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ABSTRACT 

This narrative study focuses on the stories of two bilingual elementary teachers. 

The teachers participated in a series of in-depth phenomenological interviews e.xamining 

the relationship between their stories of becoming bilingual teachers and their current 

bilingual teaching practices. The stories were analyzed and represented in two ways, first 

in terms of story structure and second for themal coherence. The analysis of stor>' 

structure was based on the work of William Labov (1972, 1982) and revealed ways in 

which these story tellers crafted complex narratives using specific, general, and 

hypothetical stories, as well as embedding stories within stories. In addirion, the stories 

were analyzed for threads of themal coherence (Agar & Hobbs, 1982, 1985), which were 

woven through all three interviews. The analysis of themal coherence revealed that 

issues that emerge in teachers' life stories also appear in their narratives of classroom 

practice. In addition, the study underscores the complexity of narrative research in terms 

of issues such as ownership, authority and representation. 



14 

PREFACE 

The purpose of this preface is to present the dilemmas of which I became aware 

as I worked on this dissertation. My awareness of these dilemmas grew as 1 began work 

on the proposal and completed preliminary interviews with teachers during the summer 

of 1994. As Gary Griffin has noted several times, dilenunas differ from problems in that 

they do not have single solutions or solutions that address all aspects of the dilemma. I 

wrote of these dilemmas in order to make them clear to myself as well as to readers of 

this dissertation. 

Because these are dilemmas, they are not easily disentangled from each other. I 

attempted to tease the issues apart simply so that I could present them. The underlying 

issue is the representation of voices within the dissertation. Though I discuss 

representation further within the methodology section of my dissertation. I struggled with 

the presentation of the narratives within a dissertation format 

'"Story telling, to put the argument simply, is what we do with our research 

materials and what informants do with us" (Kohler Riessman, 1993, p. 1). I agree with 

Kohler Riessman that what we do with research is tell stories. So, to quote her, 'no put 

the argument simply," this dissertation is a stor\', a story rich with multiple voices and 

interpretations. The use of narrative, the publication of narratives, and the writing of and 

about narratives, poses dilemmas for those in research. For example, one dilemma for 

researchers using story—and for dissertation writers, since dissertation writers are 

researchers—is to identify the storyteller? While the researcher has the power to shape 

and control the research, the participants and the stories that they tell are crucial. Though 
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the researcher may usurp and re-author the stories, the stories originate from "others." In 

this dissertation, I have developed a narrative that explains my process and 

understandings of stories told by bilingual teachers about their life stories, including their 

educational histories and practices. 

My decision to use a narrative structure for my dissertation challenged me to face 

the dilemmas surrounding voice, authorship, ownership, and power. As researcher, 1 too 

create a story, and because of the nature of dissertation writing at this time, 1 am 

ultimately responsible for the written document. However, I tried to use methods that 

allow the storytellers' stories and interpretations to coexist with mine. This explains the 

long excerpts from the interviews. Individuals construct past events and actions in 

pjersonal narratives to claim identities and construct lives (Kohler Riessman, 1993). This 

dissertation examines how the construction of identity is crucial to the construction of 

both the personas we call teacher and researcher. 

Within the literature on story and narrative, especially on story and narrative of 

minority populations, the phrase "giving voice" often appears. Like the word 

"empowerment,"' the concept of "voice," and in particular "giving voice," is laden with 

political implications and positions of power. Much as others have questioned the notion 

of empowering others, I question whether we can give others "voice." This notion 

implies that the others have been silent. Yet, we know that this is not true; people are 

talking all the time, only the severely abused remain silent. However, not all voices are 

heard in all arenas; certain voices may be excluded from certain discussions. Casey 
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(1993) argues that we can not give voice, and contrary to my earlier thoughts on this 

issue, I now agree with her. Voices are present, but we do not always hear them. 

This dissertation is not intended to give voice to the bilingual, bicultural teachers 1 

have interviewed. These teachers are outspoken within their own communities at school, 

at home, and in different social and political contexts. My intention is to place equal 

value on these teachers' voices, by incorporating them into the context of recent research 

and literature on education. In this dissertation, I examined the variety of stories that are 

told about bilingual education: the stories told in research and public spaces and the 

stories told by teachers in less public, more private spaces. 

Another dilemma stemming from the issues of voice, authorship, ownership and 

power then, concerns my coming to some agreement between my growing sense of 

professionalism and my need to act in accordance ^^'^th my understanding of research 

methodology by presenting my work in a form that is appropriate to my understanding of 

qualitative research methodology, specifically concerning life stories and narrative. 

To represent the narratives and life stories generated by this dissertation within 

the traditional five chapter format is to undermine the power of the teachers' stories 

because the traditional five chapter arrangement gives prominence aiKl priority to the 

voice of the researcher in the introduction, analysis, and conclusion and to the research 

community' through the literature review. Participants' voices remain separated from and 

subordinated to the voices in research, acting only as evidence of or support for the 

claims of researchers, usually by appearing only within the chapters on analysis and 

implications. The traditional format does not focus on ways in which teachers' stories 
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enrich discussions concerning theor\' and practice, teachers and teaching. I have tried 

through a nine-chapter format to provide a more equal balance between all the voices that 

needed to be heard. 
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CHAPTER 1: A STORY OF STORIES 

Introduction 

Early one morning in the fall of 1992,1 sat at long table with faculty members of 

a local bilingual elementary school in South Tucson and several university researchers. 

We were participating in the first dialogue session on school-based educational change 

(Heckman, 1993). Our goal for this first dialogue session was to brainstorm issues that 

we would examine during the upcoming school year. As teachers suggested issues they 

were interested in studying, a researcher wrote them with colored markers onto a flip 

chart. As the teachers called out issues, "^Assessment. .Literacy.. .Standardized testing," 

they often told stories of students in their classes. For example, as one teacher proposed 

reading methods, she said "I'm a third grade teacher, and each year I get more and more 

students who can't read. Last year I had a student who...." Words like assessment, 

literacy, and testing filled the newsprint. 

Yet, when one teacher said, "second language acquisition" and another said 

"bilingual education," the stories that were told were radically different from the earlier 

ones. Rather than sharing stories of their students or their classroom teaching, they told 

stories from their past, stories of their experiences as children entering schools in 

southern Arizona speaking only or primarily Spanish. One teacher described her feelings 

of humiliation and anger at being made to wear a pointed dunce cap and told to sit on a 

stool in the comer of a classroom because she had spoken Spanish in the classroom. 

