriates as
active subjects with certain capacities to effectively manage teaching and learning" (Kanu,
2005, p. 508-9; see also Leach, 1994). At a national level, externally-driven capacity
building is problematic when ―country-led development is a prerequisite for national
appropriation and ownership. The national education community is unlikely to be
strongly committed to an education development agenda that it perceives to have been set
externally‖ (Samoff, 2004, p. 415). The accountability of foreign NGOs is to outsider
rather than local interests since they "are responsible to the international agencies that
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finance them and to the state that contracts them as service providers, but not to the civil
society whose representatives they claim to be or to the social sectors whose interests
they bear. Well-intentioned as they may be, their activities fundamentally express the
desires of their directors" (Dagnino, 2003, p. 10-11; also see Black, 2003). For example,
the predominant measure of the success of USAID education projects is not assessed by
communities but rather by the delivery of inputs (Chapman & Quijada, 2009). Foreign
organizations frame their goals as good intentions but the outcomes of their involvement
can thus be productively analyzed from critical perspectives (Leach, 1994; Simon et al.,
2003).
Many curricular and pedagogical interventions have been tried in Third
World schools over the past several decades in an attempt to bring the
latest innovations out to the periphery, or simply improve rural children‘s
academic skills. Yet for a variety of reasons, these innovations typically
fail to improve the rates with which children pass school, the quality of
education children receive, and the skill levels they attain. Innovations
have failed partly because they, like the older colonial models of schooling,
are based on assumptions about values and behavior indigenous to
Western but not local societies, or equally problematic, on assumptions
that foreigners have about what Third World children are like. In short,
the Anglo-European educational models are simply not working (Gegeo &
Watson-Gegeo, 2002, p. 311).
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These aspects of capacity-building demonstrate some of its complexities,
but such relationships are further complicated by the uneven power of its
providers and receivers, discussed in the previous section.
Research: Transparency and accountability
This research design and methodology contributes to the work of other scholars
who are working to decolonize the academy. The original idea for the work came about
through dialogue with participants. Two-way discussions with both teachers and the staff
of both case study organizations helped to create and revise questionnaires, analysis, and
findings since ―such encounters are conditioned by all who participate in them‖ (Nakata,
2007, p. 165). Another research implication of this work is that although the use of
pseudonyms has become normalized in anthropological research, here I followed the
precedent of such authors as Lykes (1997) in placing the agency for self-naming in the
hands of the participants themselves.

Conclusion
Teaching and teacher education in general are without question under more
pressure today than at any period in recent memory, as increased global access to
schooling magnifies the demand for teachers and the corresponding demand for teacher
education. Globalization has worsened the economic situation for many localities, but it
also opens up spaces for educators to reach across geopolitical borders in new ways to
transform the status quo. Educational development programs can be strengthened
through critical comparative action research that improves intercultural understanding
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and cooperation. My study offers analysis through praxis with two transnational teacher
education collaborations.
The decolonization of educational development shifts outsider roles from experts
to partners that support communities autonomously determining their own paths, not just
rhetorically but in practice. It is too simple to label Development as evil and to call it a
failure. If we can work toward decolonizing development efforts, that is something that
could have some real transformative outcomes at multiple levels. Those of us who have
status as North Americans and/or academics are provided with a lot of additional social
capital in developing contexts. In the Enlightenment-based academy categories became
normalized and are continually projected across borders through channels of power. This
limits North American scholarship and influences the contexts where we are framed as
"experts;" this dissertation contributes to the ongoing decolonization of such academic
paradigms and international development. The research demonstrates some of the ways
it is possible to reshape hegemonic processes at the interface of development
organizations and national systems of education. Cross-border professional development
teachers offer hope in mapping transformation at the community level.
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EPILOGUE

Vetting Process
After the dissertation was written I traveled to Guatemala and Mexico to share my
results with participants and ask for their feedback as a means of vetting my findings. I
created a brief summary that included an abstract and condensed version of three findings
chapters, and then worked with three different Guatemalan exbecario/as in the drafting
and editing of the summary. I sent it out by email to all CASS exbecario/as and program
staff, discussed it in person with exbecarios in Chimaltenango, Escuintla, and
Sacatepéquez, Guatemala, and in Chiapas and Oaxaca, Mexico. I shared it in person with
the Amigos staff and teachers and mayor of Santa Cruz, and presented the work at an
international conference on bilingualism and bilingual education in Oaxaca
(BilingLatAm IV). In the following section I include the summary in both Spanish and
English. As participants commented on different aspects of the summary their responses
were added as footnotes—these are translated as well.
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Desarrollo Profesional Transfronterizo para Docentes
Un resumen de la tesis de doctorado

Abstracto: El trabajo actual es una investigación cualitativa hecha en Guatemala
y México. Se examinan los resultados de las acciones de dos organizaciones
estadounidenses en sus esfuerzos a capacitar maestros como dos casos de estudio. Las
preguntas investigativas son: 1. ¿Qué instituciones forman parte del desarrollo
profesional transfronterizo en estos casos? 2. ¿Cómo los participantes en el desarrollo
profesional transfronterizo le dan sentido a sus experiencias cuando regresan a sus aulas
y sus comunidades? 3. Basado en los casos del estudio, ¿Qué podemos aprender sobre
desarrollo profesional transfronterizo como un proceso? Los métodos de la
investigación incluyen cuestionarios abiertos, entrevistas, fotografías, análisis de
documentos y observación-participación. Utiliza una perspectiva teórica socioculturalcrítico. Tiene las metas de contribuir a la descolonización de la sociedad y la academia y
también informar todo tipo de organización que maneje intercambios educativos.

Resumen de Resultados
1.

