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ABSTRACT 

This descriptive socio-linguistic study examines 

children's biliteracy development in a second grade 

classroom in a private school in Buenos Aires, where English 

is taught every afternoon as a foreign language. 

The primary purpose of the study is to describe a 

bilingual setting in Argentina and to determine how these 

second graders are becoming biliterate in a very specific 

community where the learning of a second language is highly 

valued. Field notes, interviews and informal conversations 

with teachers and students were the main source of data 

gathering. Parts of the observations were tape recorded. 

Major findings of this study are the following: 

1. Students are learning English as a foreign language. 

They are not second language learners. 

2. The children were exposed to different models of language 

instruction in each language. The teacher's model of 

language learning influenced the children's perceptions of 

themselves as language learners, readers and writers. 

3. Although the teachers did not encourage it, students 

frequently transferred and applied what they know about 

literacy in the first language (Spanish) to their learning 

of foreign language literacy (English). 

4. In order to read and write in a language, a person 
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doesn't have to be orally fluent in it. 

5. Learning is a socially constructed process. Language 

learning is more meaningful, lasting and authentic when it 

is functional and serves specific purposes. 
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CHAPTER 1 

A RESEARCHER'S BELIEFS 

The Significance of the Study 

The main purpose of this study is to describe a classroom in 

an Argentinean school, in which Spanish is the mother tongue 

of all students and, consequently, the unmarked language in 

the classroom, while English is taught as a second language. 

Today, after almost four months at the school and about 70 

hours of data collected, I do not talk about second language 

acquisition any longer. According to Lessow-Hurley (1990) 

and Macaulay (1980), among others, a "second language" is a 

language widely used in the immediate social environment and 

a "foreign language" is one that the student is not likely 

to find in the social environment outside the classroom. I 

believe the students in this study are learning English as a 

foreign language. There is nothing to connect them to 

English outside the school. Their interactions with English 

are limited to three hours of formal teaching and learning 

with their English teacher in their classroom every day. 

The term bilingualism has also cultural implications which 

were non-existent in this school in Buenos Aires. The role 

of the second culture is important in a bilingual setting 

because it is present in the classroom and out of it. 'In 

the school where this study took place, the concept of a 

second culture related to the second language being learned 
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was not introduced at all. 

Purposes, Goals and Research Questions 

My intent is to describe and characterize how these 

children are developing their language and becoming literate 

in Spanish while learning English aiming to become fluent 

English speakers and biliterate individuals in their 

society. I also examine 1) how these goals to become 

English speakers, readers and writers are reflected in the 

second grade classroom being studied; 2) what factors and 

circumstances promote or not the learning and use of the 

foreign language, specifically the reading and writing 

development of the students; and 3) the pedagogical 

principles that guide the curriculum. 

This study poses the problem of how classrooms' 

teachers, pedagogical approaches and social contexts enhance 

or constrain students' language perceptions, language 

development and literacy or biliteracy development. In 

addition, it examines the specific language features of 

English and Spanish which do emerge from the student's oral 

and/or written productions. 

Early Literacy Learning 

Studies of children's early literacy provide evidence 

that in natural language settings children test their 

hypothesis about language. From an early age children 
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develop a sense of how written language works and varies in 

the different contexts in which they find themselves. 

Research in early literacy (Clay, 1979; Ferreiro & 

Teberosky, 1982; Goodman & Goodman, 1983; Harste, Burke & 

Woodward, 1983, 1984) proves that children are active 

investigators of written language. It is through reading 

and writing, through exploring written language processes 

that children establish connections between reading, writing 

and language. Thus, close observation of how these early 

reading and writing relationships develop among young 

children and how the messages, either direct or implicit, 

that children receive in their classrooms at school, every 

day, affects their development and the relationship between 

the students and their learning. 

Seven year old David told me: 

Es mas divertido escribir historias en Ingles, 

aunque es mas dificil porque no se muchas palabras, 

pero quedan mejor y yo puedo decir lo que me sale. 

(It is more fun to write stories in English, 

although it is more difficult, because I do 

not know many words, but the stories are better 

and I can say whatever I want to.) 

The questions I answer through my research are: 

1. How are second graders learning a foreign language in a 
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private school in Buenos Aires? When, how and for what 

purposes do they use the foreign language? 

2. How do these students become biliterate? 

3. What factors and/or circumstances influence, promote 

and/or constrain the learning and use of the second 

language? 

4. What are the pedagogical approaches that guide the 

curriculum? 

These research questions guided this study and have 

been answered throughout the chapters of this paper and 

concisely summarized in the last one. 

Description of Research Design 

After visiting different bilingual schools in Buenos 

Aires and interviewing both teachers and principals in these 

different settings, I chose Villa Devoto School for my 

study. There were three main reasons for this selection: 

1) This setting exemplifies the reality of most bilingual 

schools in Argentina where English is taught and learned as 

a foreign language. Villa Devoto School is not one of the 

few schools in Buenos Aires where it is possible to find 

bilingual or English speaking children among the student 

population. 

2) Villa Devoto School has eighty seven years of tradition 

as an educational institution which changed, progressed and 
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•developed along with the social, cultural and political 

changes of the country. 

3) The language and learning philosophies of its officials 

was accessible to me through initial dialogues and 

interviews. 

4) The respect that both, the English and the Spanish 

principals showed toward their teachers and students, and 

their open and positive attitude toward this research study, 

its goals and value, was important for conducting this 

research. 

Method 

Critical to this investigation is an ethnographic 

methodology which enabled a focus on the relationship 

between the two languages and on the reading and writing 

development of the students (biliteracy development). I 

conducted a semester study, from September to December, in a 

second grade classroom, where a Spanish curriculum is 

followed in the morning and an English as a foreign language 

program is carried on in the afternoon. I was a participant 

observer in the classroom where I spent about 70 hours, in 

this four months period, interacting with teachers and 

students. The children were aware of my presence and of the 

general reason for my being in their classroom. 
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Data Collection Procedures 

As stated by Blazer (1993), an ethnographic 

perspective uses a variety of techniques for collecting 

data. The methods used in this study to collect data 

included: 

1. Observations recorded in daily field notes, documenting 

activities related to literacy acquisition. The focus was 

on teacher's ideologies, practices and values; on observing, 

recording and talking to the children, especially to the two 

students chosen for the case studies, on the two students' 

responses and behavior patterns. 

2. Interviews, both informal and more structured, of 

children, teachers and principals, discussing their values, 

beliefs, home and school activities, attitudes about reading 

and writing. Teachers, children and principals were 

interviewed during the last phase of the study and all 

interviews were audiotaped and transcribed as necessary. 

The children were interviewed in Spanish responding to their 

decisions regarding language use. It was a private 

conversation between the child and the researcher. The 

questions asked ranged from what they thought about school 

activities, about reading and writing processes, about 

stories, about first and second language learning and how 

they felt about their reading and writing experiences in and 

out of school. 
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All four adults (Spanish principal and teacher and 

English principal and teacher) were invited to talk about 

their philosophies, beliefs, ideologies, specific goals for 

the year, pedagogical approaches, characteristics of this 

specific second grade and their own definitions of a reader 

and a writer. (See appendix A-C for interview forms). 

Everyone was interviewed in Spanish except for the English 

headmistress and the English teacher who were the only 

subjects interviewed in English. 

3. Transcriptions of audio-recordings during whole class 

activities, small group activities and teacher-student 

dialogues. These were typed into the computer, dated and 

reflected on. 

4. A collection of written products. The writing samples 

collected were limited to the two children chosen for case 

studies and who were closely followed by the researcher. 

The samples cover a wide variety of activities, skills, 

exercises and projects in Spanish and English. It was 

possible to identify differences in pedagogical approaches, 

teacher's and student's attitudes and responses by analyzing 

these samples. 

5. Videotaping was used initially but it was quickly 

abandoned because it distracted the students and usually 

disrupted the activities. 

The chapters that follow serve as a theoretical and 
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organizational framework that allowed me to organize this 

study and the setting where it took place. These chapters 

are presented in the following way: a discussion of 

bilingualism in Argentina is provided in chapter two, with a 

description of Villa Devoto School, its history and context. 

In chapter three I described the second grade classroom as a 

social organization, introduced the Spanish and the English 

teachers and the literacy events and activities observed in 

the classroom. Cecilia and David, the two case studies, are 

presented and discussed in chapter four, and chapter five 

offers an overview of the major findings and conclusions of 

the study. A series of figures and tables are presented 

throughout the chapters. The figures followed by the letter 

"a" are the originals in Spanish and the ones followed by 

the letter "b" are their English translations. 
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CHAPTER 2 

BETWEEN THEN AND NOW: ANGLO-ARGENTINEAN BILINGUALISM 

In Argentina bilingualism is viewed with respect, 

approval and commendation. The general attitudes toward 

bilingualism are positive. Society considers it to be a 

worthwhile accomplishment if a person masters a second 

language, especially if that language is English, which is 

recognized as a universal language, the one that the 

children of Argentina will need tomorrow to succeed and to 

compete in the world work force. 

This meaning of bilingualism in our country cannot be 

separated from its historical roots, which has generated a 

socio-political context specific to language planning, a 

central issue in Argentinean education. Emilia Ferreiro 

(1994) states that the drama of the America conquest has had 

important linguistic implications. Usually the conquered 

were more in need of being understood and accepted by the 

conquerors, and they adapted to easily and assimilated the 

new languages. The conquerors never consider the 

possibility that they would be assimilated into the culture 

already existent in this continent, or even entertain the 

idea that they would be integrated with the indigenous 

people of this land. The conquerors imposed their rights 

over the conquered in an act of linguistic power. 