Another teacher told of how she rarely spoke and definitely did not ask questions during 

her first years in school because she did not want to reveal her limited knowledge of 
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English. Another explained how she hid her knowledge of Spanish by whispering it to 

friends in the farthest comer of the playground, so she wouldn't get punished for 

speaking it. 

Listening to these stories, I was moved by the emotion and passion with which the 

teachers spoke, and I was brought back to questions that I had been interested in 

exploring concerning minority enrollment and completion in college degree programs. 

What conditions, influences, people, and beliefs would encourage minorities to continue 

their education when they have had negative experiences in schools? What would make 

someone who had such painful memories of the first years in school not only stay in 

education but become an elementary school teacher? 

In reviewing the literature on teachers' stories, I found little discussion of 

bilingual teachers. Yet, I continued to be intrigued by the interaction of teachers' cultural 

backgrounds, their educational histories, and their current classroom practices. If many 

bilingual teachers had had negative educational experiences, how could they overcome 

them and create practices that encouraged students like themselves who speak languages 

other than English? 

This study provided me opportunity to answer my questions and explore the 

interaction between bilingual teachers' life stories, including their stories of second 

language acquisition and educational experiences, and their current bilingual teaching 

practices. This study brings together two bodies of literature and research; it extends the 

literature and research on the interaction between teachers' educational histories and 

practices, which has mainly focused on monolingual, monocultuial teachers, to bilingual. 
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bicultural teachers, and it contributes to the limited but growing body of information on 

bih'ngual, bicultural teachers and their practices. In this chapter, I present; 

• an overview of the issues concerning teachers' Ufe stories, bilingual teachers, 

and the use of story in educational research; 

• the contribution this study makes; 

• the nature of the research and research questions which guided it; 

• a brief description of my research methodology; and 

• an outline of the chapters to follow. 

An Overview of the Issues 

Teachers' Life Stories 

Before people enter teaching, most spend over sixteen years as students in public 

education. As a result, teachers are the only professionals who have been "'immersed" in 

their profession before they actually begin to practice (Knowles & Holt-Reynolds, 1991). 

They participate in the "'apprenticeship of observation" (Lortie, 1975). As "apprentices" 

to their elementary, middle school, secondary and college instructors, they collect 

experiences which become not only a part of their life histories but also part of their 

understandings of what should take place in schools. Then, through the process of story 

telling—through the integration, editing, and synthesis of the experiences into their life 

stories—their educational experiences become the powerful and formidable base of their 

thinking about teaching (Connelly & Clandinin, 1990). Yet, their educational 

experiences are only one part of their lives. As a result, not only are teachers' stories of 
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educational experiences impoitant to understanding teaching but also their lives 

(Clandinin, 1993; Connelly & Clandinin, 1988). 

The study of teachers' life stories elevates the role of teachers in terms of bringing 

greater understanding to both what they do in the classroom and why they do what they 

do (Casey, 1993; Goodson, 1992a; McEwan & Egan, 1995; Middletoo, 1993). 

Furthermore, the study of teachers' lives can influence school change efforts (Clandinin, 

Davies, Hogan, Kennard, 1993; Gitlin, Bringhurst, Bums, Cooley, Myers, Price, Russell, 

Tiess, 1992) and teacher education (Bullough & Gitlin, 1995; Carter & Doyle, 1996). 

Rather than considering teachers' life stories and the resulting understandings of school 

and teaching as unchangeable, unrelenting bodies of thought that must be overcome 

(Pajares, 1992), a more constructivist view values them as the schemata that teachers use 

to connect theory to practice and that, in fact, can become a basis for informing theory 

and research (Holt-Reynolds, 1992). 

This is not to suggest a professionalization or creation of a knowledge base 

informed only by memories or folk myths of school (Buchmann, 1987; Buchmann & 

Schwille, 1983) but to propose a collaborative effort between teachers and researchers 

which uses teachers' life stories and understandings of school to mediate and enrich the 

transfer and development of knowledge about teaching (Goodman, 1988; Richardson, 

1990). 

Bilingual Teachers 

Within the literature on teachers' life stories and on teaching in general, the voices 

and stories of bilingual teachers are rarely present When bilingual teachers are included 



in this literature and research, they are recognized primarily as teachers and the influence 

of being bilingual and/or bicultural is rarely explored or highlighted but assumed or 

subsimied into their educational histories (Butt, Raymond, McCue, & Yamagishi, 1992). 

To read more about bilingual teachers, one needs to look within the literature and 

research on bilingual education. 

Even within the literature and research on bilingual education, the focus has not 

been on bilingual teachers and their narratives and understandings of teaching; rather the 

literature and research have focused on policy development and analysis, the description 

and evaluation of practices, and the politics in bilingual education. Because of the 

absence of bilingual teachers' voices in this literature, several authors have outlined an 

argument for having more bilingual teachers' voices heard (Casanova & Budd, 1989; 

Lemberger, 1992; Montero-Sieburth & Perez, 1987), which supports my interest in 

bilingual teachers' life stories and their current classroom practices. 

First, bilingual teachers' life stories can possibly connect present practices with 

those of the past and, as a result, better inform those creating bilingual programs to better 

serve multicultural populations (Austin, 1989; Lemberger, 1992; Montero-Sieburth & 

Perez, 1987). Second, bilingual teachers' stories can aid us in understanding the strength 

of the mandated curriculum on changing teachers' practices, but not their beliefs 

(Aguirre, Jr. & Bixler-Marquez, 1979-1980; Austin, 1989; Lemberger 1992; Montero-

Sieburth & Perez, 1987). Third, bilingual teachers' life stories reveal the diversity of 

opinions concerning the value and use of second languages in schools (Aguirre, Jr. & 

Bixler-Marquez, 1979-1980; Montero-Sieburth & Perez, 1987; Timm, 1985). So, an 
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understanding of bilingual teachers' life stories adds to the discussion of the relationship 

among bilingual teachers' practices, beliefs, and values. 

