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ABSTRACT

This study examines the role of community-based, minority language resources in
dual language schooling. A rapidly growing form of bilingual education, dual language
programs involve the co-instruction of children from language majority and language
minority backgrounds via the languages of both groups. In contrast to studies of English
language development, this study is concerned with Spanish language development by
children from English-speaking and Spanish-speaking homes.
Using a case study design, the study draws on theoretical frameworks from the
fields of language planning, language revitalization, and funds of knowledge to propose
that dual language programs may support minority language acquisition by incorporating
local language Tesources-lmguistic funds of knowledge--Xo counter the hegemony of
English that undermines additive bilingual efforts in many schools. By showing how
historical conditions associated with English-only schooling and punitive approaches to
use of Spanish in barrio schools and the legacy of local bilingual education pioneers have
contributed to the development of a dual language program, it demonstrates the continued
importance of past practices in present dual language planning.
The study triangulates ethnographic data from participant observation in
classrooms, literacy instruction, and other school domains, teacher, parent, and
community interviews, and document and archival analysis. These data, along with
findings of changing patterns of language dominance in the case study community,
indicate that the minority language resources most immediately available—in the form of
fluent bilingual elders and recent immigrants from Mexico—are less likely to be
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incorporated into planned curriculum than the knowledge and experiences of language
majority parents. This pattern is a consequence of the social distance between educators
and barrio families, the ambivalence of Mexican American parents and school staff
toward the use of non-standard varieties of Spanish in schooling, and the need for greater
awareness of language shift.
Based on these findings, the study proposes that dual language programs move
beyond efforts to increase use of the minority language as language of instruction.
Instead, the study suggests, programs should consider practices that tap the linguistic
funds of knowledge residing in the vital language minority communities in which schools
are embedded.
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CHAPTER ONE
INTRODUCTION

Nosotros como padres tenemos el derecho de crear y de instruir a
nuestros hijos para que se parezcan a nosotros. Y es lo que estamos
diciendo a los nihos. De que ellos tienen el derecho de poder
parecerse a sus abuelos, a sus padres, a sus tios. Y que la cultura de
ellos es tan hermosa como la de cualquier otro pueblo, de cualquier
otra gente. Esla es la medula de la educacion bilingue. Los anglos
tambien estan aprendiendo. Ellos tambien tienen el orgullo de ser
anglo pero tambien pueden comprender, entender y sentirse parte de
esta cultura que estan compartiendo aqui en Tucson.'
Adalberto Guerrero remembering Bruce Gaarder
September 23, 1999

1.0

Introduction and Rationale for the Study
This case study is designed to provide an in-depth examination of the ways

educators in a dual language program incorporate local minority language resources to
foster Spanish acquisition by elementary school children. Dual language (henceforth DL)
education is distinguished from other forms of bilingual and foreign language education
by the joint instruction of language minority and language majority students via the
languages of both groups and by the goal of bilingualisni and biliteracy for all students.
Although public awareness of this form of bilitigual education is quite recent, the practice
is not. Indeed, the origin of DL schooling in the United States can be traced back to the
1840s, when public schools throughout much of the Midwest taught in German and
English (Kloss, 1977/1998; Schneider, 1976). The use of German as a vehicle for
content instruction, involving up to 70 % of students in some districts (Ruiz, 1997),
continued until World War I, when widespread anti-immigrant and anti-foreigner

sentiment spurred English-only legislation across the country (Gonzalez, 1997). In the
latter part of the twentieth century, following the Cuban Revolution, schools in Dade
County, Florida offered dual language schooling to Spanish-speaking and Englishspeaking children (Mackey & Beebe, 1977). At the same time, visionary educators
elsewhere, including Laredo, Texas, Tucson, Arizona, and other parts of the Southwest
began Spanish courses for Spanish speakers as a means of promoting self esteem and
academic success for students of Mexican heritage (National Education Association,
1966a). These locally initiated programs, like the French immersion programs for
English-speaking students in Canada, form the roots of DL education, the fastest growing
form of bilingual education in the United States (Loeb, 1999). At a time when the use of
minority languages in schools is again under attack, the DL model is increasingly popular
as a means of educating language minority children while providing benefits of additive
bilingualism to both language minority and language majority children (Riley, 2000;
Wink, 2000).
Evidence from maintenance bilingual programs and immersion programs suggests
that schools face substantial barriers to developing high levels of proficiency in minority
languages (Kowal & Swain, 1997). This trend is consistent with the data available from
DL programs. Although students who begin DL schooling proficient in English develop
stronger L2 skills than do their counterparts in traditional foreign language classes
(Campbell, Gray, Rhodes, & Snow, 1985), they typically fail to reach native-like
proficiency in the minority language (Rhodes, Christian, & Barfield, 1997), even where
programs increase the percentage of instructional time in the minority language and

maintain high percentages of native/native-like students, educators, and support staff
within the program (Christian, Montone, Lindholm, & Carranza, 1997; Freeman, 1998).
That language minority students in the same programs generally reach higher and often
native-like levels of proficiency in English reflects a sociolinguistic context in which the
hegemony of the majority language is felt by learners in and out of school (Cloud,
Genesee, & Hamayan, 2000; Edelsky; 1996; Shannon, 1995).
1.1

Language Minorities, Schooling, and Bilingualism in the United States and
the Southwest
According to the 1990 U.S. Census, 32 million people five years and older (14%

of all U.S residents) speak a language other than English at home (Waggoner, 1993). The
increasing cultural and linguistic diversity of the country has resulted in a bi-polar
opposition between people, groups, and institutions perceiving this change as positive for
the country and others threatened by the same phenomenon (Fitzgerald, 1993). Although
their effects are perhaps felt less directly in the U.S. than in nations with a centralized
national educational system and relatively weak intermediate levels (Homberger, 1987;
2000), the national climate and attitudes toward bilingualism and bilingual education may
affect DL programs in several ways.
Restrictions on the use of languages other than English have been considered at
the national level at various points in U.S. history (Crawford, 1992). Proposals for a
national English Language Amendment (ELA), perhaps the most public index of attitudes
towards bilingualism and the status of minority languages, have been considered by
Congress since the introduction of a constitutional amendment by Senator S.l. Hayakawa
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of Hawaii in 1981 (Crawford, 1992), and supported by various national leaders including
the Republican nominee in the 1996 presidential campaign, Senator Bob Dole.^ Parallel
to (and in many cases, supported by) national efforts are similar campaigns at the level of
state and local government resulting in passage of Official English legislation, in various
forms, by twenty-five states and over forty cities (U.S. English, 2000). Despite the antibilingual education stance of some supporters, the actual effect of ELAs on the delivery
and viability of bilingual education is complex. Where they are intended to be legally
binding, voter initiatives are often worded to avoid violation of federally guaranteed
access to education for language minority students (e.g., Article XXVIII, Section 3 of the
Arizona State Constitution), with the consequences for use of minority languages in
schools ultimately determined by the courts. However, even where courts reject
restrictions on the use of minority languages in education, and in the case of non-binding
referenda, such measures may be interpreted as rejection of minority languages and
hostility toward those who speak them (Ovando & Collier, 1998).
Like the wave of anti-minority-language legislation that spread across much of
the country in the first part of the twentieth century, ELAs and other forms of restrictive
language policy, such as Proposition 227 banning bilingual education in California (a
proposed Arizona version is discussed in chapter 4), contribute to the formation of what
is perceived as "legitimate language" (Heller, 1996) in schools and communities. Today,
as in the earlier period, this message is heard by children, families, and educators, with
predictable results. As Delia Pompa, former Director of the U.S. Office of Bilingual
Education and Minority Language Affairs, has obsei-ved of the nation's largest minority
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language group, "We can't blame Hispanic children tor not wanting to learn Spanish
when all the policies say it's a bad language" ("Hispanic Kids' Schools," 1996). To the
extent that language majority students are aware of them, such policies may reinforce
negative attitudes about linguistic minorities and their languages formed for other
reasons, including social distance and class differences (Landry & Allard, 1993; Nocon,
1995). The consequences of these attitudes are particularly important for DL programs
because they attempt to integrate language learners from both groups within a single
educational approach.
1.2

Background of this Study, Statement of the Problem, Purposes of the Study,
and Research Questions
BACKGROUND OF THIS STUDY
This study reflects a concern for the role of minority languages in schools and

society that has developed as a direct consequence of my experiences as a language
educator. Before beginning a doctoral program in Education at the University of
Arizona, I experienced bilingual education as a teacher in three very different settings. In
a rural government school in coastal Kenya, I observed primary students entering school
monolingual or dominant in Kiswahili or Giriama and developing high levels of oral and
ULCiaic
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mixed Muslim and Christian community, about half the children also developed literacy
skills in Arabic through school-based and parochial religious instruction, similar to the
situation described by Scribner and Cole (1981) for Vai-Arabic-English literacy in
Liberia. The taken-for-granted nature of bi- and multilinguaiism and literacy and support
for schooling in multiple languages was in marked contrast to my next position as a U.S.
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History and ESL teacher in Lowell, Massachusetts. In theory, this transitional bilingual
education program was intended to teach Southeast Asian refugee and Caribbean
immigrant students academic content in their native languages while they learned English
sufficiently well to succeed in "mainstream" classes with native English speaking peers.
As is commonplace in transitional bilingual education programs, my students made great
strides in communicative English while their native language development was largely
ignored. Legitimate difficulties of fmding sufficient numbers of linguistically and
professionally qualified teachers and appropriate materials in Khmer, Lao and
Vietnamese were compounded by the pressure to teach in English, mandated by State law
and reinforced by the passage of a non-binding English-only referendum in 1990. (See
Perez-Bustillo, 1992 for an account of the Lowell referendum.)
Completing a Master of Arts in Teaching English to Speakers of Other Languages
(TESOL), I was then concerned primarily with the acquisition of communicative
competence in English by my students and with their development of content knowledge
necessary for continued academic development. These concerns were reflected in two
projects that have been influential in conceiving the present investigation. My Masters
Thesis (Smith, 1990) described the linguistic ghettoization of English language learners
in Lowell and proposed oral history interviews as a means of fostering communicative
links between ESL students and native speakers of English. A second project began as a
team-teaching effort as a colleague and I struggled to find materials appropriate for
students of U.S. history whose LI was not English, and whose experiences with the study
of history varied greatly. In developing a book of materials (Smith & Croes, 1997) to

meet these needs we confronted a fundamental question: how to write materials
comprehensible to second language learners while maintaining cognitively challenging
and appropriate historical content? With other bilingual and ESL-trained teachers, I left
Lowell schools due to budget cuts and "grandfather" provisions in state policy which
allowed more senior teachers without second language skills or training to teach classes
in bilingual programs.
At the Universidad de las Americas-Puebla in Cholula, Mexico, I encountered
different conditions for bilingualism and attitudes toward education in two languages. As
a teacher of English as a foreign language (EFL) to undergraduates and later as a teacher
trainer and coordinator of a masters program in applied linguistics, I worked with
students, families, teachers, and schools for whom the value of Spanish-English
bilingualism was unquestioned. There were several important lessons here. First,
although families from all backgrounds were anxious for their children to acquire English
as a language of wider communication, wealthy and middle-class students typically
moved closer to this goal than did students from less wealthy families. With colleagues
(Tanner, 1991) and graduate students (Dominguez, 1996; Hord, 1995), I learned that
richer (generally private) schools in Mexico offer English instruction at younger ages, in
smaller classes, and with teachers who are more linguistically prepared and better trained
to teach in the target language. Wealthier schools also offer access to learning materials
far beyond the texto gratuito, the free, government-produced text that is the primary and
even sole source of English language material in many Mexican public schools. The outof-school experiences of wealthy students also contribute to their success as foreign
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language learners, with greater exposure to English via popular culture (e.g. videos,
satellite television, and music) and more frequent contact with fluent speakers of English
through visits to the U.S. and Canada, business and family contacts with native speakers
living in Mexico (Smith, 1993). In short, although schooling in Mexico is often unified
in pursuit of the goal of English proficiency-certainly more than U.S. schooling in
pursuit of foreign language proficiency-realization of this goal is closely tied to the
material conditions of learners and the schools they are able to attend.
A second lesson from my experiences in Mexico concerns the role of minority
languages in schools. In Puebla and other regions of Mexico the shift away fi-om
indigenous languages to Spanish is occurring at an alarming rate (Garza Cuaron & Lastra,
1991). Observations in indigenous schools in the Sierra Norte of northern Puebla
revealed the tremendous challenges faced by educators dedicated to fostering NahuatlSpanish bilingualism. While material conditions are a critical factor because indigenous
communities and schools are generally far poorer than their non-indigenous counterparts,
there is additional pressure from local and national discourses about the value and utility
of native languages and viability of indigenous cultures (Hamel, 1997; Hill & Hill, 1986).
In the immigrant community of Chipilo, Puebla, I saw evidence of the successftil
maintenance of Veneto, a northern Italian dialect, across generations without the benefit
of continued immigration, mass media, or native language schooling (See Mackay, 1992,
for a description of language maintenance in this remarkable speech community).
Through these experiences in schools and communities in Kenya, the U.S., and Mexico, I
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became interested in the role of schooling in the maintenance and loss of minority
languages.
Most fundamentally, this study is also rooted in my own development as a
bilingual person and member of a bilingual family. Growing up in a monolingual
English-speaking family and communities and studying Spanish, French, and Kiswahili
as foreign languages in high school and college, my understanding of what it means to
be bilingual has deepened through my marriage to a Spanish-native speaker, and by
living and working in Mexico and the U.S. In particular, raising a simultaneous
(Spanish-English) bilingual child in Puebla and Tucson has been flindamental to my
continued growth as a speaker of Spanish and English. Watching our daughter develop
both her languages in the context of monolingual schools (first in Spanish and then in
English) and then in a bilingual (Spanish-English) school has added greatly to my
appreciation of how bilingual individuals and families negotiate a world that often
operates as if monolingualism were the norm rather than a possible (and perhaps less
common) linguistic response to conditions in a multilingual world.
These are the experiences that led me to select dual language schooling as a
research topic and which have informed my understanding of the case study school and
community. Through course projects, including pilot studies of DL teacher perspectives
and analysis of classroom discourse, and through preparation for comprehensive
examination essays examining dual language education, I developed the research focus
described in this study.

STATEMENT OF THE PROBLEM
Historically, public schooling in the United States has been characterized by loss
of minority languages and by widespread failure to achieve high levels of proficiency in
languages other than English (Evans, 1994; Hakuta & Pease-Alvarez, 1994; Wong
Fillmore, 1991; 2000). Bilingual education programs in the U.S. have been criticized for
isolating language minority children on the basis of language dominance, thereby
depriving them of access to same-age linguistic and cultural models (Sanchez, 1997;
Smith, 1990). Dual language programs are unusual because they attempt to address what
schools have traditionally regarded as separate needs through a common solution. By
joining language majority and language minority children in classrooms where both
languages are used for content instruction and literacy development, DL programs are
organized to provide both groups access to native speaker peers and to remove the stigma
of bilingual education as ethnic entitlement and (conversely) the perception of native
language schooling as inferior education for language minority children (Crawford,
1995). Increased funding for bilingual maintenance programs in recent reauthorizations
of the Bilingual Education Act (BEA) has contributed to dramatic gains in the number of
DL programs since the beginning of the 1990s (Garcia, 1994). Most recently, U.S.
Secretary of Education Richard Riley has called for creation of one thousand new DL
programs over the next five years, approximately four times the number of programs
currently in operation (Riley, 2000). Students of the history of bilingual education in this
country will note parallels with passage of the original BEA in 1968, in which
experimental programs were funded without the benefit of prior research (Schneider,

30

1976). If the DL model is to live up to its promise, careful documentation of the
conditions underlying successful programs is sorely needed.
PURPOSES OF THE STUDY
This study was conducted to critically examine an example of dual language
schooling in the context of a vital minority language community; and to understand the
use of linguistic resources in this community by DL educators. I also wish to document
the effect of Tucson's historic leadership in the field of bilingual education on
development of and practice in this more recent type of program because I believe that
too few studies of bilingual education have adequately addressed the importance of local
and historical factors. From a theoretical perspective, my goal has been to test the
explanatory power of combined perspectives from language planning (Cooper, 1989;
Ruiz, 1984), language vitality (Landry & Allard, 1993) and the fiands of knowledge (Moll
& Gonzalez, 1994) as tools for better understanding the role of minority language and
culture within dual language programs. Ultimately, the purpose of the study is to
contribute to understanding of how dual language programs can contribute to conditions
of stable bilingualism in the communities in which they are located.
THE RESEARCH QUESTIONS
One main question and five sub-questions guide the development of this study.
Main question
According to the case study school's Philosophy and Mission Statement, "family and
community members are vital resources in meeting educational goals. " How does this
belief support the school's stated goals of bilingualism and biliteracy for all students?
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Sub-questions
1. What are the connections between the historical role of Tucson educators in the
development of bilingual education nationally and the development of dual language
education as practiced at the case study school?
2. What is the nature of Spanish language and cultural resources in the Barrio and
the extended community and how have members of these communities supported the
dual language program?
3. To what extent does DL education at the school utilize linguistic and cultural
resources in the community to create opportunities for students' and teachers'
authentic communication in Spanish?
4. How are these linguistic and cultural resources employed in relation to school
curriculum?
5. Does utilization of linguistic and cultural resources from the minority language
community influence use and development of Spanish by DL students?

1.3

Design of the Study
The site of this investigation is an established DL program with a highly qualified,

bilingual faculty and staff, strong support from the Principal, long-term commitment to
development of Spanish and English bilingualism and biliteracy for all students, and
stable student and teacher populations. Unlike some DL programs, the school is situated
Within a district that, due tO a lOHg hiStOi^' of maintCnanCe biiiiigUai prOgTalTiS, IS ablc tO
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bilingual programs. These conditions make the school an ideal site for a case study of
DL education. The specific focus of this investigation, the school's use of linguistic and
cultural resources of the language minority community, was developed over a year of
participant observation and concentrated study of the literature on dual language
schooling. Data were gathered during a second year of participant observation.
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interviews with teachers, administrators, staff, and parents at the case study school, as
well as participant observation and members of the Barrio and extended community.
Additional inter%'ievv and observation data are taken from a longitudinal study of
language ideology and biliteracy development currently underway at the school. As a
point of comparison, I have also incorporated perspectives gained from pilot studies of a
kindergarten/first grade classroom in a second DL program in Tucson.
1.4

Significance of the Study
This study is intended to contribute to knowledge of DL education on several

levels. In the most immediate sense, I believe that the findings will be useful to DL
educators at the case study school by offering detailed information about the nature,
extent and value of community involvement, describing linguistic resources which are
currently underutilized, and suggesting ways in which these resources can be
incorporated into the school's existing structures and practices for teaching and learning.
By sharing this knowledge with educators and community members, I hope to contribute
to minority language schooling for children and families served by the school. The study
makes recommendations for pedagogy and policy which may prove useful as educators
consider changes in the DL program. I also believe that the process of conducting
participant observation and member checking, as described in chapter 3, has already
contributed to educators' developing understanding of the DL model. By documenting
the historical connections between the case study school and community, this study
contributes to knowledge about the role of schooling in the maintenance of Mexican
barrios in Tucson. This work is also significant because it demonstrates the continued

importance of links between the earliest bilingual education programs in Tucson and
current practices.
This investigation also contributes to ongoing and fiiture research at the school,
most immediately to the ongoing longitudinal study on biliteracy and language ideology.
By conducting my own research simultaneously with related duties as a research
assistant, I have been in an ideal position from which to contribute to development of the
larger project. Findings reached in this study should therefore reach a wider audience in
reports to the Spencer Foundation and scholarly works based on the longitudinal study.
The importance of ongoing research at single sites has been demonstrated by
multiple studies conducted at established DL programs, including the Key School in
Arlington, Virginia and the Oyster School in Washington, DC., as well as Lindholm's
(1998) work in DL programs in California. As Freeman (1998) notes, there is a need for
thorough understanding of DL education at additional sites in order to facilitate
comparisons across programs. By contributing to understanding of DL schooling at the
case study school, this study contributes to a program of comparative research.
Most centrally, the study is intended to create new knowledge of how DL
programs access linguistic and cultural resources in the community as a means of
promoting students' development of the minority language. Exploration of this issue,
which is little discussed in the scholarly literature and reports on DL education, may
motivate future research on how schools located within vital language minority
communities can structure schooling to foster additive bilingualism. Finally, the study is
significant because it presents findings and identifies new questions regarding DL

schooling as potential force for linguistic and cultural revitalization, site for teachers and
families as language planners, and index of community commitment to bilingualism.
1.5

Definition of Terms
In this section I define key terms used in the study.

Dual Language
I use the term dual language (Cloud et al., 2000; Dolson, 1985; Freeman, 1996,
1998; Valdes, 1997a, 1997b) to include programs described as "bilingual immersion"
(Snow, 1986; Lindholm & Fairchild, 1990; Met«&. Lorenz, 1997), "double immersion"
(Garcia, 1995), "two-way" bilingual education (Stem, 1971; Collier, 1995; Crawford,
1995; Ovando & Collier, 1998), "two-way immersion" education (Craig, 1993; LessowHurley, 2000; Rolstad, 1997; 1998), "culturally pluralistic program" (Schneider, 1976),
and "reverse immersion" (McLaughlin, 1985). There is general recognition that these
terms refer to the same type of program (August & Hakuta, 1997; Thomas & Collier,
1997; Ovando & Collier, 1998).
Ethnicity/Cultural Heritage
Concepts of ethnicity and cultural heritage are fundamental to understanding the
diverse backgrounds of students in U.S. public schools. Given the unique circumstances
of the case study school, in which the student population is constrained based on ethnicity
(See chapter 5), definition of certain terms is in order. I use the term Mexican to refer to
all people bom in Mexico, and the term Mexican American to refer to people of Mexican
descent bom in the United States. I use the terms first generation, second generation, etc.
to distinguish among Mexican Americans. The terms African American, Native

American, and Asian American refer to people of other minority groups represented at
the school. In choosing the term Anglo over the arguably more accurate term "EuroAmerican" I have opted to follow local usage. In ail cases, I have tried to indicate where
participants have identified themselves as belonging (or not!) to a given ethnic group.
This practice has been especially usefiil in understanding and describing participants of
mixed linguistic and cultural heritage.
Language Learners
Language learning, both the continued development of one's native language and
the addition of a second language, is of central importance to this study. Because the
term limited English proficient (LEP) belittles children by focusing on what they cannot
(yet) do well rather than on their strengths, I use it only in citing government figures and
other research. As teachers at the case study school often reminded me during this
investigation, the focus on content instruction via both languages means that all students
are learners of English and Spanish. Wliere appropriate, I use the term English language
learner (ELL) and it's counterpart, Spanish language learner (SLL), to describe students
and families whose home languages are Spanish and English, respectively.
Majority and Minority Languages
The proximity of the case study school to the U.S.-Mexico border and other areas
densely populated by proficient speakers of Spanish renders these tenns problematic
(Pugach, 1998). In this study I will follow the practice of reserving the term majority
language for English and the term minority language for languages other than English.
Bilingualism and Bilinguals

As Romaine (1999) observes, criteria for bilingualism range from the broadly
inclusive, in vs^hich a speaker may only to be able to speak or understand a few words in a
second language, to the narrowly exclusive, in which only those speakers who possess
native-like competence in two languages across a broad range of domains are considered
bilingual. Because this study is concerned with identifying autochthonous understanding
and perceptions of bilingualism and bilinguals in order to understand their influence on
the case study school, I do not attempt to define or limit bilingualism in terms of
performance levels on a particular means of assessment. Such measures as are used by
the school in the course of placement and instruction are cited here to provide a more
complete picture of student bilinguals. With few exceptions, I am not privy to data of
this sort for the adult speakers (teachers, staff, parents, community members)
participating in this study.
Although my use of the terms bilingual and bilingualism is intentionally couched
in the discourse of the school and community, my interpretation of this discourse relies
on several assumptions about speakers of multiple languages which warrant explicit
mention here. First, my views on bilingualism and language acquisition draw on the
notion of native speaker as introduced by Chomsky (1988) and developed by Muysken
(1998) and MacSwan (1997, 1999), among others. In the present case (indeed, in all
actual language communities I am familiar with), Chomsky's original concept of an ideal
community of homogenous native speakers is neither appropriate nor useful. However,
the notion of native speakers, of whatever language or dialect (Muysken, 1998), as
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inherently knowledgeable about their language(s) is a powerful theoretical lens for
recognizing the unique abilities of speakers.
A second fundamental assumption regards the ability of bilingual speakers to
utilize their languages in certain situations and under certain conditions. The key point
here is that bilingualism is characterized by an underlying competence which is not easily
gauged on the basis of performance in either language. A theory of bilingualism must be
able to account for both productive and receptive bilingualism (Troike, 1983), and for the
fact that speakers may be highly proficient at comprehending spoken or written texts in a
language without being able to easily produce such text in oral or written form.
Language Planning
I use the term language planning to refer to the conscious manipulation of
language as a social resource. The concept of language as resource, taken from Ruiz's
(1984) orientations model of language planning, is used to illustrate ways in which a
given language or variet>' is regarded as positive. In this study I am primarily concerned
with the use of Spanish as spoken by members of the barrio and extended communities as
communicative opportunity for children's (continued) schooled growth in that language.
Language Revitalization and Linguistic Vitality
Language revitalization refers to attempts to reverse patterns of language loss
within individual speakers, families, communities, and even nations. A form of language
planning which regards threatened languages as resources worthy of maintaining,
language revitalization efforts typically involve actions, including schooling, aimed at
increasing the vitality or strength of a minority language (Fishman, 1991; Landry &

Allard, 1993; Landry & Bourhis, 1997). A language may be threatened in a given
community and more stable or increasingly vital elsewhere, as is the case of Spanish in
the case study community.
Funds of Knowledge
Funds of knowledge describes areas of collective knowledge held within Mexican
American families (Velez-Ibanez & Greenberg, 1992). This concept has been applied to
the education of Mexican American and other minority children to enable teachers to
better understand families whose experiences, practices, and knowledge are otherwise
invisible or undervalued by the school (Moll, 1992; Moll & Gonzalez, 1994). In this
study, I extend the concept of funds of knowledge to focus specifically on knowledge of a
language. Linguistic fiinds of knowledge, as I use the term, encompass what speakers
know about their language(s), as well as the extent to which this knowledge is perceived
as a resource, in this case, for the purposes of schooling.
1.6

On the Use of Names
My investigation of DL schooling has been conducted in close cooperation with a

longitudinal study of language ideology and biliteracy development at the case study
school. Following a prior agreement between the directors of that study and the school
district, I have used pseudonyms here rather than the true names of the school and
district. However, because of the importance of historical and current conditions at the
state and local levels as context for dual language education, the customary practice of
masking the name of the state and community are inappropriate here. Therefore, I refer
to these contextual levels by their true names: Arizona and Tucson. The school district

is referred to as "the District", the neighborhood surrounding the school is "El Barrio,"
and the school itself is referred to as "La Escuela." Adult participants are referred to by
pseudonyms, except in those cases where participants expressed preference that their true
names be used. I have used pseudonyms for all child participants, except in rare cases
where their words are a matter of public record.
1.7

A Note on Language and Translation
If writing ethnography is always about representing participants' voices, the

ethnographer working in multilingual contexts faces the additional challenge of choosing
which language(s) will best convey those borrowed voices. In this investigation of a
Spanish-English bilingual school and community, I have chosen to forego the standard
practice of providing in-text English translation for all non-English utterances and text.
Instead, Spanish utterances are presented in italics, with in-text translation only of short
stretches of discourse. I do not translate Spanish-English cognates or words and phrases
that are easily understood from the English context. Spanish is so integral to my topic
and to the story I seek, to tell that translating the many longer stretches of discourse in that
language would muffle the voices of the Spanish-dominant and highly fluent bilingual
participants, who may switch codes rapidly within the bounds of a single sentence
precisely because there is no suitable way to express their meaning in their "other"
language. This point is illustrated in a story Adalberto Guerrero told me about Robert
Politzer and the importance of codeswitching for Spanish-English bilinguals of the
Southwest.
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El nos dio este ejemplo en New Orleans en 1969 en una
conferencia. Politzer dijo, "por ejemplo, hace 10 anos que
yo no vela al Profesor Renato Rosaldo y anoche lo vi y
'boy,
I shocked!' porque ya no tiene mucho pelo. Estd
quedandose calvo. " Entonces, pregunto "iComo se dice,
'Boy, was I shocked!' en espanol? 'Me sorprendio'? 'Me
quede atonico'? jNo! 'Boy, was I shocked!', se dice de esa
manera.

To preserve this important dimension of communication at La Escuela and in El Barrio,
English translation of long quotes in Spanish are provided in the Notes at the end of each
chapter. While making the study accessible to non-Spanish capable readers, this practice
is also consistent with language policies developed at La Escuela, where teachers avoid
direct translation as a matter of pedagogy and philosophy. It is also, in a small way, a
contribution to minority language vitality—that readers may negotiate these parts of the
story in Spanish if they so choose.
Writers at La Escuela are particularly careful about what they write in Spanish.
For language collected from participants in written form, I have tried to retain the original
features as much as the "translation" to type will allow. Thus, examples of children's
work and of writing by adults who were not schooled in Spanish (as many were not) are
re-presented without embellishment or "correction" beyond what was done in the
classroom or by the authors themselves. 1 discuss non-standard features or the absence of
standard features where these are important for the analysis. The same is true for oral
language. John Baugh, a sociolinguist and eminent scholar of African American
vernacular English (AAVE) varieties, notes that even small corpora of the speech of
Mexican American bilinguals contains greater variation than has been found among
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bi-dialectal speakers of AAVE (Baugh, 1998). Readers of the present study familiar with
the conventions of "standard" varieties of Spanish grammar and orthography will
recognize many non-standard features of Spanish as spoken and written by participants in
this study. Throughout, my intent has been to convey a sense of the various ways
Spanish is spoken by Tiicsonenses, including the unique features of the languages of
bilingual speakers at La Escuela and El Barrio.
1.8

Organization of the Study
This study is organized in seven chapters as follows. Chapter 2 reviews the

literature on dual language schooling, beginning with the historical development of the
model in the United States. I examine the conditions underlying its current popularity
and role in the ongoing controversy over bilingual education. I review curriculum
variation in the dual language model and outcomes in academic achievement and oral and
written development of English and Spanish by first- and second-language speakers. I
also review the relevant literature in the areas of language planning, with emphasis on
Ruiz' orientations model, language revitalization, and funds of knowledge literature as
used with schools and language minority families. The chapter concludes with a proposal
for the use of linguistic funds of knowledge as a theoretical and pedagogical tool for the
investigation of dual language education.
In chapter 3,1 describe the methodology employed in this study, drawing on pilot
studies of dual language schooling conducted at the case study school and a second local
program. I justify use of the case study approach to research on dual language schooling
and describe the research design. Procedures used for data collection and analysis are

also described. This chapter discusses methodological issues surrounding my multiple
and evolving roles at La Escuela, including my participation in a longitudinal study at the
school.
Chapter 4 is a description of the case study community, the objective being to
understand Arizona, Tucson, and El Barrio as embedded sites for DL schooling. Key
aspects of this contextualization are the historic role Tucson educators have played in the
development of bilingual education in the U.S. and the links from these early local efforts
to the DL model as presently organized at La Escuela (research question 1). Chapter 4
also addresses the nature of minority language and cultural resources, as well as
community support for DL schooling (research question 2).
Chapter 5 is a description of the case study school and dual language schooling as
it is presently organized there. I follow the development of Spanish language instruction
at La Escuela as the school moved from English-only schooling, to a bilingual
maintenance model following a federal desegregation court order, to the decision to adopt
the current dual language model of bilingual schooling. Throughout this discussion, I
focus on the contributions and positions of the community, particularly residents of El
Barrio. I describe the present DL curriculum, drawing on the curriculum discussion in
chapter 2. This chapter describes educators, children, and their families at La Escuela,
and examines patterns of adult and child language use in classroom and non-classroom
settings at the school.
In chapter 6,1 present the findings of the study as they pertain to research
questions 3. 4, and 5. Ten instances of the use of linguistic funds of knowledge are
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described in detail and analyzed in terms of how, when, where, and with and by whom
they are utilized. I also examine the nature of children's language use in the context of
these instances. The chapter concludes with a discussion of factors and conditions that
facilitate and hinder the successful use of minority language funds of knowledge at La
Escuela.
The final chapter summarizes the major findings of the study. Based on these
findings, I draw conclusions about the current and possible use of linguistic funds of
knowledge at the case study school. Following discussion of the limitations of the study,
I examine implications for future research and policy in the field of DL schooling,
including recommendations for pedagogy and community organization as domains for
language planning.
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NOTES TO CHAPTER ONE
1. "As parents we have the right to create and teach our children so that they become like
us. That's what we are saying to children, that they have the right to be like their
grandparents, their parents, their aunts and uncles. And that their culture is just as
beautiful as that of any other people, any other group. That's the essence of bilingual
education. The Anglos are also learning. They are proud to be Anglo but they can
also understand and feel part of this culture they are sharing here in Tucson."
2. In contrast to 1996, no major candidates have publicly supported English Language
Amendments during the early stages of the 2000 presidential race. Indeed, to the
satisfaction of some Spanish speakers and the amusement of others. Republican
frontrunner, Texas Governor George W. Bush and his Democrat counterpart, Vice
President AI Gore, have occasionally used Spanish in campaign speeches, and Bush
was invited to address the 2000 conference of the National Association for Bilingual
Education.
3. "He gave us this example at a conference in New Orleans in 1969. Politzer said, "for
example, it's been 10 years since I'd seen Professor Renato Rosaldo and I saw him
last night-boy, was I shocked—because he hardly has any hair left. He's going bald.
So then Politzer asked, "How do you say 'boy, was I shocked!' in Spanish?" 'Me
sorprendio'? 'Me quede atonico'? No! 'Boy, was I shocked!'-that's how you say it."

CHAPTER TWO
LITERATURE REVIEW
2.0

Introduction
In this chapter, I review the literature on bilingual education, with particular

emphasis on dual language schooling. Section 2.1 outlines the case for developing an
historical perspective on bilingual education, tracing, in section 2.2, the development of
the DL model from earlier models of foreign language and bilingual education in the
U.S., Latin America, and Canada. In Section 2.3 I distinguish DL schooling from other
forms of bilingual education and discuss conditions contributing to the current popularity
of the DL model. This section also describes linguistic, geographic, and grade-level
parameters of DL programs. I review curriculum variations in the model, assessing
outcomes in oral and written development of English and Spanish by first- and secondlanguage speakers. I argue that claims for superior levels of bilingualism via DL
schooling are undermined by a lack of knowledge about development of minority
language proficiency in DL programs.
Section 2.4 considers the state of research on DL schooling, and includes a review
of methods used in research on DL programs. I review selected literature in the areas of
language planning (section 2.5), with special emphasis on Ruiz' (1984) orientations
model, language revitalization (section 2.6) (Fishman, 1991; Kjolseth, 1972), and funds
of knowledge (Section 2.7) as used with schools and language minority families (Moll,
1992; Moll & Gonzalez, 1994). The chapter concludes with a proposal for combining
and extending these perspectives to create linguistic funds of knowledge as a collective
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fund or resource for the school and a possible theoretical and pedagogical tool for
research in dual language schooling.
2.1

Historical Perspectives on Bilingual Education
Educational research is a potentially invaluable source of history about schooling

and language minorities. Well designed and carefully conducted studies generate data
which, when appropriately stored, are accessible for reanalysis in the light of subsequent
theoretical developments (R.C. Troike, personal communication, February 5, 1997).
Many have noted that federal involvement in the bilingual education movement in the
U.S. was undertaken without a strong research base (Hymes, 1996, Rubin, 1983; Troike,
1978); it appears that the federal government has been even less successfljl at analyzing
data which has been collected from bilingual programs. Troike (1978) describes the
disposal of seven years worth of unanalyzed evaluation reports on Title VII bilingual
programs in 1975 (also cited in Crawford, 1995), pointing to a lack of interest in the
quality of bilingual education programs and in identifying the conditions necessary to
maintain them.
This is not to suggest that scholars have ignored the historical dimensions of the
schooling of language minorities. There are several excellent accounts of this important
part of U.S. history (e.g. Cordasco, 1976; Crawford, 1992, 1995; Hakuta, 1986; Malakoff
& Hakuta, 1990; Molesky, 1988). Presumably written with educators in mind, these
accounts are valuable resources for teachers and policy makers who wish to understand
how current efforts fit into an historical framework. Without such sources, "the
information vacuum has been filled by a variety of ethnic stereotypes, myths about U.S.

history, and misconceptions about language....such deceptive misinformation often serves
the critics of bilingual education especially well" (Ovando, 1990, p. 344). Because
written accounts by themselves are insufficient to alter the way educators view their work
in relation to social change, an important question is how knowledge of bilingual
programs is transmitted. Federal funding for education of language minority students
often results in fijnded programs disseminating findings at professional forums. Thus,
interested educators are afforded a quick glimpse of programs which likely serve students
and operate under conditions quite different from those in their own teaching contexts
(Garcia, 1994; Price, 1991). Better understanding of how the DL model has been adapted
to fit a range of needs and contexts is an important resource for potential programs and
particularly for wise revision of existing programs (August & Hakuta, 1997).
Because of the acrimonious nature of the public debate regarding bilingual
education (Troike, 1990) it is easy to overlook the fact that schooling in languages other
than English has been less controversial at other points in U.S. history (Casanova, 1991;
Kloss, 1977/1998). Knowledge of the processes and conditions by which an educational
model has developed is central to understanding whether and how it might be
implemented in additional (and inherently different) settings. By adding a diachronic
dimension to Cooper's (1989) well-known question, "who plans what for whom and
how?" (p. 31), we can appreciate how models change over time in response to new
knowledge, changing student needs, and, too often in the case of bilingual schooling,
political pressures in the larger society (Flores, 1982; Fuentevilla, 1998). A historical
perspective thus allows for recognition of changes in roles played by key stakeholders

(Connelly & Clandinin, 1988) and of the unique attributes of individual sites (Arvizu et
al., 1992). Achieving such a perspective requires more than access to published accounts
and participation in professional meetings. An additional means of fostering this type of
historical perspective is for DL teachers, for instance, to see themselves as history
"makers" rather than simply implementers of policies.
2.2

The Dual Heritage of Dual Language Education
This section examines the roots of DL education by focusing on two influential

experimental programs, the Coral Way School in Dade County, Florida and the St.
Lambert program near Montreal, Canada.' Emerging in the early 1960s in response to
very different social contexts and learner needs, each has contributed to the way U.S. DL
programs are structured today. Examination of this "dual heritage" is therefore important
for understanding the DL model. Recent treatments (e.g. Faltis & Huddleson, 1998;
Hakuta, 1986; Lessow-Hurley, 2000) acknowledge the historical importance of
pioneering work done in the Dade County experiments in the early 1960s. Other
accounts, however, point to French immersion programs in Canada as inspiration for U.S.
DL efforts in the U.S. (Rolstad, 1999; Snow, 1986; Swain & Johnson, 1997). The
present comparison may help dispel this apparent confiision in the literature by showing
how each program extended knowledge of bilingualism via schooling.
2.2.1

The Coral Way Elementary School
Following the Cuban Revolution in 1959, tens of thousands of Spanish-speaking

Cuban families opposing the revolution and the new government migrated to southern
Florida. Believing their presence in the U.S. was only temporarv', the Cubans remained

concentrated in Miami and surrounding Dade County. These early immigrants, accorded
refugee status following the breakdown of diplomatic relations between the United States
and Cuba, were mainly upper- and middle-class and, relative to the Cuban population as a
whole, highly educated. Accustomed to private schooling in Cuba, many refugees placed
their children in existing or newly created private schools. (See Garcia & Otheguy,
1987/1995, for an account of bilingual schooling in private Cuban-American schools.)
As the number of Cuban students quickly overwhelmed the capacity of private schools,
the Dade County Public Schools, which had previously offered only English-language
instruction, began to serve large numbers of Spanish monolingual students by placing
them in "regular classes where they associate with English-speaking pupils, rather
than...placing them in isolated classes or separate schools" (Mackey & Beebe, 1977, p.
56). It soon became apparent that the teachers were unprepared for teaching the Cuban
children in English or in Spanish, and that new materials were badly needed. Beginning
in 1963, the Ford Foundation funded a three-year, $300,000 grant for the preparation of
suitable English language materials and the creation of a bilingual school at Coral Way
Elementary (Mackey & Beebe, 1977, p. 58).
Dade County planners had visited and taught in Puerto Rico and in American
binational schools in Guatemala and Ecuador, and were impressed with classrooms in
which U.S. and Latin American children learned together in English and Spanish
(Mackey & Beebe, 1977, pp. 60-61). In 1963 a voluntary bilingual experiment for grades
one through three was established at Coral Way in which approximately equal numbers
of English-speaking and Spanish-speaking students studied content in both languages.

Students studied in their first language in the mornings and their second language in the
afternoons, with joint programs for art, music, and physical education (Fishman, 1978;
Romaine, 1995). Equal proficiency in both languages was a program goal. Initial
response was most enthusiastic among Spanish-speaking parents, with some Englishspeaking parents expressing concerns that the program required young children to change
classrooms during the school day, and might promote linguistic confusion (Mackey &
Beebe, 1977, p. 65). Although the experimental program was voluntary, widespread
acceptance of bilingual schooling rendered the alternative monolingual-English strand at
the school unnecessary after the first year of the program.
Teacher response to the experiment was apparently mixed. Several strategies
were used to satisfy the need for Spanish-speaking teachers, including transfers of
teachers opposed to the experimental program, retraining of Cuban teachers for Florida
certification, and temporary certification waivers for Cuban aides (Mackey & Beebe,
1977). An important feature of the Coral Way program was that the teachers were native
speakers of the language in which they taught. Based on then current second language
acquisition theory, the curriculum used audiolingual methods following what was
believed to be the universal sequence of language learning—listening, speaking, reading,
and writing (Mackey &. Beebe, 1977, p. 68). In this program, both English-speaking and
Spanish-speaking children read successfully in their LI (Romaine, 1995). That at least
some children were judged able to learn well in both languages was reflected in the
creation of classes in fifth grade (and above in extensions of the program to middle
schools) in which both languages were used (Mackey & Beebe, 1977, p. 80-81).

Generally, the Cuban children performed well in both languages, while the language
majority children compared well with monolingual peers on English and Spanish
measures, but were less successful in achieving high levels of Spanish fluency than had
been predicted.
The experimental program begun at the Coral Way School was extended to other
elementary schools in 1966 and, as children grew older, to the junior high and high
school levels in 1967 and 1972, respectively. Factors in this expansion included changes
in the number and nature of Cuban students. Increased numbers of Spanish speakers
made it difficult to maintain an evenly balanced ratio of English speakers to Spanish
speakers in each classroom. In contrast to the first Cuban students who began the Coral
Way program essentially monolingual in Spanish, the Spanish-speaking students entering
expansion schools had typically become bilingual to some degree. In some cases, they
were capable of participating "effectively in the regular instructional program presented
in the English language" (Mackey & Beebe, 1977, p. 85). Despite this fact and the end of
Ford Foundation funding in 1966, support for subsequent bilingual programs was strong
among Cuban and non-Cuban families. The "sympathetic attitude" English-speaking
Miami natives held for the early refiigees (Gaarder & Richardson, 1968, cited in Larter &
Cheng, 1984, p. 23) was apparently maintained over time, and widespread choice of DL
schooling by English-speaking families was presumably tied to the growing economic
power of Spanish in the community (Mackey & Beebe, 1977, p. 154). Concerned that
English-speaking students were not reaching native-like proficiency in Spanish, educators
experimented with immersion models developed by the St. Lambert Project in Montreal
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and a replication all-Spanish immersion project in Culver City, California (Mackey &
Beebe, 1977, p. 124-5).
Despite positive results and local acceptance, DL efforts at Coral Way and other
Dade County schools were not widely replicated elsewhere in the U.S. Mention of the
program is noticeably absent, for example, in the National Education Association's
(1966a) seminal report on the school performance of Mexican-American children in the
Southwest. Citing isolated examples such as the locally supported programs in Webb
County and San Antonio, Texas in the mid-1960s, Andersson (1971) claims that bilingual
education in the U.S. would have been impossible on a broad scale without the financial
support made possible by passage of the BEA in 1968. The legacy of the Dade County
experiments is somewhat ironic; cited as evidence for the viability of bilingual education
during Congressional hearings for the BEA (Gaarder, 1967/1972), the DL model was not
adopted. Instead, the federal government chose to support transitional, subtractive forms
of bilingual education (Lessow-Hurley, 2000; Spolsky, 1978).
2.2.2

Canadian Immersion Programs
French immersion programs in Canada have been a second important source of

inspiration for DL programs in the U.S. Compared to the U.S., Canada is a nation with a
reputation for widespread, even officially sanctioned bilingualism. Official recognition
of English and French languages (at least in Quebec) has been practiced since the
country's confederation in 1867 (Genesee, 1987/1995). However, prior to the early
1960's, bilingual education in Canada typically meant French-speaking children learning
English, the majority language (Stem, 1971). In this context, bilingual schooling was

"merely a manifestation of the erosion of French and of the notion of French as a residual
language...to be supplanted by English" (Swain, 1971, p. 2). Immersion programs, by
which English-monolingual students received their education partially or solely in
French, began to change this pattern in the early 1960s.
Of the French immersion programs which developed in Montreal, Toronto, and
other communities in eastern Canada in the mid-1960s, the St. Lambert experiment is the
best known and best documented. In an example of what Krashen (1996) has termed "de
facto" bilingual education (p. 33), many (Protestant) English-speaking parents placed
their children in Montreal-area in French-language schools run by the Catholic School
Board. This access was denied in 1963 (Parkes, Blair, Fransham, & Hay, 1972); a move
reportedly based on the Catholic School Board's desire to foster a French-only
environment in the early grades (Lambert & Tucker, 1972). Hoping to influence
Protestant-run schools to improve French language education, a small group of Englishspeaking parents in suburban Montreal formed the St. Lambert Bilingual School Study
Group. Parent organizers met with resistance from the local school board, even after a
preliminary survey indicated high levels of parent interest (Melikoff, 1972). With
assistance from McGill University professors, the Study Group succeeded in creating an
experimental immersion kindergarten class within the Protestant public schools in 1965.
Genesee (1987/1995) identifies the goals of the initial program:
(1) To provide the participating children with functional competence in both
written and spoken aspects of French;
(2) To promote and maintain normal levels of English-language development;

(3) To ensure achievement in academic subjects commensurate with the students'
ability and grade level;
(4) To instill in the students an understanding and appreciation of French
Canadians, their language and culture, without detracting in any way from the
students' identity with and appreciation for English Canadian culture (p. 123).
These goals, shared by the French immersion programs which subsequently developed in
other parts of Canada, were realized at St. Lambert in what has come to be called an
"early total immersion program," in which students begin schooling in the minority
language (French) and continue to receive instruction only in that language through the
primary grades. In the St. Lambert program, English was originally introduced as a
language of instruction at the beginning of fourth grade; this was later changed to second
grade (Genesee, 1987/1995, p. 123).
Researchers at McGill University compared immersion classes with control
groups matched for intelligence and socioeconomic factors (Tucker & d'Anglejan, 1971).
The results of these studies suggest that the St. Lambert experiment met the goals
outlined above. Immersion students from middle-class backgrounds and with a range of
intelligence as measured by verbal and non-verbal IQ tests far outperformed control
siudeiUs Oil oral and written nieasurcs of French proficiency. With the cxccption of a
temporary lag lii reading proficiency, iniiiiersiOii students were as proficient as control
students in English language skills. They also generally performed as well or better on
measures of subject area knowledge. The fourth objective, development of appreciation
for French Canadian culture, was also apparently met. Attitude profiles conducted in the
fifth year of the experiment suggest that the immersion students "think of themselves as
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being both French- and English Canadian in their personal makeup" (Lambert & Tucker,
1972, p. 212).
The influence of the St. Lambert experiment on development of immersion
education in Canada and beyond has been substantial (Tucker & Crandall, 1989). At a
time when awareness of the importance of French, marked by passage of the national
Official Languages Act in 1969 and provincial legislation promoting the language in
Quebec and New Brunswick, was clearly on the rise (Bumaby, 1996), the initial success
of the program, supported by wide dissemination of the research results (Swain &
Johnson, 1997) led to the formation of similar immersion programs in communities
across Canada. Variations on the St. Lambert model consist mainly of modifications in
the starting point of the introduction of French and in the percentages of French and
English used for instruction. Regarding the first variable, Genesee (1995) characterizes
programs as fitting one of three categories: (i) early (L2 instruction begins in
kindergarten or first grade); (ii) delayed (L2 instruction begins in middle school), or (iii)
late immersion (L2 instruction begins at the end of middle school or at the beginning of
high school (pp. 125-126; see Swain & Johnson, 1997 for slightly different grade cut-off
points). Recently, the term "late, late immersion" has been added to describe contentbased L2 courses for university students (Burger, Wesche, & Mignoron, 1997). The
second variable—proportion of French and English used in instruction—is used to
characterize programs as "total" (or "full". Swain & Johnson, 1997, p. 9) or "partial"
immersion. These labels are somewhat misleading in that they fail to reflect actual
discourse patterns of students in immersion programs (who may use the majority

language to address the teacher and/or other students), and ignore the fact that programs
which begin as "total" immersion programs typically use increased proportions of first
language for instruction as students pass through grade levels. However, the labels
discussed above are useful because they permit comparison of programs based on
intended initial language(s) of instruction. "Total immersion" programs (such as the St.
Lambert experiment) typically begin with instruction completely in the target language
and gradually add LI instruction as students advance to higher grades. "Partial
immersion," also known as the 50-50 approach, refers to programs designed to maintain
an equal balance between French and English throughout schooling. The application of
these issues to DL programs is taken up in Section 3.4 on curriculum.
There are currently some 300,000 students (seven percent of Canadian
schoolchildren) participating in some form of French immersion education (Swain &
Johnson, 1997, p. 3). Across a remarkable number of studies (Cummins estimated the
total number at over one thousand in 1991, cited in Swain & Johnson, 1997),
investigation of immersion education in Canada consistently supports three of the St.
Lambert findings (Genesee, 1991): development of oral and written proficiency in
French, uninterrupted development in English; and academic achievement levels
comparable to students in non-immersion education. Lapkin and Swain (1991) report
consistently positive results across a number of programs. An apparent exception
concerns the effects of immersion on majority students attitudes to the minority
language/culture, the fourth claim made for immersion education. Genesee (1987/1995)
reports that positive attitudes reported by Lambert & Tucker (1972) decreased as
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immersion students progressed in school, suggesting that even a radical restructuring of
schooling has limited power to blunt the effects of inequality between languages and their
speakers which permeates the environment beyond the school.
2.2.3

Comparing the Coral Way and St. Lambert Experiments
Comparison of the Coral Way and St. Lambert experiments reveals critical

similarities and differences, many of which continue to be fundamental to DL programs
todayBoth programs represented fundamentally new approaches to language education
by using a minority language to teach academic content rather than restricting its use to
foreign language classes. In addition, both aimed at promoting additive bilingualism
rather than seeking to replace the students LI with another language. Table 2.1
highlights comparison of other critical components.
The most important difference between the programs concerns the joint education
of language majority and language minority students. In the Coral Way program,
students fi^om English-speaking and Spanish-speaking families studied mainly in separate
classes until the fifth grade, at which point they were presumably able to function at
"native speed" in their second language (Gaarder, 1967/1972; Mackey & Beebe, 1977).
The St. Lambert experiment did not involve children of French-speaking families, a
pattern that was also true of most Canadian immersion programs (Tucker & Crandall,
1989). Swain (1971) reports that in one notable exception in an Ontario school, the
practice of linguistically heterogeneous grouping was discontinued due to minority
language parents' fears that the presence of English in the classroom was harmful to their
children's education (p. 86).
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Table 2.1
Comparison of Features of the Coral Way and St. Lambert Experiments
Key Features
Student Population

Participation
Teachers

Curriculum

Role of Minority Language

Grouping

Funding
CommunitvW Sunnort
X I
Research Base

Repl ication/influence

Coral Way
middle-class English
speakers and middle class
Spanish-speaking refugees
in approximate balance;
students not screened for
special ed/gifted status
voluntary
some resistance by
monolingual English
speakers; initial difficulty of
finding bilingual teachers
who met certification
requirements
two-way partial immersion;
primary instruction & initial
literacy in LI
primary instruction for
Cuban students; Englishspeakers receive content
reinforcement in Spanish
K-4 students segregated by
language, except for lunch
and non-academic classes;
older students in mixed
language groups
private and public
administration initiated,
strong parent support
primarily program oriented;
control groups apparently
not used
expansion within Dade
County; cited in support of
1968 BEA

St. Lambert
middle-class English
speakers; students not
screened for special
ed./gifted status

voluntary
teachers drawn from local
bilingual population

early total immersion in L2,
including initial literacy
used for primary instruction

public
narent
initiated,' resistance
A
from administration
ongoing investigation into
many aspects of program;
control groups used
replicated in other Canadian
communities; inspiration for
U.S. programs

Canadian immersion educators have consistently discouraged immersion in the
majority language for French students, citing the need to shelter French (Genesee, 1991,
p. 128-129), a view consistent with the actions taken by Montreal Catholic Schools to
limit the presence of English speakers in French language schooling. The belief that
language minority students do not benefit equally from immersion education has had
major implications for the replication of Canadian immersion programs in the U.S.
While some authors (viz., Baker & de Kanter, 1981) have argued that the success of
immersion in Canadian programs is evidence that language minority students in the U.S.
ought to be immersed in English without native language instruction, others take the
opposite view. In a review of immersion programs in the U.S., Genesee (1985)
concludes

It is important to emphasize that immersion programs were
designed for English-speaking, majority group children,
and the evaluation results pertain to this population only.
Therefore, the conclusions...should not be interpreted to
pertain to the case of limited English proficient/nonEnglish proficient students (p. 556).

Other differences between the Coral Way and St. Lambert experiments are best
understood from a resource allocation perspective. It is noteworthy that the Coral Way
program was initially funded by a private grant from the Ford Foundation (See Mackey &
Beebe, 1977, pp. 139-142, for discussion of private and government funding of bilingual
education in Dade County schools), whereas the St. Lambert experiment was begun with
public funding (Lambert & Tucker, 1972). This discrepancy must be placed in the
context of the vastly different demographics of the two cases. In St. Lambert, English-

speaking parents viewed French immersion as a tool for economic viability given the
growing importance of French in Quebec; in Dade County, local officials overwhelmed
by dramatic increase in the number of Spanish monolingual students viewed integration
of language minority and language majority children as a feasible solution to a major
shift in student population. Both programs, it must be emphasized, served a primarily
middle-class clientele.
Human resources appear to have been even more important than money. In St.
Lambert, a community with approximately equal numbers of French speakers and
English speakers (Crawford, 1995, p. 140), many teachers were themselves fluent
bilinguals. The experimental program and subsequent immersion programs were able to
take advantage of the fact that Canadian schools and communities had many teachers
experienced in teaching French as a first and second language and in using and
developing educational materials in the French language. These teachers faced the
problem of how to adapt their pedagogy and materials to suit a new type of learner. In
contrast, Dade County schools initially had fewer Spanish language resources to draw
upon; from the beginning highly proficient bilingual teachers were in short supply.
Schools sensibly tried to meet the immediate need for teachers capable of teaching
content in Spanish by hiring refugees who had been teachers in Cuba, but this solution
was hindered by state certification and federal desegregation policies (Mackey & Beebe,
1977).
University and research connections represent another type of human resource
which distinguished the two programs. St. Lambert parents, frustrated by reluctance of

school board officials to support French language education, sought advice from McGill
University professors Wallace Lambert and William Penfield (Lambert & Tucker, 1972),
which led to the development of a research program concerning bilingualism and
bilingual education by Lambert and associates at McGill. In contrast, the Coral Way
experiment was initiated by Dade County Schools administrators with the expectation of
private and federal assistance (Mackey & Beebe, 1977). As the experiment expanded to
other schools in Dade County, much work was done by teachers and administrators to
create the necessary teacher knowledge, curriculum, and materials to serve learners. It is
regrettable that the Coral Way experiment did not yield a comparable research base, as
some of the most pressing questions (i.e. issues of language separation, use of the
minority language in the classroom, and inclusion of exceptional education students) are
only now being examined in U.S. DL programs.
Finally, there is the notion of how the restructuring of schooling fits the language
environment and attitudes within the larger society. There were fundamental differences
in how the programs pioneered at the Coral Way and St. Lambert schools were received
and extended beyond their local contexts. It is telling that in the U.S., where larger
concentrations of Spanish speakers in Mexican American communities in the Southwest
had not been regarded as cause for bilingual education (Ruiz, 1997), the sudden
appearance of a middle-class, politically supported Cuban community occasioned such an
experiment. In contrast, the spread of French immersion programs of various types
across different parts of Canada (cf reports in Swain, 1971) attested to the growing
economic and political power of French and its speakers. As Homberger (1987)
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observes, it is possible for bilingual programs to be (temporarily) successful in their goals
for learning while those goals are ultimately undermined by lack of coordination with
national policy. This argument may explain the spread of immersion programs in
Canada, with (limited) official recognition of French, and the initial restriction of the DL
model to Dade County and other islands of bilingual schooling within the U.S. In chapter
4,1 describe the historical connections between DL schooling as practiced at La Escuela
and earlier efforts in Tucson and other parts of the Southwest. In the following section, I
turn to a description of the dual language model.
2.3

Dual Language Education
In chapter 1,1 defined DL education as the joint instruction of language minority

and language majority students via the languages of both groups, with the goal of
bilingualism and biliteracy for all students. Lindholm describes DL education as "the
marriage of bilingual education for linguistic minority children and immersion education
for linguistic majority children" (1992, p. 195). Given the multiple variations of bilingual
education programs (Mackey, 1978) and immersion education (Swain & Johnson, 1997),
as well as diverse local conditions, it is not surprising that there is no single model to
which all DL programs adhere. According to August and Hakuta (1997, p. 155), key
variables include
• proportion of students from the two language backgrounds in the classroom;
• amount of instructional time provided in the two languages;
• practices related to screening students and admitting newcomers to a cohort
after the first year;
• language choice for initial literacy instruction;
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• participation on a voluntary basis or by virtue of assignment by school
personnel.
I would add the following variables:
• status of the minority language and its speakers within the wider community
(Gaarder& Richardson, 1968);
• presence of students from other linguistic and cultural backgrounds (Lambert &
Taylor, 1987; Rolstad, 1997, 1998);
• separation of languages for instruction (Lindholm, 1990; Rhodes et al., 1997);
• cognitively challenging classroom climate (Garcia, 1994; Lindholm, 1990);
• the manner by which the DL model is adopted by the school (e.g. initiated by
parents, teachers, administrators, or some combination of stakeholders) (Met &
Lorenz, 1997);
• teacher proficiency in the majority and minority languages, including oral/aural
and literacy competencies enabling teachers to deliver content instruction in both
languages (Guerrero, 1997; Swain & Johnson, 1997; Troike & Saville-Troike,
1982);
• depth of pool of competent, qualified bilingual teachers (Miramontes, Nadeau,
& Commins, 1997);
• understanding of and commitment to biiingualism by educators, including
strong administrative support (Cloud et al., 2000; Troike, 1986 cited in Lindholm,
1992);
• non-instructional support for the minority language in and outside the classroom
by administrators and school support staff (Lindholm, 1990; Swain & Johnson,
1997);
• measures used to assess first and second language development and expression
of content knowledge via LI and L2 (Medina, 1993);
• involvement of families and community members in meaningful efforts to
support the program and growth of child biiingualism (Craig, 1993, 1996;
Freeman, 1996);

• support from university-affiliated researchers (Genesee, 1987/1995; Kohl,
1997; Morison, 1995).
Not all of these variables have been examined in the context of DL programs. However,
given the relative lack of research on this particular type of bilingual schooling, taken
together, they serve as a knowledge base for investigation of DL programs.
2.3.1

Comparing Dual Language Programs with Other Forms of Bilingual
Education
There is ample reason for skepticism in assessing the claims made for DL

programs. Foremost is the historically poor academic performance of language minority
children in U.S. public schools (Trueba, 1987), including Latino children (Reese, Balzan,
Gallimore, & Goldenberg, 1991; U.S. Department of Education, 1998), the language
minority group participating in DL programs in greatest numbers. Valdes (1997a) asks
how Mexican-American children will fare in programs in which their specific linguistic
and educational needs must be met along with those of language majority students.
Noting that U.S. classrooms are typically more ethnically diverse than Canadian
classrooms, Lambert and Taylor (1987) suggest that the immersion model does not
account for the presence of a linguistically similar and culturally distinct third group,
African Americans.
What's in a Name?
One reason to question how the DL model differs from other forms of bilingual
education is use of the term dual language (or two-way immersion or bilingual
immersion) to diffuse negative associations of the politically charged label bilingual
education (Crawford, 1995). This practice, observed by Craig (1993) using Christian and
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Mahrer's (1992) national directory of DL programs, can be observed in a range of local
contexts. A teacher in the Amistad (Tucson, Arizona) Public Schools' DL program
described the power of program labels to attract public support:

The term "bilingual education" usually has such a negative
connotation to it, which is partly the reason why we've
decided to call our model of bilingual education "dual
language". It's helped a lot. When people think of
bilingual education, the general opinion is "Oh, you're
teaching Spanish to the Spanish kids, you're teaching
English to the English kids...." Well, it's almost the
opposite with the dual language. These kids are not just
receiving one education, actually they're receiving two.
And if you explain it, it's like "wow that's really great!"
Whereas before if you had said it's bilingual ed., people
didn't want to hear about it.
(Smith, 1997a, p. 37)

Holm and Holm (1995) make a similar observation concerning naming Navajo language
programs at Rock Point and Fort Defiance, Arizona: "We choose to name them as 'twolanguage,' rather than 'bilingual,' programs for a specific reason. In the context of
Navajo education, the word 'bilingual' has come to mean all sorts of things except two
languages" (Holm & Hoim, 1995, p. 145). Schiffman suggests thai such naming
practices are critical to the "survivai" of DL programs (BILFNG, June 6, 1998).
Those familiar with the politics of bilingual education in the U.S. will recognize
the strategy behind such labels, as in use of the term "developmental" bilingual education
in federal legislation in order to "emphasize the developmental nature of cognitive,
academic, and linguistic development and to eradicate the perception that bilingual
education is remedial in nature" (Collier, 1995, p. 35). In the case of DL schooling, there
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may also be costs associated with the issue of naming, including the possibility that
overuse of the term dual language will detract from its specialized meaning, as in
Lessow-Hurley's (2000) unfortunate use of the terni as a substitute for the more general
bilingual education and remedial dual literacy programs involving Spanish-speaking
immigrant students in New York City high schools (Garcia, 1999).
Following the historical analysis developed in Section 2.3, it is important to
remember that basic notions and practices of DL education had been in operation (in
Dade County and Canadian schools) prior to the creation of categories by which U.S.
bilingual education programs are known today. Because they feature prolonged use of
the minority language as vehicle for content learning, DL programs are closer to so-called
maintenance and late-exit bilingual programs than to more numerous earlv-exit or
transitional programs (Miramontes et al., 1997; Ovando & Collier, 1998). The
participation of language majority students, however, is a feature shared with foreign
language education rather than other types of bilingual education. Ultimately, these
distinctions may have more to do with the structure of schooling in the U.S. (See papers
on immersion in international contexts in Johnson & Swain, 1997) than with how learners
actually develop proficiency in two languages.
2.3.2

Understanding the Current Popularity of Dual Language Education
Andersson (1971) notes that bilingual education in the U.S. consisted mainly of

isolated programs before 1968 passage of the Bilingual Education Act. Although success
of the Dade County programs was cited in congressional testimony in favor of the Act
(Gaarder, 1967/1972), and despite a pro-bilingual position taken by at least some of the

players involved in crafting the legislation (Croghan, 1997), the BEA did not promote
additive bilingual programs. Instead, where the native language was to be used at all, it
served primarily as a temporary bridge to English proficiency. Use of the minority
language for instructional purposes was designed to end as soon as children were deemed
able to succeed in a mainstream classroom. Subsequent federal legislation and court
rulings on the educational rights of linguistic minorities were either hostile to or silent
(e.g. Lau

V.

Nichols and Serna v. Portales Municipal Schools) on the matter of using the

minority languages for linguistically heterogeneous classes (Spolsky, 1978). Lyons
(1995) notes that the 1974 reauthorization of the BEA prohibited use of federal funds for
such programs and that the 1982 and 1988 reauthorizations served to increase the
proportion of total funding for transitional bilingual education programs and monolingual
English programs. (See Schneider, 1976, for an extensive treatment of the 1974
reauthorization.) Even the authorization of funding for so-called "developmental
bilingual education" (including DL programs), initially permitted by Title VII legislation
in 1984 (Ovando & Collier, 1998, p. 54) and extended in the 1994 reauthorization of the
BEA, has been undermined by politically motivated funding cuts (Crawford, 1995, p.
220). Given rapid increase in the number of DL programs following these modest
funding changes, one wonders how many programs would be in existence today had
consistent funding been available.
Along with increased financial support (including changes allowing Title I funds
to be used in DL programs, Garcia, 1994), other factors have converged to spark renewed
interest in DL education. I describe them here in terms of "stakeholders" (Connelly &
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Clandinin, 1988), the participants invested in an educational system. The following are
claims made for DL instruction, organized by stakeholders:
• Language-minority students achieve higher scores on standardized tests. They
also have increased self-esteem and higher graduation rates;
• Language minority and language majority students gain additive bilingualism
without sacrificing linguistic advances in their LI;
• Students of both groups gain a better understanding of the other culture, and are
better able to work with members of that culture;
• Parents and families are expected to participate more in the schooling of their
children. DL programs typically envision an expanded role for parents and
families, including improved communication between home and school;
• Teachers gain greater freedom to reach students in the language of instruction
which is most effective. Programs can also be structured to create acceptable
roles for teachers who are not native/proficient speakers of the minority language
and for those teachers who do not speak it at all (e.g. monolingual Englishspeaking teachers);
• Public schools may organize DL instruction as one option in a "menu" of
choices. Consistent with recent developments in the magnet and charter school
movements, public schools which offer a DL track can be seen as offering
families an educational choice based on language;
• Communities, to the extent that they are included, gain the opportunity to
participate in educational decision making concerning DL programs;
• Policy makers accommodate diverse and potentially competing interests into a
single system. In addition to savings based on fewer "special interest"
classrooms, DL education permits policy makers to appeal to a sense of "together
and equal", a democratic ideal of considerable rhetorical value about education in
the U.S.

These claims contribute to the current level of interest in DL education in the United
States.
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2.3.3

Linguistic, Geographic, and Grade-level Parameters of Dual Language
Programs
The DL model is practiced in programs limited in terms of minority languages

featured, geographic distribution and grade levels served. The most complete source of
information available on these parameters is a directory of two-way immersion programs
maintained by the Center for Applied Linguistics (Loeb, 1999). Of 261 programs listed
in the directory, 240 (91%) employ Spanish as the minority language; of the eight other
languages used in DL programs (e.g. Arabic, Cantonese, French, Japanese, Korean,
Navajo, Portuguese, and Russian) only Cantonese is featured in more than four programs.
Although reliable figures on the number of students enrolled in DL programs are
unavailable, the overwhelming majority receive instruction in Spanish and English. Not
surprisingly, DL programs are highly concentrated in states and regions with large
numbers of speakers of Spanish and other minority languages. As currently practiced,
DL schooling is overwhelmingly concentrated in elementary grade levels, with
approximately 95% (N=253) programs ending DL instruction before the ninth grade
(Loeb, 1999). Despite calls for extension of DL schooling through secondar>' levels
(Rhodes et al., 1997), as recently as 1999, across the U.S. only three districts offered
(<1%) offered DL instruction through tenth grade (Loeb, 1999).
2.3.4

Goals of Dual Language Programs
Lindholm & Fairchild (1990, p. 127) identify four goals shared across DL

programs:
(i) normal to superior academic achievement in Spanish and English;
(ii) the development of proficient bilingual and biliterate skills in English and

Spanish;
(iii) high levels of self competence; and
(iv) positive cross-cultural attitudes.

Taken together, these goals demonstrate that DL programs aim at "full bilingualism"
(Fishman & Lovas, 1970/1972) for all students regardless of language majority/minority
status. DL education is thus a vehicle for promoting additive bilingualism, where a
second language is learned without compromising the Li (Lambert, 1975), and is a
principled alternative to the process of subtractive bilingualism (developing the majority
language at the expense of the LI) which has characterized school-based language
learning by immigrants and other linguistic minorities in the U.S. (Valdes, 1997a; Wong
Fillmore, 1991; 2000). Although DL programs typically state goals in terms of
individual student achievement, where students are successful in sufficient numbers, DL
programs may have important collective implications as well. These may be viewed by
distinguishing between bilingual education for linguistic assimilation and for linguistic
pluralism (Kjolseth, 1972). Whereas transitional programs undermine the vitality of
languages other than English, they can be interpreted as forces for assimilating language
minority siudents into a broader (nionolingual English) U.S. culture. Because DL
programs attempt to foster development of two languages for all students, they are
potential contributors to linguistic pluralism in the U.S.
2.3.5

Curriculum in Dual Language Education
The DL model differs from other types of bilingual schooling in terms of

curriculum content and structure. In many bilingual education programs, the question

underlying use of the minority language in instruction is how quickly students are able to
advance academically via the majority language. The success of learners, particularly
those in transitional programs, is typically measured not by what and how much students
learn, but on how quickly they become able to learn in English. Thus, in many bilingual
education programs the role of ESL instruction is given great and perhaps undue
importance (Troike, 1976). In contrast, DL programs focus on academic achievement,
with second language learning often considered a by-product of content instruction in two
languages (Freeman, 1996; Rhodes et al., 1997). Finally, the participation of language
majority children is in marked contrast to the academic segregation of language minority
students in other types of bilingual education programs.
Dual language programs can be distinguished by the way they structure
curriculum in response to two fundamental questions; (i) will all students participate in
the dual language program?; and (ii) for the DL students, how should use of the two
target languages be distributed across the curriculum? There are two basic approaches to
the first question. The first may be termed a strand-within-a-school, in which parents
choose to enroll children in the dual language component or another instructional
program offered at the school. In Arizona, the Valley View School in Phoenix offers a
strand-type DL program along with a more traditional transitional bilingual model. In
Tucson, Birch Elementary is another example of a strand-type program, with the
alternative choices to DL being ESL and English immersion. The second approach is a
whole-school approach, meaning that all students are enrolled in the DL program. Table
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2.2 shows how some well-known programs fit into the strand vs. whole-school approach
to DL schooling.

Table 2.2
Two Approaches to Dual Language Education
Strand-within-a-School Approach

Whole-school Approach

Valley View School (Phoenix, AZ)

Oyster Bilingual School (Washington, DC)

Key School (Arlington, VA)

Inter-American Magnet School (Chicago)

Amigos Program (Cambridge, MA)

River Glen (San Jose, CA)

Ola Program (Cambridge, MA)

La Escuela (Tucson, AZ)

Although classrooms must certainly be at the center of efforts to produce or
maintain bilingualism via schooling (Mackey & Beebe, 1977), in practice, it appears
questionable whether "strand" type programs can marshal the extra-curricular resources
necessary. Thirty years of immersion research and ten years of DL research show the
importance of a "continua" of bilingualism (Hornberger, 1989; 1998) through all aspects
of schooling, including student-to-student talk and student-adult talk outside the
classroom. Given that all DL programs exist in a larger social context in which the
minority language is relatively undervalued, the steps programs take to seal out language
majority ideologies are an important index of their support for the minority language and
perhaps a predictor of a program's ultimate success in fostering bilingualism (Edelsky,
1996; Freeman, 1996). Strand-type programs face considerable challenges in this
respect, particularly as new programs struggle to acquire human and material resources in
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the minority language comparable to resources they already hold in English. For
example, Birch Elementary's lack of bilingual librarians and Spanish books means that
the library is essentially an English-only zone within the school, a place where there is
little use for Spanish. Such examples of "resource asymmetry" in strand-type programs
(Amrein & Pena, 2000), probably more common in all types of DL schooling than has
been reported, undermine program goals and weaken efforts to develop full bilingualism
for DL students.
Both strand-type and whole-school approaches to DL schooling face choices
regarding the languages of instruction. Distribution of the majority language and
minority language across grade levels is a complex issue requiring consideration of
teacher strengths and linguistic abilities, availability of appropriate materials, and
scheduling demands, as well as articulation with the language offerings at subsequent
levels of schooling (e.g. middle school and high school), and political pressures. Again,
two basic approaches have been identified in the literature (Christian et a!.,1997; Collier
& Ovando, 1998). The simpler version, certainly in terms of scheduling, is the so-called
50-50 model, in which instructional time is equally divided between the minority and
minority language at all grade levels. The Key School in Arlington, Virginia (Christian
et al.,1997; Craig, 1993), the Oyster Bilingual School (Freeman, 1996, 1998), and the
Amigos Program in Cambridge, Massachusetts (Cazabon, Nicoladis, & Lambert, 1998)
are three well-known examples of programs which use the 50-50 model.
The second approach is the 90-10 model, used by the River Glen School in San
Jose (Christian et al., 1997) and other programs in California. In this model, instruction

at kindergarten uses the minority language ninety percent of the time and the majority
language is used the remaining ten percent "to promote English language development
for the nonnative speakers of English" (Lindholm, 1990, p. 99). As children pass through
the program, the percentages of minority and majority language use gradually converge
until, by the end of elementary school, language of instruction is equally divided between
the two languages. As illustrated in Table 2.3, by Year Five, the ratio of majority
language to minority language in instruction is typically the same for 50-50 and 90-10
programs. In the relatively few middle school and high school level DL programs the
ratio typically favors the majority language, with 60-40 the most common distribution
(Ovando & Collier, 1998, p. 54).

Table 2.3
Language Distribution in Two Models of Dual Language Schooling
50-50 Model

90-10 Model

K

50-50

90-10

1st

50-50

90-10

2nd

50-50

80-20

3rd

50-50

70-30

4th

50-50

60-40

5th

50-50

50-50

GRADE

Rather than static models, the distribution of languages in DL programs should be seen as
a dynamic response to local conditions and as an index of the school/community
commitment to the minority language. For example, in Chicago, one of the oldest dual
language programs in the country, the Inter-American Magnet School, moved to a 90/10
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model following more than twenty years of using the 50/50 model (Christian, et al., 1997;
Zucker, 1995).
Concern for student output as a linguistic resource for L2 learning (Lindholm,
1990; Swain, 1985) and for classrooms as microsites for language maintenance/shift
(Martin-Jones & Heller; 1996; Martin-Jones & Saxena, 1995) has several implications for
DL programs. In terms of student population, both strand-type and whole-school
programs typically attempt to create classrooms with approximately equal numbers of
minority language and language majority students. Lindholm's (1991) claim that L2
acquisition is undermined when the ratio of language minority to language majority
dominant speakers exceeds 70-30 in either direction is consistent with anecdotal evidence
offered by participants on the electronic discussion list BILING.^ Although further
research is needed, the perceived importance of maintaining this balance contributes to
the "magnet-like" nature of DL programs even where they are open to all students.
Programs often encourage families to view DL education as a commitment lasting
through the elementary children grades, using parent contracts and restricting admission
of new students after the second or third grade. Maintaining linguistically-balanced
cohorts is ftirther complicated in schools with highly mobile student populations (Kohl,
1997) and can be ftirther complicated by the use of multi-age grouping where, for
example, kindergarten and first graders are grouped in the same classroom (J. Gates,
personal communication, April 16,1997).
In addition to manipulating classroom and program populations to achieve a
balance for language dominance, DL programs foster linguistic separation within the
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curriculum. Separation of languages is promoted in both 90-10 and 50-50 programs by
various means depending on the age of students and teachers' linguistic resources.
Although the issue has not been explored in the context of DL classrooms, research
conducted in other types of bilingual education programs suggests that the practice of
"concurrent" or "direct" translation, in which proficient bilingual teachers utter a
statement in one language for the benefit of one group of learners and then translate the
utterance into the other language for the benefit of the other group of learners, does little
to foster second language acquisition for members of either group (Faltis, 1996). In the
words of one Tucson teacher who had been required to use this method in Los Angeles
schools, students sensibly "tune out" instruction in their non-dominant language knowing
that it will be repeated in their LI (L. Limon, personal communication, April 18,1997).
As an alternative to direct translation, Jacobson (1981, 1990) investigated the
effects of a modified system, the New Concurrent Approach (NCA), in which a bilingual
teacher uses both languages according to certain principled judgments including
avoidance of direct translation and intra-sentential code-switching. Using NCA, the
boundaries between languages are marked by teacher-determined switches within
discourse so that, at any given time, students are required to understand content delivered
in either language. Where teachers have been carefully trained in the method, there is
evidence that students respond according to the linguistic cues provided (e.g. they
respond in the appropriate language) (Faltis, 1997; Jacobson, 1990). To my knowledge
there are no DL programs using the NCA method; presumably this is due in part to the
extensive training necessary for its implementation. Given the stigma attached to code-

switching, it may also be due to a general reluctance of educators, even those who are
themselves fluent codeswitchers, to promote the use of mixed utterances in classroom
instruction.
Forms of linguistic separation commonly employed in DL programs include
separation by teacher (where teachers act as monolingual speakers of one of the target
languages); by subject matter (e.g., science in English; math in Spanish); time of day
(e.g., mornings in Spanish, afternoons in English); and alternate days (Monday in
Spanish, Tuesday in English, etc.) (Cloud et al., 2000). As Jacobson (1990) observes,
favoring such arrangements over NCA in the absence of empirical evidence may be
related to adults' unfounded notions of linguistic conflision within the mind of bilingual
children. In practice, however, language separation practices may be most effective
when supported by a combination of factors. At the Key School in Arlington, Virginia,
for example, teachers report that students are most likely to use their second language
when its use is simultaneously marked for time, person (teacher), and content (Rhodes et
al., 1997). It is worth noting that the issue of language separation in DL programs, as
discussed in the literature, has focused almost exclusively on the language(s) of
instruction. Given widespread use of group work in many DL programs (Christian, et al.,
1997), student-to-student discourse may be equally or even more important than the
teacher's choice of code. This aspect of language use in DL classrooms has not been
well studied, but studies of students' language patterns in French immersion classrooms
in Canada suggest that language learners' code choices are a rich site for study of
language ideologies (Heller, 1995).
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Another common feature of DL programs is the focus on cognitively challenging
curriculum (Collier, 1995). As has been shown across ethnic/language groups and class
backgrounds, minority language parents are less concerned with the language of
instruction than with the overall quality of schooling (Freeman, 1996; Garcia & Otheguy,
1987/1995; Lambert & Taylor, 1987). Profiles of successful bilingual schools show that
such programs set high academic standards for language minority students (Campos,
1995; Crawford, 1995; Garcia, 1994; Lucas, Henze, & Donato, 1990; Thomas & Collier,
1997). Aware that many language majority and language minority parents hold negative
attitudes towards bilingual education when they perceive it to be inferior in academic
quality, administrators of DL programs typically promote the model as a form of
enrichment for all students (Cloud et al., 2000; Freeman, 1998). The success of this
appeal may be noted in the numbers of language majority and language minority parents
on waiting lists and participating in selection lotteries to enroll their children in many DL
programs. Research on parental satisfaction with magnet curricula suggests that
following an initial "honeymoon" period parents are apt to judge DL programs on the
basis of student preparedness for further academic success rather than solely on the basis
of second language proficiency (Ogawa & Dutton, 1994). In the following section, 1 turn
to a discussion of teacher preparation and DL schooling.
2.3.6

Preparing Teachers for Dual Language Education
Troike and Saville-Troike (1982) write, "Being a teacher has never been simple.