Language diversity is not a feature of the past. After 
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centuries of the conquest of America, it is not difficult to 

find similarities in actions and attitudes between the 

Spanish conquerors and the large number of British people 

who came to Argentina in the first half of the century 

speaking, reading and writing English. Mainly railroad 

workers, many of them stayed on when their contracts 

expired, joining earlier settlers in establishing a 

substantial English- speaking community. Up to and 

including the present generation, this community is trying 

to preserve its language and culture (Eayrs, 1995) . But 

there are now definite signs that the English traditionally 

spoken is changing along with the culture influence that has 

been integrated with some Argentinean ingredients. Few 

Anglo-Argentineans under the age of 25 now are completely 

proficient in English compared with the previous two 

generations of the 1930s and 1940s. Today the bilingual 

school that includes among its student body a child who 

speaks English at home considers itself lucky (Eayrs, 1995). 

It is not difficult to realize that as a result of the lack 

of a vital and organic speech community, the culture and 

language that has bound this Anglo-Argentinean group 

together is different today from that of the 30s and 40s. 

They call themselves Argentineans, Anglo-Argentineans or 

British descendants. 
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Context of English Learning in Argentina 

The development of English as a foreign language 

program in Argentina can be traced to socio-cultural, 

linguistic, political and economic changes in society. As 

most countries in the world, Argentina has become a complex 

society and it is facing important social and economic 

problems. Considerable education is necessary for basic 

participation economically and culturally in the society. 

This country was a colony of an European nation and today it 

maintains negotiations and connections with different 

countries in the world. There is a strong need for mass 

literacy (Goodman, Goodman & Flores, 1979) and it appears 

that literacy solely in the national language, Spanish, will 

be limiting. The need to read texts in other languages to 

succeed in tertiary education seems to require literacy 

instruction in a foreign language in elementary and 

secondary schools. The language of choice in this regard is 

usually English because it is considered to be universal. 

Argentina is not a monolingual country. There are native 

languages used in some parts of the country (Menegotto, 

1994). There are also minority groups, such as Koreans, 

Chinese, Germans and Italians, who live in different 

sections of the country whose languages, religions and 

traditions are different from the majority, although many of 

them speak Spanish as a second language in order to work and 
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function in this society. However, most people consider 

English to be the most valuable language to keep up with the 

demands of the modern world. 

The history of our education shows that only those 

fortunate people who belong to an upper socio-economic 

status can receive literacy education in a foreign language. 

Today, the federal government had passed a new Federal Law 

of Education, which assures that in all public schools of 

the country, all students will receive literacy instruction 

in English as a foreign language, starting in first grade. 

Public schools in Argentina come from a tradition of 

literacy in Spanish, although families who send their 

children to those schools place an important value on 

English literacy learning even though they can not afford it 

(Jackson, 1995). The community attitude towards literacy in 

English is very positive. Most people understand that the 

dynamics of the society require it. 

Villa Devoto School: It's History 

Villa Devoto School is one of the bilingual schools 

that was founded early in the century, in 1908, along the 

railroad that joins the city and the province of Buenos 

Aires. The school's English primary headmistress, Mrs. A., 

was a former student of the school. Her grandfather had 

been a railroad worker, one of the many who decided to stay 
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in this country. During our interview she talked about the 

beginnings of the school. When it started, Villa Devoto 

School was an English only school. It educated the children 

of British families only. Some years after the school 

started, they realized that they needed to teach the 

children Spanish too, because families were staying longer 

than they had thought and Spanish was the language children 

needed to function everywhere outside their homes or school. 

So the school board decided to implement a bilingual program 

teaching Spanish as a second language. 

The school was only for primary grades. After 7th 

grade the students went to another private or public 

institution. Gradually people who were not from English 

extraction but wanted to learn English were admitted in the 

school. The children who spoke English, did so all the time 

and the Argentinean children had to keep up with them, so 

there was much more English utilized at school than Spanish. 

English was the main and unmarked language at school. 

In the year 1947 the school changed owners. Until then 

it belonged to an English family who organized the school to 

provide an English-type of education to this community. In 

1947, the British Council took it over and a new 

headmistress was appointed. A few years later they extended 

their grade offerings to serve secondary school learners as 

well. Gradually the school community was changing 
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reflecting the changes in the society. More and more 

Spanish speaking children were enrolled in the school and 

fewer English children arrived, some of these English 

children spoke Spanish and were already bilingual. The 

Spanish language became the dominant one. From the 1960s on 

English was no longer the first language at the school, 

although the school's tradition and reputation as an English 

school was and is still very important. Most of the 

families who send their children to Devoto school today 

state that one of the main reasons for selecting this school 

is the high level of English proficiency the children 

acquire by the time they graduate from high school. 

Argentineans families consider the English language to be a 

prestigious and profitable tool they can offer their 

children. 

Mrs. A., The School's English Headmistress 

Mrs. A., the English principal, has been working at 

Villa Devoto School for 27 years. She said she had seen and 

lived through many changes at the school. At one point it 

was organized as four different schools in one building and 

under one name. She explained that the educational 

philosophies and pedagogical approaches of the principals of 

each section: primary Spanish, primary English, secondary 

Spanish and secondary English, were so different that it was 
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hard to unify them and work as a whole. She has been the 

primary English headmistress of the school since 1978. She 

strongly believes that the school is much more unified 

today, its general objectives have been clearly stated and 

everybody works together toward similar goals. As Mrs. A 

points out, many things in the history of the school and in 

the history of Argentina brought about changes. In 1982 the 

war in the Malvinas Islands with Britain shook everybody, 

and the British community in this country was particularly 

affected by it. The school board, made up mainly of English 

people, and whose chairman was an English man, resigned 

their posts so the school would not find itself in the 

middle of two conflicting forces. Some of the Argentinean 

members took over the functioning of the school and started 

working with a new overall head, who was a philosopher, an 

educator, and a person who did not speak English but who was 

assigned to that position due to his history and 

accomplishments. 

It is clear that Villa Devoto School had changed since 

its beginnings. There are no more English speaking children 

or children with English heritage at school today. It is 

now an Argentinean school not a British one. Mrs. A. 

believes that an English school is one that educates 

children in English culture to live in England, or at least 

to give them as much of English culture as possible, so that 
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they know a lot about the English people and their 

background. Today this school teaches English as a tool to 

communicate with other people in order to be able to have a 

better chance at work, to improve and make more ample their 

knowledge of other people and of the world and it is not 

restricted to only one country, England. During our 

interview, Mrs. A. stated: 

"If we are going to think of the world being more 

universal, we have to open up frontiers not close 

them. I always tell parents that we do not want to 

teach children only for themselves, we want to 

open them to others and the English language, as 

one of the universal languages, is the language 

they will use to communicate with anybody who 

understands it. This is why it is so powerful". 

Context of the School 

Villa Devoto School is a traditional "bilingual" school 

in the city of Buenos Aires. It takes its name from the 

neighborhood where it is located. It serves a population of 

approximately 550 students in its three sections: preschool 

and kindergarten, primary and secondary. The school is 

located in a quiet residential zone. The children enrolled 

at the school belong to middle and upper social and economic 

class families with strong concerns about their children's 
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literacy development in English and in Spanish. 

During an open-ended interview, the English principal 

characterized the school as "a place in constant change, 

where most teachers are moving slowly but firmly toward more 

child centered approaches and trying to leave behind teacher 

directed and skills approaches to children's learning". Mr. 

S., the Spanish headmaster of the school, pointed out more 

than once, that the Spanish section of the school could be 

judged as more traditional and skills oriented than the 

English section, but this is so because it is pressured from 

and controlled by the State Department of Education. The 

English language teaching and learning is not official, it 

is not supervised by the State Department of Education, and 

consequently, it is regulated and supervised only by the 

institutional authorities. 

At the school, there is a strong concern about 

reconciling the stated curriculum that needs to be followed 

and covered during the year with the pedagogical approaches 

appropriate for children's language and learning that 

teachers and principals state they believe they should 

implement. Somewhere along the line there is a discrepancy 

between what it is being done in the classroom and the 

beliefs and values the educators of the school express. 

Because the English teachers can work more freely, without 

specifics demands from the state, the transition and passage 
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from a teacher centered curriculum to a child centered 

curriculum (Table 1) is moving slowly but firmly and 

noticeably in the English classes, more so than in the 

Spanish ones. The approach in each part of the curriculum 

(English and Spanish) reflects different philosophical 

assumptions, different beliefs and different values about 

children's learning, and about the role of the teacher and 

the role of the students in a learning situation. 

CHILD CENTERED CURRICULUM TEACHER CENTERED CURRICULUM 

Child initiates Teacher initiates 

Child chooses, creates and 

constructs 

Teacher decides. Child acquires 

Child generates experiences and 

literacy events 

Teacher designs and organizes 

tasks and activities 

Teacher monitors and responds Teacher controls and demands 

Child self corrects Teacher corrects 

Table 1. Characteristics of child and teacher centered 
curriculum. (Adapted from Continuum of Ideological Context, 
Maguire, 198 9). 

The English and the Spanish teachers of the classroom 

described in this study, are both on the left side of this 

continuum, however the English teacher is slowly trying to 

move to a child-centered environment. To focus on this 

continuum as a curricular framework has helped me to answer 

my questions throughout the chapters of this paper. 
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CHAPTER 3 

LIFE AT THE SCHOOL 

The Second "D" Classroom 

A classroom exists as a community (Goodman, 1984; 

Graves, 1983) within a bigger and more structured community 

that is the school institution. Life and happenings in a 

community are marked and conditioned by the people in that 

community; in this case, by specific teacher assumptions, 

ideologies, characteristic in activities, routines, meanings 

and quality of invitations. 

Each of the classrooms at Villa Devoto School is 

referred to by a number and a letter. This study took place 

in a 2nd "D" grade classroom, situated on the first floor 

with an entrance that opened to a hallway which leads to the 

children's restrooms and the teachers' lounge; the stairs to 

the upper floors or downstairs to the entrance, to the patio 

and to the main hall of the school. 