¿Qué instituciones forman parte del desarrollo profesional transfronterizo

en estos casos?
Las instituciones involucradas están situadas en varios niveles: local, estatal ó
departamental, nacional, e internacional. 28 A nivel internacional podemos investigar la
estructura y las misiones de las dos organizaciones, CASS (Asociación Cooperativa de

Un maestro anónimo de Santa Cruz La Laguna (Guatemala) opina que ―lo principal en
el sistema actual educativo esta que lo primordial es el contexto de la comunidad donde
se labora ya que lo principal es como vive, convive, se relacione el alumno en su
ambiente y a través de esto desarrollar los métodos y técnicas para la enseñanzaaprendizaje de los alumnos. Lo que no es correcto es tratar de obligar a los alumnos a
realizar y aprender algo que no lo vive, no lo ve, y no se relaciona con el ambiente social
de la misma. Por ello es necesario construir el currículo local siempre y cuando
relacionado al currículo nacional para sus aprendizaje significativo para la comunidad
educativa y para el desarrollo sostenible de nuestro país‖ (17/6/11).
28
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los Estados para Becas) y Amigos de Santa Cruz. CASS recibe su financiamiento por
parte del USAID en el departamento del estado de los estados unidos. Amigos de Santa
Cruz es una organización pequeña financiada por donaciones de estadounidenses y
europeos. Las dos utilizan un discurso de desarrollo a través de la educación, mientras
CASS también incluye unas metas políticas. Amigos de Santa Cruz se enfoca en el
apoyo general a un municipio específico, dando becas y actividades sobre salud, higiene
y nutrición, desarrollo profesional para docentes y la construcción de un instituto de
capacitación vocacional. CASS es un programa de becas en varios campos, incluyendo
la de maestros que trabajan en áreas con alto riesgo de deserción escolar. Los maestros
becarios/as estudian en programas especiales en los EEUU durante un año.
A nivel nacional, las instituciones que influyen el proceso en estos casos son el
MINEDUC en Guatemala y la SEP en México. Eso implica que los maestros
participantes forman parte del sistema nacional con todas sus reglas, requisitos y
responsabilidades. Tienen que cumplir con el currículo nacional y las políticas
educativas. En los dos casos de estudio actual, es importante anotar que la mayoría de los
docentes trabajan en educación bilingüe intercultural (EBI en Guatemala, EIB en
México) en comunidades indígenas. Son las áreas donde los esfuerzos de las
organizaciones internacionales de desarrollo se enfocan, de acuerdo con el nivel de
marginación. Los resultados del modelo EIB/EBI dependen mucho de la formación y
capacitación de los docentes, materiales apropiadas y al nivel del apoyo de las
comunidades donde se implementan, pero todos son factores variables.
A nivel estatal/departamental podemos ver los efectos de descentralización en el
proceso. Tomando como ejemplo el caso de Oaxaca en México, observamos que hay
muchos conflictos políticos sobre la educación en general. Eso tiene un impacto en el
sistema de evaluación, el currículo y el rol social de los maestros, por ejemplo cuando
Oaxaca rechazó el examen nacional estandarizado—el Enlace. También podemos
analizar lo difícil de implementar un sistema de EIB que conviene a cada lugar, debido a
la diversidad lingüística-cultural. Es muy complicado producir materiales educativas
cuando no existe estandarización de los idiomas. También la ubicación de maestros en
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regiones lingüísticas correspondientes es problemático porque casi siempre se priorizan
los derechos laborales del docente.29
En el nivel local examinamos el ejemplo del COCODE (Consejo Comunitario del
Desarrollo) en el Mora, Guatemala. Una ex becaria CASS ahí está muy activa en el
consejo, buscando colaboraciones locales, nacionales e internacionales. En su región se
enfrenta a la destrucción que dejan las inundaciones anuales. El gobierno nacional ha
mandado muchos fondos, pero la cantidad se ha reducido mucho por la corrupción.
Muchas personas han perdido sus casas y sus cultivos, quitando su habilidad a sostenerse.
El COCODE va construyendo bordas al río, reforestando las bordas y haciendo sistemas
de drenaje en las áreas más afectadas, a través de colaboraciones donde el financiamiento
viene mitad-mitad de la municipalidad y los residentes. Por su colaboración con una
organización europea trajó unas investigadoras colombianas para estudiar y arreglar el
problema. El COCODE también ofrece cursos de alfabetización y otras capacitaciones
para mujeres.30
Otra institución que tiene mucho impacto en el proceso es el sindicato magisterial.
Su influencia en sistemas de educación a todos niveles ya mencionados es importante.
Los sindicatos en Guatemala y México tienen efectos en las políticas, los sistemas de
capacitación y profesionalización, en la ubicación de maestros y también cómo los
maestros se conciben su rol y sus derechos. Son muy involucradas en luchas políticas.
Por esas varias razones es muy importante tomarlos en cuenta en cualquier análisis de
desarrollo y educación.

2.