Being a bilingual teacher is at least twice as complex" (p. 199). Being a DL teacher
would appear to be even more difficult, particularly in the early grades and in the context
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of newly developed programs. One of the most important challenges DL teachers face is
how to teach content in a way that is simultaneously accessible to second language
learners and sufficiently challenging for native speakers (Howard & Loeb, 2000). They
must also foster positive intergroup relations among children who may have substantially
different cultural patterns and experiences, and establish effective relations with parents
and families from at least two distinct ethno-linguistic backgrounds. Arguably, the focus
on language learning through content and cognitively demanding activities requires DL
teachers to plan and prepare materials beyond what is commonly expected of teachers in
monolingual and (non-DL) bilingual programs. This is especially true for minority
languages, including Spanish, due to the relative scarcity of appropriate, commercially
available materials in languages other than English. Finally, consistent with recent trends
in U.S. public education, DL teachers may be expected to incorporate students of widely
differing abilities, including students who have been diagnosed as having exceptional
educational needs. Although second language acquisition theory suggests that such
students would be unlikely to face serious barriers to developing high levels of
proficiency in a second language (See Genesee 1987/1995 for a summary of research in
Canadian immersion programs consistent with this view), successful inclusion of
exceptional education students in DL programs may involve non-linguistic factors with
which teachers must be familiar.
Given these responsibilities, adequate teacher preparation is essential to good
teaching and the success of DL programs. Yet, as a first-year teacher at Birch
Elementary explained, neither she nor her colleagues had been trained specifically as DL

teachers. Across the U.S., DL teachers confonn to state certification guidelines for
bilingual teachers, but no state has created special certification requirements for teachers
in DL programs. Because many DL programs are quite new and because they remain
relatively isolated (e.g. with a single or very few programs per school district or
community), learning to be a DL teacher involves a high degree of on-the-job training,
with minimal opportunities available for development beyond the school setting (Howard
& Loeb, 1998). These conditions have motivated DL educators to create within-program
opportunities for continued learning, such as study groups (Amot-Hopffer & Smith,
1998) and peer observation, and to seek out partnerships with university-based
researchers and teacher trainers (Morison, 1995).
If the number of DL programs continues to grow rapidly, it is conceivable that a
specialized set of teacher training standards and perhaps specific programs of teacher
education might be developed to help teachers meet the unique demands of DL
schooling, as has happened at the national level in Canada (Collinson, 1989).'* The issue
of teacher bilingualism in the target languages deserves special emphasis (Valdes,
1997a). A set of bilingual teacher training guidelines developed by the Center of Applied
Linguistics and adapted for international bilingual programs (Troike & Saville-Troike,
1982, p. 204) makes good sense for DL teacher preparation:

The language proficiency requirement is essential and in
many ways the most important requirement of all
the
teacher must be able to speak the language of the students
fluently. For programs which utilize initial literacy in the
students' language, the teacher must also be able to read
and write the language. But beyond that, it is not enough
merely to be proficient in the language. The teacher
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must be able to use the language to teach content
matter, (emphasis in the original)

Insistence on high levels of oral and written proficiency in both target languages
for all teachers would limit the participation of monolingual speakers of English and
make it more difficult for some programs to staff classrooms. Krashen (1996) argues
against such a requirement for bilingual education teachers on the grounds that the
5

extensive language training necessary would be an undue burden on teachers. It would
also suggest that training/certification programs and second language proficiency tests for
DL teachers need to go beyond the current practice of testing oral proficiency and (less
commonly) written proficiency in the target language (Grant, 1997) to assess teaching of
sample lessons in both languages. Given the time many DL teachers must devote to
developing instructional materials in two languages, it seems reasonable for programs to
assess the talents of prospective teachers as materials developers, as well. Initially at
least, increasing the standards for bilingual proficiency of DL teachers would likely
shrink an already small pool of qualified teachers. However, by insisting on the
bilingual/biliterate abilities of teachers, programs would arguably promote students'
understanding of the importance of bilingualism.
2.3.7

Learning Outcomes in Dual Language Schooling
Among supporters of bilingual education, the dual language model is widely cited

as an effective means of arranging schooling to mutually benefit language minority and
language majority students (Crawford, 1995; Fishman & Lovas, 1970/1972; Ovando &
Collier, 1998).

In an influential monograph drawing on several years of cross-sectional

82

results, L'oiiier (i995, p. 34) makes one of the strongest claims on behalf of DL
education:

The most consistently successful academic achievement
has occurred in two-way developmental programs, where
English speakers are schooled together with language
minority students, and the English-speaking parents, along
with language minority parents, can affirm the importance
of learning two languages.

Other advocates of bilingual education point to the DL model's considerable potential but
urge caution in assessing the effects of DL programs. Krashen (1998) contrasts successes
in individual programs with the observation that "the jury is still out" on the model. In
section 2.3.1,1 noted that public perceptions of the effectiveness of DL programs are
likely to be affected by widespread confusion about bilingualism and second language
acquisition. As Ruiz (1998) has observed, the question of whether bilingual education
works presupposes explicit goals for what programs are expected to accomplish.
Compared to other fonns of monolingual, bilingual and foreign language education, the
DL model is more ambitious in terms of intended learner outcomes. In addition to
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education programs), DL programs seek similar benefits for their language majority
classmates (similar to the goals of immersion/foreign language programs). In the current
climate of demand for school accountability, parents, educators, and policy makers face
the question "does dual language education work?" General claims about the overall
effectiveness of the DL model are of little help in answering the question unless they
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distinguish in which areas and for which students. In the next section, I review research
on the effectiveness of DL schooHng in the areas of biliteracy development and oral
language proficiency, distinguishing where possible between findings for language
majority and language minority children.
2.3.7.1 Literacy Development
Full development of literacy is arguably the most ftindamental task of schooling.
Literacy instruction is therefore critical to the education of language-minority and
language-majority students alike. Understanding literacy, defined here as the ability to
make meaning with and from text, and how it is used and taught in schools is particularly
important for DL programs that attempt to cultivate flill literacy in two languages.
Before examining the role of literacy in DL programs, I explore two literacy paradoxes
present in U.S. schools and society.
Paradox 1: Literacy is a valuable tool, but literacy in English is more valuable than
literacy in other languages.
In the U.S., English literacy is what counts. Concerns about a national literacy
crisis (Kozol, 1985) (but see McQuillan, 1998 for a debunking of aspects of the "crisis")
thus refer exclusively to English literacy. Association of academic success and economic
success with higli levels of English literacy (Trueba, 1990) can be seen as motivating
increased emphasis on English reading and writing in higher grades and even within
bilingual instruction in elementary grades (Cummins, 2000; Rueda & Garcia, 1996).
Literacy in the majority language is thus seen as a resource for all children regardless of
their linguistic background (Ruiz, 1994). It is also regarded as a resource to be developed
by all children for the collective benefit of the larger society (Trueba, 1990).
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In contrast, literacy in minority languages is generally considered to be of limited
value and then only for language minority children. In schools, minority language
literacy is often ignored completely (as in English immersion and many ESL programs);
within transitional bilingual education programs, literacy in a minority language is often
cultivated as a bridge to development of skills in English (Moll, 1981; Moll & Dworin,
1996) and later dropped from the curriculum. The underutilization of minority language
literacy holds multiple implications for education of children whose first language is not
English. Valdes (1997b) cites discontinuation of LI literacy as a primary factor in the
current need for special high school and university classes for heritage language leamers,
native speakers of Spanish (or other languages) seeking to develop literacy skills in their
"first" language. Miramontes et al. (1997) note that reading tests are seldom conducted
in minority languages; even where schools assess minority language literacy skills, those
scores are seldom used in decisions about promotion/retention (Fern, 1995; Freeman,
1996). According to Medina (1993), content knowledge (often measured via written
language) is even less likely to be conducted in Spanish, even in the context of
maintenance bilingual programs. In terms of bilingual teachers' literacy proficiency, few
of the twenty-eight states which offer bilingual certification or endorsement test
prospective bilingual teachers' ability to read and write in the minority language (Grant,
1997). Finally, Rueda and Garcia (1996) present rather disturbing evidence that
(waivered and credentialed) bilingual teachers express neutral and "less-than-positive"
views towards biliteracy (p. 327), a finding which may be compared to Troike's (1990)

observation that, in many bilingual classrooms, the minority language is used less than
English.
Consistent with the perceived unimportance of minority language literacy,
biliteracy (in and outside formal schooling contexts) has, until recently, been the subject
of little research (Dworin, 1986; Edelsky, 1986; Moll & Gonzalez, 1998). This lacuna in
the research on bilingualism and literacy can be traced to a long-held belief that literacy
development necessarily begins at school age. This notion has been challenged by
numerous studies of emerging reading (cf Wells, 1986; Ferreiro & Teberosky, 1982;
Goodman & Altwerger, 1981). Unlike exposure to spoken language (or sign for children
of some deaf parents), which can be assumed to begin at birth for children across
cultures, initial exposure to written language varies widely, depending on the fiinctions
of text in the child's family environment and the wider society (Goodman, Goodman, &
Flores, 1979). If, as Ferreiro (1998) has observed, it is difficuh to fix an approximate age
to the onset of literacy development, there is convincing evidence that for most children
in print-rich societies, it typically begins well before the beginning of schooling.
Paradox 2: Majority language students learn to read equally well via instruction in
LI instruction.
This paradox is central to understanding the role of literacy for language minority
students. Because it appears to directly contradict the intuitive notion that all children
learn to read best in their mother tongue, this paradox is also a potential barrier to
acceptance of DL programs. I will examine each aspect of the paradox separately. First,
immersion studies from Canada and other countries show that language majority students

generally do well m measures ot tirst language literacy despite receiving literacy
instruction primarily or solely via their second language. As noted above, students in the
St. Lambert experiment who received initial literacy instruction in French temporarily
lagged behind control group students on measures of LI (English) reading (Lambert &
Tucker, 1972). This general point is reinforced by further accounts of literacy
development in French immersion programs in Canada (Genesee, 1987/1995, 1991).
Swain and Lapkin (1991) describe a pattern of results in which immersion students are
less successful than English-schooled peers on several aspects of English literacy
(reading, story writing, spelling, capitalization, and punctuation) when measured at points
during grades two and three. By the end of grade five, however, immersion students
"perform as well or better than their English-educated peers on all aspects of English
language skills measured by standardized tests" (Swain & Lapkin, 1991, p. 205).
Results from Spanish immersion programs in California are similar. In a
discussion of the applications of the immersion model to U.S. schools, Dolson (1985)
reports that English reading scores of language majority students typically equal or are
superior to the scores of their monolingual peers over time. Reporting on the
performance of English-speaking students enrolled in a Spanish/English DL program in
San Diego, Snow (1986) reports that students make "rapid and sustained progress in
English reading" following introduction of English, and that students "ultimately meet or
exceed English language norms for their grade levels" (p. 5).
These findings are undermined somewhat by a general failure to distinguish
precisely between abilities in "reading" and by a tendency to conflate literacy
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(presumably involving reading and writing) with academic proficiency (dependent on
both reading and writing, but probably including other abilities as well). However, taken
together they suggest that middle-class language majority students' literacy abilities in
their LI are not negatively affected and may be enhanced by initial and sustained literacy
instruction in a minority language. At the same time, such students routinely develop
proficiency (including on measurements of reading and writing) in L2 superior to those
achieved by students in non-immersion forms of instruction (Cziko, 1976).
The second aspect of this literacy paradox states that language minority students
are more successful readers when they develop a solid foundation of literacy in their first
language. Across a range of languages and cultural contexts, observers have found that
language minority children do not perform well on measures of reading when initial
instruction is delivered in the majority language (Skuttnab-Kangas & Toukomaa, 1976;
National Education Association, 1966a). One of the first studies to document the
advantages of mother tongue literacy instruction was conducted in Chiapas, Mexico
where Tzotzil and Tzeltal children given reading instruction via their LI outperformed
peers instructed only in Spanish on measures of Spanish reading comprehension
(Modiano, 1968). In a comparison of national reading instniction in two central African
nations, Williams (1996) notes that Malawian students taught reading in LI (Chichewa)
scored better on English reading tests than Zambian students (LI speakers of Nyanja)
taught reading exclusively in English. These findings are supported by evidence from
U.S. contexts (Herbert, 1971; Lindholm & Fairchild, 1990; Kamana & Wilson, 1996,
cited in McCarty, 1997). Rosier's (1980) comparison of the Direct Method (initial

reading only in English) and the Native Language Method (initial reading in Navajo,
switch to English reading at grade two) on the reading development of Navajo children is
particularly instructive. Reading instruction began at kindergarten, with the first
comparisons, made at grade two, showing an initial advantage for the Direct Method
readers. Subsequent comparisons showed that the Native Language Method readers
caught up by grade three and were significantly ahead on all reading measures by grade
five, thus providing a strong argument for initial reading instruction in the LI, as well as
for longitudinal measures of cross-linguistic reading proficiency. There is also evidence
that extending literacy and other instruction in LI supports language minority students'
academic achievement in English-language (mainstream) classes (Bankston & Zhou,
1995). Collier and Thomas (1995) posit 4-7 years of uninterrupted LI instrucfion as the
amount of time most language minority students need to be competitive with language
majority peers.
There is considerable evidence then, that, similar to language majority students
who receive literacy instruction in L2 and eventually catch up to monolingual peers in LI
reading, language minority students who receive literacy instruction in LI catch up and
typically surpass peers immersed in the majority language. In this section I have outlined
two paradoxes relating to the social value of and acquisition of literacy in majority and
minority languages. Although their resolution is beyond the scope of this paper and a
matter of ongoing scholarly debate, DL programs must structure literacy instruction
based on the best evidence available. The next section addresses approaches to literacy
in DL programs.

Approaches to Literacy in JDL Programs
As yet, there are no general treatments dealing exclusively with literacy in DL
programs. (But see Garci'a's, 1999, discussion of "dual literacy" classes in a New York
City high school, also chapter 5 in Cloud et al., 2000) Texts which discuss literacy
instruction in bilingual classrooms (Freeman & Freeman, 1997; Perez & Torres-Guzman,
1992) are aimed primarily at first language literacy for children whose first language is
Spanish and other minority languages; they offer little specific guidance for classrooms in
which language minority and language majority students are mixed. Without wellestablished models, teachers in individual schools are "truly pioneers" (Amot-Hopffer,
1998) as they seek to develop curriculum that is appropriate for their students and that
can be applied with consistency across classrooms. Teachers and curriculum developers
from a range of DL programs and different areas of the country have begun to publish
descriptions of how reading instruction is structured in their classrooms and schools (viz.,
Kuhlman, Bastian, Bartolome, & Barrios, 1993; Martinez & Moore-O'Brien, 1992). 1
focus on two questions regarding literacy instruction—language choice for initial literacy
and pedagogical approaches to biliteracy—and show how some DL programs have
addressed these questions.
What is the Language of Initial Literacy?
Having argued that children begin school with a developing sense of text and its
fiinctions and that such knowledge is, in some sense, linguistic rather than language
specific (and therefore transferable to reading/writing in other languages), I do not want
to put undue weight on the issue of initial literacy. There are, however, pragmatic and
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symbolic concerns which are reflected in the decision of which language(s) should be
used to begin reading instruction. Table 2.4 shows the language of initial literacy
instruction for 15 DL programs from around the country, with the Coral Way and St.
Lambert programs included as points of comparison.

Table 2.4
Language of Initial Literacy Instruction in Selected Dual Language Programs
Initial Literacy in LI

Initial Literacy in Minority
Language

Initial Literacy in
Both Languages

Coral Way Experiment
Dade County, Florida
(Mackey & Beebe, 1977)

St. Lambert Experiment
Montreal
(Lambert & Tucker, 1972)

Oyster School
Washington, DC
(Freeman, 1998)

Inter-American School
Chicago
(Zucker, 1995)

no name given
San Diego
(Snow, 1986)

PS 84
New York City
(Morison, 1995)

Birch Elementary
Tucson, AZ
(Kohl, 1997)

no name given
no name given
Massachusetts
Windsor School Dist., CA
(Schauber,
1995)
(Martinez & Moore-O'Brien, 1992)
Edison Elementary
Santa Monica, CA
(Lindholm & Fairchild, 1990)

La Escuela Fratney
Milwaukee, WI
(Tenorio, 1996)

Valley View
Phoenix, AZ
(Wami, Hanell, Maili'nez,
Perez, & Dueppen, 1998)

fVC^ OCllUUl
Arlington, VA
^iNJiuuc^ CI ai., l1 r\Q'7\
y y I )

River Glen
San Jose, CA
(San Jose Unified School
District, 1995)
La Escuela
Tucson, AZ
(Amot-Hopffer & Smith, 1998)
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Several patterns can be detected m this (incomplete) grouping of programs. At
the outset it should be observed that the instructional language pair in all these DL
programs is English/Spanish. In terms of geography and cultural groups served, it
appears that programs in the West and Southwest are more likely to begin literacy
instruction for all students in the minority language. These programs are likely to have a
higher percentage of Mexican and Mexican heritage students. Programs in the
midwestem and eastern part of the country (those serving greater numbers of AfricanAmerican and Caribbean students) tend to begin literacy either in the student's LI (e.g.
Spanish for Spanish-dominant children, English for English-dominant children), or to
provide initial literacy instruction via both the majority and minority language. The
former pattem is associated with schools employing the 90-10 model; the latter is more
common in 50-50 programs. Programs which begin literacy in Spanish base their choice
on the importance of privileging the minority language early (Freeman, 1996) and on a
desire to integrate language majority and language minority students in all phases of
instruction. This approach may also facilitate inter-group relations while maximizing
oral communication opportunities in the minority language for language majority
students (Graham & Brown, 1996).
Educators in such programs also point to evidence from immersion programs that
language majority students will quickly catch up to monolingual peers. Programs which
begin literacy instruction in the student's LI invoke the belief that all children learn to
read best in their first language (Kohl, 1997) and point to the importance of ensuring a
strong bssc in LI bcfors beginning literscy instruction in 2. sccond lEnguHgc. Of the
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programs considered here, those which begin Hteracy instruction in both the majority and
minority languages provide less theoretical justification, ahhough Morison (1995)
observes that acquiring literacy in tvvo languages is not a source of cognitive confusion
for learners. Perhaps this type of curriculum organization is aimed at establishing an
equal balance of hours of instruction per language. In some programs, it may also be due
to a shortage of teachers able to teach literacy in Spanish, as this model allows
monolingual English speakers to play a role they cannot perform in the minoritylanguage first model.
The choice of language for initial literacy instruction also has symbolic value
which may have an important (albeit difficult to detect) effect on child readers. Research
on children's development of sociolinguistic competence suggests that children as young
as three and four are able to modify their speech toward adult norms in a variety of
situational contexts (Andersen, 1990). There is evidence from bilingual children that this
early awareness is not restricted to oral language but that it also applies to the social
fiinction of written language (Clark, 1995; Schwartzer, 1996). The preponderance of text
in the majority language in the world beyond the DL classroom (or beyond the program
or school, depending on the degree to which the classroom is embedded in a context
favorable to use of the minority language), presumably has some effect on children
(Krashen, 1996). Like adults, children may be socialized into assuming that the extrinsic
properties of English (it "has" more books, newspapers, magazines, street signs, etc.) are
consequences of its inherent superiority as a vehicle for conveying meaning in written
form (Phillipson, 1992). In a study of a Spanish-English dual language kindergarten
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classroom, Edelsky (1996) found that language majority students not only avoided oral
production of Spanish, but also showed little interest in learning through the minority
language in the context of Spanish instruction. One wonders whether the reluctance of
these children to "take the learner role" in Spanish (Edelsky, 1996, p. 23) was in part due
to their school's decision to conduct initial literacy instruction in both languages rather
than exclusively in the minority language. It seems likely that by beginning reading
instruction in the minority language, schools take an important step towards creating the
additive conditions necessary for biliteracy development.
Approaches to Developing Biliteracy in DL Programs
Biliteracy is a defining feature of DL education. The methods by which biliteracy
is developed in classroom settings are not prescribed, however, meaning that DL
programs are subject to the same forces in the "reading wars" as other educational
programs. Currently in the U.S., the public debate over reading instruction rivals the
debate over bilingual education. For participants in DL programs, these concerns overlap
and the interplay between them may influence how students are served. In the following
section, I will distinguish between phonics-based and Whole Language approaches to
reading instruction and then turn to a discussion of how controversy over these
approaches affects DL programs in Washington, DC and Tucson, Arizona.
Phonics-based and Whole Language Approaches to Reading
Supporters of so-called phonics-based approaches to reading regard the
correspondence between symbols (letters) and sounds as the fundamental building block
of literacy. Once this correspondence (phonemic awareness) has been developed, the

theory holds, readers are able to "decode" all words, even those unfamiliar to them (Lyon,
1998). Within this theory, literacy is developed as children learn to assign values to
individual letters or phonemes (or syllables in syllabic languages such as Spanish).
Reading and writing are viewed essentially as vehicles for conveying speech, rather than
7

forms of language. In contrast, a Whole Language approach to literacy (Goodman,
1993, 1996) views written forms as language no less than speech or sign. The reader's
fundamental task is to make meaning from the text. To do so, readers rely on all
available information in text (orthographic, semantic, and syntactic) rather than solely on
sound-symbol correspondence (Goodman, 1996). Significantly, even beginning readers
approach text at multiple levels, and more proficient readers employ letter-by-letter and
word-by-word analyses only when they are slowed down by difficulties in other
components of the system. The many differences between phonics-based and Whole
Language approaches to reading can be traced to this fundamental difference in the way
each views language. The assumption that phonemic awareness and analysis are the keys
to literacy leads to creation of materials which stress written language as a composite of
smaller units and views language proficiency as divisible by discrete skills. The
assumption that written language, like speech, is meaning-driven implies a need for
instructional materials which stress content over form. The role of instniction may look
quite different under phonics-based and Whole Language approaches to literacy. In the
former, teachers may function essentially as gatekeepers, ensuring that students have
mastered components of literacy proficiency which will enable them to be successful at

the next level. In the latter, teachers assume that extensive reading for enjoyment enables
readers to select the level of texts that they understand and benefit from.
Even this necessarily brief and overly simple description of these two
perspectives points to radical difYerences in how they might be employed to foster
biliteracy within the context of DL programs. For example, at the Oyster Bilingual
School in Washington, DC, which pairs native Spanish-speaking and native-English
speaking teachers in each classroom, philosophical differences around reading methods
have caused friction among teacher teams along cultural lines. Fern (1995) cites years of
teaching experience and traditional forms of teacher education as factors in Spanishspeaking teachers' resistance to Whole Language methods and materials. In contrast,
because turnover has been high among the school's native English-speaking teachers,
teachers in this group are more recently trained and thus more familiar with Whole
Language methods. There appears to be little empirical research on the effects of specific
types of reading instruction on literacy in DL programs, or how students might be
affected by switching from phonics-based to Whole Language instruction, or visa versa.
Of the DL programs listed in Table 2.4, only the Oyster School gives a name to the type
of literacy instruction it employs (Fern, 1995). However, the majority report curriculum
organization and practices (e.g. "literature-based," "reciprocal-interactive approach,"
"thematic approach") which appear to be consistent with practices associated with Whole
Language.
Given this apparent preference for Whole Language-like approaches, recent
efforts to legislate phonics-based approaches as the favored form of literacy instruction
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may have substantial effects on the teaching of reading in DL programs. Several states
with DL programs, including Arizona, California, and Texas, have passed or considered
legislation to this effect. At the federal level, the "Reading Excellence Act" (HR 2614),
goes so far as to define the terms "reading" and the type of research ("reliable and
replicable") to be supported by federal funding. Beyond the apparent absurdity of
legislating concepts which are subject to serious scholarly debate, HR 2614 codifies
simplistic assumptions about causal connections between low literacy and poverty, as in
the preferred grantee status of family literacy services focusing on "eliminating or
reducing welfare dependency" (HR 2614, Sec. 15101). Because DL programs have
historically been tied to the availability of federal funding, eligibility restrictions in the
types of reading programs will almost certainly be a factor in the approach to literacy
instruction taken by new and developing DL programs.
The 50-50 program at Birch Elementary in Tucson, Arizona provides an example
of how new DL programs respond to political pressures around the issue of literacy
instruction in the context of increased access to federal funds under Title I and Title VII
of the Elementary and Secondary Education Act (Garcia, 1994). In 1997 Amistad Public
Schools were awarded a Title VII Comprehensive School Grant (Kohl, 1997) to establish
a Spanisli/English DL program at Birch (to be extended to two neighboring schools by
2002). Under the Grant, Title I funds are used to pay for materials acquisition and
implementation of the scripted, phonics-based literacy program "Success for All" and the
Spanish version, ^'Lee Conmigo" (both referred to here as SFA).

This choice of literacy programs has had multiple implications for the school's
DL program. First, under terms of the contract with SFA, teachers must use the program
for ninety minutes each day (Jacobson, 1997), with the consequence that English- and
Spanish-dominant children are separated for nearly a third of the school day. Another
issue is that the literacy materials in Spanish are not authentic literature, but texts created
specifically for SFA instruction. Presumably because SFA is national in scope, the
Spanish reading materials contain a mixture of Puerto Rican, Cuban, Mexican, and
Central American dialect features (Slavin, Madden, Dolan, & Wasik, 1996).
The issue of regional vocabulary in Spanish literacy materials is hardly new (cf
Keller, 1983). Ideally, such regionalisms would serve to broaden students' knowledge of
Spanish as a world language. (This point is made by DL educators at the River Glen
program in San Jose, California). However, in approximately twenty hours of SFA
instruction in a kindergarten-first grade classroom, I observed little evidence that these
materials actually foster awareness of other dialects in Spanish. To the extent that
teachers stick to the commercially prepared script written out in the form of daily lesson
plans, the Spanish used during Lee Conmigo appears to be little resemblance to the
varieties presumably spoken by Birch students and their families. Given the
characteristics I observed-high percentage of teacher talk, limited wait time between
questions, short student responses, and the overall rapid pace of the lesson—there also
appears to be limited opportunity for students to produce in Spanish. Funding allocated
for purchase of SFA-produced literacy materials (nearly $14,000 over four years,
according to Kohl, 1997) may be contrasted with the collection of Spanish-language texts
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in the school library—perhaps 50 books in Spanish for a school population of some 580
students, including some 120 in the DL strand (Summers, 2000).
Finally, several of the Birch DL teachers strongly oppose the content of SFA and
the manner in which the program was adopted by the school (Jacobson, 1997). Similar to
tensions reported above for the Oyster School, differences in approaches to literacy have
undermined at least one DL teacher team, and several DL teachers threatened to leave the
school following the second year of the DL program as a result of these tensions . To my
knowledge. Birch is unique among national DL programs in having adopted SFA
(although it is the pilot school for planned expansion of DL schooling to two other
Amistad schools already using SFA curriculum.) As DL programs expand from their
middle-class origins to schools in low-income communities (Faltis & Huddleson, 1998),
we can expect to see an increase in structured programs (such as SFA) which are
inconsistent with the perception of DL programs as educational enrichment.
2.3.7.2 Oral Language Proficiency
Although the finer points of LI development in the context of DL instruction are
not well understood, DL programs do not appear to be sites for wholesale abandonment
of the minority language by children as are transitional programs. In terms of second
language learning, both language majority and language minority students outperfonn
their non-DL-schooled peers (Freeman, 1996; Tucker & Crandall, 1989). The evidence
for superior L2 performance by language minority students in DL programs over
monolingually-schooled students parallels the performance of children in maintenance
bilingual programs, and can be interpreted as evidence for transfer of skills developed in

extended and uninterrupted native language instruction (Collier, 1995). As with
immersion students, the L2 gains for language majority students are less impressive
(Edelsky, 1996; Freeman, 1996; Mackey & Beebe, 1977; Mahrer & Christian, 1993, cited
in August & Hakuta, 1997). As Graham and Brown (1996) put it, "the limited research
results so far...have not yet confirmed that language majority learners are becoming
native-like in their L2 proficiency" (p. 255).
Logically, there are at least three ways to approach this problem. One is to
increase language majority students' contact with the minority language via (i) extensive
exposure to literature in the L2 (Krashen, 1991, 1996), or (ii) more instructional time in
the minority language. Although the latter option has not worked for improving L2
proficiency of language minority students (Genesee, 1986), it has not been tested, as far
as I know, for language majority students in a DL context, although it appears to have
been the rationale behind the (Chicago) Inter-American Magnet School's move from a
50-50 model to a 90-10 model. Other researchers suggest that this discrepancy be
addressed via explicit formal instruction in the L2 (Lindholm, 1990; Kowal & Swain,
1997), although the age at which such instruction should be introduced is not clear. A
third approach is to recognize the great difficulty of creating native-like proficiency in
minority languages solely on the basis of schooling. Admitting this would conceivably
make it more difficult to promote DL programs among language majority parents, but it
might also help avoid disappointment over perceived failure and thus form a more
realistic basis for program participation.
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2.4

Research Considerations in Analysis of Dual Language Education
Investigation of DL schooling must address confusion about bilingual education

and inconsistency in the description of bilinguals and the state of bilingualism itself. Too
often, investigation of bilingual education programs has omitted critical details regarding
the context of language acquisition (Greene, 1997; Troike, 1978; Willig, 1985); without
such information, caution is warranted in drawing conclusions. Educational researchers
are not alone in this, of course. Educators, policy makers, and researchers from a range
of related disciplines note problems associated with a lack of shared understanding of the
most basic features of bilingualism and the terms used to describe them. Haugen (1972)
contrasts the linguist's search for a literal meaning—the precise characteristics which
make a person (more or less) bilingual, and what it is that a person knows when he or she
knows more than one language-with the perception held by many non-linguists that
"'bilingualism' is a euphemism for 'linguistically handicapped'" (p. 308). Grosjean
(1998) makes a similar point regarding psycholinguistic research on bilingualism,
observing that incomplete description of bilingual subjects can render experimental
results all but meaningless. Recent work on school based assessment of language
minority children (e.g. Genishi & Brainard, 1995; Lam, 1992; Valdes & Figueroa, 1994)
suggests that much of the testing research involving bilingual children is of limited value
in making informed pedagogical decisions. Finally, as Valdes (1997c) notes, in the U.S.
context, decision makers in many fields are monolinguals. Many aspects of bilingualism,
including bilingual individuals and communities, remain poorly understood. Research on
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DL programs therefore simultaneously contributes to our knowledge of bilingualism, and
is limited by it.
A second consideration regards the availability and nature of research on DL and
other forms of bilingual education. In an early review of successful programs, Troike
(1978) observed that investigation of bilingual education was generally underfunded
since initial passage of the Bilingual Education Act (BEA) in 1968. Similarly, until the
mid-1980s, relatively little research, laudable or otherwise, focused directly on DL
programs. In part, the lack of data can be attributed to provisions in subsequent
reauthorizations of the BEA which made it impossible or unlikely that DL programs
would receive federal support (Lyons, 1995; Ovando & Collier, 1998). Thus, as noted in
section 2.3.3, there are fewer DL programs and less research today than there might have
been given greater funding and public support (Lindholm, 1992). One implication of this
missing data base is that policy makers, program designers and others who would judge
DL education may be tempted to extrapolate from conclusions reached in the context of
non-DL programs (e.g. one-way immersion, maintenance and late-exit bilingual
programs) in the U.S. and elsewhere.
These factors are reflected in the nature of the research available on DL
education. Because most programs are relatively new, there is an abundance of reports
on the design and early implementation stages chronicling the development of individual
programs. In addition to research reports on individual programs, there is a great deal of
unpublished information, to which access is somewhat improved by the happy
coincidence of the Internet. Electronic resources such as the NCBE Newsline, and
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especially the Center for Applied Linguistics' (CAL) web site on Two-way Immersion
Education are invaluable tools for gauging the development of DL programs on a
national level. In April 1997, CAL sponsored a week-long electronic chat (TWI-Lite)
which proved a useful means of registering the concerns of DL researchers and educators
from a range of programs and different regions of the country. Similarly, the DL model
has been one of the most consistent topics of discussion on the electronic "Forum for
Discussion of Research on Bilingual Education" (BILING) since this list was established
in 1998.
2.4.1

Research Methods in Dual Language Education
In this section, I review methodological approaches taken in previous

investigation of DL education. Meta-analyses of bilingual programs (e.g. Baker & de
Kanter, 1981; Greene, 1997; Ramirez, Yuen, & Ramey, 1991; Willig, 1985) have not
included studies of DL programs, presumably because they lack control groups. Calls for
the use of comparison groups in research on DL education go back at least as far as
Tucker and Crandall's (1989) recognition that the one-way nature of Canadian immersion
programs constituted a "missing peer group," hindering attempts to replicate immersion
efforts in the U.S. Rolstad (1998) points out the difficulty of constructing such studies
for DL populations, given the voluntary nature of most immersion programs. A
remaining barrier to control-group studies is that there is still considerable variation in
implementation and assessment measures used by DL programs (Mahrer & Christian,
1993, cited in August & Hakuta, 1997, pp. 155-156). August and Hakuta (1997) counsel
delaying such research until DL programs are sufficiently well established to warrant
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valid conclusions. The ideal comparison groups would presumably be within a single
school, comparing the performance of students in a DL strand with monolinguallyschooled peers. Note, however, that the results should not be generalized to wholeschool DL programs, arguably a more optimal form of the model. Control group studies
should distinguish between strand and whole-school programs and between 50-50 and
90-10 programs, as there may be important and consistent differences in the amount and
quality of language used in such programs. It is essential that control group studies be
longitudinal in nature and run at least through the fourth and fifth years of DL programs.
For many educational researchers, definitive claims about the effectiveness of the DL
model relative to other forms of bilingual education must await such comparative
analyses. Cross-sectional studies should focus on higher grade levels because of the lag
in L2 acquisition at lower grades.
One of the fundamental assumptions of this study is that the value of educational
research is greatly undermined when investigators fail to account for local understandings
and conditions of schooling. Description of the St. Lambert and Coral Way experiments
described earlier in this chapter provide excellent examples of how careful observation
over time can capture details of schooling missed by non-ethnographic accounts. More
recently, ethnographic methods have been used to create thick description of individual
DL programs. In a study of grassroots support for creation and extension of a DL
program Craig (1993) used discourse analysis of school board meetings to provide
context for understanding surveys gauging parental attitudes about bilingual ism and
bilingual education. In a case study of the development of the same program, Panfil

104

(1995) examined community attitudes and a self study process by DL teachers,
administrators, and parents. In a case study of DL education at the Oyster Bilingual
School, Freeman (1996, 1998) examined differences between the ideals for distribution
of Spanish and English established in the school's language plan and the way these
languages are actually employed by children and teachers in classroom contexts.
2.5

Dual Language Schooling as Language Planning
Language planning (LP) provides a useful lens for viewing DL schooling.

Following Kloss (1969, cited in Cooper, 1987), it is customary to distinguish between
two types of LP: (i) status planning, the attempt to manipulate the status of a language
and its speakers, and (ii) corpus planning, concerning the linguistic content of a language.
Cooper (1987, 1989) offers a third dimension, language acquisition planning (LAP), to
describe efforts to help people acquire or learn languages. Two recent studies of DL
schooling have used Cooper's notion of LAP. In a study of parent and community
attitudes, Craig (1993) credits "grassroots" LP efforts as forces for the implementation
and expansion of DL programs in Arlington, Virginia. Within LAP, Freeman (1996,
1998) describes "identity planning" as a vehicle for promoting biiingualism, biliteracy,
and biculturalism for all students at the Oyster Bilingual School in Washington, DC.
Because they attempt to create within schools a new balance between majority and
minority languages and speakers, DL programs are ideal sites for exploring the nexus of
LAP and status planning perspectives.
Ruiz' (1984) notion of orientations in language planning is particularly useful for
understanding the role played by two languages in DL programs. In this framework, LP
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efforts may be characterized as having one of three orientations: (i) language as problem;
(ii) language as right; and (iii) language as resource. DL programs are examples of
policy which regards minority languages as resources (Craig, 1993; Freeman,1996, 1998;
Ruiz, 1998). Following Cooper (1989), we may interrogate the way(s) in which DL
programs employ minority languages by asking "resource for whom?" and "resource for
what purpose?" In a study of language use in a first-grade DL classroom in Phoenix,
Arizona, Edelsky (1996) found that language majority students almost never spoke
Spanish although they were able to participate in Spanish language instruction by using
contextual cues and aural receptive proficiency. Dual language program goals and the
efforts of conscientious, trained, and linguistically qualified teachers to the contrary, the
English-speaking students did not consider Spanish a resource for speaking. Another
particularly conspicuous example of how minority languages are not considered full
resources, even by committed supporters of the model, comes from a widely used
informational video. Learning together: Two-way bilingual immersion programs, (Center
for Applied Linguistics, 1996). In the video, the opinions and comments of Spanishspeaking parents are accessible to English speakers in the form of subtitles. However, no
similar provision is made for Spanish subtitles of English language comments, raising
questions about the video's intended audience.
2.6

Q

Dual Language Schooling as Language Revitalization
DL programs are language islands in which the functions served by the minority

language are increased, altering (and in some cases temporarily inverting) the power
relationship between the majority and minority languages. Programs dedicated to
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maintaining classrooms and schools as domains for use of the minority language devote
considerable intellectual, human, and material resources to this end. In such
environments, the collective effort to keep out the majorit>' language in order to privilege
the minority language may take on a sort of "laager" mentality worthy of documentation
(cf Lambert & Tucker, 1972). In contrast to a closed-system approach in which contact
with the wider (majority-language dominant) community is intentionally minimized to
keep out the majority language (cf Swain, 1971, p. 86), Kjolseth (1972) posed the
question of possible effects of minority language schooling on language use within
communities.
Scholars have generally been pessimistic concerning the effectiveness of language
minority schooling for increasing use of minority languages beyond the school (e.g.
Edwards, 1994; Fishman, 1991; Troike, 1990). However, geographically isolated, rural
communities have experienced success using a combination of schooling and "extraschool institutions" to stem the tide of language shift away from indigenous languages
(Watahomigie & McCarty, 1997, p. 108). Discussion of DL schooling as a force for
reversing language shift (RLS) within Hispanic communities is limited in the literature.
A rare exception, Vazquez, Pease-Alvarez, and Shannon's (1994) description of the
emergence of a DL program in Lawson, Califomia, shares the common assumption that
Hispanic students are recent immigrants and/or native speakers of Spanish. To my
knowledge, no studies of DL schooling have addressed the matter of minority language
development as influenced by a broader context of generational language loss.
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2.6.1

School-Community Connections in Dual Language Schooling
Because they emphasize parent and family involvement, DL programs are

important sites for examining participation by language majority and language minorit>'
families (Cloud et al., 2000). Given the linguistic and cultural resources of DL educators,
it is conceivable that the tendency for schools to underestimate and undervalue the
contributions of minority and working-class families (Reese et al, 1991; Torres-Guzman,
1991) may be less true of DL programs. For example, in a study of DL schooling in
Philadelphia, Rubio (1995) reports that Puerto Rican parent volunteers participated in a
range of classroom-based and other schooling-related activities, showing "active agency"
in response to school and community issues. There is evidence, however, that other
forms of parental involvement continue to be dominated by white, middle-class parents
(Delgado-Larocco, 1999; Vazquez et al., 1994). At issue is the extent to which DL
programs, embedded within the multiple structures of state, district, and (in the case of
strand-type programs) school, are capable of rethinking family and community
participation and implementing changes that address the specific needs of DL students.
2.7

Funds of Knowledge
The third perspective incorporated into this investigation of DL schooling is funds

of knowledge, defined by Gonzalez (1995a) as "historically accumulated bodies of
knowledge and skills essential for household functioning and well-being" (p. 4). VelezIbanez (1996) lists funds of knowledge in U.S. Mexican households in several broad
areas (e.g. social exchange and culture, education and religion), and it has been suggested
that through understanding the household learning dynamics in which such funds are

108

developed and used, schools can more effectively work with Mexican American children
(Velez-Ibanez & Greenberg, 1992).
In the context of English-only schooling and rapid language shift toward English,
minority language literacy may play a particularly important role in helping families
maintain their language. Arguing that Spanish literacy is a bridge for inter-generational
transmission of knowledge that cannot easily be conveyed via oral language, VelezIbafiez and Greenberg (1992) make a case for written language as means of accessing
important information. They write "if...children learn Spanish only as an oral traditional
language, transmission of knowledge is constrained by the daily household vocabulary
that makes little use of the technical terms and extensive vocabularies common in written
materials" (p. 328).
This work has led to training programs and study groups in which educators come
to view the homes of language minority students as partners in the education of Spanishspeaking and ethnic minority children. Through home visits, family interviews, and
reflective journals, teacher-researchers in Tucson have gathered information about
cultural practices in the homes and families of their students, transforming these findings
into curriculum that is both meaningful to students and a bridge to academic success
(Amanti, 1995). Funds of knowledge practitioners report important changes in the
hierarchical nature of teacher-family interaction, as well as identification of
communication and learning patterns which differ from those typically employed in
schooling. In research with Mexican American families, teachers cite the importance of
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Spanish in communication and as vehicle for certain kinds of knowledge, particularly as
conveyed by literacy (Moll & Gonzalez, 1994).
In the context of historically English-only schooling and rapid language shift
toward English, minority language literacy may play a particularly important role in
helping families maintain their language. Arguing that Spanish literacy is a bridge for
inter-generational transmission of knowledge that cannot easily be conveyed via oral
language, Velez-Ibanez and Greenberg (1992) make a case for written language as means
of accessing important information even where oral language paths between children and
elders are strong. They write "if...children learn Spanish only as an oral traditional
language, transmission of knowledge is constrained by the daily household vocabulary
that makes little use of the technical terms and extensive vocabularies common in written
materials" (p. 328).
2.8

A Proposal for Investigation of Linguistic Funds of Knowledge
Previous sections have outlined language planning, language revitalization, and

funds of knowledge as distinct but related theoretical perspectives from which to view
bilingual education and DL schooling. Of the three, only language planning, specifically
Ruiz' (1984) orientations model, has been used in research on DL programs (Craig, 1993;
Freeman, 1998). DL programs have been considered—and rejected as inappropriate—by
American Indian educators seeking to revitalize indigenous languages (Greymoming
1997; Holm, 1999). To my knowledge, no studies of Spanish-English DL programs have
documented or even acknowledged the model's potential for reversing language shift.
Similarly, the notion of linguistic funds of knowledge, while implicit in use of oral and/or
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written language as mediator of actual practice or as medium for conveying knowledge
(ftinds) to other students and other participants, has not been directly addressed in the
literature on dual language education. A rare reference to funds of knowledge in the
context of DL schooling is made by Freeman (1998) in her description of the Oyster
Bilingual School; however, she is concerned with non-linguistic resources educators can
use to promote school participation and achievement by "low-income, Spanish-speaking
students" (p. 148). Similarly, Cloud et al. (2000) refer in passing to how dual language
educators can use a funds of knowledge approach to selecting content objectives;
however, no mention is made of the value of such funds for second language learning.
What I propose here is that heretofore loosely held connections and shared
concerns among these theoretical perspectives be joined in order to investigate the
explicit use of linguistic funds of knowledge in DL programs operating within a wider
context of language shift away from minority languages. We have seen that DL
programs may be considered examples of programs that take a language-as-resource
orientation to minority languages (Ruiz, 1998). A study of linguistic funds of knowledge
as employed in DL schooling entails investigation of who holds these linguistic ftinds,
how they are accessed and transmitted in support of minority language development, and
their possible influence on children's growth in the minority language. The methodology
for this study is outlined in the following chapter.

Ill

NOTES TO CHAPTER TWO
1. In using the Coral Way and St. Lambert programs to represent broader efforts at
restructuring schooling within Dade Country schools and across Canada, I am
necessarily omitting many important details of how these programs evolved and were
replicated beyond the immediate school settings. For detailed account of bilingual
schooling in Dade County, see Mackey & Beebe, 1977; also de Inclan, 1971.
Lambert and Tucker (1972) provide the best account of the St. Lambert experiment.
Genesee (1987/1995) discusses the extension of French immersion programs
throughout Canada.
2. Craig (1993, Chap 2) offers a parallel comparison of the Coral Way and St.
Lambert programs.
3. Electronic discussion list maintained by the Center for Bilingual Education &
Research of the Arizona State University. Since it was founded in 1998, BILING has
been an important source of up-to-date information on the concerns of researchers
and educators interested in dual language schooling.
4. The Masters program in Two-Way Immersion education at the University of Texas, El
Paso may be the only such program in the U.S.
5. Since insistence on bilingual proficiency for DL teachers would almost certainly
invoke the argument that DL programs function as job-entitlement programs for
Hispanics, it is important to note that it is language proficiency which ought to count
rather than the teachers' native speaker status. This is illustrated by the observation of
a DL teacher at Birch, herself a native speaker of Spanish schooled only in English,
that her Anglo teaching partner was more proficient in what she described as
"academic Spanish."
6. Not all programs provide details regarding language of initial literacy instruction.
Unfortunately, this includes some of the most interesting cases, including a
Korean/English program in Los Angeles with Filipino and Mexican American
students (Roistad, 1997, 1998) and an English/Spanish school hi the diglossic
community of Colonia Juarez in the Mexican state of Chihuahua (Graham & Brown,
1996).
7. This view of written language has been expressed by influential linguists including
Bloomfield (1933) and Pinker (1994). Kitagawa (1995) uses examples from ESL
classrooms and Japanese writing systems to argue that written language cannot be
reduced "simply" to code for written language.
8. 1 am grateful to Elizabeth Amot-Hopffer for this observation.

CHAPTER THREE
METHODOLOGY
3.0

Introduction
In chapter 2,1 reviewed methods used in previous studies of dual language

education. This chapter describes the research design of the study and the methods used
to gather and analyze the data on which this study is based. I begin with an overview of
ethnographic research methods in education and follow with a description and
justification of the case study model as the most appropriate method for the research
questions posed in this study. I discuss pilot studies of dual language schooling and the
contributions of these studies to the methods employed in this investigation. Sections 3.6
and 3.7 describe the procedures used in data collection and data analysis. In the final
section, I discuss my multiple and evolving roles at the case study school over the course
of the research.
3.1

Overview of Ethnographic Research Methods in Education
Ethnography is well established as a rich and fundamentally important source of

information about bilingual schooling (Cazden, Carrasco, Maldonado-Guzman, &
Erickson, 1980; Johnson, 1992; Pung Guthrie, 1985), and research which does not
incorporate ethnographic observation will likely fail to account for or perhaps even
consider important variables in individual schools and programs. Microethnographic
approaches, such as those undertaken by Moll (1981) and Moll and Gonzalez (1994) and
proposed in Erickson (1996) and Moll and Gonzalez (1998), are especially appropriate
for classroom-level investigation, and for understanding the effects of school-community
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interaction on bilingual schooling (Arvizu et al.,1992; Pugach, 1998, Valdes, 1996).
Because the DL model is evolving rapidly and because the majority of programs are
relatively new, the time requirements of ethnographic description of schooling (Spindler
& Spindler, 1992) make this approach appropriate, necessary even, if DL research is to
avoid what Rist (1980) has termed "blitzkrieg ethnography", the use of ethnographic
methods to draw (probably inappropriate) conclusions based on insufficient immersion in
the context of study.
3.2

Case Study Research in Education
In this section, I wish to establish what I mean by case study research and to

justify the choice of this approach as the best means of answering the research questions
posed in this study. Among other types of ethnographic research methods in education,
the case study is recognized as an important tool for understanding educational settings,
actors, and the intellectual work they do (Bell, 1993). The popularity of case study as a
research design in the investigation of schooling may be considered in light of
considerable diversity of understanding of what actually constitutes case study research
and what it is intended to and best suited to do. For example. Gay's (1996) definition of
case study research as "the in-depth investigation of one 'unit', e.g., individual, group,
institution, organization, prograin, or document" (p. 618), suggests focus on a single
entity rather than on the relationships among entities. In apparent contrast. Bell (1993)
stresses that "case study is concerned principally with the interaction of factors and
events..." (p. 8). Lack of a unified definition of case study research in education has been
attributed to widespread use of the term case (e.g. case history, case record, and case

114

method) across disciplines, and to conceptual and methodological overlap with other
types of qualitative research in education (Merriam, 1998, p. 26). Yin (1989) defines
case study as "an empirical inquiry that investigates a contemporary phenomenon within
it's real-context; when the boundaries between phenomenon and context are not clearly
evident; and in which muhiple sources of evidence are used" (p. 23).
Following Yin (1989) and Merriam (1998), I see the quality of boundedness as
central to case study research. Merriam writes "...the single most defining characteristic
of case study research lies in delimiting the object of study, the case", stressing the
importance of envisioning the case as "a thing, a single entity, a unit around which there
are boundaries" (1998: 27). For the purposes of this study, I drew on these ideas to
define case as an interrelated set of relationships bounded in ways that are salient to
participants in

physical, conceptual, and temporal. As I understand case study

research in education, the dimension of time has not been much addressed; however, it is
fundamental in understanding changes in the linguistic resources and human relationships
that characterize the particular case I studied.
3.2.1

Why Case Study Research in this Investigation?
The decision to use a case study design was based on four factors. First, and most

fundamentally, a case study approach was well suited to gathering and making sense of
multiple sources and types of data generated in a study dedicated to understanding
connections between the school and the community in which it is embedded (Levinson,
Foley, & Holland, (1996). Second, as was established in the review of the literature,
research on DL education is at a critical place. Because of the growing popularity of the
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dual language model among educators, including those tor whom bilingual schooling
may represent new territory, there is considerable risk that this form of bilingual
schooling, or a particular version of the model be transplanted or replicated across
contexts with insufficient regard for local conditions and needs. Educational research
which contributes to reification of a particular model or program is of little value to
learners, teachers, and, ultimately, the field. The case study approach was particularly
well suited to understanding and highlighting the unique conditions under which
individual DL programs operate.
A third factor in choosing a case study approach concerns the theoretical
contribution intended by this study. In chapter 2,1 proposed the term linguistic funds of
knowledge, building on theoretical insights and traditions in the areas of language
planning, language revitalization, and funds of knowledge research. The potential value
of this contribution lies in its power to convey these funds are organized and transmitted
in real schools and communities. A case study approach allows for testing of this
proposed theoretical innovation. In this sense, La Escuela is the case that provides an
empirical test of the theoretical contributions made by this study. This study is also
bounded in the sense of scope, linked as it has been to a longitudinal study of language
ideology and biliteracy development. There are many interesting questions to be pursued
in a context as rich as La Escuela and El Barrio, and these are more pressing given the
relative lack of knowledge of DL education in schools with a largely Mexican American
population. I am fortunate, therefore, to be able to focus closely on the matter of
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linguistic funds of knowledge, in the knowledge that conclusions in other areas await
longitudinal data.
Finally, a case study approach was well suited to providing for the type of
reciprocity I have endeavored to create throughout the course of this investigation. As
outlined in chapter 1, one purpose of the study was to provide knowledge for
consideration by members of the La Escuela and El Barrio communities. In order to do
so, it was necessary to present to these constituents a picture of themselves that is not
only recognizable but also plausible. As the curriculum specialist at La Escuela put it,
"One of the biggest frustrations for our teachers is to have people come here and talk
about traditional bilingual education programs, without understanding that we are
working with second language learners." Robert Stake, a pioneering writer on the use of
case studies, argues that they are best suited to "unique" cases, and recommends that
cases be selected on the basis of what may be learned from them rather than their status
as typical or representative of a particular phenomenon (Stake, 1995). Members of La
Escuela and El Barrio perceive these entities as both unique and bounded in important
ways, thus meeting Merriam's (1998) criterion of boundedness.
3.3

Pilot Studies of Dual Language Schooling
This study draws on pilot studies conducted between January 1997 and May

1998, each conducted as a course project investigating some aspect of DL schooling as
practiced at Birch Elementary (a pseudonym) in northern Tucson's Amistad School
District. The first pilot was a case study of the experiences of two teachers in the first
year of that DL program. Using a modified version of Seidman's (1990) three-part life
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story interview, I traced the teachers' family language histories, professional formation,
labor history, and reflections on a first year of DL teaching in order to understand what
DL teachers need to know. A primary lesson learned in this initial study concerned the
power of DL education as agent for teacher change. A Mexican American teacher
recalled confronting an Anglo man for criticizing bilingual education.

I was at a function, and there was a man there talking about
the English Only Amendment. I didn't really know this
man..., and if he knew that I was a teacher he didn't know
what kind I was. He started talking to the person sitting
next to him...talking about English Only. And I was sitting
there with a friend, and she kept saying, it's okay, don't say
anything, it's okay, just let him talk. And she could tell I
was getting a little, you know, frustrated. He was very
much in favor of it. (Mimics the man) "It's ridiculous, this
bilingual stuff. (He was a) very successful Anglo.
There's nothing wrong with that except that it kind of
influences his attitude. He went on and on, and I think
finally he said something really stupid. And then my friend
said, "Go ahead!" (laughs) And I said my piece. Every
time I speak of this topic, I try to be veiy calm, but it's very
difficult. I wasn't angry, I wasn't loud or anything. I said
"all you need to be is be patient." He looked at me and he
said "It's people like you...." And I thought "My God, he's
going to let me have it!. Then he said, "... that we need. I
really appreciate your passion" And I was like "well, thank
you. I appreciate and respect your opinion but at the same
time there are things that do work." If I weren't in this
pUMLlUil,
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Besides developing an understanding of Tucson as contested ground (Gonzalez et
al., 1999) for bilingual education, I also learned in this study about the difficulty of
negotiating access to classrooms as a complete outsider, as well as the importance of
local and historical context for understanding DL programs.

As a classroom volunteer and participant observer the following semester I
conducted discourse analysis of one DL teacher's use of Spanish diminutives and
directives, and use of student names as a classroom management technique. A parallel
study, conducted in the same classroom over two semesters, examined the language of
and assumptions behind "Lee Conmigd", the scripted reading program described in
chapter 2. During literacy instruction, nearly one-third of the classroom time each day,
Spanish-dominant and English-dominant children in the DL program were separated into
monolingual reading groups based on language dominance. In a fourth study, I examined
the dual language model and the Birch program as examples of language planning
(Smith, 1997b). I described how the label "dual language" helped to gain support for a
program unique in a school district with no prior support for minority language
education. In the spring of 1998, following a year of participant observation and analysis
of literacy instruction and teacher talk at Birch, I joined a discussion group of researchers
and teachers planning a longitudinal study of language ideology and biliteracy
development at La Escuela. My primary contribution to our discussions was a
comparative analysis (Smith, 1998) in which I examined the conditions of and prospects
for additive bilingualism at both schools. This work and the opportunity to critically
examine DL education in series of Comprehensive Examination questions in Fall 1998,
led me to choose the promotion of minority languages within DL programs as the
primary research topic for the study.
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3.4

Data Collection
Data collection for this study took place over a two-year period beginning in

February' 1998, with the bulk of the data collected between August 1998 and October
1999. I used four broad methods of data collection: participant observation, interviews,
document analysis and archival analysis, each of which is described in greater detail in
the following sections of this chapter. J collected some types of data commonly used in
ethnographic case studies of education (i.e. teacher interviews and observations of
classrooms and faculty meetings), as well as others unique to La Escuela and El Barrio at
this particular moment in history. Examples of the latter included participant observation
in the production of a community book produced by local high school students, including
several alumni, and analysis of files discarded by the school's community representative
upon her retirement. These events proved to be examples of what Fetterman has termed
"outcroppings", clues to phenomena or practices which had previously gone undetected
(1989, p. 68). My ability to take advantage of such findings was more than simply the
result of hanging out at the school and in the community. Rather, it was the consequence
of a research design which allowed time for serendipity, and a decision to work in the
tradition of bricolage (Feld, 1990), to consider all sources of information relevant to the
research questions.
The extended period of data collection allowed me to forge relationships with key
participants and gain a level of access to domains within the school and community that
would not have been possible during a shorter study. As they developed, I drew on these
relationships and experiences to formulate new questions and tentative hypotheses. In
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this way, data collection procedures were increasingly grounded in the case study over
the course of the project. These practices helped me to avoid faulty interpretations
common in less grounded approaches.
3.4.1

Observations
During the academic year I observed in classrooms and other domains of the case

study school and community, including the computer laboratoiy, library, cafeteria, school
playground, office, faculty meetings, Reflexiones de Exito Bilingiie (biweekly in-service
training for Spanish literacy instruction), and Dia Extendido (the after-school program). I
also did extensive observation of a Spanish immersion program at the school in summer
1999, as well as observations at meetings of the La Escuela Parent Teacher Association
and the El Barrio Neighborhood Association. My role as observer varied considerably
depending on the domaia'activity I was observing. In classrooms, I followed the school
preference for participant observation, sometimes taking no or very few notes over the
course of a two-hour lesson depending on the policy established by participating teachers.
In such instances, I employed strategies that enabled me to recall and capture much of
what I had observed. One strategy, shared by a fellow researcher on the longitudinal
study, involved unobtrusively taking periodic, highly abbreviated notes on slips of paper
during the course of the observation. In situations where even this form of note-taking
was not possible, I created an outline of the lesson immediately after the observation,
writing down key events and language in chronological sequence in to facilitate recall.
During £t/7o Bilingiie lessons I was able to take extensive notes because smaller group
size made participant observation less necessary. Observation of meetings of the faculty,
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PTA and Neighborhood Association was greatly simplified by access to agendas and, in
some instances, official minutes. In all cases, I typed up fieldnotes as quickly as possible
following the observation. This process was facilitated by use of a laptop computer and,
from June 1999, the fact that my home was only four blocks from the case study school.
Figure 3.1 depicts a continuum of participant observation, with activities ranging from all
or mostly observation oriented to all or mostly participant oriented.

Figure S.1
Participant Observation Continuum
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Table 3.1
Distribution of La Escuela and El Barrio Observations
LOCATION OF
OBSERVATION
Classrooms
Exito Bilin^e
Playground/Cafeteria
Dia Extendido
Other areas of the school
(assembly, music, sports, art.
library, hallways)
Reflexiones de Exito BilingUe
Faculty Meetings
Summer ^chooM Escuela
NocturnalBook Group
El Barrio (all areas)

NUMBER OF
DOCUMENTED
OBSERVATIONS
19
9
5
5
18

11
7
14
14

Observations in El Barrio
I also observed regularly in El Barrio and, to a lesser extent, the extended
community of greater Tucson in order to understand the nature and vitality of Spanish. 1
did this by observing interactions in the three public neighborhood institutions in the
Bsirio (in sddition to the esse study schoo!)i €l jordiyiy the community gsrdcnj La Colic
Msrkct, 2 sm^U, femily'Owncd msrkctj 2nd Niicst^o Porous, 3. City psrk 2.nd rccrention
center. I also took numerous walks and bicycle rides though the principal streets of the
Barrio. Due to the small size of the neighborhood, a typical observation included two or
more of these institutions, as in the following excerpt from my fieldnotes:
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On a steamy Saturday morning, Arantza and I walk from
our house on 4"^ St. to Nuestro Parque. Our route takes us
across the railroad tracks and Main Street, down Davis
Street, past the rear of the school and the recently closed
construction supply company, and into the park. During
this walk, which transverses El Barrio from its easternmost
to westernmost boundaries, we read all the street signs and
announcements posted in the neighborhood and park. I am
struck by the fact that they are all in English.

In addition to the documented observation sessions noted above, I also visited the homes
of several Barrio residents and former residents and attended monthly meetings of the
Barrio Neighborhood Association.
Extended Community Observations
The greater size of the extended community precluded the comprehensive
approach to documenting linguistic vitality used in El Barrio. I chose instead to continue
the focus on attitudes towards bilingualism and the use of Spanish in public education,
begun during the pilot studies described earlier in this chapter. 1 did this by surveying the
local English and Spanish language newspapers, and following relevant television news
stories on English and Spanish language channels. I also observed public forums and
educator meetings organized for the discussion of these issues, which becamc
increasingly frequent over the course of the study as concern grew about a proposed
initiative banning bilingual education in the State of Arizona. My own extensive field
notes of these events and documents were supplemented by notes taken by colleagues at
similar events. In some cases, this resulted in overlapping and multiple views of the
same event; happily, these often turned out to be sources of rich discussions through
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which I further developed my understanding of attitudes toward Spanish and bilingual
education in the extended community and the state.
3.4.2

Interviews
A second source of data consisted of interviews with parents, teachers,

administrators and staff at the case study school, and current and former residents of the
Barrio. I also conducted interviews with community leaders involved in the creation of
bilingual education nationally and locally. Finally, I conducted numerous telephone
interviews with other educators and non-educators with important knowledge about the
case study school or with the Barrio. For purposes of presentation, I divide these
interviews, respectively, into educators at the school, parents, Barrio residents, Tucson
educators, and outsiders. Procedures for each type of interview are described in detail in
the following section, but all followed the general protocol established at the beginning of
the study. With the exception of one joint interview in which two teachers participated, I
interviewed participants individually, in sessions lasting between forty-five and ninety
minutes. The majority of interviews lasted approximately one hour, although several
teacher interviews were closer to two hours in length. Although questions varied
according to the category of interviewee (i.e. teacher, parent, Barrio resident, Tucson
educator, outsider.), all interviews were semi-structured (Adler & Clark, 1999),
consisting of open-questions organized in basic themes of family and labor history,
language background and educational experiences, and experiences at La Escuela. The
content of the open-ended questions drew on pilot interviews conducted with teachers
and administrators at a nearby DL program, as well as on family interviews developed for
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use in funds of knowledge research by Norma Gonzalez and colleagues (Gonzalez,
1995b). In general, I sought to use a style to create conditions for interviews which were
"less artificial, more natural and (resembling) a conversation between equal participants
(Wilson, 1996). To this end, the interviews were conducted in English or Spanish, and
sometimes in both languages, depending on participant preference. In the case of
teachers and other highly bilingual participants I had known for some time, the choice of
language(s) was also based on the language(s) in which we had become acquainted .
Participation in the interviews was voluntary and interviewees were not compensated for
participating. With three exceptions, interviews were recorded on audiotape and all
recorded interviews were transcribed by me or by a paid transcriptionist.
Informed Consent
Permission to conduct interviews with La Escuela and District employees was
covered under a prior agreement between the school, district and the Spencer longitudinal
study. Parents representing fourteen different families participating as case study
families in the longitudinal study signed consent forms granting permission for their
interviews to be used in scholarly works related to the longitudinal study, including this
study. Ail other interviewees, including parents representing two non-case study families
signed consent forms designed for this study (see Appendixes E and F). Both types of
consent forms were made available to participants in English and Spanish, and both
forms made specific mention of collaboration between this study and the longitudinal
study. The particular process of obtaining informed consent varied by participant. About
half of the interviewees requested and were shown transcripts of their interviews before
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signing the consent form. In one case, an interviewee agreed to participate in this
investigation but asked that her interview not be shared with the longitudinal study.
Confidentiality
Under an agreement with the school district, I agreed not to use of the name of the
case study school and district. I gave interview participants the choice of using a
pseudonym or their actual name in the study. Real names are used here only with
permission of participants. In many cases, I have chosen to refer to participants in more
general terms, e.g. a fourth grade teacher, a Barrio parent, etc.
A year after I began participant observation at the case study school, I presented
the research questions and goals of the study to the faculty and staff at a staff
development meeting, inviting teachers to participate in interviews. I eventually
conducted single interviews with nine of twelve classroom teachers, the school librarian,
music specialist, and two playground/cafeteria monitors. I also conducted two interviews
each with the school principal and curriculum specialist. With the exception of the first
interview with the principal (March 1998), all educator interviews were conducted
between June and October 1999.
Parents
As a member of a longitudinal study of language ideology and biliteracy
development at the case study school, 1 had access to interviews with 21 case study
families. Families were recommended by the faculty at the case study school based on
criteria (language and cultural heritage, gender, and barrio/extended community
residential status) suggested by the longitudinal study. At the time of tlie interviews, all
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parents had children in first or second grade at the case study school. After being initially
approached by the school's curriculum specialist, parents were interviewed by me and by
other members of the longitudinal study.
Although I interviewed only four of the 21 case study families, my position as
data manager of the longitudinal study allowed me to shape the content and form of all
parent interviews by (1) sharing with fellow interviewers "blind" drafts of interviews I
had conducted with parents; (2) contributing questions on community and parental
involvement in school activities; (3) conducting an interview training workshop and
informal discussion for fellow interviewers; and (4) debriefing with colleagues following
the interviews. These steps were taken to ensure that all interviews with parents and
families addressed issues of central importance to this study and that the interviews were
conducted in a way that honored my commitment to infonned consent and ethical
research.
Barrio Residents
Of the twenty-two case study families described in the previous section, nine
lived in El Barrio at the time of the interview. I conducted four additional interviews
with other current and former residents. One of these interviews was with a family of
long-time Barrio Residents, including a woman whom, at age 103,1 believe to be the
oldest living graduate of La Escuela. Although they no longer live in El Barrio, this
woman and her daughters (two of whom are also alumnae) provided important
information about changes in the Barrio over the past seventy years. I also interviewed
the current President and Vice President of the Barrio Neighborhood Association, both of
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whom have relatives studying and working at the case study school. Finally, I
interviewed a family who has lived in the Barrio all their lives, with three generations
having attended La Escuela.
In addition to interviews with these Barrio families, I participated as a volunteer
interview consultant and editor for a team of high school students developing a collection
of life stories of Barrio residents (Cortez, in press). Contracted by El Barrio
Neighborhood Association for seven weeks in summer 1999, this group of teenagers
included four graduates of La Escuela and two residents of El Barrio. Working with this
group proved to be an important source of knowledge about EI Barrio and La Escuela in
several ways. First, by exchanging interview questions, accompanying students on initial
interviews, and in frequent short presentations and training sessions over the course of the
seven-week project I became familiar with the content of the interviews featured in the
student interviews. Second, by agreeing to proofread and edit transcriptions of Spanish
language interviews and sections of the manuscript, and by helping students read about El
Barrio in articles published in the 1930s and 40s in a Spanish language newspaper, El
Tucsonense, I gained a sense of their Spanish literacy skills. This was particularly
revealing for those students who had attended La Escuela as primary school students, as
they provided interesting insights into bilingual schooling there before the onset of the
DL program in 1994-95, as well as to the nature of Spanish instruction at the middle and
high schools they had subsequently attended. Finally, although the interviews conducted
by these student ethnographers did not contain the language-oriented questions I shared
with the group from my own research, they do form a corpus of eleven additional
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interviews with Barrio residents not featured in previous life history collections of El
Barrio (Flores, 1988; Martin, 1983; P^-ez, 1998). Conducted within the timespan of this
investigation, they constituted an important secondary source of information about El
Barrio.
Tucson Educators
I also conducted interviews with three Tucson-area bilingual educators who have
been closely associated with La Escuela in the past. An interview with the former
principal who directed the school at the time of it's reopening as a magnet school in
Spring 1981 was invaluable for documenting the process of how El Barrio residents
rallied to keep the school from being closed in due to shrinking enrollment in the late
1970s. I also interviewed two pioneering bilingual educators involved in the
development of Spanish-for-Spanish speakers classes locally and the development of
bilingual education nationally: Hank Oyama (former student at La Escuela) and
Adalberto Guerrero. To supplement this information and to learn about contributions
made by their peers and fellow pioneers Rosita Cota and Maria Urquides, I consulted
biographical materials compiled by two departments at the University of Arizona.
Information about the "second generation" of bilingual educators in Tucson came from a
panel discussion organized by researcher Mary Carol Combs (Benton, Fisher,
Fuentevilla, & Kennon, 1999). To learn more about La Escuela and its place within the
District, I conducted several telephone and face-to-face informational interviews with
representatives of the District's Magnet and Bilingual offices. The former office
provided information about the placement policy following the 1981 desegregation

decision by the federal judge, as well as information about fluctuations in the school
population before and after implementation of the DL model. The Bilingual Office
provided valuable information about the Americanization (1-C) program in effect at La
Escuela and other District schools from 1919-1965 (described in chapter 4), and about
qualifications required of certified (teachers) and classified (including teacher assistants)
staff. The District's Historical Record's office also provided copies of historical records
about the 1981 desegregation lawsuit and settlement.
Outsiders
I conducted numerous short telephone conversations and several face-to-face
meetings with non-educators in the extended community. The purposes of these
interviews was to gain additional information about La Escuela and El Barrio, including
the way they are perceived by outsiders. I spoke with realtors regarding property values
and zoning issues in neighborhood and with urban archeologists and city planners
involved in recent historical surveys and household and infrastructure repairs within El
Barrio. Several City of Tucson offices (Population and Statistics, Human Resources)
shared useful information on important demographic characteristics of El Barrio
compared to the extended Tucson community, and about the City's compensation plan
for bilingual employees. Finally, I spoke with social service agencies active in El Barrio
and involved in work with students to determine the nature of that work and the
language(s) in which services are provided to Barrio residents. In addition to answering
my specific questions about the school and El Barrio, information gathered in this way
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was also useful collectively in that it allowed me to see the research context from an etic
perspective at the same time I had moved closer to a more emic view.
3.4.3

Document and Archival Analysis
I collected numerous documents related to DL schooling at La Escuela and

perceptions of Spanish and bilingualism in El Barrio and greater Tucson. The majority
of these were public documents produced by the school, the District's Bilingual Office
and Magnet Office, the Barrio Neighborhood Association, and various departments
within the City of Tucson. A smaller number of documents was produced by
professional and social service agencies active in El Barrio. In addition to the content of
these documents, I was also interested in the language(s) in which they were produced
(e.g. English, Spanish, or English-Spanish), as well as their intended audience (e.g.
children, teachers, parents, etc.) I also collected articles, editorial/opinion pieces, and
letters-to-the-editor from local print media in English and Spanish. I collected a smaller
number of non-print documents, including videotaped public information programs,
interviews, and debates pertaining to the use of Spanish in schooling and other public
domains within the larger community of Tucson. These documents were analyzed for
references to La Escuela, El Barrio, dual language education, and to the use of Spanish in
schools. My intent in conducting this analysis was to generate comparisons with findings
based on the observation and interview data, as well as to introduce additional topics for
consideration.
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Archival Analysis
The contents of two archives were analyzed for this study. I learned of the first
largely by accident when the school's community representative retired at the end of the
1998-99 school year and agreed to let me go through non-confidential records she was
throwing away. This proved to be another instance of serendipity. By being in the right
place at the right time, I was able to hear the community representative, a person whom I
had come to regard as largely uninvolved in El Barrio and the lives of La Escuela
families, share many details about her work at La Escuela and other bilingual schools in
the District. This was critical for putting her records of the number of parent volunteers
in each classroom and the number of family visits made each year within the context of
District expectations and the job description for the community representative position.
The second archive I examined was a set of public records of the Barrio
Neighborhood Association, maintained by the City of Tucson's Office of Citizen and
Neighborhood Services. These files, dating back to 1981, contained approximately 100
documents on officers, membership, newsletters, fliers, meetings, and other Association
business. Although almost certainly incomplete (R. Olivas, personal communication,
September 1999), the archives were useful for understanding the importance of La
Escuela in El Barrio and the role played by residents in preventing the school from
closure in the late 1970s and early 1980s. Analysis of documents contained in the
archives also provided information about the perceived need for and importance of
Spanish for communicating with neighborhood residents via print (newsletters, agendas,
minutes, etc).
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Multiple Perspectives on the Vitality of Spanish in EI Barrio:
In order to answer Sub-questions 3 and 4 regarding the use of minority language
resources of El Barrio by educators at La Escuela, it was first necessary to establish the
existence of sufficient linguistic resources. I also wished to describe as closely as
possible the nature and location of these linguistic funds of knowledge for eventual use
by La Escuela. In order to more fully document the present linguistic vitality of Spanish
in El Barrio, I devised a three-part methodology consisting of (1) observations within the
neighborhood and "inside institutions" (La Escuela, La Calle Market, El Barrio
Neighborhood Association, and Nuestro Parque); (2) contact with outside institutions
with a sustained presence in El Barrio (viz. Tucson Citizen and Neighborhood Services,
BICAS, the Tucson Police Department, Aztlan Archeology, architects and realtors doing
business in El Barrio), and (3) analysis of data from the 1980 and 1990 U.S. Census. As
noted previously, I also used data from home interviews with nine families living in El
Barrio conducted by members of the longitudinal study in the summer and fall of 1999.
Triangulating data from these diverse sources helped me understand differences between
provision of Spanish language services, such as document translation and interpretation,
and the extent of need for those services. It also provided a sense of language shift over
time, as well as insights into the roles played by Barrio and non-Barrio institutions, and
their influence on the linguistic vitality of Spanish within El Barrio.
Member Checking
Early in the data collection phase, I implemented a regular system of "member
checks", the process of sharing qualitative data and tentative findings with participants

(Lincoln & Cuba, 1985, cited in Seidman, 1998: 82).