The room is big, bright and colorful. It has big 

windows facing the street. There are bulletin boards and 

decorations on the walls and spring flowers hanging from the 

ceiling (Figure 1). 
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Figure 1. Floor map. The physical arrangement of the room. 
(B.B., bulletin board; BI.B., blackboard; Bks., bookshelf; 
T.D., teacher's desk; T.C., teacher's closet; W., window; 
H., hangers; S.S. student's shelves). 

There are several large tables which are usually moved, 

allowing the students to work individually, in pairs or in 

small groups. The teacher's desk (T.D.) is situated in a 

corner of the room, next to the board (BI.B.) and facing the 

students. The bulletin boards (B.B.) and wall decorations 

did not change during the four months of observations. On 

the back wall there is a teacher made alphabet chart with 

each letter both in print and cursive, accompanied by a 

picture and a word, a poster with flags of different 

countries; and a weather calendar. One of the side walls 
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has a teacher made chart with common words in Spanish. On 

the large wall facing the door, there is a closet (T.C.) 

shared by the Spanish and the English teachers, a big green 

board (Bl.B.) a student's birthday chart, and a math poster. 

There is also a little closet with a lock hanging from a 

wall, with some English and Spanish books in it (Bks.). On 

the last wall, there are the English bulletin boards, with 

greetings, a welcome note to the students from the teacher 

and pictures of the students with their names: "I am...." 

Next to the pictures there is another teacher made English 

board with the name of colors and commonly used phrases and 

questions in the classroom, such as: 

How do you say...? 

Can you move Mrs. B, please? 

Can I give out the papers? 

Can I color in markers? 

May I go to the bathroom, please? 

What's this? 

There were seventeen 7 and 8 years old students in the 

classroom; eight boys and nine girls. As it is common in 

most classrooms (Whitmore and Crowell, 1994) there was some 

diversity in the children's language and literacy abilities, 

although it was not really strong, as both the Spanish and 

the English teacher described the group as "really 

homogeneous" with no excessive or extremely marked 
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individual differences. Only three children had parents who 

spoke English as a second language, but they rarely used it 

at home with their kids. The language used at school all 

the time was Spanish, except during the English class. 

During lunch time, recess, sports and recreational 

activities the children communicate in Spanish and it is 

hard for them to express themselves in English when it is 

required by the teacher. Code-switching, the switch from 

one language to another (Wonder,1987), was a commonly used 

feature in the English class, both intra- and inter-

sentential, when the students tried to communicate an idea 

or concept and did not have enough English vocabulary to do 

it or when they were not ready to take risks. 

In the mornings, the class day was divided into subject 

matter areas; i.e., a block of time for math, a time block 

for language, then 10 minutes recess, a block of time for a 

special class such as music or art and another block of time 

for science or social studies. The students had special 

teachers for music, physical education, fine arts and 

drawing; each of these special classes have a 45 minutes 

block of time, once or twice a week. Table 2 shows the 

weekly calendar. 
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TIME MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY 

8 : 00 Pledge Pledge Pledge Pledge Pledge 

8 :10 Math Language Math Language Math 

8  =  3 5  Recess Recess Recess Recess Recess 

8 : 4 5  Art Music Language Drawing Language 

9 : 3 0  Math Language Math Language Language 

10:00 Recess Recess Recess Recess Recess 

10:10 Language Math Reading Math Math 

1 0 : 4 5  Science Soc. St. Science Soc. St. Science 

1 1 : 3 0  PE Homework 

Announc. 

Clean up 

Homework 

Announc. 

Clean up 

Homework 

Announc. 

Clean up 

Homework 

Announc. 

Clean up 

1 1 : 5 5  Dismiss. Dismiss. Dismiss. Dismiss. Dismiss. 

12 :10 Lunch 

Recess 

Lunch 

Recess 

Lunch 

Recess 

Lunch 

Recess 

Lunch 

Recess 

1 3  : 1 5  English English 

PE 

English 

PE 

English English 

PE 

1 6 : 1 5  Dismiss. Dismiss. Dismiss. Dismiss. Dismiss. 

Table 2. Daily Schedule in Room 2nd D. 

The morning ends at twelve noon with an hour and 15 
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minutes for lunch. Most of the children go home for lunch, 

but a few stay at school. The English session starts in the 

afternoon. Three days a week it is a three hour session 

with two 5 minutes recess periods, and the other two days it 

is a one and a half hour session with one and a half hours 

for sports and physical activity at the school club. The 

English curriculum is not divided into subject matter areas. 

English classes focus on English as a subject. The English 

sessions are divided into subject matter areas from sixth 

grade on. 

Mrs. C. The Spanish Teacher 

Mrs. C. has been working as a teacher for 5 years, 

almost three of them at Villa Devoto School. This year is 

her first year teaching second grade. She is a monolingual 

Spanish speaker and teaches all subject areas in Spanish. 

As she stated, she had lots of expectations about this class 

mainly because it had a reputation as a "difficult" one to 

control with a history of discipline problems, but she felt 

she had established a "healthy and warm" relationship with 

her students. In her class there was a lot of teacher talk 

directed to the whole class. Everybody was always engaged 

in the same activity. Although two, three or four of the 

children were usually clustered around tables, most of the 

work was done individually following teachers directions. 
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This classroom had a hum of voices, children were talkative 

and always had something to comment on to a friend. The 

teacher controlled this with disciplinary comments, which 

were frequent. 

Mrs. C. believed the group was very demanding and 

needed to be "on task" all the time. An incident that was 

quite reveals the climate of constant activity that was 

established in the classroom occurred after a math activity 

titled "Somos Calculadoras" (We are calculators). The 

children had to copy ten problems and solve them 

individually. Some of them starting talking, moving and 

walking around the room. This was a sign that they needed 

some more practice, so the teacher copied three more math 

problems on the board for them to solve. At that moment she 

said: "Some of them finish the exercises faster than the 

others. I have to add some more to control these students 

and keep them busy. The other group have to hurry to catch 

up and sometimes they take the rest of exercises home as 

homework." The students were all engaged in the same 

activity at the same time. Individual time and pace to 

complete assignments were not taken in consideration by the 

teacher when planning the activities. 

Mrs. C. believes that by the end of second grade, the 

students should read fluently, with good intonation, making 

use of the punctuation marks and being able to talk about 
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what they have read. They usually read from a book titled 

"Ludovico" twice a week. Generally a chapter is first read 

individually in silence, then there is a group sharing 

session, where the oral work is very important. The teacher 

and the students talk about the reading together and discuss 

the new vocabulary and grammatical structures present in the 

text. This is followed by a written activity that the 

teacher uses to check for comprehension. One of these 

comprehension activities is shown in Figure 2a. The 

activity includes five questions that the students had to 

answer about the reading. In the second part, the children 

had to name three characters, write three actions verbs from 

the story and choose ten words from the picture to separate 

into syllables. The students did not elaborate the answers 

or explore the meaning of the reading. They copied the 

answers directly from the text, they were all text-bound 

questions. Mayra, one of the girls in the class, was 

playing with her pencil while the other students were 

reading the passage silently. When she had to complete the 

activity, she just went over the reading, found the answers 

and wrote them straight from the book. All her answers were 

correct. 
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Figure 2a. Spanish Reading Comprehension Activity. 
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September 2nd 

Who first prepared the bags? 

Ludovico 

What important thing did Ludovico take with him? 

The newspaper and all his memories and adventures. 

Why is the little parrot sad? 

Because its dad finished its job and they are leaving. 

Who will Ludovico remember? 

He will remember everybody that he met in Patagonia. 

What happened to the Blue Encyclopedia? 

No answer. 

Name three characters present in the picture 

Ludovico- Florencia- Juan. 

Write three actions they do in the picture 

Packing- flying- walking. 

Write ten things present in the picture and then separate 

them into syllables 

Figure 2b. English translation of Fig. 2a. 
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The children liked the book and knew the story quite 

well, although, as David stated: "I like the story of 

Ludovico, but it is not fun to always do the same activity 

when we finish a chapter." There was no choice, ownership 

or authenticity (Harste, Woodward & Burke, 1984) in this 

classroom. All students read the same book in the same time 

period and completed the same activities afterwards. 

The teacher and the students organized a moving library 

in the classroom. Each child brought a book to school for 

the classroom library. Every Friday the children had the 

opportunity to choose a book to take home and read during 

the weekend. They had to return the book on Monday. 

Sometimes they shared their books, or talked about them with 

the class, but most of the time there was no time to do this 

type of follow up. Mrs. C. stated that she values all kinds 

of readings in her classroom. Although their main source of 

reading was their reading textbook, her students also read 

assignments, directions, poems and had access to newspapers, 

comics and different magazines and stories during the year, 

although their main source of reading is their reading book. 

The students participated in different types of writing 

in the classroom: they copied from the board, wrote 

sentences using a specific word, took dictations, did 

spelling exercises, and work on their writer's folders, 

where they completed or finished stories selected by the 
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teacher. Dittoed sheets and workbook exercises in their 

copy books were frequently assigned and free story writing 

was not observed during the period of research observations. 

The students completed a story already written, came up with 

beginnings or endings, wrote a story from a picture or 

completed exercises. Writing activities were teacher 

directed, she gave the students the materials, the stories 

or pictures and the specific instructions to follow. In the 

example in Figure 3a the children had to construct a 

sentence from a group of isolated words and to read some 

sentences and respond whether they were true or false. They 

were studying the characteristics of the winter season and 

those sentences were related to that topic. This example 

shows once again that, when engaged in writing activities, 

the students just followed teacher's directions without 

bringing their ideas, thoughts or understandings to the 

task, or even without analyzing the concepts being studied. 

Mrs. C. considered that, "It is important to integrate the 

different areas of the curriculum when reading and writing; 11 

consequently, the title of this activity was "The cold 

winter wind made the words to fly away". In this way she 

believed she was integrating language and science. 