¿Cómo los participantes en el desarrollo profesional transfronterizo le da

sentido a sus experiencias cuando regresan a sus aulas y sus comunidades?
29

CASS ex becario Ernesto Torres (Tzotzil—San Cristóbal de las Casas, Chiapas,
México) comenta que ―en el caso de Chiapas, muchas personas prefieren vivir en San
Cristóbal y no en sus comunidades…no sé porque‖ (21/6/11).
30
CASS ex becaria Irma Tzirin (Kaqchikel—Tecpán, Chimaltenango, Guatemala) agrega
que está ―trabajando para mejorar la participación de la mujer en la política, apoyando a
las comunidades para un mejor desarrollo con jornadas médicas y capacitación a mujeres
lideres‖ (15/6/11).
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Esta sección se enfoca solo en el programa CASS, porque estudié más el
programa de Amigos durante el proceso y no después. Agrupé cuatro categorías de
docentes como agentes de cambio: en el desarrollo, en la ideología lingüística, en la
pedagogía, y en su propia identidad. El desarrollo es un tema común entre los
participantes, pero las prioridades de las comunidades y las acciones tomadas por los ex
becarios/as tienen varias formas. Por el enfoque de la organización CASS en áreas
marginadas, los maestros describen muchos retos económicos y sociales en sus
comunidades. Las metas de desarrollo que tienen reflejan necesidades básicas, por
ejemplo ―que las familias tienen suficiente comida,‖ ―que haya agua en la comunidad,‖ ó
―mejorar un camino.‖ Los docentes toman su rol como agentes de cambio en el
desarrollo cuando actúan como líderes en la comunidad.
Aunque en general en las escuelas falta mucho para estar en ambientes equitativas,
muchos maestros agradecen los cambios que se han visto en la educación indígena en los
últimos 10 ó 15 años. Los maestros son agentes de cambio en ideologías lingüísticas
cuando se crean espacios para el uso de idiomas indígenas en las escuelas.

31

Aunque

muchos de los ex becarios/as trabajan en escuelas designadas ―bilingües,‖ todavía hay
bastante discriminación y racismo cultural contra lo indígena. Muchos maestros tienen
debates con los padres de familia cuando no quieren educación bilingüe—a veces es
porque están en contra de la enseñanza del idioma indígena y solo quieren español. 32 En
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Estudiante de la Universidad de Arizona, voluntaria con SEED y amiga de
participantes Erin Mackinney comenta, ―El desarrollo y implementación de idiomas
indígenas en los aulas de Guatemala y México requiere mucho tiempo. Requiere la
dedicación docente para construir relaciones con las comunidades donde trabajan—con
estudiantes, maestros, directores, padres de familia, y colaboraciones con universidades e
instituciones financieras. La realidad de muchos exbecarios CASS es que trabajan en
comunidades rurales ubicados uno o dos horas de sus casas, y su meta es estar reubicada
más cerca a su casa. Muchos maestros piden estar reubicado anualmente. Entonces, se
limita su dedicación a la comunidad, y restringe el desarrollo de educación en idiomas
indígenas sostenible‖ (Conferencia BilingLatAm IV, Oaxaca, México, 01/07/11).
32

CASS ex becario Antonio Xicay (Kaqchikel—San José Poaquíl, Chimaltenango,
Guatemala) dice es ―porque en el estado todas las instituciones se hablan únicamente el
español‖ (14/6/11).
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algunos casos los padres no entienden el propósito, a veces simplemente no tienen
confianza en los motivos del gobierno y a veces es porque piensan que la escuela no es
un sitio adecuado para enseñar lengua y cultura indígena. Otros padres sí quieren pero
demandan mejor calidad de educación. 33
Las personas que decidieron sacrificar un año de sus vidas y estar lejos de sus
familias para participar en la beca CASS son bastante dedicados a su profesión. La
categoría de maestros como agentes de cambio más amplia durante mi investigación es
en la pedagogía. Muchos ex becarios/as me contaban en los cuestionarios y durante
entrevistas sobre cambios pedagógicos que habían implementado en sus aulas,
especialmente en las áreas de matemáticas y lectura. Pero fue durante mis observaciones
que notaba algo—aunque la mayoría de ex becarios/as trabaja en EBI/EIB, no vi mucha
evidencia de cambios pedagógicos para el desarrollo de idiomas indígenas. Tengo
múltiples hipótesis: no están capacitados en adquisición lingüística; no están ubicados en
su región lingüístico; porque no están evaluando el desarrollo en idiomas indígenas no se
priorizan; ó puede ser resultado del racismo cultural internalizado.
La cuarta categoría de agentes de cambio no fue muy común pero fue muy
provocante, tomando en cuenta el contexto—los docentes quienes tuvieron una
experiencia impactante con su propia identidad. Algunos ex becarios/as me contaron
sobre reflexiones que les tenía como resultado del proceso transfronterizo. A veces un
encuentro con un grupo indígena norteamericano le provocó el cambio, ó pasó durante las
interacciones intergrupales. Un maestro me decía que durante CASS fue la primera vez

33

CASS ex becario/asesor técnico pedagógico Mariano Ruiz Gómez (San Cristóbal de
las Casas, Chiapas, México) agrega, ―la debilidad de los maestros es falta de
concientización. Claro que es importante hablar la lengua materna, pero lo detalle es que
la escribe. Entonces la mayor parte dan en español. Falta mucho para poner en práctica
educación bilingüe‖ (21/6/11).
Otro CASS ex becario Miguel Ángel Arias (Tzotzil—San Cristóbal de las Casas, Chiapas,
México) responde al comentario, dice ―cuando usa mucho la lengua indígena es puras
instrucciones, como ‗abrir tu libro en tal pagina,‘ pero para construir su conocimiento es
en español aunque el niño aprenda basado en sus proprio contexto y su propio
cosmovisión‖ (21/6/11).
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que tenía que identificarse como mexicano y como indígena simultáneamente y nunca
antes lo había hecho. Otros hablaban del racismo en contra de los latinos que habían
observado en EEUU y se pusieron a pensar y reflexionar en la discriminación en sus
propias comunidades y países. 34

3.