The relative absence of bilingual teachers' voices from the literature and research 

on teaching and on bilingiial education reflects a deficit in our knowledge of these areas 

and underscores the lack of an overlap between research on teaching and research on 

bilingual education. However, current studies of demographics in the United States point 

to a changing studem population in which more students will be coming from homes in 

which languages other than English are primarily spoken (Garcia, 1993). These students 

are becoming the majority in number, and teachers and researchers need to address the 

concerns of these students, students who have been marginalized in the past 

As a result, issues of second language acquisition and cultural diversity, which 

were historically often not addressed in teacher education programs or in classroom 

practice, are becoming central issues to teachers and teacher educators. In addition, 

educators and researchers in bilingual education will need to expand their exploration of 

bilingual education not only to prepare bilingual, bicultural teachers but also to prepare 

monolingual, monocultural teachers to meet the needs of the growing bilingual student 

population. More importantly, changing demographics may create the conditions for 

researchers and educators in teaching, teacher education, and bilingual education to work 

collaboratively in order to address the issues and challenges of meeting the needs of 

minority students, which have historically been ignored. 
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Use of Story in Educational Research 

Before I discuss the use of story in educational research, I will briefly discuss the 

concept of stoiy used in this study. Stoiy can be defined as '^...events, characters, and 

settings arranged in a temporal sequence implying both causality and significance'' 

(Carter, 1993, p. 6). In other words, temporality, the arrangement of events over time, 

allows readers of stories to look for coherence, the connection between events, and for 

causality, the reasons why the events took place, in order to construct the significance, 

the meaning of the story. Yet, story is more than just a recounting of an event; it also 

shows ''how the narrator has made the event something in his or her life'' (Miller, Potts, 

Fung, Hoogstra, & Mintz, 1990, p. 293). Through studying people's stories, we can see 

how the authors of their stories construct the meaning of individual events as well as how 

they construct models or theories, which may underlie several events. "A story, in other 

words, is a theory of something. What we tell and how we tell it is a revelation of what 

we believe" (Carter, 1993, p. 9). 

I would like to examine three assumptions that guide and direct my use of story as 

a research methodology; story as a form of communication, story as a means to meaning, 

and story as a way to create and pass on knowledge. 

Story is at its heart a dialogue, not monologue or soliloquy. Even speeches we 

identify as monologues, David Letterman's and Jay Leno's opening remarks on their late 

night television shows or the soliloquies in plays, such as Hamlet or Macbeth, do not 

remain isolated from the lives and stories of the audience. Stories that we hear and that 

resonate within us become a part of us and, as a result, part of the stories that we tell. 



25 

Whether inventing, reading, or listening to stories, reading or writing journals and 

autobiographies, conducting oral history interviews, or engaging in therapeutic 

dialogue, the teller or receiver of stories can discover connections between self 

and other, penetrate barriers to understanding, and come to know more deeply the 

meaning of his or her own historical and cultural narrative. (Witherell, I99I, p. 

94) 

Through story telling, we do not remain alone because story telling puts us in 

dialogue with otheT(s) (Cooper, 1991; Krall, 1988). In dialogue, we exchange thoughts, 

understandings, and experiences that we have had and encourage others to help us to 

reflect on them and create meaning for them. Stories told to others in dialogue enter into 

the greater anthology of our communities, adding, revising, updating, or possibly 

challenging community held beliefs and practices (Lytle & Cochran-Smith, 1992). 

Based on this assumption, story as a research method involves both the researcher and 

storyteller in a dialogue. Without the assumption that story is a form of communication, 

the researcher would be listening and collecting stories much as some anthropologists did 

prior to participant observation. The role of the storyteller then was to provide the story, 

and the role of the researcher was to record it verbatim and report it elsewhere. With the 

assumption that story is a form of communication, the story teller and researcher are both 

engaged in exchanges concerning the stories that they both may tell, questioning, 

probing, and exploring issues and themes. In story as a research method, the researcher is 

more than just a stenographer or interviewer; the researcher is a co-constructor of 

meaning. 
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The creation of meaning through story is both private and public. One of the most 

powerful effects of story telling takes place within the storyteller because story helps 

individuals create meaning. "For it is through narrative that we represent and give 

meaning to our life experiences, whether as mundane as going to the grocery store or as 

momentous as a moral crisis that changes our lives forever" (Tappan & Brown, 1991, p. 

177). Story and its narrative structure are being recognized in philosophy and 

psychology as key in the formation of self (Belenky, Clinchy, Goldberger & Tarule, 

1986; Witherell & Noddings, 1991) because through our stories we develop an 

understanding of our actions and ourselves. As a result, stofy can play an important role 

in the meaning we make of schooling. 

The story is the very stuff of teaching, the landscape within which we live 

as teachers and researchers, and within which the work of teachers can be 

seen as making sense. This is not merely a claim about the aesthetic or 

emotional sense of fit of the notion of story with our intuitive 

understanding of teaching, but an epistemological claim that teachers' 

knowledge in its own terms is ordered by story and can best be understood 

in this way. (Elbaz, 1991, p. 3). 

This assumption underlies the power of story as a research method, for it not only 

provides us information about schools, teaching and learning but it also provides an 

understanding of how people make meaning of their experiences. 

As story telling helps the story tellers in understanding and creating meam'ng for 

themselves, story also aids the listeners in developing a better understanding of 
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themselves (Gomez & Tabachnick, 1992) and, as a result, contributes to the shared 

understandings held by a community. "In living with one's world, one forms a self as the 

world moves on, and one helps form a world as oneself is being formed" (Weintraub in 

Graham, 1989, p. 99). Through the process of story telling, a community can be created 

as meanings, beliefs, understandings, values, and knowledge are shared. 

Story as a research method helps communities build shared understandings of 

their experiences. When teachers and researchers share understandings with each other, a 

reciprocal relationship develops. All participants, storytellers and audiences, become 

important members of the community building on and creating new knowledge. Story 

involves more voices in the research process. Though that may make research conditions 

more complex and raise issues concerning roles, authority and methodology, which will 

be discussed more fully in Chapter 3, story more accurately represents the complexities 

of schools and "reorients our conventional analytical practices" so that we can attack 

"many of the basic issues of interpretation, meaning and power" (Carter, 1993, p. 11). 