Research suggests (Harste, Woodward & Burke, 1991) that 

instructional assumptions made by the teachers, whether 

right or wrong, affect and influence the learning outcome of 
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the students. Judging by her invitations to the students 

and the kind of writing activities they were engaged in, it 

is clear that Mrs. C. believes that there is one pattern of 

writing development and all children go through it; and that 

becoming literate means learning and practicing skills 

(Edelsky, 1986). Grammatical concepts and structures and 

spelling were the main focus of the written exercises. 

Content, meaning and function were not stressed as important 

features of a written piece. All students had to work on 

similar texts, follow the same rules and accomplish the same 

objectives. In Figure 4a the students had to underline the 

interrogative and exclamatory sentences they found in a 

paragraph. They had to recognize them but they were not 

asked to use them in their writings and the function or 

purpose of this exercise was never discussed in class. 



43 

EL FRIG VILNTU UE lNVlEHNU NU5 HIZU VOL AH LA5 PALADKA5. 

• LA5 C0LUCAMU5 UN UfiUEN ? 
c 

. r " 1 <•' 
le ^uan recjalaron una nzul A bufanda „ 

Di. J-L -lŷ - — 
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aire libre. 

Figure 3a. Spanish Writing Activity. 
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THE COLD WINTER WIND MADE OUR WORDS FLY 

DO WE PUT THEM IN ORDER? 

was given Juan blue a scarf 

Juan was given a blue scarf. 

sweater a knits mom for Laura 

Mom knits a sweater for Laura. 

WRITE TRUE OR FALSE 

The coldest season is winter. 

We use lighter clothes in winter. 

The trees are covered with leaves and flowers 

The temperature is very high in winter. 

This is the season during which fewer 

outdoor walks are taken. 

T 

F 

F 

F 

T 

Figure 3b. English translation of Fig. 3a. 
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Figure 4a. Following Instructions: Spanish Writing 
Activity. 
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Bye, Manuel good luck! 

1- Circle the sun with a red color. 

2- Circle the (unknown) with a green color. 

3- Write two names: Paco y Meliponio. 

4- Write two things: wheel and scarf. 

Paco and Meliponio went to an empty lot. What a mess! It was 

so dirtv! What could thev do? They started to work. They 

picked up papers, cans, glasses and cleaned everything. 

Finally...It was ready! It looked very nice! It looked like 

a different place! How happy thev were! What did thev do 

with the things thev collected? They recycled them! 

Figure 4b. English translation of Fig. 4a. 
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Mrs. C. expects her students to have internalized 

knowledge about the basic grammatical structures of the 

language by the end of second grade. She said she believes 

they need assistance, help and specific guidance to become 

writers. 

Yo no creo en dejar a los chicos solos para 

escribir desde el primer momento. No les diria, 

por ejemplo: tema la vaca, escriban lo que 

quieran. Ellos necesitan ayuda y guia para saber 

como expresarse con la lengua escrita. 

(I do not believe in letting the students write by 

themselves from the beginning. I do not say, for 

example, write whatever you want to about the cow. 

They need help and guidance to know how to express 

themselves through written language). 

The students worked with families of words using some 

features of the Generative Word Method (Freeman, 1988) where 

both analysis and synthesis are combined. The teacher had a 

spelling program which involved different strategies to 

teach spelling. They had a spelling book, worked with 

individual words, not always in context, had dictation of 

some words and structured analysis of the words studied that 

week, or copied passages or readings from the book. Figure 

5a is the copy of a letter the students copied from their 
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books. The teacher told me that "the main objective of the 

activity was to practice spelling". The teacher gave the 

students the page with the pictures and the lines ready for 

them to copy the text. Usually the teacher corrected all 

the exercises and the activities with a red or green pen. 

She was the only "audience" for the student. In this 

particular case she wrote "Me encanto tu carta" (I liked 

your letter very much). The letter was not really the 

student's. He had just followed directions and copied what 

the author had written. 
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Figure 5a. Copy of the letter from Ludovico to Placido from 
the Reading Book. 
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Patagonia, April 29th, 1995 

Dear Placido 

My friend Placido 

It has been a long time since I saw you. When will you 

come back? The children are big. Does Delino still give 

them milk? Are the kids big? We talked so much about the 

family that we did not talk about us. Placido, come soon. 

I miss you a lot. I wait for you. 

I love your letter 

Figure 5b. English translation of Fig. 5a. 
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The Spanish and the English teachers did not plan their 

curriculum together. They got together three times during 

this year to discuss specific situations of some of the 

students, to talk about the group and to organize parents 

meetings in which they both participated. They did not 

discuss academic matters or pedagogical approaches. They 

both felt it would be good and beneficial for all, 

specially for the students, if they could work more closely, 

but they did not see each other at work and it was very 

difficult to get together after school. Mrs. C., the 

Spanish teacher, followed the general state and school 

guidelines to plan her curriculum and the thematic units she 

would develop during the year. She believes the plan should 

be flexible and should respond to the students interests and 

demands. She said that her principal always stresses that a 

plan is richer and much better if it is changed or modified 

according to the needs of the students. The curriculum was 

not negotiated (Whitmore and Crowell, 1994) between the 

teacher and the students. The assignments and topics were 

presented to the students and then there were times when 

changes, modifications and adaptations were made according 

to the students' demands. It was observed, for example, 

that some readings from the reading book served as starting 

points for different theme studies. In October, for 

example, the students read a chapter where the main 
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character of the story had moved to Patagonia. Some animals 

from that region were mentioned and the children wanted to 

know more about them. The following day the students and 

the teacher brought different books, pictures and 

information about the animals, discussed them and learned 

some more about them but there wasn't any follow up to this 

activity. 

Mrs. C. creates a teacher-centered environment in her 

classroom (See continuum pp. 29) where she proposes, creates 

and organizes the activities and literacy events for her 

students. She controls what is learned and how it is 

learned and leaves little room for student's creations, 

inventions and authentic learning. She is the main source 

of knowledge in the classroom and the only person who 

corrects and checks the students' productions. 

Mrs. B. The English Teacher 

English was taught by Mrs. B. She has been working for 

thirteen years as an English teacher, eleven of them at 

Villa Devoto school. After five years of teaching first 

grade, this is her first year in second grade. Mrs. B is 

originally from Argentina and got her English teaching 

certificate a few years ago. Although Mrs. B. is fully 

bilingual she did not use her bilingualism to teach. She 

used mostly English with the children and expected the 
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students to respond in that language and use it as much and 

as frequently as possible. The only language of instruction 

was English. "My main objective for the year is for the 

students to be able to communicate in English," she said 

during an interview. Oral work and oral practice are the 

main features observed in this classroom. The students were 

given lots of opportunities every day to express themselves 

and to try to communicate their ideas and thoughts. Most of 

the students code switched frequently between words or short 

sentences. These were almost entirely translations into 

Spanish, seemingly for the purpose of ensuring 

comprehension. "Mrs. B. How do you say...? was the question 

most heard in the classroom every day. Every Monday 

afternoon, the students started talking about their 

weekends. They were willing and ready to share their 

experiences but frequently their vocabulary was not ample 

enough and it was common to hear sentences with some words 

in English and others in Spanish: 

"Yesterday my family y yo went a my granny's house 

and comimos un asado with ella." (Ceci G.) 

(Yesterday my family and I went to my granny's house 

and had a barbecue with her.) 

Sometimes another student helped out and said the word in 

English out loud, sometimes the teacher did. On other 

occasions the teacher asked the students if someone had an 
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idea about how to say a specific word in English or she 

waited until the student finished the sentence and repeated 

it to him or her all in English. Mrs. B. provided various 

kinds of information about language as the students spoke or 

wrote in her classroom. She tried to connect new words with 

others already known by the children, or showed them 

different ways of saying the same thing. She put presumably 

needed words on the board before the students began to 

write. 

The class period had about five or six different 

activities. Some regular daily activities such as 

greetings, date, weather. This was usually followed by the 

introduction of a new topic or structure with a game, then 

an activity or presentation from the teacher; a written 

activity completed by the students individually, in pairs or 

in small groups; some reading time; and two five minutes 

breaks. 

Although the teacher brought different activities and 

materials to the classroom during the year, the English 

curriculum was based on the demands, vocabulary words and 

grammatical structures of the reading textbook "Snap," a 

picture story book divided into chapters. The students also 

had a picture dictionary and three short chapter books that 

accompanied their reading book. Usually, once a week, Mrs. 

B. read a short story aloud to the whole group, sharing the 



pictures with the students. They also had some silent 

reading time, usually every other week, when they choose a 

book from a selection of books the teacher brought to the 

classroom whenever she planned this activity and reading 

period. When they worked with the reading book, each 

chapter was first read aloud. Each child represented a 

character and read its part; they took turns and usually 

everybody participated. 

After finishing a chapter of the book, the teacher 

wrote on the board several questions for the students to 

copy on their copybooks and answer (Figure 6). She also 

wrote the page number where they could find the answers. 

The children opened their books and answered the questions 

one by one, all of them were text-bound questions. The 

answers were later checked by Mrs. B. 
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Figure 6. English Writing Assignments. 
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Writing was done during group work time. Most of the 

writing was done individually but there were some activities 

and exercises done in pairs and in small groups. During 

class time, children were engaged in the different 

activities proposed by the teacher. They were very 

enthusiastic and talkative. It was easy to find them 

arguing with each other over spelling or sharing with 

another child their responses to their readings or sharing 

their ideas, setting up their zones of proximal development. 

Mrs. B. often gave children blocks of time and a single 

direction and, although she expected individual productions, 

she allowed and promoted interaction among the children. 

She was at all times the main source of information, the one 

person in the classroom with the right answers, as one 

student put it, "Mrs. B. is the only one in our classroom 

who can speak English and say whatever she wants to." 

While the students were writing the teacher either walked 

around the classroom observing, assisting and answering 

questions or held individual conferences with the students 

about their written assignment. 