Basado en los casos del estudio, ¿Qué podemos aprender sobre desarrollo

profesional transfronterizo como un proceso?
En esta sección final se agrupa los resultados en tres categorías generales:
cosmovisión, cultural y estructural. Empezando con lo estructural, es importante recordar
que las organizaciones en mi investigación están basadas en los EEUU y se enfoca sus
esfuerzos en comunidades marginadas. Relativamente, entonces, las organizaciones son
muy ricas y tienen más poder que los participantes. Aunque su discurso habla de
colaboración, la relación tiene mucho desequilibrio. Muchas veces los materiales y/ó la
tecnología utilizada durante las capacitaciones no siempre están disponibles en las
comunidades donde trabajan los docentes. Por los requisitos de los sistemas nacionales
en que trabajan los maestros/as, es bastante complejo la implementación de técnicas
innovadoras. Otro problema que ocurre es cuando hay falta del seguimiento.
También podemos ver los elementos culturales en el proceso. Existen algunos
problemas con la comunicación en casos donde hablan idiomas diferentes y en otros
casos por las expectativas de la colaboración basadas en perspectivas distintas. Aunque
en los dos casos del estudio principalmente se enfocan en comunidades indígenas, no
significa que las organizaciones están conscientes de los problemas de desplazamiento de
idiomas ó que entienden los distintos conceptos culturales que tienen los participantes.
Un resultado tal vez inesperado del proceso es los agentes de cambio mencionado—en
ideología lingüística y en identidad. Las categorías de desarrollo y pedagogía están más
esperadas porque aparecen en las misiones de las organizaciones.

34

CASS ex becaria Irma Tzirin (Kaqchikel— Tecpán, Chimaltenango, Guatemala) dice
que notaba la ―pérdida de valores en las familias que viven en los estados unidos, pero
también al apoyo que se brindan unos a otros‖ (15/6/11).

257

Varios elementos cosmogónicos también han surgido durante la investigación.
Como mencioné antes, las personas que eligen participar en desarrollo profesional
transfronterizo no representan todo el magisterio—son un grupo único que demuestra
mucha voluntad por el bienestar educativo de sus comunidades y están seleccionados
porque sus creencias alinean suficientemente con las de la organización. Un segundo
punto es que los modelos investigados aquí tienen más efecto en trayectorias individuales
y/ó comunales que en el sistema.35 Los directores de CASS me contaron que eso fue su
intención—quieren mantener el programa ―bajo el radar‖ político para evitar que una
administración elimine el programa. Amigos de Santa Cruz trató de hacer cambios
sistemáticos al nivel de la escuela, pero terminó con mucha frustración con la rigidez de
la estructura escolar y laboral.
En términos de la cosmovisión, un cambio de identidad es algo muy notable.
Entendemos que aunque tal vez no es una meta específica de las organizaciones de
cambiar la identidad de esa manera, pero es posible que tenga ese resultado. Tiene
implicaciones que podemos seguir investigando en el futuro. Finalmente, los varios
actores entran el proceso con sus propias lógicas culturales. Es importante reconocer ese
hecho y utilizarlo como base de diálogos. Si no se entienden entre todos los actores, no
van a colaborar con éxito.

Gracias por compartir sus ideas, preguntas, correcciones, opiniones, ideas, y
críticas…36

35

Estudiante de la Universidad de Arizona, voluntaria con SEED y amiga de
participantes Erin Mackinney comenta, ―Estoy de acuerdo que el desarrollo y
implementación de idiomas indígenas en los aulas de Guatemala y México tiene más
potencial en la nivel comunitaria. Además del desarrollo profesional que reciben los
becarios en el EEUU en cuanto a pedagogía, inglés, español académico, y observaciones
en las escuelas, programas de desarrollo profesional transfronterizo deben incluir cursos
sobre organización comunitaria, activismo, y construyendo colaboraciones‖ (Conferencia
BilingLatAm IV, Oaxaca, México, 01/07/11).
36