Although the notion of member

checking is perhaps most strongly associated with sharing of interview texts with
interviews (viz., Seidman, 1998), in this study member checking took place on several
levels and served multiple purposes. During the conceptualization phase of the project, I
presented the research questions in preliminary form to a teacher study group and to the
school's curriculum specialist. During the data collection phase, sharing fieldnotes of
classroom observations with teachers was an important means of maintaining access, as
well as a means of checking the veracity of my observations. On numerous occasions,
sharing my observations led to conversations about and greater understanding of a
particular incident. Teacher feedback was especially important for understanding the
language and family heritage of children, and for contextualizing classroom activities that
lasted longer than my observations. Less fonnally, I also shared with parents and family
members what I had seen their children doing at school. These informal chats, in the
parking lot, office, and hallways at the beginning and end of the school day, often
triggered stories about children's language use at home.
A second form of member checking involved sharing interview transcripts with
interviewees. In some cases, interviewees requested a print copy of the transcript before
agreeing to allow their words to be used for this study. In these and other cases, the range
of participants' reactions to reading transcripts of their own interviews was considerable.
Most participants accepted a copy and offered no suggestions for changes. About half
the interviewees requested stylistic changes in the representation of their own speech,
with omission of repetitive forms ("you know", "este ",) and tag questions ("iverdad?")
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areas commonly identified by participants. In these instances, a subsequent version of
each transcript was prepared based on the comments and requests for changes. Although
time consuming, such changes were easily made without sacrificing or altering data. In a
few instances, however, accommodating participants' requests for changes meant making
important changes in content. For example, three participants requested that phrases in
which they described incidents at La Escuela and in El Barrio be struck from the
transcript. Another participant, already somewhat uncomfortable with the idea of being
interviewed, initially chose to participate without being tape recorded. However, after
reading the interview notes, this person asked that the interview not be included in the
study. In all three cases, interviewees expressed concern about the potential of their
words to hurt others who might read them. In two separate cases, where I felt a particular
quote was especially powerful, I asked the interviewee's permission to include his/her
words in the context of a chapter. After reading the section in context, the interviewees
allowed me (or not) to use the quote in this context. In this way, I satisfied the sometimes
contradictory aims of honoring the principles of informed consent and capturing strong
and potentially offensive views on controversial subjects.
During the data analysis phase, member checking was used to check tentative
findings with key paiticipants. I did this in two ways. First, in keeping with the practice
of revising interview questions based on knowledge gathered during the course of data
collection, I used the final interviews to posit preliminary understandings with key
teacher and community member participants. I also relied on what Merriam (1998)
terms "peer examination" by sharing preliminary findings in drafts of chapters with the

principal, the curriculum specialist and other members of the school participating in the
longitudinal study. In addition to helping to minimize conflicts perhaps inevitable given
the different cultures of school and university (Page, Samson & Crockett, 1998),
continuing this practice, established during tlie writing of the study proposal allowed me
to consider additional insights generated in response to my observations. This level of
member checking was particularly useful in terms of testing ideas for recommendations
for pedagogy, policy and further research at the case study school.
In summary, through regular and extensive use of member checking, in the form
of sharing field notes of classroom observations, interview transcripts, preliminary
findings, and drafts of chapters, I gathered a second level of data qualitatively different
from and, in some ways, richer than interview and observational data that remains
unchecked. By asking participants to consider and reflect upon their words and actions, I
also satisfied strict criteria for informed consent. Honoring this commitment in practice
was time consuming and not without risks, as several participants chose to modify or
limit the extent of their participation in the study. Overall, however, this aspect of the
methodology has contributed greatly to the study.
3.5

Data Analysis
In addition to the member checking procedures outlined in the previous section,

data for this study were analyzed in three concurrent phases. Preliminary analysis
occurred during the typing of fieldnotes, transcription of audiotaped interviews, and study
of historical and school documents. In the process of transforming handwritten notes and
taped interviews into textual (print) data, I began to identify themes in the raw data and to

categorize incoming data under these initial organizers. I dedicated considerable time to
"playing with the data", reading and rereading printouts of the fieldnotes, interviews, and
observations, and to identifying new themes in the process of writing margin notes.
These categories were expanded, limited, and collapsed based on their usefulness in
describing incoming data. In the same way, new categories were created as needed, and
some of the initial categories were dropped, due to lack of sufficient frequency in the
data, or because they had been subsumed under a broader, more salient heading. My
tools at this level of analysis were technologically simple; armed with print outs of
textual data, I marked themes using color coding and then cut and pasted these into larger
sections. I chose these tools based on their effectiveness in pilot studies of dual language
schooling described in section 3.3.
To supplement the manual level of analysis described above, I also used QSR
NUD*IST, version 4.0, a software program designed to facilitate coding and analysis of
textual data (Gahan & Hannibal, 1998). NUD*IST was chosen over other text analysis
and ethnographic software programs in part because I was already familiar with it
through my participation as a research assistant on other projects. NUD*1ST was also a
logical choice as analytical tool for my data because the longitudinal study at the case
study school trained graduate student observers to format observation and other data for
analysis by this program. Although I designed my study to identify and continuously
refine categories independently of electronic analysis, the decision to use NUD*IST to
examine the same data allowed me to verify the existence of and challenge the
parameters of these patterns. Using NUD*IST, I was also able to examine a larger data

set, including classroom observations by fellow researchers on the longitudinal study,
than would have been practical without electronic support.
3.6

Evolving Roles in the Case Study
Over the course of two years at La Escuela, my relationships with members of the

school and Barrio communities changed in ways that held important implications for my
research. Beginning as a complete outsider, albeit with extensive experience as a
participant observer in a DL program in a nearby district, I gradually added the roles of
discussion group member, tester of children's developing biliteracy, documenter of
changes in the school's curriculum, co-presenter and co-author (with the curriculum
specialist and three classroom teachers), data manager and colleague of researchers
involved in the longitudinal study, and, near the end of my fieldwork, parent of a
kindergarten student at La Escuela. In this section, I consider the cumulative effect of
these multiple and shifting roles as a point of methodology. Specifically, I wish to show
how entering into multiple relationships within the school over time has shaped the
nature of this project in ways positive and negative.
Overall, growing into additional roles at La Escuela was extremely beneficial to
my work as a researcher. Significantly, access to additional domains allowed me to
establish a more emic perspective than I had envisioned at the beginning of the study.
Four events were seminal in this regard. First was the decision to respond to the school's
invitation to help conduct running records to establish the Spanish reading level ability of
all students at the beginning of the 1998 school year. The experience of reading with so
many students, and reporting the results back to classroom teachers meant that my
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presence was perceived to be less threatening when I began to observe in classrooms and
other areas of the school. A second key decision came following the teacher study group,
Rejlexiones de Exito Bilingue. Created as a forum for discussion of the school's Spanish
literacy program, Reflexiones turned out to be a primary site for discussion of the
interconnections between curriculum and Spanish literacy. The decision to follow Exito
Bilingue, and, in collaboration with the school's curriculum specialist, to write about the
program (Amot-Hopffer & Smith, 1998) allowed me to attend meetings as a contributor
and participant observer, and to test ideas and tentative hypotheses.
The third, and perhaps most important set of changes in my relationship to La
Escuela resulted from the decision to send my daughter to the school, first during the
Spanish immersion summer program and then as a kindergarten student. This decision
influenced my research in several important ways. In terms of faculty support, having a
child at La Escuela marked me as more than "simply" a graduate-student researcher. It
allowed faculty to see me, I believe, as following a parent-teacher/parent-staff model
chosen by many educators at La Escuela. Having a child at the school also increased the
amount of time I spent there—from an average of ten hours per week in 1998-99 to as
many as twenty hours per week in June, August, September, and October 1999. Perhaps
more important than the total number of hours spent on site, however, was the increased
ability to be present at different times during the school day. Becoming a parent meant
being able to attend drop-off and pick-up times, which had previously been difficult, as
well as to observe before- and after-school programs. I was also able, for the first time,
to participate in the school's parent-teacher organization, and to talk with other parents
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from a new position. Becoming a parent at La Escuela also provided me with two
additional perspectives—those of my wife and daughter—which proved invaluable in
confirming and disconfirming patterns of language use. Finally, moving to a home
within the district's assignment boundaries for the case study school (see chapter 4 for a
more detailed description of these boundaries) meant that our own daily routines became
much more oriented to the Barrio. From June-October 1999, the final six months of
fieldwork, the store, playground, park, swimming pool closest to our house were those in
El Barrio. This new proximity not only meant increased opportunity for observation of
Barrio language use, it also enabled me to observe first hand the potential for in-school
participation by Barrio families and to develop a better sense of the social networks of
children living there.
The fourth notable development in my evolving roles at the school involved my
position as data manager of a longitudinal study of language ideology and biliteracy
development. Although I joined the research team before the official beginning of the
project, my own research at the school was influenced by developments in the
longitudinal study. The most important of these changes had to do with representing the
study to the faculty. Early in the project, this was relatively easy to do but it became
more difficult as our presence in classrooms intensified in the second semester of the
study. As data manager, one of my primaiy responsibilities was to facilitate and help
maintain good relations between the teachers and the study. This involved ongoing
negotiation of access to classrooms with case study children, and not infrequent
brokering relationships between individual researchers and classroom teachers whose
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ideas about classrooms, participant observation, and the value and purpose of research
proved to be surprisingly different at times. Representing the longitudinal study in this
way carried potential risk for my own research. This was evident mainly in the reluctance
of some teachers to be interviewed for the study. As a solitary researcher, I would
probably have worked with individual teachers in an attempt to negotiate their
participation; as a member of a team of researchers whose work at the school depended
on uninterrupted access after the completion of my study, I settled for less than the
universal sample of classroom teachers I had originally expected.
Developing multiple roles at La Escuela also posed other potential risks to my
research. Most immediate was the matter of dealing with the increased opportunity for
data collection. Because new access to domains I had previously not attempted to cover
(night school, particular classes within the Extended Day program) were suddenly
accessible, I faced the prospect of not having sufficient time to cover all the bases (data
collection), as well as insufficient time to analyze it all. I resolved this problem in several
ways. First, I elected to intensify data collection during the first three months of the
1999-2000 school year, in order to complete the interviews and observations two months
earlier than initially projected. Second, I chose not to cover the night school program
which was beginning around the same time. These decisions to restrict data collection in
terms of length and focus were made easier in the knowledge that data from these
domains could eventually be collected and analyzed by other members of the Spencer
team.
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Finally, it is important to acknowledge that assuming the role of school parent
altered my researcher role in ways that I could not foresee. Initially, I was most
concerned about minimizing my researcher role with my daughter's (team) teachers. In
part, this was resolved by interviewing one of the teachers before she began kindergarten.
As a fellow graduate student and member of the longitudinal study project, the other
teacher was already familiar with the purpose and design of my research. These factors,
along with the openness of these teachers and their willingness to have parent volunteers
in the classroom, were important in developing for my own family the teacher-parent
relationship that is so fundamental to children's learning. The last three months of
fieldwork, therefore, allowed for another form of member checking in which, as a parentresearcher, I checked the validity of the impressions about school-home connections I
had formed over the first year-and-a-half of the study. As it turned out, some of the most
valuable insights of the study were gained in this way.
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CHAPTER FOUR
THE CASE STUDY COMMUNITY
4.0

Introduction
Reviews of the literature on dual language schooling reveal that programs have

often been initiated in response to local conditions (Craig, 1993; Freeman, 1996; Mackey
& Beebe, 1977). Like the schools in which they are embedded, DL programs are
simultaneously constituents of and responsible to intermediate and supra-level structures
partially or even wholly beyond the control of their immediate physical communities. In
chapters 1 and 2,1 described the national context for bilingual education and the DL
model. The purpose of this chapter is to locate the case study site in the embedded
contexts of state, school district, extended community and barrio. In order to understand
and describe these contextual "layers", I ask the question, "how does this program look
different because it is located in Tucson, Arizona rather than Dade County, Florida or
Washington, DC?" Some aspects of the answer-proximity to the Mexico-U.S. border
and a longstanding and continuously replenished Spanish-speaking population, for
example—are readily apparent. As a "quasi-border" city with increasingly vital Spanish
language institutions (Jaramillo, 1995), Tucson is more conducive to cross-generational
retention of Spanish than Phoenix and other cities further north, but less so than
communities closer to Mexico (Bills, Hernandez Chavez, & Hudson, 1995).' State
language politics, including an English Language Amendment to the State Constitution,
legislation promoting foreign language instruction in elementary schools, and a recent
campaign to end bilingual education programs in Arizona public schools, are also
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considered here. Other factors, such as the role played by Tucson educators in the
development of bilingual education locally and beyond, are less obvious but nonetheless
critical to understanding the development of the DL program at La Escuela. By
incorporating a historical perspective on the community context, I provide a more
complete description of dual language schooling at La Escuela and thus a more thorough
basis for answering the research questions posed in this study.
This chapter is organized as follows: Section 4.1 examines Arizona as a context
for bilingualism and bilingual education, including the ongoing controversy over the
education of language minority children and patterns of shift away from the state's
minority languages. In section 4.2 I describe Tucson as a Mexican American community
and then sketch the historical development of El Barrio from its origins to the present.
Section 4.3 considers the vitality of Spanish in Tucson and in El Barrio. Using census
data and District records, I discuss factors underlying language maintenance and shift.
The legacy of pioneering bilingual educators, Rosita Cota, Adalberto Guerrero, Hank
Oyama, and Man'a Urquides is examined in section 4.4. Through interviews and
document analysis, I identify critical links between the goals, beliefs, and practices of
these educators and their influence on La Escuela educators and DL schooling as
currently practiced at the school. The final section summarizes the findings made in this
chapter.
4.1

Arizona as Context for Bilingualism and Bilingual Education
Of the state's 3.4 million people, more than 700,000 (21% of the total) speak a

language other than English (Pence, 1996). One of twenty-five states to have enacted
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Official English legislation, Arizona is also a site of intense controversy and conflict
regarding the use of minority languages in schooling and other aspects of public life. In
1988 voters approved Proposition 106 by less than one percent of the vote (Combs,
1992), amending the state constitution to make English the official language and require
government actions to be carried out in English. As Article XXVIII of the Arizona
constitution, the measure was challenged by state employees on the grounds that it
conflicted with their use of Spanish to serve the public (See Yniguez v. Mojford in
Crawford, 1992, pp. 287-291). In 1990, the federal District Court for Arizona and the 9*^
Circuit Court of Appeals declared the amendment unconstitutional on the grounds that it
violated the employees' First Amendment rights. In March 1997, the U.S. Supreme
Court refused to hear an appeal of the lower court decision, arguing that the plaintiffs
were no longer employees of the State of Arizona. On April 28, 1998, the Arizona
Supreme Court struck down Proposition 106 as a violation of the constitutional rights to
freedom of speech and equal protection of the law.y. In January 1999, the U.S. Supreme
Court refused to overturn the decision of the State Court.
As scholars have observed, there is considerable irony in the fact that, at about the
same time that voters approved Proposition 106, the Arizona Department of Education
created a policy which required public schools to begin offering foreign language classes
to children in the elementary school grades (Ruiz, 1994; Baldauf, 1993/1994). Approval
of the Foreign Language in the Elementary Schools (FLES) Act in 1988 provided for
foreign language instruction in at least one class at all grade levels by 2000. The
annarent
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FLES legislation can be explained by noting that Spanish and Arizona's indigenous
languages are perceived, by many Arizonans, as problems, whereas non-minority
languages are perceived as resources. This view is articulated by the spokesperson for
the group Arizonans for Official English, Robert Park, who has called language "the
great divider." In his view, vital minority languages threaten national unity, and "if the
government takes it upon itself to accommodate the foreign languages being spoken
today, you can kiss assimilation good-bye" (Pence, 1996). Presumably, foreign language
study is considered more acceptable because there is no fear that it causes students to
identify with a particular ethnic group, at least not to the extent that loyalties to Englishand by extension, the U.S.—are undermined. Bilingual education (so the argument goes)
constitutes a threat precisely because it is perceived to foster allegiances to a language
that is not English and, therefore, not "American."
The contradiction also speaks to the double standard applied to Spanish speakers
learning English and English speakers learning Spanish and other minority languages.
Whereas the former are expected to learn English as fully and rapidly as possible, FLES
standards for the latter are considerably lower (Crawford, 1999). For the time being at
least, Arizona supporters of bilingualism via public schooling may take comfort in the
current lack of coherence in state language-in-education policy, particularly when
compared to the harmful effects of a more unified state policy as in Colorado (Adcock,
1990). In the following section, I turn to a discussion of a current proposal that would
attempt to unify state language policy in Arizona by eliminating bilingual education.
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4.1.1

Minority Language Schooling as Contested Ground
The most important recent development in the political climate surrounding

bilingual education in Arizona actually began in the neighboring state of California,
where voters approved a state ballot initiative. Proposition 227, in June 1998. Known as
the "Unz Initiative" for co-sponsor and primary financial supporter Ron Unz, Proposition
227 was intended to outlaw bilingual education in California by mandating a one-year
"English immersion" program for English language learners, after which point, schools
are required to mainstream students. Although it is too soon to understand the fiall force
of Proposition 227 in California, Garcia (as cited in Crawford, 1999) likens its effect to
"a tornado, rather than a hurricane." He notes that bilingual programs in some parts of
the state have suffered considerably while others remain relatively untouched. In
California schools where language minority' students are withdrawn from content
instruction in LI, Boosalis, Mora and Wink (2000) report that they are often placed in
mainstream classes with teachers poorly prepared to meet their linguistic needs.
Soon after passage of the California initiative, two Tucson residents, Cholla High
School English teacher Hector Ayala and community activist and phonics advocate Man'a
Mendoza, formed English for the Children-Arizona (EChAr), a group dedicated to
^
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replicating the Unz initiative in Arizona." With funding from Unz, EChAr fomially
announced its campaign in Arizona on January 6, 1999 at Tucson's El Rio Neighborhood
Center, located on the "border" of the Mexican-American neighborhoods of Barrio
Hollywood and Barrio Sovaco (Encinas, 1997). At the press conference announcing the
proposed initiative, Unz, Ayala, Mendoza, and perhaps a dozen supporters including
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Mendoza's young grandchildren were met by approximately 100 supporters of bilingual
education, including several parents and teachers from La Escuela.^ The press
conference quickly turned into a loud confrontation, with opponents of the initiative
angrily challenging what they characterized as an outsider's attempt to set education
policy in Arizona. In subsequent rallies and counter-rallies and in angry accusations in
guest editorials bordering, at times, on personal attacks (viz., Ayala and Badilla, 1999),
the debate has remained heated.
Although supporters must gather over 100,000 signatures in order to place the
measure before Arizona voters, most likely in November 2000, the proposed initiative
has already influenced development of state legislation concerning language minority
schooling and bilingual education. For example, supporters of legislation proposing to
limit participation in bilingual classes to three years (HB2387, sponsored by
Representative Knaperek, R-Tempe) and to provide bonuses to attract bilingual teachers
and encourage research on bilingual education (SB 1001, sponsored by Senator Lopez, DPhoenix ) have used the threat of the Unz initiative to secure support for their legislation.
Although clearly opposed on the issue of Spanish as a resource for schooling, each side
has framed compromise as the best hope of undermining public support for Unz
(Davenport, 1999).
What are the possible effects of passage of English for the Children, Arizona on
bilingual schooling in Arizona? Given a statewide shortage of qualified bilingual
teachers (Grant, 1997), one especially important possibilit}' is a further reduction in the
number of bilingual educators in Arizona. In California to date, no state statute

149

concerning teacher education has been superseded, amended, or deleted as a result of the
passage of Prop. 227 (Vallejo, Sotomayor, Galbadon, Evans, & Garcia, 1999). In
Arizona, analysis of the number of applicants to teacher preparation and endorsement
programs shows mixed results (C. Evans, personal communication, November 4, 1999).
Teacher preparation programs at the state's largest universities experienced a rapid
decrease in the number of undergraduate applicants in the admissions period immediately
preceding Unz. Subsequent periods, however, show a possible reversal of this trend, with
numbers reaching and even exceeding previous levels (Vallejo et al., 1999).'' Where
bilingual programs operate under federal desegregation plans, they may be more likely to
remain in place in the event of passage of state-level initiatives. For example, in San
Francisco, Superintendent of Schools Bill Rojas has refused to implement Proposition
227, arguing that federal desegregation law supersedes it (Crawford, 1999). One of the
best known DL programs in California, the River Glen School in Santa Cruz, is also
protected by a federally ordered school desegregation plan and has continued to operate
much as before. According to the principal. La Escuela may be similarly protected as a
participating school under a federally ordered desegregation settlement. Other activists
and educators caution that there is no guarantee that such programs would be able to
continue if the Unz initiative were passed (M.C. Combs, personal communication,
October 29, 1999).
Successful bilingual programs such as the DL program at La Escuela constitute
powerful arguments against the proposed initiative (Casanova, 1999). In fact, both
proponents and opponents have claimed DL programs as evidence in support of their
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position. As shown in chapter 2, the origins of the DL model are rooted in the probilingual legacy of the St. Lambert and Coral Way experiments; this finding is supported
by the Nye Elementary (Laredo, Texas) and Spanish for Native Speakers programs
(Tucson) described later in this chapter. Despite the utility of the "dual language" label
in making minority language schooling tenable where the term "bilingual education" is
perceived to be a political liability (Smith, 1999), DL educators in Arizona and elsewhere
acknowledge theirs as bilingual programs.
Because they are built on the premise of parental choice, and involve large
numbers of Anglo children—thus contradicting claims that bilingual education is (i) a trap
for unwilling (or unaware) Hispanic parents and (ii) an entitlement program for
Hispanics~DL programs pose a logical problem for Unz supporters. In the initial stages
of the Arizona campaign, EChAr supporters attempted to forestall this support by
claiming that DL education is not a form of bilingual education, or at least not the type
they would seek to eliminate. According to a principal organizer of EChAr, "if we had
more dual language programs, then we wouldn't need this proposal" (H. Ayala, personal
communication, March 28, 1999). Ayala has since stated that the initiative, if passed,
would seek to eliminate dual language programs as well as other forms of bilingual
education (M.C. Combs, personal communication, November 18, 1999). And, in a
carefiil parsing of the language of the proposed initiative, Wayne Holm notes that "the
best dual-language program you could hope for under AZ Unz would be a Spanish-as-aforeign language program for mixed groups of non-Spanish speakers and Spanishspeakers" (personal communication, November 22, 1999). This apparent reversal in
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EChAr's stance on DL programs may be partially attributed to the insistence by
educators that the model is indeed a form of bilingual education. It also follows the
pattern in which loopholes which allowed bilingual programs in California to continue
following passage of Proposition 227 are closed by more restrictive language in the
Arizona version (Arizona Language Education Council, 1999). These continuing
developments are evidence that minority language education—and the education of
language minority children-is highly contested ground in Arizona.
4.1.2

Patterns of Language Shift Away from Minority Languages
Any study of bilingualism in Arizona concerned with historical conditions must

begin by acknowledging that the languages most widely spoken within the state today,
English and Spanish, are relative newcomers in a region rich in indigenous languages and
cultures. Imposing current political boundaries to make sense of the ways these
languages were distributed in earlier times is by no means an exact process. However,
Martin and McCarty's (1990) estimate of twenty-six indigenous languages spoken in the
areas now known as Arizona and New Mexico gives some idea of the linguistic diversity
of the region prior to European contact. Following some three centuries of aggression,
forced dislocation fi-om land and means of production, and coerced assimilation through
schooling, these languages face serious threats as the number of speakers continues to
decline. Using the number of child speakers as a measure of linguistic vitality (Krause,
1996), the future is bleak, even for the largest language group, Navajo. Despite estimates
of perhaps 160,000 total speakers (McCart}' & Watahomigie, 1998), the percentage of
child speakers of Navajo, like that of other indigenous languages in the region, is

declining rapidly, with fewer than half of Navajo children reaching school age as fluent
speakers of that language (Holm & Holm, 1995).
The significance of indigenous languages in the story of dual language schooling
at La Escuela is not solely historical or merely a means of setting the stage for the current
linguistic struggles between groups of more numerous English and Spanish speakers.
The fate of indigenous languages and their speakers is relevant here for several reasons.
First, they provide a point of comparison for framing the dimensions of the case
examined in this study. Of the approximately 740,000 students attending public (K-12)
schools in Arizona, some 192,000 children are identified as speaking a home language
other than English (Arizona Department of Education, 1999). Of these students
approximately 160,000 (84.2%) are speakers of Spanish, and nearly 12,000 (6.3%) are
speakers of Navajo. In addition to these strictly numerical differences, comparison with
indigenous languages highlights the importance of replenishing a language via new
speakers from other places. In this way, Spanish is unlike all indigenous languages in
Arizona which, with the exception of small Yaqui (Yoeme) and O'odham communities in
northern Mexico (Officer, Schuetz-Miller, & Fontana, 1996), have no communities of
speakers elsewhere . If these indigenous languages disappear from the Southwest, they
will be gone from the world, probably forever. In contrast, the disappearance of Spanish
fi-om the region, although a tragedy of personal and micro-sociolinguistic dimensions,
would hardly lower its vitality in Europe, Latin American, or even other parts of the
United States. As a fourth grade teacher at La Escuela put it:
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For us teaching English and Spanish, it's not so much
survival of the language. I think Spanish will survive.
There are so many speakers of Spanish. But for some
communities it's even more crucial, like the Native
American population that are losing their languages. If we
can find ways to recharge and revitalize those languages,
then they won't be lost and the accompanying culture won't
disappear.

A more localized and Jess thoroughly documented reason for incorporating an
indigenous perspective concerns the long-term presence of indigenous children and
families in El Barrio and at La Escuela. The earliest documented inhabitants of the area
known today as Tucson were Hohokam Indians. O'odham speakers inhabited the area at
the time of the first European presence, and it is the O'odham word Stjuk-shon, meaning
"spring at the foot of a dark mountain" (Zepeda, 1999) from which the name Tucson is
derived. A fonner student recalled that in the early 1930s, "Todos los indios yaquis de
Pascua Village se veman a la escuela. " ["All the Yaqui kids from Pascua Village would
come to the school"] (S. Rodriguez, February 2, 1999), and former principal Conrado
Gomez confirmed that Yaqui families lived in El Barrio in the 1980s (Interview,
September 23, 1999). Several current Barrio residents trace their roots to Native
American groups, including Yaqui, Apache, and Tohono O'odham, and this heritage is
reflected in murals painted by El Barrio artists in El Barrio and at La Escuela, and in a
recent proposal to locate the Tucson Indian Center in El Barrio.
It is also important to remember that the linguistic discrimination of English-only
schooling was not aimed only at Spanish speakers but at children of all language minority
backgrounds.

In the words of District superintendent C.E. Rose, Tucson schools were
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attended by "children of foreign blood, Mexican and Indian, who could not speak or
understand a word of English at the opening of the school year." Rose calculated the
"foreign" population of La Escuela that year (1921) at "about 85 percent" (Rose, 1921, as
cited in Sheridan, 1986, p. 223). Whether they were first language speakers of
indigenous languages or of Spanish, children were required to speak only in English.
Today, recognition of Arizona's native languages as resources constitutes a powerful
argument against efforts to restrict the use of minority languages in Arizona schools.
Primary examples include resolutions passed by the Navajo Nation Council (Council
Slams Door, 1999) and the Tohono O'odham tribal government (Resolution No. 99-449)
condemning the proposed Unz initiative, and the publication of these resolutions to nonIndian audiences (e.g. James Crawford's language policy website; Arizona Language
Education Council, 1999). Finally, because indigenous languages are threatened in
Arizona and elsewhere in the Americas, and because "language revitalization is
increasingly a community priority" (Yamamoto, 1999, p. 12), indigenous communities
may offer lessons for language revitalization efforts in non-indigenous communities. I
return to this idea in chapter 7. In the next section I turn to the history of what Sheridan
(1986) has called "Sonoran Tucson."

155

4.2

Tucson as a Mexican American Community

And if you look hard enough, in places like
El Hoyo or Hollywood or Barrio Anita, you
will find that beneath Tucson's Sunbelt
surface, there lies a still-beating Sonoran
heart.
Thomas C. Sheridan (1986)
Los Tucsonenses, p. 8.

The earliest Spanish presence in La Pimena Alta (the Spanish name for the region
occupied by northern Piman-speaking peoples) was introduced by the Italian Jesuit
missionary Eusebio Francisco Kino in 1692 and at San Xavier del Bac Mission south of
present-day Tucson in 1700 (Officer et al., 1996). The missionary presence eventually
led to the establishment of a Spanish presidio, San Agustm de Tucson, in 1775 by an Irish
mercenary, Hugo O'Conor, acting in the name of Spain. Founded as a walled military
outpost from which to defend Spanish territorial interests against the Apache and possible
British and Russian attack from the northeast (Sheridan, 1986, p. 10), Tucson remained
under Spanish control until Mexican independence in 1821. In 1856, following the U.S.
defeat of Mexico in the Mexican American War and the subsequent Gadsden Purchase
ceding land in southern Arizona to the U.S., the Mexican soldiers left the settlement.
Although some eventually returned and prospered in Tucson (Sheridan, 1986), in the
decades after initial Anglo occupation the majority of Mexicans were laborers who
earned less than their Anglo counterparts (Sheridan, 1986, p. 35).
Sheridan traces the development of a small Mexican elite, composed primarily of
well educated Sonoran immigrants who arrived after U.S. possession of the region,

around such enterprises as the overland shipping trade, ranching, and retail shops, and the
parallel growth of local public Spanish language institutions in the arts, media, religious
life, and social clubs and benevolent organizations. These institutions, many of which
remained vital through the first decades of the 1900s, eventually declined as the more
established and prosperous Mexican American families become more completely
assimilated into the growing Anglo (English-speaking) population. In an examination of
Mexican American elites in Tucson at the beginning of the twentieth century, Torres and
Amado argue that, increasingly, their power depended on their ability to serve as
"intermediary between the Mexican and Anglo communities (1992, p. 78). Anglos began
to outnumber Mexicans sometime in the decade between 1900 and 1910 (Sheridan,
1986). However, the nature of Anglo immigration into Tucson, characterized by high
percentages of single, adult males, meant that the school-age population remained less
Anglo than the general population for some time. As the Anglo adult population,
including those in leadership positions, began to outnumber Mexicans, schools remained
more Mexican in composition, particularly as children were sent north across the border
to avoid the violence of the Mexican Revolution. Rosa Gonzalez remembers leaving the
family home in Altar, Sonora to go to Tucson with ten sisters and one brother "por miedo
de los soldados que andaban hacienda la suya con las familias" [for fear of the soldiers
roaming around doing whatever they wanted to the families]. After the family settled in
El Barrio in 1912, Rosa and her siblings attended La Escuela at some point in their
(mostly) brief student careers (R. Gonzalez, interview, September 24, 1999).
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Despite changes in the ethnic composition of immigration over time, Tucson
quickly developed ethnicity-based residential patterns that remain in evidence today.
Sheridan describes the split—Anglos in the north and central parts of town, Mexicans in
the south and west-as already formed by 1920 (1986, p. 186), an observation echoed in
Barker's comment that "the most striking feature of Tucson's social structure in its
division in two main parts—Anglo (American) and Mexican" (1947, p. 28). Tucson has
grown considerably in the half century since Barker described it in his 1947 study. From
a population of approximately 100,000 residents (twenty-five percent Mexican descent)
in 1947, the city has grown to nearly three-quarters of a million people (approximately
one third Mexican descent). The city's ethnic and linguistic diversity has also increased;
in addition to the Anglo, Mexican, and Native American groups Barker mentions,
Tucson's present population includes significant numbers of African Americans, Asian
Americans, and recent European immigrants. Other sources of ethnic and linguistic
diversity are the University of Arizona (established 1885) and the Pima Community
College system (1971), which attract international professors and students, many of
whom are highly fluent bilinguals, as well as Davis-Monthan Air Force Base (1925).
Despite these changes, the geographic divisions established in Tucson's first years as part
of the United States—Anglos concentrated in the northern section of town, Mexicans in
the south-continues to hold, exemplified by the formation of the overwhelmingly
Hispanic city of South Tucson within the city limits of Tucson (Velez-Ibanez, 1996), and
by the expansion of the Anglo population to new communities to the north and east of the
city center. These residential patterns formed the basis of the 1978 federal desegregation
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order, described later in this chapter, which led to the transformation of La Escuela from
a segregated school with a shrinking enrollment to a bilingual magnet school with a
waiting list of several years.
4.2.1

El Barrio
El Barrio is one of the Tucson's oldest neighborhoods. Located only a few

blocks from high rise buildings and government offices downtown, the barrio sits on a
narrow strip of land bounded by the tracks of the Southern Pacific Railroad to the east
and U.S. Interstate 10 to the west. In 1796, this area and surrounding lands along the
Santa Cruz River were given by Spanish Adjutant Inspector Roque de Medina to Apache
Indians friendly to the local colonial government (Perez, 1998). Spanish settler Teodoro
Ramirez, brother-in-law of the comandante of the Tucson Presidio, purchased this land
from the Apaches in 1828 for payment consisting of "two muskets, four zarapes, a horse,
sixteen pesos worth of tobacco, and ten pesos in cash to be used for purchasing powderall told, an estimated value of 100 pesos" (Officer, 1987, p. 115). In 1902 Anglo settler
Thomas Hughes purchased the parcel from the Territory of Arizona, renaming the area
"McKinley Park" following the assassination of President William McKinley (Perez,
1998). With the growth of Tucson around the Southern Pacific railroad and Arizona
statehood in 1912, Barrio Tonlo, as the area was then known (Sheridan, 1986, p. 125),
was quickly populated by Mexican families. Although the present name of El Barrio did
not appear on City maps until 1919, many of the houses had already been modified
significantly "in the ten or fifteen years since they had been builf (Rieder, 1998), and
Sheridan describes El Barrio as "fully formed" by 1920 (1986, p. 186). Hughes named

the main street for his sister "Annie" and others for Anglo pioneers (interview with
Leonardo Martinez, in Martin & Bemal, 1983), hence the predominance of English street
names in what has long been a majority Hispanic neighborhood. Sheridan describes the
principal street, which runs north-south through the length of the Barrio, as "one of the
most important Mexican avenues in the city, the heart of a graceful adobe neighborhood
which grew up along the Southern Pacific railroad tracks slicing northwest toward
Phoenix" (1986, p. 186)
Sheridan's (1986) Los Tucsonenses provides a vision of life in Tucson's Mexican
American barrios and is a useful benchmark for more recent journalistic and ethnographic
accounts focusing more directly on El Barrio. Because City records for Tucson's barrios
are less complete than those of the City's Anglo neighborhoods (Rieder, 1998), oral
histories and interviews are critically important texts for understanding how people lived
in El Barrio. Happily, the life stories of some forty residents have been featured in
several recent works. In a collection of photographs and life stories of Mexican
Americans, Martin and Bemal (1983) include two families from El Barrio. Students at
Carrillo School (Flores, 1988) compiled a collection of stories from local Hispanic role
models, four of whom attended La Escuela. High school students and recent graduates,
sponsored by the Westside Coalition of Tucson neighborhoods, produced a collection of
oral histories from residents of Westside barrios, including three families from El Barrio
(Encinas, 1997). The success of these student-written projects led to two efforts focusing
exclusively on El Barrio. Perez (1998) includes interviews with twelve Mexican
American, African American, and Chinese American residents. A follow-up project.
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sponsored by the El Barrio Neighborhood Association, featuring interviews with
additional current and former residents, is scheduled to appear in spring 2000.
The picture of El Ban io that emerges from these oral histories, spanning a period
from 1910 to the present, is consistent with that painted by Sheridan (1986) and Barker
(1947, 1975) for Tucson's Hispanic barrios generally. El Barrio was peopled primarily
by Mexicans from rural areas of Sonora and other northern Mexican states, and from
small mining towns in southeastern Arizona and western New Mexico. During a period
of declining Hispanic political and economic power, nearly fifty percent of all employed
residents in El Barrio listed their occupation as "laborer" in 1920; of the six percent
reporting "white collar" employment, one was a teacher, the others clerks and salesmen
(Rieder, 1998: 10). Apparently, few women worked outside the home; those who did
were often employed at commercial laundries (Perez, 1998; Rieder, 1998). In life stories
collected in Perez (1998), elderly residents talk about getting by in hard times with a
combination of low-wage and seasonal jobs, self-employment in trades and trucking, and
selling wood, ice, and produce. Most families kept vegetable gardens and raised animals
for the family table (S. Wood, interviewed in Perez, 1998, p. 23), practices that continue
today in several El Barrio homes. Rosa Gonzalez, perhaps the oldest living graduate of
La Escuela at age 103, and her daughters remember selling firewood during the
Depression. Rosa's eldest daughter Sarita recalls

She bought /ena from the Papagos (Tohono O'odliam).
They used to pass in a horse-drawn cart full of /efia, of
wood, and my mother used to stand out there and say "Hey!
Lem! LehaV And she would chop it herself too! She used
to pay Father Carrillo's older brothers to lug the wood in a
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little red wagon. She used to sell it for 25 cents a Una, you
know? In fact, when she got the labor pains from Ofelia
she was chopping wood.

Sarita teases her sister Ofelia in what is obviously a family joke. "Yeah, you were almost
bom in the woodpile!" Sarita leans over and translates for her mother. "Digo que la
Ofelia casi nacio en la lena alii..." and Rosa, who has been following the conversation
in English, interrupts her with a laugh. She quickly grows serious though, as if
remembering hard times. "la crisis," she says. "La crisis.'" Sarita adds, "since it was
the Depression mostly, for a long time (her father) didn't work. But then he got into a
lumberyard. He used to deliver lumber and then after that he got into the SP. And he
worked there till he retired."
The Southern Pacific Railroad (SP), which still runs through El Barrio, was a rare
source of dependable employment for Mexican American families in Tucson. Recalling
his father's job as a machinist, one Barrio resident described the SP as "THE job to have
for steady income" (Moreno, Lucero, & Lopez, 1996, emphasis in the original). Sheridan
(1986) notes that even the SP's higher-paying blue-collar jobs and skilled worker
positions were essentially closed to Mexican Americans, to say nothing of managerial
positions. The effects of layoffs and strikes at "El iruque," as the laihoads were kiiown
in Tucson's Mexican American community, were felt all over all over Tucson; in El
Barrio railroad workers without paychecks meant hard times for everybody, including
"the Mexican community's small grocery stores, barbershops, and meat markets"
(Sheridan, 1986, p. 183).
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Review of City records of occupation by household supports these employment
patterns among El Barrio families. "In the late 1920s, employment with the Southern
Pacific Railroad is common.... In the mid- to late 1930s, during the Depression,
employment with Franklin D. Roosevelt's Works Projects Administration is seen to
increase. Then, with the onset of America's involvement in World War II, enlistment in
the Arnied Forces becomes commonplace" (Slawson, 1998). Evidence of participation
in the war effort by El Barrio families comes from a story featured in Vw Arizona Daily
Star in 1943. As in other Tucson schools, children and families at La Escuela bought war
bonds to support U.S. troops, raising $ 3,000 between 1941 and 1943. To thank the
school for this support, officers from Davis-Monthan Air Field visited La Escuela in
April 1943, giving jeep and motorcycle rides to the students who had sold the most war
bonds. According to then Principal, Kate Van Buskirk, children at La Escuela were
"intensely interested in the war effort." "When the major asked those children who have
relatives in service to raise their hands, nearly every child in the large gathering
responded" ("Children Shown What Their War Bonds Buy," 1943).
The military continued to be an important source of employment for young men
in El Barrio after World War II. Of the twenty Tucson-area Hispanic Marines featured
in a collection of oral histories of Korean War veterans, five were graduates of La
Escuela (Moreno et al., 1994; 1996). Angel Carranza, still a high school student when he
enlisted in the Marine Reserves, spoke of the economic incentive for joining up, saying
"My main interest at the time was a new pair of shoes and the clothing issue" (Moreno et
al., 1996). For some Mexican Americans, military service played an additional role.

Adalberto Guerrero talks about how military service was also a badge of loyalty to the
United States when some doubted the patriotism of Spanish-speaking Mexican
Americans: ''"'Memos comprobado a troves de las guerras que somos tan gringos que los
demds. Que no somos subversives si sabemos cantar 'La naranja dulce, limonpartido'"
[We've proved in war that we are just as American as anyone else. We're not subversive
just because we know how to sing 'La naranja dulce, limon partido] (Interview
September 23, 1999). The G.I. Bill provided other benefits. Jimmy Fisher, another La
Escuela graduate and veteran of both World War II and the Korean War, took classes at
night while working for many years as a mail carrier in El Barrio. He eventually
completed a doctorate in Curriculum and Instruction in Bilingual Education and served as
principal of four elementary schools in the District.
In the 1960s and 70s El Barrio changed in other ways. Completion of the
interstate highway in 1968 literally divided the neighborhood in two, with the western
section completely cut off from La Escuela, Nuestro Parque, and the main streets of El
Barrio as a result. People living in the eastern half were thus separated from the Santa
Cruz River, the western boundary of El Barrio since it was first settled. Homes in the
construction area were demolished. Many of the "old families" moved out of El Barrio to
other areas of Tucson around this time, some in response to the noise of the highway or
because of crime problems around Nuestro Parque. Never a wealthy neighborhood, El
Barrio began to show the effects of severe urban poverty. In 1974, a report by the City's
Planning Division described El Barrio as "an area of low-income, deteriorating housing,
ethnic minority groups, and declining population....bounded by barriers detracting from

164

the quality of life, such as Interstate 10, the Southern Pacific mainline, and major arterials
which produce visual, noise, and air pollution" (Volckmarm, Tellez, Howlett, &
Carpenter, 1974, p. 1).
The report reveals plans to develop El Barrio as an industrial site rather than
maintain it as a residential neighborhood. Around that time, several businesses, including
a window and doorframe factory and a construction supply company, received zoning
variances to establish or extend businesses in El Barrio. Both properties are immediately
adjacent to La Escuela, to the west and north, respectively. In 1971 the City denied a
request to rezone the so-called "Millstone Parcel" immediately to the south of the school
for the construction of warehouses (Volckmann et al., 1974). Among the reasons given
for the denial was negative impact on El Barrio and La Escuela. The report, issued by the
Planning Division's Department of Community Development, noted conflicting plans for
El Barrio, including lack of comprehensive plarming by City departments with different
visions for the area. For example, the value of empty lots in El Barrio was assessed by
the Engineering Division on the assumption that industrial development was "the highest
and best use", an assumption which resulted in the City's paying a higher price for land
to expand Nuestro Parque in 1974 (Volckmann et al., 1974, p. 6).
The report also contains evidence of contradictory plans for use of fiinding
provided by the "Model Cities" program. Under this federally fiinded program, some
forty homes were repaired and five new homes built in El Barrio by 1974 (Volckmann et
al., 1974, p. 9). Under the same program, however, existing homes were demolished to
permit rerouting of City streets to run immediately east of the school. Significantly, the
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Unit 3 phase of the Model Cities project (never implemented) called for rezoning of all
land then remaining in EI Barrio. On maps depicting this possibility, La Escuela and
Nuestro Parque appear as islands surrounded by the highway and planned industrial and
commercial zones (Volckmann et al., 1974, p. 17). Under the plan, these two institutions
would be literally all that remained of El Barrio as residents had known it. Earlier
versions of the plan called for an exit ramp from the interstate highway directly over the
ground occupied by La Escuela (F. Lenczycke, personal communication, September,
1999). In the following section, I discuss how these urban development plans interacted
with District plans to close La Escuela.
4.2.2

Struggle to Preserve Neighborhood Institutions
At the same time business interests and some City departments were pushing to

transform El Barrio from a residential neighborhood to an industrial/commercial zone,
the District announced the first in a series of attempts to close La Escuela. The rationale
given at the time-declining eru-ollment—was met with skepticism and anger by those
familiar with the land loss in EI Barrio due to highway and street construction (Martinez,
1980, pp. 66-7). The City's 1974 report noted that U.S. Department of Health, Education,
and Welfare had recently ordered the District to desegregate, observing "The District
appears to be attempting to establish a racial balance by closing two predominantly
minority schools and sending those pupils to predominantly white schools" (Volckmann
et al., 1974, p. 18). Reaction in El Barrio was considerably more heated. A muralist and
long-time resident recalls that people were outraged by the continued loss of land and
homes in the neighborhood. Comparing the situation to the movie The Milagro Beanfield
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fVar, in which a community in rural New Mexico organizes to stop real estate developers
and shady politicians from taking over their town, he described meetings with City
planners as emotion-filled, and noted that El Barrio residents' analysis of the situation
were more sophisticated than officials expected. During a picnic at Nuestro Parque
organized by the City engineers to explain the proposed construction, residents criticized
what they perceived as an attempt to buy their acquiescence to the plan. He remembers
one elderly woman being given a piece of cake at the picnic and calling out "jEspero que
no me estoy comiendo mi casa!," [I hope I'm not eating my house!] to the delight of her
neighbors and consternation of City officials (F. Franklin, personal communication, April
29, 1999).
As externally-initiated urban development plans, particularly the proposed
Aviation Corridor intended to link downtown Tucson with the airport on the south side of
the City, continued to threaten the territorial integrity of El Barrio and the existence of La
Escuela and Nuestro Parque, many in the community came to view these as aspects of the
same struggle. This can be seen in the Bylaws of the El Barrio Neighborhood
Association (formed September 1981), which lists the following goals and objectives:
"To prevent high-rise and industrial encroachment throughout the barrio; to protect and
preserve [The Barrio Magnet School] and [Nuestro Parque] as neighborhood institutions"
(1981/1997, Article II). Residents involved in the struggle credit the continued presence
of the school with preserving El Barrio from being razed. At an annual celebration at La
Escuela thanking volunteers for their contributions to the school, a former student who is
now a parent at the school reflected on the importance of La Escuela for the
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neighborhood, saying "If it wasn't for this school, [El Barrio] would have been totally
destroyed, wiped out." This combined struggle to save school and barrio brought
residents into La Escuela in ways that were new for many. Significantly, after the first
three meetings at the community center at the park, all Neighborhood Association
meetings, dating back to October 1981, have been held at La Escuela (Neighborhood
Association archives).
If this process of public resistance was new for many El Barrio residents, it is
important to recognize their leadership in the successful effort to keep La Escuela from
being closed by the District and paved over by developers. Drawing on interviews with
former Principal Sam Polito (1967-69), McLaughlin (1992) downplays the agency of
Barrio residents. Instead, she credits "what some might call 'hippie' parents with
'liberal' political outlooks and 'social consciences' ..., Anglo activists as the driving
force in saving [La Escuela]. Certainly they had support from the Hispanic community,
but there wasn't yet much Hispanic 'political clout' without Anglo support" (p. 21).
This view was not supported in my interviews with participants. As facilitator for
Phase 3 of the desegregation plan from 1979, former principal (1981-1989) Conrado
Gomez participated on two District committees relating to desegregation at La Escuela
and other Westside schools. Dr. Gomez recalled names of six Barrio families and
individuals, five of them Mexican American, who were actively involved in opposing the
Aviation Corridor and the closure of La Escuela. He also cited the importance of strong
support from Mexican American politicians, saying "once the educational establishment
joined Barrio residents and politicians in opposing the project, the Aviation Corridor was
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doomed." The archival record supports Gomez' account. Records of the Barrio
Neighborhood Association contain numerous posters, meeting announcements, and
minutes of meetings directly related to urban development and pending threats to the
school. Whatever the role played by McLaughlin's "Anglo activists," it was presumably
secondary to the energies El Barrio's Mexican American residents focused on saving La
Escuela as an anchor of the neighborhood.
4.2.3

EI Barrio Today

The low, Sonoran adobes along Anita Street
this evening, are coarse,
porous blocks, like sandstone,
that absorb the orange tint
of this desert twilight,
their deep-cut windows, screen door,
showing partial furniture, faces, lamplight.
Ahead, a Chicana girl, her belly
round against her shirt, pushes a boy
in a borrowed groceiy cart, like a tiny convict,
past dirt yards littered with old bikes
and tricycles, frail fences
braided with grass, blue altars of the Virgin
holding flowers or doves—here,
things speak of growth
through pain, of patience and devotion.
From the poem Barrio Anita, 1983
Reprinted by permission of the University of Arkansas Press.
Copyright 1997 by William Aberg.

Unlike other Mexican American neighborhoods in Tucson, which span multiple
census divisions. El Barrio is contiguous with and wholly contained within a single
Census Tract and Block Group.^ This fortunate coincidence of federal population area
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divisions with the recognized boundaries of El Barrio makes it possible to compare
changes in key socioeconomic variables in the neighborhood over time. Census data
relating to language dominance in El Barrio are presented in section 4.3.1. Table 4.1
presents data on socioeconomic variables from the 1980 and 1990 census.

Table 4.1
Key Socioeconomic Variables in El Barrio, 1980-J 990
Socioeconomic Variables
Total Population
Female/Total Residents
Number of Households
Number of Families
Families with School Age Children
Median Family Income
Families in Poverty (%)
Occupancy Rate (%)
Lived in Same House 5 Years Before (%)
Bom in Arizona (%)
"Foreign Bom" {%)

El Barrio
1980
486
243/486
149
107
59
$8990
31.8
97.4
76.4
78.2
4.3

El Barrio
1990
273
93 /273
67
54
24
$9468
64.8
92
59.4
63.4
34

There are several notable differences in the census data for these periods. The
most obvious is the dramatic drop in population. This may be due in part to a slightly
smaller geographic area used in the latter count, but it is also a factor of widespread loss
of homes and housing lots to street and (non-residential) building construction. The
threat of additional urban development may also have been a factor. Because nearly all
of the homes in El Barrio are adobes built before 1940 and thus in need of regular repair,
owners-especially landlords—may have been reluctant to invest in new construction at
the risk of further development and land loss. Another contributing factor concerns a
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likely undercount of women residents in the 1990 census. The reported decrease in the
percentage of women residents (from 50 percent in 1980 to just over a third of the total
population a decade later) seems very unlikely and inconsistent with even rough familyby-family counts of the residents I have come to know. Assuming the male count
(N=180) is approximately correct, and that the population continues to be roughly half
male and half female, 360 is a more likely estimate of the total 1990 population of El
Barrio. Predictably, the number of households and families also declined in this period;
however families make up a slightly greater percentage of all Barrio households in 1990
(80.6% vs. 71.8% in 1980). Using family as a basic unit, it appears that the number of
families with school age children dropped considerably between 1980 and 1990.
The percentage of families living at or below the poverty level established by the
federal government is approximately doubled in the latter period. In terms of
neighborhood stability, participants in the 1990 census were less likely to have been
living in their house five years prior to the census (But contrast this to a claim that in
1999 "the average Tucsonan moves every 3.5 years" (Tucson Planning Department,
1999b). On another measure of mobility, residents of El Barrio, like people across
Tucson, are increasingly likely to have been bom outside Arizona. In El Barrio, this
change is due. in part, to the increased percentage of residents bom outside the United
States.
In addition to comparing variables over time within El Barrio, census data are
usefiil in understanding the neighborhood as it compares to Greater Tucson. The Tucson
Planning Department (1999a) has prepared "neighborhood stress profiles" to determine
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which neighborhoods are most in need of money for improvements (A. Sanchez, personal
communication, December 2, 1999). Indicators of stress include high housing costs and
unemployment, poveity status of families and elderly residents, and educational
attainment, among other factors. Because of low scores in these areas. El Barrio was
selected from other Ward 1 neighborhoods for participation in the federally funded "Back
to Basics" program. Among other projects, these funds paid for the first major street
repairs (as opposed to loss of housing lots for new streets) in El Barrio since the 1970s.
Unlike some other Hispanic areas of Tucson in which families move quickly as
family fortunes permit, (Velez-Ibanez, 1993), El Barrio has a reputation as a
neighborhood where people stay for generations. There is some evidence that the
stability of EI Barrio has declined; long-time Barrio residents comment on how few
people are left from "the old days", pointing to the homes and empty lots where their
former neighbors once lived.

"In the old days, it was not a stigma to be poor. Because
we were all poor in this barrio and helped each other out.
Before, this barrio was very pretty, very lovely, very
brotherly. Everyone shared what they had because the old
families were united. Most of the old families have died or
gone away....And I don't know anybody now. I don't even
cross the street."
(L. Martinez, interviewed in
Martin & Bemal, 1983, p. 35)
Despite the changes, E! Barrio, with its small size and obvious physical boundaries,
continues to be a place where people know their neighbors. Close proximity to family
and friends remains an important aspect of life; as one local realtor put it, properties there
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are most attractive to "people who want to live near grandma or family." The importance
of family and close social networks is certainly not unique to El Barrio; residents of other
Mexican American barrios speak of being connected in similar ways (Encinas, 1997;
Gonzalez, in press). However, the vice president of the Neighborhood Association, who
is active in a coalition of Westside neighborhood groups, observed that El Barrio is more
cohesive than the more economically diverse neighboring barrios. She attributes this to
the fact that because the majority of families in El Barrio are low income.
Poor people need each other.... When you move into a
neighborhood that's upper-middle class, people are working
and they're never at home and they go on the weekends and
they take their boats somewhere. But we're here and you
know, I drive people to the store because they don't have
cars. We watch our kids, we borrow things, and so you get
to meet people fast.

Previous sections have described the physical conditions of life in El Barrio. For
some residents at least, these conditions are now undergoing considerable change. Two
recent projects are worthy of mention here for their potential impact on the neighborhood
and the lives of residents. For years, urban renewal projects, dating back to construction
Oi tiic

ciiiu CApaiibiuu ui

:>ticci5, iiavc iiicaiii

ui loiiu <aiiu iiumca m Ci

o^Tio. In contrsst to nearby and, in sorric eases, newer neighborhoods, LI {Barrio has
only recently begun to be recognized as a site of historic importance. Following an
architectural survey in which El Barrio was recommended for nomination to the National
Register as a historic district (Rieder, 1998), funding was provided to renovate some
thirty historically significant adobe homes in the neigliborhood. Improvements to
infrastructure including street paving, improved lighting, and construction of sidewalks
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began in October 1999 as part of the federally funded "Back to Basics Program"
described above. These physical improvements are welcomed as long overdue by many
residents. They are also important for what they reveal about El Barrio and changes in
the way it is regarded by the City. In contrast to earlier outsider-initiated urban renewal
projects in which land and homes were lost, the recent efforts have been initiated by
neighborhood leaders in close consultation with residents. In addition, it appears that
City planners now regard El Barrio differently than they did in the past. Unlike earlier
schemes, planners conduct themselves in ways which show respect for the dignity of
current residents and for the history of the community (M. Rieder, personal
communication, September 9, 1999). While this change is undoubtedly due in part to a
recent City focus on neighborhoods and, arguably, increased awareness and concern for
the particular needs of inner-cit>' residents, I believe it is also due to a sense of collective
power to initiate, modify, or reject outright projects which residents of El Barrio have not
always held. The struggle to save La Escuela as a neighborhood school is both an
example of this power and, it seems, the place where it began.
Having described the community context in historical and socioeconomic terms,
in the following section I consider the linguistic vitality of Spanish in Tucson and El
Barrio.
4.3

The Vitality of Spanish in Tucson
Jaramillo (1995) has documented the multiple uses of Spanish in Tucson in

commerce, media, schooling, and other public domains. Describing the linguistic vitality
of Spanish in the community as moderately strong, she proposes that the language is
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undergoing a process of "passive legitimatization" by which it is becoming less marked
and more socially acceptable. Ironically, the increased vitality is concurrent with
language shift towards English, particularly among young children. Jaramillo (1995)
notes that the primary consumers of Spanish language media, for example, tend to be
older aduhs and recent arrivals (pp. 77-78). In contrast to the loss of Tucson's long
standing Spanish language institutions between 1900 and 1940 (Sheridan, 1986), recent
(re)creation and maintenance of Spanish language institutions and services is presumably
dependent on the addition of new Spanish speakers via immigration from Mexico and
other Spanish-speaking countries.
I would like to suggest, however, that the process of "passive legitimization" of
Spanish in Tucson may be based more on the perceived utility of bilingualism for
communication with Spanish monolinguals, whether residents or short-term visitors from
Mexico, in certain public domains than on explicit acceptance of the rights or preferences
of Spanish-English bilinguals to use the minority language in public interaction. One
example is the 1992 ordinance providing for compensation for the City's bilingual
employees. In a study of the written and (simulated) oral Spanish used by Tucson police
officers, Gonzalez (1990) found that bilingual Hispanic officers reported pressure to
perform language-related tasks (including interpretation and translation of written
documents) in addition to duties performed by English monolingual officers. The study
found that officers perceived such tasks as low-status rather than high-status
responsibilities, and suggested that the association of bilingual services and low status
extends to other professions occupied by bilingual Hispanics in Tucson (Gonzalez. 1990,
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p. 98). Similar complaints by other bilingual employees who felt they were doing more
work than monolingual employees without fair compensation (J. Tom, personal
communication, July 19, 1999) led the City Council to pass an ordinance providing for
additional payment for City employees using a language other than English for at least
five percent of their weekly job-related duties (Language Communication Skills
Compensation, 1992). This economic incentive was cited as rationale for additive
Spanish/English biiinguaiism by an Anglo father at a parent-teacher meeting at Birch
Elementary:

Anglo father: My concern isn't just that my daughter is getting it, I [believe] that
we need more English-speaking children learning Spanish."
Anglo mother: And really all over the world.
Anglo father: Speaking two languages is good preparation in a global economy.
I work for the City of Tucson. If I could speak Spanish, I'd make
$25 more per week.

Although the compensation for participating bilingual employees is, in fact, half that
amount—t\vent>'-five dollars per two-week pay period—even this modest financial
incentive for biiinguaiism stands in stark contrast to the (now repealed) English Language
Amendment described in section 4.1. According to the City's Office of Human
Resources, all of the approximately 80 participating employees are Spanish-English
bilinguals (J. Tom, personal communication, July 19, 1999). It is intriguing to note that,
although a majority of participating employees were likely to have been fluent bilinguals
before the compensation program began, at least some applicants have undertaken some
form of (additional) Spanish instruction in order to qualify for the program (J. Tom,

personal communication, July 19, 1999). It should also be noted that there is no written
component to the examination by which employees demonstrate linguistic proficiency in
the minority language. This is in marked contrast to the Arizona state examination of the
language abilities of bilingual teachers and the District examination for bilingual teacher
assistants, the written section of which has proved to be a barrier for some members of
the school's non-instructional staff who wish to move into classroom positions. Despite
being held to higher standards of bilingualism, as employees of the District rather than
the City, neither teachers nor teacher assistants are eligible for participation in the City
program. If it is fair to conclude, with Jaramillo, that there is "sufficient situational
support for the cultivation and maintenance of Spanish" (1995, p. 73) in greater Tucson,
it also important to question the nature of that support. The example of the City's
language compensation policy suggests that, in public domains, at least, Spanish is
valued as resource for oral communication with those to whom at least one City
department has assigned the unfortunate and misleading term "language disability"
(Tucson Planning Department, 1999a). In the following section I describe the Spanish
language resources in El Barrio.
4.3.1

Minority Language Maintenance and Shift in El Barrio
In section 4.2.1,1 developed the idea that El Barrio has been a predominantly

Mexican American community since its formation at the turn of the century. My
assumption, based on historical accounts (viz.. Officer, 1987; Sheridan, 1986) and
published interviews with elderly residents (Martin & Bemal, 1983), has been that the
preferred and dominant language of most members of the community has long been
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Spanish rather than English. The purpose of this section is to interrogate this assumption.
To my knowledge, no linguistic or sociolinguistic survey of Spanish as spoken in El
Barrio has ever been conducted. However, based on studies of Spanish as spoken in
Tucson's Mexican American neighborhoods (cf Barker's 1947 study; Merz' 1977
analysis of the phonology of Spanish speakers in nearby Barrio La Reforma) as well as
on the sociolinguistic data in Gonzalez (in press) and demographic patterns reported in
Sheridan (1986), I began this study with a view of El Barrio as a community which has
evolved, over considerable time, from a community in which Spanish was the dominant
language in most homes, through a period of (transitional) Spanish-English bilingualism.
I tested this assumption following the three-part methodology described in chapter
3. Conversations with Barrio residents and observations in the neighborhood suggest that
those most likely to use Spanish, particularly in domains outside the home, are elders or
more recent immigrants (of all ages) from Mexico. Members of the latter group, whose
residences are concentrated in the blocks nearest the school, were die most likely to hold
Spanish language conversations in the "semi-public" spaces (e.g. sidewalks, driveways,
and porches) outside their homes. In contrast, observation of interactions between
younger Mexican American adults in and around Nuestro Parque and the market, and in
conversation outside homes in other parts of the neighborhood suggests that for many
English is the preferred "public" language.
Participant observation at the school indicates that children bom in Mexico and
raised in Spanish-dominant homes in El Barrio (including at least two of my daughter's
kindergarten classmates) acquire oral English rapidly upon entering La Escuela. Based

178

on the observed preference for English by many children in the school context, I was
especially interested in children's use of Spanish with family and peers outside school.
Outside the homes of recent immigrants, children walking to and from school and playing
in front yards were observed using Spanish almost exclusively. Of the four interviews I
conducted with families in El Barrio, an Anglo-African American family mother and her
first-grade daughter used Spanish only for reading and homework. A similar pattern was
reported by an Anglo mother with three children enrolled in first, third, and fourth grade
at La Escuela. Of the two Mexican/Mexican American families I interviewed, one had
lived in El Barrio for several generations. Parents in these families preferred to use
English to communicate with each other and with their fourth-grade daughter, and La
Escuela and grandparents are the primary sources of Spanish. Parents in the fourth
family are first generation immigrants, having moved to the U.S. and attended Tucson
schools in their teens. Children in this family, including a kindergarten and second grade
student, use Spanish almost exclusively in the home. Four families is far too small a
sample on which to base any conclusive statements. However, the preference for English
is noteworthy given that the home is considered the domain where Tucson's Mexican
heritage bilinguals are most likely to use Spanish (Barker, 1947, 1975; Gonzalez, in
press).
I also observed children's language use at Nuestro Parque. In addition to the
baseball fields, basketball courts, and playground, the City operates a neighborhood
center and swimming pool which attract many children to the after-school and summer
programs. In many trips to the park, I observed very little use of Spanish by children of
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any age. No doubt this is due in part to the English-dominant environment in both the
after-school program and the pool. The coordinator of the after-school program (in
which at least a dozen La Escuela students participate), is described as "a second father to
neighborhood kids" by a parent who grew up in El Barrio in the 1960s. Although the
coordinator is Mexican American and speaks Spanish well, he interacts with children
primarily in English. Student work displayed on the walls of the neighborhood center is
typically in English. Pool lifeguards and staff, mainly Anglo high school students from
outside the neighborhood, appear to use only English with visitors. In terms of
"linguistic landscape" (Landry & Bourhis, 1997), commercially produced and hand
lettered signs are all in English, as is the great majority of tagging and graffiti on the
picnic tables and walls. The only obvious examples of Spanish print in the park are the
phrases 'Y/va la Raza " and "Si se puede

painted on a large mural with Mexican and

Mexican American themes on one wall of the recreation center. The "Cinco de Mayo "
mural, as it is referred to by one of the artists, was painted in 1979, the height of the
struggle to save El Barrio. It is impossible to say how many El Barrio children can
understand the words or the mural today.
A preference for English was also observed at meetings of the El Barrio
Neighborhood Association and the La Escuela Parent Teacher Association (PTA). Both
organizations meet once a month, generally in the school library. The Neighborhood
Association routinely mails printed information such as announcements and agendas to
residents in English and Spanish, but meetings are conducted almost entirely in English,
with interpretation provided for the few Spanish dominant members in attendance.
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According to the Association president, in the past meetings were conducted bilingually,
with all business discussed in both languages. This practice was discontinued because
members complained that meetings were taking too long. English-only meetings were
exclusionary, however. The president recalled an occasion when an older resident asked
for Spanish translation:

...a man raised his hand and said, "No comprendi Por
favor, si nos lo puede decir en espanol"[\ didn't
understand. Please, could you tell us in Spanish]. I felt
really bad. [I said] "Don't ever feel like that, que no le de
pena [don't feel bad about bring it up]. Please feel free to
bring it to our attention." So I repeated everything over
again. I think it's crucial that people feel comfortable and
we'll accommodate for them in one way or another.

At meetings I attended interpretation consisted of a bilingual member translating for one
or two Spanish dominant member(s), typically relatives or friends. On two occasions I
was asked to interpret for an elderly resident who told me that her neighbor sometimes
tired of translating for her at meetings. I have not heard residents use Spanish to publicly
ask questions or comment on issues at hand; rather, the minority language is used to
ensure mat what is being said by English speakers is accessible to all.
At meetings of the Parent Teacher Association, Spanish is used more ouen and
somewhat more publicly. Although parents from the extended community outnumbered
El Barrio parents at the meetings I attended (consistent witli the greater numbers of
extended community students at La Escuela), those Spanish-dominant parents in
attendance used Spanish to address the meeting. In contrast to the Neighborhood
Association meetings, translation was provided by a single person (generally the

president) for both languages at PTA meetings. Translation was generally directed to the
whole group rather than at a single person. When discussion became fast paced or topics
shifted quickly, translation into Spanish often lagged or missed outright essential ideas
expressed in English.
The percentage of Spanish dominant/Spanish monolingual speakers in El Barrio is
estimated variously by residents at 30 percent (S. Martinez, interview, September 16,
1999); 20 percent (R. Olivas, interview, October 14, 1999); and 15 percent (J. Roths,
interview, September 7, 1999). The latter estimates, made independently by
neighborhood association representatives who recently conducted two door-to-door
surveys in El Barrio, may provide an especially accurate picture of Spanish dominance.
Other estimates by the same neighborhood leaders include the percentage of current
residents who are very recent immigrants from Mexico (5-10%), and the percentage of
current residents who are fluent speakers of both Spanish and English (80-85%).
A second source of information about the vitality of Spanish in El Barrio came
from City, social service and other organizations with regular and sustained contacts with
El Barrio. Because these organizations interact directly with residents of different ages
for a variety of purposes unrelated to this study, they offer multiple and disinterested
perspectives on language use in the neighborhood. City departments generally use
bilingual staff to serve residents within El Barrio. The Tucson Police Department
regularly assigns Spanish-speakers as beat officers to the neighborhood, and community
police officers contracted by the Neighborhood Association to provide additional police
presence under the federal Weed and Seed program have presented themselves as
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Spanish speakers at association meetings. Representatives of the Office of Citizen and
Neighborhood Services and the Back to Basics Program have also addressed association
meetings in Spanish (R. Olivas, personal communication, October 14, 1999). The
District employs bilingual crossing guards at La Escuela; on the basis of numerous and
occasionally lengthy conversations, I can attest to the Spanish fluency of both of the
current guards and to the fact that they regularly use English and Spanish to address
children and parents in the neighborhood. A final source of information comes from a
1998 survey of El Barrio homeowners, in which a local architectural consultant identified
homes worthy of recognition as historic sites by speaking to residents at approximately
80 of the 119 known addresses. To obtain information about individual properties and
the neighborhood, fieldworkers "sometimes had to go into Spanish for older folks. It was
necessar>' for probably 10 percent, no more than 25 percent" (M. Rieder, personal
communication, September 9, 1999). This estimate, which presumably excludes nonhomeowners who may also be Spanish dominant or monolingual, is consistent with
estimates reported above based on recent neighborhood surveys.
I used data from the U.S. Census as a third source of information about language
use and shift in El Barrio. (See section 4.3 for a description of how neighborhood-level
census infonnation was obtained.) 1 chose to use data from only the 1980 and 1990
censuses because the wording of language-related questions before 1980 was
substantially different, making comparisons difficult. Happily, the same question on
language ability was asked in the 1980 (Question 13a-c) and 1990 (Question 15a-c). The
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exact language of the question is reproduced here, with possible responses given in
parentheses:

a. Does this person speak a language other than English at home? (Yes or No)
b. What is this language? (Respondents write the name of non-English language)
c. How well does this person speak English? (Respondents indicate one of four
options: Very well Well. Not well, Not at all)
(U.S. Bureau of the Census, 1992)

There are important caveats to use of census data to approximate language
dominance. Most important for understanding the dimensions of Spanish linguistic flinds
of knowledge in Tucson and El Barrio, the census does not ask how well respondents
speak Spanish; proficiency estimates are limited to English. Another limitation of this
data is that English proficiency is self-reported only for some respondents. Because
census questionnaires are typically completed by one person in the home, "responses may
represent the perception of another household member" (U.S. Bureau of the Census,
1992, p. B-25). Also, because the language question in 1980 and 1990 did not consider
respondents younger than five years old, census data provides no insight into children's
early language use. The assumption that children of Spanish-speaking families enter
kindergarten knowing little English may not hold in households where older siblings are
already in school. Possible effects of day care and pre-school on children's prekindergarten language dominance also go undetected.
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A further limitation of these self-report data is that respondents may not share
consistent definitions of what it means to speak English "very well", "well", etc. This is
compounded by the lack of specificity in possible responses to the question about
speaking a language other than English. Given the pattern of bilingual communication
across generations, with older relatives speaking in Spanish and children and younger
relatives answering in English, it seems plausible that some respondents might interpret
the question in its most literal sense and thus list as English monolinguals household
members who in fact are strong receptive bilinguals. This possibility is magnified given
that older residents are likely to respond for children and younger residents. Concerning
the particular composition of El Barrio, census data may fail to register fully the two
groups most likely to speak Spanish very well. My impression, based on observations
and conversations with residents is that the percentage of elderly residents in El Barrio is
underrepresented in the 1990 census, a view supported by at least one of the
representatives of the Neighborhood Association (J. Roths, personal communication,
September 7, 1999). It also seems likely that at least some recent immigrants would be
decline to participate, whether from fear due to uncertain immigration status or
unfamiliarity with the census process. If these groups are underrepresented in the census
data, we may safely assume that the number of Spanish speakers is likewise affected.
Finally, it must be noted that even the most complete census data represents only a
snapshot of language use, in this case a picture that is nearly a decade old.
Despite these limitations, the census is a usefiil source of additional information
about language use in El Barrio. Table 4.2 presents data from the 1990 census for El
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Barrio residents (N=261) on the topic of age by language spoken at home and ability to
speak English, where column two represents the numbers of respondents who label
themselves as monolingual speakers of English, and columns three, four, and five contain
data describing respondents who describe themselves as speakers of Spanish with varying
degrees of English proficiency.

Table 4.2
Age by Language Spoken at Home and Ability to Speak English, 1990
Age

Speak only
English

Speak English
"very well"

Speak English
"well"

5-17 years
(N=90)
18-64 years
(N=148)
65 years +
(N=23)
All ages
(N=261)

N=40 (44.4%)

N=23
(25.6%)
N=33
(22.3%)
N=6
(26.1%)
N=62
(23.8%)

N=12
(13.3%)
N=6
(4.1%)
N=10
(43.5%)
N=28
(10.7)

N=41
(27.7%)
N=0
0%
N=81
(31%)

Speak English
"not well" or "not
at all"
N=15
(16.7%)
N=68
(45.9%)
N=7
(30.4%)
N=90
(34.5%)

The census data presented in Table 4.2 suggest that in 1990 about one third of El Barrio
residents were monolingual speakers of English, with children between the ages of five
and seventeen more likely to fall in this category than adults. As in census reports, the
data in column five is compressed to include Spanish speakers who claim to speak
English "not well" and "not at all." In Table 4.3,1 have further comprcsscd the data to
create three categories of language proficiency: English monolingual (column 2);
Bilinguals (column 3); and Spanish dominant/monolingual (column 4). In this table.
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"Bilinguals" are those respondents who reported an ability to speak English "very well"
or "well."

Table 4.3
Monolingual and Bilingual Status by Age, 1990
Age
5-17 years
(N=90)
18-64 years
(N=148)
65 years +
(N=23)
All ages
(N=261)

Monolingual English
N=40
(44.4%)
N=41
(27.7%)
N=0
0%
N=81
(31%)

Bilingual
N=37
(41.1%)
N=39
(26.4)
N=16
(69.6%)
N=90
(34.5%)

Dom./monolingual Spanish
N=15
(16.7%)
N=68
(45.9%)
N=7
(30.4%)
N=90
(34.5%)

This compression of language dominance data as reported in 1990 provides a clearer
picture of the extent of bilingualism in El Barrio. Considering respondents as a group
regardless of age ("all ages") yields a fairly even distribution of language dominance,
with approximately one-third of respondents fitting into each of the three categories.
Members of the youngest age group were the most likely to be English monolingual and
the least likely to be Spanish dominant or monolingual. Adults between the ages of 18
and 64 were the most likely to be Spanish dominant or monolingual. Elders are the least
likely to be English monolinguals (there are none) and the most likely to be bilinguals.
Finally, and of most relevance for documenting the Spanish funds of knowledge
in the neighborhood, more than two-thirds of all respondents reported they were SpanishEnglish bilingual, Spanish dominant, or Spanish monolingual. The latter categories,
represented in column four in Table 4.3, are combined in the City's "Neighborhood
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Stress Profile" for El Barrio under the label "language disability." According to the
author of the Profile, this descriptor fits primarily those households with "little aunties
who have lived in [El Barrio] for ninety years" (D. Taylor, personal communication,
September 6, 1999). Comparison of census data for 1980 and 1990 provides an
additional perspective on maintenance of Spanish language resources in EI Barrio over
time, as shown in Table 4.4. The 1980 census language count did not subdivide adult
language use, therefore the middle age range (18-64), although present in the 1990 data,
is subsumed into a single category for all adults in Table 4.4. For purposes of
comparison, the 1980 data is given in italics.

Table 4.4
Child and Adult Language Dominance Status, 1980 and 1990
Age
5-17 years
(N=122)
5-17 years
(N-90)
18 years +
18 years +
All ages
N=428
All ages
(N=261)

Monolingual English
N=0
(0%)
N=40
(44.4%)
N=85
(27.8%)
N=0
0%
N=85
(19.9%)
N=8I
(31%)

Bilingual
N=110
(90.2%)
N=37
(41.1%)
N=184
(60.1%)
N-I6
(69.6%)
N^244
(57%)
N=90
(34.5%)

Dom./monolingual Spanish
N^12
(9.8%)
N=15
(16.7%)
N=37
(12.1%)
N=7
(30.4%)
N=49
(11.4%)
N=90
(34.5%)

Besides the differences in absolute numbers due to population decline in El Barrio
between 1980 and 1990, the most striking difference in this comparison is the increase in
the percentage of child English monolinguals in the latter period, from zero to nearly 45
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percent. On the other end of the language dominance spectrum, the percentage of
Spanish monolinguals and Spanish dominant speakers in El Barrio appeared to increase
in the same time period, from 11.4% to over a third of the population. This increase,
particularly large for adult speakers, was presumably due to the increase in the recent
immigrant ("foreign bom" in the parlance of the census) population noted previously.
The middle column, representing bilinguals who claim to speak Spanish and to speak
English "well" or "very well", contains the largest percentage of speakers at nearly all
age groups for both the 1980 and 1990 census, the exception being the near balance
between English monolingual and bilingual children in 1990. These data support the
ethnographic data that El Barrio is a neighborhood where most people are bilingual. The
overall percentage of people claiming bilingual status, however, appears to be in decline,
particularly in the population of school-age children, many of whom appear to be moving
towards English monolingualism.
Scholars dating back to Weinreich (1953, p. 94) have noted the problems inherent
in using census data to capture language shift. Bills, Hernandez-Chavez, & Hudson
(1995) use data from the 1980 census to rank Tucson and other major urban areas of the
Southwest in terms of three measures of shift: "Loyalty", defined as the ratio of Spanish
language claimants to those claiming Spanish origin; (2) "Youth loyalty", the ratio of
Spanish language claimants aged 5-17 to the Spanish origin claimants of the same age
group; and (3) "Retention", the ratio of the percent of 5-17 year olds claiming Spanish
home language to the percentage of adults making the same claim (pp. 16-17). In order
to compare 1990 figures for Tucson with census data for the same year for El Barrio, I
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have used 1990 census figures for Greater Tucson (the Tucson Metropolitan area). The
1980 figures, taken from Bills et al. (1995), are based on census counts for the City of
Tucson and therefore exclude areas of Pima County with low concentrations of Hispanic
heritage claimants and non-Spanish speakers. Support for Spanish language maintenance
is presumably less than in areas with higher concentrations of Spanish speakers. The
1980 figures are included here for purposes of general comparison and not as evidence of
language shift at the City level. However, because the geographic definition of El Barrio
used by the census in 1980 and 1990 are consistent, it is possible to compare data for
these three measures of language shift within the neighborhood. Resuhs are presented in
Table 4.5.

Table 4.5
Comparison of Greater Tucson and El Barrio
on Three Measures of Language Shift, 1980-1990
Shift Measure
Loyalty
Youth Loyalty
Retention

Tucson
1980
88
73
78

Greater Tucson
1990
73
64.4
72.5

El Barrio
1980
94.8
100
100

El Barrio
1990
79.6
58.8
69.2

These figures suggest several comparisons relevant to the nature of Spanish language
resources vvithin El Barrio. Although well within the ranges Bills et al. (1995) found for
all three measures in major southwestern cities in 1980, the 1990 data for El Barrio are
consistent with the pattern, noted in the previous section, that the Spanish linguistic
resources of the neighborhood are most heavily concentrated in its adult population.
Comparison of scores for the measure "loyalty" shows that the ratio in El Barrio is
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slightly higher than the ratio for greater Tucson. However, after excluding adults in order
to isolate the variable of "youth loyalty", the ratio in El Barrio is somewhat lower than
the average for the broader community. Finally, comparison of 1980 and 1990 census
data provides a more longitudinal picture of language shift. The markedly lower scores
for "youth loyalty" and "retention" in the latter period are again suggestive of diminished
Spanish knowledge among school-aged residents of El Barrio. They also provide
evidence for a pattern of transitional, as opposed to stable bilingualism, as residents of El
Barrio, including recent immigrants from Mexico, grow up in homes where Spanish is
the dominant language or an equal partner with English but then move to dominance in
English as they grow older.
In response to research question number two concerning the nature of Spanish
language and cultural resources in El Barrio, it is now possible to add the dimension of
demographic location. A more precise view of where these resources reside within El
Barrio may be obtained by fiirther compressing the self-report data on language use
presented earlier in Table 4.3. The column labeled "Spanish speakers" in Table 4.6
combines those people who reported speaking Spanish and reported speaking English
"not well" and "not at all." Division of all respondents into two groups—Spanish
speakers and non-Spanish speakers (all were English monolinguals in the 1990 census)—
reveals that the highest percentage of self-reported minority language speakers is
contained within the oldest age group. The second highest percentage is contained within
the group of adults between the ages of 18 and 64. School age children are the least
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likely to be Spanish speakers. No census data is available for children under the age of
five.