The teacher usually listened to the child reading 

her/his production, asked questions, clarified ideas 

inviting him/her to think and reflect a little deeper. 

Children were very concerned with spelling and grammatical 

structures. They wanted accuracy and demanded that the 
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teacher correct their mistakes, so they could fix them. "Is 

this OK?" was a question often heard during the afternoon. 

The children wanted to be sure they were not making 

mistakes. In contrast to these kind of interactions that 

mainly concerned spelling and grammar, Mrs. B. would make 

positive general comments about the content of a written 

piece or would ask the writer to expand a little more or say 

a little more about the topic. 

Writing assignments were frequently related to past 

readings; exercises where the students answered questions 

about a picture; stories written about a picture or specific 

situation; or activities generated as a result of different 

classroom experiences (e.g.,interviewing the researcher). 

Each student had a copybook and all assignments were 

developed and kept there. As a consequence there were no 

student's productions exhibited in the room. Interviews 

with Mrs. B. revealed that after working this year in second 

grade, she would like to make some changes next year. She 

would change the reading book for another one that would 

allow her to engage the students in project work. She would 

bring in other resources such as books, magazines, loose 

paper, and start a classroom reading center where the 

students could go to and select reading materials more 

freely. She believes reading and writing would help 

children learn English more naturally and that they would be 
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more involved when learning the language in context. 

Although Mrs. B. also falls on the teacher centered 

side of the continuum presented in chapter 2 (pp.29), she is 

slowly trying to move her class to a child centered 

environment. She recognizes the students are capable of 

making decisions and taking responsibility for their 

learning and offer them possibilities to do so. She 

believes learning is a social event and sometimes allows her 

students to organize themselves and work together. Even the 

students perceive the different pedagogical approaches of 

their teachers and demonstrate a more open attitude toward 

the English class than toward the Spanish class. 

The Classroom as a Social Organization 

Classrooms are social organizations where similarly 

aged people are brought together (Goodman & Goodman, 1990). 

But it is possible to organize classrooms in different ways. 

There can be classrooms where social interactions are 

welcomed, fed and supported; classrooms where those 

interactions are welcomed only at specific occasions or 

under specific circumstances; or classrooms where 

interactions are very constrained and learning is highly 

predetermined and orchestrated. Vygotsky (1978) argued that 

children internalize the kind of help they receive from 

others and eventually apply those strategies when directing 
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their own learning. Teachers' beliefs and philosophical 

ideas determine their classroom's environment and establish 

its conditions and climate. 

The following sessions of this chapter introduce the 

Spanish and English contexts and the literacy events that 

take place in each of them. These events and the 

invitations of the teachers reflect the dynamics of each 

classroom as an unique and distinctive community that 

responds to the teachers' values, beliefs and expectations 

and to the social interactions that take place in it. 

Spanish Context and Literacy Events 

Mrs. C., the Spanish teacher, affirmed during an 

interview, that she believed group work was important, that 

the children needed to work together and support one 

another. She said: " Although individual work is a little 

more stressed in my class than group work, because the 

students need their own time to assimilate what they are 

learning, every week individual projects are combined with 

whole group or small groups activities". During the 

observation period in this classroom, all activities were 

teacher directed and teacher initiated. On different 

occasions either the students or the teacher arranged the 

tables so that three or four students were working at the 

same table, but each of them worked on his/her own copybook 
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and completed his/her own assignment without considering 

their neighbor's work. They talked to each other, shared 

ideas or comments, but each of them was responsible for 

his/her own work. On one occasion, Mrs. C. passed out to 

each student a paper with two pictures for them to come up 

with the dialogues (Figure 7a). First the whole group 

discussed different ideas orally, and then each of them 

worked on their own papers. Two girls actually represented 

the dialogue out loud and constructed an idea that they both 

could use, but the teacher asked them to work individually 

and create their own dialogues. Conversations and comments 

erupted and the students discussed ideas and opinions for a 

while, and even asked each other questions about spelling 

and punctuation, but at the end of the activity each of them 

had a written product in his/her own copybook. The teacher 

offered different kinds of writing activities in her 

classroom. They were usually written answers to questions, 

writing exercises, spelling exercises or story writing about 

a picture or sequence of pictures, like the one in Figure 8a 

written by David. 
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Figure 7a. Spanish Language Activity. 



Very talkative! 

What do you suppose the comb and the brush talk about 

Don't you need 

something else 

to look like me? 

I thought so 

from the start. 

What would the mirror think when you look at it? 

Your image is 

so bad that I 

am going to 

explode. 

Yes, yes 

You are right. 

Figure 7b. English translation of Fig. 7a. 
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Figure 8a. Teacher directed writing activity in Spanish. 



Monday 5 David 

I invent a story 

One sunny morning Mr. Rodrigo went fishing. 

So he prepared the fishing pole and began fishing and 

suddenly a fish came out and started to run after him. 

Very Good!! 

Figure 8b. English translation of Fig. 8a. 
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John Dewey (1902) provides considerable insight into 

the relationship between learning in school and learning 

outside of school. Children are learning constantly, and 

they learn outside of school without realizing they are 

doing it, because that learning is useful, natural and it 

has a reason to be. As Vygotsky (1978) states, the 

authenticity of learning experiences in schools can be 

explained by the similarities and differences between in-

school and out-of-school learning. At school, these 

students feel learning is a means to an end. The message 

they receive is clear: some things have to be learned before 

others; or, we need to practice and practice different 

words, such as transition words, before we can write a 

story. During the second week of October, the students had 

a written language evaluation. In the last exercise, the 

children had to write a story from a picture. As a whole 

group, the students described the picture orally by 

responding to the teacher's questions. She asked the 

students to come up with possible titles for the story and 

wrote some of them on the board, disregarding the ones she 

did not consider appropriate for one reason or another. 

Although she told them to use their imagination when they 

started writing, the result was seventeen very similar 

compositions, with a similar plot and similar endings. 

Figure 9a is an example of one of these compositions. 
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. »• Ĵ je U vl, 

—£v<„. c 
pf /rr̂  Ẑ — 
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The man in the moon 

68 

A long time ago a spaceship had landed on a planet. 

Suddenly some strange men. Then they heard that one 

approached them and said hi, welcome. They answered from 

the spaceship Who are you? We are Martians, but good 

Martians. Suddenly the Martians captured them and took them 

to a dark and scary place. The only open thing was a little 

window and the boy had the idea to go through the window and 

escape. 

Finally they started the spaceship and escaped. 

THE END 

Very Good! 

Figure 9b. English translation of Fig. 9a. 
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As she stated, Mrs. C. believes oral work is very 

important at this stage and all writing should be 

accompanied by it, but this kind of oral work, frequently 

observed in the classroom, did not allow the students to 

bring their own ideas, their background knowledge, their 

thoughts to the learning situation. When the whole group 

was discussing the meaning of the picture and coming up with 

a story to write about the picture, Rodrigo, an eight year 

old, shared his idea. He wanted to write about a spaceship 

that was coming to earth in the year 2020 with strange 

monsters and animals that were coming to replace the men on 

this planet. The teacher told him his idea was a little too 

fantastic and difficult to understand. Finally Rodrigo 

wrote a piece that closely followed the one that the teacher 

shared with the class. They were working to please the 

teacher and not to make meaning and please themselves. 

In this classroom and social community, friendships 

were strong and defined the strong sense of group belonging 

these students shared. The students owned the classroom 

more than the teachers did because they spent there between 

7 and 8 hours everyday, much more time than their teachers 

spent, and the classroom was the place at school where they 

had all their belongings and where their friends were. The 

children anxiously waited everyday for recess when they had 

free time to play and freely share experiences, ideas, plans 
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and long talks in Spanish. They valued their friendships 

highly as Mayra said: "The funniest thing at school is to 

see my friends and play with them. Recess is the best time 

of the day." Recess was one of the few periods in the 

morning when children felt in charge. There was no adult 

present to initiate the activity, set up the rules and 

organize the details. Children were, unconsciously, 

learning language at the same time they were using it. As 

Michael Halliday (1975) puts it, the children were "learning 

how to mean." Consider the following example to clarify 

this point. 

It was the first recess of a Monday morning. A group 

of three girls and four boys decided to organize a "rock 

race" in the patio. Each of them was going to race with two 

rocks. They wrote the rules to follow on a piece of paper. 

One person was the judge who marked the starting and ending 

points on the ground. They even graphed a chart on a paper 

where they were going to keep track of the positions. There 

was a great deal of arguing and compromising, but the 

children were able to organize the game and play it 

successfully. It took three recesses to set it up and they 

played the game three consecutive days with some added new 

participants each day. 

This is an example of a literacy event that follows 

Vygotsky's social theory of language. The form that 
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language took derived from the fact that it was used 

socially and that the users, the children, created the 

language conventions and rules to make communication easy 

and productive. 

English Context and Literacy Events 

In the English class, the students knew they were 

learning a language they did not know and understood that 

the learning process was different from that one present 

when learning Spanish. They were much more involved in the 

learning process in the English classes and seemed to be 

motivated and interested in the different activities 

presented by the teacher. Mrs. B., the English teacher, 

gave them more freedom than they had in Spanish. They had 

more opportunities to decide how to do an activity or how to 

organize a presentation. But they were not guided or 

encouraged to transfer their knowledge to the learning 

situation. The teacher was always the one who initiated the 

activities, the dialogues and the conversations. She 

selected the topics and the themes. It was not possible to 

know if the students had any previous knowledge about the 

theme or if they had any idea about the structure being 

studied, because they waited until the teacher had explained 

the theme or structure and presented the activity, to 

participate or ask questions. Vygotsky (1986) affirms that 
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when learning a foreign language the advanced knowledge of 

the person's own language plays an important role. In this 

classroom, the students were learning to communicate in 

English while being engaged in different activities that 

usually interested them and kept them motivated, but they 

were never encouraged to transfer their language knowledge 

from Spanish to English. Research studies have provided 

evidence that first language support may be one of the key 

variables in lohg-term bilingual students' success (Collier, 

1992). In one opportunity, for example, when they were 

learning the possessive pronouns -his and her- a student 

suddenly said; "Ah es como decir SU casa en castellano", 

(Ah, it's like saying his/her house in Spanish), and the 

teacher scolded him for his response because he was not 

supposed to translate when she was trying to explain a 

structure or concept in English. 