CASS ex becaria Irma Tzirin (Kaqchikel—Tecpán, Chimaltenango, Guatemala)
comenta,
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―La investigación realizada por Janelle es muy interesante, porque es el panorama de los
escenarios donde el exbecario está actuando. De esta forma estamos incidiendo en
nuestras comunidades y siempre dando un grano de maíz para que nuestras comunidades
en el futuro tengan un buen desarrollo. La fuerza y el impulso viene de un programa
CASS que nos dio la oportunidad de compartir por un año lejos de la familia, analizando
la situación de cada uno. Necesitamos estar siempre unidos para apoyamos y mejorar
nuestro trabajo con la mira en las comunidades‖ (15/6/11).
CASS ex becario Ernesto Torres (Tzotzil—San Cristóbal de las Casas, Chiapas, México)
reflexionó que ―el tema es muy importante. Cada uno de nosotros va a hacer su círculo
de contactos y seguir hablando sobre eso‖ (21/6/11).
CASS ex becario Isidro Ricardo García Yáñez (Altamirano, Chiapas, México) respondió
―En Primer lugar agradezco, que comparta su trabajo con los ex becario; en realidad es
importante dar a conocer todos los beneficios adquiridos en los E.U. ya que en lo
personal me aportó una amplia gama de conocimientos y estrategias de trabajo, esto se
refleja en el aprovechamiento de mis alumnos y en lo personal me ubicó y despertó en mi
la vocación de ser docente, ahora siento que mi labor es más significativa para los
alumnos‖ (23/6/11).
Estudiante Denise López Cruz (Mixteca—Chalcatongo de Hidalgo, Oaxaca, México) en
la facultad de idiomas en la Universidad Autónoma Benito Juárez de Oaxaca dice,
―Felicidades por apoyar en este programa. Me gustó mucho la presentación. Ojala que
organizaciones como CASS lleguen en zonas donde hablantes de idiomas indígenas
pueden desarrollar su cultura y ser modelos para los demás. Estoy muy de acuerdo, a
estos programas ya que nos permiten desarrollar e incrementar al desarrollar de la lengua
y rescatar las lenguas así para que las organizaciones busquen estrategias para desarrollar
su lengua y no perder su identidad. Sabiendo que es un reto aprender el contexto de otra
lengua como de L1 a L2, esto abre puertas y rompe barreras pero siempre se necesitara
ayuda de ciertos programas ya que ser bilingüe es una riqueza. La identidad cultural te
ayuda a saber quién eres, que quieres, y a dónde vas…‖ (Conferencia BilingLatAm IV,
Oaxaca, México, 01/07/11).
CASS ex becario José Israel Morales (Kaqchikel—San José Poaquíl, Chimaltenango,
Guatemala) comenta, “Bueno estar becado en USA es lo máximo que a mí me pudo
haber pasado, porque vivo en una comunidad rural y eso es algo que lo llevo muy dentro
de mí. Me alegra mucho saber que personas como usted dedica una gran parte de su vida
tratando de investigar si vale o no la pena realizar un estudio fuera de nuestras fronteras,
wau sorprendente. Concibo en mucho de las cosas que usted escribió, especialmente en
que nos topamos con un país más o menos 100 años adelante que el nuestro y eso no hace
sentir estar en otro planeta en otro tiempo, pero gracias a que el ser humano se adapta a
diferentes condiciones y la motivación a querer aprender algo para mejorar el nivel de
vida personal y comunal, eso es lo que ha uno lo motiva para navegar durante un año.
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Personalmente le diré que aprendí muchas cosas que ni en las mejores universidades de
mi país no las hubiera aprendido. Estuve compartiendo en una escuela de doble sendero
inglés y español, hice muchas comparaciones de cómo debería aplicarse una educación
bilingüe, pera básicamente el docente debe tener conocimiento sistemático sobre
educación bilingüe, somos maestros con poca adiestramiento en cuanto a educación
bilingüe eso es una realidad, personalmente tengo que ejercitar antes de dar una clase, me
sorprende que cuando se aplica bien una clase los niños quedan motivados a seguir
aprendiendo. Así que gracias por pedir mi opinión y bueno espero que finalice su
investigación, excelente trabajo” (16/07/11).

260

Cross-Border Professional Development for Teachers
Summary of a doctoral dissertation

Abstract: This work is a qualitative research project conducted in Guatemala and
Mexico. It examines the outcomes of the actions of two US-based organizations in their
efforts to provide professional development for teachers as two case studies. The
research questions are: 1. What institutions shape cross-border professional development
in these cases? 2. How do participants in cross-border professional development make
sense of their experiences when they return to their classrooms and communities? 3.
Based on these case studies, what can we learn about cross-border professional
development as a process? The research methods include open-ended questionnaires,
interviews, photographs, document analysis, and participant observation. The theoretical
perspective is critical sociocultural. The research goals are contributing to the
decolonization of society and academia, and also informing all types of organizations that
run educational exchanges.

Summary of Results
1.

What institutions shape cross-border professional development in these

cases?
The institutions involved are situated at various levels: local, state or department,
national, and international. 37 At the international level we can investigate the structure
An anonymous teacher in Santa Cruz La Laguna (Guatemala) says that ―the main thing
in the current educational system is the importance of the community context where the
teacher works—how they live, coexist, how the teacher relates to the student in that
environment. That is the way to develop methods and techniques for the teaching and
learning of the students. It is wrong to try to oblige the students to take part in
something and learn something that is not part of their lives, which they don‘t see, and
doesn‘t relate to their own social environment. That is why it is always necessary to
build curriculum based on local knowledge and then connect it to the national curriculum
so that learning within the educational community is meaningful and we can have
sustainable development in our country‖ (06/17/11).
37
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and the mission statements of the two organizations, CASS (Cooperative Association of
States for Scholarships) and Amigos de Santa Cruz. CASS receives their funding from
USAID within the US State Department. Amigos de Santa Cruz is a small organization
financed by donations from North Americans and Europeans. Both organizations use a
discourse of development through education, while CASS also includes some political
goals. Amigos de Santa Cruz focuses on general support for a specific town, providing
scholarships and activities about health, hygiene and nutrition, professional development
for teachers, and the construction of a vocational education center. CASS has scholarship
programs in different areas, including one for teachers who work in areas with high risk
of school drop-out. The teacher scholarship recipients study in special programs in the
US for one year.
At the national level, the institutions that influence the process in these cases are
the Ministry of Education in Guatemala and the Secretariat of Public Education in
Mexico. This means that the participating teachers are part of the national system with its
rules, requirements, and responsibilities. They must comply with the national curriculum
and educational policies. In both cases in this research, it‘s important to note that the
majority of teachers work in bilingual intercultural (indigenous language-Spanish)
education. These indigenous communities are a major focus of international
development organizations since they are highly marginalized. The outcomes of the
bilingual intercultural education model are greatly dependent on the training and
professional development of its teachers, appropriate materials, and on the level of
support by the community where it is being implemented, but these are all variable
factors.
At the state or department level we can see the effects of decentralization on the
process. Taking the case of Oaxaca, Mexico as an example, it becomes apparent there
are many political conflicts about education in general. This has an impact on the system
of evaluation, the curriculum, and on the social role of the teachers. We can also see the
difficulties of implementing a system of bilingual intercultural education that matches the
needs of each region, due to the high degree of linguistic and cultural diversity. It is
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extremely complicated to produce educational materials when there is no language
standardization. Also problematic is the issue of teacher placement, when bilingual
teachers are contracted in areas where the language spoken is not theirs, but teachers‘
labor rights are almost always given precedence. 38
At the local level we can study the example of a community development council
in El Mora, Guatemala. A CASS teacher there is very active in the council, seeking out
local, national, and international collaboration. In her region residents are faced with
destructive annual flooding. The national government has sent funding but the amount of
aid is always reduced due to corruption. Many people have lost their homes and their
crops, taking away their ability to sustain themselves. The community council has been
constructing levees, reforesting the levees, and creating drainage systems in the worstaffected areas through projects in which the costs are split by the municipality and the
residents. Through collaboration with a European organization it was arranged for a
group of Columbian researchers to study and deal with the problem. The community
council also offers literacy courses and other types of capacity-building for women.39
Another institution that has a strong impact on the process is the teachers union.
Its influence on educational systems at all levels is important. The teachers unions in
Guatemala and Mexico have an effect on policies, on systems of training and professional
development, in the placement of teachers, and also in the ways the teachers conceive
their role and their rights. The unions are very involved in political struggles. For these
reasons it is important to take the teachers‘ unions into account in any analysis of
education and development.