Table 4.6
Age Distribution of Spanish Language Resources in El Barrio, 1990
Age
5-17 years
(N=90)
18-64 years
(N=148)
65 years +
(N=23)
All ages
(N=261)

Non-Spanish Speakers
N=40
(44.4%)
N=41
(27.7%)
N=0
0%
N=81
(31%)

Spanish Speakers
N=50
(55.6%)
N=107
(72.3)
N=23
(100%)
N=180
(69%)

To repeat the caveat noted at the beginning of this section, even the most
complete census data represents, at best, a snapshot of reported language proficiency. In
the present ease, the snapshot is now nearly a decade old. Although the 2000 census may
reveal new patterns in language dominance and Spanish maintenance in El Barrio, major
changes seem unlikely given convergence of the 1990 census data with qualitative data
from interviews with speakers from several generations and from observations of
residents' language use in home and public domains. Evidence from a variety of sources
suggest strongly that many Mcxican American families in EI Barrio are in the process of
becoming dominant and even monolingual in English. For now. El Barrio continues to
be a bilingual neighborhood, as it has been for the past century. The continued vitality of
Spanish, despite the loss of domains of "public" interaction (grocery stores, shops, and
other small businesses and places of woi'k wiiliiii tlic iicighborhood) and the near totai
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dominance of English within Nuestro Parque as one of the chief institutions remaining is
testament to the strong family ties and social networks conducted via Spanish, and to the
regular infusion of support by new Spanish-speaking immigrants. In the next section I
examine the particular influence of schooling on the prominence of Spanish within El
Barrio.
4.3.2

The Legacy of English-only Schooling

Spanish was their primary language and few knew many
English words, other than of barroom flavor. Spring taught
by first using instructions in Spanish and then beginning to
instruct in English.
The First Hundred Years: The History of
Tucson School District I, Tucson, Arizona,
1867-1967. Cooper and Fahr (n.d.).

If public schooling in Tucson was first conducted in Spanish, much of the
community's subsequent history reflects the attempt by educational authorities to impose
English on speakers of other languages.^ The most long-lived of such efforts, and
arguably the most pernicious in terms of its effects on children and the present-day
vitality of Spanish, was the Dislricf s Americanization Program, better known to teachers
and students as 1-C. Officially, the program, which began in 1919 and remained in effect
until 1965, followed passage of a state law permitting linguistic segregation of children in
public schools. According to the Arizona Revised Statutes, § 202A

All schools shall be conducted in English, except special
classes as provided in subsection B of this section. B. In
the first eight grades of any common school district where
there are pupils who have difficulty in writing, speaking, or
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understanding the English language because they are from
an environment wherein another language is spoken
primarily or exclusively, the district may provide special
programs of bilingual instruction (as cited in Bockman,
1978:264-265)/

There is evidence from oral histories that practices such as grade retention and
double promotion eventually codified in the 1-C program were actually in place as early
as 1912, the year that Rosa Gonzalez was placed in el chilindrino [first grade] at the age
of sixteen (R. Gonzalez interview). Under the direction of Nona Rodee, the District's
Americanization program established a monolingual language-in-education policy which
remained in effect until 1965. The purpose of the program was set out by Superintendent
C.E. Rose in his introduction to Rodee's (1923) Teaching beginners to speak English: A
course of study for non-English speaking children and a manual for teachers, used in 1-C
classrooms for many years:

The work of Americanizing these children who come into
our schools, who cannot talk or understand our language,
must begin with the teaching of the English language.
Such children cannot be received into the regular first
grade, the Course of Study of which has been suited to the
needs of English speaking children—children who have
known no other language during the first six years of their
lives. The first duty of the school, then, toward these nonEnglish speaking children is to give them in as brief a time
as possible a fundamental working knowledge of English.®

The assimilation of language minority students through public schooling was not
unique to Tucson or Arizona. At the national level, the Americanization Department of
the U.S. Bureau of Education set a course for English-only schooling in 1919:
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We recommend urgently to all states to prescribe that all
schools, private and public, be conducted in the English
language and that instruction in the elementary classes of
all schools be in English (Proceedings of the
Americanization Conference, 1919, p. 374, as cited in
Kloss, 1977/1998, p. 86).

This national movement to use English language schooling as the primary vehicle for
assimilation of immigrant children was paralleled by a wave of legislation passed by
states around the country. Strongest in the midwestem states where German populations
had received schooling via their mother tongue since the middle part of the previous
century (Ruiz, 1997), there were also attempts to restrict use of French in New England
and Norwegian in the upper Midwest. In Nebraska, the Norval Act went as far as to
prohibit the teaching of languages other than English to children before they reached the
ninth grade, a law which was overturned by the U.S. Supreme Court in Meyer v.
Nebraska (Kloss, 1977/1998, pp. 88-9).
Gonzalez (1997) has described how national and state-level Americanization
rhetoric and legislation were translated into local policies across the Southwest, citing
examples from Los Angeles, Phoenix, San Antonio, and other centers of Mexican
American population. He reports English-only practices in the Americanization program
in Harlingen, Texas schools where

...the principal instituted an English Club comprised of
children who had not spoken Spanish in the previous six
weeks. Membership fluctuated, and only members could
participate in the quarterly picnics and other club activities
held on a regular basis. Those who spoke Spanish on any
of the activities were required "to remain in the room and
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study." The English Club used the "honor system" to some
extent, and according to the principal, teachers "checked
each day by roll call, as to whether or not they [the
children] have spoken English." Instead of answering
"present," children responded with "English" or "Spanish."
(Taylor, 1934, p. 38, as cited in Gonzalez, 1997, p. 168)

Thus, the 1919 Arizona state statute requiring public schools to develop alternative
programs for non-English-speaking children (Bockman, 1978) and the 1-C program
created in Tucson and other parts of southern Arizona (Combs, 1995) took place in the
context of national and regional policies to Americanize "foreign" children through
language instruction.
The goal of the District's Americanization program—the rapid acquisition of
English as prior condition for content learning—is at the core of the current anti-bilingual
education measures Proposition 227 in California and EChAr in Arizona. Rose's
statement, and similar versions that appeared in his annual Superintendent's reports,
reveal an underlying assumption about the normalcy of monolingualism.^ While
"foreign" children, as language minority children are referred to, were presumed to know
no English, "Americans" are presumed to speak nothing else. In the latter case, however,
monolingualism was clearly not perceived as a disadvantage. In the case of La Escuela
and other barrio schools, the prevalence of neighborhood bilingualism meant that
children's linguistic identities were probably seldom so clearly monolingual. To be sure,
there were Mexican American and Native American children who began first grade, and
kindergarten when it was initiated in Tucson schools in 1922 (Rose, 1923, pp. 16, 23),
with little or no knowledge of English. Sarita Rodriguez, who had recently rejoined the
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school as a playground monitor at the time of our interview, recalled her first day at La
Escuela in 1932:

I was scared to death. I remember it so well. I went to 1-C
and the teacher's name was Miss Tardres. She was blonde,
blonde, she had hondas [curls], you know? A little
molutita [bun] in the back. And I went in there and she
talked to me in English and I thought I was in a foreign
country! And I started crying. This morning I saw a little
girl crying and I felt very sorry for her because I know how
she felt. She was scared like I was. And she says, "Qiiiero
a mi mama, quiero a mi mama" [I want my mother, I want
my mother] and I was trying to comfort her and my mind
went back to when I was that scared and I started crying
too, and Miss Tardres got me her in arms and sat me down
on her leg and says "There, there dear. Don't cry" and all
this. Well, pretty soon I learned English but I was scared to
death the first day. I didn't know a word of English. We
only spoke Spanish and they didn't know English.

Contrary to the assumptions of the 1 -C program, however, some Mexican American
students began school with at least receptive proficiency in the majority language.A
student who began school in 1947 commented on this contradiction, "they used to put
everybody that didn't talk English in 1-C. I could talk English, but I still got stuck in 1C...I uon't know how we ended up there" (S. Wood, interviewed in Perez, 1998, p. 2122). Another former siuueiil was also placed in 1-C despite being raised in "a bilingual
home." He recalled that he and a classmate "both knew enough English that we very
likely could have handled the first grade curriculum, but there was no pre-assessment
done because the assumption was because you are Mexican American you probably don't
speak enough English..." (Benton, Kennon, Fisher, & Fuentevilla, panel presentation.
September 23, 1999). Another former student recalled his first day at La Escuela:
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So I went in there and, Miss Hart was her name in 1-C at
that time, and we were there a half hour or an hour,
something like that. I finally went up to her and pulled on
her skirt...and I said, "when's lunch?" And she looked at
me really fiinny and she says, "you speak English." And
I'm going, "Well, doesn't everybody?" You know, I didn't
know! I think that was my only experience in 1-C. Then
they put me in first grade.

Despite the District's efforts to concentrate Spanish-speaking first graders in schools with
the 1-C program (Rodee, 1923, p. 13; Sheridan, 1986, p. 221), it appears that Barrio
families opposed what they viewed as an inferior education for their children.
Commenting on the gap between the promise of rapid English acquisition in 1-C and the
reality for students who spent years trying to finish first grade— "pasando el primer aho
para el resto de su vida " [spending the rest of their life in first grade]— Hank Oyama
noted his mother's strategy for keeping him out of the program altogether; "Asi es que
empece alU (en la escuela de la Catedral) pero luego, me cambie de nuevo. Me puso en
[La Escuela] mi mama. Asi no tuve que empezar con l-C [So I started there at the
Cathedral school, but later my I changed schools again. My mom put me in La Escuela,
so I didn't have to stait in 1-C]. Dave Kennon, who grew up to become a District
administrator and early advocate for bilingual education, recalled that his own extended
bilingual family intervened to keep him from being sent to the "Mexican" school in
Douglas, Arizona because of his lack of English fluency.

...I couldn't speak English so I didn't start school until I
was almost eight years old. ...my grandmother had been a
teacher in Mexico and she taught me (in) Spanish. I knew
third grade material when I was seven years old, but in
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Spanish. So finally...my (English-speaking) aunts and
uncles gave me a crash course in English. I learned enough
English and I had the name Kennon so I went to the Anglo
school (Benton et al., 1999).

Although I know of no data to confirm how many students were thus able to
avoid 1-C altogether, once enrolled it seems that few students were able to leave the
program quickly or even after the intended one year of special instruction. Conceived at
a time when the District's primary focus was on reducing the numbers of "retarded"
students (those behind grade level, or "overage") and dropouts (Rose, 1920-21, p. 15), the
Americanization program was initially credited with helping to solve the problem. Along
with the policy of "double" (semi-annual) promotion and the creation of ungraded
classrooms devoted to "special work" for "the most greatly retarded students", Rose
(1920-21, p. 18) wrote "The third factor in helping to do away with so much retardation
and elimination has been the extension of, and the emphasis placed upon the work of
Americanization." In fact, 1-C seems to have exacerbated the problem by causing
children to be retained at even greater rates and at a younger age than they would have
been otherwise. Table 4.7, based on promotion and retention figures from the
Superintendent's annual reports (1920-31), compares promotion in 1-C classes with
promotion for the District as a whole.

Table 4.7
Comparison of District-wide (1^' -S"'' grade) and
1-CPromotion/Non-promotion Rates, 1921-1931^^

1-C
District

Total Enrolled
5895
85996

Double Promotion
117 n.1%^
1657 (2.4%)

Total Promotion
379? ^64,3%^
68949 (80.2%)
— . _ —

^

,

Non-promotion
2103 r35.7%^
17047 (19.8%)
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Percentages for "Non-promotion" include all students not promoted in a given year,
including "drop outs" and students listed as "retained". The Superintendent's Reports for
this period exclude drop outs from calculation of non-promoted students, resulting in
lower rates for that category and, of course, higher promotion rates than those given
above. "Double promotion" refers to students who were passed more than one grade
level within a given term, a measure instituted to reduce the number of overage students;
percentages given for this category are based on the total number of students promoted
during this period. Despite its intended purpose, the rate of double promotion was only
slightly higher for students in 1-C classes than for the District as a whole. Most
importantly, these figures show that the overall promotion rate of 1-C students was well
below the rate for the District for the same period. The findings reported above are based
on cross-sectional data collected over time. A more complete picture of the effects of
1-C on schooling would require longitudinal data examining, among other things, the
number of years students were held in first grade and the grade levels completed by
students who repeated 1-C multiple times. It is not clear that such data were ever
compiled by the Americanization program, or whether they would still exist in District
records.
English-only schooling at La Escuela presented other challenges for Spanish
speaking students—even those fortunate enough to avoid 1-C or to be promoted out of it
quickly. In contrast to Barker's claim that Tucson "schools which once tried to require
English on the playground have given it up as unenforceable" (1975, p. 178), Hank
Oyama remembers that the English-only rule was not confined to the classroom. Indeed,
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in his recollection the playground was the place students were most likely to "forget" the
rule:

"A todos nos castigaban si habldbamos espanol. Asi que
yo tuve esa experiencia. Nos regafiaban, nos mandaban a
que salieramos alU en el corredor. Cuando mas teniamos
problemas es cuando estdbamos jugando y alguien decia,
'jTirame la pelota!", o algo asi. Pues es cuando uno no
estdpensando que, Td better not use any Spanish.'
Sarita Rodriguez spoke of a Mexican teacher who made a joke out of throwing an
eraser at students who spoke Spanish in class. "But you know, con nosotros era como
chiste, no? [it was like a joke with us, you know?] He didn't do it very hard. And he
used to call us by our last names before he threw it, nol Decia, 'Hey, GonzdlezW" As
she tells the story, Sarita mimics throwing an eraser and makes a whistling sound as the
imaginary eraser sails through the air. Others find less humor in these experiences, even
after the passage of many years. Scott Martinez, now a La Escuela parent himself, credits
his parents' experiences at La Escuela in the 1940s with their decision to raise the family
in English.

If you spoke Spanish at school they would hit you with a
ruler. Vou couldn't speak it at all, in the school^'ard, even
as you were playing. You would get either swatted or
disciplined. I think that was the beginning of English Only.
That's what they say happened. That's how it happened.
The way they told me is that they loved to be able to hit
you. And you had these Anglo teachers and Mexican kids
and just because one kid was speaking to another kid in
Spanish, they would get in trouble. They'd get swatted or
hit with the ruler. So they brought us up speaking English.

As Martinez points out, one of the features of schooling at La Escuela prior to the
establishment of the bilingual program was the predominance of Anglo teachers and
administrators, especially noticeable when compared to the heavily Mexican American
student population. Sarita Rodriguez remembers tliat for years

mica mexicana que

estaba era la Miss Urquides, la PE teacher "[The only Mexican teacher was Miss
Urquides, the PE teacher]. The memories of these former students concur with
Sheridan's review of District personnel records; in the first fifty years of its existence,
despite the heavy concentration of Mexican American children, La Escuela had only two
Mexican American teachers (1986, p. 218). Due to the lack of bilingual and bicultural
teachers, Spanish-speaking parents unable to communicate effectively in English were
thus denied the opportunity to dialogue with teachers about the education of their
children. Small wonder, then, that Mexican American parents were seldom seen at La
Escuela. As Sarita Rodriguez put it, there were no "PTA or special meetings. It was just
school, you know? You went to school and then back home."
Perhaps even more important over time was educators' lack of information about
the cultural and linguistic funds of knowledge of their students and their families' hopes
and plans for the future. Pending fiiture study, there are no easy ways to quantify or
otherwise describe the effects of the disconnect between El Barrio families and La
Escuela. It seems clear, however, that the long term effects did not facilitate learning or
benefit students. Table 4.8 presents composite data for La Escuela and District averages
on percentages of students who were promoted, dropped out, retained, or had schooling
interrupted for the period 1921-1931.
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Table 4.8
Comparison of Enrollment, Promotion, Dropout, and
Retention Figures for La Escuela and District Schools, 1921-1931

La
Escuela
District

Enrolled

Promoted
74.7%

Dropped
Out
11.9%

Retained Schooling
Interrupted
14.5%
26.5%

Avg. enrollment
N= 528.8
Avg. enrollment
N=4526.1

80.2%

11.9%

9.8%

21.7%

The student population of La Escuela between 1921 and 1931 averaged approximately
12% of the District's total

- 8'^ grade enrollment during the same time period. Over

this span, La Escuela students were promoted at a rate (74.7%), somewhat below the
District average (80.2%). "Double promotion", proposed as a solution for the problem of
grade "retardation", was less common at La Escuela than for the District as a whole. At
La Escuela 1.6% of all promotions were double promotions; 1.2 % of all students
enrolled received double promotions. District averages for the same time period were
2.4% and 1.9 respectively. In addition to being below District averages for promotion
and double promotion. La Escuela students in this period were slightly more likely to
have their schooling interrupted than students in District schools as a whole (26.5% of
students vs. 21.5% of students). Interestingly, although more likely to be retained in any
given year (14.5% vs. 9.8% for the District), La Escuela students dropped out at the
average rate for all District schools in this period (11.9%). These higher retention rates
with no corresponding rise in drop out rates suggest the importance of education for La
Escuela students and families despite the barriers inherent in English-only schooling.
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In this section, I have described the considerable burden the Americanization
program placed on Spanish-speaking children by requiring them to begin school in (only)
a language which many did not use easily. Because the program focused on language
acquisition and cultural assimilation to the exclusion of academic content knowledge,
students placed in 1-C classes began their schooling and were thereafter typically
academically behind their English-speaking peers. In the following section, I examine
links between La Escuela and Tucson educators whose personal experiences as learners
and teachers in English-only schooling led them to develop a philosophy and new
practices that regarded students' knowledge of Spanish as a resource.
4.4

Historical Links with Bilingual Education Pioneers

jNo es historia para mi!
Dr. Guadalupe Romero, Principal

One of the questions this study seeks to answer is how DL schooling at La
Escuela has been influenced by its location within the community of Tucson. Previous
sections have examined the importance of El Barrio as historic setting for schooling at La
Escuela, neighborhood struggles to prevent the school from closure, and the diminished
vitality of Spanish. In this section, I examine the effects of the school's connections to
four pioneering bilingual educators in Tucson. I argue that these connections, some
direct and others indirect, have contributed to the creation and effectiveness of DL
schooling at La Escuela today. In 1990 the National Association for Bilingual Education
(NABE) introduced the Bilingual Education Pioneer Award to honor leaders in the field.
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The four pioneers honored that year were Rosita Cota, Adalberto Guerrero, Henry
("Hank") Oyama, and Maria Urquides. In each case, these educators made important
contributions to the development of bilingual education nationally (Croghan, 1997;
National Education Association, 1966a, 1966b) and, I argue here, to the development of
local conditions such that a bilingual magnet school would eventually be possible in a
school where children had been punished for speaking Spanish.
Although I was somewhat familiar with the work of Cota, Guerrero, Oyama, and
Urquides before beginning this study, it was primarily through reading about their ideas
in the classic report. The Invisible Minority, in which they, with three other Tucson-area
educators, reported on widespread problems of low self esteem and high drop-out rates of
Mexican American students in schools across the Southwest (National Education
Association, 1966a). The report highlighted effective programs in five states in which
students' first language was used as a resource for intellectual and social growth. Among
these programs was one Urquides, Guerrero, and Oyama had helped create at Tucson's
Pueblo High School in the late 1950s.
I did not set out to make these ideas central to this study. Rather, through
interviews with La Escuela teachers and analysis of District documents relating to
desegregation and the reconfiguration of La Escuela as a bilingual magnet school, I came
to understand that these connections were too important to ignore. Croghan's (1997)
study on the role of Tucson educators in the formulation of policy which eventually
gained passage as the Bilingual Education Act of 1968 was a critical source for placing
these pioneering educators in broader historical perspective. In conversations with the
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Principal of La Escuela, Dr. Guadalupe Romero, I began to understand that what 1 had
been perceiving as important historical background is better characterized as a living
legacy of support for the use of Spanish as a language of schooling. At her suggestion, I
interviewed Hank Oyama and Adalberto Guen^ero. Although Profesores Oyama and
Guerrero downplayed their own roles in making DL education at La Escuela possibleGuerrero commented, "Tuvimos la fortuna de ser los primeros. No es que nosotros no
hemos hecho nada, pero eramos los unicos en este tiempo "[We were lucky enough to be
the first. It's not like we did all that much, but we were the only ones at that time]—they
provided a wealth of information which belies this modesty. In the sections which
follow, I describe the contributions of these pioneering bilingual educators in six areas of
relevance to the DL program at La Escuela: (1) knowledge of segregated classes in
ban'io schools; (2) creation of the Spanish for Spanish speakers model, (3) professional
training of District administrators and La Escuela teachers; (4) promotion of bilingualism
as a resource for all students; (5) community as resource; and (6) language prescriptivism
and standardization.
4.4.1

Knowledge of Barrio Schooling at La Escuela
Three of the four pioneer educators were directly involved in English-only

schooling at La Escuela before it became a bilingual magnet school in 1981. The longest
of these connections involved Maria Urquides, herself a native Tucsonense and
descendant of Teodoro Ramirez, titleholder of the land eventually known as "El Barrio"
(Sheridan, 1986, pp. 116-117) (See section 4.2). Urquides began teaching Physical
Education at La Escuela in 1928 (Fedunak, 1994), eventually teaching music, art, ancient
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history, woodworking, and first grade before transferring to another school in the District
in 1948 (Urquides, n.d.). Despite a reputation as a strong disciplinarian, she is fondly
remembered by many graduates of La Escuela. Sarita Rodriguez remembers "Miss
Urquides" in the 1930s:

muy buena maestro porque [she was a good teacher
because]...she was a disciplinarian. En los Armistice
parades ... teman cups que ganaba uno [At the Armistice
Day parades...they had cups you'd win] for the best school
in marching. And La Escuela had a slew of cups because
she would march us and march us till we were in unison,
you know? And again and again. She was very strict, but
we always won cups."

Dalia Santa Cruz recalls that it was Urquides who alerted the school when a gasoline
truck and train collided near the school on October 24, 1940: "[The explosion] sounded
terrible. We heard... Mrs. [sic] Urquides, she was the P.E. teacher here at La Escuela,
she blew the whistle really loud and she yelled 'Fire!'" (Perez, 1998, p. 19). Monsignor
Arsenio Carrillo, former parish priest at Holy Family Church and Monsignor of St.
Augustine for over thirty years, named Urquides as a role model for "helping us learn and
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Spanish With students, but cnforccd the school policy of English only. Hank Oyama, one
of her students at La Escuela and later her colleague at Pueblo High School in the 1950s
and 60s, remembered that she eventually came to regret this practice: Maria decia, 'Si
acaso voy al infierno, va a ser porque castigue a los estudiantes' (por hablar espanol en
la escuela)" [Maria used to say, 'If I ever go to hell, it'll be because I punished students'
(for speaking Spanish in school]. Guerrero credits the experience of teaching Spanish as

ion
a foreign language to Spanish native speakers as a critical factor in Urquides' recognition
of Spanish as an academic resource, and it is for this legacy that she is much admired by
teachers at La Escuela (Murphy, 1999).
Like Urquides and Oyama, Rosita Cota was also involved directly with La
Escuela in her capacity as coordinator of the District's Bilingual/Muhicultural Project
and later as director of Bilingual Services. A native of Cananea, Sonora, Cota produced
and served as the host of Chiquitines, a Spanish-English video-taped television series for
4-7 year old children which aimed "to support pride and facility in Spanish and also to
ease the transition into additional use of English" (Cota, n.d., p. iii). Support materials
for the program were available to educators and parents in a "Chiquitines Parent Room"
at La Escuela (Bilingual -Muhicultural Project, n.d., p. 2). At a time when the school
population was considerably smaller, Cota's office was located in what is today a secondgrade classroom at La Escuela (G. Romero, personal communication, August 18, 1999).
4.4.2

Spanish for the Spanish-speaking
The four bilingual education pioneros profiled here are probably best known

collectively as advocates of the use of Spanish language instruction for Spanish-speaking
students, a position evident in The Invisible Minority. Profiled in the report and further
publicized in a 1966 conference in Tucson, Nuevas Voces del Suroeste [New Voices of
the Southwest] were model programs from around the Southwest in which Mexican
American students were experiencing academic and personal successes as a result of
Spanish language schooling. One of these programs began in 1959 as an experimental
program for Spanish speakers at (then) recently established Pueblo High School in
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southern Tucson. Adalberto Guerrero recalled how the program was fostered by
founding principal Elbert Brooks, whom he described as a visionary, "M« hombre
visionarid''''.

Quena un cuerpo docente que tuviera los conocimientos de
lo que eran las distintas culturas, siempre mejor preparada
que los profesores en general. En ingles dicen, "He
handpicked these experts."
Inclma a Dona Maria
Urquides, a Hank Oyama, a Florence Reynolds, Faith
Brickhardt, y a muchos otros profesores. Eran profesores
que, por sus experiencias, tenian conocimientos especiales,
quepodian mejor servir a esta comunidad estudiantil.^^
One of the special needs the Pueblo faculty came to understand was that curriculum for
teaching Spanish as a second language did not work for heritage speakers of that
language. The origins of the Spanish for Spanish speakers program were described in
The Invisible Minority.

The program had been designed for beginning students
without much previous experience with the language.
Much of the content seemed elementary. Yet at the same
time, in what must have seemed a paradox to some, a
number of native speakers were receiving failing grades in
Spanish.
(National Education Association, 1966a, p. 22)

In the pilot program, eventually extended to a four-year program at student request, the
focus was on challenging students to develop high levels of academic proficiency in
Spanish, including content courses in literature and business. Guerrero recounts that for
many students and for the school collectively, the results went beyond language
development:
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el resultado fue no solo motivar a ellos a mejorar su
idioma y que tuvieran mejores conocimientos de su propia
cultura, sino que ... tambien tuvieron consecuencias o
residtados muy positivos con las otras closes. Cuando
algunos de esos estudiantes habian salido mal en algunas
pruebas y que se creia que eran deficientes ellos
intelectualmente, se dieron cuenta de que en este aspecto
eran sobresalientes. Ellos estaban leyendo obras que en la
misma universidad estaban leyendo en las closes
avanzadas, en las closes para graduados.'''

In addition to challenging students to undertake intellectually rigorous work in Spanish,
the honors nature of the program also anticipated concerns of Mexican American parents
regarding continued development of English and the possible isolation of Spanish
speaking students. Some parents were concerned about creation of a "little Mexico"
within the U.S., as Guerrero recalled:

Cuando primero se hablo acerca de poner este programa
de espahol como primer idioma para los de habla hispana,
algunos de la padres mismos interrogaron el por que? Que
si eran para separar a los estudiantes de habla hispana,
que ellos preferian que sus hijos, si llegan aprendiendo,
que seria en ingles. Que no querian programas que fueran
a discriminar en contra de sus propios hijos, separdndolos
del resto del grupo. Hubo tambien padres o personal que
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que se llamo "Spanish Honors Program.

Throughout our conversation, Oyama and Guerrero stressed the importance of
southwestern schools as context for the development of bilingual education. Aware that
some scholars (viz. Lessow-Hurley, 2000) trace the origin of the DL the model to the
Coral Way program in Dade County, Florida (See chapter 2 for a detailed description), I
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asked whether Coral Way had been regarded as a model during the time of The Invisible
Minority and the Tucson Conference. After explaining the distribution of languages of
instruction at Coral Way, Guerrero recalled the perception held by some east coast
educators that the Florida program was unique. He compared it to a program developed
at Nye Elementary in Laredo, Texas. With Paul StreifF, a teacher at Tucson's Safford
Junior High, Guerrero visited Nye in September 1965, the program's third year.
Describing Nye Principal Victor Cruz-Aiedo as

de los pioneros

Guerrero spoke

of observing the class of teacher Dolores Earles;
La profesora presentaba un concepto en ingles y luego a la
vez, sin esperar a la tarde, lo reforzaba en espanol. O
presentaba un concepto en espanol y luego lo repasaba en
ingles. En su clase, el grupo era mas o menos el 50
porciento mexicanitos que no teman dominio del ingles, y
gringuitos que teman conocimientos del espanol}^

The significance of Nye and Coral Way, Guerrero stressed, is not as models to be
replicated but as evidence that bilingual programs must recognize and accommodate local
conditions in order to be successftil. "Asi es que nosotros queriamos reconocer el hecho
de que no debia de ser un solo plan, un solo sistema, sino que prestaba para varios
planes" [We wanted it to be recognized that there shouldn't be just one plan or a single
system, but that it was important to have multiple plans]. These sentiments are
elaborated in a final recommendation in The Invisible Minority, "...that no two programs
of Spanish for the Spanish-speaking need to be, nor are they likely to be, alike. Each
school district has its own special problems. Each requires its own unique solution"
(National Education Association, 1966a, p. 18).
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4.4.3

Fonmcion de Maestros Bilingiies
Another example of how the Tucson pioneers have contributed to DL schooling

concerns their work as teacher educators and mentors for tlie teachers and administrators
who have worked at La Escuela since the school became a bilingual magnet in 1981.
Spanish honors courses at Pueblo High were the first link in a chain of Tucson programs
in which Spanish was regarded as a resource. From Pueblo, where they read literature
and took content courses in Spanish, many Mexican American students entered the
University of Arizona, where they often qualified for advanced level courses in the
Spanish Department. At a time when few Mexican Americans attended the university,
academic success in the first year provided an important sense of confidence. Among the
many prominent educators and other community leaders to emerge from the Pueblo
Spanish-for-Native-Speakers classes are the current Director of Bilingual Education
programs for the District, former La Escuela principal Conrado Gomez, and leaders of
Inner-City Schools subcommittee, as well as the founder of the University of Arizona's
bilingual teacher training program. Guerrero, Urquides, and particularly Oyama were
also instrumental in the development of Pima Community College in Tucson, particularly
that institution's "open-door policy" allowing ail students, regardless of language
dominance, to be admitted to a program of study. It would be difficult to overestimate
the influence of Guerrero and Oyama on the La Escuela faculty, as over half of the
teachers studied under them at the University of Arizona or at Pima, as we shall see in
chapter 5.
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Arguably, Rosita Cota's legacy has had an even greater influence on the DL
program at La Escuela. Perhaps due to her early death in the same year La Escuela
became the District's bilingual magnet school, Cota's contributions have received
insufficient attention. The primary author of the District's initial proposal for Title VII
funding to establish bilingual programs in two elementary schools (Benton, et al., 1999),
Cota is remembered as a mentor and critical influence by Principal Guadalupe Romero.
As director of Bilingual Services for the District, Cota had an office in what is now a
second grade classroom. At the time Romero was teaching at the University of Arizona.
Together, she and Rosita Cota devised a plan to make La Escuela "a sort of bilingual lab
school, to really prove the goodness of bilingual education." When Dr. Romero became
Principal in 1989, she hired several of her former pupils in the University's bilingual
teacher education program, in effect, Cota's "grandstudents."
In addition to these important personal connections, two aspects of Rosita Cota's
work are especially pertinent to the topic of this study. Of the four pioneering bilingual
educators whose work is discussed in this chapter, Cota was most aware of the need to
involve Anglo children and families if bilingual education was to receive broad public
support. Adalberto Guerrero remembers Cota's emphasis that the right of language
minority children to be schooled in their own language was ultimately contingent upon
the language majority population's recognition of Spanish as a resource for their own
children:

Rosita Cota siempre nos hacia ver que iba a haber siempre
mucha resistencia en contra de los programas bilingues.
Que si ibamos a tener exito que seria unicamente si los
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programas bilingues abarcaban a toda la comunidad.
Para tener exito, los anglo-sajones, los de habla inglesa,
tenian que reconocer la importancia para los hijos de ellos
tambien. Y en [La Escuela] es lo que ha sucedido. Se ha
pennitido un programa porque los anglos se han dado
cuenta de que tener dominio de dos idiomas es una cosa
ventajosa. Es una cosa que beneficia a todos y que no debe
de limitarse unicamente a los de habla hispana. Asi que
desde un principio, Rosita siempre subrayo esta necesidad
de inchdr a todos. De otra manera, decia Rosita, "No nos
> i7
van a permitir.

Another unique contribution stems from Cota's focus on elementary education. Where
her colleagues were primarily concerned with needs of secondary and university students,
Cota stressed the importance of fostering self-respect and academic excellence among the
youngest of language minority students. At the National Education Conference in
Tucson, she expressed support for beginning Spanish language instruction for Spanish
speaking children during the first year of schooling, saying "the potential of the Spanishspeaking child will die unless it is nurtured in the elementary years" (National Education
Association, 1966b, p. 4). Perhaps due to her own experience as a classroom teacher of
young children, Cota was especially conscious of the potential for minority language loss
and the fragility of Spanish language acquisition by elementary siudenls.
4.4.4

Promonng Biiinguaiism as a Resource for aii Students
In an investigation of the motivations and intentions of the architects of the

Bilingual Education Act of 1968, Croghan (1997) concludes that the Act was
intentionally silent on the subject of biiinguaiism as a resource. The primary intent of the
legislation, Croghan finds, was to combat intolerably high levels of school failure among
Hispanic children. Federal funding was intended to permit local experimentation and
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creation of programs which could serve these students more successfully (1997, p. 229).
Significantly for the purposes of this study, Croghan identifies the Tucson educators
among a few strong supporters of "a developmental, enrichment outcome" (1997, p. 224).
Similarly, the proceedings of thel966 Tucson Conference contains numerous references
to the benefits of bilingualism for all students. Speaking of dual language programs in
Nye, Johnson, and Cactus elementary schools, the Superintendent of the Laredo (Texas)
Independent School District said

We wanted children of both Anglo and Hispano
background in the same classroom. These children spent
approximately 50 per cent of their time in English-speaking
experiences and 50 per cent of their time in Spanishspeaking activities. We have been able to see that the child
who comes from the Spanish cultural and language
background is definitely happier in school. In addition, we
have also been able to observe that the native Englishspeaker and his parents have not only accepted this new
program, but are excited about what it can do for the
English-speaking child
Howard C. Brantley
National Education Association, 1966b, p. 3

Bruce Gaarder spoke of the "extraordinary advantage" bilingual schooling offered to
monolingual English speakers when offered early enough: "naturally acquired
competence in the new language that can never be matched in the later years. He can
expect, by grade six, to be able to learn equally well through either language, with no loss
in school achievement" (National Education Association, 1966b, p. 4). The benefits of
bilingualism for the country were also extolled at the conference. U.S. Senator from New
Mexico Joseph Montoya said in a speech "The Spanish language and culture are tools we
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can give to English-speaking people today who tomorrow will have to deal increasingly
with the Latin American world. The Spanish-speaking child, mastering the English
language and partaking of that culture, will make a contribution that up to now has not
been made" (1966b, p. 17). Texas Senator Ralph Yarborough, sponsor of the Bilingual
Education Act shortly after the Tucson Conference, summed it up by saying,
"Bilingualism is no longer a luxury in this world; it is a necessity" (1966b, p. 17).
4.4.5

Community as Resource
One aspect of the legacy of Los Pioneros that has received insufficient attention is

their concern that community be regarded and used as a resource for schooling.
Although not developed in The Invisible Minority, this theme was apparently center stage
at the Tucson Conference. The Conference Proceedings are filled with references to the
need for parent and community involvement in the education of Spanish-speaking
children. Recommendations ranged from expanding the model of parent teacher
organizations to include language minority families (the option favored by the
representative of the National Congress of Parents and Teachers, Mrs. Irvin E.
Hendryson) to throwing out the P.T.A. mode! entirely in order to create a more culturally
appropriate means of involving parents. Marcus deLeon, a "school-community worker
from Los Angeles", said

The P.T.A. that is part of the power structure is never going
to touch the Spanish-speaking community, because those
parents will not come to the P.T.A. Our parents are usually
out working, including the mother, or the mother may have
five or six children. The P.T.A.s in our schools are worried
about who's going to bring the cookies and who's going to
bring the servilletas [napkins]. The only ones who will

come to those meetings are the ones who belong to the
middle class. Fundamentally speaking, 1 would say we
have to get rid of the P.T.A. concept.
(National Education Association, 1966b, p. 5)

Analysis of the many statements on the importance of community involvement in
schools made at the Conference by education and government leaders (including Arizona
Governor Samuel Goddard and State Superintendent of Public Instruction Sarah Folsom)
reveals a range of positions on the value of increased community participation in
schooling. This is not surprising given that many of these same Conference participants
expressed similarly diverse views on the importance of bilingualism in the formation of
federal policy (Croghan, 1997). Based on the proceedings of the Conference, it appears
that speakers regarded Spanish primarily as an instrument for bridging the gap between
Anglo dominated schools and Spanish speaking parents. This attitude is evident in
deLeon's recommendations for bringing parents into the school: "If we have to hold
meetings at night, hold them at night. If those meetings have to be held in Spanish, hold
them in Spanish" (1966b, p. 5). Such attitudes appear to be consistent with Croghan's
(1997) observation that Spanish was regarded primarily as vehicle for improving school
success for language minority children and families.
Within this majority discourse, several Conference participants hinted at schoolcommunity connections as means of fostering bilingualism. Harold Brantley raised the
issue of agency and the interdependence of schools and communities; "The education
program is the responsibility of the people in the community; part of our job is to create a
community environment which is ripe for bilingualism" (1966b, p. 5). Although she is
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not quoted in the Conference proceedings on this issue, the subsequent contributions of
Rosita Cota are significant. As "Tia Rosita

Cota produced and hosted the bilingual

videotaped television series Chiquitines. First broadcast on Tucson's public television
channel KUAT-TV in early 1973, the series was a rare example of children's television
in Spanish at a time when Spanish-language television programming was generally
inaccessible in Tucson (Gonzalez, in press). In the program manual, Cota wrote that the
"main thrust of the program [was] to bring cultural understanding and pride to the various
ethnic groups of the community through the use of local resources and talents" (Cota,
n.d., p. 1). By featuring guests who used Spanish to talk about their jobs, local musicians
playing Mexican songs, and others, Cota used Chiquitines as a forum for the linguistic
resources of Tucson's Spanish-speaking community.
4.4.6

Language Standardization and Prescriptivism

Chicanas who grew up speaking Chicano Spanish have
internalized the belief that we speak poor Spanish.
It is
illegitimate, a bastard language. And because we internalize how
our language has been used against us by the dominant culture, we
use our language differences against each other.
From How to tame a wild tongue
Gloria Anzaldua, 1987, p. 58

An important and seldom discussed aspect of the legacy of Los Pioneros concerns
their participation in the broader discourse of language prescriptivism and standardization
with regard to Spanish in the Southwest (Romero, 1988). In previous sections I have
highlighted aspects of their work and philosophy in which Spanish and minority language
knowledge were regarded from a language-as-resource orientation (Ruiz, 1984). Close

analysis of their work, however, reveals a somewhat contradictory stance on the
particular linguistic strengths of Mexican American children and families. On one hand,
the Tucson pioneros recognized the linguistic diversit>' of the Spanish-speaking students,
masked by imprecise terms such as "hispanoparlante

"heritage language learner", and

"Spanish speaking", as an important feature of local conditions. And, in the section of
The Invisible Minority dealing with teacher education, Charles Olstad is quoted on the
need for teachers to be "familiar with the local colloquial...[to] avoid correcting what
may actually be an acceptable substitute...." Without such knowledge, the teacher "may
also be hampered by a broader but rigid knowledge; he may have an arbitrary notion of
correctness, that of the Academy, for example, which he will impose" (National
Education Association, 1966a, p. 31).'^ At times, however, the linguistic proficiency of
students is described in terms which suggest a language-as-problem orientation. The
Proceedings of the Tucson Conference, for example, contain numerous references to
linguistic "handicap", "disadvantage", and "language barriers" faced by Spanishspeaking children. These were embedded in a larger discourse in which the homes and
families of language minority children were seen as limiting students' academic potential.
To remedy these perceived deficits, a compensatory approach to the education of
language minority children was proposed, as in a call for expansion of Head Start
services to more children in the Southwest by Lewis Ruybalid of the U.S. Office of
Economic Opportunity:

Our hope for success lies in the educability of the
individual who is limited by factors in his environment. To
overcome the deleterious effects of cultural disparity,
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unfavorable peer group experiences, and poor home
conditions, the Spanish speaking child needs the same kind
of education that other children need, but he needs more of
it.
National Education Association, 1966b, p. 6
A deficit perspective is also evident in The Invisible Minority, where Herschel Manuel is
quoted on the educational needs of "...the child who enters school with a language
deficiency and the cultural deprivation of his long-continued poverty..." (National
Education Association, 1966a, p. 8). Reference is also made to the "nominal" bilingual, a
child who speaks "neither Spanish nor English but a mixture of the two—a kind of
linguistic hybrid. He doesn't speak English correctly and he doesn't speak Spanish
correctly" (1966a, p. 10). Such perspectives are embodied in a set of program
recommendations emphasizing "the reading, writing, and speaking of good Spanish,
since Mexican-American children are so often illiterate in it" (1966a, p. 18). The same
language appeared in an article in Arizona Teacher later that year (Urquides, 1966, p. 9).
Finally, The Invisible Minority's description of successful bilingual programs from
around the Southwest provides a window onto how different regional dialects of Spanish
were regarded. The description of programs in Albuquerque, New Mexico is prefaced
with the distinction between "Hispanos" (New Mexicans who trace their heritage to
Spain rather than to Mexico) and Mexican Americans: "Hispanos realize that their
children are not true bilinguals in most instances, that they speak flawed Spanish"
(1966a, p. 19).
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Aware of these competing language ideologies, and mindful of the deficit
approach to Spanish literacy instruction observed in pilot studies at a second Tucson-area
DL program, I asked Profesores Guerrero and Oyama about the issue of language
standardization and prescriptivism. I was particularly interested in how the question of
dialect had been handled in the context of Spanish for Spanish native speaker classes at
Pueblo High and in teacher training programs at the university level. In their teaching,
had they felt it necessary to address the issue of Spanish as spoken by native speakers
from Tucson and other parts of Arizona? Guerrero described the philosophy developed
at Pueblo and extended with future teachers:

Si, y lo reconocimos de esa manera. Siempre quisimos
tratar con dignidad al de habla hispana de aqui de los
Estados Unidos, reconociendo que el espahol que el habla
es tan digno que cualquier otro espahol. Tambien,
reconocimos la habilidad bilingiie en la gente de aqui, de
Estados Unidos. La meta miestra fue esta: reconocemos el
espahol que se habla aqui en Tucson, que se habla en
Bisbee, que se habla en Phoenix es tan digno como
cualquier otro espahol.

Guerrero added a theme that is evident throughout The Invisible Minority, that the
bilingualism of Mexican Americans in the Southwest is a gift, a unique resource not to be
wasted. He noted how difficult it was for others to acquire this ''habilidad muy especial"

Hubo poetas, como por ejemplo, Jerez que trato de escribir
de una manera bilingiie y le salio artificial. Era mexicano,
tenia dominio el del espahol y despues tambien aprendid el
ingles pero el nunca fue bilingiie como son nuestros
estudiantes bilingUes.^

221

Guerrero observed that the biHngualism of Mexican Americans was undervalued.
Echoing a sentiment expressed in The Invisible Minority, he referred to Enghsh
monolinguals who, upon hearing his students speak English with a Mexican accent would
say, "These people don't speak good English' {como dicen ellos) [as they say] and I'll bet
they don't speak good Spanish either." He added

Nos critican este bilingiiismo.... las metas que tenemos
para nuestros estudiantes, tanto para los estudiantes como
para los profesores, es que tengamos conocimientos y
dominio del espanol universal, no el espahol mas
correcto}^

Hank Oyama, himself the product of a Tucson barrio and English-only schooling at La
Escuela, attributed the prevalence of non-standard Spanish dialects spoken by many
Mexican Americans in Tucson to lack of access to Spanish language schooling;
Quisiera mencionar algo del habla de nuestra gente que
nacid aqui en Tucson y hablo espahol quizd primero pero
tuvo que aprender ingles y no estudid espahol formalmente
en la escuela. Y cometemos y cometiamos nuestros errores
como 'nadien' en lugar de 'nadie', 'virdio' en lugar de
'vidrio'vdyamos' en lugar de 'vayamos

Oyama added that he and other teachers became aware of these dialect forms as "errors"
through the process of becoming teachers of Spanish. He pointed to Guerrero's
leadership as a language role model for teachers and students without previous formal
schooling in Spanish, and stressed that the emphasis in the Spanish for Native Speakers
classes was on modeling the "correct" form. According to Oyama, this approach was
more effective than explicit correction because it was culturally appropriate for Mexican
A.merican learners."
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Beto nunca dijo, "no se dice asi " Pero usaba la palabra y
la pronunciaba correctamente...Ese mismo respeto...
tambien les dio a los estudiantes im respeto que ellos
mismos tambien mostraban hacia Beto. Y ese respeto que
es parte de la cultura, es parte de la gente... .Beta sabia
como tratar a los estudiantes y no avergonzarlos porque
cometen estos errores que son tan comunes entre los de
habla hispana nacidos aquL"

Under a unique arrangement in which he taught the fourth-year Spanish for
Native Speakers class at Pueblo while also training bilingual teachers at the University of
Arizona, Guerrero served as a bridge, for many students, between the worlds of high
school and university. For both groups, he stressed the need for what he termed "espanol
universal," understood as one of many possible acceptable means of expression, rather
than as the sole correct dialect. He recalled working with students and teachers-intraining on the notion of register and appropriate domains for language use, which he
referred to as drculos.
[Espanol universal] no quiere decir que yo hablo el
espanol correcto, sino que el espanol que ustedes hablan,
por ejemplo, [tambien] es correcto. jSimon! Seguro que si
es correcto.
Como dicen los lingiiistas, cualquier
expresion que comunica una idea es propia y es correcta.
iDonde es correcta? Dentro de ciertos drculos. Entonces
siew.pre estamos hoblondo de drculos, de! joven que con
sus amigos usa ciertas expresiones y no usa las mismas
fiYnrfi'iinyiP'i
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Haves de la Rambla. " Dice, "Oye, Papa. ^Me permites
las Haves para el carro? Quiero llevar a mi novia al cine. "
Asi es que dentro de ciertas drcunstancias, dentro de
ciertos drculos, son expresiones muy propias y correctas
pero no se aceptan dentro de otros drculos.''^
In this view, the primary challenge for Mexican Americans studying Spanish without
benefit
of earlv
set of
- - • y schooling in that language was to develop
1 control of an exoanded
A
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registers. Guerrero described the role of the teacher as empowering students to meet this
challenge: "Nosotros quenamos que nuestros estudiantes tuvieran dominio del espanol
para que ellos eligieran los circulos, para que en cualquier circulo en que se
encontraban ellos, podian ellos dominar" [We wanted our students to know Spanish so
well that they could choose the domains, so that in any domain they found themselves,
they would be successful].
If the linguistic standards for native speakers in these classes were high, they were
set higher still for those who would become teachers. During the interview, Guerrero
asked rhetorically, "iComo veiamos nosotros a los profesores que estdbamos
capacitando? De ellos exijiamos mas " [How did we see the teachers we were training?
We expected even more out of them]. This is supported by virtually all of the La Escuela
teachers who studied under Guerrero in the University of Arizona's "Bilingual Block"
teacher training program, several of whom named him their "toughest" professor.
Students were reminded that their own level of bilingualism would be a critical factor in
the learning of their future students. To fulfill their responsibilities as Spanish teachers,
teachers in training were challenged to go beyond the levels of Spanish proficiency they
had developed, even beyond that of their professors. Guerrero summarized the charge
laid on these student teachers:

Deciamos "Miren, ustedes pueden contar con mucha razon
que son bilingiies, que es una cosa valioslsima y los
felicitamos. Pero si ustedes van a ser profesores, ustedes
tienen que tener dominio de un espanol mas universal
porque ustedes son el modelo y son ustedes los que van a
hacer que los estudiantes se superen.

At a time when the minority language proficiency of bilingual education
professors in the training program was not consistently high, Guerrero's classes sent a
clear message to students studying to become bilingual teachers: Spanish counts. One
teacher recalled the pressure to perfomi in Spanish as one of the most challenging aspects
of the Bilingual Block:

Spanish was my minor, so I was getting the instruction or
the formal language for Spanish, but reading out loud even,
you know it terrified me at first. Because I was reading to
these kids who were going to learn from me and I felt that
maybe I didn't know as much as I should.

Several teachers commented that Mexican American students faced higher language
standards than their Anglo and Mexican-bom classmates. One teacher said, "I thought
that we really had to prove ourselves. Prove ourselves in not how well we did our
assignments but how well we spoke the language, how well we performed in the
language." Another former student remembered that "expectations in Spanish language
classes were higher for Mexicans from this side," saying "We got cheated. We weren't
allowed to speak Spanish in school and then we get criticized by native speakers for
trying to speak Spanish! It's damned if I do and damned if I don't." These are sensitive,
even painful issues for some members of the faculty, and not all teachers were willing to
discuss them with me. Among the current group of teachers, which can be fairly
described the second generation of bilingual educators in Tucson, there is great respect
for their predecessors, and they are understandably reluctant to appear critical of them or
aspects of their work. Nevertheless, based on the above comments, it seems clear that
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these ideas are critical to an understanding of the ideologies surrounding minority
language education in Tucson—at the time of the Spanish for Native Speakers program
and still in DL schooling at La Escuela today.
It is challenging enough to understand language ideologies in the present, and
there is an element of speculation inherent in any attempt to reconstruct them from
accounts of events and processes which began over forty years ago. Ultimately, if they
are to be disentangled, it will likely be done best by someone with a truly emic
perspective—either as student or professor, or both. With these caveats in mind, I would
point to three possibilities which participants did not mention during our interviews.
First, as is discussed earlier in section 4.4.2, insistence on high levels of Spanish
proficiency and on the standard variety can be seen as a symbol of parity with the
majority language. Second, remembering Barker's finding that "inferior social status in
Tucson is associated with...the Southern Arizona dialect of Spanish...the language par
excellence of the barrios on the west side of town" (1975, p. 179), I would argue that
underlying concern for students' continued linguistic growth is an assumption that
proficiency in standard Spanish, "el espanol universal," is fundamental to the economic
and social advancement of Mexican Americans. Returning to the notion of pushing
bilingual students to become "mas bilingiies", Guerrero said, "felicitamos a nuestros
estudiantes por lo que ya saben pern no debemos niinca cometer el error y el crimen de
decir que con eso sobra, ^no? Siempre superarse, siempre tener mejor dominio que los
otros " [We congratulated our students for what they already know, but we should never
commit the mistake, the crime of saying that's enough, right? You've always got to

improve yourself, always know more than the rest]. In this interpretation, the true
"crimen" to be avoided by teachers is failure to share and amplify learners' access to the
language of power, and "superarse" refers to social as well as linguistic growth.
At the beginning of this section, I introduced this discussion of language
prescriptivism and standardization in the work of pioneering bilingual educators by
placing it within a broader discourse of compensatory approaches to the schooling of
language minorities and particularly Mexican American students. At a time when
Spanish-English bilingualism was seen by many, including educator and non-educator
participants at the 1966 Tucson Conference, as a form of "linguistic handicap," los
pioneros are distinguished for their consistent use of Spanish from a language-asresource perspective. Rather than compensatory programs aimed at remediating
perceived cultural and linguistic deficits of their students, these educators implemented
and helped to publicize programs which built on learners' knowledge of Spanish as a
resource for effective communication across an expanded set of domains and registers.
The pioneers, particularly Guerrero, emphasized the importance of standard Spanish, a
stance based on shared perceptions of the advantages it accrued to users rather than
disdain for local forms of talk.
4.4.7

Summing up the Legacy of the Tucson Pioneers
This discussion of the legacy of four of Tucson's pioneer bilingual educators is

necessarily incomplete. A full account of the contributions made by Cota, Guerrero,
Oyama, and Urquides would easily form the basis of a separate and much longer study,
for it would include their participation in shaping education policy at the national level
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(Croghan, 1997), and contributions to international exchanges between Mexico and the
U.S. in the areas of higher education and teacher training, as well as more thorough
description of connections between their work and the "heritage language" movement. In
the continued activism of Oyama and Guerrero as experts and moral authorities in
support of bilingual schooling, the weight of the legacy of los pioneros is also felt in the
current struggle to retain the right to bilingual education in Arizona."^ A full treatment
would also trace the growth of these educators, individually or collectively, in terms of
their perceptions of Spanish as a resource for advanced learning. It would, for example,
examine Urquides' transformation from the teacher who, following the practice of the
day, punished students for speaking Spanish, to the innovative leader who helped others
see the value of minority language as a vehicle for content learning. In this study I have
chosen a narrower focus in order to show the direct and indirect implications of their
work for dual language instruction as it has developed at La Escuela in the last five years
of the twentieth century, more than seventy years after Urquides first taught at La Escuela
and more than thirty years since publication of The Invisible Minority and initiation of the
first bilingual education programs in Tucson. Unlike those aspects of their work, these
connections are not immediately obvious: Cota and Urquides died before the DL
program was established at La Escuela, and Guerrero and Oyama admit that they are less
familiar with the program than they are with programs they developed, visited and
publicized years ago. By describing their involvement in the creation of Spanish for
Spanish-speakers courses, training of many of Tucson's leading bilingual educators,
promotion of Spanish as a linguistic resource for all students, and community as resource
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for minority language learning, the relevance of their work to DL schooling, particularly
the contributions of Rosita Cota, may become somewhat less "invisible." I have also
introduced an aspect of their collective legacy which is seldom discussed; that of
language standardization and prescriptivism. As further discussed in chapter 5, this
aspect of the legacy, along with the other, more positive aspects, continues to shape the
possibilities of DL schooling as organized at La Escuela.
4.5

Summary and Conclusions
My intent in this chapter has been to describe the case study community. By

examining the broader contexts of state, city, and school district which surround El
Barrio, I have tried to make explicit the structural, political and linguistic constraints and
conditions under which community members, many of them students, parents,
employees, and graduates of the case study school, study, live and work. I have also
attempted to show how El Barrio and La Escuela have grown together in times of neglect
and adversity-"growth through pain", as the poet William Aberg puts it—because it
seems to me that the historical and fiercely guarded identification of the neighborhood
with the school is the single most important characteristic of this case study, and a
tremendous resource to be drawn on by DL educators.
Another purpose of the chapter has been to document the nature and location of
Spanish language knowledge in El Barrio. Through observations of public and semipublic domains, home visits and interviews with community leaders, La Escuela families
and other residents, and close examination of census data, I concluded that this majorit}'
bilingual neighborhood still holds strong, though declining, Spanish language resources.
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These linguistic funds of knowledge are most vital in older adults and recent immigrants
from Mexico, and there is clear evidence of shift toward the majority language among the
children of El Barrio.
Another language-related resource investigated in this chapter is the school's
strong connection with pioneering bilingual educators. Through their work to promote
Spanish as resource for schooling and to educate bilingual teachers, administrators, and
other professionals, these members of the extended community helped transform
schooling for Mexican American children at La Escuela from the deficit approach
embodied in the District's "Americanization" program to bilingual programs integrating
Mexican Americans and language majority students. I have argued that their legacy is
fundamental to development of the school's current DL program, the focus of the
following chapter.
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NOTES TO CHAPTER FOUR
1. In Tucson and elsewhere, Jaramillo's (1995) term "quasi-border" has largely been
superseded by the terni ""borderlands," used by Anzaldua (1987), Gonzalez (in
press), and Velez-Ibanez (1993), among others. In addition to a dimension of
physical proximity to la linea or legal dividing line between two nations, in many
places a physical barrier constructed to prevent Mexican immigration into the
U.S., "borderlands" conveys a sense of regionally constituted identity. The term
speaks of members of a group that straddles both sides of the international border
yet remains distinct from counterparts on either side. See Johnson (1994) for a
discussion of how "border discourse" reflects a collective identity of residents of
the Arizona-Sonora borderlands vis-a-vis state- and federal-level interests.
2. The label "EChAr" is an albur, a play on the group's initials m English (English
for the Children, Arizona) and the Spanish verb "echar," to expel or kick out. The
term was coined by Conrado Gomez and first used publicly in a presentation at the
conference of the Arizona Association of Chicano Educators (AACHE) at the
University of Arizona in November 1998. Adopted quickly by local supporters of
bilingual education, this label is presumably unpopular with those who favor the
initiative.
3. Maria Mendoza was one of the original plaintiffs to the desegregation lawsuit
brought against the District in 1976. As described in chapter 5, the settlement plan
affects the La Escuela student population in ways adverse for the DL program.
Mendoza's participation in the EChAr campaign, although not inconsistent given
her opposition to proposals for bilingual curriculum at La Escuela and other
Westside schools twenty years ago, is one of the stranger twists in this story.
4. Carol Evans points out that claims for declining enrollments in Arizona's largest
bilingual teacher preparation program are somewhat misleading because the lower
numbers of program applicants correspond to a period in which enrollment
deadlines changed. In her view, it is difficult to separate the possible effccts of
new application dates and the proposed Unz initiative.
5. The parameters of El Barrio as I have defined them in this study are consistent with
U.S. Census Tract 3, Block Group 4. However, City and federal efforts (viz.. City
of Tucson, 1999; Bureau of the Census 1980) to describe El Barrio using census
data have sometimes included households in neighborhoods to the immediate
north and east. Census Tract 3, Block Group 5. Because these neighborhoods are
home to more Anglo and African Americans than El Barrio, and are historically
characterized by more English speakers than Spanish speakers, descriptions of El
Barrio which incorporate them are misleading, particularly for measures of
ethnicity and language use. For example, De Alva's (1997) analysis of the
neighborhood reports that the average age of El Barrio residents is younger than
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the average for 1 ucson--an observation that is challenged by residents—appears to
be based on inclusion of parts of Census Tract 3, Block Group 5.
6. In a study prepared as part of the District's defense in the Mendoza v. Fisher
discrimination suit, Bockman (1978, p. 265) cites an 1897 report calling on firstgrade teachers "to acquire a small vocabulary of Spanish words which are most
used and make a wise use of them in their pupils to talk and read English. There is
no doubt that a conversational knowledge of Spanish would prove of great value to
all primary teachers" {Report of the Principal for the Year 1886-1897. Course of
study and rules and regulations of the public schools of the City of Tucson).
1. Subsection B of the Arizona Revised Statutes, § 202A was amended in 1973 to
permit "special programs of bilingual instruction" up to the eighth grade. Prior to
1973, the statute permitted such programs in the first three grades only (Bockman,
1978, p. 265).
8. Bockman (1978, pp. 280-281) notes that the District's 1-C classes used Rodee's
Teaching Beginners to Speak English until 1956, when the District-published text,
Materials and Techniques for Teaching and Learning English, was adopted.
9. C.E. Rose was Superintendent of Tucson Schools from 1919 to 1940. Between the
years 1919 and 1931, his annual Report of the Superintendent typically included a
section on the progress of students in the Americanization program.
10. Combs (1995) notes that English-speaking children of Mexican heritage were
likewise placed in 1 -C programs in at least two other communities along the
Arizona-Sonora border.
11. The Superintendent's Reports for the school years 1925-26 (Fall 1925, Spring
1926) and 1929-30 (Fall 1929 and Spring 1930) do not give data on student
enrollment, promotion, or retention. Percentages here are based on raw data
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between 1921 and 1931. No promotion or retention data is given for any grade
levels for the years 1925-26 and 1929-30. The Superintendent's Report for the
1924-1925 school year gives promotion and retention figures for all grade levels,
but the figures for level 1-C in the second term of that year (Spring 1925) are
illegible and therefore excluded from these averages.
12. "We all got punished for speaking Spanish. I had that experience. They'd scold
us, send us out in the hall. The times we had the most problems was when we
were playing and someone would say, 'Throw me the ball!,' or something like
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that. Well, that's when you wouldn't be thinking, 'I'd better not use any
Spanish.'"
13. "He wanted teachers who had knowledge of different cultures, who were better
prepared than most. In English you'd say, 'He handpicked these experts.' They
included Maria Urquides, Hank Oyama, Florence Reynolds, Faith Brickhardt, and
many others. They were teachers who, because of their experiences, had special
knowledge that enabled them to better serve the students."
14. "the result wasn't just that the students were motivated to improve their knowledge
of Spanish and that they learned more about their own culture...there were also
very positive consequences in the other courses. Where some of those students
had done poorly on tests and thought they might be mentally deficient, now they
realized that there was something they were really good at. They were reading the
same works of literature that university students were reading in advanced classes,
in the graduate classes."
15. "When we first started talking about starting this program of Spanish classes for
native speakers, some of the kids' parents wanted to know why. And if it was to
separate the Spanish-speaking students, they preferred that their kids, if they were
going to learn, it should be in English. They didn't want any programs that would
discriminate against their children by separating them from the rest of the group.
There were also parents and staff who asked if we were trying to establish another
Mexico, an island of Mexicans here in the United States. To address those
concerns, we began the program called the 'Spanish Honors Program.'"
16. "The teacher presented one concept in English and then at the same time, without
waiting until the afternoon, she'd reinforce it in Spanish. Or she'd present a
concept in Spanish and then review it in English. In her class, the students were
about 50 percent Mexican kids who were learning English and Anglos learning
Spanish."
17. "Rosita Cota used to remind us that there was always going to be a lot of
resistance against bilingual progi arns. And that if we were going to be successful,
it would only be when bilingual programs included the whole community. To be
successful, we would need the Anglos, the English speakers, to see the importance
of this for their own children. And at La Escuela, that's what has happened. A
program has been allowed to develop because the Anglos have come to realize that
there are advantages to knowing two languages. It's something that is good for
everybody and that shouldn't be limited just to Spanish speakers. So from the
beginning, Rosita always emphasized the importance of including everybody.
Otherwise, she said, 'They won't let us do it.'"
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18. At the time of the publication of The Invisible Minority, Charles Olstad was a
professor at the University of Arizona. His comments were taken from his report
to the second annual conference of the Southwest Council of Foreign Language
Teachers, held in EI Paso, Texas on November 13, 1965. The "El Paso
Conference" is cited several times in The Invisible Minority, and was influential in
building support for the Bilingual Education Act of 1968.
19. "Yes, and we addressed it this way. We always wanted to treat with dignity the
students who spoke local varieties of Spanish, to recognize that the Spanish that
they spoke was just as dignified as any other variety of Spanish. We also
recognized the fluent bilingualism of local people, the ones bom in the United
States. Our goal was this: to recognize that the Spanish spoken here in Tucson, in
Bisbee, in Phoenix is just as dignified as any other Spanish."
20. "There were poets, for example, Jerez, who tried to write bilingually, but it
sounded artificial. He was Mexican. He knew Spanish and later he also learned
English but he was never as bilingual like our bilingual students."
N.B. In this quote, Guerrero refers to the work of the Mexican poet Marco
Antonio Jerez. See Ldgrimas chicanas: Haikiis trdgicos (Allen & Jerez, 1982) for
an example of Spanish-English poetry that, in Guerrero's view, lacks the
authenticity of the speech of bilinguals living on the U.S. side of the Mexican
border.
21. "They criticize us for this bilingualism.... The goals that we had for our students,
as well as for the teachers, was that they should know and master standard
Spanish, not the most correct Spanish."
22. "1 would like to say something about our people bom here in Tucson, those who
might speak Spanish as a first language but never studied it formally in school.
We made and we still make errors like 'nadien' instead of'nadie' (nobody),
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pronounced it correctly... That same kind of respect.. .he showed the students the
same kind of respect that they showed for him. That respect is part of the culture,
part of the people.... Beto knew how to treat the students without shaming them
for making those mistakes that are so common among Spanish speakers bom
here."
24. "[Universal Spanish] doesn't mean that the Spanish that I speak is the only correct
way to speak, it means that the way that you [the students] speak Spanish is also
correct. Of course it is! Like the linguists say, any expression that communicates
an idea is proper and correct. Where is it correct? In certain domains. That's why
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we were always talking about domains, about the young person who uses certain
expressions with his friends but not with his father. He doesn't say, 'lend me the
keys.' He says, 'Hey, Dad. May I borrow the car keys? I want to take my
girlfriend to the movies.' So in certain contexts, certain domains, these are very
appropriate expressions but they aren't accepted in other domains."
25. "We used to say, 'Look, you can be proud that you are bilingual. It's a valuable
skill and we congratulate you for it. But if you are going to be teachers, you must
have a mastery of standard Spanish because you are going to be the model and you
are the ones who are responsible for helping students improve themselves.'"
26. The moral weight of Urquides' memory is keenly felt in Tucson, where supporters
of the anti-bilingual education initiative simultaneously discount the importance of
the District's 1-C program as belonging to a "mythological past" while suggesting
that Urquides would have opposed bilingual programs as they currently exist. At a
recent public debate, Maria Mendoza attempted to appropriate Urquides' legacy,
prefacing remarks in support of the EChAr initiative with the words "this she
[Urquides] said to me before she died" (January 31, 2000, Pima Community
College).
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CHAPTER FIVE
LA ESCUELA
5.0

Introduction
In the previous chapter, I described El Barrio and the extended community of

Tucson as contexts for dual language schooling. In tracing the history of El Barrio, I
found that the neighborhood's collective identity is closely tied to La Escuela, a
relationship further strengthened by residents' organized resistance to attempts to close
the school in the 1970s. In considering the effects of mandatory English-only schooling
on the vitality of Spanish in Tucson and El Barrio, I examined conditions of schooling
and promotion rates at La Escuela before it became a magnet school. The purpose of this
chapter is to describe the present conditions and organization of DL schooling at La
Escuela, including patterns of language use in school domains as potential sites for use of
Spanish language resources from beyond the school.
I begin with changes brought about by a federal desegregation order and the
school's rebirth as a bilingual magnet school in 1981. Throughout, 1 focus on the
particular role of the community, particularly members of El Barrio. In section 5.2,1
focus on the transition from a bilingual maintenance program to the DL model currently
in place. Section 5.3 presents the goals and curriculum components of the DL program,
with comparisons to the DL program models outlined in chapter 2. In section 5.4,1
profile the faculty and staff, drawing a contrast with faculty cohorts before the school
became a bilingual magnet school. A national survey of DL teachers compiled by
researchers from the Center for Applied Linguistics (Howard & Loeb, 1998, 2000) is also

used as a point of comparison to show how the faculty at La Escuela is similar to and
different from other DL teachers. Section 5.5 is a description of the students and families
at the school; I examine the language of home-school written communication, classroom
participation by parents, the role of the community representative position, and the Parent
Teacher Organization as sites for parent involvement in DL schooling. I am concerned
throughout with possible differences in the nature of participation by families from El
Barrio and the extended community. In section 5.6 I examine patterns of child and adult
language use at La Escuela in academic (classrooms, Spanish reading groups, and music
classes) and non-academic (the playground and the school's popular after-school
program) domains within the school as current and potential sites for minority language
use. The chapter concludes with a summary of major findings.
5.1

Becoming a Bilingual Magnet School
Located at the southern edge of El Barrio, La Escuela is the oldest elementary

school in Tucson (founded in 1901). The school was named for a Pennsylvania-bom
Anglo American businessman and banker who donated the land for a school and sat on
the school board which voted to name the school after him! One of three district schools
approved and built at the same time, La Escuela was originally built with five rooms,
with additions in 1908 (six classrooms), 1927 (four classrooms); and 1936 (two
classrooms). In 1954 two classrooms were converted into the cafeteria and auditorium
(Cooper & Fahr, n.d.). Other classrooms were remodeled in 1980 to create the school
library. In an architectural study, McLaughlin (1992) contrasts the simple design and
appearance of La Escuela with the more ornate styles of two District schools built in the
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same year. Comparing La Escuela to "a working class boarding house... dealt from the
bottom of the aesthetic deck" (1992, p. 8), McLaughlin suggests that the marked
difference in architectural treatment was due to the lower social position of the students
and families of El Barrio. In chapter 4 I described the conditions of schooling at La
Escuela before it became a magnet school, finding evidence of great neighborhood pride
in the school despite conditions hardly favorable to academic achievement or the
development of lasting bilingualism by language minority children. Although many
students did go on to become successful at subsequent levels of schooling, most
apparently did so without the benefit of the close links between school and home now
widely regarded as fundamental to the education of linguistic minority children. Former
students recall that their parents rarely entered or even came to the school, a pattern
which may have been due to the predominance of monolingual English-speaking Anglo
teachers. Whatever the nature of family contributions to their children's education, these
must have been largely confined to the home and other domains outside the school during
much of the school's first eight decades.
In this section, I examine the process by which La Escuela became the District's
bilingual magnet school in 1981, following some eighty years of English-only schooling.
Throughout, I pose the question of the involvement of Barrio families in creating the
bilingual program at La Escuela. As described in chapter 4, City plans for El Barrio in
the early 1970s favored industrial development incompatible with residential and school
use, but residents collaborated with Mexican American political leaders and educators to
successfully oppose these plans. Following a federal desegregation order in 1978, the
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District again announced plans to close the school but parents and other residents of El
Barrio strongly opposed the move (F. Franklin, personal communication, April 29, 1999;
O'Brien, May 28, 1980). Parents organized a one-day boycott of classes and a march, led
by Barrio families and high school students, to the District offices several miles away
(Donovan, 1980). Scott Martinez describes the mood in El Barrio at the time;

[People] just felt that it was unfair that, even though we
had not that many kids, that it was unfair for them to shut
our school down and have to send them off to the east side.
They told us they were going to bus them to another school
on the east side.

As a result of public support for the school, the district instead renovated the building,
which reopened in 1981 as a Bilingual Learning Center. Since then. La Escuela has
operated as the District's bilingual magnet school, continuing to serve families of El
Barrio while attracting magnet students from other parts of Tucson as part of the district's
desegregation plan.
5.1.1

The Federal Desegregation Order
In chapter 2,1 discussed how local language planning efforts at dual language

schooling may be impacted by top-down policy. One early example comes from the
conflict between efforts by Dade County schools to hire (black) Cuban teachers in the
mid-1960's for their linguistic and cultural knowledge and the federal government's
rejection of this plan on the grounds of integration of teacher populations by ethnic
(rather than linguistic) group (Mackey & Beebe, 1977). In this section, I describe
conditions in Tucson that led to creation of a similar mismatch between the linguistic

239

concerns of the DL program as a local language planning effort and the federal concern
for school desegregation- The situation is important both as historical background for the
creation of bilingual and dual language programs at La Escuela, and as a constraint on
student population that remains in place two decades after the Court approved settlement.
Following several years of investigation of alleged discriminatory practices in
District schools by the Department of Health, Education, and Welfare (HEW)
(MacDonald, 1976b), two private lawsuits were brought against the District in 1974.
One, brought by Hispanic parents, accused the District of concentrating Mexican
American students in inadequate schools. This lawsuit also cited the District's failure to
provide Spanish language notices of school activities to Spanish-speaking parents. A
separate suit was filed by African American parents in the same year (MacDonald,
1976a), in which parents accused the District of failing to desegregate schools and of
maintaining a separate and unequal education system for African American students.
These suits were contested by the District on the basis of voluntary desegregation in 1951
(McDonald, 1976b), three years before the Brown v. Board of Education decision by the
U.S. Supreme Court. The suits were consolidated into a single action. No. CIV-74-90TUC-WCF, or Fisher-Mendoza as it more commonly known, after the names of two of
the plaintiffs. The case was heard by Judge William C. Frey of the United States District
Court for the District of Arizona, without a jury. In June 1978, after more than a year of
deliberation, Frey released "Findings of fact and conclusions of law" which recognized
that African American, Indian, and Hispanic students in the District had been
concentrated into certain schools before and after 1951. The Judge found that the District
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had identified students as "Mexican" or "American" as early as 1890 (Paragraph 10), that
officials were aware of the concentration of these students in schools in the western and
southern sectors of the District, and that certain schools (including La Escuela) had long
been regarded by the District as "Mexican" schools. The Judge also noted HEW's 1973
finding that the District employed "a disproportionately small number of MexicanAmerican teachers and administrators" (Paragraph 14). However, in recognizing
evidence of discriminatory acts and policy "over the past fifty years" (Paragraph 35), the
Court noted that most of these practices, including the "'no Spanish rule' of some
principals forbidding Spanish to be spoken on school grounds", had been discontinued
for several decades. The Judge's opinion noted that "the issues in this case are not only
whether discriminatory acts occurred, but whether they are probative of existing
discriminator)' intent and whether there are any existing effects of past discrimination..."
(Paragraph 35). With reference to the first condition, the Court named school
reconstruction and classroom additions at predominantly Mexican American schools,
including La Escuela, as specific instances of practices by which the District knowingly
encouraged further ethnic concentration (Paragraph 41). With reference to the second
condition, however. Judge Prey found that "the segregative effects of these decisions
appear to have become so attenuated during the past 28 to 30 years as to have little
present probative value..." (Paragraph 41). Instead, the recognized historic pattern of
heavily Mexican American populations at La Escuela and other Westside schools was
attributed to residential patterns beyond the District's control. Summarizing this
argument, the Judge wrote (Paragraph 30, Footnote 1):
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If people, such as the Mexican-Americans and Anglos in
this case, insist on living in concentrated areas, as they have
every right to do, and if schools, particularly elementary
schools, are conveniently located, as they should be, there
may well be imbalanced schools, but provided there is no
State action or artificial means used to create or maintain
such imbalance, this does not constitute unconstitutional or
de jure segregation.