Mrs. B. was the initiator of the activities. She 

presented the topic, guided the oral activities and gave the 

students the general directions to follow, but at the same 

time allowed them to interact, work together, make changes, 

if they considered them necessary, and come up with their 

own piece of work. Although the teacher worked with dittoed 

sheets and workbook activities, some of them were open ended 

and it was easy to notice the children felt responsible for 

their own work. In Figure 10 the teacher asked the students 
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to cut and paste a sequence of pictures in order and to 

write a story following the pictures. They were free to 

work individually or in pairs and at the end of the 

activity, there were various different sequences, that 

showed there were many different ways to interpret the 

pictures. Nobody wrote a story. All students wrote four 

separate sentences, one corresponding to each picture. Free 

story writing was not frequently used in the classroom, and 

it was very difficult for the students to connect the 

pictures and come up with a story. 

The writing was also stimulated by certain readings and 

uncaptioned pictures. One afternoon Mrs. B. read a story 

titled "The grey wizard." After finishing, they discussed 

the story and she asked the students to write the story 

themselves in their copybooks. It was late September and 

the first time the students were engaged in this type of 

story writing: a written retelling. Figure 11 shows one of 

the stories. Mrs. B. did not correct spelling or grammar 

structures. She focused on the content of the piece but did 

not write any comments; she drew happy faces. 



Unit Ten: SCHOOL 
Worksheet 3 
Sequence Name Or>0 *35 

FIRST OR LAST? 
Directions: Cut out the four pictures below. Then paste them in the 
correct order in the boxes. 

A- jW4. 

Jta- ^ 

Jic, -AA)Ulsdiwp. • 

Figure 10. Story Writing from a sequence. 
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Figure 11. English story writing from a reading. 
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Although the English teacher provided opportunities for 

the students to reflect on readings, and invited them to 

create their own stories, free writing, based on personal 

experiences, on an specific topic or unit or on the 

student's personal interests or ideas, was not promoted nor 

encouraged either in English or in Spanish. In all cases, 

the only audience was the teacher, the students did not even 

share their writing with each other. 

Each of the two teachers of this second grade 

classroom, Mrs. C. and Mrs. B., created two different 

learning environments according to their beliefs, 

expectations and pedagogical approaches, and the learning 

outcomes of the students responded to those teacher 

characteristics. David, for example, did not take much time 

to complete the language arts activities in Spanish. He 

tried to finish them as fast as possible and move to 

something else. He said on one occasion "I do not like to 

read and write in Spanish at school, but sometimes I like to 

read newspaper articles about car or plane accidents with my 

dad at home and comics." He did not like the things he had 

to read in Spanish at school and the activities he had to 

complete afterwards. He enjoyed reading in English a little 

more because he liked the stories more and, sometimes, he 

even volunteered to read aloud. Because the writing 

activities in English were more open ended and he had more 
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opportunities to make decisions about his work, he got more 

involved and spent more time writing in English than in 

Spanish. On one occasion, Mrs. B., the English teacher, 

asked the students to get in groups of three or four and 

write their ideas, impressions, conclusions or questions 

about a chapter from the book that they had read. They 

could decide what and how to write it. David's group 

decided to make a list of interesting facts they had 

discovered and spent 40 minutes working on that. Most of 

the students had reached the objectives for the year. Their 

socio-cultural environment highly motivated them to do well 

in school. According to Goodman & Goodman (1990), they 

could be playing the "school game" by responding to parents 

and teachers expectations and receiving the rewards of the 

system (like good grades and promotions) while they really 

learned and internalized what they could in school and 

related it to a more meaningful learning that took place 

outside of the school. 

These second graders are learning to read and write in 

a very structured environment, where they follow specific 

directions, complete activities and respect the teacher's 

rules. They know that if they respond to those rules, the 

teacher will be happy and their parents will be pleased. 

The example of the students playing a rock-race in the patio 

during recess (pp.70) shows that they have a strong 
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knowledge about language, language use and language 

conventions which they never used in the classroom (such as 

graphing a double-entry chart). 
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CHAPTER 4 

CECILIA AND DAVID 

Background Information and Choosing the Children 

The seventeen children of this classroom were observed 

during various phases of this study. However, I selected 

two children - Cecilia and David - for systematic and close 

observation. Mrs. C. and Mrs. B. helped me to select them 

by assuring me that they were average students. I wanted to 

find two students who were willing to share with me their 

ideas, their work and their thoughts and I find it 

surprising that none of them liked to read and write at 

school. By closely observing Cecilia and David, I realized 

that they used different learning strategies in different 

situations, that they responded to each teacher in different 

ways, and that each of them had lots of knowledge about 

language that they did not bring to the learning situations 

in the classroom. This case studies helped me answer my 

questions because they gave me a particular view of the 

situation and allowed me to analyze it from the children's 

position and perspective. 

The following are excerpts from field notes which 

describe my initial impressions of the children. 

CECILIA is a vivacious," brown haired, loquacious seven 

and a half year old who appears seriously concerned about 

her academic achievement in school. She is very friendly 
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and acts as the leader of a group of girls. She was born in 

Buenos Aires, and so were her parents and two younger 

sisters. Her dad is a former student of Villa Devoto School 

and speaks English "quite well" as Cecilia described it, but 

he does not practice it with her. Her mom is learning 

English as a foreign language and likes to speak in English 

with Cecilia. Mom reads stories to Cecilia frequently, 

usually in Spanish, but sometimes in English. Cecilia 

spends most of her recreational time watching TV and 

dancing. She loves math but doesn't like to read or write 

at school. 

DAVID is a quiet, friendly, tall seven year old who 

enjoys drawing and naming the characters of his creations. 

He was born in Buenos Aires and frequently mentions that his 

mom was born in Misiones, a small state in the northeast of 

the country. He has seven brothers and sisters, and the 

three oldest ones speak English, but they do not use it at 

home. He said he doesn't enjoy the reading and writing 

activities they do at school, but that he likes to read 

"historietas" and good stories, especially in English: "they 

are more difficult to read but are more fun." Sometimes he 

reads comics and newspaper articles with his dad. He 

recalls that his mom read to him before he went to school. 

Table 3 summarizes each student's background information. 
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NAME AGE GRADE SEX NATIVE 
LANGUAGE 

LINGUISTI 
C-CULTURAL 
BACKGROUND 

OTHER 

Cecilia 7y 
6m 

second Spanish Mother, 
father and 
grandpa-
rents born 
in 
Argentina. 
Dad speaks 
English. 
Mom is 
learning 
English. 

Recalls 
mom 
reading 
stories 
in 
Spanish 
and in 
English. 

David 7y 
10m 

second Spanish Mother, 
father and 
grandpa
rents born 
in 
Argentina. 
Older 
siblings 
speak 
English. 

Recalls 
mom 
reading 
stories 
in 
Spanish. 

Table 3 Student's background information 

Children's Experience and Response 

As I mentioned earlier, the "classroom speech 

community" was very homogeneous. The students perceived 

they lived in an only Spanish speaking community, shared 

this convention and understood they were learning English as 

a foreign language. They explained that it was important to 

learn English to be able to travel, to communicate with 

people from other places, to read books and magazines from 

the United States and to watch English movies without having 

to read the translations. Maguire (1989) maintains that the 
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reason for individual differences in success in language 

learning is the wide range of speech activities the learners 

"perceive themselves to have entered" (Maguire, 198 9, 

p.127). I also agree with Goodman and Goodman (1986) that 

the students learning outcomes and success in language 

learning are closely related to the meaning, purpose, 

authenticity and overall context of that learning situation. 

Despite individual differences and histories, all these 

children began their formal schooling experience in 

Kindergarten at Villa Devoto School, where the unmarked 

language of instruction (Fishman, 1980) was Spanish and 

where they had their first contact with English by 

participating in songs, games and by responding to short 

commands. In first grade they had formal instruction in 

English every afternoon, and by the end of that year, they 

started to read and write in English. 

Hornberger (1990) defines biliteracy as "any and all 

instances in which communication occurs in two or more 

languages in or around written material." The author argues 

that every instance of biliteracy is situated along a series 

of continua that define biliterate contexts, the individual 

biliterate development and biliterate media. Biliteracy 

development of an individual is influenced and affected by 

this continua. These second graders were learning to write 

and read in Spanish and English. Both, languages and 



83 

literacies, were clearly separated, they did not meet, 

either in school or out of it. It is interesting to note 

that many of the children felt it was not easy to learn 

English because they did not know many words or enough 

structures to communicate fluently, but that learning 

English was more fun than learning Spanish or math because 

"we do fun staff in English such as dramatizations, games 

and free reading and in the mornings (in Spanish session) we 

have to sit and work more quietly" (Ivan). 

It is understandable that the children had some mixed 

feelings about learning English at school. They perceived 

their parents, teachers and school administrators highly 

valued language proficiency in English and were very 

concerned that the children become proficient in this 

language. On the other hand, it was hard for the children 

to find a concrete justification for these attitudes. 

Although they did not need their foreign language to 

participate and succeed in their socio-cultural linguistic 

community daily, the local societal pattern of literacy 

(Spolsky, 1982) and the community's attitude toward 

bilingualism and biliteracy development demanded its 

learning. Consider the following excerpt that summarizes 

David's and Cecilia's answers when asked about how they felt 

about learning English and why they thought it was or wasn't 

important to speak English: 
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DAVID: My mom says it is very 

important to learn English to 

go to the University. I like 

English, it's fun but it is 

hard to speak. I like the 

stories we read in English, 

the thing is that I never 

speak English, only at 

school... sometimes, with Miss 

B. (Interview done in 

Spanish). 