38

CASS exbecario Ernesto Torres (Tzotzil—San Cristóbal de las Casas, Chiapas,
Mexico) says, ―In the case of Chiapas, many people prefer to live in San Cristobal and
not in their own communities…I don‘t know why‖ (06/21/11).
39

CASS ex becaria Irma Tzirin (Kaqchikel—Tecpán, Chimaltenango, Guatemala) adds
that she is ―working to improve women‘s participation in politics, supporting
communities to improve development through medical trainings and capacity building for
women leaders‖ (06/15/11).
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2. How do participants in cross-border professional development make sense of
their experiences when they return to their classrooms and communities?
This section of the dissertation focuses solely on the CASS program since my
research with Amigos de Santa Cruz occurred during the process and not after it.
Teachers are grouped into four categories of agents of change: in development; in
language ideology; in pedagogy, and in their own identity. Development is a very
common theme among the participants, but the priorities of each community and the
actions taken by the teachers take various forms. Since CASS focuses its efforts in
marginalized areas, the teachers describe many economic and social hardships in their
communities. Community development goals typically reflect basic needs such as ―that
families have enough food,‖ ―that there is water in the community,‖ or ―we need a road
built.‖ The teachers act in roles as agents of change in development when they serve as
leaders in the community.
Though in general school environments are far from equitable, many teachers
appreciate the changes they have seen in indigenous education over the last 10 or 15
years. Teachers are agents of change in linguistic ideologies when they create spaces for
the use of indigenous languages in the schools. 40 Although many of these teachers work
in schools that are designated as ―bilingual‖ (indigenous language-Spanish), there is still
a lot of discrimination and cultural racism against indigenousness. Many teachers argue
with parents when the parents do not want bilingual education—sometimes because they
are against the teaching of the indigenous language and only want Spanish taught in the

40

University of Arizona student, volunteer with SEED and friend of participants Erin
Mackinney comments, ―The development and implementation of indigenous languages in
classrooms in Mexico and Guatemala takes time. It takes dedication from teachers to
build relationships within the communities they serve—with students, teachers, directors,
parents, and partnerships with universities and funding institutions. They reality of many
CASS teachers is that they work in rural communities sometimes 1-2 hours from their
homes, and their goal is to be relocated closer to their homes. Many teachers ask for
location changes yearly. Thus, the dedication to community is limited, and the
development of sustainable indigenous language education programs is curtailed‖
(BilingLatAm IV Conference, Oaxaca, Mexico, 07/01/11).
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school.41 In some cases parents do not understand the purpose of bilingual education,
sometimes they simply distrust the government‘s motives, and sometimes they think the
school is not an appropriate place for indigenous language and culture to be taught.
Other parents do want bilingual education but they want the quality to be greatly
improved.42
Those people who decided to sacrifice a year of their lives and be far away from
their families to participate in the CASS scholarship are very dedicated to their profession
as teachers. The largest category of teachers as agents of change in my research is in
classroom pedagogy. Many CASS teachers relayed to me on questionnaires and during
interviews about pedagogical changes they had implemented in their classrooms,
especially in the areas of reading and math. But during my observations I noticed
something—although the majority of CASS teachers work in bilingual intercultural
education, I did not see much evidence of pedagogical innovations for the development
of indigenous languages. I have multiple hypotheses for this: they may not be trained in
language acquisition; they are not placed in their own language region; because
indigenous languages are not being evaluated they are not prioritized; or it may be
because of internalized cultural racism.

41

CASS ex becario Antonio Xicay (Kaqchikel—San José Poaquíl, Chimaltenango,
Guatemala) says this is ―because in all state institutions only Spanish is spoken‖
(06/14/11).
42

CASS ex becario/teacher trainer Mariano Ruiz Gómez (San Cristóbal de las Casas,
Chiapas, México) adds, ―The weakness of the teachers is a lack of awareness. Of course
speaking the students‘ first language is important but the key to be able to write it. So
most of the time teachers give classes in Spanish. There is a long ways to go to put
bilingual education into practice‖ (06/21/11).
Another CASS ex becario Miguel Ángel Arias (Tzotzil—San Cristóbal de las Casas,
Chiapas, México) responds to this comment, saying ―when they use the indigenous
language the most is just to give instructions, like ‗open your book to this page,‘ but they
are still constructing knowledge in Spanish although the child learns based on his/her
own context and cosmovision‖ (06/21/11).
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The fourth category of agents of change was less common but very thoughtprovoking, taking the context into account—teachers who had a cathartic experience in
their own identity. Some teachers told me about reflections they had as a result of the
cross-border process. Sometimes an exchange with a North American indigenous group
initiated the change, or it was something that occurred within the teacher cohort. One
teacher told me that during CASS was the first time he had to identify himself as both a
Mexican and as indigenous, and he had never done that before. Other teachers spoke of
the racism against Latinos they had observed in the US and how it had made them think
and reflect about the discrimination in their own communities and countries. 43