While absolving the District of legal responsibility for past actions, the Court declined to
prescribe specific remedies to correct the present racial imbalances noted in the "Findings
of Fact". Instead, the District was ordered to develop a plan for consideration by the
Court.
5.1.2

La Escuela and the Desegregation Plan
As noted earlier in this chapter, the District had proposed closing La Escuela and

other schools as a means of addressing desegregation needs even before the lawsuit was
filed. Following the Court Order, however, closure of schools, building new schools, and
adding new classrooms to existing schools were subject to approval of the plan by the
Court. On August 31,1978, the Court released a Stipulation of Settlement (CIV-74-204TUC-WCF) in which lawyers for the plaintiffs agreed to drop pending motions for
reconsideration of the June 5 "Findings of Fact and Conclusions of Law" and to file with
the defendants (the District) a separate joint motion to settle the suit without further Court
intervention. With regard to La Escuela, the Stipulation of Settlement stated that the
District would immediately begin a "process for parent participation to examine the
fiiture student assignment patterns at La Escuela and two other Westside elementary
schools. "The public process shall consider whether these schools should be closed,
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consolidated or continued" (Paragraph 5). This process was also to include parent
recommendations to the District on "educational specifications" at continued or new
schools in the inner-city area.
5.1.3

The Sub-committee on Mid-City Schools
In response to the Stipulation of Settlement the District created several

committees to make proposals for consideration by the Court and (eventually) by the
Citizens Panel created to oversee the District's desegregation efforts. The largest of
these, the Committee on District Facilities Utilization, consisted of some sixty members
(C. Gomez, interview, September 23, 1999); the function of the Committee was to hear
reports and coordinate the progress of various subcommittees. Of these, the
Subcommittee of Mid-City Schools was formed to conduct the process of parent
participation, mandated in Paragraph 5 of the Stipulation of Settlement, regarding the
future of La Escuela and two other schools. Conrado Gomez, then employed as a
Learning Disabilities Teacher at a westside school not involved in this phase of the
desegregation plan, was asked to serve as Process Facilitator. In this capacity he sat on
the larger Committee and the Subcommittee on Mid-City Schools, chaired by Richard
Martinez. Gomez also served as translator and interpreter for Spanish-speaking parents
and liaison between the Subcommittee, the Educational Advisory Council, the parents,
and the community (Martinez, 1980, p. 2), in addition to contributing as a member of the
Educational Advisory Council. According to Gomez, the Mid-City Schools
subcommittee, assisted by educational consultant Ben Graves of Texas, followed a threestep process: (1) needs assessment at the three schools, (2) goals identification, and (3)

plans option component. Uomez remembers parents telling the Subcommittee
throughout the process, "No! We don't want the plan to close three schools and build a
new one. We want all three schools to stay open." Gomez characterized parents as
distrustful of the District's plans and very aware of earlier school closings and the busing
of westside children to eastside schools in initial phases of the settlement (Interview,
September 28, 1999). One parent reacted to a similar proposal by asking, "Why not bus
Anglo students from eastside schools to our schools?" (Martinez, 1980, p. 65).
During Step 1, Needs Assessment, the Subcommittee compiled a list of
recommendations in which Barrio parents stressed their concern for children's
development of Spanish and English. One of the goals identified by parents was for
instruction "in both languages so they (students) can become bilingual and thus won't
lose their native tongue" (Martinez, 1980, p. 37). Parents also asked that there be "total
staff commitment to bilingual education (Martinez, 1980, p. 36). Step 2 of the process
involved identifying and selecting alternatives for buildings and programs. The
Educational Advisory Committee presented parents with five plans: Early Childhood,
Intermediate Program—middle school. Bilingual Program, Comprehensive Basic Skills,
and a Non-Graded Program. A sixth program—Writing Road to Reading (based on the
Spaulding English phonics program)—was proposed by plaintiff Maria Mendoza (Powers,
1980). Of five building alternatives presented, four involved closing at least one of the
schools. These were rejected, as parents participating in the open forum voted
overwhelmingly to keep all three schools open. Once the decision was made to
recommend that all three schools remain open, parents considered six alternative plans
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encompassing each of the three schools. In addition to the grade levels offered, the plans
differed slightly in terms of where children were to study junior high, and in proposed
curriculum focus. In the case of La Escuela, the alternatives included (1) prekindergarten to 3rd grade; (2) 3rd and 4th grade only; (3) kindergarten through 6th grade,
bilingual; and (4) pre-school through 6th, bilingual. The fourth alternative, which
assigned the neighboring school just south of La Escuela the intermediate learning center
focus (grades 4-6) and the other school the status of early childhood learning center (prekindergarten through third grade), was chosen by the parents and community members
who voted in two separate elections in November and December 1979.
Following this vote, the Educational Advisory Council developed separate plans
for the three schools. In the Introductory Statement, the Council outlined a plan that was
accepted quickly by parents (C. Gomez, interview, September 28, 1999) and eventually
by the District, and Judge Mary Anne Richey, successor to Judge Frey. Calling the
proposed program for La Escuela "a total bilingual program", the Council wrote

The languages being used for instruction are Spanish and
English. The program is multicultural in that it deals with
lliUiC lUdll UllC LUllUiC 111 C&UUillOli lO LiiC UUiillliailt WUilUlC KJL
our society. It is bicultural in that for any one given
iiiinority student w'c arc utilizing two cultures as rncans and
content of instruction—his own culture and moving toward
the dominant one of the society.... The basic educational
strength being utilized is the student's existing home
language. The basic educational need being addressed is
the Mexican American child's need to achieve in school. A
secondary need is the opportunity for non-Spanish speaking
students to learn Spanish as a second language.
Development and maintenance of two languages and two
cultures is a goal, as opposed to utilizing the "other than
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tnglish" language and home culture solely to move toward
English and the dominant culture.
(Martinez, 1980, p. 95)

Building on an earlier definition of bilingual education developed by the Tucson Chapter
of the Arizona Association of Mexican American Educators, the Council defined
bilingual/bicultural education as

a process whereby the first and dominant language
(English) are taught as languages; educational content is
learned through the two languages; cognitive skills are
learned through the two languages; self-concept is
enhanced by use of the students' base of strengths to move
to learning needs; and with culture, as content and process,
permeating and facilitating the above areas.
(Martinez, 1980, p. 95)

Other key provisions of the plan included bilingual staff at all positions with bilingual
education training for teachers, creation of a position for a fiilltime community
representative, an in-service program of teacher training to include linguistics, culture,
and "instructional modes appropriate for bilingual education, evaluation, materials use
and construction" (Martinez, 1980, p. 97), as well as facilities for parent involvement and
education.
According to Conrado Gomez, parents at La Escuela "never doubted the plan." It
is important to examine the nature of this support. In addition to the bilingual curriculum
focus, the Educational Advisory Committee's plan contained many proposals for
structural and academic improvements to the school unrelated to language of instruction.
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How important was the bilingual program in the eyes of Hi Barrio parents? Community
sentiment in support of bilingual schooling is evident in a list of parent recommendations
on "needs, goals, education, and facilities", compiled by the Subcommittee on Mid-City
Schools (Martinez, 1980). Among numerous references to language and culture, some
comments refer to both languages ("all children should be taught in Spanish and
English"; [students need] "more homework in English and Spanish." Reflecting the
linguistic diversity of the families in the three neighborhoods, parents also referred to
specific needs in one language or the other. In the section on "individual needs", a parent
noted that "teachers should spend more time with students who don't know how to read
or spell English." Other parents called for Spanish language instruction so that children
would become "able to express themselves in their native tongue" and "in both languages
so they can become bilingual and thus won't lose their native tongue" (Martinez, 1980).
Although I found no evidence that barrio parents initiated the call for bilingual schooling
at La Escuela, the above comments suggest that parents strongly favored such a plan once
it had been introduced.
From the perspective of El Barrio parents, another powerful attraction of the
proposed bilingual plan was that converting La Escuela into the bilingual magnet school
for the entire district would leave all grades (K-6) intact. Rather than sending their
children to school in other parts of town, El Barrio would import school children from
elsewhere. A high school student who was among the group that marched from La
Escuela to District offices to protest the closure talked about the logic of this:
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I he reason they did that was to attract more students to
come there.... They wanted to get more students to come
to the school so they figured, well.... They wanted to make
it attractive so that people would say this is a bilingual
school [and] I want my daughter learning two languages or
be able to speak two languages....

Recalling the struggle in which residents fought to protect Nuestro Parque and even their
own homes from development plans, it appears that the recommendations of the
Committee were readily accepted because they fit well with longstanding neighborhood
demands to keep the school open. In this sense, plans for a bilingual curriculum at La
Escuela drew support from ongoing efforts by El Barrio residents to preserve the integrity
of their neighborhood against further encroachment of urban renewal.
In December 1979, following two months of discussion in frequent meetings,
hearings, and public forums, neighborhood parents approved the plan developed with the
Educational Advisory Committee. The Committee's report contained a bilingual
dedication to barrio parents, the Spanish version of which follows:

Este reporte va dedicado a los padres de las esciielas ...
cuyo apoyo de los cambios recomendados representa no
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Despite the celebratory tone of the report, in May 1980 the District made a last-minute
announcement that it was again considering closing the school. The School Board cited
the age of the building and possible structural damage. There was also concern that
Judge Richey would reject the plan. In addition to guarantees that the minority student
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population would be limited, the Judge had requested "that the plan be modified to ensure
racial variety in the staff at [La Escuela]" (O'Brien, May 28, 1980, p. 5-A). Barrio
parents were reportedly furious with what they viewed as the District's disrespect for the
agreement they had reached. At a meeting in one of the schools facing possible closure,
one parent told a reporter, "We don't want the schools closed. Haven't they heard us?
They know it. We've told them in ail the meetings." At the same meeting, Richard
Martinez, chair of the Subcommittee on Mid-City Schools, sided with parents, saying, "It
looks to me like they're just looking for excuses to close these three schools" (O'Brien,
May 28, 1980, p. 5-A).
The parents' persistence paid off. With La Escuela and the other schools declared
structurally sound by District engineers and external architectural consultants, the District
submitted a revised plan (CIV-74-90-TUC-MAR) to the Court. In deference to the
Judge's request for "racial variety" in the faculty, the revised plan omitted reference to
"bicultural" staff. It also required the District to monitor ethnic composition at La
Escuela (with a ceiling at 75% minority students) separately from the other schools, and
to disallow the "transfer policy" which would have permitted Hispanic children from
outside the La Escuela attendance area to attend La Escuela (O'Brien, June 28, 1980, p.
IE). With these changes, the Court Order was officially approved on September 10,
1980, six years after the lawsuits were first filed.
5.1.4

Empezando de Nuevo
One provision of the Court Order was that La Escuela be designated a "new

school" for staffing purposes. Although the bilingual magnet program began officially in
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fall 1981, Conrado Gomez, named Principal in January 1981, began to hire classroom
teachers, specialists, and other staff based on their ability to plan and implement bilingual
curriculum. Despite the shortage of qualified and experienced bilingual teachers at the
time, Gomez had little difficulty in attracting excellent teachers from other bilingual
schools within the District. His familiarity with staff at Lawrence Elementary, a Title VII
school which had developed an exemplary bilingual program, made that school a likely
site for recruiting teachers for the new magnet program. Gomez characterized these
Lawrence teachers as "pioneers" and "zealous activists in bilingual education"
(Interview, September 28, 1999), much as Adalberto Guerrero characterized the Spanish
for Spanish speakers teachers "handpicked" at Pueblo High some twenty years earlier. In
part, the willingness of bilingual teachers from Lawrence and other schools to join a new
bilingual magnet school stemmed from the resentment and misunderstanding they had
experienced with non-bilingual staff. At La Escuela, teachers were excited about being
able to work together to create a better kind of bilingual education rather than defending
existing (transitional) programs from criticism by non-bilingual colleagues. Olivia, who
began as La Escuela kindergarten teacher the year the school reopened, recalled, "It was
scary but it was exciting. Conrado had done his principalship there at Lawrence and he
was looking for teachers. And... six of us came to [La Escuela] from Lawrence. We
interviewed and we worked that whole summer."
As a newly formed magnet school, La Escuela was also unique in terms of staff to
support the classroom teachers. The settlement provided for full-time instructional aides
for each classroom and these positions were filled by bilinguals who demonstrated an

ability to explain curriculum specitics to parents in the absence of the teacher (C. Uomez,
interview, September 28, 1999). The settlement also provided for certified specialists in
the areas of art, music, and physical education. The purpose of the specialists was
directly related to the academic mission of the school: "to release teachers for planning
and home visitations with parents so that instructional time will not be lost; to work with
teachers in direct instruction; and as a resource to teachers" (Martinez, 1980, p. 10).
According to Conrado Gomez, the "especialistas " were "critical" to the success of the
magnet program. Finally, the settlement also provided for creation of an Extended Day
program, to include instruction and supei-vision before and after school, as well as during
lunch. The purpose of the program, as noted in the settlement, was "to provide primarily
for the supervisory and extended instructional needs of the school attendance area, and
secondarily to attract students from outside this area" (1980: 10). In contrast to the
ambiguous wording of the settlement, which stated that "a large majority of the staff at
(La Escuela) shall be bilingual" (1980: 10), Gomez stressed that it was critical that the
specialists and extended day staff be flilly capable of speaking to children in Spanish.
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5.1.5

Summarizing the Effects of the Desegregation Settlement

You have to remember—and this is
something that a lot of people forget-these programs were designed to put
the neighborhood kids foremost.
The plans could be good for all kids,
but the educational needs of the
Barrio kids will be foremost.
Conrado Gomez,
Founding Principal, La Escuela

The effects of the desegregation lawsuit on La Escuela are apparent today, nearly
twenty years after the final settlement. Because of the Court Order, the human resources
and physical conditions of the school were manipulated to create a learning environment
designed to better serve children of El Barrio and to attract sufficient numbers of Anglo
students from the extended community. Among the most dramatic changes was the
ethnic composition of the faculty and students. With the fonner group quickly becoming
predominantly Mexican American and the latter suddenly including larger numbers of
Anglo students, students and teachers shared the same heritage background to a greater
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resource stance attributed in chapter 4 to Tucson's pioneering bilingual educators, also
helped radically alter the role of Spanish at school. Before the Court Order, Spanish was
the language of instruction for only a few Spanish-dominant students not yet ready to
learn content via the majority language. Following the Court Order, Spanish became a
language of content instruction for all students, regardless of their LI background.
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Finally, by insisting on the inclusion of barrio parents in the process of planning and
approving the educational program at La Escuela and creating mechanisms for their
involvement in bilingual schooling, the desegregation process allowed minorit>' language
parents a public voice in schooling that had rarely been seen at La Escuela.
Although these conditions have generally been favorable to increased vitality of
Spanish at the school, it is important to recognize that the Court's focus on ethnicity as
the basis for attendance by magnet students may undermine the school's stated goal of
acquisition of Spanish by all students. This is due, fundamentally, to the aims of the
Court Order and subsequent settlement in which academic achievement, not minority
language acquisition or preservation of the minority language, was the primary goal. It
also appears that the language planners on the Mid-City Schools subcommittee failed to
consider or flilly appreciate the extent of language shift taking place in El Barrio at the
time. Throughout the legal documents pertaining to the lawsuit and settlement, the
parties consistently equate Anglos and (other non-Mexican ethnic groups) with English
monolingualism and Mexican Americans with Spanish monolingualism. This "ethnicity
equals language" assumption was also embedded in the bilingual plan developed for La
Escuela, as evident in the following extract from definitions of bilingual education: "The
basic educational strength being utilized is the student's existing home language."
With individual exceptions, the first part of tlie assumption remains true enough.
Unfortunately for the prospects of fostering child bilingualism via schooling, the latter
assumption does not. In fact, given the pattern of child language shift in El Barrio and
greater Tucson described in chapter 4, the assumption that Mexican heritage is consonant

253

with Spanish proficiency was probably unfounded for many children from the beginning
of bilingual schooling at La Escuela. Conrado Gomez estimates that even in the first
years of the magnet program, there were "only five or six" Spanish dominant children per
classroom; today this number is typically three or four. It appears, then, that the decision
to undertake a full-scale maintenance bilingual program at the school was made at a time
when the linguistic preferences and abilities of many Mexican American children were
already shifting rapidly away from Spanish and towards the majority language. The task
of fostering additive bilingualism in this context could presumably be supported by
increasing the proportion of fluent child speakers of the minority language, as in the
"ideal" 50-50 ratio of language majority to minority language students (Lindholm, 1990;
Christian et al, 1997). However, because the Court Order and desegregation plan do not
recognize language dominance as a factor in establishing attendance, it is not possible to
achieve such a linguistic balance in the student population. In the next section, I examine
an alternative approach to foster additive bilingualism at La Escuela: the faculty decision
to adopt a dual language model.
5.2

From Maintenance Bilingual Program to Dual Language Program
When La Escuela became the District's bilingual magnet school in 1981, a

maintenance bilingual education program was implemented in which teachers were
expected to use Spanish as a vehicle for instruction 50% of the time and English 50% of
the time (Martinez, 1980). In keeping with the school's new status and to accommodate
the LI and L2 learning needs of all students, the new program at La Escuela "featured
four linguistic components for student instruction: Spanish for Spanish Speakers (SSS),
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Spanish as a Second Language (SSL), English for English Speakers (EES), and English
as a Second Language (ESL)" (Murphy, 1999, p. 2). It was clearly an exciting time at
the schooL One teacher recalled what it was like to work in the early days of La Escuela
as a magnet school.

We had a lot of kids whose parents worked at [the District
central office]. We had administrator's children. We had
university professors' children, we had a lot of big
names....But it was like a fishbowl. I mean it was not
unusual to have TV cameras in any given room on any
given day of any given week. There was a lot of coverage.

Despite the pressure (and perhaps because of the media attention), the school was quickly
recognized for excellent and innovative bilingual instruction, winning numerous awards,
including the Golden Bell Award (1983), the (Arizona) State's A+ Top Ten School
Award (1984), the Reader's Digest Parent-School Partnership Award (1987) and the A+
Award from Instructor Magazine (Saavedra, 1995, p. 34-35).
5.2.1

Concern for Minority Language Development
Despite these successes, by the mid-1980s some teachers began to question the
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bilingual. Educators noticed a pattern in which students who entered the prograin
dominant in Spanish exited in fifth grade bilingual and biliterate. In contrast, those who
entered the program dominant in English seemed to make little progress toward
becoming productive bilinguals. Teachers from this period recall that even students who
could understand Spanish quite well did not speak in the language in school. One teacher
wrote, "Even if a child's family used nothing but Spanish in the home, the majority of
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children at school spoke English" (Murphy, 1999, p. 4). Recalling her first year teaching
at La Escuela in the mid-1980s, the current curriculum specialist said, "When I was a
fifth-grade teacher I was very frustrated and conftised by the fact that English-dominant
students who had been at La Escuela since kindergarten could barely produce color
words in Spanish. They were not at all biliterate, not really bilingual either." A study
conducted at the school during this period attributed the pattern to students' fear of taking
risks in their second language (Brittain, 1988). One teacher attributed the pattern to
resistance on the part of students and lack of program motivation to use Spanish, saying
"... les estabamos dando una opcion a los ninos. O sea, que nos hablaran ingles....
Antes se resistian a la idea " (de hablar espanol). [... we were giving the kids a choice. I
mean, letting them speak to us in English. Before they resisted the idea (of speaking
Spanish)].
This characterization of students in the maintenance program as receptive
biUnguals generally weaker in Spanish oral productive fluency is consistent whh
Brittain's (1988) study of the Spanish proficiency of 27 "fiilly English proficient" fifth
graders at La Escuela. Students with five or six years of schooling under the maintenance
bilingual model were assessed for Spanish proficiency using the Student Oral Language
Matrix (SOLOM), an observation-based rubric rating scale in which teachers assign
scores of one (little or no oral proficiency) to five (native-like proficiency) in each of five
categories of language use: comprehension, fluency, vocabulary, pronunciation, and
grammar. The study found a high percentage of overall oral proficiency among these
learners of Spanish as a Second Language, with 16 students (59 percent) of the sample
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receiving an overall rating of 18 or higher, "indicating a high level of oral comprehension
in Spanish (Brittain, 1988, p. 66).^ Using SOLOM subscores of 4 and 5 as criterion for
"high" proficiency in each of the five categories, Brittain found that the students were
most proficient in comprehension and pronunciation and weaker in grammar and fluency.
Table 5.1 gives percentages for students rated as "highly proficient" in each subcategory.

Table 5.1
Spanish Oral Proficiency of Fifth Graders in a
Maintenance Bilingual Program (based on Brittain, 1988)
Comprehension
85.2%

Pronunciation
77.8%

Vocabulary
51.9%

Fluency
44.4%

Grammar
44.4%

Consistent with teachers' observations that students who entered the maintenance
program fluent in Spanish exited as the most successful bilinguals, it is worth noting that
while all student participants were deemed fully English proficient, the highest ratings in
Spanish oral proficiency were assigned to students who had entered school with some
knowledge of Spanish. However, using a scorc of 18 as minimum indicator of "high"
proficiency, Brittain found that scores were identical for the two groups (1988, p. 67), as
shown in Table 5.2.
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Table 5.2
Spanish Oral Proficiency Ratings for Students who Entered
La Escuela with and without Some Prior Knowledge of Spanish
(based on Brittain, 1988)
Prior Knowledge of Spanish
No Prior Knowledge of Spanish

66.7% scored "high" proficiency
(N=12/18 students)
66.7% scored "high" proficiency
(N=6/9 students)

Unfortunately, Brittain's study does not provide data that permits oral proficiency subscores to be broken down according to students' prior knowledge of Spanish.
Further evidence of the Spanish proficiency of students participating in Brittain's
study comes from a survey in which parents were asked "How well does your child speak
and understand Spanish?" Responses included "Very well" (31.5%); "Speaks little but
understands quite well" (42.1%); "Fair" (21%); "Not very well" (5.3%); and "Not at all"
(0 %) (Brittain, 1988, p. 85), suggesting that strong comprehension with a lesser degree
of oral fluency was the most common characteristic of the Spanish proficiency of
participating students.
Additional support for this finding comes from my own informal assessment of
the Spanish oral abilities of graduates (circa 1993) of the bilingual maintenance program
at La Escuela during a summer project in which they recorded oral histories about life in
El Barrio (Cortez, in press). Now high school students and recent graduates, these youths
downplayed their overall Spanish proficiency as weak. However, as unofficial consultant
to the project, I observed students successfully use Spanish in a variety of contexts.
Students made sense of written accounts of baseball games and other events in El Barrio

reported in Spanish language newspapers trom the 193Us-195Us, and appeared to have
little trouble identifying and extracting appropriate selections for inclusion in the book
created by the project. Students also interacted successflilly in Spanish and English with
at least one older and clearly Spanish-dominant interviewee. When two of the students
told me that they could not speak Spanish, I "tested" this self-assessment by speaking
with them only in Spanish over the course of several brief meetings and longer interview
training sessions. During conversations about family, school, summer plans, and our
musical interests, these students had little or no difficulty understanding my Spanish-only
discourse. Their responses, however, were almost entirely in English, a pattern which
both students reported using with grandparents and older relatives. A third graduate and
resident of El Barrio addressed me only in English over the seven weeks of the oral
history project. Since then, I have observed her speaking native-like Spanish on several
occasions in her job as a "bagger" at a local supermarket.
It is impossible, of course, to account for the possible effects of additional
Spanish language schooling (at the District's bilingual middle school, which these
students attended, or in Spanish language classes in high school) or other opportunities
for Spanish input/output outside school with families and friends. However, based on
converging evidence from teacher observations, parents' assessments of children's
Spanish proficiency and SOLOM scores reported in Brittain (1988), and observations of
the former students' language use during an oral history project, it seems fair to conclude
that students graduating fi-om La Escuela prior to the advent of the DL program in 1994
typically read Spanish better than they spoke it. In terms of oral proficiency, it appears
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that comprehension and pronunciation were stronger areas of language use for most
students. Finally, students who began La Escuela with some prior knowledge of Spanish
were more orally proficient in the minority language than their English-only peers upon
completion of the school's maintenance bilingual program.
5.2.2

Dual Language Schooling to Promote Spanish Acquisition
In 1992, teachers at La Escuela formed a study group as part of the District's

educational support program. Using an inquiry based approach, the (then) curriculum
specialist encouraged teachers to identify and consider topics of relevance to learners and
teachers at La Escuela. Questions included "What content, practice, and assessment was
best for students, especially minority bilingual students? Are we doing what is best for
developing students' learning in this community? What do we need to change in order to
best meet the needs of all students...?" (Saavedra, 1995, p. 353). Saavedra (1995)
describes the transformations which took place as participants considered their roles as
agents for social change. As the study group began to identify and study successful
bilingual education programs, including French immersion programs in Canada and
Spanish immersion and dual language programs in California, they grappled with the
question of how to help students develop greater levels of proficiency in Spanish.
Contrasting English-dominant parents' enthusiasm for bilingualism with children's
reluctance to learn Spanish, teachers asked "How do we get children to revalue/value
Spanish" and "How do you make a child believe it is a benefit to be bilingual?"
(Saavedra, 1995, p. 287). Interest in the dual language model was balanced with
recognition that the desegregation settlement prohibited the even distribution of majority
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and minority language speaking children that is a feature of most DL programs.
Members of the study group considered how to adapt the DL model to the needs of their
students. One participant wrote

We discussed the idea that if teachers, acting as language
models, used a much higher percentage of Spanish for
instruction than they had previously been using, perhaps
that would give our English-dominant students the extra
help they needed to balance out the limited amount of
Spanish they were hearing from their Spanish-dominant
classmates. This increased use of Spanish by adults might
also serve to increase the status of Spanish for the children.
(Murphy, 1999, p. 5)

In short, the study group proposed substituting language of instruction for child-language
interaction as the primary source of minority language input. With the support of
Principal Guadalupe Romero, this idea was presented to the entire faculty for
consideration during the 1993-94 school year. During the first three years the program
was referred to as "Spanish enrichment", and it was not until March of 1997~nearly five
years after the study group began to consider the DL model—that the faculty and
adrniniSiration agreed to formalize the program 35 cl PF'G^'uniu cic IFIFFICRSIGIT cn DGS
IdiOtVtuSy the duai laiigUoge iiTimcrsion progiaiTi. Givcii the irnportance of progrsm

naming for DL programs, both for symbolic weight and the possibilit)' of access to
federal funding, I wish to emphasize that the school's eventual decision to use the term
"dual language immersion" does not reflect the tendency, observed in chapter 2, of some
schools to deflect controversy associated with bilingual education." On the contrary, the
school's name continues to include the term 'bilingual', and the Principal has suggested
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that other names (e.g. dual language) signify a retreat from support of bilingual
education. Amot-Hopffer (1999) suggests that teachers were reluctant to use the word
"immersion" to describe the model due to association with negative experiences in 1-C
and other submersion foims of schooling.
5.2.3

Parent Response to the Dual Language Program
Despite teacher support for curriculum change in order to privilege Spanish as the

language of instruction, many parents were concerned. As noted in Craig (1996), the
concerns of Spanish-speaking parents and English-speaking parents differed in some
respects. At a symposium organized by faculty in Spring 1994, teachers modeled content
instruction in Spanish to English monolingual parents in order to demonstrate that nonSpanish speakers could indeed learn via a second language (Murphy, 1999, p. 6).
Spanish-speaking parents, on the other hand, were most concerned with the advent of
English instruction. Conrado Gomez summed up the fears of Spanish-dominant parents:
"Think about what's going through their minds—'Wait a minute! You're not going to
teach my kid English?!'" One teacher researcher reported that the grandmother of a
Spanish-dominant child disagreed strongly with the DL model. The grandmother, a
longtime resident of El Barrio and former student, felt that the decision to teach Spanish
at the school was offensive to families because it implied that they were incapable of
teaching children the Spanish they needed. According to the teacher researcher, this
family's decision to send their child to La Escuela is "an act of resistance" rooted in their
ownership of the school rather than their acceptance or approval of the DL program.
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Despite such concerns, the educators felt they had sufficient support from parents
to proceed with initial implementation of DL schooling in fall 1994. As is common in
the implementation phase of DL schooling (Lindholm, 1990), the school staggered the
start of the program starting with kindergarten and first grade classes (two each) the first
year. Additional grade levels were added each subsequent year, meaning that the first
generation of students to complete six years of DL instruction (kindergarten through fifth
grade) will graduate in spring 2000.
Another measure of parent response to the school's decision to change from a
bilingual maintenance model to a DL model heavily favoring Spanish is through
examination of attendance patterns. Under the desegregation settlement, the District
must ensure that the percentage of non-minority ("Anglo") students at La Escuela and the
other desegregation schools remains at or above 25% of the total school population.
Table 5.3 shows somewhat lower attendance numbers of non-minority students living
outside El Barrio early in the DL program.

Table 5.3
Percentages of Available Anglo Spaces Filled at La Escuela, 1995-2000
School Year
1994-95
1995-96
1996-97
1997-98
1998-99
1999-00^

Year of DL Schooling
ai ba tscueia
1st
2nd
3rd
4th
5 th
6th

Percentage of Available Anglo
spaces Miieo
no figures available
33%
17%
43%
40%
36%

Figures are unavailable for the period before 1995-96; however, the drop to 17% in 199697 was attributed to "parent concerns about the program", according to the District
Magnet Office (L. Young, personal communication, September 22, 1999).
Unfortunately, the district does not keep records on the percentages of children living in
El Barrio who opt to attend schools other than La Escuela (as is their right under the
desegregation settlement). However, in interviews and conversations with Barrio
residents and neighborhood leaders, I learned of only two cases in which El Barrio
families send their children to other schools. Neither decision appeared to be related to
the language of instruction or DL program at La Escuela.^ This presumed high
attendance rate among Barrio families may be attributed to confidence in and satisfaction
in the performance of their children at La Escuela. In some cases, like that of the
grandmother whose opposition to Spanish language schooling was cited above, it may
also be due to a powerful sense of community ownership of the school, one which
preceded and may be stronger than belief in any particular instructional model.
Accustomed to teaching in a "fishbowl," the faculty has continued to encourage
prospective and doubting parents to attend classes in order to get a feel for content
instruction in Spanish, and to talk to other parents. Dr. Romero likened the concerns of
dual language parents today to the concerns of parents from the beginning of bilingual
education in Tucson, saying "We had to educate parents [about bilingual instruction] then
and that's the same thing we have to do now. I don't care what the program is, it'll be
more effective with the support of parents and the public."
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5.3

Program Goals and Curriculum Models
In this section, I describe dual language schooling at La Escuela more closely in

terms of program goals and language distribution. I show how the program at La Escuela
is similar to and different from DL programs documented in the literature. This
discussion is drawn from an article co-authored with Elizabeth Amot-Hopffer (AmotHopffer& Smith, 1998).
5.3.1

Program Goals
In chapter 2,1 cited Lindholm and Fairchild's (1990) description of program goals

commonly shared by dual language programs: academic achievement in two languages;
development of bilingual ism and biliteracy; high levels of self competence; and positive
cross-cultural attitudes. These goals are shared by educators at La Escuela, along with
the additional goals of promotion of inquiry and critical thinking, and participation in
community service projects (Arizona Department of Education, 1998). At La Escuela,
Spanish literacy is important for all students, for its contribution to full bilingualism and
as a vehicle for content learning. Consistent with other approaches to DL education (viz.,
Freeman, 1996; Wink, 2000), this enrichment approach does not emphasize language
development over academic and social development; the goal is balanced development in
all areas (Amot-Hopffer & Smith, 1998).
5.3.2

The Dual Language Program Model at La Escuela
Dual language curriculum was described in chapter 2 in terms of student

population and distribution of the majority and minority languages as languages of
instruction. DL programs are distinguished by the way they structure curriculum in
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response to two fundamental questions: (i) do all students participate in the dual
language program? and (ii) for the DL students, how are the target languages distributed
across the curriculum? Concerning (i), two approaches were identified: the strandwithin-a program model and the whole-school model. The first approach, also labeled
strand-within-a-school (Christian et al., 1997, p. 7), offers families a choice of enrolling
children in the school's dual language component or in another instructional program
offered at the same campus. In Arizona, the Valley View School in Phoenix offers a
strand-type DL program along with a larger and more established transitional bilingual
model (Wann et al., 1998). Tucson's Birch Elementary is another example of a strandtype program, with the alternatives to DL being ESL and English immersion.
The Center for Applied Linguistics, which maintains a directory of two-way
immersion (DL) programs, does not currently collect information about which programs
fit the strand- or whole-program categories (Loeb, 1999). It is my impression, based on
DL programs represented at the 2000 annual convention of the National Association for
Bilingual Education (NABE 2000) and programs described in Cloud et al. (1999), that
the former type is more numerous. La Escuela uses the whole-school approach, meaning
that all students are enrolled in the DL program. In terms of the question of language
distribution, two basic models have been identified: Under the 50-50 model, programs
aim at balanced use of the minority and majority languages through all grade levels;
under the 90-10 model the minority language is favored in the early grades and is used
approximately half the time by the end of elementary school. Table 5.4 compares the
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distribution ot" language of insti-uction in these two models and in the model used at La
Escuela since 1994.

Table 5.4
Distribution of Languages of Instruction in Three Models of Dual Language Schooling
50-50 Model
50-50
50-50
50-50
50-50
50-50
50-50

90-10 Model
90-10
90-10
80-20
70-30
60-40
50-50

La Escuela
o1
o
o

GRADE
K
1st
2nd
3rd
4th
5th

100-0
85-15
70-30
70-30
70-30

As shown in Table 5.4, the dual language model at La Escuela is similar to the 90-10
model in that the use of English language instruction increases as children move into the
upper grades. Unlike 90-10 programs, La Escuela does not aim for an equal balance of
English and Spanish as languages of instruction by the end of elementarj' schooling.
Instead, the ratio of Spanish-English instruction remains at 70-30 in the final three
elementary grades. Thus, a student who begins kindergarten at La Escuela and continues
through fifth grade (as many do) has a marked advantage in the number of contact hours
in the minority language. "Language of instruction," of course, should not be confused
with the language adults and children use for communicative purposes in classroom.s and
elsewhere in the school, a point that is discussed later in this chapter.
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5.4

Dual Language Educators at La Escuela
This section describes dual language educators at the case study school.

The faculty consists of 13 classroom teachers plus three subject-area specialists for art,
music, and physical education. There are full-time instructional aides in each classroom,
as well as a flill-time exceptional education teacher, curriculum specialist, librarian, and
computer instructor. Non-instructional staff includes playground and cafeteria monitors,
office workers, health personnel, and custodians. Consistent with the provisions of the
desegregation settlement, all faculty, administrators and instructional support staff are
bilingual, and the great majority of non-instructional staff are at least receptively
bilingual. Indeed, observers familiar with other bilingual programs often comment on the
high levels of Spanish proficiency of the teachers and staff. Although the term
"educator" is used throughout this study as a general term to refer to all adults involved in
instruction, I use it here to refer specifically to the Principal, classroom teachers, the
librarian, and the specialists for music and curriculum. These 17 participants are most
directly involved with bilingual and biliteracy instruction at the school. Because they are
remarkable in many respects, the following profile offers a description of the collective
strengths of the faculty as well as a sense of their diverse experiences as teachers of a
minority language. Some studies (Lindholm, 1990; Christian, et al., 1997) have outlined
knowledge fundamental to DL educators; however, to date relatively little has been
written about the characteristics of educators in actual programs. An additional purpose
of this profile, then, is to provide a comparison to one of the first such studies of DL
educators (Howard & Loeb, 1998).
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As described in chapter three, data on the backgrounds of UL educators at La
Escuela were drawn from interviews bet\\'een June and October 1999. A separate profile
was created for each person, the contents of which were checked for veracity by
participants before creation of the collective profile reported here. Table 5.5 summarizes
data for participating educators, followed by discussion of the findings in each category.
Categories for the profile shown in Table 5.5 were chosen based on pilot interviews with
dual language teachers in a similar program in Tucson. The categories of home language,
educational background, and years of experience as a DL teacher were designed to
provide data for comparison with a recent survey of 181 DL teachers from across the
U.S. (Howard & Loeb, 1998). (See Table 5.6 below.) Three additional categories
(nature of first position at La Escuela; first generation college graduate; and La Escuela
parent) were derived from the interviews and the qualities teachers said that made the
school a special place. The categories are described in greater detail below, with a
summary of major findings.

Table 5.5
Profile of Educators at La Escuela

1.
Ethnicity

2.
Birthplacc

3.
Home
Language as
Child

4.
School
Language

5.
Years
Experience

6.
Years
at La
Escuela

7.
First
position
at La
Escucia

8.
Terminal
Degree

9.
First
Generation
College
Graduate

10.
La
Escuela
Parent

Anglo
17.6%
0J=3)

U.S.
64.7%
(N=ll)

English
17.6%
(>1=3)

English
64.7%
(N=ll)

15.5 years
(264/17)

10.7 years
(182.5/17)

Teacher
41.2
(N=7)

BA
23.5%
(N=4)

Yes
64.7%
(N=ll)

Yes
52.3%
(N=9)

Mexican
American
41.2%
(N=7)
.

Mexico
29.4%
(N=5)

Spanish
76.5%
(N=13)

Spanish
35.3%
(N=6)

Student
Teacher
29.4
(N=5)

MA
70.6%
(N=I2)

No
35.3%
(N=6)

No
47.7%
(N=8)

Mexican
29.4%
(N=5)

Border state
70.6%
(N=I2)

Both
5.9%
(M=l)

Specialist
11.8
(N=2)

Ph.D.
5.9%
(N=l)

Other
11.8%
(N=2)

Puerto Rico
5.9%
(N=l)

Library
11.8%
(N=2)

Chile
5.9%
(N=l)

Teacher
Assistant
5.9%
(N=l)

N)
o\
VO
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Ethnicity
Most participants identified their ethnicity during the course of interviews; others
were assigned a tentative designation based on the interview and informal conversations.
Three general categories were fonned based on local usage: Anglo, Mexican, and
Mexican American. In the process of member checking, several participants identified
themselves using different terms. Two educators expressed dissatisfaction with the
descriptor "Anglo," suggesting "Irish American" and "European American" as more
accurate. All educators of Mexican heritage bom in the United States identified
themselves as Mexican American, except for the Principal, who identified herself as
"Chicana", an identity label she prefers as a marker of her association with the Chicano
civil rights movement. Those bom in Mexico chose the label "Mexican", although two
educators who moved to the U.S. as young children added that they were equally
comfortable with the term Mexican American. Two other teachers identified themselves
as Puerto Rican and Chilean.
Birthplace
Educators indicated their city, state, and countiy of birth. In follow-up interviews,
several participants reminded me that they had grown up or spent most of their childhood
elsewhere. A majority of educators was bom in small towns in Arizona. Although none
were bom in El Barrio or elsewhere in Tucson, several attended elementary, middle, and
high schools in District schools. Nearly two thirds were bom in the U.S. and thirty
percent were bom in Mexico. Over 70% were bom in a border state (Arizona and
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California in the U.S., Sonora and Chihuahua in Mexico), primarily in small towns and
cities.
Home Language as Child
Educators were asked to identify the primary language(s) they had used as
children at home with parents and family. Since several simultaneous bilingual students
(including children of teachers) currently attend La Escuela, it is safe to say that
participants felt free to identify themselves as having two (or more) home languages.
However, only one teacher characterized her home language use as a child as "bilingual."
More than three quarters of the participants reported Spanish as their home language
during childhood. All three teachers who reported growing up in English also claimed
Anglo or European American (non-Spanish-speaking) heritage.
School Language
This category refers to the language(s) of content instruction prior to universitylevel schooling. For Mexican American educators, there is a strong contrast between the
home language they spoke as children (overwhelmingly Spanish) and the language of
primary schooling (overwhelmingly English). Only one Mexican American teacher
growing up on the U.S. side of the border was schooled in Spanish during primary
school. Of the five Spanish speakers growing up in Mexico, all experienced abrupt
changes in the language of schooling (always in the direction of English) as they began to
attend schools in the U.S. The difficulties they faced are reflected in the words of a
teacher who moved from Tijuana to San Diego in fifth grade. She contrasted her success
in English language schooling with concepts she had already mastered in Mexican

Til
schools with her struggle to understand new concepts taught in English. "En esos
momentos

she reported, "yo nada mas seguia lo que estaban haciendo los demds" [At

those times...! just followed whatever the other students were doing]. Another native
speaker of Spanish, a graduate of an elite, Catholic school in Chile, studied music and
literature in French, other subjects in Spanish, with English instruction limited to
grammar (English as a foreign language) rather than content. All native speakers of
English began study of Spanish in high school or in college. Significantly, given the DL
model's emphasis on teaching language through content, all of the participating educators
used their L2 (whether English or Spanish) in content courses at the university level, the
fact that most of the teachers have taken at least some such courses in Spanish sets the
faculty apart from the great majority of bilingual education teachers in the U.S.
(Guerrero, 1997).
Years of Experience as a Bilingual Educator
Educators responded to the question "How long have you been a bilingual
teacher?" by counting the number of years from the start of their first paid position to the
present. This was also true for specialists and the Principal, and for educators who taught
elsewhere before joining La Escuela. The average number of years for participants was
15.5 years.
Years at La Escuela
In this category, educators were asked the total number of years they had worked
at the school. This figure included time spent in other positions (e.g. teacher assistant,
student teacher), but did not include positions at other schools. Three teachers have been
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at La Escuela since it became the District's bilingual magnet school in 1981; nearly twothirds began working at La Escuela before implementation of the DL program. Two
teachers, both doctoral students, joined the staff within the past three years. The faculty
average is nearly eleven years at La Escuela.
First Position at La Escuela
The purpose of this category is to develop a knowledge base regarding the
professional growth of TMBS teachers within the school. Over 40 percent of the
educators held student teacher, teacher assistant, or temporary positions before becoming
classroom teachers. In addition, four educators (nearly one quarter of participants) have
served as curriculum specialist, and several have trained or supervised bilingual teachers
at the university level. This information is particularly pertinent given the emphasiswithin the District and in the field of bilingual education generally-- of "growing our
own" teachers to meet the growing demand for qualified bilingual teachers (Basurto &
Molina, 2000).
Terminal Degree
This category includes the type of degree(s) held, field of study, and the
university
attended bv
teachers. More than three Quarters
of
have comoleted
1
^
A
A Darticioants
A
A
an advanced degree in the area of bilingual education, and four have completed or are
enrolled in doctoral programs. Significant for La Escuela's connections with Tucson's
bilingual education "pioneers", more than half the participants attended bilingual teacher
education classes and programs created and taught by Adalberto Guerrero and Hank
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Oyama at the University of Arizona and Pima Community College. (See discussion in
chapter 4.)
First Generation in Family to Complete a University Degree
Teachers were asked about the history of university study in their families. Most
Davis teachers (64.5%) are among the first generation of their family to obtain a
university degree. Three teachers (17.6%) reported being the first college graduate in
their respective families. These findings are relevant in light of the fact that institutions
of higher education have only recently become recently accessible to Mexican
Americans. Of the 12 teachers claiming Mexican American, Chicano/a, or Mexican
heritage, 10 (83.3%) fall into this category. By comparison, of the five educators
claiming another heritage designation (i.e. Anglo, Puerto Rican, Chilean) only one was
among the first generation of college graduates.
La Escuela Parent
This category gathered information about the number of teachers who have sent at
least one child to La Escuela. The results (9 of 15 teachers with children of school age,
or 60%) indicate teachers' belief that the school's form of bilingual education is a
desirable type of education for their own children. Two teachers whose children attended
other schools pointed out that they had attempted to place children and grandchildren at
the school, but were unable to do so because of the lengthy waiting list at La Escuela.
Because no teachers currently live in El Barrio and because teacher-parents do not
receive preferential treatment under the (former) waiting list policy or the (current)
lottery system of admission to magnet schools, teachers with kindergarten-age children
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reported anxiety about whether their own children would be able to attend La Escuela.
Several teachers told me about the story of the teacher-father who registered his son on
the waiting list at age two days! These findings contradict claims by opponents of
bilingual education that bilingual teachers do not choose Spanish language schooling for
their own children.
El Barrio
Only one of the educators (an Anglo) has lived in El Barrio, and this was before
she became a bilingual teacher. A student of Spanish literature at the time, she
remembers "I was hardly even aware of [La Escuela] at that time. It was just a couple of
blocks up the street and for me it was non-existent."

Several of her colleagues have

lived in or have close family members who live in nearby Mexican American barrios in
Tucson. A teacher who is new to the area spoke about the importance of learning about
El Barrio for understanding La Escuela.

I'm a transplant myself so I think there's a big difference
between living in and ... teaching in the community you
grew up in than there is coming much less from another
side of Tucson but from another state. So coming in I think
ikij iiioL ^ wuA ... 11 Vva^ii k uiAiiA 1
iiaiu vil liuiiic
visits. I did home visits twice a year. I taught a literatura
3 lik^iakuxwj pAw^taiii. i wuiivvu a lUi wiiii
the barrio parents. When I came here I was a little
overwhelmed, I guess.
I would probably not have
participated in the barrio as much if it weren't for my
requirements at the university.
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5.4.1

Comparison to a National Survey of Dual Language Teachers
Howard and Loeb's (1998; 2000) survey of 181 DL teachers from 12 programs

across the U.S. provides a rare point of comparison for the profile of La Escuela teachers
described above. Table 5.6 compares data reported in Howard and Loeb with data
reported by educators at La Escuela, including teacher characteristics in the areas of
gender, home language as child, bilingual teacher certification/credential, educational
background, and experience as a DL teacher.

Table 5.6
Comparison of La Escuela Educators with Dual Language Teachers in a National Survey
DL Educator Characteristics

Female
Grew up speaking Spanish
Bilingual teacher credential/certification
Hold MA degree or higher
More than 5 years DL teaching experience

Howard & Loeb
(1998) (N=181)

La Escuela
(N=17)

86%
54%
>50%
41%
30%

88%
82%
100%
71%
65%

This comparison with teachers in a national survey reveals that the faculty at La Escuela
is atypical in some respects. Like their counterparts in the national survey, the majority
of faculty at the school are women (including the principal, eleven of twelve classroom
teachers, and all twelve teacher assistants). Educators at La Escuela are more likely to
have grown up speaking Spanish, to hold bilingual teacher certification, and to have
completed an advanced degree. They also have more years of experience as DL teachers,
a joint factor of the age of the La Escuela program relative to most programs across the
countrv and to low faciiitv turnover at the school.
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Finally, it appears that DL teachers at La Escuela are more likely to have received
content instruction in Spanish at some point in their educational histories than their
counterparts in the national survey. Although a direct comparison of this factor across
groups is not possible because participants in the national survey were not asked about
the language(s) of their own schooling (Howard & Loeb, 2000), their responses to
questions asking them to name the country in which they had received K-12 schooling
and teacher preparation suggest that the majority received English as the primary or only
language of content instruction. Thus, it may be inferred that DL educators at La Escuela
are more apt to share with their current students the experience of learning through a
second language.
Today's faculty can also be contrasted with previous generations of teachers at La
Escuela, described in chapter 4. In terms of ethnicity, the facult>' is no longer dominated
by Anglos. Collectively, the composition of the faculty more closely matches the
ethnicity of the students than at any time in the 80 years before the desegregation suit.
Linguistically, the changes have been equally dramatic, as fluent Spanish/English
bilinguals have replaced a faculty that was traditionally monolingual English. The ratio
of female to male teachers has changed little; female teachers have traditionally
outnumbered male teachers at La Escuela. However, in contrast to earlier generations in
which women teachers, influenced no doubt by district policy strongly discouraging
married teachers (Sheridan, 1986) were generally single and without children, today's
teachers—women and men—are likely to be married and have children. These family
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connections, perhaps no less than changes in the ethnic and linguistic background of the
faculty, are distinguishing aspects of La Escuela today.
5.4.2

Escuela Como Familia
In interviews and conversations many of the educators described La Escuela and

its teachers as a family. The appropriateness of this metaphor, confirmed through
participant observation in numerous settings over the course of the study, is attested in
several aspects of DL schooling. In the previous section, I noted that many of the
teachers are or have been parents of current or graduated students, a practice that is now
beginning to carry over to the next generation as the first grandchildren of the founding
faculty ('7o5 veteranos veteranos" in the words of Sr. Valenzuela) reach school age.
Although the teacher-as-parent phenomenon is not well described in the DL literature, the
faculty recognizes that this is an important aspect of schooling at La Escuela. Several
teachers noted that their own repertoires and proficiency in Spanish have broadened
considerably as they raise their children bilingually. Maelle reported that her Spanish
proficiency and her identity as a Spanish speaker changed following the birth of her first
child.

I w'Oulu ssy the biggest jump for mc in tcnTis of my
language proficiency happened when I became a mother
and my husband and 1 decided we would raise our children
in Spanish and Portuguese. So from the time Jamal was
bom then I began to conduct my personal life in Spanish as
well. ...reading to a newborn, reading aloud in Spanish...
From the time he was about 4 months old, Jamal would
listen to as many books as we could stand to read. I think
that expanded my vocabulary and allowed me to start to see
myself as a Spanish speaker.
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Most teachers grew up in homes where the majority language was introduced via
schooling. The decision to raise a bilingual family in an English-dominant society gives
teachers firsthand knowledge of the difficulties faced by the school's Spanish-dominant
parents. The school librarian talks about efforts to convince her children, ages 12, 10, and
5, to maintain their proficiency in Spanish.

Se hablan entre ellos, entre si, en ingles. Me hablan a mi
en ingles, pero yo les digo, les exijo... Les explico que
cuando tengamos la oportunidad de ir a visitor a la familia
que estd en Guadalajara que necesitamos que ellos
lambien puedan hablar para que sigan aprendiendo.^

Another teacher spoke of how her family in Mexico has learned to appreciate how
difficult it is for children north of the border to develop full fluency in Spanish. By
watching family members live in different parts of the U.S.

The family is very aware of the way the children are doing,
because they realize that even though they are living here in
Tucson and it's hard to maintain the language, they have
been able to. A sister-in-law was telling me that she has
family..., and the children...they first went to school and
they lived in Tijuana, Mexico and then they moved to
*I
v^aiiivyiiiia aiiu jxk^vv tiivjt iivv iii nr*i o n A
tiiv viiiiuivii
can't speak Spanish. So I think that they feel proud of us. I
1
I
iiiai iiij^ wiiiiuiwii
uuii i liavw a T
iui ^
KJI vuvauuiaij A O
many children who live in Mexico do, but we feel that
they're not doing so bad. And it's been a stiuggle because
we want them to feel proud of part of their culture. You
know...part of their culture is here in the United States and
it's Anglo, but we don't want them to lose our roots.
»»»«** r

«

T fr»

» o

r

r *

Watching their own children go through the program allows teachers to better
understand what happens at the all grade levels, not only for their own children but for

280

their children's classmates and friends as well. Teachers whose older children attended
La Escuela before the beginning of the DL program, may have an especially rich sense of
differences in children's use of Spanish which may be attributed to the current curriculum
model. The knowledge and perspectives teachers gain by having children at the school
serve as a powerful source of information to be shared with fellow (non-teacher) parents,
as well as with fellow (non-parent) educators. By selecting the DL program for their own
children, teachers demonstrate their belief in and commitment to the quality of instruction
and are able to act as doubly legitimate authorities for parents with concerns about the
benefits of dual language schooling. The insights gained in their own family experiences
are thus resources which teachers at La Escuela are able to draw on in working with
"other people's children" (Delpit, 1988).
The family metaphor also captures the dense social network of teachers, staff, and
(primarily extended community) families at La Escuela, many of whom are related by
blood, marriage, and compadrazgo [godparent] relations. The strength of these ties is
evident on a daily basis, as in exchange of after-school childcare or simply ''echando un
ojo al niiio" [keeping an eye on a child], as one teacher put it, while a colleague works in
another part of the school. Educators regularly organize fiind raising events at the school
and other institutions within the Mexican American community of greater Tucson. At
taqueadas and other events, teachers regularly donate, cook, and serve food,
accompanied by the music of the school's mariachi band, and tickets are sold to raise
money to benefit sick relatives and families in economic difficulties, to fund new
unifonns or trips for school musical groups, and to support bilingual education.
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5.5

The Students and Families
Students from El Barrio comprise approximately 35-40 percent of the student

population (Department of Planning and Assessment, 1999). Another ten percent live in
mixed-ethnic neighborhoods to the immediate north, east, and south of El Barrio, within a
secondary attendance zone created by the District at the time of the desegregation
settlement. Consistent with the portrait of community language use painted in chapter 4,
most children of El Barrio are from bilingual and Spanish-dominant homes. Magnet
students constitute just over half of the student population, and most begin school as
monolingual or dominant speakers of English.^ Table 5.7 gives the ethnic composition of
the school's student population, based on an average of year end enrollment figures for
the years 1995-96 through 1997-98, with District figures for 1997-98 (Department of
Planning and Assessment, 1999, p. 4) provided for comparison.

Table 5.7
La Escnela and District Student Population by Ethnic Group
Ethnic Group

Percentage of La
Escuela Student
Population

Percentage of
District Student
Population

Hispanic
White/Anglo
African American
Native American
Asian American

66%
23%
6%
4%
<1%

45%
42%
7%
4%
2%

(N=148)
(N=52)
(N=13)
(N=9)
(N=l)

As these figures show, some two thirds of La Escuela students are of Hispanic heritage,
with annrnximatelv
one -fourth
11
•
-

nf the -students of
- - White/Anplo
CP heritaee. Other ethnic
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minority groups comprise approximately ten percent of the school's student population,
and percentages for these groups closely match District-wide figures. However, despite
the desegregation settlement, the student population of La Escuela remains more
Hispanic than the District average.
Like many magnet schools. La Escuela is quite stable in terms of the student
population. The District uses the term "mobility index" to measure the number of
students who enter and leave schools within a given year.^ Table 5.8 compares recent
figures from La Escuela with the most recent District-wide average available
(Department of Planning and Assessment, 1999).

Table 5.8
La Escuela and District Student Mobility By Ethnic Group, 1994 - 1998
1994-95

1995-96

1996-97

1997-98

Total
Hispanic

13%
17%

19%
16%

10%
11%

White/Anglo

3%

22%

African
American
Native
American
Asian
American

8%

District
1997-98

15%
16%

La
Escuela
(1994-98)
14.3%
15%

27%
27%

7%

9%

10.3%

24%

42%

8%

25%

20.8%

41%

20%

0%

22%

20%

15.6%

32%

0%

100%

0%

0%

25%

22%

Given the very low numbers of African American, Native American, and Asian
American students at La Escuela (See Table 5.7), annual changes in the mobility index
for these groups is of little interest. Indeed, figures for Asian American students, based
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on one or two students per year, are essentially meaningless. It is interesting to note,
however, that the four-year average mobility index for each of the other four ethnic
groups at La Escuela is approximately half that of the 1997-98 mobility index for each
group in District schools. The spike in mobility of students of White/Anglo ethnicity in
1995-96 (the second year of the DL program) and return to previous levels in the
following year also supports the finding, noted earlier in the chapter, that Anglo parents
had reservations about the program in its early years.
Because the mobility index contains information about student movement only
within individual years, it is of limited value in measuring stability of student population
over time. A more telling measure in this respect would calculate the percentage of total
students completing all six years of primary schooling (kindergarten through fifth grade)
at La Escuela. Apparently, neither the school nor the District compiles such figures, but
there is evidence that, by this measure, the population at La Escuela has been quite stable
for at least the past decade. Although Brittain (1988) does not provide the total number
of fifth graders in her study in which 27 fifth grade students participated, it is possible to
estimate a completion rate of approximately two thirds (67.5%) based on presumed class
size of 20 students per classroom. This figure can be compared to an estimated 20
percent completion rate at Birch Elementary, Tucson's other DL program, reported in
Smith (1998). An additional, if less formal, picture of stability can be gained by
examining the class kindergarten photographs of graduating fifth graders featured in the
school yearbook. (This may be in itself an indication of stability; in schools with a highly
mobile population such a picture would presumably be of little interest to graduating
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students.) An examination of the 1998-99 yearbook revealed that the great majority of
fifth graders in that year also attended kindergarten at La Escuela.
In addition to differences in ethnic background and language dominance, barrio
and magnet students also differ in class or socioeconomic status (SES). A common means
of gauging SES in schools is the percentage of children receiving free or reduced school
lunch under the Federal Meals Program. Just over half (50.7%) of students at La Escuela
qualified for free or reduced school breakfast and lunch programs in 1997-98
(Department of Planning and Assessment, 1999), compared to SES levels at well-known
DL programs such as Oyster School in Washington, DC (40%) (Freeman, 1998, p. 21),
and to Key School in Arlington, VA (34%), River Glen School in River Glen, CA (47%),
the Amigos program in Cambridge, MA (55%) (Cazabon, Heise-Baigorria, Lambert,
Nicoladis, & Taylor, 2000), and Inter-American Magnet School in Chicago (60%)
(Christian et al., 1997, p. 97). Although residence records of La Escuela students
qualifying for such assistance are confidential under the Federal Meals Program,
observation during breakfast and lunch confirms that most are from Barrio families. This
is consistent with the finding, noted in chapter 4, that income levels in El Barrio are
considerably lower than greater Tucson.
5.5.1

Parental Motivation for Dual Language Schooling
In previous sections, I described La Escuela as a highly desirable educational

choice for many Tucson families. Until recently, there was a long waiting list of families
hoping to place their children at the school. This method of student assignment was
dropped in May 1997 following complaints of unequal access to magnet schooling by
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families new to the community (L. Young, personal communication, September 14,
1999). Adoption of a lottery system of student selection, however, has not altered the
basic fact that there are too few available slots to accommodate the families who wish to
send their children to the school.
The question remains, why? What motivates so many families to want to send
their children to La Escuela? An important question for any magnet school, it is
especially pressing at La Escuela, as all parents face the possible effects of an antibilingual education campaign which seeks to limit this choice. In an earlier section, I
suggested that for many families living in El Barrio, the physical proximity of the school
and the family tradition of attending this particular school are important factors. Prior to
the start of the DL program, Brittain found that families of 27 graduating fifth graders
(only 3 of whom then lived in El Barrio) listed development in Spanish and "the excellent
educational program" as the most frequently given reason for attending La Escuela
(1988, p. 84). Teachers interviewed for the present study generally agreed that these
reasons are of great importance to families; several teachers also mentioned the
popularity of the early drop off and Dia Extendido programs for working parents, as well
as the school's convenient location near business and government offices downtown.
One magnet parent expressed the wish that her son experience what it feels like to be a
minority in the U.S. Other parents mentioned the importance of the mariachi program.
Craig's (1996) finding of differential motivations for language majority and language
minority parents whose children were enrolled in a DL program suggests that Anglo and
Mexican heritage parents likely hold different reasons for sending their children to La
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Escuela. Given the long history of segregated and inferior schooling discussed earlier in
this chapter, the interests of Mexican American families presumably differ from those of
more recent immigrants. Special attention should be paid to the reasons given by
families who have lived for generations in El Barrio and nearby Mexican American
neighborhoods. As one Mexican American mother, now English dominant, put it, "I
believe in the bilingual school. A mi me gusta [I like it]. They took that away from
us.. .that culture was taken away from us in school." Further support for such findings
awaits results of the Spencer Longitudinal study.
5.5.2

Parent and Family Involvement
In this section, I consider the nature of parental and family involvement in DL

schooling at La Escuela. First, however, it is important to distinguish between parental
and family investment in their children's education at home and their participation in
school based activities. Despite areas of overlap, the practices and motivations
underlying these types of involvement may be quite different. The former, which can
include helping children with homework, purchase of books and school supplies, reading
to children or listening to children read, may also include creation of a space within the
home dedicated (at least for certain hours of the day) to doing schoolwork. The
investment families make in their children's education is likely to be highly influenced by
local conditions, as in access to computers and the Internet, parochial schooling, and
classes in "extra-curricular" subjects such as music, dance, sports, etc. (O'Leary, 1999).
With regard to language minority children generally and Mexican Americans more
specifically, it is clear that schools in the U.S. too often view families from a deficit
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perspective, just as language minority children have often been perceived as intellectually
inferior under a lengthy, if ever changing, set of explanations (Floras, 1982). In contrast,
empirical studies which are grounded in understanding of Mexican American
communities in the U.S. and which attempt an emic perspective on family views of
schooling have tended to view families as critical resources for children's learning before
and after they reach school age (Arvizu et al.,1992; Gonzalez, in press; Moll & Gonzalez,
1994; Valdes, 1996). This literature and my experiences with El Barrio and extended
community families at La Escuela lead me to believe that all families attempt to provide
the conditions they believe most supportive of their children's education. What remains
to be seen is the exact nature of those efforts and their effects, over time, on children's
development of biliteracy and academic achievement. This is the province of the
longitudinal study, and judgement is best reserved until more data become available.
Here I am concerned, then, with participation of parents and families in DL
schooling on a level which extends beyond exclusive focus on their own children to
include involvement in the common endeavor of educating all students at La Escuela.
This collective aspect of family involvement takes place on many levels at the school,
including families as audience and potential contributors to the notices, calendars, and
newsletters sent home by the school and by several individual teachers; parent
participation in classrooms; and involvement in the school leadership, as evident in the
La Escuela Parent Teacher Organization. I discuss these areas in the following sections.
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5.5.2.1 The Languages of School-Home Communication
In a pilot study, I noted the many hours DL teachers at Birch Elementary devoted
to writing bilingual notices from their own classrooms and to translating into Spanish
announcements which had been prepared monolingually by the school or the district
offices. As a whole-school DL program. La Escuela enjoys many more resources to
support bilingual home-school communication. The school practice of preparing these
written materials bilingualiy is to print one language on either side, or Spanish on the top
of the page and English on the bottom. The Principal speaks forcefully about the
importance of preparing announcements equally well in both languages: "We want
everybody to understand what we are saying. Lo que saiga de la escuela tiene que estar
correcto" [Announcements from the school have to be correct]. This goal is not always
met, as Sra. Murphy pointed out:

Things have gone out with errors to parents, and that's not
good. I mean, if we're trying to show that biliteracy is
important, we want it to be equally correct in English and
Spanish. Sometimes a thing will go home and it will just
be in English occasionally if it's a rush job. And that's not
ok with me. Because even though our Spanish-speaking
parents are in the minority, that's so rude. I have seen it
happen, for quick announcements that need to get out in a
u.,—•.
iiuii^.
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that's bad modeling for us, so it's important to be competent
in both and to show that we value Spanish.

Document analysis of the many dozens of notices Arantza brought home from her
kindergarten classroom, as well as notes and newsletters from other classrooms and other
areas of the school, supports Sra. Murphy's observation that the great majority of these
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announcements do appear in bilingual form. A further pattern observed is that those
written documents produced in (English) monolingual fonn or (bilingually) with errors in
Spanish tend to come from non-classroom domains. This is a reflection of the fact that
the school's greatest biliteracy resources are concentrated in the teachers, and that other
domains within the school are less integrated with the goals of the bilingual curriculum.
This is especially true of domains which serve other (non-bilingual) District schools in
addition to La Escuela (e.g. the nurse's office, gifted program).
5.5.2.2 Understanding Parent Participation in Classrooms
This study coincided with the retirement of the school's community
representative, a Mexican American woman and fluent Spanish-English bilingual who
was stepping down after 16 years at La Escuela. In a fortunate coincidence, I happened
by her office one day as she was cleaning out her desk. After a bit of convincing, she
kindly (if somewhat bemusedly) granted permission for me to go through non-essential
files she was throwing away. By the time I went through this "basura " [garbage], I had
already formed the impression that she was not a very energetic community
representative. In the words of one observer, "she was retired before she was retired."
As I noted in chapter 3, this instance of serendipity provided a rich context for
understanding parent participation in classrooms and in the school as a whole. It also
allowed me to form a more complete picture of the work of the community representative
and how the position might be used to take advantage of community's linguistic fiinds of
knowledge.
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5.5.2.3 Reading the Community Representative's ^^Basura"
The contents of this archive can only be summarized here. They include monthly
records of volunteer activities in each classroom and reports going back, in some cases, to
1984. Despite changes in District forms over the years and gaps of several months in
some of the records, several patterns can be identified. In terms of classroom visits, it is
clear that kindergarten and first grade classrooms have the greatest number of volunteers,
a pattern later confirmed in interviews with teachers. Based on entries in the logs used to
record visits to each classroom it is sometimes unclear what parent volunteers were
actually doing. Under "nature of work" many entries read only ""class help" or
"miscellaneous." Other entries simply list the amount of time spent by each volunteer.
The activities most frequently listed are "reading" and "centers," although it seems an
equal or greater number of volunteer hours were spent preparing materials for
classrooms, school celebrations of Christmas and the annual fall carnival. Many
volunteers are noted as "helpers" at birthday parties and on fieldtrips. Finally, some
"services" explicitly academic in nature, such as correcting homework, tutoring, and
guest presentations, appear to have involved Anglo-sumamed volunteers far out of
proportion to their presence in the school population. These records contain no reference
to the language(s) used by volunteers.
Although the records of contacts and home visits with families were not complete,
those I examined suggest that there were periods when the community representative's
contact with extended community families and El Barrio families was not in proportion
to their numbers in the student population. More contacts and home visits were reported
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for extended community families (approximately 70 percent), although these families
account for fewer (just over half) of La Escuela's students. In addition, it appears that
parent leadership positions within the school have generally been held by parents from
the extended community. Of 10 parents recommended for participation in the 1998-99
"Parent Leadership Academy," for example, only one was a resident of El Barrio.
In summary, these records contain no evidence that the community
representative's position has been used to support the school's goal of helping all
students to become bilingual. Examination of the records suggests that the position has
been used to promote contacts with extended community parents somewhat more than
with parents from El Barrio. If this analysis seems rather bleak, it must also be noted, in
fairness to the (now former) community representative, that neither is there any evidence
that the District offered guidance or encouragement to adapt this position to the specific
needs of La Escuela families and curriculum. The District's job description for the
community representative position makes no reference to bilingualism or to how
language minority parents might serve as resources for bilingual schooling. The job
description does, however, include duties which could support the use of linguistic ftinds
of knowledge at La Escuela. One of the "typical tasks" of the position is "recruits parents
to participate as volunteers in the school. Prepares survey for parents and teachers to
determine how each parent may help the teacher" (Community Representative; 1987, p.
2). The only version of such a survey form I was able to obtain (no date) is printed in
both languages. The English version asks parents "What skills would you be willing to
share with the children/school: (hobbies, special interests, your job, etc.)" The Spanish
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version, apparently an incomplete translation from English, asks "iQue talentos (o
destrezas)puede compartir con los estudiantes? (colecciones, etc....) " (Parent Teacher
Student Association, n.d.). In the next section, I turn to a discussion of how teachers
presently involve parents and families in their classrooms.
In my observations at La Escuela, I saw parents from both El Barrio and the
extended community volunteering in classrooms. Mostly I saw parents helping out by
preparing materials, but I also observed parents participating in the guitarristas class
before school and reading with their children in Exito Bilingue classes and during
"Semana de Amor a la Lectura" [Love of Reading Week]. After reading aloud to his
father in one class, a first grader told his teacher, "I love to read!" I heard about, but did
not observe, parents coming to a second grade classroom to demonstrate their work as
muralists and cooks. The same second grade classroom created an ofrenda [altar] to
celebrate the traditional Mexican holiday Dia de Los Muertos [Day of the Dead], to
which children, parents and family members contributed photographs, food, and other
reciierdos of deceased relatives. The ofrenda was later incorporated into a performance
for the whole school at weekly assembly.
Interviews with teachers provided additional insight into the nature of parent
participation at La Escuela. Perhaps the most evident pattern, stressed by many teachers,
is that parents are most likely to volunteer when their children are in kindergarten and
first grade. Afterwards, and particularly in the upper grades, the number of parent
volunteers drops considerably. Sra. Chavez spoke about parent participation in her
kindergarten classroom:
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I ask them what they want to do. For some parents, they
don't feel comfortable reading to the children .... Some of
them were comfortable working in the centers, so they
work in centers. Some of them were more comfortable
helping like cutting and making books, so I gave them that.
Well the magnet parents, they would like to work in the
books most of the time or come and read. But you know
it's hard to say because sometimes it worked the other way.
In general, the Barrio parents would work with the children
or would like to help me making books and cutting. They
didn't feel comfortable reading to the children.

I asked teachers if they noticed differences in the frequency or nature of participation by
parents from El Barrio and the extended community. Another kindergarten teacher, Sra.
Larios, said that she found little difference in the parents she had worked with. She
added that it was the presence of multiple adults in the classroom that made it possible for
some parents to take specific roles.

This year I had a Barrio mom and a working mom, a
magnet mom, and they did the same kinds of things. They
worked with a group of children. For instance, if their
child was in a group they would help that group. And they
would read with them.... If we had more adults and
sometimes we had both parents, we would go to different
tables when we had reading and they would help read and
with their school work. They would be in charge of the
center. So, you know, we had a mom who was a barrio
mom and she would be in charge of the center and feel
comfortable.

Generally, however, teachers reported that extended community or magnet parents were
more apt to volunteer regularly. A teacher reflected on differences she had seen in her
fourth and fifth grade classrooms.
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More extended community parents come in. I don't know
why. The parents that do come in from the Barrio, most of
them walk to school or they happen to be on their way
somewhere else and they stop on their way somewhere
else. Some of my Barrio parents are still hesitant to come
in and I'm working on that.

Teachers noted that although parents from the extended community were more often
initially comfortable reading to the whole class or to a group of children, parents from El
Barrio "warmed up" to more public roles over time. Sra. Chavez talked about how she
had seen this happen in her classroom.

I had a mom that would come twice a week from the
Barrio. At first, you know, she would just sit with her son
and just help him. But then the other kids would... get her
attention, [asking] "can you help me"" And then she would
go to the other table. And she felt very comfortable coming
and helping the children. It took her a while, I would say a
month, before she would help the other children. She
would just sit with her son. But then after a while she
helped.

A fifth-grade teacher, Sra. Martinez, commented that it took more than time for El Barrio
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the classroom and to feel comfortable as contributors. She spoke of success she had
experienced in gauging what volunteers would be comfortable doing and then making
sure to invite them back to help on a project more directly involving children. Speaking
of a former parent who eventually became a teacher assistant, Sra. Martinez recalled
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When I had her oldest daughter in fourth grade—she's in
high school now--I went out of my way to invite her. 1 said
please come in, you know I really need some help with
bulletin boards. And that's how she started coming. And
through the years she's come more and more and now she
works here as an assistant. So I think finding that comfort
zone for them and giving them, asking them to help in
something that they find rewarding and fiin. A few years
ago, it was also in fourth grade, I had a couple come in.
Both mom and dad came in and they helped design some
flowers on a big poster board. That was for a display of
student work. So it's actually having that personal touch
and that personal invitation from the teacher and saying I
really need this, could you help me out?

Based on interviews with teachers and on my own experiences as a parent at the school, it
seems that parent participation at La Escuela is regarded as a fundamental part of many
classrooms. Teachers recognize that parents' work and family commitments, and their
own educational experiences are factors which influence the amount of time they wish to
and are able to spend volunteering. Teachers recognize that some parents, more
numerous in the extended community, are quickly at ease in classrooms and in working
directly with multiple students. Recognizing that parents from El Barrio are often less
comfortable at first, teachers take steps to foster long-term relationships in which parents
gradually adopt a more public stance in the classroom. In some cases, this involvement
leads to employment with the school, paralleling the growth within La Escuela
experienced by teachers and teacher assistants described earlier in this chapter. The
question of how this participation contributes to children's minority language
development is discussed in chapter 6.
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5.5.2.4 Participation in the Parent Teacher Association
In a previous section I provided evidence suggesting tiiat El Barrio parents have
not been well represented in leadership positions at La Escuela. In this section I look
briefly at the current organization, composition, and practices of the La Escuela Parent
Teacher Association (PTA) as a site for participation for parents from the extended
community and El Barrio. At the meetings I have attended, the number of parents from
El Barrio is noticeably smaller than the number of parents from the extended community.
There is a core of parents from El Barrio who attend the monthly meetings regularly;
most are English-dominant parents (Anglo and Mexican American) who are also active in
the Neighborhood Association. There are also two Spanish-dominant mothers, both
residents of El Barrio, who attend regularly. Meetings are conducted primarily in
English. Translation (generally from English to Spanish) is done publicly. At two
meetings I observed long stretches of Spanish talk between the PTA president and a
Spanish-dominant mother, and these exchanges were then summarized for non-Spanish
speaking parents by the president who is a highly fluent bilingual from the extended
community. In the absence of Spanish-dominant parents, Spanish is not spoken at the
meetings. Agendas are written in English.
In my experience, the PTA is concerned primarily with the organization of annual
fundraisers and Halloween celebrations which have become school traditions. Much
energy goes into planning food, entertainment, and logistics for these events, which are
attended by as many as 400 people. Other topics of discussion have included design and
funding for a marquee for the school, purchase of books for classrooms and of equipment
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tor various areas of the school, and possible opposition to the proposed EChAr initiative
proposing to ban bilingual education in Arizona.^ Given the membership, it is not
surprising that discussion is dominated by magnet parents, nearly all of whom appear to
be English monolingual or highly English dominant.
Despite this apparent imbalance, El Barrio parents have resisted the majority
discourse of PTO meetings on several occasions. One of the most notable incidents took
place when a magnet parent recommended that the group consider a marquee similar to
one at a school near her home on the east side of Tucson. Several other magnet parents
described school marquees they admired from areas near their homes. After some
discussion, a mother from the neighborhood reminded the group quietly but forcefully
that the marquee for the school would also mark the entrance to El Barrio. She told the
group that the school and the neighborhood were nearly 100 years old, and suggested that
the marquee design should be appropriate to the school and the neighborhood. On
another occasion, as parents were discussing plans to purchase food for the Halloween
Carnival, a parent from El Barrio suggested the committee purchase meat for birria from
the local Mexican American supermarket nearest the school. A parent from the extended
community objected, saying that the meat at this supermarket was not "fresh." The
parents voted to buy elsewhere, but it was clear that some of the parents from El Barrio
were unhappy. Afterwards, a mother complained about newcomers who "think they can
come in here and run the show."
Such tensions seem to index ftindamental differences between the circumstances
and worldviews of parents from the barrio and extended communities. As an observer—
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and a language majority parent living on the edge of El Barrio~l was struck by the irony
of the decision to serve birria, a typical Mexican dish, but reject the Mexican store which
sells it. I see a parallel in the decision by English dominant parents—from the extended
community and El Barrio~to choose bilingual schooling for their children while
essentially ignoring the minority language in PTO meetings.
In the following section, I consider patterns of language use by teachers and
students in classrooms and other domains within La Escuela.
5.6

School Domains for Minority Language Use
This section examines domains within La Escuela as sites for minority language

use. In dividing the school into domains, I have used the physical and temporal
structures by which the school is organized. The domains described here can be divided
into academic settings (classrooms, ^Jcito Bilingiie, specialist classes) and non-academic
settings (playground, Dia Extendido). I pay special attention to patterns of language at
the classroom level, as the primary domain of instruction, as well as the single site where
students spend most time at school. Patterns of language use in other domains are
compared to classroom language use. The purpose of this section is to provide a sense of
the nature of language use in each domain, as well as to gauge the prospects for increased
use of linguistic funds of knowledge in each, the subject of chapter 6.
5.6.1

Academic Settings

5.6.1.1 Classrooms
As noted earlier. La Escuela has a total of twelve classrooms, two at each grade
level. Each classroom has one teacher and a full time instructional aide. There are
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typically between fifteen and twenty-two students per classroom; the average student-toteacher ratio for the school in 1997-98 was 18:1 (Arizona Department of Education,
1998). Classrooms are self-contained, and students receive most instruction from their
homeroom teachers, the exceptions being music, art, and physical education and Spanish
literacy classes. There are, of course, numerous differences in the physical organization
of each classroom, but most rooms feature small centers of student tables, with teacher's
and teacher assistant's desks off to the side rather than occupying center stage at the head
of the classroom. Tables in the kindergarten, first-, and second-grade classrooms (all on
the school's first floor) are arranged to allow students to sit in a circle on the carpet. At
all levels, classroom bulletin boards and walls are covered with materials produced by
educators and students, in addition to commercially prepared materials. Although
teachers at La Escuela enjoy considerable autonomy in terms of the content and form of
the material they will present, observation reveals a strong preference for "whole
language" or literature based lessons, with thematic units based on teacher created
materials much more common than units following curriculum established in
commercially prepared textbooks.
Following whole-group instruction by the teacher, children typically work in pairs
or small groups, with the whole group coming together to discuss progress, findings, etc.
Teachers and teacher assistants circulate among student groups to offer assistance, often
taking a student or pair of students aside for more individualized attention. Adults in the
classroom also include student teachers doing half-year teaching internships, graduate
student observers, and parent volunteers, especially at the kindergarten and first-grade
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level. Because the school asks all visitors to participate in the classroom, it is not unusual
to have three or four adults present in a given classroom, each working with a separate
small group of students. In addition to these regular adult participants, many classrooms
have frequent short visits by families and others visiting the school, and by teachers and
students from other classrooms. The physical organization of classrooms, absence of
scripted programs, and the presence of multiple adults provide students with regular
opportunities to interact with age-group peers and adults.
Early in my fieldwork, I observed patterns of classroom language use by adults
and children in various permutations (e.g. adult to adult, adult to child(ren), child to adult,
child to child(ren). In addition to these interlocutor variables, I added the dimension
"social"/ "academic" to account for the tendency of many children and some adults to
modify their choice of language depending on the nature of the task and the presence of
others. These patterns are illustrated here, with examples from the morning routine in a
kindergarten classroom, as the children and aduhs work through journal and story
writing, sharing what they have written, and reading a "big book." The teacher (Sra.
Chavez), the teacher assistant (Sra. Marin), and the student teacher (Srta. Jacqui) are all
native speakers of Spanish, bom in Mexico or, in the case of Srta. Jacqui, in Venezuela.
It is March, which means that, according to the school's dual language model, Spanish
has been the sole language of instruction in the classroom for some five months. At this
point in the year, as part of her bilingual teaching internship, Srta. Jacqui has been
assuming leadership of the class for different parts of the lesson.
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Adults to Adults
The adults in the classroom use Spanish to address each other, in the immediate
presence of the children and in moments "off to the side", as they discuss plans or
prepare materials. On this particular day, Sra. Man'n and Jacqui chat in Spanish as they
post student work for display on the back wall of the classroom while Sra. Chavez leads
the students in the morning calendar activity. A few minutes into the lesson, a mother
and her daughter arrive. After greetings, the mother begins speaking softly to Sra.
Chavez and as they speak, the disembodied voice of Sonia, the school secretary, crackles
over the public address system to check if Lourdes is present. The student teacher, Srta.
Jacqui, sees that Sra. Chavez is busy and answers for her:

Sonia:

Sra. Chavez, ya esta Lourdes alii, ^verdad?
Sra. Chavez, Lourdes is there, right?

Jacqui:

Si, aqui esta. Creo que se nos olvido mandar elpapelito.
Yes, she's here. I guess we forgot to send the late slip.

Sonia:

Esta bien, no lo mandes. Pero ya esta.
It's okay, don't send it. As long as she's there.

This brief exchange and countless others like it are representative of how Spanish is the
default language for adult-adult talk in classrooms, even in the unplanned and sometimes
unexpected discourse of the public address system.
Adults to Students
Teachers have agreed to use only Spanish as the language of instruction for
kindergarten and first grade. My observations as a researcher and kindergarten parent,
supported by numerous observations by Spencer researchers, indicate that teachers and
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teacher assistants are extremely consistent in respecting this agreement. Student teachers,
even those who are native speakers of Spanish and schooled in Spanish-speaking
countries, are somewhat less consistent in their adherence to the pattern, perhaps because
they are still learning the practices of La Escuela classrooms as discourse communities.
In the following example, the student teacher (Jacqui) responds in English to a student
comment phrased in English as the class begins to compose a group story;

Jacqui;

Hoy vamos a escribir una historia.
Today we're going to write a story.

Student:

It's gonna be a long one. (Noticing the size of the paper)

Jacqui;

(Softly) No it won't. (Louder) Y todos me van a ayudar.
And you're all going to help me.

The only other adult switch to English over the next hour occurs during journal time, as
the children share with classmates what they have written. To introduce this part of the
lesson, Jacqui speaks to the children about the need for ''respeto" Alexis, an African
American student from a Spanish-English bilingual home, asks if it is okay to hug her
friend as they listen to the journals;

AlcXis; ^Fodtriios €Stu'r' uSi? (puts her arm around the girl sitting next to her)

Can we be like this?
Jacqui; No. You have to keep your hands to yourself We have to
respect everyone. Manos de paz, pies de paz.
Hands to yourself, feet to yourself.