Contribution of Study 

Research on the possible influences among bilingual, bicultural teachers' life 

stories and their current practices can offer useful insights into the complex issue of the 

relationships among teachers' histories, practices and understandings of teaching. For 

example, previous studies conducted on teachers in areas such as reading (Richardson, 

Anders, Tidwell, & Lloyd, 1991) have not addressed the issue of what value teachers 

place on teaching reading or whether teaching reading reflects teachers' values. The 

assumption seemed to be that all teachers think that teaching reading is important. Yet, 
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decisions within bilingual classrooms, for exanaple the decision to teach in both 

languages simultaneously or to teach literacy skills in the students' native language or to 

teach content in the language of the students' future workplace, may be based on the 

worth that the teacher places on one language over another. We cannot assume that all 

teachers value bilingualism just as we cannot assume that all teachers value reading in the 

same way. As a result, a study of teachers' beliefs and practices in bilingual education 

will also uncover how teachers' values play a role in their decisions concerning their 

practice. This could help us gain a greater insight into the discussion of the relationship 

between teachers' histories and practices by uncovering the roles that teachers' values, 

values possibly developed through their life experiences in and out of classrooms, play in 

the shaping of their beliefs and practices. 

In addition, I would like to posit that teachers' practices are points of negotiation 

between their educational histories and their theoretical and practical understanding of 

school, teaching and learning. For bilingual, bicultural teachers, their practices about 

education not only negotiate between their educational histories and theoretical and 

practical understandings but also among the multiple cultures that they experience. Just 

as school for many bilingual, bicultural students is the point of intersection of their home 

culture, the dominant culture, their culture as children, and the school culture, bilingual, 

bicultural teachers' practices represent a point of intersection among multiple cultures. 

As a result, educational histories of bilingual, bicultural teachers are unique in that they 

foreground the negotiation that takes places among teachers' experiences in schools as 
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students, their understandings as teachers about what they think should be happening in 

school, and their current practices as teachers. 

This study also contnbutes to the discussion of bilingual policy and program 

development by contributing evidence from teachers' experiences. This study includes 

the voices of a group of teachers who have often not been heard publicly. In addition, by 

examining bilingual teachers' stories of their educational experiences and second 

language acquisition, we could be better informed about effective bilingual practices 

through the connection of their experiences as students to their practices as teachers. 

Their experiences as students and as bilingual speakers can only enrich our understanding 

of the process of language acquisition in relation to students as participants within several 

social networks, including family, school, neighborhood community and community-at-

large. 

Nature of Research and Research Questions 

This is essentially a descriptive, or qualitative, study of bilingual teachers' life 

stories and classroom narratives. As discussed in the following section on methodology, 

open-ended interview questions were used so that the participants would have greater 

control over the construction of their narratives because the focus of the study was 

developing an understanding of how the participants made sense of their lives and their 

profession, specifically their teaching practices (Bogdan and Biklen, 1992). 

However, as I developed my approaches for collecting teachers' stories and 

analyzing them, I encountered several methodological dilemmas, the central dilemma 

being the issue of representation (Carter, 1993; Casey, 1992, 1993; Middleton, 1993 
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Nespor & Barylske, 1991). As a result, I addresses these methodological issues 

associated with narrative research as a way to make visible the assumptions from which I 

worked and to locate myself within the research tradition. In addition, as with most 

qualitative studies, new research questions appeared during analysis; these questions 

primarily concerned the participants as storytellers. So, another focus emerged as I 

became interested in not only the participants' narratives and understanding their 

narratives but also in the ways in which they constructed their stories. The study, then, is 

secondarily methodological in nature. 

In the introduction to this chapter, I presented some of my initial questions that 

developed fi-om the stories I heard from bilingual teachers and my interest in the 

relationship among bilingual teachers' life stories and their beliefs and practices as 

educators. Those questions were revised to the following; 

• How do bilingual, bicultural teachers make sense of their life stories, 

specifically their educational stories, and their current understandings and 

practices in bilingual education? 

• What stories do bilingual, bicultural teachers tell of their initial days and years 

in elementary school? What do their stories reveal about language use and 

cultural diversity at that time? 

• How do bilingual, bicultural teachers account for their current understandings 

of bilingual education and their practices as bilingual educators? 
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• In what ways do biUnguaL, biculturai teachers' stories from their initial years 

in school, specifically stories concerning language use, interact with their 

current classroom practices and beliefs? 

The first question was the primary question. The next three questions directed the nature 

of the study and highlighted each of the areas—teachers' life stories, beliefs, and 

practices—to be explored and discussed. 

In addition to these questions, my analysis process produced a fifth question 

related to the teachers as storytellers. 

• How do these particular teachers construct stories within the context of the 

interviews? 

This question began an exploration into the ways in which stoiy telling is an individual 

process structured by the culture in which the stories are told. 

Methodology 

For this study, I completed a series of in-depth, phenomenological interviews 

(Seidman, 1991). My design was based on current literature and research which argue 

that studies of teachers' stories need a methodology that will capture their complexity and 

multidimensionality (Carter, 1994; Casey, 1995; Witherell & Noddings, 1991). 1 focused 

on bilingual teachers' life stories, including their educational experiences and second 

language acquisition, as a way to understand how these teachers have constructed 

meaning from their educational as well as life experiences and the role these meanings 

play in their current practices. 



Each of the three interviews had a slightly different focus (Seidman, 1991). The 

first interview concentrated on their life stories. The participants discussed how they 

became bilingual teachers. In the second interview, they provided more specific details 

about their own teaching. They described what it was like to be bilingual teacher. The 

final interview was structured so that the teachers reflected back on the first two 

interviews. They were asked how they understood bilingual education in their lives given 

what they had said about becoming bilingual teachers and about teaching. 

Each of the interviews was then examined for both the construction of the 

individual stories and the thematic coherence among the stories in the three interviews. 

Labov's story structure (1972) was used to identify the individual stories within the 

interviews. This required identifying the key elements of stories: abstract, orientation, 

complication, evaluation, result and coda. Once the stories had been identified, themal 

coherence was examined through the lexical items that were repeated, patterns in 

experience that re-occurred, or evaluation statements that were made and referred to the 

same general ideas (Agar & Hobbs, 1982, 1985). 

An underlying assumption in my methodology is that teachers' work is highly 

contextual ized. A single square within a quilt is a piece of artwork in itself because of 

the complexity of the stitches, color and pattern of which it is made. So, teachers' stories 

of their classroom practices offer a rich picture of complex acts of teaching and learning. 

However, that single square in a quilt gains even greater meaning and contributes to a 

larger understanding when seen in relation to other squares. In the same way, teachers' 

stories of their classroom practices gain meaning when viewed against their life stories. 