3. Based on these case studies, what can we learn about cross-border
professional development as a process?
In this final section the results are grouped into three general categories:
worldview, cultural, and structural. Beginning with the structural aspects, it is important
to remember that the organizations in my research are based in the US and focus their
efforts in marginalized communities. Relatively, then, the organizations are wealthy and
have more power than the participants. Though both organizations use a discourse of
collaboration, the relationships are uneven. Many times the materials and/or technology
used during trainings are not available in the communities where the teachers work. Due
to the requirements of the national systems in which the teachers work, it is extremely
complicated to implement innovations. Another problem that occurs is when there is a
lack of follow-up in the collaboration.
We can also look at the cultural elements of the process. Many limitations to
communication exist in the cases were different languages are spoken, and in other cases
because of varying expectations grounded in distinct perspectives. Although in both case
studies the organizations focus mainly on indigenous communities, that does not
necessarily mean that the organizations are aware of the problem of language shift or that
43

CASS ex becaria Irma Tzirin (Kaqchikel— Tecpán, Chimaltenango, Guatemala) says
she noted the ―loss of the value of family among those who live in the US, but they also
support one another‖ (06/15/11).
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they understand the distinct cultural concepts of the participants. One perhaps
unexpected result of the process is the teachers acting as agents of change in two areas
already mentioned—in linguistic ideologies and in identity.
Various issues regarding distinct worldviews have arisen during the research. As
I mentioned before, the people who choose to participate in cross-border professional
development do not represent all Guatemalan and Mexican teachers—they are a unique
group that demonstrates great effort on behalf of the educational well-being of their
communities, and they are selected for participation because their beliefs align
sufficiently with those of the organization. A second point is that the models researched
here have more effect on individual or communal trajectories than at the systematic
level. 44 The CASS directors told me that was their intention—to keep the program
―under the radar‖ politically to avoid elimination of the program by an administration.
Amigos de Santa Cruz tried to make systematic changes at the level of the school, but
ended up frustrated with the rigidity of the school and teacher labor structure; the
organization has since shifted its focus to projects in more rural areas and the completion
of a highly successful community-based vocational center.
In terms of worldview, a change in identity is quite notable. We can understand
that although this was not a specific goal of the organizations to change teacher identity
in this manner, that it is a possible outcome. This has implications that can be researched
in the future. Finally, the various actors enter the process with their own cultural logics.
It is important to recognize this fact and utilize it as a basis for dialogue. If there is a lack
of understanding between the actors, they will not be able to collaborate successfully.

44

University of Arizona student, SEED volunteer and friend of participants comments, ―I
agree that the development and implementation of indigenous classrooms in Mexico and
Guatemala has the greatest potential at the community level. In addition to professional
development in the US with regard to pedagogy, English, academic Spanish, and
classroom observations, cross-border teacher education programs should include courses
about community organizing, activism, and relationship building‖ (BilingLatAm IV
Conference, Oaxaca, Mexico, 07/01/11).
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Thank you for sharing your ideas, questions, corrections, opinions, ideas, and
critiques…45
45

CASS ex becaria Irma Tzirin (Kaqchikel—Tecpán, Chimaltenango, Guatemala)
comments, ―The research Janelle did is very interesting because it shows the spectrum of
spaces where the exbecario is taking action. These are the ways we can initiate change in
our communities and make our contribution so that there is strong development in our
communities in the future. The strength and drive we received during the CASS program
provided us an opportunity to share a year together, apart from our families, analyzing the
situation of each one. We need to always stay unified so that we can support and
improve our work centered at the community level‖ (06/15/11).
CASS ex becario Ernesto Torres (Tzotzil—San Cristóbal de las Casas, Chiapas, México)
reflected that ―this topic is very important. Each one of us should go to their network of
contacts and continue talking about it‖ (06/21/11).
CASS ex becario Isidro Ricardo García Yáñez (Altamirano, Chiapas, México) responded,
―In the first place I want to thank you for sharing your work with the exbecarios; in
reality it is very important to understand what the benefits we acquired are. For me
personally it was a wide range of knowledge and teaching strategies. These are
evidenced by the outcomes of my students, and for me personally it really grounded me
and awakened my calling to be a teacher, and now I feel that my work is more
meaningful for the students‖ (06/23/11).
Student Denise López Cruz (Mixteca—Chalcatongo de Hidalgo, Oaxaca, México) in the
Languages Department of the Universidad Autónoma Benito Juárez de Oaxaca says,
―Congratulations for your support of this program. I really enjoyed the presentation. I
hope that organizations like CASS work in areas when speakers of indigenous languages
can develop their culture and serve as models for others. I am very much in support of
those programs that allow us to develop and increase language maintenance and
revitalization and the organizations that look for strategies for people to develop their
language and not lose their identity. Understanding that it is a challenge to learn the
different contexts of languages can open doors and remove the barriers through the help
of programs that view bilingualism as a resource. Knowing your cultural identity helps
you know who you are, what you want, and where you‘re going‖ (BilingLatAm IV
Conference, Oaxaca, Mexico, 07/01/11).
CASS ex becario José Israel Morales (Kaqchikel—San José Poaquíl, Chimaltenango,
Guatemala) says, ―Getting the scholarship to the US was the best thing that could have
happened to me because I live in a rural community. I am very happy to know that
people like you dedicate a large part of their lives trying to research if it‘s worth it or not
studying outside of our own borders…wow, that is really surprising. I agree with many
of the things you wrote, especially that we are interacting with a country more or less 100
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years ahead of ours and that makes us feel like we‘re from another planet or time, but
thankfully human beings adapt to different conditions and the motivation to want to learn
to improve things at both the personal and community level, that is what motivates one to
navigate all this for a year. Personally I will tell you that I learned a lot of things that I
never would have learned in even the best universities of my country. I was in a
bilingual English/Spanish school and I did lots of comparisons about how bilingual
education should be applied. Basically the teacher should have systematic knowledge
about bilingual education, but we are teachers with little training in this and that is the
reality. I have to understand that before giving a class, and it surprises me when the class
goes well and the students stay motivated to continue learning. So thank you for asking
my opinion and I hope you complete your research. It is excellent work‖ (07/16/11).
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APPENDIX C: LETTER TO EXBECARIOS
Distinguido Ex-Becario:
Yo soy Janelle Johnson, maestra, y estudiante de doctorado en educación. Estoy
desarrollando una investigación académica con el título ―Esfuerzos Transfronterizos en
Capacitación de Maestros‖ como tesis de doctorado para la Universidad de Arizona.
El propósito de este proyecto es estudiar los programas transnacionales de capacitación de
maestros y su impacto en el desarrollo de las comunidades locales. Siempre existen
conceptos diferentes entre las agencias externas y los participantes en sus programas. Con
diálogo compartido, las metas del estudio son estudiar y mejorar los actuales modelos
transfronterizos de capacitación de maestros, y mejorar la construcción de los modelos del
futuro.