This brief, teacher initiated switch to English reveals several patterns in the dual use of
Spanish and English by adults in La Escuela classrooms. First, by responding in English
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to a question phrased in Spanish by a bilingual child, Jacqui appears to be speaking to
other, less Spanish proficient children in the class. She does so secure in the knowledge
that Alexis can understand her equally well in either language. Also, as stressed in the
DL curriculum model, she avoids direct translation in the Spanish portion of her
utterance. Instead, she relies on the stock phrase, ''Mams de paz, pies de paz, " which
children at La Escuela learn in the earliest days of kindergarten. Finally, the veiy rarity
of teacher use of English with kindergarten students underscores the importance of
Jacqui's message about respeto. Because English really is the marked language in this
classroom, at least for adults, judiciously employed, it may be inferred that it serves to
convey the seriousness of the matter at hand.
Children's Classroom Talk
If adult talk in classrooms can be described as overwhelmingly dominated by
Spanish, the distribution of children's talk by language is less unifonn. In an earlier
section, I introduced the notion of academic and social discourse. Academic discourse,
as I use the term here, refers to children's choice of language to accomplish a set,
schooled task. The term social discourse refers to children's social language, although
this may also occur within the frame of work on a task set by the teacher. In my
observations, the presence of adults is an important factor in determining whether a
particular stretch of talk is, then, "academic" or "social." Although I have not observed
teachers taking a punitive approach to children's use of English in the classroom, they
clearly prefer and expect children to use Spanish, the weaker language for most learners.
Therefore, the presence of the teacher, teacher assistant, or other Spanish-speaking adult
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contributes to the "academic" dimension of student discourse. In the absence of adults,
child language use may be academic, as in co-creation of a story or completion of a task
in centers, or social, as in "off-topic" talk or during activities unstructured by adults.
Children to Adults
Children's code choice in child-to-adult talk in La Escuela classrooms is mixed,
and heavily mediated by child speakers' proficiency in Spanish and, in the case of
English language utterances by children, by adults' use of prompts to encourage children
to speak Spanish. Children's age or grade level is also a factor. In kindergarten and early
grades, much of the talk by students and adults alike takes place within the context of
highly routinized and patterned activities (e.g. calendar, journals, the Pledge of
Allegiance in Spanish and in English, etc.), limiting somewhat the space for more
spontaneous language and extended utterances. The youngest children appear to be more
inclined to try to follow adult prompts to use Spanish; in classrooms with older students,
the range of student language choices is more diverse, with increased (mostly covert)
resistance to teachers' requests for Spanish. Ironically, then, for many children of
English-dominant families, kindergarten, the time at which Spanish fluency is least
developed, is also the time they are most disposed to speak it the minority language.
Student to Student Talk
The distinction between academic and social talk is also useful for understanding
code choice in child-to-child discourse. In the following example, students in Sra.
Chavez' kindergarten class address classmates in Spanish during more academic
activities. As Alfredo, Alondra, and Lucas, members of la mesa verde, present their
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journals to the class, each responds to three comments or questions from classmates
seated on the floor around them. Student talk during this session is dominated by
Spanish. For purposes of presentation, the comments are numbered, with names of the
members of la mesa verde in bold.

(1)

(2)

(3)

Laura:

^',Por que pintaste amarillo?
Why did you paint yellow?

Alfredo:

Porque las /lores son amarillos.
Because flowers are yellow.

Julie

Me giista que....
I like that...

Alexis

I can't hear you

Jacqui:

lUna mas? (checking if three questions have already been posed)
One more?

Alondra:

Son tres, (counts on fingers while reciting the names of students
who have already spoken) Julie. Laura, Alexis.
That's three...Julie, Laura, Alexis.

Elisa

Me gusta lo que escribiste.
I like what vou wrote.

JUliC

T

me gusiu to que uioujo.
I like what you drew.

Alondra

'Std bonito tu dibujo.
Your drawing's pretty.
[1 can't hear!] (whispering to himself)

..I •

Alfonso
Alexis

Estd bonito tu....
It's pretty...

Laura

Estd bonita tu corazones. jTan bonito!
Your hearts are pretties. So pretty!

306

(4)

Alfonso

[Louder!] (calling for the presenter to speak up)

Daniel

Me gusta que escribiste.
I like what you wrote.

Maya

Me gusta como pintastes.
I like how you painted.

Alfonso

Why is that always in green?

Lucas:

I didn't put no green!

These responses illustrate several important features of student talk at La Escuela.
Foremost is the fact that these kindergarten students, only a few of whom entered school
earlier in the year as proficient speakers of Spanish, are able to sustain the activity largely
in the minority language in the absence of prompting by the student teacher. In doing so,
they use Spanish to ask questions about classmates' work and to praise it. Although
some students rely on stock phrases to accomplish this work ("Me gusta...T And "Estd
bonito....'"), another student uses Spanish to respond to the student teacher's question
about how many students had already responded.
In terms of grammatical accuracy, the children's Spanish utterances range from
standard; lo colloquial, as in (2) 'sid boriito tu dibujo and (4) puitustes', to unacceptable,
as in (i) rorque lasjiures sun umuriiius aim (j) r^siu uuniiu lu Curu^una.
even the ill-formed utterances reveal students' developing knowledge of Spanish
grammar (their interlanguage), evident in Alfredo's use of the plural agreement of the
definite article las and adjective amarillos with the plural noun /lores in (1) Porque las
flores son amarillos. Finally, as Lucas' emphatic defense of his work in (4) reminds us,
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the LI speech of young bilingual children contains non-standard features which cannot be
catalogued as errors.
In contrast to the more academic presentation and questions observed during the
journal sharing session, student conversation during the actual journal writing was mixed.
Initially, most of the talk concerned the new journals all students received that day.
Students in three of the four small groups interacted exclusively or almost exclusively in
English, as in the following examples. Meanwhile, their neighbors at a fourth table
talked about the new journals almost entirely in Spanish. For most of the journal writing
lesson, I worked with la mesa rosa where nearly all oral interaction was in English,
including most talk addressed to me. Despite their apparent preference for English, these
students appeared to comprehend everything I said to them in Spanish, even though they
responded in English. It is worth observing that these kindergarten students were also
capable of writing in Spanish as they sustained an English-Spanish conversation. In the
next section, I turn to a discussion of the school's Spanish literacy program, Exito
Bilingiie.
5.6.1.2 Exito Bilingiie y Rejlexiones de Exito Bilingiie
Exito Bilingue is the Spanish literacy program developed by faculty at the end of
the fourth year of the school's DL program. Despite higher than district and national
averages on the Stanford 9, a standardized measure of English reading (Reyes, 1999),
teachers felt that Spanish literacy instruction was hindered by the wide range of Spanish
literacy skills in each classroom and by placement of English-dominant "newcomers"
without previous Spanish literacy Teachers were also concerned with articulation of a
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new "balanced literacy" program required of all District schools with the needs of dual
language students learning to read in L2. Conceived during a summer working session
involving teachers and the Cumculum Specialist, Exito Bilingue is described in AmotHopffer and Smith (1998) in terms of what it is not:

Exito Bilingue is not tracking. Although students are
grouped by their ability to read in Spanish for Ebcito
Bilingiie, the ^ito Bilingiie groups are flexible, with
students changing groups based on the results of ongoing
assessment via running records. Exito Bilingiie is not
remedial instruction. Students and teachers at [La Escuela]
work at their cognitive maximum as the components of a
balanced literacy program are implemented using
interactive literacy strategies in Spanish, the second
language of most [La Escuela] students, hcito Bilingiie is
not bilingual instruction. Spanish is the language of
instruction for all h:ito Bilingiie groups. Exito Bilingiie is
not a scripted program. It is a negotiated curriculum that
integrates the professional expertise of faculty and the
interests and strengths of students. Ebcito Bilingiie is a
school-wide, multi-age interactive literacy program in
Spanish that is implemented three days a week for sixtyminute periods.

For the research questions considered in this study, the most significant features of Exito
Bilingue are (1) the formation of groups according to Spanish literacy proficiency
(meaning that groups are often quite diverse in terms of age); (2) because ail faculty,
including teacher assistants and specialists, are involved, the ratio of adult to children in
each group is lower than in homeroom instruction, sometimes as low as 8:1; and (3) the
existence of a study group developed to support Spanish literacy instruction at the school,
Rejlexiones de Exito Bilingue.
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Reflexiones, as the study group is known, was created as a bi-weekiy tbrum for
discussion of progress and changes in ^ito Bilingiie. Although membership is bigger
and participants can receive professional development credits from the District,
Reflexiones can be considered an extension of the study group described earlier in this
chapter, in which the faculty initiated the curriculum transformation to the DL model. As
its name suggests, Reflexiones sessions most often deal with issues surrounding
children's literacy development, including implementation of the components of the
District's balanced literacy program, reading assessment, literacy strategies, and how to
incorporate student work and progress in Exito Bilingiie groups into the school's policies
on homework and grading.
As the primary, and sometimes the only, opportunity educators at La Escuela have
for extended, group reflection, Reflexiones has also become an important site for posing
and considering key questions about bilingualism and biliteracy (Amot-Hopffer & Smith,
1998). The most pressing of these is an issue which the faculty has dealt with on a
constant basis since La Escuela became a bilingual magnet school: motivating students
to speak more Spanish, in this case, during Exito Bilingiie. Although this issue has often
surfaced in Reflexiones, I will focus on a list of strategies faculty members generated in
the spring of 1999.
The session began with the curriculum specialist displaying an overhead of
teacher-generated questions from an

Reflexiones meeting. She asked teachers to

work in small groups to choose and discuss an issue and to propose strategies for change.
Of five groups of teachers and teacher assistants, four opted to focus on the question of
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how to promote increased use of Spanish by students. 1 wo groups rephrased the original
question to read "iQue hacemos con los ninos que no quieren hablar el espanol?" [What
do we do with the children who don't want to speak Spanish?]. The other groups wrote
"How do we increase oral proficiency in Spanish"? and "How can we encourage
production in L2?" These dual interpretations of the problem—childrens' resistance and
motivation to use of Spanish—were paralleled by the teachers' suggestions, listed in
Figure 5.1 under the most common categories.
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Figure 5.1
Educators' Suggestions for Motivating Students to Speak Spanish
Prizes
Prizes for speaking Spanish - things they Hke to have or do.
Dar premios [Give prizes]
Dary guitarpuntos par grupo/individuo [Assign and take away points to
groups/individuals]
Good-time tickets
Certificates
Make it a game. Give points and reward at the end of the period or quarter
Praise
Reforzar el uso del espanol de otros nihos-usando palabras positivas
[Point it out when other children use Spanish—using positive words]
Whole school recognition for original use of Spanish (student initiated)
Alabar los intentos [Praise their attempts]
Encourage them - pride in 2nd language
Rationale/Benefits of Bilingualism
Speakers to come in to explain why having a second language is beneficial
Demonstrate (Drawing of a balance scale, with the words "ingles " and "espanol" written
either side
Monitoring
Visual cues: Clips with cans per group (drawing of cans and paperclips)
Llamarles la atencion con humor (bromas) [Get their attention with humor (jokes)]
Modeling
Record students using Spanish; video, (audio)tape
Write common phrases down so that they know how to say them
Repetition
Co'ri f'iBpCtiCiOn SCgUidu [Witu continucu repetition]
Reinforcement/recognition
Materials
Usando juegos, poemas y condones [use games, poems, and songs]
Communicative
Don't respond to English - (Make Spanish) more mandatory
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One teacher wrote simply, "ayudarles a cambiar de actitud" [Help them change their
attitude].
This list of strategies and suggestions was later typed up and distributed to
teachers and some began to use them during E^ito Bilingue as well as in their classrooms.
One teacher described how she and her teaching partner used a game with a gancho
[clothespin] to spark student monitoring the language use of their classmates:

Nosotros aqui en Exito Bilingue, lo hacemos en forma de
broma en que un a nifio que hable English, le damos un
gancho para que se ponga. Es un gancho de ropa, se lo
cuelga en cualquier parte de su vestimenta. Como diciendo
"Ah, hablaste ingles. " A Janet [la otra maestraj le colgue
uno, y yo tambien. Si, porque era una forma no tan
estricta, sino que una forma de broma. Hasta ellos mismos
escucharon a otro nino hablar ingles y decian "jgancho,
gancho!" O sea que rompio el hielo. El hielo se derritid y
entonces los nihos se sentian mas en confianza. Es cuando
nosotros les hacemos notar "jAja! jEstds hablando el
ingles!

This strategy and most others appear to consider children's language use only in the
context of the immediate classroom context. A few extend beyond the classroom, such as
the practice of making time at assemblies to recognize those children who have made a
panicuiar effort to use Spanish in class, and having guest speakers explain to students
why having a second language is beneficial. For the purposes of this study, the list is
most remarkable because of what teachers did not mention—contact with native speakers
in the community.
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5.6.1.3 Especialistas: Musica, Artey Educacion Fisica
As noted in chapter 4, the desegregation settlement stipulates that the faculty will
include full-time specialists in the areas of music, art, and physical education. Students
attend these classes twice a week, spending one 30-minute session with each specialist
within a 90-minute block. The teacher assistant for each classroom accompanies students
as they rotate between specialists, and some assistants participate in these lessons with
children. Although not an original focus of this study, it became clear over the course of
my fieldwork that specialist classes are important potential resources for students'
exposure to and use of Spanish. In addition to the time students spend with specialists
and in their after-school activities each week, these classes involve opportunities to use
Spanish in ways that are distinct from the language of the classroom. Each specialty area
is a domain for a particular set of vocabulary, with a supporting physical context (e.g. art
room, music room, playground and supporting tools) which provides an excellent
opportunity for second language use and acquisition. Based on participant observation
and more formal observation of these learning contexts, I believe that the art and physical
education classes are presently underutilized as curriculum resources for children's
development of Spanish, for reasons of teachers' language preference and Spanish
proficiency." In contrast, music classes are a rich source of minority language and
cultural resources. This domain is the focus of the following section.
Musica
Music classes at La Escuela have been led by Alfredo Valenzuela since the school
first became a bilingual magnet in 1981. Sr. Valenzuela was honored as Arizona's
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Bilingual Teacher of the Year for 1999. Although children also learn to sing and play
songs in English at La Escuela, Sr. Valenzuela's great love is Mexican music, particularly
la musica mariachi. He attributes the success of the music program, which has grown to
include student groups dedicated to violin, trumpet, and guitar, to the attractiveness of
this uniquely Mexican style of music:

Atrae mucho. Para mi, personalmente, es una musica miiy
atractiva, que me llena el corazon la musica mariachi. Yo
estoy con la musica desde las ocho de la manana todos los
dias. Puedo seguir hasta las doce de la noche con
mariachi...}^

Indeed, in addition to the specialist groups, Sr. Valenzuela is director of the school's
guitarristas group and Los Aguilitas, the state's first performing mariachi group for
elementary school students. Many children, particularly from El Barrio, come to school
early to practice guitar or violin in the school's salon de musica, a portable classroom
lined with dozens of student-sized guitars, violins, and other mariachi instruments. In
addition to weekly performances at Monday morning assemblies, the student musicians
regularly perform at fiindraisers for the school and other organizations. They have also
played at bilingual education and mariachi conferences, as well as at the Arizona State
Senate.'^
Sr. Valenzuela spoke of how music instruction helps students develop proficiency
in Spanish and how students of all language backgrounds respond to this musical domain
marked for Spanish.
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Las cancioms que estan leyendo, alii (hace un gesto hacia
las canciones escritas enfrente del salon) los visual charts,
no? de las canciones. Estan mirando las palabras, y
cantdndolas, y diciendolas. Pues claro que va a ser mucha
prommciacion, prdctica.... Y no nada mas son palabras.
Es tnelodia que anima, que motiva. Los ritmos, la melodia,
los instrumentos de ritmo que usamos....Todo eso motiva
mucho el uso de las canciones, no? Y la cancion tiene
mucha repeticion. Cada estribillo tiene lo mismo y se
repite y se repite. Cada estribillo en una cancion se repite
como tres veces. Y se repite. Estan reconociendo palabras,
tambien practicando vocabulario. Es algo que les gusta.
Y lo que me fascina a mi, fijate. Yo en mis clases de musica
aqui, tengo cierta secuencia, no? Por ejemplo, (busca en
el salon para mostrar un ejemplo). Por ejemplo, tengo
aqui (lee de su "lesson plan") "cancion nueva en ingles,
cancion vieja en espaPiol, movimiento. " Y luego una que
escojan, y luego una destreza de musica, como de notas. F
luego "movimiento y luego "cancion vieja de ingles " y
luego que escojan otra vez. En otras palabras, cada tres,
cuatro actividades, ellos escojen una cancion. Y eso es lo
increible. Que 90 porciento, bueno posiblemente 80
porciento, me piden en espahol. Y angles, como hispanos,
los nihos Africa Americanos.... No importa qiden. Es
increible la cancion.

The precise contribution of participation in music classes and groups to Spanish
language development merits more attention than can be given here. However, for
purposes of this investigation, there arc at least four features of music instruction which
wait
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(1) Sr. Valenzuela's strict adherence to a "Spanish-only" policy in all linguistic
interaction with students; (2) exposure to cultural concepts and language (otherwise)
unlikely to be encountered at school; (3) coordination of oral and written language
(students read song lyrics as they sing them); and (4) focus on musical performance by all
students.
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The performance aspect of music instruction, whether presentations are given for
classmates, for children and teachers during Monday morning assembly, or for families
and other invited guests during a concert, is particularly important here. In addition to
increased attention to the pronunciation, stress, and rhythm of Spanish, music instruction
provides a legitimate opportunity for much repetition of familiar phrases that would
likely be resisted by students and educators without the supporting context of musical
accompaniment and audience. Visitors to the school often comment on the native-like
pronunciation of Spanish L2 speakers and singers; following a recent student
performance at morning assembly, a phonologist from the university on her first visit
commented with surprise, "They sound so good!"'^
Vocabulary learning is perhaps the most obvious example of how music
instruction provides a context for student language development. Instruction is often
explicit, as in the following example in which first graders are learning a new verse of the
song De Colores:

Sr. Valenzuela walks the students quickly through a new
verse written at the top of the flip chart. Pointing to the
words, he says, "brillanies y finos" and has the students
repeat after him. In the next line, he instructs them to sing
the words "la aurora" togeiher, making a glide of the end
of the definite article and beginning of the noun. "Se
cantan juntos, 'laaurora'" [sing them together, laaurora], he
says. "iSaben que es una aurora, nihos?" [Do you know
what an 'aurora' is, children?], Sr. Valenzuela asks the
class. He describes the color of the sky at dawn. Arturo
asks, "like a sunset?" "Tambien", Sr. Valenzuela allows.
They work on the word 'atesora' and then Arturo asks,
"iQue es lucir?" [What is 'lucir'?] Sr. Valenzuela thinks
for a bit before answering, "'/Lucir'? Lucir quiere decir
que es muy honito " [Lucir means that it's really beautiful].
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When 1 spoke with Sr. Valenzuela about the lesson afterwards, he focused on the
importance of helping children understand what they are singing: ''Trato de dar mucho
conocimiento de que es la cancion. Tambien las palabms que yo se que posiblemente no
sepan. Siempre trato de darles el contenido. Si estoy en eso. Mucho se trata del
estudiar la tenia de la cancion "[I try to teach them what the song means. Also the words
I think they might not know. I always tiy to give them the content. I work on that. A lot
of it has to do with the meaning of the song]. Here children learn new vocabulary in the
context of a song they have been singing for several weeks. In addition to the words Sr.
Valenzuela predicts students will need help with, there is also an opportunity for children
to ask their own questions about words, as well as an opportunity to test their
understanding of the new vocabulary.
The prominence of Mexican music at La Escuela means that language introduced
through song extends into classrooms. The following episode from a first grade
classroom immediately following a special assembly celebrating el 16 de septiembre,
Mexican Independence Day, illustrates the potential of musical performance as indirect
source of vocabulary learning. In this exchange, Martina, an English dominant child
whose family has strong roots in Tucson's mariachi scene, is working at a table with
Adriana, a Spanish dominant child, and me:

Martina remembers the title of the song {"Viva
Chihuahua") the Mariachi sang this morning. She asks
Adriana and me, "What is 'Chihuahua"^" and then, "What
does 'Viva' mean?" Adriana answers, saying that a
Chihuahua is a dog, a chihuahua,
means 'live'",
she explains. I ask Adriana if she knows about the
Mexican state of Chihuahua. She does not, so I explain
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that the song is not about a dog but about people singing
about the place they come from. We work on translating
the 'Viva' part; the best I can do is to say that "Fiva
Chihuahua" means something like "Go, Chihuahua." I ask
Adriana, who is dressed in a Mexican style "manta" dress,
white with ribbons the colors of the Mexican flag, if she
and her family watched "'el grito' anoche en la television."
She looks up from her work and asks "iQue es 'el grito'? "
Martina, who has been following the conversation closely,
says, "Like this", and begins the fist-pumping motions and
shout of "/ Viva Mexico!" modeled by Dr. Romero at the
assembly earlier this morning.

This example illustrates how mariachi music and celebration of Mexican culture become
part of the fabric of conversation in classrooms. Through musical performance by their
fellow students, non-performers like Martina and Adriana identify and discuss the
meaning of unknown words and unfamiliar concepts. The co-occurrence of linguistic
and musical knowledge encoded in and conveyed by the songs also allows these students
with very different levels of Spanish proficiency to assist each other in the task of
learning Spanish and learning through Spanish. It is not surprising that Adriana can help
a less fluent speaker like Martina make sense of new Spanish vocabulary, as she does
with the phrase ''Viva Chihuahua.'''' This is, after all, one of the central claims of DL
programs—that native speakers of the minority and majority language are effective
language models and resources for classmates' L2 acquisition (Cloud et al., 2000). Less
expected is the finding that non-dominant speakers of the minority language can directly
support the continued LI growth of speakers of the minority language, as in Martina's
modeling of "e/ grito" for Adriana, a development which suggests the unique and
valuable contribution of the music program to Spanish language learning at La Escuela.
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5.6.2

Non-academic Settings as Contexts for Minority Language Use
Having discussed language use in the "academic" domains at La Escuela, in the

following sections I discuss language use in non-academic domains within the school. I
focus on the playgi'ound and the after-school program as settings in which child language
is generally more spontaneous and typically less directed by or to adults.
5.6.2.1 Playground Talk: "No Hay Ninos Bilingiies Aqui"
In contrast to the academic domains described in the previous sections, in which
teachers attempt, with varying degrees of success, to encourage children to conduct
themselves in Spanish, on the playground children are free to interact with their friends in
their preferred language. Because students at the same grade level eat lunch and go to
recess together, there is much opportunity for interaction with children of similar ages,
those likely to be most closely involved in their social networks. For this reason, there is
perhaps no better index of the shift in children's linguistic preferences at La Escuela than
the language they speak on the playground. In chapter 4,1 cited stories by Hank Oyama
and Scott Martinez recalling that children were often punished for speaking Spanish on
the playground. Today, adults on the playground are paid to monitor children's safety
rather than their language use. And, now that Spanish is encouraged in the classroom,
ironically few children use it on the playground.

This pattern, observed over the

duration of this study for students of all age ranges, can be attributed to the presence of
English speakers from the extended community as well as to the shift toward English in
El Barrio. There are, to be sure, children for whom Spanish continues to be the primary
language of communication on the playground, but these students appear to be strongly
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Spanish dominant rather than fluent in both languages. Furthermore, in my limited
observations of children interacting in Spanish on the playground, the presence of an
English dominant child in a group of children speaking Spanish typically results in a
switch to the majority language.
Based purely on the language of children's talk on the playground, it is tempting
to concur with the assessment of Sr. Verdugo, a playground monitor at La Escuela for
over 13 years who claims "No hay nihos bilingiies aqid" [There are no bilingual
children here]. In fact, however, Sr. Verdugo is one of the best sources of evidence for
the way children use Spanish on the playground because he conducts himself as a
monolingual speaker of Spanish. In the following excerpt from my fieldnotes, first-and
second-grade students address him exclusively in Spanish to negotiate permission to sign
out sports equipment and use the bathroom. They are huddled around the picnic table
under a ramada near the front of the school. As he takes out the cardboard box full of
jump ropes, basketballs and frisbees. Sr. Verdugo is grumbling a bit that this is really the
job of the physical education teacher. A group of about a dozen students are dancing
around him, asking questions. Some of the children have already begun to write their
names and the equipment they wish to borrow on Mr. Verdugo's clipboard.

As she writes on the clipboard, Angelica looks up and asks
Sr. Verdugo, "iComo se dice 'jump rope' en espanol?"
He doesn't answer at first, perhaps because he cannot hear
her question over the talk of the other students. Later, Sr.
Verdugo jokes with Aisha and Ernie, who run up to ask
him, "^Me permite ir al bano?" [May I go to the
bathroom?] Since Sr. Verdugo is still busy signing out
equipment, Aisha actually approaches me first and asks,
"^Mepermite ir al bano? " "Estd bien conwigo, " I tell her.
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"Fero tienes que preguntarie ai Sr. Verdugo, no a mi"[its
okay with me...but you should ask Mr. Verdugo, not me].
Aisha waits until he is free and then repeats the question
twice. Later, when Tony asks the same question. Sr.
Verdugo says, "Si, pero me tienes que pagar diez dolares"
[Yes, but you have to pay me ten dollars]. Tony looks at
him in disbelief. "I don't have to pay ten dollars to go to
the bathroom!", he says. Sr. Verdugo laughs and tells him,
"For supuesto que no, mijo" [Of course not, son], as Tony
zooms off to the bathroom.
A second-grader, in line to sign out a basketball, asks Sr.
Verdugo, "Yo puedes tener un basquetbol, par favor?"
[Can you have a basketball, please?]. Sr. Verdugo teases
him gently about this ungrammatical request, saying "Yo
nopuedo tener iin basquetbol" [I cannot have a basketball].
Apparently, the boy interprets this as a refusal of his
request; he turns around and begins to walk away. "Hey!",
shouts Sr. Verdugo. "Ven." [Comeback]. The boy turns
around and walks back to the picnic table. Sr. Verdugo
tries to explain to him that he should use the correct form of
the verb tener. He models the correct form by rephrasing
the question, "Puedo tener un basquetbol, por favor?"
[Can I have a basketball, please?]. Then Sr. Verdugo
hands the boy a basketball without asking him to the
correct form. It's hard to know what the boy has
understood during this exchange, but at least he finally has
the basketball.

According to Sr. Verdugo, most children are able to understand him without
difficulty. "Si me entienden, " he says, estimating that 30% of the children address him in
Spanish.

Bueno, muchas veces platicamos, muchas veces me dicen
"tata" por la edad, ino? Hay muchos que me dicen "Sr.
Verdugo". Yles digo, "iQue se les ofrece?" Meplatican
de cosas que han sucedido en sus casas, o de cosas que
ellos piensan.

Noting tnat some cniidren struggle in speaking Spanish, Sr. Verdugo supports their
attempts by helping them with pronunciation and grammar. He recognizes the effort that
these children and their families are making to recapture proficiency in the minority
language, and stresses the importance of bilingualism.

Hay nihos que si escuchan, como el nietecito de Sonia, el
Andres. Es muy buen muchachito, miiy atento, muy
abusado. Pero muchas veces que le comienzo a hablar
espanol... "Yo vengo", dice. Pero si habla espanol. Es
que Sonia y su marido le ayudan al nino. Creo por eso que
todos los padres deberiamos de ayudar a nuestros hijos
porque, yo digo esto, la persona que habla dos idiomas
vale por dos. Mas ahora, que estdn tratando tanto de
eliminar el bilingUismo en todas partes. Pero eso es puro
racismo, puro racismo. No es porque el biligiiismo no
sirve. jNo! Sirve mucho. Cualquier otro idioma que
habla usted lo ilustra mds}^

Like the teachers. Sr. Verdugo also recognizes that some children from Spanish speaking
homes resist speaking Spanish, even with him; '"El nieto de mi amigo Ramon, es muy
corajudo el niiio y no le gusta hablar espanol. Yo le hablo en espanol. Me entiende todo
lo que le digo y el me contesta en ingles " [The grandson of my friend Ramon, that kid is
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Sr. Verdugo's observation that some children do speak Spanish on the playground
is supported by Sarita, a La Escuela graduate who has rejoined the school as a playground
and cafeteria monitor after an absence of nearly 60 years. After her first day as monitor,
Sarita commented on the differences between La Escuela in the 1930s and today.
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When I used to go to school, 1 hardly saw any Anglo kids,
just Mexicans. To us it was a novelty when we saw a little
blonde girl. There was this gringuita and she came when I
was in second grade. And I was fascinated because she
was a gringuita, you know? To me, me she was like an
alien or something. I'd never seen gringas there.

In addition to the shock of seeing Anglo students at La Escuela, Sarita was surprised to
hear so much Spanish from children on the playground. Remembering that Spanish was
forbidden on the playground when she was a student, and unsure about current language
policy, she asked other monitors if children were allowed to speak Spanish at school.
"That's why I asked are they supposed to speak Spanish. They said, 'Yeah, it's a
bilingual school.'" Sarita's own experiences with family differences regarding the value
of childhood bilingualism have sensitized her to the issues of generational loss of
Spanish, as she points out how her own extended family is like other families at the
school:

See, now they don't speak Spanish in the homes like they
used to before. Before, like when I went into kindergarten
I didn't know English either because I heard Spanish only.
And now all the mothers speak English to their kids so they
T U,
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my great-grandchildren.... I say "Speak Spanish to these
iviuM 1 iiavc <x ^laiiuuaugiiici tuai b wiiii <x Odivciuuidll uitu
he speaks English to them. I say "Don't speak English,
speak Spanish! You're from Salvador, you know? Teach
them their language." He says, "No, no, no porque tienen
que aprender ingles, tienen que aprender ingles " [No, no
because they've got to learn English, they've got to learn
English]. Well they're gonna learn that at school, you
know?
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Although she knows Spanish is no longer forbidden at school, and urges members
of her own family to raise children bilingually, on the playground, Sarita tends to speak
Spanish with adults and English with children. The following observation took place on
the playground shortly before the start of the school day, as my daughter (Arantza) and I
greet Sarita on our way to an early morning guitarristas session.

Perhaps a dozen children, mostly kindergartners and first
graders, are playing on the jungle gym at the rear of the
school. Sarita is there watching the children. Arantza runs
up to her and gives her a hug and Sarita and I talk briefly
about changes to her interview transcript. This adult talk,
as well as Sarita's greeting to Arantza, is in Spanish. Our
conversation is punctuated, however, by Sarita's directives
to the children on the jungle gym: "Don't throw the ball at
the girls, Luis. Don't throw it so hard, they're only
damitas." Turning to me, Sarita explains, "no sabe que es
mucho mas fuerte que ellas " [He doesn't know that he's so
much stronger than them]. She turns back to address the
girls in English, warning them to stop running and climbing
so fast.

These observations of the playground domain suggest that children are more
likely to use Spanish to speak with adults who, like Sr. Verdugo, represent themselves as
monolingual speakers of Spanish. This pattern of language use is rare among the
playground monitors, niost of whoiii also iiionitor the cateteria uuriiig lunch aiid aucrschool snack. Although all are fluent speakers of Spanish, the majority prefer the pattern
of language allocation displayed by Sarita—Spanish to address adults and English to
address children, even children who are fluent speakers of the minority language. This
pattern is also typical of adult language use during Dia Extendido, the after-school
program discussed in the next section.
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5.6.2.2 Dia Jbxtendido

Liliana: What language do we have to write in?
Di'a Extendido Staff: English, Spanish, or Chinese, honey.
It doesn't matter.

Established by the desegregation settlement to attract families from outside El
Barrio, Dia Extendido has become an important component of DL schooling at La
Escuela. Currently, over 80% of La Escuela students participate in one or both of the
forty-five minute, after-school classes. Recent offerings have included study hall and
tutoring, computers, sports, art, cooking and nutrition, and folklorico dancing, as well as
beginner and advanced classes for violin, guitar, and trumpet. In addition to regularly
scheduled courses held in classrooms or on the playground, students have also
participated in courses designed by nearby non-profit agencies in bicycle building and
repair and a book-writing project about the history of the Santa Cruz River. Dia
Extendido classes occupy an intermediate position between academic programs
(classrooms) and un-stnictured free time (recess). As in classrooms, adults are
responsible for establishing program content; however, most Extended Day staff are not
nv>A
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established by the district.
My knowledge of what goes on in Dia Extendido classes comes mainly as a
parent of a child participating in the program. As Arantza moved from course to course
throughout the year, I observed considerable diversity in her own language use and in
adult language use. Even the names by which children refer to the classes retlect the

nature of language use therein. In ""computadoras," for example, the teacher addressed
children almost exclusively in Spanish, and the writing Arantza brought home each day
in the form of print outs from the school's aging dot-matrix printers was always in
Spanish. "Cooking," on the other hand, was conducted in English. Having seen samples
of student-written cookbooks students from other years, I was eager to see what Arantza
would produce. Indeed, the cookbook was lovely—carefully written and beautifully
illustrated—and all in English, as was virtually all the written material, both student
written and commercially prepared, that she brought home from that class.
What accounts for these differences in language patterns? It is not, as I initially
believed, only or even primarily a matter of language proficiency. Both of these Dia
Extendido teachers are Mexican Americans, whose primary schooling was English only.
Although I did not interview either teacher and have worked closely only with the
computer teacher, I have spoken with both teachers in Spanish on nearly a daily basis for
over a year. Based on our conversations, my impression is that the cooking teacher
speaks Spanish more fluently and with greater ease. The matter of teachers' code choice
during Dia Extendido then, is about more than language proficiency. Sr. Valenzuela talks
about his personal commitment to extend use of Spanish from the music classroom to
other areas of the school:

Es que hace dos afios que nos pidio Lupe que nos pusimos
metas propios, ino? personales.
De que queriamos
nosotros hacer. Entonces me dije que mi meta, como ya
tenia bastante exito en miisica, dije puds mi meta sera el
lenguaje, el espanol. Y me dedique. No nada mas en mi
salon, en toda la escuela con ninos trato de hablar espanol.
Y lo he logrado. Casi nunca hablo ingles. Desde entonces,
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los nihos ya me miran como algo espanol (risa) y ellos,
muchos me hablan en espanol. Lo que paso el ano pasado,
empece a, que cada vez que me hablan, yo les digo
"espanol!". Y la gran mayoria me puede hablar asi. Es
una cosa tremenda, hasta los angles me hablan espanol!
Casi sin problema.

Sr. Valenzuela spoke of his fears that his exclusive use of Spanish would hinder
children's learning and compromise the effectiveness of a system of instruction he spent
years developing. He contrasted these initial concerns with the success he currently sees
students having as Spanish speakers and as musicians:

...cuando primero empece dije, ";No voy a hacer nada!
Porque los nihos no van a entender, y va haber puro
negativismo y no voy a llegar a la meta de ensenar nada
porque voy a estar frustrado con el espanol. " Y he llegado
yo a que todo pasa en espanol. Todo se puede hacer en
espanol. You know, en mi salon de mitsica, en mariachi,
en las guitarristas—el exito ya lo miro yo en espanol. Digo
yo que es una cosa tremenda, para mi. Es un exito muy
grande para mi. Porque yo tenia reservaciones desde el
primero con esa meta y a Lupe, le dije yo, "Voy a llegar a
batallar mucho, a lo mejor voy a llegar a que me friistro y
lo voy a dejar. " Pero, fijate que no. Entre mas tiempo
pasa, mas facil se me hace.

As director of the after school program for many years, Sr. Valenzuela offered insights
into the way Dia Extendido classes, like music, could be organized as Spanish-only
domains without compromising children's learning. In his view, many of the classes are
appropriate, even easier sites for teaching Spanish because, unlike classroom teachers,
Dia Extendido teachers are able to concentrate on a single content area.
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Como el Dia Extendido tambien es muy informal, no es
academico como casi toda la escuela. No, es baile, musica,
arte, educacion fisica...
Alli pueden los profesores
dedicarse al lenguaje de una sola area... Sabemos que hay
mucho lenguaje de lo mismo, ino? Por ejemplo, en la
cocina: la cuchara, la comida, las manzanas, la fruta, you
know, algo relacionado. De alli pueden aprender mucho
vocabulario de esa drea.^^

Sr. Valenzuela said that, as director of the program for many years, one of the
challenges he faced was motivating other adults to use Spanish with children. This view
was echoed by Maelle, who characterized Dia Extendido classes as "our weakest link to
the goals of bilingual and biliteracy." She recalled offering training for staff in the same
semester the dual language program officially began

because I was anxious to see extended day become just an
extension of what we do here.... So after we said this is the
amount of Spanish we're going to be using at these grade
levels, I was anxious to have that translated into the
extended day program. And although people participated
willingly in that training, I didn't see much change in actual
practice.

5.6.3

Summarizing Patterns of Adult and Child Language Use
When I first began spending time at La Escuela, a colleague made the comment

that the school was a place "where adults speak Spanish and children speak English."
After some two years of observations in classrooms and other academic and nonacademic domains at La Escuela, I have come to see that language use at the school is
more complex than that. In this section, I have tried to show that the conditions in which
people at La Escuela use the minority language, and to give a sense of how they use it.
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Participant observation of content and reading instruction in classrooms and the
interaction of children and adults in non-classroom settings (including the playground,
school cafeteria, teachers lounge, morning assembly, and interaction in the school's
offices and hallways) reveals several broad patterns in language use at La Escuela.
Within their own classrooms, teachers and teachers assistants are highly unified in
support of Spanish as the school's primary language of instruction. Children's language
use, while obviously mediated by individual language dominance, also appears to vary by
grade level. Participant observations in kindergarten and first-grade classrooms show
that English-dominant and Spanish-dominant children consistently use Spanish to address
the teacher, but address peers differently depending on the academic/social nature of
communication. In displaying and talking about their work in front of the class these
students tend to use Spanish; in small groups, children use English almost exclusively. In
contrast, classrooms of older children and multi-age Spanish reading groups more often
feature English in student-to-student and student-to-teacher communication. Observation
of different domains within the school reveals that numerous key activities (specifically
physical education, art class, and most activities during Dia Extendido) are likely to be
conducted in English by adults.
Despite broad agreement among the faculty that the change to a DL program has
resulted in decreased resistance to use of Spanish by students and to increased oral
fluency in that language by many students, teachers at La Escuela remained concerned
about helping students of all language backgrounds become more willing and more
proficient Spanish speakers. Teachers employ a range of strategies to this end, including
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games, prizes, mock punitive systems, and attempts to involve students in monitoring the
language use of their peers. From the very frequency witli which they are discussed,
tried, and found wanting, it seems clear that such classroom-based systems are ineffective
and hold little promise for more than the most temporary change in student language use.
Aware of the potential parallels between the systems they have devised to promote
Spanish and the English-only mechanisms employed under the 1-C program (compare,
for example, the "gancho" game described above with Sarita's story about the teacher
who made a game of throwing erasers at children for speaking English, described in
chapter 4) which many of them endured, teachers are understandably reluctant to push
children to respond in Spanish. Rather, students of all language backgrounds,
particularly children from Spanish-speaking homes, are apt to use Spanish in interaction
with adults whose first/dominant language is clearly Spanish, like Sr. Verdugo, as well as
with English-dominant bilinguals who represent themselves as minority language
speakers with confidence and consistency, like Maelle, Sr. Valenzuela, and others. It also
appears that minority language use can be promoted by marking a particular domain for
Spanish, as is the case of music instruction.
5.7

Summary and Conclusions
I began this chapter with the story of how residents of El Barrio acted to protect

their neighborhood school from closure. Although initial resistance in the neighborhood
was focused on thwarting urban renewal rather than on changing the language of
schooling, residents' actions, in concert with a federal desegregation court order,
contributed to creation of a bilingual magnet program which simultaneously promoted
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Spanish as language of instruction and limited the potential for minority language growth
by placing constraints on enrollment of children most likely to be fluent speakers of
Spanish. The subsequent decision by the faculty to move beyond the bilingual
maintenance program to adopt a dual language model is viewed as a response to
community patterns of language shift toward the majority language. Under the current
model, a highly qualified and experienced faculty has attempted to compensate for the
lack of fluent child speakers of Spanish by increasing use of this language in classrooms
and other academic contexts. Adults are largely consistent in application of the model
within classrooms, but efforts to promote the vitality of the minority language among
child speakers are undermined by larger patterns of language shift, evident in nonacademic domains within the school in which the minority language is not well
supported.
Having established the "location" and nature of Spanish language resources
available in El Barrio and the extended community of Tucson in chapter 4, and with the
school context now established, in the following chapter I turn to the question of how
educators at the school employ these linguistic ftinds of knowledge as a resource for
Spanish language learning.
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1. "This report is dedicated to the parents of the ...schools whose support of the
recommended changes represents not only the continued existence of schools in their
neighborhoods but a hope and a mandate for a new day in the education of their
children."
2. In her assessment of Spanish oral proficiency at La Escuela, Brittain (1988) used a
score of 18 (out of a maximum possible score of 25) as the minimum score indicating
a "high" level of proficiency. In cross sectional research of Spanish oral proficiency
of DL students in California, Lindholm (1998) uses 19 as the minimum score for a
"high" level of proficiency. Using this slightly more rigorous standard, 56% (N=15)
of the 27 La Escuela fifth graders participating in Brittain's study would have been
considered highly proficient in Spanish, as compared to 59% (N=16) reported by
Brittain.
3. The percentage of "available Anglo spaces filled" for the 1999-00 school year (36%)
was provided by the District's Magnet Office based on attendance records as of
September 22,1999. According to Magnet Coordinator Louise Young, this
percentage was unlikely to change significantly over the course of the school year.
4. Two El Barrio families indicated that their children had attended other elementary
schools rather than La Escuela. In one case, the mother of an Anglo student said that
her eldest son attended a school outside the district because of its particular academic
focus. Her three younger children all attended La Escuela during this case study. A
second, Mexican-American, family gave no reason for their choice.
5. Teachers at La Escuela have elected to use Spanish as the sole language of instruction
at kindergarten and first grade. This practice begins on October 1 each year because
the teachers want to use the first weeks of the school year to allow children to ease
into the school culture and classroom practices.
6. "Amongst themselves, my children speak English. They speak to me in English, but I
tell them, I insist.... I explain to them that when v/e have the chance to visit our
family in Guadalajara that they can speak [Spanish] so they can continue learning."
7. Residence patterns are based on the Student Family Listing (school roster), published
by the District and showing the address of each student enrolled at La Escuela.
Percentages for student residence by barrio, secondary zone, and extended
community were calculated by counting the number of students living on streets
within El Barrio and streets in neighboring communities. The percentage of Barrio
students may be slightly overestimated by this means of calculation, as it is not
unknown for families to report addresses for homes in which they do not live in order
for their children to be guaranteed admission to La Escuela as "neighborhood"
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vacant lot that has since become the school garden! For obvious reasons, it is
difficult to be precise about the number of "Barrio" children who actually live in
other parts of Tucson. Construction of new homes on vacant lots, part of urban "in
fill" projects sponsored by the El Barrio Neighborhood Association, may have begun
to curtail the practice. The figures given here reflect enrollment as of December 7,
1999. They appear to have changed very little since the Student Family Listing was
previously published (10/28/98).
8. Mobility index figures are based on October first enrollment figures, rather than the
year end enrollment figures used to calculate ethnic group percentages in Table 5.7
The mobility index figures given here are an average of La Escuela mobility index for
the school years 1994-95 to 1997-98.
9. In fall 1999 the parent group at La Escuela voted to switch its affiliation from the
Parent Teacher Organization to the Parent Teacher Association (PTA). Among the
points discussed prior to the change whether affiliation with the PTA would constrain
possible "political action" on behalf of bilingual education during the anticipated
English for the Children Arizona initiative. The decision-making process included
revision of Arizona PTA Bylaws, and several parents (myself included) requested and
were provided with copies in English and Spanish. Interestingly, the Spanish
language version had been translated by the Wilson School (Phoenix) affiliate of the
PTA, rather than the state office.
10. "Here in Exito Bilingue, we make a joke out of it when a student speaks English. We
give the child a clothespin to put on, to pin somewhere on their clothing. It's like
saying, "Ah, you spoke in English." We stuck one on Janet [the other teacher], and
on me, too. It's a way of doing it that's not so strict, more like a joke. Even the
students, when they heard a classmate speaking in English, would say 'clothespin,
clothespin!' It broke the ice. The ice was broken and the kids felt more comfortable.
That's how we would remind them, 'Hey! You're speaking in English!'"
11. Both the Art and Physical Education specialists are capable of teaching their subject
areas in Spanish. The former, a native speaker of English and Spanish minor in
college, is comfortable teaching in Spanish but typically uses English with students
outside the classroom and in spontaneous interaction. The Physical Education
teacher, a native speaker of Spanish who appeared to prefer using English with
students, left La Escuela in fall 1999. His replacement, a long-term substitute, is an
Anglo who has studied Spanish as a second language but clearly struggles to
understand native discourse. Several children have told me that they are helping their
new teacher learn Spanish.
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12. "It rc8lly drRws ncople. For rne^ personally^ it's vcrv attractive music, reallv
satisfying. I'm immersed in this music from eight o'clock ever)' morning, and I can
keep going with it until twelve o'clock at night."
13. Gonzalez (in press) describes a performance by La Escuela's student mariachi group
at the Tucson International Mariachi Conference as an affirmation of children's
Mexican identity.
14. "The songs that they're reading there (gesturing to the song lyrics posted at the front
of the classroom), the visual charts of the songs. They're seeing the words, singing
them and saying them. Of course it involves a lot of pronunciation and practice....
And it's not just the words. It's the melody that gets them excited, that motivates
them. The rhythm, the melody, the percussion instruments we use... All these things
make the songs important, see? And the songs contain a lot of repetition. Each line
has the same [words] that get repeated. Each line in a song gets repeated like three
times. And again. They are recognizing words and practicing vocabulary too. It's
something they enjoy. And you know what's fascinating? Here in my music classes,
I follow a certain sequence. For example (looks around the classroom for an
example), I wrote here (reading from the lesson plan) 'new song in English, old song
in Spanish, movement.' And then a song the students pick, and then a musical skill
like reading notes. And then 'movement,' and 'old song in English' and then the kids
pick another song. In other words, every three or four activities, the students choose
the song. And that's what's incredible. 90 percent, maybe 80 percent of the time,
they ask for one in Spanish. The Anglo kids, the Hispanics, the African
Americans.... It doesn't matter who. The songs are really powerful."
15. It is not clear how much—or if— "sounding good" when singing Spanish language
songs contributes to children's grammatical development. Gonzalez (in press) notes
that some highly skilled and respected adult mariachi vocalists are much less
proficient speakers of the language, a phenomenon she describes as "the Mel Tillis
syndrome." During the period of my fieldwork at La Escuela, the school's lead male
vocalist, a boy with a remarkable voice and stage presence, was sometimes sharply
criticized by more fluent but less gifted singers.
16. "Well, lots of times when we talk, they call me 'grandpa' because of my age. And
some call me 'Sr. Verdugo.' I tell them, 'what can I do for you?' They tell me about
things that have happened at home, or just things that they're thinking about."
17. "There are children who listen, like Sonia's grandson, Andres. He's a good kid,
really smart. But when I start to start to speak to him in Spanish... 'I'm coming', he
says. But he can speak it. Because Sonia and her husband help him. I think all
parents should be helping our kids because I believe that a bilingual person is worth
twice as much. Especially now, when they're trying to get eliminate bilingualism
TV.o f ' c
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worthless. No! It's very useful. Any other language you can speak, you learn from
it."
18. "Two years ago Lupe (the principal) asked us to set personal goals for ourselves. For
what we wanted to achieve. Well, I'd already had a lot of success in the music
program so I said my goal was going to be language, using Spanish. So I devoted
myself to it. Not just in my classroom, I try to use [only] Spanish with kids
everywhere in the school. And I've done it. I almost never speak English. Since
then, the kids have come to see me as someone who only speaks Spanish (laughs) and
a lot of them speak to me in Spanish. Since last year, every time students speak to
me [in English] I say 'Spanish!' And that's how most of them talk to me. It's really
remarkable. Even the Anglo kids speak to me in Spanish, without much trouble."
19. "...when I first started, I said to myself, 'this isn't going to work! The kids aren't
going to understand and I'm not going to be able to teach anything because I'll be
frustrated with the Spanish." But I've reached the point where the whole class is in
Spanish. It can all be in Spanish. You know, in the music classes, with the mariachi
and the guitar students—I see the success kids are having through Spanish. I think it's
very remarkable. I had doubts about it from the start. I told the principal, 'It's going
to be a struggle, and I'll probably get frustrated and give it up.' But no. The longer I
do it, the easier it seems."
20. "Extended Day is very informal, not academic like the all rest of the school. Instead,
it's dance, music, art, physical education... The teachers are able to dedicate
themselves to a single subject area, where the language is more limited. For example,
in cooking class, spoon, food, apples, fruit.... you know, things about cooking.
Students can learn a lot of specialized vocabulary that way."
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CHAPTER. SIX
LINGUISTIC FUNDS OF KNOWLEDGE IN DUAL LANGUAGE SCHOOLING
6.0

Introduction
Previous chapters have described El Barrio and the extended community of

greater Tucson as sites of linguistic resources for minority language learning. I have also
described school-based domains where such resources might be employed. The purpose
of this chapter is to describe and analyze the use of these linguistic funds of knowledge
for the purposes of DL schooling at the La Escuela. This chapter addresses research
questions 3, 4, and 5, restated here:

3. To what extent does DL education at the school utilize linguistic and cultural
resources in the community to create opportunities for students' and teachers'
authentic communication in Spanish?
4. How are these linguistic and cultural resources employed in relation to school
curriculum?
5. Does utilization of linguistic and cultural resources from the minority
language community influence use and development of Spanish by students?

Section 6.1 describes instances in which Spanish language funds from the community
have been incorporated into DL instruction at La Escuela. Section 6.2 examines the
nature of those funds througli categories including time frame, grade level, domain within
the school, primary language used by children, genre, and location of the resources. I
also consider whether these instances involve only taking in linguistic resources or
whether they are returned to the community in some form. In 6.3,1 consider evidence of
increased use of Spanish and growth in proficiency in that language. In the next section,

337

I ccnsidcr tlic extent to vvuicli the use of these minority

icsouiCcs is pidiiiicu oi

incidental, and whether their use can be said to influence the children's use and
development of Spanish. The final section is a discussion of the factors that facilitate the
use of minority language ftinds of knowledge at La Escuela and factors that function as
barriers to their incorporation in DL schooling.
6.1

Instances of Linguistic Funds of Knowledge
In this section, I describe ways in which educators at La Escuela have

incorporated (Spanish) linguistic funds of knowledge in DL instruction. The ten
activities or events I describe in this chapter are not intended as a complete list of all such
activities at La Escuela. Instead, I have chosen examples that seemed most salient during
the course of observation and teacher interviews, and through member checking with
participants. In several cases, I witnessed and participated in the events described; others
took place before my research at the school began and have been reconstructed here
through interviews with the primary adult participants. The events vaiy considerably in
duration and scope; some are one-time events, others are school traditions that have
developed over several years, and still others are ongoing projects that continue to
develop.
The Language of Parent Participation
In the previous chapter, I discussed archival analysis of records compiled by the
former community representative to determine the nature and frequency of parent
participation in classrooms. Based on these records and interviews with teachers, it is
apparent that the school has not consistently sought out participation by Spanish-speaking
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and interlocutors. Rather, teachers encourage and welcome participation by all parents,
and they are willing to accommodate their language preferences to facilitate such
participation.' However, because parents from the extended community and El Barrio do
regularly participate in classes, particularly when their children are in kindergarten and
first grade, the question remains: Is parent participation in classes an important, albeit
incidental, source of Spanish interaction for dual language learners?
Most teachers said that the majority of parents who helped out in classrooms used
English with children. In addition to English monolingual and strongly English-dominant
parents, this was also true of bilinguals and of parents who were themselves students of
Spanish at the time. Sra. Larios remembered one bilingual mother from El Barrio who
preferred to use English as she helped students with centers: "She was doing it in
English. Most of the moms who came to help would speak in English. But I would
rather have them speak in English than not have them." Sra. Chavez talked about how
her kindergarten students quickly became adept at understanding the language dominance
of parent volunteers and responding in the appropriate language. Recalling a parent
volunteer from El Barrio, she said

She didn't speak English...[so] they would talk to her in
Spanish. And they would try. I think she understood. She
understood a little bit of English. But the kids knew. They
knew who spoke English and they knew who spoke
Spanish. If they knew that you didn't speak English, they
wouldn't talk to you in English.
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about volunteering in her son's classroom, a practice she has continued now that he is in
first grade.

Yo salgo del trabajo a las 2:00, ahora salt a la 1:00
pasadita porque no habia trabajo y me vim, y llegue a
ayudarle para que ... tambien cuando estaba en Kinder yo
iba, y me decia mi hermana, "Ay, ^No te enfada? No seas
metiche en la escuela, enfadas a la maestra"...La maestra
le gustaba porque le ayudaba a el y le ayudaba con otros
ninos tambien. En lapuerta tenian un papel....que mamas
iban a ayudar, que tantas horas.... Yo iba muchas horas
con el. Ya lleva dos dias de escuela el, [y] he ido. La
maestra me dice que cuando tenga tiempecitos asi vaya y le
ayude al nino.~

Where instruction is organized to encourage active parent participation, some Englishdominant parents respond by using Spanish in the context of group activities. In one
^ito Bilingiie class, composed mainly of first graders, the teacher incorporated a
mother's visit into the text of las Noticias del Dia [News of the Day].

Maelle leads the students in reading aloud the sentence they
have co-written, "La mama de Clarissa va a visitar Exito
Bilingiie." [Clarissa's mother is going to visit ^ito
Bilingiie"] Just as the class finishes reading the sentence
about her, the mother walks into the room. Later, Clarissa
and her mother sit together in a group where students are
asked about the strategies they are using to read. Clarissa's
mom is laughing and smiling. After speaking with Clarissa
in English, she is mostly silent and appears not to be
participating in the activity until Maelle hands her a card
and asks her, ""iQue dice aqui?" [What does it say here?]
Clarissa's mother reads the Spanish word on the card,
"'morado.'"
[purple"] When Maelle asks, "^Y donde
estd?," [And where is it?"] Clarissa's mom points to the
appropriate card.
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dominant parents was not common. In this case, Clarissa's mother's participation was
facilitated by the teacher's skillful way of drawing her into the activity, and presumably
supported by her participation in adult Spanish classes during Esciiela Nocturna. A few
weeks later, the same teacher recalled that an English- dominant father from El Barrio
came to Exito Bilmgue to read to his son in Spanish: "As we began our semi-circle,
Ramon raised his hand and said 'Tengo unapregunta.' ['I have a question.'] I called on
him and he said 'I love reading.'"
These interactions suggest that the value of parent talk in Spanish is not restricted
to parents who are confident, fluent speakers of that language. Instead, it appears that by
participating in the minority language, parents help raise the prestige of Spanish for all
children in the classroom.
Visits to La Calle Marliet
Visiting La Calle Market, the sole grocery store remaining in El Barrio, is one of
the oldest traditions in Barrio-school relations. A small brick building located in the
heart of the neighborhood, the market was owned by Chinese grocers in the 1930s and
1940s (Perez, 1998; Rieder, 1998) and now specializes in tortillas, tamales, chorizo,
candies, and other Mexican foods. The market is sufficiently near the school so that even
the youngest students can easily walk there. On the wall behind the counter hangs a
plaque from the school thanking the owners for their support, testament to the value of
these connections from the perspective of La Escuela educators. Although teachers visit
the market with students at different times of the year, the trip has become an annual
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tradition for the first grade ciassrooms on el 16 de septiembre, Mexican Independence
Day.
One important aspect of school visits to the maricet is that the owners and their
employees have several children and grandchildren at La Escuela, and other children
from El Barrio also know the market well. The visits typically include a demonstration
of how to make com and flour tortillas. Afterwards, children sit at the picnic table
outside the market and sample tortillas, burritos, and candy. Demonstration of the
delivery truck, posted thank-you letters from children at other schools who have visited,
displays of t-shirts and calendars, and printed labels bearing the name of the market all
suggest that it is an institution with a presence beyond the physical confines of the
neighborhood . School visits there validate the importance of Mexican American culture
generally and El Barrio in particular. The value of such trips for children's exposure to
and use of Spanish is less clear. To be sure, children hear Spanish used by customers to
inquire about and order products and by employees to satisfy such service requests.
There is also input of a sort from the television or radio (and sometimes both!), always
tuned to a Spanish-language station. In terms of language directed to children, however,
the picture is mixed. Some teachers reported that when workers at the store address
children in Spanish, students respond in Spanish, with little recurrence to English even by
English-dominant students.
This is not always the case. During a fieldtrip by first-grade classes, the mother
of one of the visiting students, who is also an employee at the market, led the tour.
Deyanira's mother spoke only in English as she showed the children how the flour and
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tortilias are prepared. This may have been due to her daughter's presence in ihe group, as
Deyanira's family addresses her primarily in English. The pattern of addressing young
children from La Escuela in English is also consistent with a belief held by some adults in
the neighborhood that La Escuela students do not understand Spanish. As highly fluent
bilinguals, the owners and employees can easily choose the language(s) they will use
with children on such visits. In the absence of explicit encouragement by teachers to use
Spanish, it appears that they typically choose to address children in English, thereby
limiting much of the opportunity for children to use Spanish in this domain. Back at the
school, one of the first grade classes incorporated the visit to the market into their daily
"Noticias de Dia" routine. When an Anglo child volunteered the sentence "Today we
went to the Market," Sra. Galarraga asked, "^Como se dice en espanol?" [How do you
say that it in Spanish?"] An English-dominant Mexican American student answered,
"Hoyfuimos a la marqueta. " The teacher told the class that 'market' can be said as
'colmadoand wrote on the board the sentence, "Hoy fuimos al colmado La Calle." As
she wrote this sentence on the board, the teacher elicited the spelling of individual words
from students, and many students followed along, supplying the names of the letters in
Spanish. Interestingly, there was no discussion of the Caribbean term for store,
'"colmado' or comparison with local terms for 'market', such as 'tiendita' or 'mercado.'
Visits to the Del Rio Family Granja
Another way that teachers have accessed the linguistic fiinds of knowledge in the
community is through visits to Spanish-dominant homes in El Barrio. The example most
frequently mentioned by teachers was a walking fieldtrip in 1985 to a small fann kept by
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animals, their teacher and the fifth grade teacher at the time organized a field trip to the
granja of the Del Rio family to see their garden and animals. Sra. Del Rio, a Spanish
dominant woman whose grandchildren attend La Escuela, welcomed the children in
Spanish. Her grandson, a member of the fifth grade class, served as fieldtrip guide and
resident expert on the chickens and other animals. This visit to the home of a Spanish
dominant family prompted participating children to interact with their hosts in Spanish.
The fifth-grade teacher remembers that "the kids did see [Sra. Del Rio] as a Spanish
speaker and so tried to conduct themselves with her in Spanish."
Another teacher remembered that visits to the granja had once been a regular part
of fall and spring field trips walking through El Barrio with kindergarten students.
Following an attempted kidnapping near a school in another part of town, teachers were
advised to curtail the number of walking tours in the neighborhood. As one teacher put
it, "We were told that we have to be very careful, we have to have a lot of supervision."
This advisory from the District has meant that teachers and teachers assistants can no
longer easily visit the Del Rio family granja or other homes in the neighborhood without
arranging for additional adult supervision, thus limiting the frequency and spontaneity' of
such visits.
Oral History Project
The most elaborate project involving El Barrio and its Spanish language resources
took place in 1995, when fifth-grade teacher Sra. Valdez wrote a grant to conduct a year
long oral history project with third-, fourth-, and fifth-grade students in the Dia Extendido
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program. The inspiration for the project was a book of oral histories produced by
students at nearby Carrillo School (Flores, 1988), featuring interviews with residents of
El Barrio and graduates of La Escuela. According to Sra. Valdez, the oral history project
was designed "to revive what we know about this barrio and to benefit the children
because they love oral history. The children would feel proud of who they were too
because they had this component in their own families." Funded by the Arizona
Commission for the Arts, the project hired outside experts in photography and drama to
work with La Escuela students in producing a photo exhibit and drama production of the
life stories. Sra. Valdez worked with a third group of student journalists to develop
interviewing skills and questions, eventually integrating the journalism component into
her fifth grade classroom. As additional practice for the larger oral history project,
students also conducted interviews with member of their own families, which were then
featured in student-written books. Sra. Valdez recalled the nature of this preparation.

Everybody learned how to ask questions, open-ended
questions, yes and no, and different interviewing skills. We
learned how to use a tape recorder—how to put the tape,
how to rewind it, advance it. We role-played situations that
could hannen in homes in case somebody would get overly
emotional and start crying, (for) all kinds of situations that
could happen when we went there.
To facilitate the interview process, Sra. Valdez categorized the questions by themes,
assigning student teams responsibility for developing and asking questions on topics of
medicine, games, songs, education, and holiday celebrations. They also walked through
El Barrio to give magnet students a better feel for the neighborhood. Students eventually
conducted interviews with ten, mostly elderly, residents of El Barrio. They also
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participated in transcribing the interviews, although much of this process was done by
adults.
The stories and photographs collected by students presented a side of El Barrio
that few teachers or students had been aware of; stories about swimming in the irrigation
ditch that cut across the neighborhood in the 1930s, about attending Holy Family Church,
and distributing block ice in carretas de caballo [horse-drawn wagons]. The project
created a public exhibition at La Escuela in late 1995. Sra. Valdez remembers

We had the entire first floor of the school with posters of
the most incredible black and white pictures, writing,
stories and people from the barrio came. This school was
full of people, elderly people. We gave them a flower, one
each. And we saw people who died afterwards and they
said, "We haven't been in the school since we were kids.
No one had ever invited us."
The project was also exhibited at the University of Arizona's Center for Creative
Photography as part of a series on immigration in Tucson. Along with the school
librarian, Sra. Acosta, students and their families presented life stories in English and
Spanish {Tucson Weekly, December 7-13, 1995). Following the success of these exhibits,
there were plans to produce a book in the second year of the project. However, due to
competing projects and lack of time and school-wide commitment to the project, the book
did not materialize as planned. When I interviewed Sra. Valdez in the fall of 1999, she
voiced frustration that the project had not realized its full potential. Returning to the
school after a two-year absence, she still had some of the interviews on audiotape but
believed that the transcriptions and photographs had been lost. Happily, at least some of
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these "missing" resources coiiected by students during the orai history project have since
been shared in other formats. Photographs and some of the interview transcriptions were
apparently included in an orai history collection produced by high school students (viz.,
Perez, 1998). Stories about the irrigation canal have also been incorporated into a second
grant based jointly at La Escuela and El Barrio (City of Tucson, 1999), the Walk to the
Santa Cruz River project, described later in this chapter.
I asked Sra. Valdez about the nature of student language use during the oral
history project. She recalled that the participating students were quite diverse in terms of
their proficiency in Spanish and that the less fluent students had struggled to formulate
questions. However, she characterized these efforts as "very educational" for students.
Despite preparing as experts in certain themes, some students had difficulty
understanding the interviewees, particularly when they code-switched rapidly between
English and Spanish. Sra. Valdez noted that some students also became frustrated
"...when the neighbors would start speaking only in Spanish. The children suffered
because they didn't understand very well. I'd start looking at them going down in the
couch and yawning and losing interest." Remembering that the oral history project had
taken place in the first year of the DL program, I asked Sra. Valdez if she felt her current
students, having gone through five years of DL schooling at La Escuela, would be better
linguistically prepared for an oral history project than her students of five years ago. She
answered that her current students would be better prepared, but stressed that only a few
of her current students could be described as fluent speakers of Spanish. She was less
certain about whether the conditions necessary to support such an ambitious project now

347

exist. Recalling what she regards as unrealized potential of the oral history project, 5ra.
Valdez is reluctant to initiate a similar project although she agrees that today's DL
students are probably better prepared for negotiating and interacting in Spanish with
native and fluent speakers.
Camino al Rio Santa Cruz
A community-oriented project undertaken more recently by La Escuela faculty
and students is the Santa Cruz River Project. The Santa Cruz River was considered the
western boundary of El Barrio before the Interstate highway was built. As documented
by Sra. Valdez' oral history students, la aceqma [the irrigation ditch] running from the
Santa Cruz through the neighborhood was a vital source of water for the earliest residents
of El Barrio. Later, it served as a swimming hole for Mexican American and African
American families before the public pool atNuestro Parque was integrated (Perez, 1998).
In cooperation with the City of Tucson's Water Resources Department, La Escuela added
Camino al Rio Santa Cruz to the list of Dia Extendido offerings, with plans to write a
book about the connections between El Barrio and the River. In February 1999, students
in the walked from the school through El Barrio to the Santa Cruz River in search of the
site of the former irrigation ditch. The instructions for the "Mystery Walk" read

Til eres im investigador importante con el meta de
reconstruir el pasado. Durante el recorrido, pon atencion,
escucha al lider, manten abiertos tus ojos y ius oidos, y
apunta cualquier informacion que te crees util. No te
olvides de hacer muchas preguntas. Mientras caminas,
contesta las preguntas abajo. Acuerdate: todo lo que
observas te ayudard en crear un libra para ninos.^
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As they walked through Ei Barrio, students answered questions (written in Spanish and
English) about the age of houses, activities of people they observed, and about the
appearance of the River itself. Students were also asked to imagine what the
neighborhood and the Santa Cruz would have looked like

and one hundred years

ago. Finally, they were asked to give their opinion of why the River had changed. One
of the teachers who led the walk described variations in the oral language used during
this activity:

As always, I conducted myself in Spanish with the
students. The consultant for that project is not bilingual so
she works in English. Kirsten, who is the program
facilitator, uses both languages. I think most of the kids on
that walk used more English than Spanish.

She noted, however, that children switched to Spanish when the group stopped for a
snack inside La Calle Market. Afterward, several student participants were interviewed
about the Santa Cruz River project in the local Spanish language newspaper Aguila. One
eleven-year-old boy, a Barrio resident and fifth grader at La Escuela, was quoted as
saying, "Aprendi mucho trabajando con mi escuela en el proyecto del Rio. Me di cuenta
de que hace tiempo aqui existia un rioy me gusto mucho caminar con todos mis
companeros par donde pasaba el rio. Yo quisiera tener un rio cerca de mi casa. "
(Campo, 1999).''
In addition to limited exposure to oral Spanish gained during neighborhood walks,
some children have begun to write stories about the project. An Anglo mother who has
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been active as a consultant on the project talked about her daughter's participation as an
example of how community projects can be used to help children learn Spanish.

She's doing very well. I'm working with a consulting group
on the Santa Cruz River Project and Maya has come to the
workshops that we have here at the school after dark. The
children were asked to write a story and Maya wrote a story
that was all in Spanish and she got up and read it in
Spanish. Everybody was enthusiastic.... hers was about
Senor Sol and SePior Mar and it applied to the subject of the
Santa Cruz River.... I asked someone to interpret the story
for me.

The long-term goal of this ongoing project is to produce a student-written book about life
near the Santa Cruz River and in El Barrio. The biluigual book is scheduled to appear in
summer 2000 and features oral histories conducted by current and former students of La
Escuela, as well as students' stories and illustrations (Prensa Un Camino al Ri'o/A Path to
the River Press, 2000).
The project has been well integrated into several domains at La Escuela; in
addition to Dia Extendido and Escuela Nocturna, student participants were involved in a
reading program established through the summer Spanish immersion program at La
Escuela. The project coordinators, in conjunction with the La Escuela librarian, selected
non-fiction texts in Spanish; at the end of the summer, these books were donated to the
school library. It appears that the Santa Cruz River project offers strong support for
Spanish literacy development, but support for oral language development is weak, since
most adult participants are not confident speakers of Spanish.
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Reading and Writing to Aguila
Aguila is one of a long string of Spanish language newspapers published in
Tucson.^ Since the paper began weekly publication in 1997, La Escuela has received
multiple copies for use in classrooms. Several teachers have incorporated Aguila articles
into reading instruction during Exito Bilingiie. In one instance, students read an article by
the journalist Leyla Cattan (1998), titled "1998: Un ano inquietantey turbulento" [1998:
A disturbing and turbulent year"]. Although these third-, fourth-, and fifth graders were
in the school's second highest reading group at the time, some clearly struggled to make
sense of the article. Much of the difficulty stemmed from the students' lack of familiarity
with the content, a summary of the major international news stories of the year. In the
context of a quiz-show format devised by the teacher, this led to a rather comical moment
as students searched the article in vain for the answer to the question "iQiden es Fidel
Castro? " [Who is Fidel Castro?"]. Based on the text, the answer could only be inferred
(someone who met the Pope in Cuba). A boy named Emilio, whose family recently
moved to El Barrio from Mexico, used the strategy of selecting the text immediately
following the name in question to come up with the answer, "el senador John Glenn." It
is important to note that many of these readers would likely have had similar difficulties
had the article been written in English; as it was, the newness of the material and format
made this a less-than-ideal language learning experience.
Aguila has most often been used at La Escuela as an occasional source of reading
material, rather than a potential audience for student writing. A notable exception took
place in the fall of 1999, when students in a second grade class read an article in Aguila
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about Jose Luis Gamez, a i2-year-oid boy who 'lost an arm when he feii on a drainage
pump near his home in the border community of Naco, Sonora. The article quoted the
boy's mother speaking about how helpless she felt in the face of her son's severe
depression; "Nada consuela a mi hijo, no qidere ver las caricaturas, no come y se le pasa
muy callado, ya no se ni que hacer para consolarlo, me duele el alma, pero se que
tenemos que seguir adelente "(Esparza, 1999a).^ The article made an impression on the
students, and they continued to talk about the story, retelling the events to visiting
observers a week after they had first read the article. According to their teacher, the
students decided to write Jose Luis letters of encouragement. Their letters were featured
in a subsequent story in the newspaper, in which the school was named and drawings and
segments of letters by three of the second-grade were printed (Esparza, 1999b). Karla
wrote:

Querido Jose Luis,
Yo me Uamo Karla, y se que te lastimaste porque lo vi en
elperiodico AGUILA. Yo quiero que te sientes mejory que
comas para que puedas jugar con tus amigos. Un abrazo
y un beso.'
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displayed at La Escuela for several weeks, creating the opportunity for the student
authors and others to read about themselves and the school in a Spanish-language
newspaper.
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Public Service Announcements in Support of Bilingual Education
In March 1999, students in one of the advanced Spanish reading groups began to
discuss a proposed initiative seeking to ban bihngual education in Arizona (See chapter 4
for a discussion of the English for the Children-Arizona campaign). At the suggestion of
their E^ito Bilingue teacher, the students wrote public service announcements expressing
their views on the proposed referendum and the importance of bilingual education.
Through the school's longstanding connections with a Spanish language radio station in
Tucson (the managers are former La Escuela parents), arrangements were made for the
fourth and fifth graders in the group to record their announcements. In pairs, students
wrote, edited, and polished three short announcements (average length approximately 100
words) with the help of fellow students and the teacher. The text of one of the
announcements follows:

Hola, me llamo Ben Beamer. Yo tengo 10 ahosy estoy en cuarto grado.
Hola, me llamo Andres Cruz. Tengo 10 anos y estoy en cuarto grado.
BEN: Somas alumnos de La Escuela. Me gusta leery escribir en dos idiomas,
ingles y espanol. Mis padres estdn miiy orgullosos de miporque soy bilingiiey
ellos no.
ANDRES: A mi me gusta ser bilingUe porque puedo hablar con mi nana, mi tata,
^ Zv 1.^
M.. .
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Two other students called listeners' attention to the proposed EChAr initiative and
appealed for support against the effort to deny bilingual education in Arizona:

Memos oido que hay un grupo en Arizona que quiere quitar
la educacion bilingile. Estamos pidiendo que ustedes NO
apoyen a este grupo para que alumnos como nosotros
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podamos seguir aprendiendo en dos idiomas.
educacion bilingiie!^

jVivo la

When the written versions were essentially complete, students practiced
presenting the announcements to each other and their teacher, Maelle. This phase of the
preparation involved oral practice, including working on pronunciation of difficult words
and phrases, intonation, and pace in order to sound confident for the radio audience. The
teacher, assuming the role of audience, listened through a complete reading, made
comments on pronunciation, omitted/inserted words, and other miscues, reading speed,
and then listened to a second reading. On several occasions, she identified a single
sentence or phrase and asked if the student could identify and correct miscues within the
context of the target sentence/phrase. The lesson thus took the form of a guided reading
session, with the difference that students were also listening to each other throughout.
In the process of mediating between the written text, their oral representations,
and feedback from the teacher, the students made substitutions that revealed their
underlying theories about Spanish grammar. For example, Joseph, whose partner was
absent on the day of the recording, needed to make changes to reflect his new status as a
"solo act." In addition to omitting a sentence to have been read by his partner (her name,
age, and grade level), Joseph changed the original sentence "Somos aliimnos de (La
Esciiela) y estamos orgullosos de ser bilingues" [We are students at La Escuela and we
are proud to be bilingual"] to "Soy un alumno de la Escuela Bilingiiey estoy orgulloso de
ser bilingiie" [I am a students at La Escuela and I am proud to be bilingual"]. Several
syntactic adjustments were required to form the appropriate third person singular form of
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two verbs and two adjectives, as weii as the insertion of the indefinite article im, which he
supplied successfully and quite automatically during each of three separate practice
readings.
Just before the group left to go to the radio station, the teacher asked Joseph to
note these changes by writing them on his written script, thus extending the cycle from
written language to oral and back to written. In a second announcement, one of Joseph's
lines refers to the EChAr initiative: "Memos oido que hay un grupo en Arizona que
quiere quitar la educacion bilingue" [We've heard that there is a group in Arizona that
wants to get rid of bilingual education"]. Each time he read this line aloud in practice,
Joseph inserted the preposition a {quitar a la educacion bilingiie). Maelle told him, "Tu
estds anadiendo unapalabra alii, Joseph. ^Cudl es?" [You're adding a word there,
Joseph. Which word is it?"] When Joseph hesitated, several classmates quickly
answered for him: "la a." The insertion of the subcategorized preposition a in the
absence of an animate direct object is an L2 error, but one which reflects Joseph's
considerable knowledge of Spanish.
The process of recording the public service announcements provided an
opportunity for students to communicate directly with native and highly proficient
speakers of Spanish. The following excerpt, from notes taken inside the recording studio,
details the interaction between two English-dominant, Anglo students and Mario, a
Mexican American recording engineer.

After the introductions, Mario begins to use Spanish much
more frequently. Most of his utterances are rapid, short
instructions that are strongly supported by the immediate
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context: "Listor , "Utravez , "Unavezmds ", "tsperate
hasta que yo te de la serial. " [Ready?" , "Again", "One
more time", "Wait until I give you the signal."] As the
taping becomes more involved, and especially for the
segments where two students are speaking, Mario shifts
almost exclusively to Spanish. He speaks to Josh and
Joseph rapidly in Spanish to negotiate a fairly complex set
of instructions about who should speak when and the length
of pause between each stretch of talk. Mario makes few
allowances for the L2 speaker status of the students making
the recordings. In addition to his high professional
standards, asking students to redo the segments repeatedly
until they "get it right", he also challenges them to high
linguistic standards in their use of Spanish. At one point,
he directs Joseph to re-do his segment, modeling the correct
pronunciation of the word ""orgullosos" [proud] by
repeating it several times.