In addition, the examination and presentation of current research on story and bihngual 

education provides a valuable backdrop for the analysis of the two teachers' stories. This 

contextualization allows for multiple voices and, as a result, multiple perspectives to be 

present 

Overview of Chapters 

This study resulted in nine chapters, including this one. This chapter. Chapter I, 

provides a general overview to the study in terms of rationale, assumptions, methodology 

and relevant literature. Chapter 2 examines the literature related to the study of bilingual 

education and teachers; teachers' educational histories; and the use of story in research. 

Chapter 3 provides a description of the methodology used for the collection and 

interpretation of the teachers' stories. Chapter 4 introduces the two teachers through their 

own words in a significant story from their interviews and highlights the key aspects of 

the interviews and analysis. Chapters S and 6 concentrate on Jaime by examining the 

way he structures stories and then the most prevalent theme in the stories in all three of 

his interviews. In the same way. Chapters 7 and 8 center on Manuela, exploring the way 

she constructs stories and the most prevalent theme in her stories. Chapter Nine 

concludes the study by addressing the research questions for the study and placing 

Jaime's and Manuela's stories in the context of the literature. 
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CHAPTER TWO; LITERATURE REVIEW 

Introduction 

In Chapter 1,1 presented an overview of three issues crudal to this study; 

teachers' life stories, bilingual education, and the use of story in educational research. 

This chapter. Chapter 2, has two sections. In the first, I briefly explain the relationship 

between the use of literature reviews and the concept of story. In the second section, 

expanding on the literature overview provided in Chapter 1,1 locate this study on 

bilingual teachers' stories in the relevant literature—which Kohler Riessman (1993) sees 

as the stories of other educational researchers and writers—on teachers' stories, the 

critical analysis of life stories, beliefs and practices, bilingual education, language value 

and research on bilingual teachers.' 

Literature Reviews and the Concept of Story 

Literature reviews are powerful pieces of academic writing for several reasons. 

First, they are powerful because they call upon many voices concerning a specific topic. 

A single voice rarely makes the impact that a multitude of voices can. Even when the 

voices cited offer differing and conflicting points of view on a subject, they remain 

powerful in that they reveal both the complexities of the subject and the challenges that 

those studying the topic face. Second, literature reviews are powerful because they offer 

the audience the opporturuty to gain at least a preliminary understanding of a subject and 

provide direction for further research, either into the work of the authors cited or into new 

 ̂ The use of stoiy in educational research is discussed in relatioaship to the literBture in 
Chapter 3. 
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directions for study. Though the nature of literature reviews has changed over the years 

in volumes such as The Handbook of Qualitative Research (1994) and The Handbook of 

Research on Teaching (1986), the prestige associated with and interest in contributing to, 

if not at least owning such volumes, underscores the importance and power of well-

written literature reviews. However, perhaps the most important reason that literature 

reviews are powerful is that they create a meta-narrative, a larger structure for 

understanding the multitude of voices on a subject Much as folklorists exanune themes 

within a genre of stories, such as urban legends, authors of reviews identify themes 

within the literature on specific subjects; they both explicate and organize information. 

Literature reviews as meta-narratives are powerful stories within academic conmimuties. 

As powerful meta-narratives, literature reviews can become a form of 

''gatekeeping" and "policing," identifying what research has value and what research 

does not (Lather, 1999, p. 3). As a result, it is imperative that those writing reviews, "be 

aware that the very act of bringing together the research literature nuances, shifts and 

scrambles the conceptual and historiographical contours and investments, embedded in 

the bodies of knowledge under review" (Livingston, 1999, p. 15). Both Lather (1999) 

and Livingston (1999) call for a critical awareness of not only the readers but also the 

writers of literature reviews. 

Literature reviews are also powerful if they are seen as open conversations on a 

subject. 

Areas of inquiry within the disciplines exist as ongoing conversations among 

those who do the work of scholarship. The published literature of an area 
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constitutes the archival record of those conversations; research reports, research 

reviews, theoretical speculation, and scholarly discourse of all kinds. You join 

the long conversation of sdence as you join any other, by first listening to what is 

being said, and only then formulating a comment designed to advance the 

dialogue. (Locke, Spirduso, & Silverman, 1993, p. 66) 

Extending this notion of literature reviews as conversation. Lather (1999) notes that 

reviews can be sites ''for the veiy critical collegialiQr that is key to our academic lives'' 

(p. 4). The design of this chapter builds from this concept of literature reviews as a 

"conversation"' on a specific subject. My attempt in this literature review is not to create 

the primary meta-narrative on the relevant research but to bring into conversation several 

bodies of research, which have not been brought together regularly. This concept of a 

literature review as a "storied" conversation fits my assumptions concerning story: 

• as a form of communication that places both the story teller and researcher in 

the active role of jointly constructing meaning, 

• as a way to for the individual story teller to construct meam'ng from 

experience and to contribute to our community understandings through the 

public presentation of a story, creating meaning at both the level of individual 

and community, and 

• as an avenue for sharing and creating knowledge about teaching. 

These assumptions about story in educational research influence the ways in which 1 both 

composed this literature review and completed my research. In this chapter, I discuss the 
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literature, the stories of others in research, that have contributed to my understanding of 

bihngual teachers' stories. 

Literature Review 

In order to understand the bilingual teachers' stories, several different bodies of 

research needed to be brought into the "conversation." Because this research is based on 

narratives in both form and content, a inimary body of research explored was on 

teachers' stories. The literature reviewed focused primarily on research on teachers' 

stories and did not draw from an equally burgeom'ng body of literature on the use of 

teachers' stories.2 

A related body of literature that needed to be explored was on teachers' beliefs 

and practices because the study focused on stories that revealed beliefs and described 

practices. Since a premise of narrative research is that stories are a means to constructing 

meaning, then it is important to understand how meaning then is turned into action or 

how beliefs are put into practice. 

The third section of the literature review examined several aspects of bilingual 

education. First, bilingual education is defined. This provided a reference for the 

language used by teachers to describe their own practices as well as a means to label their 

own education. Second, a history of bilingual education in the United States and then in 

Arizona is furnished so that the teachers' stories may be placed in the larger socio-

historical contexts in which they occurred. Third, the issue of language value is 

- See for example, Storv Teller. Storv Teacher: Discovering the Power of Storytelling for 
Teaching and Living by Mami Gillard (1996). 
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discussed because of the importance between language acquisition and identity 

development. Finally, the literature review presents the small number of studies 

examining bilingual teachers' stories. 