CECILIA: My dad speaks English very 

well because he came to this 

school. I would like to learn 

a lot to talk to him.... The 

stuff we do in Spanish is easy 

because we know all the words, 

how to do it; in English it 

is difficult because nobody in 

the classroom can help except 

the teacher. My mom and Mrs. 

B. say we have to speak more 

English and practice it with 

our friends, but we never do 



it when we play because it is 

hard and we do not know how to 

say the things and we all 

speak Spanish. (Interview 

done in Spanish). 

These children's comments indicate their awareness of 

language as a system that responds to needs, purposes, 

functions and different socio-linguistic contexts in order 

to be meaningfully used and developed. 

Cecilia and David raise interesting issues for 

researchers and educators. Their attitudes, comments and 

approaches force us to look a little closer at the 

relationship between teachers, students, pedagogical 

approaches and assumptions and the student's learning and 

power. What follows is a concise presentation of some of 

Cecilia's and David's reading and writing activities in 

Spanish and English, the situational context of these 

activities, and the children's responses and insights. 

Cecilia's Reading and Writing Strengths 

"I Only like to Write at Home Because I Know Other People 

Will Read What I Wrote." 

Cecilia was an involved and responsible student. She 

usually participated in class and responded to the teacher 

invitations positively. She was always concerned about 
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following directions and pleasing the teachers and felt 

really bad when facing a problem or making a mistake. She 

could read and write in Spanish "with no problems," as her 

teacher stated when she said that "Cecilia is doing really 

well in all areas and she is very good in language arts. 

The midterm evaluation shown in Figure 12a characterizes 

some of the writing Cecilia was capable of doing in Spanish. 

She was confident enough to try in English, especially when 

they were, as in Spanish, teacher initiated and directed 

activities with specific rules and directions to follow. 
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Figure 12a. Cecilia's writing strength. 



Date: Thursday 28 
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Name: Leanani Cecilia. 

Language Evaluation 

We look at the picture attentively 

Circle the name of the season that I see in the picture. 

FALL WINTER SPRING SUMMER 

How did you know? 

Because it 's very cold. 

Name three winter things. Snow, ice, coat. 

Name three summer things. Butterflies, flowers, birds. 

Now we look at the picture and... To imagine!! 

Where is the man who is carrying the bag going? 

The man goes to the house. 

What do the children want to do with the sled? 

They want to go to the mountain and slide down. 

I invent three names for them 

Juan, Pablo, Eduardo. 

Figure 12b. English translation of Fig. 12a. 
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During our interview Cecilia said that she wrote better 

in Spanish because her Spanish spelling was better than in 

English and she also expressed that she liked to write 

stories and invented poems better at home than at school 

because her mom and dad would read and enjoy her writings 

and at school Mrs. C. was the only one to read them, because 

she had to correct her errors. 

During the first two months of observation, Cecilia's 

writings in English followed the same pattern her oral 

communication did: she used a few words that she knew, words 

which she could say and write, and well-known structures 

that she had practiced beforehand. For example the 

interview in English she did with the researcher was based 

on questions that followed an specific structure: Have you 

got....? As a group they had learned this structure and had 

practiced it and she felt confident about using it without 

making mistakes. 

By the end of October, Mrs. B, was surprised to find 

out that Cecilia had a good grasp of the conventions of 

spelling in English and that she could express her ideas 

very clearly. Cecilia was working with a friend. They were 

writing a story about a sequence of three related pictures. 

At first she was a little reluctant to write, she said to 

her partner: "You better write. I don't know how." 

However, things changed as she starting feeling more 
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involved in the story and needed to express herself. It 

became obvious that she was using what she knew about 

Spanish (for example, she wrote the adjectives following the 

nouns) to help her write in English. Cecilia drew mainly on 

phonic strategies to help her (she tried to sound out each 

word when she was not sure about spelling) and she consulted 

her picture dictionary and asked questions to the teacher 

when she did not know the words she needed. She was ready 

to take a risk and when they finished their story, Cecilia 

read it proudly to the researcher. What follows is a 

transcript of their story. 

There was a house very old. The family is thinking 

about the house. The girl is sad and the boy is 

sad too because the house is buried. The family 

see another house. They go to this house new. 

They are happy. They eat sandwiches and cake in 

the kitchen. They live happily ever after. 

Cecilia felt OK about writing in English. When I asked 

her what she thought about their story, she said: "No esta 

mal. Nosotros contamos la historia como esta en el dibujo. 

Yo pienso que escribo bien." (It is not bad. We told the 

story as it is in the picture. I think I write OK). She 

did not usually volunteer to respond orally or speak to 

everybody unless she knew the correct answer or was 

completely sure about what she wanted to say. One day, she 
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was finishing a story she was writing in English about a 

book the teacher had read, and a friend, sitting by her 

asked her: "Cecilia porque tardas tanto? Yo ya termine." 

(Cecilia what is taking you so long? I have already 

finished), and Cecilia answered: "Estoy pensando lo que 

tengo que escribir. Cuando hablo no puedo pensar mucho, por 

eso no puedo hablar Ingles tan bien." (I am thinking what I 

have to write. When I speak I can not think so much, that 

is why I can't speak English so well" 

David's Biliteracy Development 

"I Do Not like to Write but I Love to Draw. I Really APPIV 

All Mv Effort When Drawing and When I Finish I Write about 

the Characters of Mv Picture. But I Do this at Home. I Can 

Not Do it at School." 

David told me that he did not like to read or write 

although sometimes he felt good about doing it at home when 

there was something interesting to read about in the 

newspaper or when he could write about his own drawings. In 

the classroom, he was usually attentive, followed teacher's 

directions and tried to concentrate and finished the 

activities or exercises as fast as possible, so he could 

have time to talk to his friends, play with them or, at 

least, walk around the room until the teacher asked him to 

sit down. His attention span was usually quite long. He 
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could, for example, spend forty five minutes solving math 

computation problems without interruptions. When he was 

writing in Spanish he did not spend much time. He would 

answer the questions or write his compositions concisely in 

order to finish and get it over with. When the first and 

only draft of the story was finished, the teacher corrected 

it with a check mark, a grade (poor, good, very good or 

excellent) or a short comment (Great letter!) and the 

writing activity ended. 

During our interview, David mentioned he felt that 

reading English was more fun than reading Spanish because he 

liked the English reading book better, and although he did 

not like to read aloud in any language, sometimes he 

volunteered to be a character of a dialogue when they read 

from the English reading book. He was concerned about his 

pronunciation, and he felt bad when he made a mistake and 

some of the students shouted the right pronunciation of the 

word. Incidents like this one happened in both classes. 

There was no wait time established in the classroom for 

teachers or students and the aim was always to be accurate. 

Both teachers stated that one of the objectives they 

wanted their students to achieve as readers was to 

comprehend what they read and to be able to talk about the 

passage, story or article read. However, reading "strategy 

lessons" (Goodman & Goodman, 1979) were not observed as a 
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feature present in this 2nd grade classroom. Students were 

not helped or guided by the teachers to understand that 

efficient readers predict, confirm, self-correct or reread 

the material, as much as they need to, until it makes sense 

to them. Sometimes when David was corrected by the teacher 

or by another student, he repeated the word two or three 

times but left the situation without internalizing the 

meaning for that word, because its meaning was still unknown 

to him. One morning, the Spanish teacher asked David to 

read a direction that she had written on the board. It 

said: "La proxima semana vamos a hacer un herbario. Tienen 

que juntar y traer diez hojas de diferentes arboles." (Next 

week we are going to make an herbarium. You have to 

collect and bring ten leaves from different trees.) David 

started reading and when he reached the word herbarium he 

stopped. Without waiting for a second, the teacher 

pronounced the word and asked him to repeat it after her, 

and he did so. When David copied the sentence in his 

copybook, he misspelled the word and asked a girl what "that 

thing" was really all about. Examples like this one were 

also frequently observed in the English session. When a 

student was reading aloud and made a mistake or skipped a 

word, the rest of the students shouted out and marked the 

"error", and then the student kept on reading, whether he 

had understood the correction or not. 
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David demonstrated that if the writing activity 

proposed by the teacher was relevant to him, had a clear 

purpose and interested him, he was capable of dedicating 

effort and time to it. When the students were asked to 

elaborate a list of questions to ask the researcher, David 

asked the teacher: "Puedo preguntar lo que yo quiera 

saber?" (Can I ask her whatever I want to know?) The 

teacher answered affirmatively and David then felt 

responsible and in charge of his work. He elaborated his 

questions carefully. After making a list of items he wanted 

to know about (food, sports, children, age), he checked old 

notes and the dictionary to be able to construct the 

questions (Figure 13). Consequently, I agree with Moll and 

Diaz (1985) that the teacher's organization of 

developmentally appropriate activities, whose content 

interests and motivates the students, creates the most 

important learning conditions. 
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David also liked open ended activities, in which he 

felt more free to get involved, because the directions 

allowed him to make some decisions. One afternoon, Mrs. B., 

the English teacher, gave the students a piece of paper 

(Figure 14) and they were assigned to write freely, as much 

as they wanted to, about their likes and dislikes. Some 

students wrote lists of things, others wrote lists or 

actions, others mentioned persons or characters, and a few 

like David, wrote short compositions that provided accurate 

information about the things they liked or did not like and 

their reasons. 

At the end of our interview, David said: 

"Un autor es una persona que puede escribir una 

historia para que otros lean y disfruten. Yo no 

pienso que yo soy un author. Yo puedo contar 

historias, inventarlas en mi mente y decirlas, 

pero escribirlas...eso es otra cosa. 

(An author is a person who can write a story for 

others to read and enjoy. I do not think I am an 

author. I can tell stories, invent them in my 

mind and say them, but write them.... that's 

another thing.) 