After the public service announcements are recorded, a disk jockey invites the
students into an on-air studio, where they send saludos [greetings] to their families and
friends in Spanish. The youngest boy, Ben, is interviewed briefly about his opinion about
bilingual education. During the live interviews and the pre-recorded public service
announcements, the students use Spanish to negotiate tasks they have never faced before
in any language. They sound confident and, while their pronunciation is not native-like,
they csn be easily uncierstooci.
T
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announcement for each student and given them promotional t-shirts fi-om the norteho
band, Priscilla y sus Balas de Plata, we ride back to La Escuela in Maelle's pickup. Josh
and Jose talk about the recording session and their performances. Josh estimates he had
to do his part eight times before getting it right. He seems surprised to learn that it was
only tive takes, the same as his partner. The boys talk about how they felt during the
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recording. "'Tenia la boca muy dry", says Jose [My mouth was really diy"]. Maelle tells
the boys they will have a chance to write about their experience during the next Eccito
Bilingiie session. This conversation, perhaps fifteen minutes in length, was one of the
few sustained conversations in Spanish I had with English-dominant students over the
course of this study.
Back at school, the students are greeted with questions about when the public
service announcement will be aired on the radio. As the spots air over the next few days,
there is much talk in the office and teachers' lounge about how good the students sound
on the radio, and even speculation about the effects of the announcement on public
opinion. A few days later, I talk to a Mexican American mother about hearing Jose speak
Spanish on the radio. A second-generation La Escuela graduate, Sra. Ruiz linked her
son's performance to the English-only schooling of her childhood:

He has a nice voice. I love to hear him reading in Spanish
and I'm so proud of him. They took that away from us.
That culture was taken away from us in school. So I was
proud of those bilingual people when I heard them on the
radio.
The parents are very eager for the promised cassettes. When they finally arrive several
months later, Ben's mother and I listen to his segment together. She is clearly pleased to
hear him actually speaking Spanish, something he is reluctant to do in her presence, she
says. As Ben furiously bounces a basketball on the carpet, Mrs. Beamer talks about her
hopes for her son's bilingualism. She is concerned that the Spanish classes program at
the district's bilingual magnet middle school will not be sufficiently challenging for

357

children who have attended La Escuela. Ultimately, she says, the best way for Ben to
become more fluent in Spanish will be a study-abroad program, probably in Spain. 1 ask
her about speaking more Spanish with people here in Tucson. Mrs. Beamer looks at me
as if she hasn't heard me correctly. "It's not the same," she says.
Las Historias del Sr. Verdugo
In chapter 4,1 described the playground as a domain in which children hear
Spanish from some aduUs and English from others. The most reliable source of Spanish
is this domain is Sr. Emilio Verdugo. After 14 years on the job. Sr. Verdugo is the don of
the monitors at La Escuela and one of the school's most senior employees. A native of
Cananea, Sonora and long-time resident of South Tucson, Sr. Verdugo has several
grandnieces at the school. Although he has never lived in El Barrio, he knows many of
the long-time residents there and in other Spanish-speaking neighborhoods in Tucson.
Sr. Verdugo is a remarkable man in many ways. His dream of studying medicine in
Mexico City became impossible after his father died. At age 14, Sr. Verdugo went to
work in the copper mines in Cananea, where he worked for nearly thirty years. After
serving as a labor union leader in charge of personnel and recruitment. Sr. Verdugo and
his family moved to Arizona where he worked as a supervisor in the mining towns of
Miami and Superior. Semi-retired, he has taken up the study of herbal medicine and is
known as a healer and a sort of social worker among Tucson's elderly Mexican American
community. Although he has always enjoyed writing history and poetry. Sr. Verdugo
began to write more regularly after the death of his wife. A frequent caller to Tucson's
Spanish language talk radio stations, Sr. Verdugo is also a fine storyteller with a

prodigious memory of events stretching back most of his 86 years. He has been
interviewed by university researchers on both sides of the border, and one of the
interviews was transcribed and put into book form, Emilio Verdugo B.: De aquellos
recordados viejos del Barrio de Mesa Sur [EmiHo Verdugo B.; Fond memories of the
South Mesa Barrio] (Morales, 1996).
In addition to his daily presence on the playground and in the cafeteria. Sr.
Verdugo is often invited by fifth-grade teachers to speak about his life and work
experiences and knowledge of traditional medicine. In November 1999, he was invited
to speak to Sra. Valdez' intermediate level ^ito Bilmgiie group as part of a unit on
immigration. At the beginning of the one-hour session, two English-dominant students
gave a brief summary of a book they had read, Mira como salen las estrellas [Watch the
stars come out] (Levinson, 1992), about European immigrants arriving in New York in
the early twentieth century. Sra. Valdez, who is Chilean, introduced Sr. Verdugo to the
class, saying " El tambien es inmigrante comoyo. Hay muchaspersonas aqu'i en la
escuela que somos inmigrantes." [He is an immigrant like me. Many of us in here in
this school are immigrants."] Sr. Verdugo thanked her, telling the students "Es un placer
estar aqui con ustedes Espero que pueda responder correctamente a sus preguntas. "
[It's a pleasure to be here with you. I hope I can answer your questions correctly."]
The students begin by asking Sr. Verdugo the questions they have prepared.
Sandra asks, " ^Como fue su vida en Mexico? iCudntos anas tuvo cuando vino a
Estados Unidos? " [What was your life like in Mexico? How old were you when you
came to the United States?"] At this point. Sr. Verdugo launches into the stor>' of his life
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{"En aquel entonces, no habia kinder....") [in those days, there wasn't any
kindergarten...."] and hardly pauses to catch his breath for the next 45 minutes. During
this time, children "hear" marvelous stories and marvelous language as Sr. Verdugo talks
about building a golf course for the U.S. owned mining company during the depression
("unpeso al dia...pico, palo, y hacha. No habia maquinaria."); hiding in the mines as
an underage worker ("Me escondi cada vez que pasaba un supervisor. Asipase tres
anas, hasta que cumpU los 17 anos. "); being badly burned in a mine accident ("Se me
quemo el cuerpo....Mis compaheros me salvaron con nieve. "); and his rise from "un
chamaco inquieto" to "elprimer mayordomo mexicano" in the mines of Cananea.
There are moments in Sr. Verdugo's talk when the students stop fidgeting to listen
intently, especially when he raises his voice to mimic the poor Spanish of the gringo mine
supervisor who told him he could never become a supervisor: "tu loco chamaco, aqid
nunca hay mayordomos mexicanos. Todos mexicanos no saber nada, lo mismo burros "
[You're crazy kid, there will never be a Mexican supei-viser here. Mexicans don't know
anything—they're like burros]. But because of his seamless transitions from one story to
the next, the children miss important information about immigration they are unlikely to
encounter in textbooks, including the story of how Sr. Verdugo's wife wanted the family
to return to Mexico during the Vietnam War for fear their sons would be drafted into the
U.S. military.
Near the end of the hour. Sr. Verdugo says abruptly, "Es mucha la historia.
^Mdspreguntas?" [That's a long story. More questions?] Intrigued by all the talk of
wars ("la Revolucidn

"la guerra del loco Hitler

and Vietnam), Nancy asks, "^Habia
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muchas guerras en Mexico? " [Were there a lot of wars in Mexico?]. From her question,
it seems that she is trying to understand if all these wars happened in Mexico.
Communication breaks down briefly at this point, as Sr. Verdugo asks Nancy to repeat
part of the question. "^Si habia que?, " he asks, evidently thrown off by the lack of
subject-verb agreement and her non-native pronunciation of the word suerras. The
misunderstanding is quickly patched up without the need for intervention by Sra. Valdez.
The students return to the questions they have prepared.

Tracy:

Sr. Verdugo;

Tracy;

i Cuantos anos tiene...
How old ...
iCuando vine a Tucson? Forty five.
When I came to Tucson?

iPor que vino a los Estados Unidos?
Why did you come to the United States?

Although he has explained this during his talk. Sr. Verdugo answers the question.
Quickly, two other students ask him how old he was when he first came to the United
States. Sr. Verdugo looks a little perturbed—haven't they been listening? Sra. Valdez
intervenes and asks students to think of new (unwritten) questions. Nellie asks, "^En que
parte de Mexico vivia tu? " [Wliat part of Mexico did you lives in?] She pronounces the
'x' in "Mexico" using English pronunciation. Sra. Valdez intervenes again, to ask Sr.
Verdugo about his experiences as a student.

que escuela fueron?" [What school did

you go to?] Except for the experience of writing questions, this has been primarily an
input-only experience for most of the students. Because questions are repeated by
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Spanish-dominant and English-dominant students alike, it seems that their level of
Spanish oral comprehension is less at issue here than the fact that the students simply
stopped listening out of boredom.
Cartas a la Tercera Edad
In December 1998,1 began participant observation with one of the most advanced
Exito Bilingiie groups. Although the students were strong readers in Spanish, many of
them had difficulty expressing themselves orally in the minority language. Sra. Acosta,
their teacher, bom in Guadalajara and raised in both Mexico and the U.S., was concerned
that her students-mostly fourth and fifth graders—were not developing the confidence
and fluency in Spanish that would allow them to study in two countries, as she had done.
She attributed the problem to a lack of "real Spanish speakers", fluent speakers with
whom the students could converse regularly. Around this time, the school's mariachi
group had visited a local nursing home to play for residents, an example of the school
"giving back" to the community. Discussing that visit, Sra. Acosta and I hit upon the
idea of asking senior citizens to be the "missing" Spanish interlocutors for the students.
As we talked more about the idea, it seemed like a natural. We reasoned that senior
citizens would most likely be the most Spanish dominant and would also have fewer
work commitments that made it difficult for many parents to volunteer regularly. Based
on Sra. Acosta's participation in the Oral History Project, described earlier in this
chapter, we also believed that many senior citizens would be willing to spend time with
La Escuela students.
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Of the activities reported in this chapter, the curriculum unit that grew out of these
conversations is unique in several ways. First, this project is the only one I helped
initiate. I had yet to envision the term "linguistic funds of knowledge" or to fonn the
research questions addressed in this study, but it is fair to say that the "Cartas a la
Tercera Edad, " as we began to call the project, would have looked very different without
the brainstorm Sra. Acosta and I had. Second, because of the duration of the project, and
through follow-up interviews with the adult participants, I was able to gather particularly
rich data from this project. Finally, because the logistics of the project turned out to be
more complicated than either of us anticipated, it was an important test of what was
possible given the present resources at the school, as well as a guide to the sorts of
resources such a project might entail.
We began by identifying participants who might be willing to interact with the
Exito Bilingue students. Sra. Acosta asked Sr. Verdugo to help us by contacting six local
elders he thought best suited for the project. Reflecting on previous school projects that
had remained at the level of what Sra. Acosta called, "buenas intenciones" [good
intentions], we designed this project in a series of small and, we hoped, manageable
steps. The intention was to pilot the curriculum unit, leaving open the possibility of
larger projects. Together, we drafted a letter of invitation explaining the goals and
proposed organization of the curriculum unit:

La intencion de la presente es para invitarles a participar
con nosotros en un proyecto de lectura que estamos
planeando en [La Escuela]. Con el proposito de brindar a
nuestros alumnos una mayor oportunidad de saber mas de
la comunidad de Tucson y de El Barrio a traves del idioma
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espanoi, nos acercamos al Sr. Emilio Verdugo para disenar
un proyecto piloto. Como les habrd comentado el Sr.
Verdugo, las metas de dicho proyecto son das: (i) un
acercamiento inicial entre senores de la tercera edad con
estudiantes de la Escuela y (ii) dar a los estudiantes la
oportunidad de practicar siis habilidades de hablar y
escribir en espanoi.
El proyecto se llevard a cabo en los proximos meses de
febrero y marzo y sera dividido en 4 etapas. En la primera
fase, Usted recibird una carta escrita por uno o dos
estudiantes con informacion de su vida, familia, estudios y
gustos. Despues, Ud. escribird una carta breve al mismo
alumno con el mismo tipo de informacion. En la segunda
fase, los estudiantes van a preparar preguntas para hacerle
una entrevista sobre un aspecto de su vida (por ejemplo, el
trabajo o la educacion). En la tercera parte, queremos
invitarle a Ud. a venir a la Escuela para conocer a los
estudiantes y para ser entrevistado. La ultima etapa
consistird en que los estudiantes escriban sobre la
entrevista.''

To better incorporate the project into the Exito Bilingiie curriculum, the letter was signed
by Sra. Acosta and her co-teacher, Sra. Postiglione. Sr. Verdugo delivered copies to
several Spanish-speaking acquaintances in El Barrio and other nearby barrios.
The initial response to the project was very favorable. Sr. Verdugo spoke about
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me very well. They gave me a lot of information.] One resident of El Barrio, whose
father and brother were custodians at La Escuela for many years, said, 'To estoy en la
mejor disposicion. Les darla toda la informacion que estd a mi alcance [I'm happy to
help. I'd share whatever information I can.], and other participants gave Sr. Verdugo
pictures to share with the students. One fortuitous turn of events occurred when the class
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received a nine-page letter written in Spanish (seven pages) and English (two pages) by
Sarita Rodriguez, in which she described her family's experiences at La Escuela,
beginning with her mother's being placed in first grade ("el chilindrino") at the age of 16
(See chapter 4 for a description of these experiences).
Sra. Acosta introduced the Exito Bilingiie students to the project by reading
Sarita's letter aloud over the course of several days. As the children listened to stories
about 1-C, the government breakfast program, and Maria Urquides, Miss van Buskirk,
and other La Escuela teachers in the 1930s, they asked questions about new words
{chilindrino, chamacos, cascarones, andpiojos). Sra. Acosta paused to answer these
questions, re-reading several sections, including this description of monthly school-wide
checks for lice:

No se porque razon sera que habian muchos chamacos con
piojos. Pero como una vez al mes entraba la nodriza al
cuarto con una cajita de picadientes. Y ya nosotros
sabiamos a que venia y empezabamos a temblar. Nos
ponia en linea y con dos picadientes nos esculaba el pelo.
Nunca usaba las mismas picadientes. Acaba con un
alumno y tenia el botecito de la basura en seguida y alii iba
tirando las picadientes usadas. Si hallaba que un alumno
ic-riiiA piyjuo

c

tc-o

ucciu

oc-

piAiaiiAft

ct

pizarron. Y se paraban alii llorando. A mi nunca me toco
pCi}'Grni€ CGfltr'U c/ plZQ/TGn.
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llevaban a la oficina de la nodriza y les labaron el pelo en
aceite de lampara (kerosenej y les envolvian la cabeza en
una sapeta. En aquel entonces no se conocian las
"pampers " pura sapete de algodon. Cuando terminaban
las clases y nos ibamos andando por todo la calle se
miraban las sapetas llenas de aceite que se quitaban los
piojentos.
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As she reads the letter, Sra. Acosta pauses to act out running a toothpick through her hair
and wrapping a cloth diaper around a student's head. She asks the class if they want to
dramatize some of the events of the letter, perhaps in a performance for the visiting senior
citizens. Listening to the section where Sarita describes the strict discipline at the school,
Joseph begins to act out "cascarones," as if he were a teacher knocking unruly students
on the head and throwing an eraser at Spanish speakers. Revisiting sections of the letter
gives the students an opportunity to make sense of what they have heard. Sra. Acosta
also reminds the students of a question they had raised at the beginning of the project
(Was La Escuela always a bilingual school?) and tells them to listen for the answer in
Sarita's letter.
Once they finished reading and discussing the letter, the class began the process
of writing letters to the senior citizens Sr. Verdugo had agreed to contact. The teachers
have created a poster to help the students visualize the activity. It includes a calendar of
the project and a model depicting three parts of the letter ("Saludo

"Cuerpo

and

"Despedida") [Greeting, Body, and Closure] each student is to write. Under each sub
section, are suggestions for the appropriate linguistic forms in Spanish. Under the sub
section "Saludo " are the words "Esiimado/a Senor/a

There is a short discussion of the

need for agreement between the adjective and title; some students appear to be somewhat
puzzled. Why can't they choose one or the other? Sra. Acosta reminds the students that
they cannot address their letters to a Sehor or Senora because they don't know yet who
they are writing to. Under the "Despedida" is the phrase "Me despido de usted..... "
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After Sra. Acosta presents general guidelines about content (write about yourself
and about your family), the students begin to write. The older girls are sitting together,
and I overhear Katrina telling the group "...just like a letter in English." All the boys are
working very quietly. For one three-minute stretch, Joseph writes nothing on his paper.
He seems to be staring at nothing, and then suddenly begins to erase most of what he has
written. The third graders are writing veiy slowly, perhaps because they have less
experience writing letters in any language. Lucy writes a sentence at a time and appears
to rest between sentences until a teacher comes by to get her writing again. She is
frustrated, saying "they should pay us for writing these letters." She seems to know it is a
silly thing to say, and Sra. Postiglione and 1 laugh in mock surprise at her reticence.
"Why?, I ask.

porqiie estas escribiendo en espanol? " [Because you're writing in

Spanish?]. Lucy says that is not the reason. "I just hate to write," she announces.
The following day, Sra. Acosta announces to the students that she has read their
first drafts. She suggests students include more information about themselves in the
letter, and leads them in a semantic mapping exercise using Sra. Postiglione, her
assistant, as a model. She elicits questions from students about Sra. Postiglione's life,
and then writes answers to the questions on a poster. The students' questions are fast and
ftirious and all in English. Sra. Postiglione answers in Spanish. With help from the
students, Sra. Acosta creates the following categories: (1) nombre; (2) sobre la persona
(grado, escuela, maestro)', (3) familia\ and (4) gustos (deportes, comida, pelicula
favorita, color, viajes, mascotas). As the students begin to write second drafts based on
this format, some ask whether they should start from the beginning or whether they can
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incoiporate parts ot'yesterdays's draft. Sra. Acosta responds by modeling the work of
Esteban, who has taken his original draft and identified each section as it corresponds to
the categories developed in today's lesson. This more structured format seems especially
helpftil to the younger students who were unsure how to proceed earlier. Lucy, for
example, who was in a bad mood during the previous day's writing session, is able to
write more confidently and to produce more written text than she did the day before.
The change in format also leads students to consider form changes at the sentence
and word levels. A practice develops in which each student reads hisAier letter aloud to
me. I stop them at the end of a clause, sentence or pair of sentences and focus their
attention on specific grammar errors in that segment. Occasionally, the act of reading
their own words aloud triggers an attempt at self-correction; more often, students need to
be directed to identify the errors.
For the English-dominant students, the most common errors are verb tense,
subject/verb agreement, article/noun agreement, and noun/adjective agreement. The
ability to self-correct once the error has been identified varies by student and by
grammatical feature. Listening to Tina, a native speaker of English, read a sentence
about the sports she likes to play {"Has estado jugando softball desde el tercer grado. ")
[Have you played softball since third grade], I ask if she is describing herself or asking a
question of her reader. This helps Tina see that she has chosen an inappropriate form of
the auxiliary verb haber. She is not able to supply the appropriate first-person form (he)
but she does recognize the difference between them, she says. Tina's letter follows, with
some segments in bold to facilitate analysis:
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Estimada Amiga,
!Hola! Me llamo Cristina, pero todas mis amigas me
llaman Tina. Yo tengo 11 ahos. Mi cumpleanos es el 9 de
octubre 1987. Es fdcil de recuerdan mi cumpleanos porque
estd escrito con numeros es 10-9-87. Yo naci en Tucson
Arizona. Estoy en cinto grado aqui en La Escuela. Mis
maestras son Sra. M. y Sra. G, Mi primer lengua es ingles
pero he estado en este escuela 6 anas y ya sabe mucho
espanol. En mi familia tengo mi mama peggy, mi papa
kevin, hermana mayor que tienes 13 anas y se llama
Moira, y al fin tengo mi perrito Rqffi que es de color
bianco.
Durante recreo mi y mi amiga Katrina juega futbol
Americano con los ninos. Mi deporte favorito es softbol.
He estado jugando softbol desde kinder. Tambien corro
campo traviesa (Cross Country).
Yo estoy en doz
mariachis. Unos se llama mariachi Aguilitas y el otro se
llama Mariachi Milagros Juvenil. Toco la guitarra en los
dos. Tambien toca la clarinete en una banda de escuela.
Mis colores favoritos son azul y morado. No tengo una
pelicula favorita pero me gusta mucho "A Bugs Life" y
"The Rugrats Movie."
Tampoco tengo una comida
favorita. Tengo un perro, pero mi animal favorito es el
mono.
Espero que me escrites pronto. Adios su amiga,

Although somewhat longer than those written by her classmates, Tina's letter is
representative of letters produced by the English-dominant students in this Exito Bilingiie
group. She shows good control of the Spanish orthographic system and the conventions
of letter writing, the latter presumably a feature of her confidence as a letter writer in
English. In terms of grammar, Tina's writing contains several errors of subject-verb
...hermana mayor que tienes 13 anos... " ; "Tambien toca la clarinete... ").
However, given the correct form of a complex verb tense in the context of one sentence
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{"He estadojugando sojibol desde kinder"), Tina is able to make appropriate changes in
a sentence in the previous paragraph ("He estado en esta escuela 6 ahos... ") without
further assistance.
For the Spanish-dominant students, the editing process yields changes in
punctuation and spelling rather than grammar. Lalo, who is in the fourth grade, carefully
rewrites his letter before he reads it to me. I point out the need for a comma between the
name of a city (Hermosillo) and a state (Sonora), which he quickly recognizes and edits.
He also has made two miscues with the letters b and v, writing "Me boy a Europa" [I'm
going to Europe] and "mi deporte faborito" [my faborite sport]. In Spanish, we discuss
the similarities and differences in these letters and the similarities in their sounds. Lucy,
who has been listening as Lalo and 1 edit his letter, uses her knowledge of sound symbol
correspondence in English to argue that /b/ and /v/ do not sound alike. 1 demonstrate how
English and Spanish are not alike in this way. Lalo's letter follows:

Estimados amigos,
Vo soy Lalo Rodriguez.
Nad en Hermosillo,
Sonora en el aho 1990 y tengo 9 anos. Yo voy a La
lu
ufiu nc/ ffiufitiu
oc ituf/tu
^,,
tiene tres anos. Yo tengo un perro que me hace caso. A mi
trie gUSturi los dspor'tes. AM! CGiiitdu jiuVOntu SOlt lOS
tantales. A mi me gustaria viajar a Acapidco y mi color
favorito es el azul. Y mis peliculas favoritas son "Los Tres
Amigos"y "Los Tres Ninjas".
A mi me daria mucho gusto saber de Ud.
favor, contestame.

Por
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Laio 's letter was typical of the younger students, who wrote fewer words and gave iess
detailed information. Like the other students in the class, Lalo showed fairly good
control of diacritics and punctuation. As expected of a native speaker, Lalo's letter
contains none of the grammatical errors contained in Tina's letter. However, editing with
an adult helped Lalo improve his letter. Several sentences we edited together ("Me boy a
Europe

"Mi deporte faborito") were omitted in the final version, but Lalo made

changes to other sentences which reflected his understanding and ability to independently
apply these corrections to new sentences that did appear in the letter. In the sentence "Yo
voy a La Escuela" Lalo used conventional spelling for the word vov. as he does for the
word favorita in the sentence "Mi comida favorita son los tamales." [My favorite food is
tamales].
Before the deadline established by Sra. Acosta, each student wrote at least three
drafts, and several continued to work outside of Exito BilingUe class by typing their final
drafts in the school's computer lab. Sra. Acosta talked about the reasons for what she
regarded as an unusually high level of thought and effort students put into writing their
letters:
Lo que vi es que los nihos estaban preocupados, que
/
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Joseph, que como queria la carta perfecta. Porque
pensaban que las personas que le iban a escribir no sabian
el ingles. Porque era una persona que no conocian eran
mas dedicados a quedar bien. Y el interes, porque tambien
era como una sorpresa como....un penpal. Si note que los
nihos estaban mas dedicados a escribir mejor sus cartas.
Las escribian dos, tres veces para que quedaran bien y
legibles como para que si esta persona no tenia muy buena
vista ya para entonces que estuviera clara, bien escrita. Me
imagino que si porque Joseph, vi la letra, que tiene bonita
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ietm Joseph, vi que ia ietra, lal vez inconscientemente, la
hizo un poquito mas grande. No se si haya sido eso pero
yo me figuro que, por la vista, por la edad, porque debe ser
mas claros, por escribir su espanol y que se entendiera. En
ese proceso me di cuenta que estaban tomando mas tiempo,
queriendo ser mas cuidadosos.

The next step in the plan called for Sr. Verdugo to deliver the letters to the elders
and for them to write back to the students. Unfortunately, this and subsequent phases of
the project did not take place as anticipated. The letters were given to one resident of El
Barrio with the understanding that he would distribute them to others, but this did not
happen. Sra. Acosta noted that although the students expressed disappointment at not
receiving a letter in return, they did gain valuable writing and editing experience. For
some of the students, this experience marked the first time they had written a letter in
Spanish. Also, through her participation in the project, Sarita Rodriguez rejoined La
Escuela after an absence of many years, becoming a playground and cafeteria monitor
and potential linguistic resource for the school.
Reflecting on the Cartas a la Tercera Edad unit, Sra. Acosta said, "Es un
programa en que no nada mas estamos beneficiando a nuestros nihos sino que tambien a
las personas, como les llama el Sr. Verdugo, de tercera edad. Les estamos haciendo
sentir que algiden los qidere escuchar. A m'l meparece que es tan benenficialpara
todos. """ In her opinion, the key to realizing the potential of such projects is more direct
and more personal contact with the participating elders.

La hemos visto que miestra cidtura, la cultura hispana, es
un poquito mas reservada. La forma en que necesitamos
casi casi una invitacion de persona a persona para poder
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venir o para sentirse la confiatTza para acceptor. Yo creo
que si quieres comunicarte con alguien casi casi por carta
no. Por telefono primero "Y iCdmo estd? Y "Mira nada
mas, queria saber si podria pasar a su casa. " "Ypase por
su casa.... " Yya conozco el esposo, ya saludmos de mano.
Que ya hay un contacto. Como hispana, yo se que eso me
gustaria.
Se requiere mas tiempo pero mejores
resultados.

In order to bring these potential linguistic funds of knowledge into contact with children
then, the school needs to meet them on their own terms and their own turf While this is
by no means a new idea for La Escuela teachers, this project demonstrated the
importance of giving teachers sufficient time to create and sustain such contacts.
University Connections
In chapters 4 and 5 I outlined the strong connections between the University of
Arizona and La Escuela evident in the education of current faculty members and student
teachers. Since La Escuela became a magnet, the school has also been site of two
doctoral dissertations, Brittain (1988) and Saavedra (1995), as well as context for
numerous shorter studies conducted by graduate students (Amot-Hopffer & Smith, 1998;
Murillo, 1999; Poveda, 2000) and university affiliated researchers (viz., Reyes, 1999).
Although these links are often informal, in this sense La Escuela is not unlike the
laboratory school for bilingual education envisioned by Rosita Cota and Guadalupe
Romero in the early 1970s. One measure of the strength of the faculty—and of their
commitment to the DL model within the classroom—is that university participants are
expected to follow the school's policies of addressing students and adults in Spanish
when in the presence of children, and of participant observation rather than extensive
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note taking that precludes participation with students. These in-school policies create
regular opportunities for students to interact in Spanish with fluent and native speakers.
A recent example of the value of such university connections comes from
observations made by Luz Murillo, a Colombian graduate student, during a bilingual
education practicum at La Escuela in 1999. Under the direction of an Exito Bilingiie
teacher, Murillo created and presented a student negotiated unit on music, flora, and
fauna of different regions of Colombia. The final part of the month-long unit focused on
her research with an indigenous group in that country. She reflected on sharing these
ideas with La Escuela students:

Hoy comparti con la close de Exito Bilingue mi
investigacion con los Arhuacos en Colombia. Presente
parte de un video sobre los indigenas y a medida que los
estudiantes iban obset-vando los motivaba a hacer
preguntas. Probablemente los alumnos no habian estado
expuestos a una cultura tan diferente de la cultura en que
ellos viven. Les dije del inmenso conocimiento que existe
detrds de cada octitud de los Arhuacos. Les llamo mucho
la atencion la frase "para los Arhuacos la tierra es
sagrada y ellos no toman mas de ella de lo que pueden
devolverle. " Una nina me pregunto por un ejemplo y les
explique que los Arhuacos no permiten ninguna tecnologia
en lu comunidud y iienen solo lo necesario pora vivir con
el objectivo de no sobreexplotar la tierra y asi esta se
conserve y les da siempre las cosechas de las cuales viven.
Una vez respondi diferentes preguntas, les ensene varias
palabras en Iku, la lengua que habian los Arhuacos, y les
escribi frases en el tablero. Trate de pronunciar algunas
palabras aunque honestamente no lo ha^o muy bien. Pero
los estudiantes estaban muy interesados. ^
Murillo, 1999, p. 12
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What is interesting here is not solely that students in Tucson were able to learn about
Latin American cultures, but also that they did so exclusively through Spanish.
I obser\'ed a similar pattern in a first-grade classroom where, as part of a unit on
Africa and Kwaanza I taught students songs in Kiswahili and Maa, two East African
languages. Although I had watched these same children excel in music classes with Sr.
Valenzuela, I was surprised by how quickly they learned the Kenyan songs and by how
good they sounded. During daily twenty-minute practice sessions over a two-week
period, the students learned to read and write the words to the song, and to translate them
orally back into Spanish. The teacher also made copies of the lyrics to send home for
children to practice as homework. Two students were selected to write and present brief
introductions to the songs, which were incorporated into the school's holiday concert.
For the purposes of this study, one notable aspect of this exercise is how well children
were able to negotiate new material and tasks including public performance completely
through Spanish.'^
It is also notable how easily university affiliated researchers are able to fit into the
routines and expectations of the school. Over the course of the study I was invited to
participate with students on numerous smaller projects, including reading Clifford books
created by Exito Bilingue students and commenting as an editor on biography projects
developed by second graders. Along with other university researchers, I participated as a
monitor in the school's annual Spanish spelling bee, el Torneo de Ortografia. I observed
colleagues contributing to similar projects in other classes, including electronic pen-pal
exchange with Exito Bilingue students. Commenting on her experiences at La Escuela,
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Luz Murillo wrote "La escuela y su personal me causaron una impresion muy positiva.
Senti un ambiente muy familiar y gran acogida por ser parlante nativo del espahol. "
[The school and faculty made a very positive impression on me. The mood is ver>'
familial and I felt a warm reception as a native speaker of Spanish]. Clearly the school
welcomes linguistic resources in the fom of highly educated native and fluent speakers
affiliated with the university. It remains to be seen if linguistic funds of knowledge from
El Barrio and other parts of the extended community are sought out and greeted so
enthusiastically. This question is explored in the following sections of this chapter.
6.2

Parameters of Linguistic Funds of Knowledge at La Escuela
In Table 6.1 the key features of the linguistic funds of knowledge described in the

previous section are displayed for purposes of comparison and analysis. These features
include time frame, grade level or school domain in which the event takes place, the
primary language used by children during this event (if known), genre (i.e. primarily oral,
written, or both), location of the resources, and directionality. 1 discuss each in turn
below.

Table 6.1
Sites and Parameters of Linguistic Funds of Knowledge Utilized at La Escuela

Activity/Event

Time Frame

Grade/Domain

Primary Language
Used by Children

Parent
Participation

ongoing

mostly lower grades

depends on adults

depends on
adults

Fieldtrips to La
Calle Market

annually

depends on adults

Del Rio Granja

periodic; now
less frequent
1995

primarily
kindergarten and first
grade
kindergarten, second
and fifth grade
Dia Exiendicio; fifth
grade
Escuela Noclurna,

English

Oral History
Project
Santa Cruz
River Project
Aguila
Public Service
Announcements
Las Historias de
Sr. Verdugo
Cartas a la
Tercera Edad
University
Connections

1998-00

Language
Genre

Location of
Resources

Directionality
in

oral

both, mostly
Extended
Community
El Barrio

depends on adults

oral

El Barrio

in

English and Spanish

both

El Barrio

two-way

written

both

two-way

Extended
Community
Extended
Community

fsvo-way

in

summer program
periodic

second grade; fifth
grade; £x/7o Bilinnue

Spanish

written

March 1999

Exito Bilingue

Spanish

both

periodic

Exito Bilingue

Spanish

mostly oral

Spring 1999

Exito Bilingiie

Spanish

written

periodic

most classrooms

Spanish

both

South Tucson
both
Extended
Community

two-way
in
two-way
in

'ill
6.2.1

Time Frame
Most of the events and activities described in this chapter took place within the

period from 1998-2000. Since this is precisely the period of my fieldwork at La Escuela,
it would be disingenuous to suggest that no similar activities took place before I began to
observe at the school. Indeed, four of the activities I have described (parent participation,
fieldtrips to La Calle Market and the Del Rio family granja, and connections with the
university) are recurring events at La Escuela. A fifth activity, reading and writing letters
to Aguila, is bounded in time by the newspaper's short publishing history.
To ensure that 1 adequately represented the period before my observations began,
I asked teachers to recall instances when they or other teachers had utilized Spanish
language resources from outside the school (See teacher interview questions in Appendix
C). The fact that nearly every teacher mentioned fieldtrips to La Calle Market and the
Del Rio family granja and Sra. Valdez' Oral History Project, and that only two teachers
mentioned other instances (the Santa Cruz River Project and letter to Aguila) strongly
suggests that the pattern of recently increased school-community involvement is not
simply a factor of the timing of my research. Recalling Sra. Valdez' comments about the
time and energy required to coordinate even a truncated version of the Oral History
Project, perhaps it is not surprising that community projects of this scope are seldom
attempted at the school.
6.2.2

Grade or Domain
This category was designed to reveal possible patterns in the grade level or

domain in which linguistic funds of knowledge were utilized. Several activities (parent
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participation, tieldtrips to La Calle Market and the Del Rio tiamily tanrj) have been used
most often with the school's youngest learners. Older students generally take fieldtrips
outside El Barrio to institutions where Spanish is not an integral part of the educational
experience. With two exceptions (i.e. the Santa Cruz River Project and the Oral History
Project), most of these activities take place within the framework of individual classes.
Similarly, parent participation to encourage Spanish-speaking parents and family
members to use Spanish with children during school visits, a possible role for the
school's community representative, has largely been left up to individual teachers.
It appears then, that the use of the community's minority language resources is a
factor of the interests and concerns of individual educators, rather than explicit school
policy. Predictably, this arrangement has resulted in their uneven distribution across the
school. Exito Bilingiie classes appear to be somewhat more uniform as a site for
incorporating linguistic funds of knowledge, as evident in the public service
announcements, Cartas a la Tercera Edad, and, especially, the connections with Spanishspeakers from the university, described above. Although this finding reflects the greater
presence of university students in Exito Bilingiie classes as a result of a longitudinal study
conducted at the same time as this investigation, it is also supported by independent
observations of bilingual university students not connected with either project (viz., Luz
Murillo's work in Exito Bilingiie).
In terms of long-term change at the school, this finding also reflects the value of
Exito Bilingiie, a new program created by the school to accommodate the diverse levels
of Spanish literacy within each grade level. Several points are important here. First, as
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described in chapter 5, teachers have determined that Ejcito Bilingiie will be a Spanishonly zone; therefore any community participation in this domain is also supposed to take
place in Spanish. Second, although the precise nature of the relationship between the
development of oral proficiency and literacy in Spanish are beyond the scope of this
study, it seems noteworthy that the most advanced reading groups, comprised generally
of the most proficient Spanish speakers, were most apt to incorporate minority language
resources from the community.
6.2.3

Primary Language Used by Children
This category is intended to summarize language use by children during their

participation in the activities and events described in this chapter. As noted earlier, I did
not directly observe all of these activities and events. In addition, several of the events I
did observe directly also took place on other occasions when I was unable to observe
(e.g. parent participation, Santa Cruz River Project, university connections), or extended
beyond the time frame of fieldwork. The latter descriptor is especially true of the
activities best incorporated into the curriculum of the class, such as the letters to the
Aguila, Cartas a la Tercera Edad, and public service announcement projects. In each of
these cases, activities began before or ended after my period of observations. Interviews
with teachers and analysis of students' written work generated during the project were
helpful in filling gaps in my knowledge of these activities.
Despite these limitations in the data, several patterns are evident. Most
fundamentally, children's use of Spanish was influenced, but not determined, by the
language used by adult interlocutors, much as it is inside La Escuela classrooms.
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Students were most likely to use the minority language in the presence of multiple
Spanish-speaking adults who consistently used the minority language with each other and
with children. Perhaps the clearest example of this pattern comes from visits to La Calle
Market in El Barrio, where children's use of Spanish appeared to vary depending on the
language chosen by the store's bilingual employees. In turn, adults' choice of code
varied by the language frame provided by the classroom teacher or school representative.
Again, it appears that these frames are seldom made explicit by teachers. Rather,
teachers tend to respect the (presumed) language preferences of the domains into which
they introduce their students. Virtually all of these domains are bilingual, meaning that
there are speakers with sufficient proficiency to easily engage learners in meaningful
conversation in Spanish. In some, such as the radio station and the newspaper, Spanish is
the obvious default language and explicit intervention by teachers is not necessary to
trigger Spanish language use by adult interlocutors. In others, adults tend to use English
with La Escuela students unless teachers indicate that Spanish is the preferred language.
In my experience, most teachers did not offer this guidance outside the classroom, nor did
1 find any evidence that language choice for these activities had been established or
discussed beforehand with community participants.
6.2.4

Language Genre
Following Goodman (1996), I use the term genre to capture the distinction

between written and oral language. Although many of the activities described in this
chapter involved at least some use of both oral and written language, in most cases one or
the other genre was predominant. In visits to La Calle Market, for example, oral
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language use was primarily in one language (English), with the other language (Spanish)
used for literacy purposes in the classroom. The activities richest as sources of minority
language input were those in which students moved between genres. A good example is
the Public Service Announcements in which students moved from writing
announcements, to reading them orally in practice and on the air, and then back to writing
about these experiences in Exito Bilingue. It is impossible to know with certainty
whether this pattern also characterized the events and activities before my observations
began. My impression, based on interviews with teachers and parents, is that those
activities in which Spanish language use is primarily oral have been (1) less frequent than
activities in which literacy is the primary genre, (2) less extensively planned and (3) less
integrated into the broader curriculum.
There are some obvious reasons why print is an easier vehicle for tapping
minority language resources in dual language schooling. Unlike oral language, which is
inherently temporary unless recorded, written language is inherently preservable and can
be stored and transmitted easily over time and from one place to another. Whether
virtual, as in the electronic mail exchanges between

Bilingue students and adults

from the university and elsewhere, or of the traditional pen-and-paper variety, pen pals
and dialog journals are fairly simple means of communicating with language models over
distances and time. Thus, these print-based resources can be brought into classrooms
more conveniently than speakers.
And yet, to tap minority language funds of knowledge primarily or exclusively
via print is ignore the experiences (funds) held by some potential contributors. Because
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of their own experiences in Engiish-only-scliooiing, many speakers, including most of the
monitors at La Escuela, are uncomfortable writing in Spanish. For example, the school's
computer instructor, Sra. Alvarez, admits she is unsure about the correct use of accent
marks, which she attributes to the fact that she was never taught this system in school,
although Spanish was her first language as a child. Much the same interpretation is given
by an after-school monitor who took the district's examination to qualify for a teacher's
assistant position. After failing the test on her first attempt, she noted that several of her
colleagues at La Escuela had taken the test multiple times before passing. These speakers
are understandably insecure about becoming linguistic role models, especially in the
context of activities involving written language. This does not diminish their importance
as potential interlocutors and role models for oral language use.
6.2.5

Location of Linguistic Funds of Knowledge
The purpose of this category is to determine if there are differences in the extent

to which the school takes advantage of the Barrio Spanish language resources residing in
El Barrio and in the "magnet" or extended community. In chapters 4 and 5 I described
linguistic, ethnic, and class differences between residents of El Barrio and residents of the
greater Tucson community from which the La Escuela magnet students are drawn. I
noted that residents of El Barrio, including La Escuela students and families, are
collectively more likely to be Mexican American or recent Mexican immigrants, have
lower incomes and fewer years of formal education, and be more proficient in Spanish
than other families at the school. This sets up a potential conflict in the school's use of
Spanish language fiinds of knowledge. On one hand, the closest minority language
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resources are located in E! Barrio. On the other hand, schools in the United States are
seldom structured to look to poor neighborhoods as resources for learning. Certainly the
varieties spoken in such neighborhoods are not seen as a source of language learning
(Attinasi, 1997). Members of Tucson's Mexican American community, including
educators at La Escuela, have been socialized and educated to regard local forms of
Spanish as non-desirable; if not linguistically inferior, then as potential barriers to social
acceptability and advancement.
Analysis of the events and activities described in this chapter shows that educators
at La Escuela utilize Spanish language resources from both El Barrio and the extended
community. In some cases, namely parent participation, the Santa Cruz River Project,
and Cartas a la Tercera Edad, participation from both groups has been incorporated. In
other instances, projects are dominated by resources from El Barrio (fieldtrips within the
neighborhood and the Oral History Project) or the extended community (letters to Aguila,
public service announcements, and connections with the university). As noted in the
previous section on language genre, it appears that the work done with the extended
community more often involves both written and oral forms of Spanish, and that these
activities are generally better incorporated into curriculum.
Another element considered under the category of location is where the linguistic
funds are actually accessed. Typically, students go into El Barrio for projects (i.e.
fieldtrips to La Calle Market, the Del Rio family granja). It is less common for residents
of El Barrio to come to the school for the purpose of working with children. Generally,
and particularly in terms of children's connections with the Spanish-dominant elders.

activities have involved students going into El Barrio rather than bringing Spanish
speakers into the school.
6.2.6

Directionality
Unlike previous categories, which have focused on the frequency and nature of

minority language input available to students, the category of directionality describes the
extent to which these resources are also returned to the Spanish-speaking community
beyond the school. As used here, directionality incorporates a sense of reciprocity
(Lather, 1986), as students generate products which are then shared with participants and
the community via performances of music and dance, artwork, and oral histories.
Directionality also has a linguistic dimension, however, in that these products and
performances are created and displayed in Spanish. Thus, directionality expresses the
extent to which an activity involves only or primarily taking in linguistic funds of
knowledge (in) vs. also putting Spanish back into the community beyond the school (two
way). The category is intended as a means of getting at Kjolseth's (1972) question about
the possible effects of models of bilingual schooling on the language vitality of the
communities in which they are embedded.
The music program is a prime example of one-way communication, in this case,
from La Escuela to the community. Students in the self-contained guitarristas and
mariachi programs do not practice with local musicians and, although other school
groups and adult mariachis have come to the school to perform, such events are not seen
as an integral part of music education at La Escuela. Instead, the emphasis is on students
as performers. As Sr. Valenzuela put it
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jt,Uos son los musicos! Ha venido Mariachi Aztlan, ha
venido mariachi de las junior highs a tocarles, y pues,
realmente los chamacos los miran y los aprecian pero no
es tanto que se motivaron tanto porqiie miraban la
presentacidn. Porqiie, como se miran a ellos mismos
aqid....Porque estos nihos tocan muy bien!'"

Few other aspects of DL schooling at La Escuela so consistently promote use of Spanish
beyond the school, although Spanish as a second language classes for adults in the
Escuela Nocturna program may also serve this function (Poveda, 2000). Rather,
linguistic funds of knowledge have oflten been "consumed" by the school, as in parent
participation, fieldtrips, and university connections, with no easily detectable output of
Spanish beyond the classroom and home. More recent efforts, beginning with the Oral
History Project in 1995, have taken in Spanish language resources (newspaper articles,
letters, oral history interviews with residents, air time on a radio station) and transformed
them into resources for wider circulation in the form of life stories, letters to Spanishspeaking members of the community, and radio announcements. These "two-way"
efforts are particularly rich opportunities for minority language learning. Just as the
student mariachis and guitarristas devote hours of practice perfecting form and delivery
for an audience, student writers and speakers do their best work in Spanish when they are
provided with the opportunity to share it with an audience that is clearly marked for
Spanish.
6.3

Planned or Incidental Use of Linguistic Funds of Knowledge?
In the previous section, I gave examples from past and present curriculum efforts

featuring cultural resources beyond the school to show that, indeed, students at La
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Escuela are regularly exposed to aspects of Mexican American culture from El Barrio
and the extended community. Further, most of these efforts involved the use of Spanish
either in oral or written mode, or both. One of the fijndamental questions arising from the
school's use of Spanish resources from the surrounding community is the extent to which
such experiences and contact are designed to promote and maximize the linguistic
benefits to Spanish learners. Do educators undertake these out-of-school experiences and
invite Spanish-speaking guests into the school with explicit intent to provide learners
with the opportunity for communication in Spanish, or is use of the minority language on
fieldtrips and by visitors incidental to the goals of content knowledge learning? The
projects and language experiences reviewed above suggest that the latter description is
more accurate. This view was supported by several teachers. As Sra. Murphy told me,
"the language is not really the primary issue. It's more whatever that individual person
has to offer to the school. It's not so much the linguistic resource." This finding is
consistent with the philosophy behind the DL model and with the faculty's collective
belief that children acquire a second language in the same way they acquire their mother
tongue—via content. It appears then, that much of the school's use of minority language
resources from the community is incidental rather than planned.
6.4

Influence of the Linguistic Funds of Knowledge on Minority Language
Growth
In this section I return to research question 5, which asks "Does utilization of

linguistic and cultural resources from the minority language community influence use
and development of Spanish by students?" Several points are important to keep in mind
in addressing this question. First, this study did not involve a specific intervention or an
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experimental/control design in which specific Spanish linguistic funds were made
available only to some students and not to others. Instead, I chose to study the situation
as I found it, or as close as possible given the possible effects of a study like this one on
the nature of the case. (These effects are discussed in chapter 7.) Because individual
classrooms varied greatly in terms of frequency of use, genre, extent of incorporation into
curriculum of linguistic funds of knowledge, some students have participated in multiple
activities and others in very few or none.
There is also the question of baseline data on Spanish language proficiency.
Many teachers, including those whose older children attended La Escuela before the DL
program began and whose younger children are now studying under the current model,
reported that graduating students leave the school more proficient and more willing
speakers of Spanish. This view was also supported by founding Principal Conrado
Gomez, who now places many La Escuela graduates in Spanish classes at the District's
bilingual magnet middle school. According to Dr. Gomez, the current levels of Spanish
proficiency of such incoming students are now higher than they were before
implementation of the dual language program. He also noted less resistance to the use of
Spanish, reporting that graduates of the DL program "take it for granted that Spanish is
the language of instruction."
Having settled on ruiming records as the primary measure of Spanish literacy at
the beginning of this study, the school, in conjunction with a longitudinal study, is
currently trying to make sense of these scores for literacy gains by students (AmotHopffer & Smith, 1998). After some years of unhappiness with the IDEA Proficiency
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Test (IPT) adopted shortly after the faculty's decision to adopt a dual language program
(E. Murphy, personal communication, October 18, 1999), the school has grappled with
the question of how best to assess students' oral proficiency in Spanish. In January' 2000,
after several months of consideration, the faculty decided to seek training to use the
Student Oral Language Observation Matrix (SOLOM) used in Brittain's (1988) study of
Spanish oral proficiency at La Escuela. Baseline data from this measure will not be
available until May 2000 or later. For these reasons, this study does not make claims
about the effects of linguistic fiinds of knowledge on the Spanish language growth of
students, individually or collectively.
What the findings do suggest is that minority language resources from the
community can be used to promote children's use of Spanish in ways that classroombased instruction otherwise does not or cannot. On numerous occasions during this
study, I observed children previously reluctant to speak or write in Spanish respond with
much enthusiasm to Spanish language tasks involving native and fluent speakers from
outside the school. In addition, these activities have motivated students to focus on
grammatical form, an area that is typically problematic for learners in dual language and
immersion programs, and of much concem to educators at La Escuela, particularly at the
higher grade levels. Finally, regardless of the language of student response, I would
argue that learners' receptive proficiency in Spanish, particularly in the area of aural
comprehension, can be greatly enhanced by listening to native and fluent speakers of
Spanish from a broad range of national and regional accents. Over the course of this
study, students worked with classrooms visitors, guest lecturers and musical performers
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from Colombia, Costa Rica, Guatemala, Puerto Rico, Venezuela, the Mexican states of
Chihuahua and Sonora, Mexico City, and different Spanish-speaking areas of the U.S,
including El Barrio. These experiences complement the varieties of Spanish students
hear from the teachers, teacher assistants and classmates, constituting additional sources
of knowledge of the diversity of Spanish. Perhaps most important in terms of learners'
long-term development as bilinguals, such interactions provide children with direct
evidence that Spanish is a language to negotiate and learn about the world beyond
classroom and school domains.
6.5

Conditions Underlying School Use of Linguistic Funds of Knowledge
In this section, I summarize factors favoring and hindering use of community

language resources at La Escuela. Where appropriate, I distinguish between conditions
underlying use of linguistic funds of knowledge particular to El Barrio and those of the
extended community. These conditions have been identified through examination of the
instances of school use of linguistic fijnds of knowledge described in earlier sections of
this chapter. Because I believe that these resources, particularly those located within El
Barrio, are presently underutilized, this discussion also highlights existing conditions that
I believe could support or undermine fiiture efforts.
My original intent in this section of the analysis was to identify factors as either
favoring or hindering the school's use of linguistic funds of knowledge. I have come to
see that few of conditions can be so simply classified. Rather, these conditions are multi
dimensional, with some dimensions facilitating or supporting incorporation of minority
language resources, while other dimensions undermine this work. Thus, rather than a list

390

of favorable and non-favorable conditions, 1 present them thematically and explore the
tensions within each theme. The issues addressed here are language proficiency,
language attitudes, commitment to language maintenance, community-school
connections, structural conditions, and power and interpersonal relations.
6.5.1

Language Proficiency
Many conditions (potentially) support school/community interaction for the

purposes of supporting minority language acquisition. Most fundamentally, as detailed in
chapter 4, both the extended community and El Barrio hold rich Spanish language
resources. La Escuela faculty and staff have sufficient linguistic competence in Spanish
to interact effectively with native speakers from outside the school. This is also true of
non-instructional staff. Although few in the latter group have passed the District's test
for classroom teacher assistants, their common areas of weakness are schooled tasks
involving literacy (e.g. conventional spelling, use of accent marks, and translation of
school documents from English to Spanish) rather than conversational fluency. Despite a
sense of "linguistic insecurity," most are linguistically capable of holding meaningflil,
1

extended conversations in Spanish with children and adults." Although the school
continues to seek reliable evidence of students' increased Spanish oral fluency, there is
converging evidence for this finding. Children's receptive competence in Spanish,
always strong, is a supportive factor in interaction with native and proficient speakers
from beyond the school.
A barrier to the use of community linguistic funds of knowledge is the perception
held by Spanish-proficient interlocutors that students at La Escuela do not understand

Spanish. This notion, exemplified by Sr. Verdugo's claim that there are no bilingual
children at the school, is both persistent and potentially harmful to attempts to place
students in closer contact with fluent bilinguals. In part, this notion is due to a belief that
because adults do not hear children speaking the minority language they (1) cannot speak
it and (2) do not understand it. Both assumptions are quite unfounded for most students
and (2) is counterfactual given the often complex tasks that even the youngest learners at
the school complete in the context of Spanish-only instruction. The fact that students are
capable of negotiating unfamiliar tasks, such as writing letters, conducting oral history
interviews, and recording radio announcements—in many cases without prior LI
experience—is further evidence of the strong receptive bilingualism of students at La
Escuela.
6.5.2

Language Attitudes
If the linguistic resources are present and child and adult members of the school

community have sufficiently high levels of proficiency to access them, what about
attitudes toward the use of Spanish in school? Overall, community attitudes toward dual
language schooling at La Escuela are very positive. This is to be expected for extended
community parents because they must take extra steps to place children at the school.
With some exceptions (recall the grandmother who viewed Spanish instruction as
offensive to families because it suggested the home was an inadequate source of
Spanish), parents from El Barrio also appear to be strongly in favor of the use of Spanish
at school. Although residents without children at the school are likely unaware of the DL
model and how it differs from the maintenance model previously used at La Escuela,
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there is a strong feeling among longtime residents that the identity of the neighborhood is
closely tied to the school.
In contrast to earlier generations of Mexican Americans whose experiences in 1-C
and other forms of English-only schooling predisposed many to distrust and oppose the
use of Spanish for academic purposes, younger generations of parents, those likely to
have had some form of native/heritage language schooling, are more supportive of
Spanish language schooling. Perhaps most important, there is widespread agreement
among teachers that the adoption of the DL model has been instrumental in reducing the
level of student resistance to use of Spanish. Although many children resist speaking
Spanish, even in classrooms, there is little evidence of the type of resistance to engage in
learning activities conducted in Spanish observed by Edelsky (1996). As Conrado
Gomez pointed out. La Escuela graduates see Spanish as a default language of
instruction, a factor which would presumably support any use of community language
resources.
In contrast with generally favorable attitudes toward "standard" Spanish and to
varieties spoken outside the U.S., attitudes toward Mexican American varieties spoken in
Tucson and in El Barrio are more complex. Not surprisingly, explicit statements about
non-standard features are rarely offered. Collectively, the teachers seem genuinely
accepting of non-standard forms, but the school's choice of materials and an observed
lack of classroom discussion about local ways of speaking Spanish indicate that standard
Spanish is clearly the goal of instruction. Among parents and families of Mexican
heritage in the extended community, many of whom are a generation or two removed
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from regional, rural varieties of Spanish, there seems to be little interest in anything but
"el espanol universal", to use Adalberto Guerrero's term. This largely unspoken
preference helps explain how proficient but clearly non-native speakers of Spanish (1 am
a prime example) are perceived as resources for language learning by the school where
native speakers of minority dialects appear to be invisible. These language attitudes
appear to favor the use of Spanish from the extended community rather than El Barrio.
A further barrier to use of linguistic funds of knowledge located in El Barrio
concerns perceptions of the neighborhood as a site for learning. Unlike Mexican
Americans, few Anglo and African American families at La Escuela have family or
sentimental attachments to El Barrio or other Mexican American neighborhoods.
Although parents in these groups generally lack sufficient Spanish language knowledge
to be recognize linguistic differences between varieties of Spanish, negative attitudes
about the neighborhood and the people who live there would presumably undermine
interest in tapping El Barrio as the site of linguistic resources. This attitude was evident
during an activity about community in a second-grade classroom:

i liv icac/iici piawvu a

sjii iiiv^ uvai\4 vyiiivii iiuvi iiiv viiiw

"Mi Vecindario" [My Neighborhood]. The poster had all
••V*/-»
.-1
1»-1->
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up ar> iivtgiiuwi iiv/wvi wir* uo
community.... Some of the words were: familia, escuela,
iglesia, maestra, doctor, policia.... In group four, the
students had to draw their neighborhood. Then they had to
choose one person that was important in their neighborhood
to include in their drawing. After they were finished
drawing, they had to write about their neighborhood and
the person they had chosen. Maya talked about how her
neighborhood was El Barrio, near the school. Nina said
this neighborhood was ugly, and Maya said she loved it and
did not care what Nina thought. All this discussion was in
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English. Alejandra shared that she also lived in El Barrio
and she loved the tortillas she could buy in the panader'ia
[bakery]. She participated in Spanish and this led the other
children in switching to Spanish. Raul (also from El
Barrio) said he did not know which person was important
in his neighborhood....

This example is especially telling because of the composition of the small group. Three
of the four participants were residents of El Barrio, a factor which undoubtedly supported
Maya's defense of the neighborhood and Alejandra's switch to Spanish to refer to the La
Calle Market, a Spanish-friendly domain. In groups with more extended community
children than Barrio children, more typical in the school, it is presumably more difficuh
for children to speak out as Maya and Alejandra did.
The above exchange suggests that negative attitudes from members of the
extended community toward El Barrio would hinder attempts to tap the neighborhood's
language resources. This seems most likely to occur in the context of home visits or
visits to the market in the neighborhood but would conceivably extend to speakers
brought into the school. After all, who wants to learn the language of an "ugly"
neighborhood?
6.5.3

Commitment to Minority Language Growth
In chapter 5,1 noted that classroom instruction at La Escuela is characterized by a

high degree of commitment to the DL model and by faculty adherence to the school
policy of speaking Spanish in the classroom. In other domains, however, noninstaictional staff are less committed to minority language use, in some cases deferring
to children's choice of language (usually in favor of English). In other cases, adults
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clearly prefer the majority language. Although these practices and preferences are
closely tied to matters of language proficiency and attitudes, they also speak to the related
issue of school-wide commitment to minority language growth.
As an observer who has been able to move in different domains at La Escuela
with some degree of "invisibility," I see that responsibility for this growth has been
relegated mainly to classrooms. Other domains in the school could certainly be used to
foster minority language development; the fact that they generally are not reflects an
assumption (not shared by all participants) that they are not part of the curriculum.
Attempts to incorporate linguistic funds of knowledge in these domains would require a
re-evaluation of this assumption.
(Lack of) commitment to minority language growth is, of course, not the
exclusive province of domains within the school. As the bilingual magnet elementary
school, and the only DL program within a district where bilingual education is otherwise
reserved mainly for Mexican American children learning via their native tongue
(Spanish) while they acquire their second (English), bilingual instruction at La Escuela
does not fit neatly into expected type or goals of bilingual instruction. This is evident in
difficulties teachers face in finding appropriate materials and assessment measures for
students. For the same reasons, a focus on community language resources has not been
forthcoming from the District. Perhaps the best example is the community representative
position, discussed in the previous chapter. Although the job description is sufficiently
flexible so as to allow the position to support the school's particular academic goal of
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minority language development, the District has apparently not offered any guidance or
training in this area.
Finally, the very nature of fluent bilingualism—the ability to use the more
appropriate of two codes in any given context—can undermine children's access to
minority language resources. In previous sections, I have laid out the reasons that fluent
bilinguals in the El Barrio might choose to address learners in English rather than
English. These include established patterns of language use with children in their own
families, the belief that children at La Escuela do not understand Spanish, and, most
prominently for parents who received English-only schooling, the belief that Spanish is
not an appropriate school language or that the variety of Spanish that they speak is not
suitable for schooling. Whatever the reason—and the above are not mutually exclusive—
in the absence of explicit intervention or guidance from the school, the minority' language
identities of fluent bilinguals thus become invisible to students. In this way, these fluent
bilinguals, constituting the great majority of Spanish speakers in El Barrio, are "shifters,"
to borrow a term Silverstein (1976) uses to describe changes in referential index. Spanish
speakers with adult bilinguals, they may appear to children as primarily or exclusively as
English speakers. In so doing, bilingual speakers forfeit the Spanish-only appearance
which serves as a motivation for students' use of the minority language.
6.5.4

Barrio-School Connections: Conectando a las dos Familias

We believe that each child comes to us with a wealth of
knowledge and personal experiences, and that the
children's families and cultures are an important part of
their identity which will be recognized and respected. We
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tlirther believe that family and community members are
vital resources in meeting educational goals.
(From the Philosophy of La Escuela; 1998)

The school philosophy and teachers' individual teaching philosophies indicate
strong support for increased family and parent involvement in schooling. A main point
of this chapter is that linguistic funds of knowledge in the extended community are more
disparate, physically removed, and (paradoxically) more easily accessed by the school
than the more concentrated and proximal funds in El Barrio. Mapping the exact
dimensions of why this is so is beyond the scope of this investigation, but reasons include
the more similar education and life experiences of La Escuela teachers and extended
community families, the fact that magnet parents "choose" the school in a way that
neighborhood parents do not, as well as structural factors addressed in the following
section. In this section, I will focus conditions which favor and undermine the school's
access of Spanish resources located in El Barrio.
Teachers at La Escuela and residents of El Barrio often use the metaphor of
family to describe the school and the neighborhood. But how close are these families and
how does the relationship between them support the school's utilization of language
resources within the neighborhood? In the previous chapter I described neighborhood
ownership and pride in the school, and argued that these were further strengthened by
community resistance to plans to close the school in the 1970s. With the introduction of
large numbers of English-dominant students from the extended community, however,
students from El Barrio gradually became an "invisible minority" within the school. As
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curriculum coordinator, Maelle spoke of how the school became aware in 1997 of the
growing imbalance between the school's two populations;

When I came back to La Escuela as curriculum specialist, a
parent met with me after I'd been here only about 10 days
and said somebody needs to pay attention to the huge
discrepancy between what's happening for the kids from
the extended community as compared to what's happening
for and with the kids from the Barrio. He pointed out
academic discrepancies and he talked a lot about the
enrichment programs here, specifically the mariachi. He
said how many kids from the Barrio are in the mariachi,
how many kids from the Barrio are in the extended sports
program, on the cross country team, on the basketball
team? I began to look at that. And he was absolutely right.
I brought those concerns to Dr. Romero and she was very
receptive.

According to Maelle, some teachers did not believe that the percentage of Barrio students
was sufficient to justify changes. Others questioned whether it was the school's job to
pay extra attention to children from El Barrio.

There was some resistance. Some teachers were skeptical
about the numbers of students from the Barrio in our
school, so it was important to be able to document and say
about, at that time, between 30 and 35% of our students are
from El Barrio, so about 30 to 35% of the kids in the
Maiiachi sliould be from El Barrio, as in tlic spoils prograiii
and any other kind of enrichment activities that we're
offering here. They didn't think that there were that many
students from the Barrio here.... For some people it was
quite sincerely an equity issue. [They asked] So why
should we pay more attention to these kids from the Barrio?
It's the responsibility of their families and their parents to
get them involved. The extended community parents are
able to do that. Why do we need to pay special attention to
these Barrio families?
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In the past three years, the school has taken important steps to address the imbalance
between the ways students from the extended community and El Barrio benefit at La
Escuela. These include helping to re-start the Neighborhood Association, mentoring
children in El Barrio, and ensuring more balanced representation in the music and Dia
Extendido programs. Participation in these domains has increased recently, particularly
for the group of recent immigrants in the residential pocket nearest the school. A teacher
who has been at La Escuela for nearly a decade talked about his interest in El Barrio led
him to think about how to put students in closer contact with Spanish speakers there:

I've always wanted to do something like noon visits where
the older people, you know, who are Spanish speakers,
might want to open their doors to allow a group of kids to
come in and just sit and chat for just a little bit... Whether
it's advice on what to do, what not to do, to recall how La
Escuela was when they were students, [or] maybe how they
grew up in a certain area they came from. Just give them
the practice with the Spanish.

Thus, the school's ability to access Spanish resources within at the school appears to be
considerably greater today than it would have been even a few years ago.
Despite these changes, tlic La Escuela and EI Bamo families reiiiaiii far apait iii
temis of certain funds of kiiowledgc. In the previous chapter, I found that although the
faculty was generally familiar with and interested in the historical background of El
Barrio, few teachers have developed close ties to the neighborhood. A second-grade
teacher who has been successful in tapping linguistic funds of knowledge in El Barrio
with her students, described the importance of home visits and interviews with families
when she was new to La Escuela and Tucson:
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When 1 came here I was a Httle overwhelmed, I guess. I
would probably not have participated in El Barrio as much
if it weren't for my requirements at the university. I had
done a qualitative research project looking at the role of
homework in the lives of two third-grade students. Now
this entailed also interviewing their families. What that
ended up leading to was opening up this real interesting
box of feelings associated with being a long time member
of the barrio and not having a say as to what my
neighborhood school has turned into. A definite sense of
history of having been here at La Escuela when she was a
little girl.... I wouldn't have had that perspective if it
weren't for having done that qualitative project where I
went to interview families.

This teacher's investment and interest in the families of El Barrio resulted in parent
demonstrations of tortilla making and mural painting after the fieldwork phase of this
investigation ended.
Just as teachers' personal knowledge and awareness of life in El Barrio are
conditions which facilitate use of the linguistic funds of knowledge, so too does
knowledge in the Barrio of the school's bilingual mission and language circumstances.
Recall comments earlier in the chapter by Sarita Rodriguez and the Oral History Project
participants who had not visited La Escuela for many years. Ramon Olivas, president of
the neighborhood association and former member of the school leadership council,
observed that residents without children at La Escuela have only a general sense of the
language policies at the school:

What comes up in Association meetings is "Well, when I
used to go we got punished for talking Spanish and now it's
really strange that it's a bilingual school and they want you
to talk Spanish." It's like a complete flip-flop for
everybody. That's basically what 1 hear. If you're not a
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parent of a kid who goes there, I really don't think the
residents know the model. They just think it's done in both
English and Spanish and that's it. How much more in
English, how much more in Spanish? I don't think they
know that.

More detailed knowledge about the mission of the school and the faculty's desire to
promote Spanish language growth for all students would be a potentially contributing
factor to better use of linguistic ftinds of knowledge.
6.5.5

Structural Conditions
The small size and rural feel of El Barrio also permit easy and regular contact

through walking tours and home visits. However, the recently heightened awareness of
safety issues in Tucson schools has made such visits less common. If understandable, it
is also unfortunate from the perspective of fostering Spanish development, for Spanish is
spoken out in the neighborhood in ways that children seldom hear inside the school. For
example, during much of the first half of the 1999-2000 school year, La Escuela was
flanked on three sides by Spanish-speaking construction workers repairing the streets and
installing new sidewalks and streetlights. The following observation is from my
IICIUIIUIWS Ul

i>>>.

Today several men are laying out forms for sidewalks
along Brady and Davis streets, to the immediate west and
north of the basketball court. Three are working perhaps 8
feet from the basketball court, talking and laughing in
fluent Spanish. One man seems to be in charge, although
he is also driving stakes as he gives occasional instructions
to the other two. A fourth man, wearing a red baseball cap
with a faded red bandana tucked underneath to cover his
neck from the sun, drives up in a battered white pickup
loaded with heavy metal forms. One of the workers joins
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the driver and they start to ottload the forms onto the side
of the street. There is clanging, banging, crashing as the
men drive the stakes and toss the forms onto the ground.
All this noise is punctuated by the men's talk. Sr. Tellez'
dog begins to bark furiously, and the men laugh.
"iOistes?", says one. "El primer disparo y ese perro
empieza a ladrar." [Did you hear that? First noise and that
dog starts to bark.] "Serio?" asks another. "Asi es la vida. "
[Yeah? That's life.] The truck drives around to the comer
of Davis Street. The men are even closer now. The
basketball court is empty this morning. Except for a few
students coming late to guitarristas class in the music
portable, no one is around to hear this "espanol en accionr

This is an example of how La Escuela is literally surrounded by fluent and native Spanish
speakers in a way that is currently completely incidental to the workings of the school.
Because of the early hour—at 8:30 a.m. children and teachers are just entering their
classrooms—it is not surprising that few witnessed this example of Spanish language
vitality in El Barrio. But nor are they likely to at other times of the day, since children
have been warned in morning assembly to stay away from the fences during the
construction project.
There are other structural conditions which mitigate against the successful
AiivOipoiai.is^ii ui cviiiiiiuiiiij' laii^ua^c
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hours of additional work for which teachers presently receive no tinancial compensation
and for which they are unlikely to be given correspondingly fewer responsibilities. Like
bilingual and DL teachers elsewhere, teachers at La Escuela devote a great deal of time
creating and adapting many of their own materials. Although there are now more
commercially prepared materials available in Spanish for faculty consideration than in
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the earliest years following the desegregation order (Amot-Hopffer & Smith, 1998),
much of what is available is rejected as inappropriate for the needs of La Escuela
students. This pattern contributes to a sense of self-sufficiency in curriculum which may
make it less likely for teachers to consider outside resources including minority language
funds.
A further barrier concerns what might be termed "fragmentation," the sense that
teachers can easily be isolated and unaware of what happens in other parts of the school.
The decision to create multi-age reading groups, and to involve all teachers and teacher
assistants in Exito Bilingiie instruction has had incidental but fortuitous consequences in
this regard, as educators work with students beyond their own grade level and classroom.
There is also a common meeting time, Reflexiones de Exito Bilingiie, which is a likely
venue for discussion of how to tap the linguistic funds of knowledge surrounding the
school. Recall that under the court order, Dia Extendido staff and monitors are hired
specifically to work with children while teachers prepare lessons; therefore they are
unable to participate in Reflexiones, an an-angement which isolates them from faculty
concerns for encouraging children to speak Spanish.
Another structural factor concerns the availability of Barrio parents to participate
during school hours. As the faculty has discovered during attempts to increase parent
attendance at open house events, the number of families from El Barrio in which both
parents work has increased. Given the high levels of poverty in the neighborhood, El
Barrio parents are also more likely to work more than one job or to "tag team," an
arrangement in which parents work in staggered shifts. Compared to many extended
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community parents, whose more flexible work schedules give them freedom to visit their
child's classroom or attend school events, working parents from El Barrio are likely to
hold jobs in which they have less opportunity to set their own hours to participate in
schooling.
Finally, it is important to recognize that the bearers of these linguistic funds of
knowledge have their own beliefs about language and language acquisition, as well as
their own ideas and experiences about how to talk with children and about how schools
should be organized. A fifth-grade teacher who frequently invites speakers from the
university and extended community to speak with his students talked about the challenge
of getting older adults to monitor their discourse for the purpose of language learning via
content;

One day I was trying to find out how to say mining in
Spanish. The act of mining. Minas are the mines, but how
do you say 'mining'? So I went to ask Sr. Verdugo. I said
to him, "Sr. Verdugo, iComo se dice cuando anda uno en
las minas, en la minerla? iComo se hace, como se dice el
acto, en vez de 'mining'?" Well, he walked me through
when the rocks are first scooped up, through that whole
process, all the way It took about 45 minutes. I never got
iiiC <iiibvwi. 1
piWLUiW liuiii biai L lu
what goes on in mining, but...not one word for "mining."

Some of the most fluent Spanish speakers, particularly those in El Barrio, experienced
their own schooling in very different material, historical, and linguistic circumstances
than those found at La Escuela today. Structuring classrooms in order to access the
linguistic ftinds of knowledge held by such speakers will require much time and thought
by educators, as well as participants' flexibility and willingness to accommodate

405

sUidents' uiverse language backgrounds (Gillis, 1992; Smith, 1990; Snow, 1996). At
present, there are no mechanisms in place to prepare teachers or community participants
for such work.
6.5.6

Power and Interpersonal Relations
No discussion of language choice, particularly choice on the contested ground of

bilingual schooling in Arizona, can ignore the fact that participants' decisions about
which language to use (or not) in a given setting are made in the broader context of
power and interpersonal relationships. At La Escuela, where the faculty has elected to
privilege the minority language by adopting new language distribution practices, an
important question—one I have not heard discussed openly at the school-concerns what
speakers "give up" in power by agreeing to use their weaker language in school. Because
of the premium placed on Spanish fluency and the perceived need for linguistic models
for children, power hierarchies which are assumed at other schools are often temporarily
suspended as when teachers correct administrators, student teachers correct teacher
mentors, and—the ultimate power inversion in schooling—children correct their teachers.
This is not necessarily an obstacle to use of linguistic funds of knowledge—indeed, some
teachers encourage children to serve as language models for all members of the school
community. However, for those facing linguistic insecurities, the prospect of teaching or
otherwise conducting oneself in one's L2 is daunting.
The close family and family-like interpersonal relations that are so much a part of
the school's institutional identity are critically important factors here. Considering that
some staff address their own children at the school in English, what does it mean to ask
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them to change this practice within school domains? One teacher talked about her sister,
a monitor and Dia Extendido teacher:

My sister teaches extended day. And I've asked her, do you
ever do anything in Spanish. She says I do a little bit, but
mostly she does English.... I feel she should be speaking in
Spanish if she's not. And I'm sure she could do it. I mean
it's a cooking class! I'm sure she could handle that in
Spanish.

Like any close family, the members of the La Escuela community take care of each other.
One of the most complicated and potentially complicating factors then, in implementing a
linguistic funds of knowledge approach in domains beyond the classroom lies in the
ability and desire of educators to lean on colleagues and family members to "do the right
thing" by using Spanish with students.
6.6

Summary and Conclusions
This chapter describes instances in which educators at La Escuela have used

linguistic funds of knowledge from the Spanish-speaking community in Tucson as
resources for minority language acquisition.
\ji

Analysis of these instances reveals a range
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is one of incidental use, in which educators accommodate to the linguistic prefereiices of
those interacting with children. Within the school, the Spanish literacy program, Exito
Bilingiie, was found to be the most common site for structuring the use of linguistic fiinds
of knowledge from beyond the school. It also appears that children's use of Spanish, if
not measurable growth in that language, is best supported by activities which involve oral
and written forms of language and which provide students with an opportunity to use
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Spanish with and for an audience beyond the school. Students are most likely to use the
minority language in the presence of multiple Spanish-speaking adults who consistently
use the minority language with each other and with children. This finding is especially
noteworthy given that teachers' previous attempts to resolve student resistance to
speaking Spanish, as described in chapter 5, have not involved incorporation of linguistic
funds of knowledge.
I have argued that minority language resources utilized at La Escuela are more apt
to come from the extended community rather than El Barrio, a fact which can be
attributed to the social distance between the school and El Barrio. Conditions favoring
and hindering the successful use of linguistic funds of knowledge in school are discussed.
In addition to issues of language proficiency and attitudes, structural conditions, such as
lack of time and lack of communication—between teachers and non-instructional staff and
between the school community and El Barrio—undermine children's access to these rich
sources of minority language learning experiences.
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NOTES TO CHAPTER 6
1. Norma Gonzalez has suggested (personal communication, March 28, 2000) that
teachers' accommodation of parents' linguistic preferences may be a factor of the
(overwhelmingly female) gender composition of the faculty at La Escuela. Studies of
language choice in non-school domains have found that women are more apt to
accommodate to the linguistic features of their interlocutors than are their male
counterparts (Brown, 1980; Lakoff, 1973). While this pattern appears to be supported
in the discourse of two playground monitors, Sr. Verdugo and Sarita Rodriguez (see
discussion in chapter 5), it is worth noting that the discourse of female teachers, as
highly educated, bilingual professionals operating in a domain led by same-gender
peers, may prove an exception to patterns of language preference and
accommodation found in male-dominated domains. Wolfson (1989) suggests that this
may be the case for the classroom talk of female TESOL teachers in the U.S. I know
of no studies in which the teacher-adult discourse of bilingual education classrooms is
considered for gender-specific patterns.
2. "I usually leave work at 2:00, but this time I left just after 1;00 because there wasn't
any work, so I came to help to...1 did this when my son was in kindergarten, too. I'd
go and my sister would say, 'Hey, don't you get tired of doing that? Don't be so nosy
at school, you're just going to bother the teacher.' [But] the teacher liked it because I
helped my son and I helped her with the other children, too. They had a sheet on the
door for the moms that were going to help, like how many hours.... I spent many
hours with him there. School's only been in session two days this year and I've been
[already]. The teacher says I can show up whenever I've got a little free time, so I
can help my boy."
3. "You are an important neighborhood investigator trying to piece together the past. On
your walk, pay attention, listen to the leader, keep your eyes and ears open, and
record any and all information you think might be useful. Be sure to ask lots of
questions. While you walk, answer the questions below. Remember: everything you
u u i c i v c will iicip J-uu c i c a i c a ciiiiuicii a uuufL.
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that there used to be a river and I liked walking with my classmates where the river
was. 1 wish I had a river near my house."
N.B. Curious about the highly formal style of the above quote, I asked one of the
teachers who worked closely on the project with this eleven-year-old boy if these
were the student's exact words, or if they had been elaborated or even translated from
English by the newspaper. The teacher recalled that the student had spoken to the
Aguila reporter in Spanish; however, she attributed use of the subjunctive (quisiera)
to an aduh editor.
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5. Like many ot its predecessors in l ucson's Spanish language press, Aguila had a short
publishing history. The first edition appeared in November 1997 and the last edition
was published on December 16, 1999. Citing a lack of financial support from
advertisers, the publishers have left the door open for a possible return to Tucson in
the fiiture. Although El Imparcial of Hermosillo, Sonora, published by the same
company, is available in Tucson, it offers little coverage of local issues and does not
multiple distribute multiple copies to schools free of charge as Aguila did. The
closure of the newspaper is a definite loss to the development of biliteracy and vitality
of Spanish at La Escuela.
6. "Nothing consoles my son. He doesn't want to watch cartoons, he won't eat or talk. I
don't know what to do to help him. It's very painful for me, but I know we've got to
make the best of the situation."
7. "Dear Jose Luis, My name is Karla, and I know that you got hurt because I saw it in
the newspaper AGUILA. I hope that you feel better and that you eat so that you can
play with your friends. Hugs and kisses, Karla."
8. "Hello, my name is Ben Beamer. I'm ten years old and I'm in fourth grade.
Hello, my name is Andres Cruz. I'm ten years old and I'm in fourth grade."
Ben: "We are students at La Escuela. I like to read and write in two languages,
Spanish and English. My parents are very proud of me because I'm bilingual and
they are not."
Andres; "I like to be bilingual because I can talk with my grandmother, my
grandfather, and the other members of my family who speak Spanish."
9. "We've heard that there is a group in Arizona that wants to take away bilingual
education. We are asking that you do NOT support this group, so that students like us
can continue studying in two languages. Support bilingual education!"
10. During this time, children "hear" marvelous stories and marvelous language as Mr.
V
tairwo ctuwui. uuiiuiii^ ci
vwctiow
tiiv
during the depression. ("Just a peso a day...pick, shovel, and ax. There wasn't any
machinery then."); hiding in the mines as an underage worker ("I hid every time a
supervisor came around. Did that for three years, until I tumed 17."); being badly
burned in a mine accident ("My whole body was bumed...my buddies put the fire out
with snow."); and his rise from "a restless kid" to the first Mexican superviser" in the
mines of Cananea.
11. "The purpose of this letter is to invite you to participate with us in a literacy project
we are planning at La Escuela. In order to help our students learn more about Tucson
and El Barrio through the Spanish language, we approached Mr. Emilio Verdugo to
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help us design a pilot project. As you've already heard from Mr. Verdugo, we have
two goals for the project: (i) a chance for senior citizens and students from La
Escuela to get to know each other and (ii) to give the students a chance to practice
speaking and writing in Spanish.
"The project will take place in February and March. It will be divided in four phases.
In the first part, you will receive a letter written by one or two students with
information about their families, studies, and what they enjoy doing. Next, you'll
write a short letter to the same student(s) with the same sort of information. In the
second phase of the project, the students will prepare questions to interview you about
some part of your life (for example, your work or education). In the third phase, we
would like to invite you to La Escuela to meet the students and to be interviewed. In
the last part of the project, the students will write about the interview."
12. N.B. Both the Spanish and English portions of Sarita's letter were handwritten. The
typed version in this chapter preserves most features of the original, including all
vocabulary, syntax, omission of accent marks and non-standard use of commas).
Students heard rather than saw the written text of the letter; there was no discussion
of the orthographic conventions. An English translation follows:
"I'm not sure why there were so many kids with lice, but about once a month the
school nurse would come to the classroom with a little box of toothpicks. We knew
why she was there and we'd start to tremble. She lined us up and with two toothpicks
she searched through our hair. She never used the same toothpicks. As soon as she
was finished with a student she had a small trashcan all ready and that's where she'd
throw the used toothpicks. If she found a student with lice or nits, she'd tell them to
stand against the blackboard. And they'd stand there crying. That never happened to
me. From there, she would put them in a line and take them to the nurse's office
where she washed their hair with kerosene and wrapped their head with a cloth
diaper. In those days there weren't any disposable diapers, just the cotton cloth kind.
When school was over for the day and we walked home you could see all the
Suarvvu uiapci^ Liiat tiic iviui wiui new iiau larwCii uii anu uuuwii in tiic miccl.