Teachers' Stories 

In Chapter 1,1 briefly discussed three critical concepts from the literature and 

research using teachers' life stories that contributed to the development of this study. In 

this section, I expand on my discussion of these concepts: 

* Teachers' life stories are powerful and formidable influences in their thinking 

about teaching. 

* Teachers' life stories are best accounted for as filters through which teachers' 

shape their understandings of teaching rather than obstacles to their 

understandings of teaching. 

* A critical analysis of teachers' life stories is needed so that they can mediate 

and enrich the transfer and development of knowledge about teaching. 

These three concepts are based on a constructivist, feminist understanding of education. 

Constructivists view education not as a transference of knowledge from teacher to student 

but as a construction of meaning by teacher and student (Brooks & Brooks, 1993; Oagher 

& D'Ambrosio, 1996; Doyle, 1990; Talbert Jackson, 1993; Twomey Fosnot, 1993). "The 

constnictivist perspective emphasizes the importance of direct experience and the gradual 

accumulation of knowledge structures from reflection on that experience over time" 

(Doyle, 1990, p. 17). 
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A feminist understanding of education places value not only on the social 

construction of knowledge but also on the value of people's lives and stories (Belenky, 

Clinchy, Goldberger & Tarule, 1973; Helle, 1991; Middleton, 1993; Miller, 1990; 

Witherell & Noddings, 1991.) "We must analyze relationships between our individual 

biographies, historical events, and the broader power relations that have shaped and 

constrained our possibilities and perspectives as educators" (Middleton, 1993, p. 17). 

In constructivist, feminist understandings of education, teachers and students are 

individuals with histories, experiences, and knowledge that contribute to their 

construction of meaning and their understandings and misunderstandings of the world 

(Belenky, Clinchy, Goldberger & Tarule, 1973; Freire, 1970; Middleton, 1993; Witherell 

& Noddings, 1991). As a result, it is critical to understand not only ourselves but also the 

historical, social, political, and economic contexts in which we live and learn. In terms of 

education, and especially teacher education, teachers' life stories and the ways in which 

they are read is crucial. 

Teachers' Life Stories: A Powerful and Formidable Influence 

Previous literature on teachers' life stories has focused on teachers' educational 

histories. Lortie's study, School-Teacher: A Sociological Studv (1975) gave us a 

language to discuss the influence of teachers' educational history on their understandings 

of teaching and their practices. Lortie's phrase '^e apprenticeship of observation," 

describes one of the functions of our years in classrooms as students: through constant 

observation of our teachers, we have been apprentices in our future profession as 

educators. Lortie's ''apprenticeship of observation" brings to the forefront two concepts 
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important to the study of teachers' Ufe stories. First, Lortie acknowledges that teachers' 

experiences as students affect their understanding of classrooms as teachers: their past 

experiences as students contributed to their understanding of the roles of student and 

teacher and the purposes of education. Second, Lortie identifies education as a 

socialization process. What students leam in classrooms is more than the content which 

teachers try to convey; they implicitly leam about the nature of knowledge and their 

positions within society's social structure. These two concepts underscore the value in 

examining teachers' educational histories as a way to help them come to an 

understanding of teaching and learning. 

However, Lortie's apprenticeship of observation poses two problems. The first is 

that Lortie's study focuses on teachers' educational histories. Current work on teachers' 

life stories point to the fact that it is not only our experiences in classrooms but also 

experiences, knowledge, and relationships throughout the course of our lives in and out 

of the classroom that shape our decisions to become teachers and our understandings of 

teaching (Casey, 1993; Middleton, 1993). To isolate teachers' educational histories fivm 

their life stories is to de-contextualize their classroom experiences and to simplify a 

complex story of professional development 

Second, Lortie bases his concept of the apprenticeship of observation on the 

transfer of knowledge model of teaching and learning. While it may be true that at the 

time of his study, the 1970s, that most classrooms were based on the knowledge 

transference model, this nrodel underestimates the power and ability that individuals have 

to construct meaning. An important extension of Lortie's work, which is not within the 
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scope of this study to address, would be to examine whether students who have been in 

classrooms based on constructivist notions of teaching and learning and who become 

teachers still fh the concept of the apprenticeship of observation. In other words, would 

an apprenticeship of observation in a constructivist classroom produce constructivist 

teachers? 

Despite these two critiques of Lortie's work, he created an opportum'ty for the 

development of further study on teachers' life stories. The examination of teachers' lives 

has been central to particular research on teaching and teacher education (Butt, Raymond, 

McCue, & Yamagishi, 1992; Carter, 1994; Clandinin, Davies, Hogan, & Kennard, 1993; 

Gitlin, Bringhurst, Bums, Cooley, Myers, Price, Russell, & Tiess, 1992; Middleton, 

1992; Pagano, 1991). Research on teachers' stories may focus on particular individual's 

stories of practice (Carter, 1994; Jalongo & Isenberg with Gerbracht, 1995; Knowles, 

1992; Paley, 1995); teachers' life and professional histories (Butt et al., 1992; Casey, 

1993; Huberman, 1995; Middleton, 1993; Nelson, 1992); or the interaction of individual 

stories with those in particular educational settings (Clandinin et al, 1993; Gitlin, 1992; 

Middleton, 1993; Miller, 1990). 

Representative of research on particular individuals or particular stories. Carter's 

research on well remembered events (1994) reveals how "learning to teach is not a 

unitary or homogenous process" (p. 250). The well remembered events constructed by 

the preservice teachers reflect their individual concerns when they are in classrooms and 

the potential power of their own previous experience as students. The narratives of well-

remembered events provided insight to these preservice teachers' personal and 
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professional theories that might not have been tapped through more traditional means of 

evaluating classroom experiences. 

The work of Butt et al. (1992) exemplifies studies of the intersection of personal 

and professional life histories. In a graduate seminar for teachers. Butt and Raymond 

have teachers "construct personal and professional autobiographies" (p. 62). In four 

phases, teachers write about the contexts in which they teach, their pedagogy and 

curriculum, personal and past experiences, and projections for their personal and 

professional futures (Butt et al., 1992, pp. 62-62). This examination of individuals' lives 

contributes to the development of collective themes that can inform classroom practice 

and, more importantly, school change. This is based on the assumption that school 

change occurs at the level of classroom practice. To understand how change occurs 

within classrooms is to understand how teachers construct and re-construct their 

knowledge and their practices. To understand teacher knowledge is to understand their 

lives (Butt et al., 1992). 