I like: 

Figure 14. English Open Ended Activity. 
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CHAPTER 5 

BECOMING BILITERATE 

This study had convinced me that literacy is not the 

result of teaching someone to read and write following a 

specific method and evaluating his/her outcomes by an 

already established mode or procedure. Paulo Freire (1970) 

contrasts "banking" methods of teaching with liberating 

methods. The banking view treats students as empty vessels 

ready to be fed with information. Knowledge is deposited in 

their heads and they have no control over the process. 

Liberating views see learners in control of the learning 

process and value the learner's ideas, necessities and 

interest. 

Finding the Answers to my Questions 

The second graders involved in this study demonstrated 

that learners learn best when they feel free to control 

their learning, when they can make decisions, when they are 

in charge and feel responsible for their learning. When 

David was interviewing me, he took about 20 minutes to write 

the list of questions he was going to ask. He brought 

different experiences, ideas and his background knowledge to 

be able to formulate his questions. This example also 

demonstrates that if the students feel involved in the 

curriculum and believe they are an active part of the 
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learning process, the kind of learning that takes place is 

more lasting. That afternoon David went home and 

interviewed, in Spanish, his mother and his grandmother! 

Cecilia also demonstrated this point when she was writing, 

with her friend, the retelling of the story read by Mrs. B., 

(pp. 90). Cecilia got really involved, took control over 

her learning and allowed herself to take a risk, to make 

decisions and to use language while learning about it. 

Classrooms are social communities where the teachers 

are the key elements to create a positive and inviting 

environment. The physical arrangement of a classroom, the 

activities developed, the student's attitudes and responses 

and the general atmosphere in the classroom, reflect the 

teacher's ideas, views and understandings. Learners try to 

please the teachers, follow their instructions and respond 

to their suggestions and commands. But their attitudes, 

responses and outcomes will be different with each teacher. 

They will be directly related to the teacher's expectations 

and to what the students perceive those expectations are. 

As stated by the English headmistress during the initial 

interview, the teachers in these classrooms are trying to 

move to a new role, as mediators, initiators and 

facilitators, but their roles as controllers and experts are 

still very strong and noticeable. They control what is 

learned and how, and, consequently, the learner usually 
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becomes dependant on the teacher for sources of information 

and ways of doing. Students are rewarded when they respond 

as expected by the teacher. When reading and writing, the 

students feel safe and comfortable waiting for the teacher 

to tell them what to do and how to do it. Instead of being 

liberated to use different strategies and find their own 

solutions when facing difficulties, they depend on teacher's 

interventions to solve their problems or to face unknown 

situations. This kind of intervention and direction by the 

teachers minimizes the presence of student invention 

(Goodman, 1990), and there is not much space for personal 

creations and experimentation. The main focus is on the 

need for conventionality, and, on account of that, as 

Goodman (1990) affirms, the strength and creativity of the 

students in language learning is almost nonexistent. These 

students are becoming biliterate in an environment were 

learning language means following teacher directions, 

repeating concepts and practicing grammatical structures. 

They do not learn language and about language by using it in 

meaningful ways. Language is presented partially. The 

teacher organizes and presents the activities following a 

sequence based on grammatical structures. 

Following a Dual Curriculum 

As it was mentioned earlier in the paper, there is a 
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dual curriculum at the school, there are two separated 

curricula, the English one and the Spanish one. And 

although both sessions, the English and the Spanish, are 

teacher centered, the different teachers' styles and 

pedagogical approaches are reflected in the students 

attitudes and learning outcomes. Mrs. B., the English 

teacher, gives the students some freedom to decide how to 

organize or present an activity, some choices and 

opportunities to select their free reading materials and'to 

group themselves in self selected pairs or small groups. 

The Spanish teacher, Mrs. C., is more structured and teacher 

self centered. She usually initiates the activities and 

decides how to organize them (See continuum pp. 29). The 

students demonstrate a more open and receptive attitude in 

English than in Spanish. Cecilia said, for example, that 

she prefers to write in English because she can work with a 

friend and the teacher does not correct all her mistakes. 

Discipline problems were more frequent in the mornings 

sessions in Spanish than in the afternoons. Children get 

more distracted and are less interested in the Spanish 

sessions and it is harder to keep them "on task." Tommy 

told the teacher one morning that the best thing they do in 

Spanish was science because they could investigate and make 

experiments. These examples illustrate the link among 

teachers' beliefs, attitudes and approaches and students' 
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responses. 

Oral work and oral activities were strongly emphasized 

in both languages. The type, duration and frequency of 

these activities reflected teacher's ideas about sequence 

(oral before written) and about the necessity of breaking 

language learning down into sequences of abstract skills to 

control vocabulary or to focus on the conventional form of 

written language. Some of these second graders demonstrated 

that it is not uncommon for beginning biliterates to write a 

language before they can or will speak it (Edelsky, 1986) or 

to write it more conventionally than they speak it. Cecilia 

had some trouble saying in English what she had understood 

or what she knew. When she started to write in English, it 

was easier for her to communicate her thoughts and show her 

competence in understanding, making sense and reproducing 

the language. The students were orally proficient in 

Spanish on entrance to school and were acquiring literacy in 

both languages without waiting for their English oral 

fluency to "catch up" and improve. The development of both, 

oral and written language, was taking place simultaneously. 

Children were aware of how language works, its uses and 

functions. They understood that Spanish was a medium of 

thought and learning (Goodman & Goodman, 1986) for them and 

that they used it as they needed to. Until they started 

formal schooling at Villa Devoto School, and English 
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language study was introduced, they had been gaining control 

over Spanish, their native language, and accumulating 

experiences, knowledge and information. These children 

showed their sensitivity to the complex structures and 

functions of each language and their ability to transfer 

their knowledge and understandings to the "foreign" language 

they were learning (See Ceci G. pp. 53 and example pp. 72). 

As stated in Chapter 1, these students are learning 

English as a foreign language. Bilingual classrooms 

recognize the culture related to the second language. 

Foreign language teaching, minimizes the culture that the 

language relates to. In this second grade classroom the 

British culture is not sustained or recognized at all. 

English is very rarely or never used in the students' social 

environment outside the classroom. Yet the students' 

response to biliteracy instruction is part of their general 

response to school. If school is relevant, if the 

curriculum is consistent with the needs and interests of the 

students, then children will respond to the demands of 

biliteracy development and grow, as David did when writing 

his list of questions (Fig. 13), or Cecilia did when writing 

the composition with her friend (pp. 90). But if the school 

is insensitive to the students' needs and concerns, they 

will make minimal accommodations to respond to its demands. 

(See David's writing activity, Figure 7a). To be successful 
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and lasting, language learning, oral and written, should be 

developed in a social context where personal invention and 

creations are required and where meaning, function and 

authentic purposes are the real aims. 

This study was conducted over a school semester in an 

attempt to describe a classroom where two languages were 

learned. It also presents the needs of students and 

teachers who are trying to cope with the demands of this 

specific political and socio-cultural environment. The 

evidence provides knowledge to help teachers and educators 

who recognize elements of their current ways of working with 

children. They should examine their students and the 

classrooms more attentively to find the students' questions, 

background knowledge and needs, in order to develop a 

curriculum that supports them. This investigation offers 

teachers the possibility to reflect on their teaching. The 

conclusions suggest the necessity for additional research to 

analyze detailed examples which show the complex 

relationships between planning, teaching and learning in 

meeting the needs of the students as they progress through 

school in two languages. 
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APPENDIX A 

TEACHER'S INTERVIEW 

1. Name 

2. Teaching Experience 

3. Experience at Villa Devoto School 

4. Number of students in the classroom Boys/Girls 

5. How would you describe your classroom community? 

6. What are the main objectives you wish to accomplish this 

year? 

7. How do you describe your curriculum? 

8. How do you plan the units, activities, projects, 

experiences? 

9. Where do you get the resources and materials? What kind? 

10. Do you work with the English/Spanish teacher? Do you 

plan together? 

11. How would you describe your reading/writing program? 

12. What do the students read? When? 

13. What do they write? When? 

14. How do you evaluate reading/writing? 

15. Define a reader. 

16. Define a writer. 
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APPENDIX B 

PRINCIPAL'S INTERVIEW 

1. Name 

2. Experience 

3. Experience at Villa Devoto School 

4. How would you describe Bilingual Education in Buenos 

Aires? 

5. How would you describe Villa Devoto School? 

6. How do you think the school has changed over time? 

7. How would you describe your philosophy of education? 

8. What do you think is the main function of a principal? 

9. What are your main objectives for the year? 

10. Describe a good teacher 

11. Define a learner, a student 

12. How do you interact/communicate with the teachers? 

When? 

13. How do you evaluate them? 

14. Are there teacher's development programs at the school? 

15. Define a reader 

16 Define a writer 
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APPENDIX C 

STUDENT'S INTERVIEW 

I. Name 

2 . Sex 

3 . Age 

4. Where were you born? Your mom and dad? 

5. What is your native language? 

6. What other language do you speak? 

7. Do you like to learn English? Why? 

8. Do your parents and siblings speak other language? 

9. Was your schooling done entirely at Villa Devoto School? 

10. How do you like school? 

II. What do you like the most at school? 

12. What is your favorite subject? Why? 

13. Are you a reader? 

14. What do you like to read? 

15. Do you read stories in Spanish and English? 

16. Which of the following are your favorite types of books? 

(Animals, mystery, horror, adventure, history, science 

fiction, fairy tales, fantasy, or other.) 

17. Do you read more often at school or at home? Why? 

18. Does your mother/father read you stories? 

19. Do you like to write? What? When? 

20. What makes a good reader/writer? 

21. Do you work better individually, with a partner or in 
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groups? Why? 

22. Of the following, which do you spend the most of your 

free time on? watching television, reading, writing, 

watching movies, listening to music. 
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