Hello! My name is Christine, but all my friends call me Tina. I'm 11 years old. My
birthday is October 9, 1987. It's easy to remember the date because you write it with
the numbers 10-9-87. I was bom in Tucson, Arizona. I'm in fifth grade here at La
Escuela. My teachers are Mrs. M. and Mrs. G. My first language is English but I've
been in this school for six years and I know a lot of Spanish. In my family there is
my mom, Peggy, my dad, Kevin, and my older sister who is 13 years old and is
named Moira. Also, I have a white dog named Raffi.
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During recess, my friend Katrina and I play American football with the kids. My
favorite sport is softball. I've been playing Softball since 1 was in kindergarten. 1 also
run cross country. I'm in two mariachi groups. One is called Mariachi Aguilitas and
the other is called Mariachi Milagros Juvenil. I play the guitar in both. I also play the
clarinet in the school band. My favorite colors are blue and purple. I don't have a
favorite movie, but I really liked 'A Bugs Life' and 'The Rugrats Movie.' I don't
have a favorite kind of food either. I have a dog but my favorite animal is the
monkey.
Hope to hear from you soon. Bye, your friend."
14. "Dear friends.
My name is Lalo Rodriguez. I was bom in Hermosillo, Sonora in 1990 and I'm nine
years old. I go to La Escuela. I have a little sister named Jocelyne who is three years
old. I have a dog that obeys. I like sports. My favorite food is tamales. I would like
to travel to Acapulco and my favorite color is blue. And my favorite movies are 'Los
Tres Amigos' and 'The Three Ninjas.'
I'd be very pleased to hear from you. Please write back."
15. "What I saw was that the children were concerned, that they wrote their letters like
three times. One of them, Joseph, wanted to write the perfect letter. Because they
thought that the people they were writing to didn't read English. Because it was a
person they didn't know, the students were a little more careflil about how they
presented themselves. And their curiosity, because it was also like a surprise for
them... like a penpal. I think the students dedicated their best efforts to writing the
letters. They wrote them two, three times so that they'd come out well and legible,
just in case the person didn't have good eyesight, so that their writing was clear. I
think that's what it was because Joseph, who has nice writing anyway, I saw his
handwriting and I think, maybe unconsciously, he made it just a little bit bigger. I
don't know if that's what it was but I guess so, because of their eyesight, their age, to
be deal", to wnte Spanish that could be easily understood. Durmg the process, I
realized that they students were taking more time, being more careful in their
wriling."
16. Reflecting on the Cartas a la Tercera Edad unit, Sra. Acosta said, "It's a project that
doesn't only benefit the students, but also senior citizens, as Mr. Verdugo calls them.
We're letting them know that someone wants to listen to what they have to say. I
think that's very important for everyone."
17. "We've seen that our culture, Hispanic culture, is a little bit more reserved. We really
need a personal invitation—face to face—to be able to come or to have the confidence
to accept an invitation. I think if you want to communicate with someone, a letter
isn't the best way. It's better by phone first: 'And how are you?' And 'Look, I was
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just wondering if I could come by your house.' I'd go to the home. I'd get to know
their spouse, we'd shake hands. There's got to be that contact.... As a Hispanic
person, I know that's what I would like. It would take more time, but the results
would be better."
18. "Today I shared my research on the Arhuaco people of Colombia with the Exito
Bilingiie class. I showed part of a video about the Indians and as the students
watched they asked questions. Probably they'd never seen a culture so different from
their own. I told them about the great knowledge behind each of the Arhuaco beliefs.
They were really struck by the phrase "For the Arhuacos, the earth is sacred and they
take from it only what they can return." A girl asked me for an example, and I told
them that the Arhuacos would not permit technology in their community and that they
had only what they need to live in order to avoid exploiting the land. That way the
land is preserved and always gives the Arhuaco people the harvests they depend on.
After I answered their questions, I taught them a few words in Iku, the Arhuaco
language, and I wrote a few words on the blackboard. I tried to pronounce a few
words although, honestly, my pronunciation isn't so great. But the students were very
interested."
19. The public performance also provided additional insights into the diversity of parent
attitudes toward DL schooling. After thanking me for teaching her son the Kenyan
songs, an Anglo mother from the extended community reported that she had heard
parents from the other first-grade classroom asking "why hasn't my kid been getting
this?" A few minutes later, I was approached by a Mexican American mother—also
from the Extended Community—who commented on how important it was for
children to be exposed to more than two languages. She reported tliat her husband, a
Chilean immigrant now seeking U.S. citizenship, had asked, "^Cuando van a
aprender ingles?" [When are they going to learn English?] when he heard about the
children learning African songs.
20. "The students are the musicians! We've had Mariachi Aztlan and mariachi groups
from the junior higli schools come here to play for the students and, well really the
kids see them and they appreciate them but it's not like students here become
motivated just because they watciicd the prcseruatioii. Because they watch each other
here all the time.... Because our kids really know how to play!"
21.1 am grateftil to Norma Gonzalez for suggesting the tenn "linguistic insecurity."
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CHAPTER SEVEN
CONCLUSIONS AND RECOMMENDATIONS
7.0

Introduction
This concluding chapter is organized in four sections. In 7.1,1 review and

summarize the main points made in the study. Section 7.2 addresses the research
questions posed in this study. In Section 7.3,1 discuss the limitations of the study,
including limitations of focus and methodology. I also consider how my role as
researcher has influenced the findings reported in the study. The final section contains
implications and recommendations for practice in the field of dual language education
generally and for the case study school and community specifically, as well as
implications for policy and research.
7.1

Review and Summary' of the Study
In this study I have examined use of linguistic funds of knowledge in DL

schooling at La Escuela from several perspectives. Following a review of the literature
on bilingual and dual language education in chapter 2 and description of the research
methodology in chapter 3,1 have systematically described the case study community and
school, noting the historical development of bilingual education in Tucson and the
subsequent development of the dual language program at La Escuela. In chapter 5,1
described the dual language program as organized during the 1998-99 and 1999-00
school years. Following a description of educators, students, and families as participants
in the DL program at La Escuela, I also examined academic and non-academic domains
within the school in terms of their current and possible usefulness as sites for minority
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language use. In chapter 6,1 described instances in which educators used Spanish
resources from beyond the school as sources of language input and experience for La
Escuela students. The chapter also contains an analysis of how these resources have been
employed and factors which function to support or hinder the incorporation of these
language resources at the school. Throughout, the (possible) use of linguistic funds of
knowledge in the context of the La Escuela dual language program has been the central
focus of the study.
7.2

Conclusions
In this section I address the conclusions drawn in this study, based on the research

questions which have guided the investigation. The main question is restated here:
How does the belief "that family and community members are vital resources in meeting
educational goals " support the school's goals of developing bilingualism and biliteracy
for all students?
The main question was broken down into a series of five sub-questions, each of which is
directly addressed below.
Subquestion 1
What are the connections between the historical role of Tucson educators in the
development of bilingual educuiion nationally and the development of dual language
education as practiced at La Escuela?
In addressing this question I chose to concentrate on the legacy of four pioneering
bilingual educators, Rosita Cota, Adalberto Guerrero, Hank Oyama, and Maria Urquides,
whose contributions to the formation of bilingual education nationally are widely
recognized. It would be difficult to overstate the importance of these educators in their
various roles as teachers, teacher trainers, and administrators in the development of local
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programs at all levels of schooling. Their connections to present day DL efforts at La
Escuela fall into six areas. First, because of their experiences in overcoming what I have
called "barrio schooling," the inferior education given Mexican American children in
Tucson's Spanish-speaking neighborhoods, the Tucson pioneers serve as role models for
teachers at the school today. Beginning with Urquides' twenty-year career there, all four
have had some personal connections with La Escuela, Oyama as student, and Cota and
Guerrero as mentor and brother, respectively, of the present principal. Dr. Guadalupe
Romero. In terms of curriculum, their collective work in developing programs in which
Spanish was featured as an academic resource for Spanish-speaking and Mexican
heritage students was a forerunner to the DL program at La Escuela. Beginning with the
creation of the Spanish-for-Spanish-speakers program at Pueblo High School in the late
1950s and continuing in their work at the district, university, and community college
levels, these educators promoted Spanish as a resource for academic achievement and
Spanish-English bilingualism as a goal for Mexican American students as well as for
Anglo students. If each of los pioneros can be fairly described as being ahead of his/her
time, this study has shown that Rosita Cota was especially prescient regarding the
importance of support for the native language fluency of Spanish-speaking children at an
early age and the political necessity of involving language majority children and families
in bilingual education.
Through courses at the University of Arizona and Pima Community College, los
pioneros (especially Guerrero and Oyama) provided Spanish language instruction and
bilingual teacher training to most of the DL educators at La Escuela today. In this
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capacity, they shared the experiences and ideas developed in The Invisible Minority
(National Education Association, 1966a) and national conferences which led to the
passage of federal legislation to fund bilingual education programs. This study explored
the local effects of two aspects of this larger discourse—the role of language minority
communities in schooling, and a strain of language prescriptivism in which unschooled
varieties of Spanish spoken by Mexican Americans were deemed deficient. In both
areas, los pioneros stand out for their respect for Mexican American students and their
families, and their understanding of the historical events and sociolinguistic processes
that have led to the present circumstances.
At a time when national discourse on Mexican American communities was
strongly characterized by a deficit perspective, the use of Spanish in schools was
generally regarded as a bridge between Anglo-dominated schools and Spanish-speaking
parents. The Chiquitines television program produced and hosted by Rosita Cota was a
rare example of a different perspective in which the language and culture of the Spanishspeaking community were utilized as resources for the learning of all children.
In terms of Spanish language standardization, los pioneros were and are strong
advocates for schools as arenas for the teaching and use of espanol universal, an
educated, literate standard offering access to worlds beyond the barrios and rural
communities in which local, mainly oral varieties of Spanish were spoken at home and
English was spoken at school. As developer and professor of Spanish language and
literature classes for pre-service bilingual teachers, Adalberto Guerrero has been an
especially strong voice for high linguistic standards among those who would teach in
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Spanish in Tucson's bilingual classrooms. Despite the inherent tension and controversy
surrounding the linguistic diversity characterizing many Mexican American
communities, Guerrero and the other pioneros should be seen not as language purists or
"linguistic terrorists" (Anzaldua, 1987), bent on eradicating local varieties of Spanish and
replacing them with a standard variety, but as insisting on the importance of Spanish as a
language of and for wider communication by emphasizing respect for the linguistic
integrity of local varieties and the dignity of those who speak them.
At the risk of sounding overly dramatic, 1 would characterize the challenge facing
the DL program at La Escuela as continuing the unfinished work of the Tucson pioneers.
As the school has already detected, there is a tendency for language majority parents
(including those of Mexican American heritage) to "soak up" the many resources offered
at the school. This outcome is not planned for and is, perhaps, even unexpected by
educators and members of the extended community, many of whom, I believe, support
the original aims of the Mid-City Schools Subcommittee that schooling at La Escuela be
organized to meet first and foremost the educational needs of the children of El Barrio.
The restructuring of the school following the settlement of a federal desegregation suit in
1980 resulted in an ethnic and linguistic "match" between educators and language
minority students unparalleled in the history of the school. Nevertheless, the continued
social and economic distance between teachers and the families of El Barrio and the
relative closeness between educators and the majority of extended community families
(see chapter 5) are conditions which call for constant attention to the legitimate needs of

the children of El Barrio, who comprise nearly 40% of the student population of La
Escuela.
Subquestion 2
What is the nature of Spanish language and cuhural resources in El Barrio and the
extended community?
Like other cities in the U.S. southwest, the presence and strength of Spanish and
Mexican American culture in Tucson is characterized by contradictory forces of
linguistic and cultural renewal through immigration of new Spanish speakers and
language and cultural loss through processes of assimilation into the non-Spanishspeaking majority culmre. As a quasi-border city (Jaramillo, 1995), Tucson's proximity
to the U.S.-Mexico border contributes to the presence of Spanish language institutions
(including the radio station and newspaper described in chapter 6) that, in turn, serve as
brakes on the processes of linguistic assimilation and minority language loss in the
extended community of greater Tucson.
Tucson's Mexican American barrios have traditionally been linguistic enclaves
where Spanish is more likely to be spoken than in non-Mexican sections of the
coniiiiunity. El BaiTiO, the ncighuorhood that is honic to La Escucia, is typical in this
respect. Througii observations of public aiid seirii-pubhc domains withiri the
neighborhood and home visits and interviews with community leaders, La Escuela
families and other residents, I concluded that this majority bilingual neighborhood holds
strong, if shrinking, Spanish language resources. Close examination of federal census
data and number of Spanish dominant children attending La Escuela over the past two
decades suggests that these linguistic funds of knowledge are concentrated in older adults
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and recent immigrants from Mexico, with a clear shift toward the majority language
among the children of El Barrio. This pattern is consistent with a trend identified for
Mexican immigrants in California (Rumbaut, 1999) and for immigrant members of other
ethnic groups (Bankston & Zhou, 1995; Portes & Schauffler, 1994) elsewhere in the U.S.
If Spanish speakers are more likely to be found in El Barrio than in the extended
community, there are also differences in the nature of Spanish proficiency. Most Spanish
speakers in El Barrio are likely to be highly fluent bilinguals, capable of using either
language in oral communication. Due to experiences with English-only schooling, few
members of this group are as confident or as proficient in Spanish literacy. A smaller
group of Spanish speakers, estimated at 10% of the neighborhood population by leaders
of the neighborhood association, are more recent immigrants from Mexico. These
speakers are much less likely to be fluent Spanish-English bilinguals than long-term
residents. Instead, they hold strong (native-speaker) oral skills in Spanish and generally
weaker levels of proficiency in English. Depending on their years of formal education in
Mexico, members of this group may hold strong Spanish literacy skills.
The nature of Spanish language and Mexican American cultural resources in
Tucson and El Barrio continues to be marked by the historic lack of Spanish language
schooling in the community. This national pattern, in which schooling served as the
primary means of enforced linguistic and cultural assimilation of Mexican Americans and
other language minority students, was most evident in the District's Americanization or
1-C program, in effect from 1919 to 1965. During this period, the great majority of
Mexican American children educated in Tucson and other parts of Arizona received
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schooling only in English and were, in many cases, punished and humiliated for speaking
Spanish at school. Although reliable language assessment measures and effective
pedagogical tools for second language teaching were generally unavailable to teachers,
the great majority of whom were Anglo monolingual speakers of English, Spanish
speaking students were routinely placed in remedial English courses (1-C) in which
content instruction was limited or ignored altogether. If the most immediate consequence
of these practices was stunted academic growth by Mexican American children, the
normal course of first language development and even parent-child relationships were
also disrupted as many Spanish-speaking families followed or attempted to follow
teachers' admonitions that use of Spanish in the home undermined children's potential
for academic success.
Virtually all Mexican Americans in Arizona, including teachers, grandparents,
and parents of current students at La Escuela and other public schools before 1965
experienced these conditions. The severe stigma attached to Spanish via schooling and
the widespread identification of schools as English-only zones contributed to the
polarization of Spanish-speaking and non-Spanish-speaking Mexican Americans on this
issue, evident since the beginning of bilingual education classes in Tucson some thirty
years ago. Contrary to arguments that this collective history is irrelevant to present
conditions of Spanish language schooling (e.g. Ayala, 2000), Mexican Americans'
experiences with subtractive bilingualism in education continue to influence their
perceptions about the proper role of Spanish in schools today.
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Community support for the dual language program must be seen in this local and
historical context, which includes neighborhood resistance to the urban development
projects that threatened to decimate El Barrio and La Escuela in the 1960s and 70s. In
response to a federal desegregation lawsuit and District plans to shut down the school due
to shrinking attendance levels, residents of El Barrio organized to insist that La Escuela
be kept open as a neighborhood school. Then only recently available as an educational
option, bilingual education was not initially a concern of most residents at the time.
However, in the process of identifying educational goals and objectives with a Districtappointed committee. El Barrio parents voted to restructure La Escuela to teach children
in both Spanish and English and to hire educators who truly understood and respected the
language and culture of Mexican American students.
Because of these experiences and because of the residential stability in El Barrio,
the neighborhood is closely identified with La Escuela. There is great pride in the school,
which ftmctions as the site of neighborhood association meetings, a night school program
for adults and children, and oral history projects undertaken by area teenagers. Families
with children at La Escuela support the program by attending and helping organize
annual fundraising events, as do families from the extended community. Although
school leadership and decision making are dominated by the latter group, educators have
taken steps to address the imbalance. Teachers report that parents from the extended
community are more likely than El Barrio parents to support the school by volunteering
in classrooms. They also feel that extended community parents are more comfortable
working on academic projects (such as reading to children or working in centers) and that
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they are more likely to work with multiple children. They see parents from El Barrio as
more comfortable helping with non-instructional tasks (such as preparing materials) or
working directly with their own child rather than in groups with other students. Despite
these differences, some teachers have been very successful in involving families from El
Barrio, including recent immigrants who have traditionally been underrepresented in
activities at the school (see chapter 6).
Subquestion 3
To what extent does DL education at La Escuela utilize linguistic and cultural resources
in the community to create opportunities for authentic communication in Spanish?
The dual language program at La Escuela provides many opportunities for
children to learn Spanish through Mexican and Mexican American culture. Perhaps the
most successful approach, and certainly the one that reaches the largest number of
students, is the school's acclaimed music program. Through bi-weekly music classes at
all grade levels, before-school and Dia Extendido classes for guitar, violin, voice, and
trumpet, music specialist Sr. Valenzuela, has created multiple domains in which children
read, play, and sing mariachi music in Spanish. In his own specialist classes and at
weekly assemblies for the whole school. Sr. Valenzuela addresses children only in
Spanish. By altering his linguistic behavior io present himself as "algo espanol" and
therefore encourage students to communicate with him exclusively in Spanish, Sr.
Valenzuela has created one of the few non-classroom domains within the school in which
English-dominant and Spanish-dominant children of all ages readily speak Spanish with
adults and with peers.
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In contrast, other non-classroom domains at La Escuela provide fewer
opportunities for children to use Spanish. In the case of the Dia Extendido program,
attended by the great majority of the students, there appears to be little effort to focus on
Mexican American or local culture, except for the music and folkloric dance offerings.
After-school classes are taught mainly in English, and few children use Spanish at this
time of the day. Dia Extendido staff and monitors, many of whom first came to La
Escuela as students, parents, or through other family connections, are important potential
minority language resources for children. However, having experienced subtractive
bilingual conditions themselves as children, few choose to use Spanish with children on a
consistent basis.
Presently, adults who use Spanish with children outside classrooms appear to do
so because of personal preference rather than school policy. In the absence of explicit
guidelines, even bilinguals who are highly proficient in Spanish may choose to use
English with children, thus reducing the potential for interaction in that language. An
important exception to this overall pattern is Sr. Verdugo, whose decision to present
himself to the school as a monolingual speaker of Spanish elicits Spanish from children
who otherwise do not speak it. Like the teachers and teacher assistants and like Sr.
Valenzuela in music classes, Sr. Verdugo's presence on the playground is one of the
primary triggers for children's use of Spanish at La Escuela.
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Subquestion 4
Now are these linguistic and cultural resources employed in relation to school
curriculum?
As explored in chapter 6, there is a wide range of practices regarding use and
incorporation of linguistic funds of knowledge in La Escuela's DL curriculum. Some
resources, such as the music program and the Camino al Rio Santa Cruz project, are well
integrated into the curriculum. Others, including fieldtrips to La Calle Market and visits
to a family farm in El Barrio, are occasional experiences less thoroughly integrated into
the dual language curriculum. Although these activities do promote interaction between
students from La Escuela and fluent Spanish speakers in El Barrio, minority language use
during these activities is generally incidental rather than planned. In most cases, as with
parent participation in classrooms, teachers follow participating adults' preferences for
language use rather than encouraging bilingual participants to speak only Spanish with
children. An exception is the school's history of extensive contacts with the local
university, through which teachers seek out teachers-in-training and other fluent Spanish
speakers to visit classrooms and interact with children specifically in the minority
language.
Recently, there has been an iiiciease in school projects irrvolving Spanish speakers
from the extended community and El Barrio. In part, this is due to the recent creation of
a Spanish literacy program, Exito Bilingiie, which the faculty has identified as a Spanishonly domain within the curriculum. This aspect of the curriculum allows considerable
freedom for teachers to experiment, and several projects have developed using linguistic
funds of knowledge from the community, such as the Spanish-language newspaper
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Agiiila and a Spanish-language radio station. Like other domains within La Escuela,
£^ito Bilingiie is also used as a site for accessing Spanish language resources from the
university community, in the form of highly educated native speakers from Spanishspeaking countries. In addition, ^ito Bilingiie also serves as a site for accessing
linguistic ftinds of knowledge from El Barrio, as shown in the Camino al Rio Santa Cruz
and Cartas a la Tercera Edad pvo]ecXs. Although I was initially surprised that oral
fluency should be so much the focus of the school's literacy program, it is understandable
when Exito Bilingiie is considered in context of the development of the DL program.
Created in response to the great heterogeneity of Spanish reading abilities at each grade
level some four years after implementation of the dual language curriculum, Exito
Bilingiie is an example of the slowness—but goodness—of autochthonous or bottom-up
educational change.
Despite these recent efforts, there are still many Spanish language resources
available in the community beyond the school that could be better utilized by La Escuela.
In addition to visits to the homes the homes of recent immigrants and interviews with
fluent Spanish speakers, the school could cultivate interaction between students and the
Spanish-speaking muralists in El Barrio. Also, many of the residents of El Barrio use
Spanish on a regular basis in their jobs and several elderly (retired) residents have adult
children who, although they no longer live in the neighborhood, would be able to talk to
students about how they use Spanish at work.
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Subquestion 5
Does utilization of linguistic and cultural resources from the minority language
community influence use and development of Spanish by dual language students at the
case study school?
First-time observers at La Escuela are typically impressed by the strong presence
of Mexican American culture at the school. Celebration of the minority culture and
language throughout the school distinguishes La Escuela from one-way immersion
programs, such as the Canadian French immersion programs described in chapter 2, and
from many strand-type dual language programs, such as the Birch Elementary program
recently established in northern Tucson.
Additional evidence for dual language students' minority language growth, due to
use of linguistic funds of knowledge or other factors, awaits analysis of data from
measures of oral language and written language proficiency still being collected by La
Escuela in collaboration with a longitudinal study. However, the present study offers
evidence that children are more likely to speak and write in the minority language in the
context of communicative tasks when several conditions are present. These are
summarized below:
1. Tasks directed to an audience beyond the classroom stimulate children to produce
Spanish more consistently and to attend to form to a greater extent than observed in
classroom-bound activities. This finding is most notable in the music program, where
processes of minority-language learning are aimed at, but not subordinated to, public
performance.

All
2. Students of all ages are generally more apt to use Spanish in domains and with
speakers clearly marked for that language. Educators who consistently present
themselves as Spanish speakers are most successful in eliciting children's use of Spanish.
The presence of multiple adults conducting themselves in Spanish is a further supporting
factor.
3. Spanish development is best supported in funds of knowledge activities involving both
oral and written language. "Translating" from one genre to another provides a
meaningful context for focus on language form. Because activities involving written
language are generally better integrated into the curriculum, they may also be given more
time than efforts involving only or primarily oral language.
Related to the question of students' minority language growth is the possible
effect of the DL program on the vitality of Spanish outside the school. In addition to
documenting the use of linguistic funds of knowledge taken in by La Escuela, this study
found that the school also functions in the extended community as an important source of
Spanish, through performances by the student mariachi group, letters to Spanish-language
newspapers, radio announcements in support of bilingual education, and through oral
history projects. Publicly observable effects on the vitality of Spanish within El Barrio
are more limited, as children and teachers have not directly or consistently engaged
residents or the few public institutions in Spanish language activities or projects. Data on
language dominance from the 1980 and 1990 federal census indicate that Spanish
language loss in El Barrio, particularly among school age children, has continued parallel
to the school's transformation from a site for English-only schooling to an example of the
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maintenance model of bilingual schooling. Data from the 2000 census may provide a
measure of the effectiveness of the dual language model, adopted in 1994, in slowing or
reversing the shift away from English monolingualism within the school age population
of Mexican American children in El Barrio.
7.3

Limitations of the Study
A team-teaching partner of mine in a bilingual program in Lowell, Massachusetts

used to marvel that our school—with students, teachers, staff, and administrators from
different parts of the world, educated in different traditions and speaking different
languages—actually worked at all. Schools, even those as small as La Escuela, are
infinitely complex social organizations. Case studies like the present one, which attempt
to understand the nature of language use within classrooms and other school domains, as
well as in the greater community, are inherently limited in terms of what can be observed
and analyzed. This study has posed two additional challenges. By casting the study in
the context of the historical relationship between La Escuela and El Barrio, I have
attempted to understand, if not fully describe, nearly a frill century of history. In
comparison, the two-year period I have devoted to investigation of the school seems
barely sufficient. The nature of my research questions and the magnet status of La
Escuela also made it necessary to consider language maintenance and shift both in El
Barrio and the more linguistically heterogeneous extended community. These are
complex issues that are difficuh to account for satisfactorily within a study of the
language of schooling.
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I have tried to address the scope and breadth of this task by immersing myself in a
variety of roles at La Escuela and by incorporating additional observations, interview
data, and insights of colleagues conducting longitudinal research at the school. There is
always more to see and more to learn, however. In the most general sense then, this
investigation, like all ethnographic case studies, is limited by the researcher's experience
and knowledge of the case.
My own background constitutes an additional set of limitations not easily
remedied by additional time at the research site. As an Anglo schooled in monolingual
English settings, I have experienced neither the subtractive bilingual conditions faced by
generations of language minority children nor the additive conditions enjoyed by children
at La Escuela today. I am also a relative newcomer to Tucson. Although a fluent
bilingual with years of living and working in Mexico, my life, language, and school
experiences are very different from those of participants in El Barrio and many in the
extended community, the focus I have chosen and the conclusions I have drawn from this
study are likely to be quite different from those a Tucsonense might reach in looking at
the same context (see Gonzalez, in press, for a more locally grounded view of child
language socialization in Tucson's Mexican American communities).
7.3.1

Limitations of Focus
There are many pressing topics for research in the newly popular model of DL

education. This study did not investigate the precise nature of classroom language use,
students' proficiency and progress in the majority or minority language, or the role of
explicit grammar instruction in DL classrooms, except as such inquiry was useflil in
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answering the research questions. The teacher interviews did not focus directly on
educators' theories of second language acquisition, which might have provided additional
insight into the ways linguistic fiinds of knowledge are perceived and accessed in
individual classrooms (Summers, 2000). Similarly, children's perspectives on DL
schooling, likely a vital component in understanding the long-term effectiveness of
programs (Carmichael, 1999; Griego-Jones, 1994; Lambert & Cazabon, 1994) are
addressed only peripherally in this study. Incorporation of children's views and opinions
on the use linguistic funds of knowledge could help schools better understand how these
funds can be tapped most effectively.
Another limitation regards the grade levels observed. Through my own classroom
observations and those by collaborating researchers, this study has achieved good
coverage of kindergarten, first, second, and fifth grade classrooms, as well as multi-age,
Exito Bilingue reading groups. Lack of comparable observation data from third and
fourth grade classrooms, partially a factor of the longitudinal study's focus on a cohort of
students in kindergarten, first-, and second grade during this investigation, is a potential
limitation because teacher interview data is not corroborated by classroom observations
at these levels.
By focusing primarily on La Escuela as site for use of linguistic funds of
knowledge, rather than primarily on El Barrio, I may underestimate the Spanish language
resources that currently exist in the neighborhood. It is possible, for example, that
individuals and groups within El Barrio are committed to Spanish language maintenance
in ways undocumented by this study. In the case of those families with children at La
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Escuela, some of this information will likely be collected by the longitudinal study, but
older bilingual residents without family or social connections to students currently at La
Escuela may also hold minority language resources not well described in this study.
Finally, this study offers little of interest to those who regard dual language
schooling primarily as means of promoting English acquisition by language majority
students, other than the observation that La Escuela students from Spanish-dominant
homes quickly develop proficiency in and, in many school domains, a preference for the
majority language. They also appear to be included in the school's academic gains as
measured by standardized tests (Amot-Hopffer & Smith, 1998) and particularly in
English literacy growth as measured by running records (Moll & Gonzalez, 2000). Thus,
despite the focus here on children's minority language development, there appears to be
no need for corresponding efforts to attract or incorporate additional linguistic funds of
knowledge in English.
7.3.2

Participant Observer Effects
By spending considerable time at the research site before beginning data

collection and through evolving and overlapping roles as participant observer, curriculum
developer, co-author, neighbor, parent and even stand-in teacher on occasion, I
developed relationships with students, families, teachers, and staff which enabled me to
function, in some domains at least, as an insider in the school community. This is not the
same as being a full participant throughout, and I am convinced that a study by a teacher
or others with a more completely emic perspective might look different than the present
effort. I believe that any negative effects have been minimized by collecting and
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triangulating data from multiple sources and perspectives, and by the practice of regularly
sharing fieldnotes, discussing preliminary findings, and sharing earlier drafts with fellow
teacher-researchers at La Escuela.
It is important to recognize possible researcher effects on the phenomenon under
study. Labov (1970/1972) has described the "observer's paradox," in which the
researcher cannot be sure of the effect of his or her (necessary) presence on the behavior
of those being observed. In this case study, perhaps a more appropriate term is
"participant observer's paradox." I attempted to counter possible negative effects by
conducting observations over an extended period of time and by observing a variety of
contexts. The incorporation of supplementary observations by other researchers is an
additional mitigating factor. Nevertheless, in the process of working more closely with
teachers and students, while sharing my research interests and preliminary findings, it is
clear to me that I have contributed to awareness of linguistic funds of knowledge at La
Escuela. Through these same processes, and in keeping with the school's practice of
encouraging observer-student interaction in Spanish, I have identified myself as an
advocate for minority language use in schools.
Along with fellow observers, I became, in effect, an example of the very linguistic
fiinds of knowledge I sought to document. Early in the study, when it became apparent
that use of linguistic funds of knowledge in El Barrio might be greatly increased through
direct intervention, I tested that assumption by participating with Sra. Acosta and Sr.
Verdugo in planning sessions for the Cartas a la Tercem Edad unit described in chapter
6. Although I chose not to continue this role throughout the study, I believe that this and

other experiences contributed to formation of my Spanish-only identity at the school.
Like teachers who have chosen to present themselves as Spanish speakers, I am
convinced children used more Spanish with me than they would have otherwise. The
effects of this stance on my interactions with adults-and thus on the findings reported in
this study—are mixed. In nearly all cases, teachers and teacher assistants were quite eager
to share experiences related to their use of Spanish language resources from the
community. In a few instances, however, I noted that this Spanish-only stance resulted in
my having less direct interaction with certain adult members of the school community
who were presumably less comfortable or otherwise unwilling to interact with me in
Spanish
A further possible limitation of this study concerns the distinction between
"theor>'-based" and "advocacy-based" education research (August & Hakuta, 1997, p.
156). Although my intent in conducting this study was to employ knowledge from the
fields of (second) language development, language planning, and language revitalization
to explore DL schooling as a means of promoting children's minority language
development, I recognize that some readers may regard the approach taken here,
particularly given reliance on participant observation, teacher interviews, and member
checking, as being too rooted in advocacy of this particular model of bilingual schooling,
and even, perhaps, overly supportive of the variety developed at the case study school.
I would make two points in anticipation of such criticism. First, I would advocate
for educational programs that foster bilingualism rather than for any particular model of
schooling. The fact that the DL program described in this study has been found to be
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relatively successful in this regard does not support imposition of this model in other
contexts. The language-in-education planning literature is full of cautionary tales
concerning the risks of wholesale transplant of programs and curriculum models from
one context to another (viz., Mackey, 1978). Therefore, one of the most important uses
of case studies like this one lies in helping schools recognize the resources and
commitment required for successful DL programs. Where these conditions are not
present, schools should consider models better suited to local conditions and needs.
Second, ethnographic research invariably presents researchers with difficuh
choices about honest presentation of findings that do not flatter participants. This
research project is no exception. However, the task of reporting the truth as I see it was
made easier by educators' sense of inquiry and self-criticism, qualities that led the faculty
to initiate the DL program initially (Murphy, 1999; Saavedra, 1995) and which underlie
their ongoing efforts to improve it.
7.3.3

Limitations of Generalizability
No two classrooms (programs, schools, communities, etc.) are alike in terms of

the myriad factors of which they are comprised, nor can any study pretend to document
exhaustively the interplay of these factors within a single case (Cummins, 1999).
Therefore, the findings reported here are not intended for immediate or wholesale
application to other DL programs. This stance is in conflict with approaches to
ethnographic research on bilingual schooling which seek to identify key features of
successful programs in order to replicate them in other contexts (e.g.. Prince, 1991).
Furthermore, although conditions in El Barrio and especially La Escuela are very stable
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relative to many community and school contexts, they are far from fixed and may change
rapidly in ways critical to the future use of linguistic funds of knowledge. Therefore, the
implications and recommendations put forth in section 7.4 will require careful
reconsideration in light of new developments, including the outcome of the pending vote
to ban bilingual education in Arizona public schools.
7.3.4

Limitations of Method
There are two areas of methodological limitations in this investigation. As noted

in chapter 4, use of federal census data provides only an approximate picture of Spanish
language vitality in El Barrio. The main difficulties are that these self-report data,
typically reported by one adult household member for all other members of the
household, provide little information on Spanish proficiency of persons over age five, and
that no language-related information is given for younger children. It is possible that
fluent Spanish language speakers living in the Barrio (and therefore potential linguistic
resources) speak Spanish only at home or in other non-public domains not covered
comprehensively in this study. A survey of language dominance might have shown that
the Spanish language resources in El Barrio are actually stronger or weaker than I have
described them. Finally, the Census data approximates language dominance as present in
1990. A full decade later, these patterns may have well have changed in ways that cannot
be assessed until block group counts from the 2000 census become available.
A second limitation concerns the data collection and analysis phases of the study.
In addition to more than 120 school based observations and interviews I conducted over
the course of this study, I also incorporated some 50 classroom observations by fellow
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researchers on a longitudinal study of language ideology and biliteracy development at
La Escuela. Through observation training sessions, shared readings on classroom
observation, and regular discussion of our observations in classrooms and other domains
within the school, these observers were aware of the objectives of my study. For
example, in perhaps a half dozen instances, I have found brief descriptions, mostly of
parental involvement in classrooms and fieldtrips to La Calle Market, which are only
suggestive of what may have been rich language learning opportunities for students. It is
likely that these and perhaps other instances of linguistic funds of knowledge were
observed but not fully recorded and were therefore unavailable for consideration in this
study.
7.4

Implications and Recommendations

7.4.1

Implications for Practice
In this section, I offer recommendations for consideration by dual language

educators at La Escuela and the residents of El Barrio.
7.4.1.1 Recommendations for La Escueia
Before turning to specific recommendations, it is important to re-emphasize that
La Escuela is widely perceived by parents and others in the greater Tucson community as
a highly successful school. Because of its high standards of academic achievement and
emphasis on development of bilingualism and biliteracy by all students, La Escuela has
been called "a national jewel" (Brittain, 1999). As a parent, I have witnessed firsthand
the fine job teachers and staff do in creating a family-like environment in support of
content learning by all children. The academic success of language minority and
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language majority children at La Escuela is the result not only of superior resources but
also of years of dedication and teacher workdays lasting far longer than required by union
contracts. At a time when too few schools in Tucson and the country enjoy such
widespread parental and community support, I am hesitant to offer suggestions that
would potentially disrupt the levels of success achieved already. Because there is much
more that could be done, however, to meet the school's goal of high levels of SpanishEnglish bilingualism and biliteracy for all learners, I offer the following suggestions
confident that the faculty will consider them in the context of other needs and priorities at
the school.
I begin by suggesting that educators at La Escuela consider the effects of the
school's collectively-held assumption that the processes of child second language
acquisition are the same as those of LI acquisition. This assumption is a matter of much
debate in the field of second language acquisition, and this study was not intended as a
test case of the issue. Rather, I would observe that without additional L2 input for
English-dominant children, the question is moot for the majority of students at the school.
The processes of LI and L2 acquisition may well be similar, but conditions at La
Escuela, rich though they are in comparison to many other instances of bilingual
schooling, do not approximate the quantity or richness of input children universally
receive in first language acquisition.
In this context then, the single most important step that could be taken to increase
the vitality of Spanish and lead to more children speaking Spanish freely (in addition to
their already strong aural comprehension skills), without the need for external motivation
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by adults, is to increase the number of Spanish dominant/Spanish fluent students entering
the school. Under the current magnet system, created to comply with a federal
desegregation order, this is likely to happen only if the court order is lifted or, less likely,
the settlement is revised to include language dominance as well as ethnic group
membership, as was recently done to support Spanish-English and Portuguese-English
dual language programs in Cambridge, MA public schools (Cazabon et al., 2000).
Barring these changes, there are many steps the school can take to place children in closer
contact with native and fluent speakers of Spanish.
1. To promote additional contact with fluent child speakers of Spanish, the faculty
should consider developing a sister-school relationship with a school in a predominantly
Spanish-speaking community, perhaps in South Tucson or Nogales, Sonora. If resources
permit face-to-face meetings on a regular basis, there are several nearby schools,
including Birch Elementary, home of the city's other dual language program, which
might be appropriate partners. Electronic or "snail mail" pen-pal arrangements like those
some classes have already begun with adult correspondents, could be made with children
in any part of the Spanish-speaking world, but communication with students in Sonora
and other states on the U.S. Mexican border would be most supportive of the cultural
heritage of El Barrio and other parts of Tucson's Mexican American community.
2. In terms of increasing adults' use of Spanish at La Escuela, school-wide commitment
to minority language development should be reinforced by extending the current dual
language model to Dia Extendido classes. Ideally, the staff will consider the example of
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Sr. Valenzuela's decision to use only Spanish with children. Minimally, the school
should look to create additional Spanish-only domains within the after-school program.
3. Because fluent bilingualism of staff is a necessary but insufficient condition for
adults' minority language use, I recommend that new appointments and hires be made
contingent on employee's commitment to use of Spanish with children and with adults in
the presence of children. Likewise, to the extent that the school has a voice in such
matters, it is critical that District personnel (i.e., the school nurse, GATE teacher, etc.) be
urged to cooperate fully in the school's dual language plan. Although English-only
domains are not appropriate given the communicative needs of Spanish-monolingual and
Spanish-dominant parents in El Barrio, the existence of an English-dominant domain or
two is appropriate and less detrimental to the vitality of Spanish within the school than
the current pattern in which all speakers in all domains are nominally bilingual but most,
outside classrooms, do not consistently address children in Spanish. Unlike classrooms,
other domains within the school are generally multi-age, thus making it impractical to
adhere to the established formula of language of instruction by grade level. Instead, the
school might do well to consider the practice, currently used in one second-grade
classroom, of devoting Wednesdays (a truncated day for students due to early release for
faculty meetings and in-service training) to the use of English and all other days to the
use of Spanish. The exact formula for distribution of language use is ultimately less
important than creating an awareness among staff that children's minority language
development must be supported by frequent and consistently patterned interaction with
adults.
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4. The school should consider developing a unit in which students design and conduct a
survey of language use within El Barrio. Depending on the nature of preparation,
students would gain practice forming, writing, and asking questions in the minority
language. Subsequent creation of an English language version would provide an
interesting exercise in translation, which would focus the student writers' attention on
linguistic form in both languages. Conducting a door-to-door language survey would
also provide the repetition and performance aspects found to be successfiil in other
examples of use of linguistic funds of knowledge. Finally, because the results of the
survey could be written up as a report for the school and the El Barrio Neighborhood
Association, students would also receive additional practice in moving from oral to
written text. Such a project would also help children and aduhs at the school better
understand of the dimensions and processes of language loss and shift, as well as the
present concentration of language resources.
5. I recommend that the school create a directory of Spanish-speaking educational
services and opportunities. In addition to linguistic funds of knowledge already well
valued by the school, such as guest speakers and field trips, such a directory should also
include a list of less documented resources, such as the names of parents and other family
members capable of telling stories and reading to children in Spanish. To counteract the
finding, noted by teachers, that parents from El Barrio are less likely to participate in
leading groups of children than their counterparts in the extended community, it is
important to find ways to ensure that Spanish-dominant and Spanish-monolingual
speakers know that the school and each classroom value and need their knowledge of
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Spanish, be it in the form of stories, songs, poems, children's games, etc. The faculty
might also consider involving pairs of English-dominant and Spanish-dominant parents in
translation activities in which children act as "language brokers" (Tse, 1996) or
intermediaries to facilitate communication between speakers of different languages
(Meyer, 1990).
6. I recommend that educators at La Escuela consider opening a school-wide dialog on
support for minority language use. Whether in the form of a study group during the
school year or a series of summer workshops (formats which have worked in the past), or
some other format, discussion of these issues would help the faculty move together
beyond the current focus on remedying what many children resist doing (speak Spanish),
to a new emphasis on changing the underlying conditions within the school so that
communication in Spanish becomes more important. This study has shown that linguistic
funds of knowledge from the community beyond the school can be used as meaningful
contexts for student communication with native and fluent Spanish speakers.
Implicit in any conversation about how to implement community language
resources is the need for frank discussion of local varieties of Spanish and their place in
dual language schooling. Without this discussion, many of these linguistic funds of
knowledge will remain underutilized, if not invisible. Because involving minority
language resources from outside the school motivates dual language learners to
concentrate on form, this discussion should also take up the question of the age at which
learners begin benefit from explicit, teacher-directed attention to language form. Because
of the need for increased staff understanding of and commitment to the aims of the dual
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language model, I recommend that all adult members of the school staff be invited to
participate in these discussions.
7. Finally, I recommend that educators at La Escuela take a more active role in utilizing
and cultivating linguistic funds of knowledge by encouraging parent volunteers to
communicate with children in Spanish. Similarly, dialogue with residents of El Barrio
about the importance of speaking Spanish with students should precede fieldtrips and
visits to neighborhood homes. To achieve these changes, it will be necessary to show
that the school's goals of bilingualism and biliteracy cannot be realized without external
(community) support. It will also be necessary to demonstrate to adult bilinguals that the
receptively bilingual students at La Escuela are capable of making sense of Spanish
native-speaker discourse, with varying degrees of accommodation and teacher
intervention, such as pre-teaching of key concepts and vocabulary.
In extending this invitation to parents and community members to understand the
need for and hopefully assume the role of linguistic funds of knowledge, it will be critical
for dual language educators at La Escuela to anticipate concerns of Spanish dominant
families. If efforts to raise the vitality of the minority language are seen as undermining
Spanish-dominant children's progress toward proficiency in academic English,
participation levels of minority' language families at La Escuela would likely decline. To
ensure that students continue to develop academic competence in English, the faculty
might consider changes to the school's language-distribution policy by deciding to mark
a particular subject, say social studies, for English language instruction across grade
levels.
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In addition to commitment by the faculty and staff, implementing the above
suggestions will require time for teachers to identify, plan, and incorporate linguistic
fiinds of knowledge. The full value of several large-scale projects aimed at using
linguistic funds of knowledge has been limited by time constraints. However, like most
dual language teachers, the faculty at La Escuela already spends many extra hours in the
preparation of materials and adapting curriculum to the specific needs of students
learning content through L2. Because of these extensive time commitments, teachers are
hard pressed to find the additional time required to invite the community of fluent
Spanish speakers to participate more closely in dual language schooling. One possible
way to lighten the load on teachers is to redesign the community representative position
to make identifying linguistic funds of knowledge and facilitating teachers' access to
them a primary focus of the job.
7.4.1.2 Implications for School Connections with El Barrio Residents and
Institutions
Although this study has focused primarily on the use of communit}' language
resources by the case study school, some findings have implications for possible change
at the community level. As noted in chapters 5 and 6, there appears to be considerable
diversity among residents of El Barrio in terms of awareness of the school's mission of
bilingualism and biliteracy for all children and choice of the dual language model to
achieve this goal. Awareness of the dimensions of language shift within Barrio families
also varies. In my experience, this topic has received little attention in meetings of the
neighborhood association, despite a strong tradition of activism on other matters of
importance to residents. During this study, teachers and residents alike pointed to a lack
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of precise knowledge within El Barrio about the aims and organization of bilingual
schooling at La Escuela. In addition to outreach by the school, "inreach" by the
community to better inform residents about the dual language program is an important
step toward better use of the linguistic funds of knowledge remaining in the
neighborhood. The other longstanding public institution in EI Barrio, Nuestro Parque,
appears to operate largely as an English-only domain for veiy young children
participating in the pre-school program and for older children including, primarily,
children at La Escuela.
While the school's ability to influence policy and practice within these "sister"
organizations may be limited, it remains completely untested. Given the acknowledged
importance of the school in the creation and continued existence of the Barrio and the
strong links between the school and both institutions, including overlapping roles of
many Barrio residents as parents, employees, and volunteers, there is at least the potential
for school initiated change in community language practices. Specific steps the school
and community should consider together are
1. In addition to raising consciousness among Barrio residents by asking bilinguals to
address children in Spanish during field trips and home visits, such efforts should include
language learning components. The school should also identity fluent and native-like
speakers of Spanish willing to serve as minority language mentors for students during
regular school hours. The Cartas a la Tercera Edad project described in chapter 6
demonstrates that non-educators require orientation, guidance, and training in dealing
with child language learners. Expansion of the school's evening program, Escuela

445

Nocturna, offers an important opportunity for the school to provide this support and to
continue educating the community about the goals of fostering additive bilingualism and
the challenges of providing the necessary conditions.
2. Similarly, discussions with the Neighborhood Association should stress the possibility
of transforming the school's mission of bilingualism into a community focus and goal.
Particularly in the evening program, parents and other family participants should be
offered workshops or classes help participants move beyond a view of language-as—
problem (e.g. barrier to helping children with homework) to language-as-resource.
Currently, many residents appear to hold a rather static view of language acquisition and
prescriptive views toward local forms of Spanish. While these are common language
ideologies in many communities, they pose a particular threat in cases of reversing
language shift because they block recognition and acceptance of the conditions necessary
for acquisition of minority languages.
3. The school might also request that community activities that take place within La
Escuela give more equal footing to both languages by providing for some Spanish
language presentations and for more formal, consistent, and complete translation at
meetings. Youth ethnography projects such Perez (1998) and Cortez (in preparation) that
use school computer lab facilities should be encouraged to support the goal of the
community bilingualism and biliteracy by creating Spanish language editions or Spanish
language sections of bilingual materials.
4. In recognition of the importance of reading in the development of full bilingualism
and the difficulties, reported by many parents, of obtaining children's literature in
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Spanish, the school might consider the "book flood" programs in which L2 literacy levels
in Fiji, New Zealand, and other South Pacific nations have been increased by "flooding"
communities with large numbers of children's books (Elley, 1991; Elley, Cutting,
Mangubhai, & Hugo, 1996).' Educators at La Escuela, particularly the librarian, could
contribute to this effort by identifying books and other suitable reading materials, as has
been done for the Camino al Rio project. Raising funds for the book flood might be an
annual project for the Parent Teacher Association of La Escuela, perhaps in conjunction
with the Neighborhood Association.
I would like to suggest that, in addition to these steps, the Neighborhood
Association promote discussion of the future place of Spanish in El Barrio. Historically,
Spanish-English bilingualism has been a defining feature of this community. After
decades of English-only schooling and other pressures to assimilate into the majority
language and culture, as well as out-migration of Spanish-speaking families from El
Barrio, this linguistic heritage is concentrated mainly in older adults and a smaller
number of recent immigrants. Over time, the presence of a well-organized dual language
program with strong Spanish language resources and commitment to minority language
growth may contribute to the revitalization of Spanish in the neighborhood through
support for academic growth in that language by children from Spanish-speaking homes.
Barring increased immigration of Spanish speakers into the neighborhood, however,
significant increase in the number of Spanish-proficient child speakers is very unlikely
without strong community involvement.
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For many reasons, language shift is a difficult phenomenon for communities to
grasp, in many cases until it is too late to do anything about it. It may be useful for
residents of El Barrio and other Mexican American neighborhoods to think of linguistic
heritage in more concrete terms. The following quote is taken from a recent
archeological report calling for preservation of adobe homes in El Barrio:

The historic adobes of Tucson's suburban barrios constitute
a finite, endangered cultural resource. The City needs to
assume a more proactive role in this special architectural
heritage. This means developing strategies for timely
intervention to save threatened properties with the
understanding that historic preservation in these
neighborhoods depends on the cooperation and support of
barrio residents.
Rieder, 1998, p. 33

Rereading this passage with the words "minority language" substituted for the
underlined architectural terms suggests a parallel between linguistic and cultural
maintenance. I do not mean to suggest that revitalizing languages is as simple as fixing
old houses. Plainly, it is not, for in the time it has taken to complete the present study,
some thiity homes in El Barrio have been restored to original condition, and there are
now proposals to recognize the neighborhood a national historic site. Rather, I wish to
observe that efforts to preserve cultural resources—in this case physical entities—regarded
as integral to the identity of the El Barrio raises the question of whether linguistic
resources are worthy of similar consideration. Although this is a decision that only the
residents of El Barrio can make, given the position of the school in the neighborhood, we
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can expect that a public discussion of the issue would take place in the school and involve
educators and families from La Escuela.
7.4.2

Policy Implications
Throughout this study I have noted the difficulty of transplanting educational

models across contexts. In the case of language planning efforts, the historical failure of
public-oriented programs to preserve minority language communities can be contrasted
with more successful private efforts (Ruiz, 1997). Therefore, 1 offer the following
recommendations for policy at the district and program levels for consideration and
adaptation based on local conditions rather than direct implementation.
7.4.2.1 Program-level Policy
I recommend that the school consider differential "requirements" for parental and
family participation in the dual language parent contract, the purpose being to take
advantage of the special language resources held by language minority families. Policy
at this level might also include training for educators to design ways to help Spanishspeaking parents with less formal schooling in Spanish and those schooled outside of the
U.S. education system to share (via Spanish) the valuable linguistic funds of knowledge
they have developed." To this end, the school should consider experiences in local
American Indian communities that are attempting to incorporate and train linguistically
proficient elders in school based language revitalization efforts (Adley-SantaMaria, 1997;
Lipka & McCarty, 1994; Trujillo, 1997).
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7.4.2.2 District-level Policy
I recommend that the District consider how to support Hispanic heritage
employees who wish to improve their oral and written proficiency in Spanish. Without
such support, the written language requirements of the District's Bilingual Teacher
Assistant and Bilingual Clerical Examination, for example, are particularly onerous
gatekeepers given that virtually no adults have had the opportunity to develop advanced
Spanish literacy skills in Arizona schools. In addition to the present system of indicating
candidates' areas of weakness, the District should consider offering or facilitating
Spanish language classes aimed directly at these heritage language learners. Again, the
Escuela Nocturna program at La Escuela may be a likely venue for such classes, which
would contribute greatly to the District's "grow our own" approach to ensuring that there
are sufficient numbers of linguistically qualified bilingual educators.
7.4.2.3 Implications for Bilingual Education in Arizona
As I noted at the outset of this study, minority language instruction and schooling
of minority language children is highly contested territory in much of the United States,
and particularly so in Arizona. During the period covered by this study there have been
two developments of great potential importance for the future of bilingual education in
the state's public schools: the initiative proposed by the group English for the Children
Arizona (EChAr) which seeks to eliminate bilingual education, and a recent ruling by a
federal court that the state has consistently underfunded bilingual education programs
(Flores v. State of Arizona). I will briefly note implications of this study for these
concerns.
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In chapter 4,1 described effects on dual language schooling likely to be caused by
passage of the so-called Unz initiative, noting that instruction in minority languages
would be restricted to serve only those children who are already proficient speakers of
English. At La Escuela, this would have the effect of removing from dual language
instruction those students who presently serve as peer Spanish language models. I also
noted that because they involve near equal numbers of Anglo and Hispanic families, DL
programs are especially attractive sites for organizing a broad base of parental opposition
to the proposed initiative. In effect, this has begun to happen at La Escuela as the Parent
Teacher Association has collaborated with the faculty and mariachi program to raise
fiinds and public awareness on behalf of the Arizona Language Education Council, a
group dedicated to informing the public about bilingual education.
Supporters of bilingual education often argue that endemic underflinding
undermines program success. This is the conclusion reached by U.S. District Court
Judge Alfredo Marquez in Flores v. State of Arizona, a class-action lawsuit filed in 1992
against the state by parents in Nogales Unified School District. In finding for the
plaintiffs, the Court ruled that "(the) state has failed to follow through with practices,
resources, and personnel necessary to transform theory into reality" (Tapia, 2000). The
long awaited decision is already being cited in support of the pro-bilingual education
legislation described in chapter 4, namely legislation sponsored by Senator Joe Eddie
Lopez (D, Phoenix) (Arizona State Senate, 1999).
As the District's bilingual magnet school and the recipient of district and federal
desegregation funds which have compensated for lack of financial support from the state.
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La Escuela is an example of how adequately funded bilingual programs are able to
provide quality education in two languages to language majority and language minority
children. The dual language program also serves as a model for what other bilingual
programs might choose to do if provided with the same high levels of human and
material resources. By describing closely the human and material resources available to
Spanish language learners and educators at La Escuela, this study demonstrates that time
and commitment are required to create these conditions. It also shows how the success of
dual language programs, the fastest-growing form of bilingual education, can be
constrained by lack of support for minority language development.
7.4.3

Future Research
In this section, I discuss implications for research, beginning with consequences

of this study for the longitudinal study being conducted at La Escuela, and for future
investigation of dual language schooling.
7.4.3.1 Implications for the Longitudinal Study
This study raises questions of interest to researchers conducting a longitudinal
study of language ideology and biliteracy development at La Escuela. To what extent do
case study families seek out such funds for their own children? Are there differences in
the ways that recent immigrant families and third- and fourth-generation Mexican
families seek out linguistic fiinds of knowledge beyond the school? English-speaking
families, particularly those of non-Mexican heritage with no family connections to
Spanish speakers, have complained that the school does not provide them with adequate
support for children's homework in Spanish. Do these families actively seek out
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additional funds of knowledge to compensate for these "missing" family language
resources? Specifically, do they cultivate friendships and social relationships with
Spanish speakers in El Barrio or elsewhere in Tucson as a source of additional language
input and experience for their children? Based on preliminaiy data from the initial round
of interviews with language majority parents, as well as studies in other communities
near the U.S.-Mexico border (e.g. Nocon, 1995; Pugach, 1998), I believe that few such
families perceive the potential value of local Spanish language resources, including those
in El Barrio. I predict that a more likely pattern to emerge will be parent support for
connections to language and cultural resources in Mexico and other Spanish-speaking
countries outside the United States.
Another question for further investigation concerns the possible role of gender in
language use and support for bilingualism via schooling by children and adult
participants at La Escuela. This study raises the possibility that the gender of bilingual
teachers and staff may be a factor in their choice of language with parents, volunteers,
and other adult interlocutors. Furthermore, data from parent interviews are consistent
with reports by the school that the mothers and fathers of incoming students often hold
different beliefs about the value and risks of bilingual schooling. Although insufficient
data are available at this time, it is plausible that instances of children's accommodation
and resistance to the school's dual language policy and promotion of the minority
language are in fact distributed in gender-specific patterns. Identification of such patterns
in family interviews collected over time would contribute to understanding of the
development of how gender may shape children's language ideology.
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Finally, should the school or Barrio community consider the recommendations for
practice made in this chapter, researchers may examine the discussion around these
issues—in meetings of the faculty meetings, the Parent Teacher Association, and the El
Barrio Neighborhood Association, as well as in the discourse of ongoing interviews with
families—as sites for further examination of ideologies about language and language
learning.
7.4.3.2 Research on Dual Language Education
Comparative Research within the DL Model
This investigation has examined a single case with the goal of understanding how
a particular aspect of dual language education works in a specific context. By providing
a thick, rich description of the DL program at La Escuela, this study offers a basis for
comparison with other programs. Throughout the study, I have described local
conditions, including the history of punitive, English-only schooling, strong school ties to
El Barrio, the desegregation settlement, an unusually well qualified and stable faculty,
and the linguistic mix in the current student population not reported in other studies of
DL schooling. Given the limited state of knowledge about many programs, it is difficult
to know with certainty how "typical" these conditions are for dual language programs
taken collectively. By virtue of the school's location near the U.S. - Mexico border,
participants in the DL program at La Escuela operate in a range of related conditions,
including the likelihood that families of Mexican heritage educated in the U.S.
experienced 1-C and similar forms of linguistic discrimination at school and that
language-dominance patterns within many students' families reflect a shift to English and
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corresponding generational loss of Spanish. Given that most newly formed DL programs
are located in the southwestern and western states and involve large numbers of Mexican
heritage students, these conditions are probably more common than is evident in
descriptions of better-known DL programs on the east coast and midwestem regions of
the country. As programs continue to increase in number across the Southwest, they are
likely to serve Mexican-heritage students dominant or monolingual in English, as well as
recent immigrants dominant or monolingual in Spanish. This study offers insights into
how minority language acquisition proceeds in dual language programs where the student
population cannot be neatly divided into two distinct groups.
The primary impetus for this study was to question the usefulness of community
language resources in DL schooling. Drawing upon theoretical perspectives from
language planning, language revitalization, and funds of knowledge research, I proposed
the term "linguistic funds of knowledge" to describe linguistic knowledge held in any
community of speakers; in this case, one characterized by inflision of new minority
language speakers and dwindling resources in long-term residents. It is important,
therefore, to ask whether and how the notion of linguistic funds of knowledge may be
useful to researchers working in other settings.
7.4.4

Que? Reflecting on the Usefulness of "Linguistic Funds of Knowledge"
On one level, the term "linguistic funds of knowledge" is useful because it gives

educators and educational researchers new vocabulary for talking about minority
language resources and the ways these might be used in schooling. As I have shown in
this study, the term facilitates description of the nature of resources (oral vs. written) and

455

their location in the community (in child speakers vs. elderly residents vs. recent
immigrants, for example, or in particular neighborhoods served by the school). This
information can, in turn, serve educators dedicated to helping students develop
proficiency in minority languages. Having the discourse to closely describe these
resources is an important part of being able to argue for and to organize their integration
into curriculum.
Drawing on earlier studies using the term "funds of knowledge" to describe work
with families and teachers of Mexican American learners (Moll & Gonzalez, 1994), I
have used "linguistic funds of knowledge" as a way to label these presently undervalued
minority language resources. It certainly is not the only possible, or perhaps even the
best term for this purpose. In earlier work in sheltered English instruction, I used the
tenn "native language participants" (Smith, 1990). Fahis (1997, p. 172) uses the term
"community-based knowledge" in his description of English-medium classrooms for
minority language students. Native speaker-language learner partnerships are also
becoming more common in the field of foreign language education; several papers in a
recent volume edited by Davis (1999) describe the Foreign Language Partnership Project
in Hawai'i, in which minority language speakers are labeled "natural language and
cultural resources" (Shonle & Rolland, 1999, p. 85). Of course, it is ultimately more
important that educators and communities talk about these issues than that a particular
term be used in the discussion. Given the political and symbolic value of program labels
in dual language education, noted in chapter 2, we can expect that any label that "sticks"
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will perform the ideological work required on the contested ground of bilingual
schooling.
Linguistic funds of knowledge can also serve as a lens for examining the precise
nature of community involvement in programs involving language minority students.
This is particularly important in DL programs, which are commonly described as having
high levels of parent and community support. The directory maintained by the Center for
Applied Linguistics includes sections on "parent involvement" and "community
responses to the program" (Loeb, 1999). These descriptions, currently characterized by
very general information (e.g., "The Mexican community of Pilsen in Chicago is very
supportive..." (p. 63); "Parents stay in the classroom an average of two times a month"
(p. 66), could be expanded to include a section on the ways schools incorporate minority
language resources from the community. Sites and parameters of the use of linguistic
funds of knowledge at La Escuela (See Table 6.1) may serve as a starting point for
collecting and distributing this information.
Perhaps most importantly, an understanding of how schools seek out and employ
minority language resources provides valuable insights into tensions inherent in attempts
to bridge culturally and linguistically different groups of students via language
instruction. A decade ago, Joshua Fishman spoke of dual language programs as "perfect
examples of what could be done, but is very rarely done, when minorities are almost
completely dependent on 'others' for the education of the younger generations" (1991, p.
211). Since that time, the number of DL programs has grown remarkably, with new
programs sprouting in schools and districts in which minority languages were banned or
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ignored for many years. Tracing the cultivation and utilization of linguistic ftinds of
knowledge over time provides a clearer picture of whether learning via two languages
actually promotes equity in schooling. This case study of La Escuela and El Barrio offers
strong evidence that the level of integration of minority language resources into
curriculum can serve as an index of the power of minority language children and families
within the school. In urging dual language educators to look to local conditions to design
the most appropriate means of educating language minority children, I have shown that
such conditions are falsely limited to what appears to be true today. Just as LI
development by language minority children is too often quickly obscured in their rapid
acquisition of and seemingly inevitable preference for the majority language, community
based dual language programs must take into account a present that acknowledges the
effects of past conditions of schooling.
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NOTES TO CHAPTER SEVEN
1. I am grateful to Rudy Troike for suggesting the book flood program, as well as the
sister-school arrangement described earlier in the chapter.
2. The annual Torneo de Ortografia [Spelling Bee] is an interesting example of how
Spanish language tasks at La Escuela are perceived differently by bilingual educators
schooled in and outside the U.S. During the 2000 event, judges educated in Chile,
Colombia, and Mexico noted that their own school experiences featured spelling
contests as oral, classroom based activities rather than the written-language, wholeschool format used at La Escuela and other bilingual programs in Tucson.
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will be riled in the Depanmentai fiie and retsinad for a period a: six X22is

Dr. Richard
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Ruiz
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D e p a r t m e n t Head/
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ju-"cnr^
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F e b r u a r y 18/

1999

3. DEPARTMENTAL RB/IEW COMMITTEE
We;I have exam.ined 'iie proposal c.^ed above, and find :nat the information contained therein is complete: that the
scientific aspects of the project include spprcpriata provision for protecting the rights and weifare c: t.'".i hur-an
subjects involved; and that the required fcrms have been fiiled out properly in accordance with the Instituticnal
Assurance filed by the Universir/ of Arircna with the U.S. Decacment of Health and Human Services.
Exempt from Hum.an Subjects Committee review.
Minimal risk to human subjects (this category includes prcjects which require full ccmm.ittee review as
well 3S those that .may .meot chtsha for expedited faview).
^ ^Subieets at risk; full Human Subjects Commiree review required.

February I S , 1999

O.airmjn at Ceotrm«fltal 3«vi«y¥ CcmminM (Si?nj:ur«)
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APPENDIX B
PERMISSION TO USE COPYRIGHTED MATERIAL

Date: Fri, 17 Dec 1999 09:21:03 -0600 (CST)
From: "Nancy M. Saunders" <nsaunder@comp.uarl<.edu>
To: Patrick Henry Smith <arantza@dakotacom.net>
Subject: Re: seeking permission to use William Aberg poem

Dear Mr. Smith,
We do not normally charge a fee for use of our material in dissertations,
unless they are published and sold. If you are fortunate enough to get
yours so published, do recontact me. For now all I ask is that you use the
following acknowledgement.
Reprinted by permission of the University of Arkansas Press.
Copyright 1997 by William Aberg.

Best wishes to you and yours for the holiday season,
Nancy Saunders
Assistant to the Director and
Permissions and Rights Manager
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APPENDIX C
TEACHER INTERVIEW QUESTIONS
Personal/family language history
• Has your family always lived here?
• Where did your family live before coming to Tucson?
• How did you come to live in Tucson?
• What areas of Tucson have you lived in?
• What languages did your family speak when you were growing up?
• Who did you use Spanish/English with as you were growing up?
• Did your parents or other relatives have strong feelings about which language
should be used at home?
• Do remember anybody in your family/close friends correcting the way you spoke
or wrote English/Spanish?
Schooling
• What schools did you attend?
• How would you describe the education you received?
• Could your teachers speak English and Spanish?
• Were your classmates mostly bilingual or monolingual in English or Spanish?
• Do you remember any rules about using Spanish or English in school?
• Were students encouraged to use Spanish or another minority language?
• How did you feel about speaking Spanish/being bilingual as you were growing
up? Do you remember changes in the way you feh?
Becoming a teacher/becoming a bilingual teacher
• What other kinds of jobs did you have before becoming a bilingual teacher?
• Why did you decide to become a bilingual teacher? Was it something you'd
always planned to do?
• How did you become a bilingual teacher? Can you talk about your teacher
education program?
• Did you have to do any specific language training before you became a bilingual
teacher?
Working at La Escuela
• Where else have you taught?
• How is this school different fi-om other schools where you've worked?
• How did you come to work at La Escuela? What made you want to teach
here?
• Tell me about your work at La Escuela. What levels have you taught?
• How has your teaching changed since the school began using the DL model?
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•
•
•
•

•
•
•

Have you needed or wanted more training because of the DL model? What kinds
of challenges did the switch present for your teaching?
What are you proudest about in connection with La Escuela? What things do you
think the school does best?
In your opinion, what are the greatest challenges facing the school? What things
does the faculty need to work on more?
How do you see the Spanish development by La Escuela students? Overall, are
students developing adequate levels of Spanish and English proficiency?
Back in March, the longitudinal study asked teachers to describe students in their
classrooms as "Spanish dominant", "English dominant", or "bilingual." We
intentionally left the criteria up to the teachers. Can you talk about the criteria
you used to make these decisions?
How do you think the school is seen by others in the district and Tucson? What
reputation does La Escuela have among your colleagues at other schools?
Why do you think the school has a waiting list?
Has the school's image changed since the beginning of the dual
language program in 1994?

Teaching for Bilingualism
• Biliteracy and bilingualism are curriculum goals for all La Escuela students. In
your opinion, why are these important goals for children today?
• How do you see the Spanish and English development by La Escuela students?
• Overall, are students developing adequate levels of Spanish and English?
• Are children from Spanish dominant homes likely to become bilingual here?
• What about children from English dominant homes? In your experience, are there
differences in these groups' level of bilingualism by the end of 5th grade? Is the
dual language program helping to increase the amount of Spanish spoken by
children at the school?
• If you could strengthen any aspect of your students' Spanish (reading, writing,
listening, speaking) proficiency, what would you choose? Why do you think
that's the area they most need improvement in?
• What's the best way to address this need?
• Are there any barriers stopping the school from doing what you suggest?
• When students graduate from La Escuela, do they continue using Spanish? What
evidence have you seen of this?
Connections with El Barrio and the Community
• How would you describe the relationship between the school and El Barrio?
• Can you think of any changes in the relationship since you started teaching at La
Escuela? Since the beginning of the dual language program?
• How does the fact that La Escuela is located in El Barrio impact what happens in
your classroom? Is your teaching different in any way because you teach in a
11
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• Can you talk about ways that your students have used El Barrio as a source of
information (for homework, projects, etc.)?
• Do students need to use Spanish—to speak, to listen, to read—in order to obtain the
information or can they use English and then just write it up in Spanish?
• How do they get this information?
• Have you ever taken students to visit homes or places in the Barrio?
• What did you want students to learn, to gain from these visits?
• Can you talk about ways that El Barrio comes into your classroom (parent &
family volunteers, guest speakers, etc.)? What kinds of interactions do your
students have with Barrio residents?
• How did you find out about these people? (from children, family, other teachers,
the community representative, funds of knowledge visits?)
• In your experience, what language do children use most in talking with people
from the Barrio?
• When your students use Spanish in these contexts, do you notice any difference
from the way they speak in class? (e.g. more frequent use of Spanish, more
spontaneous, different vocabulary, less adult prompting, reluctance to speak
Spanish with new aduUs, etc.).
• Do these experiences become Spanish language lessons for your students? How
does this happen?
• Have Spanish-speaking volunteers or visitors from El Barrio commented on your
students' use of Spanish? What kinds of things do they say?
• What sorts of activities do volunteers/visitors do with kids? Is it difficult to find
fluent speakers of Spanish to work with students at school?
• In your experience, is it different working with Barrio parents & volunteers and
Magnet parents and volunteers, or is it pretty much the same?
• In terms of contact with fluent Spanish speakers, do you think La Escuela students
have more contact with speakers outside the Barrio or from within the Barrio?
• Do you notice any differences in the way students interact with Spanish speakers
from inside and outside the Barrio?
• What are your thoughts on involving Spanish speakers from the community in the
school as a linguistic resource for learners? How might this help? What barriers
do you see to doing this?
Teachers' Comments and Questions about the Study
• Is there anything else you want to add about the connections between El Barrio
and La Escuela, or about anything else?
• Teacher input is an important component of the research design of my study and
the longitudinal study. Do you have any questions or areas of concern that hope
my study will address? What about the longitudinal study?
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APPENDIX D
COMMUNITY INTERVIEW QUESTIONS
Personal/family language history
• Has your family always lived here?
• Where did your family live before coming to Tucson?
• How did you come to live in Tucson?
• What areas of Tucson have you lived in?
• What languages did your family speak when you were growing up?
• Who did you use Spanish/English with as you were growing up?
• Did your parents or other relatives have strong feelings about which language
should be used at home?
• Do remember anybody in your family/close friends correcting the way you spoke
or wrote English/Spanish?
Schooling
• What schools did you attend?
• How would you describe the education you received?
• Could your teachers speak English and Spanish?
• Were your classmates mostly bilingual or monolingual in English or Spanish?
• Do you remember any rules about using Spanish in school?
• Were students encouraged to use Spanish?
• How did you feel about Spanish/being bilingual as you were growing up? Do you
remember changes in the way you feh?
Connections with El Barrio
• How long have you lived in El Barrio?
• What kinds of changes have you seen in the Barrio since you first moved here?
Connections with the La Escuela
• Did anybody in your family attend La Escuela? What was it like for you/them as
a student there?
• What did you think of the plans to close the school back in the 1970's? Did you
know anybody involved in that?
® What do you know about the kind of bilingual education that is offered at La
Escuela today?
• What do you think about the school today compared to how it used to be? What
do you think the biggest differences are?
• What do you think about the way La Escuela students today are learning mostly in
Spanish?
• Nowadays, how important is the school for El Barrio? If the school closed, how
do you think the neighborhood would change?
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When was the last time you visited the school? What was the occasion?
How often do you visit the school? What do you do when you go there?
Have you ever worked with La Escuela students or teachers ^ the school?
Where? Doing what?
How did you get involved (invitation, volunteering, etc.)?
What language do you hear students and teachers using most when you visit the
school?
What language do you use most when you visit the school?
Have you ever worked with La Escuela students or teachers outside the school?
Where? Doing what?
How did you get involved (invitation, volunteering, etc.)?
What language do you hear students and teachers using most outside the school?
What language do you use most when you work with students outside the school?
What do you think about the Spanish spoken by La Escuela students? Do you
think they speak well for their age?

Community Members' Comments and Questions about the Study
• Is there anything else you want to add about the connections between El Barrio
and La Escuela, or about anything else?
• Participant input is an important component of the research design of my study
and the longitudinal study. Do you have any questions or areas of concern that
hope my study will address? What about the longitudinal study?

APPENDIX E
PARTICIPANT'S CONSENT FORM
Researcher: Patrick H. Smith
Ph.D. Candidate
Department of Language, Reading & Culture
University of Arizona
Tucson, AZ 85721

Community as Resource for Minority Language Learning
A Case Study of Dual-Language Schooling
The complete contents of this form are to be read by. or explained orally in English or Spanish, to
all persons interviewedfor the purposes of this project. Signing this form will indicate that the
person whose signature appears below has been informed of the nature of this project and has
given her/his consent to participate as outlined below.

Purpose: You are being invited to voluntarily participate in this qualitative study. The purpose of the
project is to document and understand the connections between [La Escuela] and [El Barrio], and to learn
how these connections are used to promote Spanish language learning at the school.
Procedure: If you agree to participate, you will be asked to participate in interviews which will be
audiotaped if you give your permission. You may also be asked to check a transcript of the interview for
accuracy. Your participation is strictly voluntary.
Final Products: This study is being conducted for the researcher's doctoral dissertation at the University
of Arizona, expected completion date May 2000. The information may also be used in other scholarly
work by the researcher, including articles, book chapters, books, and conference presentations.
In
addition, the information may be used in a longitudinal (1999-2002) study of dual-language schooling at
[La Escuela], directed by Dr. Luis Moll and Dr. Norma Gonzdlez of the University of Arizona.
The researcher and collaborators will transcribe audiotaped interviews. Copies of the transcripts
may be seen by longitudinal study researchers. Upon request, participants will receive a copy of the
transcripts of their interviews and an executive summary of the dissertation.

Confidentiality:

Your name and the name of all participants will be protected through the use of
pseudonyms, unless you specify that you wish your real name to be used. Similarly, the names of any
people mentioned in your interview will be changed or omitted in the dissertation and all work based on it.

Agreement by the Person Interviewed:
I have read and hud explained iu me the above irifui iiialiurt. my signature
below indicates that I understand the above information, agree to participate
in this research, and release any audiotapes from my interview(s) in the
researcher for use in this project.

Name (please print)

Date

Signature
If you have questions about this research project, please contact the researcher at (520) 624-0793. For
information about the longitudinal study at [La Escuela], call Dr. Luis Moll, Department of Language,
Reading, and Culture (621 -1311) or Dr. Norma Gonzalez, Bureau of Applied Research in Anthropology
(621 -2881) at the University of Arizona.

APPENDIX F
CONSENTIMIENTO DEL PARTICIPANTE
Investigador; Patrick H. Smith
Candidato a! Doctorado
Department of Language, Reading & Culture
University of Arizona
Tucson, AZ 85721

Community as Resource for Minority Language LfCarning
A Case Study of Dual-Language Schooling
El contenido de esta forma sera leido por o explicado en forma oral en ingles o espanol a toda
persona entrevistada en este proyecto. Su firma en esta forma indica que ha sido informado/a
sobre la naturaleza de este proyecto y que ha dado su consentimiento para participar segun las
condiciones establecidas abajo.

Prop6sito: Ud. esta invitado/a a participar en este estudio voluntariamente. El prop6sito del proyecto es
documentar y entender las conexiones entre [La Escuela] y [El Barrio] y aprender como dichas conexiones
estdn utilizadas para promover el aprendizaje del espafiol en la escuela.
Procedimiento: Si Ud. decide participar en el estudio, sera entrevistado(a), usando la grabadora con su
permiso. Posiblemente se le pedira revisar una transcripcl6n de dicha entrevista por razones de precisi6n.
Su participacion es completamente voluntaria.

Productos Finales: Esta investigaci6n se esta llevando a cabo como la disertacion doctoral del
investigador en la Universidad de Arizona. Se espera terminar el estudio en mayo del afSo 2000. La
informacion tambidn podria ser usada en otros trabajos acad^micos del investigador, incluyendo articulos,
capitulos, libros y ponencias. Tambien, la informacion podria ser usada en un estudio longitudinal de la
inmersion bilingile (1999-2002) bajo la dircccion del Dr. Luis Moll y la Dra. Norma Gonzalez de la
Universidad de Arizona. El investigador y sus colegas transcribiran las entrevistas. Copias de las
transcripciones podrdn ser vistas por los investigadores del estudio longitudinal. Si Ud. desea, recibir^ una
copia de la transcripci6n de su entrevista y una copia de un resumen de la disertacion.
Coafidencialidad: Su nombre y el nombre de todos los participantes seran protegidos por medio de
seudonimos, al menos que Ud. especifique que se utilize su nombre verdadero. De igual manera, los
nombres de las personas mencionadas en la entrevista seran cambiados o omitidos en la disertacion y todo
trabajo basado en ella.
Consentimiento del entrevistado(a):
He leido y/o escuchado la informacion arriha. Mifirma indica que enticndn dicha
informacion y estoy dispueslo(a) a participar en este estudio. Doy permiso al
investigador que use las grahaciones de mi entrevista para ser incluidas en este
proyccto.

Nombre (letra)

Fecha

Firma
Si Ud. tiene preguntas acerca de este proyecto de investigaci6n. puede comunicarse con en investigador al
(520) 624-0793. Para informacion acerca del estudio longitudinal en [La Escuela], favor de llamar a Dr.
Luis Moll, Department of Language, Reading, and Culture (621-1311) o Dra. Norma Gonzalez, Bureau of
Applied Research in Anthropology (621-2881) de la Universidad de Arizona.
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