Middleton's research on her own teaching and her students in her class, '^Women 

and Education" (1992), is a good example of the literature exploring not only the 

individual stories of participants but also the stories and knowledge constructed by a 

community involved in the process of sharing and reflecting on their narratives. While 

she describes her class as "purely academic," for she is not involved in the supervision, 

evaluation or certification of those becoming teachers (Middleton, 1992, p. 11), her 

pedagogy asks students to connect theory and practice; it is not "purely academic," for it 

is tied tightly to the lives of educators, future, past and present She works from the 
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premise that through the examination of life histories of the students and other educators, 

the students feel less alienated from both the theory and policies which shape the ways in 

which teaching is discussed and regulated. Through constructing, analyzing, and 

rethinking their own as well as others' stories, these students offer insights into what 

experiences contribute to their knowledge of education and what experiences they will 

need to have if their knowledge is to grow or change. '*Our educational theories do not 

come solely from other people's books or from disembodied ideas but are rooted in all 

dimensions of our experiences" (Middleton, 1992, p. 179). 

Clandinin, Davies, Hogan, and Kennard (1993) extend the notion of community 

beyond the classroom to a group of university faculty, students teachers, and cooperating 

teachers who have decided to participate in an alternative teacher education program. 

Through the construction of the narratives of their lives and practices, they not only 

developed a community formed on common understandings and shared knowledge but 

also met the different goals of each group. University faculty and teachers used the 

experience to "live new ways of storying our own practices" (Clandinin, 1993, p. 13), and 

the student teachers found news ways to visualize and express their understandings of 

teaching. The construction of individual stories within a community enriched the 

knowledge of the individuals and the conununity. 

Lortie's work highlighted the ways in which teachers' educational histories are 

powerful and formidable influences on their construction of practices and knowledge. 

The studies discussed in this section extended the concept of the "apprenticeship of 

observation" through closer examinations of the interactions between teachers' 
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educational and life histories. The stories that teachers tell of their classrooms and their 

lives provide powerful insights into their perceptions of their profession and their 

practice. Several of the studies mentioned underscore the importance of teachers' 

narratives by including them as crucial elements in the curriculum of preservice teacher 

programs as well as advanced stucfy of inservice teachers. Stories are not only a part of 

our lives but also a part of the ways in which we learn. A critical question then is; do we 

see these stories as impediments or support to understanding teaching? 

Teachers' Life Stories: Filters. Not Obstacles to Understanding 

Because life stories are a powerful part of the understandings and practices, they 

have often been viewed as an obstacle in teacher education programs (Feiman-Nemser & 

Buchmann, 1985; Stone, 1987; Zeichner, 1986). This notion that teachers' life stories 

prohibit teachers from adopting best practices and contribute to the loss of what could be 

gained in teacher education programs presents an apparent conflict in some of the 

literature. Acknowledging the importance of teachers' life stories but not examimng and 

addressing them, let alone discussing them, in teacher education programs is much like 

ignoring an elephant in some one's front room and complaining of the mess it makes. 

In addition, if teachers' understandings and practices are based on their life 

stories, we inadvertently deny teachers the legitimacy of their past by contradicting their 

public statements of understandings of teaching or criticizing their practices in teacher 

education programs. In the literature which examines the minimal effect that teacher 

education programs have had on teachers, it is often argued that the culture of school and 

the conservative nature of that culture undermines the influence that teacher education 
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programs have on teachers (Feiman-Nemser & Buchmaim, 1985; Stone, 1987; Zeichner, 

1986, 1988). Yet, when teacher education programs ignore teachers' life stones, teachers 

may unconsciously take an oppositional stand. In other words, when teachers are denied 

the opportunity to tell their stories and to have their stories acknowledged, they withdraw, 

and rather than turning a critical eye on their stories guard them and perhaps mythologize 

them in order to give the stories the recogm'tion that the teachers feel they deserve. This 

creates a divide between what they know, the meanings they have constructed and the 

knowledge they are receiving. 

A more constructive approach to teachers' life stories is to see them as guiding 

images which create intuitive screens through which new information may or may not 

pass (Goodman, 1988). This concept of teachers' life stories places teachers in a more 

active role. As a result, teachers' notions of teaching gained from their experiences can 

be built on or reshaped within teacher education programs rather than discarded or 

devalued (Feiman-Nemser & Floden, 1986). They can become the schemata that new 

teachers can use to connect theory to their practice and, in fact, can become a basis for 

infomiing theory and research (Holt-Reynolds, 1992). 

Teachers' Life Stories: The Role of Critical Analysis 

A critical analysis of teachers' life stories is crucial for several reasons. It is too 

simple of a response to repeat the maxim "an unexamined life is not worth living." A 

critical analysis is needed both at the personal and at the public level of discourse. 

Without a critical analysis at the personal level, the life stories that teachers tell may 

become part of their own mythology, contributing to not only their understandings but 
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also their misunderstandings of teaching. Stories that are repeated gain in importance and 

develop the aura of truth about them. The stoiy telling that is crucial for this study asks 

individuals to both tell their life stories and to reflect on them in light of their current 

practices. The life stories are not left as unexamined truths but are juxtaposed against 

present actions as a means to understand the consistendes, as well as the inconsistencies, 

and to begin to peel back the layers of the stories to examine the understandings, beliefs, 

and assumptions that undergird them. 

A public analysis of life stories is also needed so that these stories do not lead to 

the professional ization or creation of a knowledge base founded on memories or folk 

myths of school (Buchmann, 1987; Buchmann & Schwille, 1983). By placing teachers' 

life stories within the context of the teachers' lived Uves and in the company of other 

teachers' stories, a richer, more complex understanding of each story, as well as of all the 

stories, will develop. This public level of discourse creates a collaborative effort between 

teachers, practitioners, and researchers which uses teachers' stories and understandings of 

school to mediate and enrich the transfer and development of knowledge about teaching 

(Goodman, 1988; Richardson, 1990). Knowledge about teaching is then a joint 

construction. 

Because story focuses on individuals in education, the concern is that school 

becomes so personal that no generalizations can be made that would contribute to an 

understanding of the field (Richardson, 1990). This notion of story as egocentric 

removes story from its context of conrmiunication and conmiunity. When story is told 

without an awareness or concern for audience, it can become an egocentric examination. 
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However, when story remains situated within the context of communication and 

community and is seen as part of the "process wherein human beings produce and 

exchange signs about personally and socially significant knowledge, skills and values" 

(Jacobs, 1993, p. 13), it encourages reflection on action and the development of common, 

shared meanings. 