Estoy pidiendo su participación en el estudio. Sería un gran honor colaborar con usted
porque los ex-becarios tienen experiencia en capacitación transfronterizo. Se le ha
invitado a participar porque es ex-becario, y puede ofrecer perspectivas únicas sobre el
desarrollo desde el punto de vista local. Estoy mandando esta misma carta a todos los
maestros/as ex-becarios CASS de Guatemala y México, por correo electrónico. La
organización CASS (ahora conocido como SEED ó ―Semilla‖) en Georgetown ha aprobado
esta carta y cuestionario.
Su apoyo es importante para mi para fortalecer la investigación que estoy realizando con la
motivación de compartir esta experiencia con la organización CASS/SEED. Su participacion
es opcional.
No hay riesgos ni beneficios asociados con su participación en la investigación. El único
costo es el tiempo requerido para contestar las preguntas, y/ó visitar el sitio web
www.docentesCASS.ning.com. Me gustaría extender la invitación para los que están
interesados a participar en la investigación.

Usted puede obtener más información sobre la Investigadora Principal Janelle Johnson
llamando al (520) 320-9124. Si tiene alguna pregunta, duda, ó queja sobre sus derechos
como participante en estudios de investigaciones académicas, puede llamar a la oficina
del Programa de Protección de Sujetos Humanos (Human Subjects Protection Program)
marcando al (520) 626-6721. También se puede usar el sitio internet, ubicado en
http://www.irb.arizona.edu/contact/.
Le saluda atentamente,
Janelle Johnson
Tucson AZ 85711
EE.UU.
janellej@email.arizona.edu y janellemjohnson@hotmail.com
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APPENDIX D: CASS QUESTIONNAIRE
Esfuerzos Transfronterizos en Capacitación de Maestros: Cuestionario de Maestros/as CASS
País: México; Estado: ____ Año de participación en CASS: ____ CASS (EEUU) en: __________
Se puede responder a ningunas, algunas, ó todas las preguntas como quiere…
1.

¿Qué idioma ó idiomas habla usted? ¿A qué etnia pertenezca usted?

2.

¿Usted trabaja en la comunidad donde vive?

3.

¿Qué idioma ó idiomas habla en la comunidad donde trabaja? (¿Hay uno que se usa más en casa, y
otro en el trabajo, por ejemplo?

4.

¿Su escuela tiene un programa de educación intercultural bilingüe?

5.

Si tiene educación intercultural bilingüe, ¿qué opinan las personas de la comunidad sobre el programa?

6.

¿Su experiencia con CASS/Semilla ha cambiado su opinión sobre la educación bilingüe? ¿Por qué?

7.

¿Qué cosas que ha adquirido con CASS/Semilla aplica en sus clases?

8.

¿Qué es desarrollo para la comunidad donde trabaja?

9.

¿Cuáles con las metas de desarrollo que tiene la comunidad donde trabaja?

10. ¿Qué impide el desarrollo de las comunidades, desde su punto de vista?
11. ¿Su experiencia con CASS/Semilla le ha ayudado a apoyar el desarrollo en la comunidad? ¿Cómo?
12. ¿Su experiencia con CASS/Semilla cambió sus ideas sobre el desarrollo de la comunidad en donde
trabaja? ¿Cómo?
13. ¿De acuerdo con su plan de acción, fue posible aplicarlo? Si ó no, por favor, describa el proceso.
14. Una de las metas del programa CASS/Semilla es crear agentes de cambio en la comunidad. ¿En qué se
siente preparado? ó ¿Que cosas aprendió y cómo lo aplicó?
15. ¿Qué recursos existen en la comunidad para hacer proyectos?
16. ¿Tiene sugerencias especificas de cómo el programa CASS/Semilla se puede mejorar basado en su
trabajo?
17. ¿Cómo averiguo sobre becas CASS/Semilla? Por favor, describa el proceso de aplicar y conseguir la
beca.
18. ¿Qué becas están disponibles para usted?
19. ¿Cómo recibió su título de maestro? (¿Había diferencias en el proceso entre los becarios
CASS/Semilla?)
20. ¿Qué impacto tiene el sindicato en la política educativa?
21. ¿Qué impacto tiene el sindicato en el proceso de la formación del docente?
22. ¿Qué impacto tiene el sindicato en la educación intercultural bilingüe?
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