But since we are above all social beings, bound to society and culture in 

innumerable ways, "real" self-cuhivation involves a concomitant responsibility to 

the world. Such a sense of social responsibility will cure us from all narcissistic 

learning and return our gaze towards finding how, through our self-examination, 

society may be improved. (Graham, 1989, p. 100) 

Our stories connect us to others. The involvement of the storyteller and the audience in 

the construction of meam'ng results in the story being incorporated into the community's 

shared understandings. When a story does not involve the audience, it most likely will 

not be incorporated into the community's collection of stories and will not contribute to 

the shared meanings and knowledge. 

When stories are placed within a larger educational community through 

publication, the stories become more than single, separate stories of individuals; they 

become part of an anthology of stories concerning what we know about teaching and 

school reform. Within the anthology, stories provide an opportunity for a wider audience 

to see what commonalties, as well as what differences, may exist among them. The 

publication of stories invites more participants into the discussion of education. As a 
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result, single stories have less of a chance of becoming overriding narratives silencing 

those who have less power. 

The value of story, as I have tried to argue, is in the diversity and complexity that 

it reveals in education and in the process of reflection and analysis that it encourages. 

Stories can easily become folk myths if they are left unexamined, unexplored, 

unchallenged. I am advocating a use of stoiy that encourages, if not requires, the 

examination, exploration and challenge of each story. 

Belief and Practice 

The literature on teachers' beliefs and practices is vast, for it includes discussions 

of the differences between beliefs and knowledge, definitions of beliefs, the meaning of 

teachers' beliefs and the nature of beliefs as well as studies on the relationship between 

beliefs and practices (Pajares, 1992). For this study, I have specifically focused on the 

relationship between belief and practice (Goodman, 1988; Holt-Reynolds, 1992; 

Richardson, 1990; Richardson, Anders, Tidwell, & Llyod, 1991; Smith & Shepard, 1988; 

Trumbull, 1987). But before beginning to discuss this literature in light of my research 

concerns, I first want to establish my working definition of beliefs. 

Currently, I'm using beliefs to describe the deeply personal thoughts that 

individuals express, their individual statements which, though they could be described as 

reasonable or unreasonable, can not be proven true by facts or validated through group 

consensus (Pajares, 1992; Smith & Shepard, 1988). As Pajares (1992) states, "People 

believe them because, like Mount Everest, they are there" (p. 309). But, like Mount 

Everest, teachers' beliefs have risen from somewhere. 
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The daily exposure to the classroom begins the creation of our beliefs about what 

should take place within the classroom (Knowles & Holt'Reynolds, 1991; Lortie, 1975). 

In fact, the literature suggests that individuals interested in teaching have formed their 

beliefs about teaching prior to entering post-sccondary course work (Buchmann, 1984; 

Buchmann & Schwille, 1983; Lortie, 1975). As I stated in Chapter 1, these beliefs which 

accumulate through personal experiences over time become incorporated into teachers' 

personal histories. This process of iiKorporation—integration, editing, and synthesis of 

the experiences—makes them a powerful and formidable base in teachers' thinking about 

teaching, (Connelly & Clandinin, 1990). Using Pajares' metaphor (1992), teachers' 

beliefs become teachers' own Mount Everests. 

Current research on teachers' beliefs has viewed them less as obstacles and more 

as filters to their understandings of classrooms (Goodman, 1988), as I have discussed 

with life stories earlier. This notion that teachers' beliefs are filters makes them more 

malleable. What is crucial, though, to the literature on teachers' beliefs is the necessity 

for teachers to unearth them and examine them. It is only through bringing these beliefs 

to the surface that teachers can consciously make decisions concerning their value in their 

teaching. Teacher education programs offer a potential place for this examination to take 

place (Feiman-Nemser & Floden, 1986; Holt-Reynolds, 1992). 

Teachers' beliefs not only affect how they process and interpret new information 

about teaching but also affect their behavior (Eisenhart, Cuthbart, Shrum, & Harding, 

1988; Goodman, 1988). Current research indicates that teachers seem to adopt new 

practices when there is a match between their beliefs and the practices (Goodman, 1988; 
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Hollingsworth, 1989; Richardson, 1990). Though Munby (1982) states that a difference 

between beliefs stated and observed practices could be the indication of a stronger, 

unexpressed belief at work, the difference may indicate that a teacher is going through a 

change process (Richardson et al., 1991). So, though some of the relationships between 

belief and practice are not clear, it is evident that an exploration of teacheis' beliefs needs 

to be tied to an examination of teachers' practices. 

Bilingual Education 

In Chapter 1,1 presented three arguments in the literature on bilingual teachers to 

support my investigation of the relationship between bilingual teachers' life stories and 

their teaching practices: 

* bilingual teachers' histories can possibly cormect present practices with those 

of the past and, as a result, better inform those creating bilingual programs so 

that the programs better serve multicultural populations (Austin, 1989; 

Lemberger, 1992; Montero-Sieburth & Perez, 1987); 

* bilingual teachers' stories can aid us in understanding the strength of the 

mandated curriculum on changing teachers' practices, but not their beliefs 

(Aguirre, Jr. & Bixler-Marquez, 1979-1980; Austin, 1989; Lemberger 1992; 

Montero-Sieburth & Perez, 1987); and 

* an understanding of effective bilingual education can add to the discussion of 

the relationship between what a teacher values and what a teacher uses in the 

classroom (Aguirre, Jr. & Bixler-Marquez, 1979-1980; Montero-Sieburth & 

Perez, 1987; Timm, 1985). 
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Before exploring these three arguments, it is important to understand the history of 

bilingual education in the United States as well as the different ways in which bilingual 

education has been defined and implemented within public schools, specifically in 

Arizona. Understanding the history of bilingual education and the ways in which it has 

been defined provides insights into the stories that the participants in my study told about 

their language acquisition as well as their stories of their bilingual classroom practices. 

In the next two sections, I provide a general overview of the history of bilingual 

education in the United States and then specifically discuss the histoiy of bilingual 

education in Arizona. I then discuss the different ways in which bilingual education have 

been defined and examine the connection to language value. The last section examines 

the very small literature base on bilingual teachers' stories. 

Brief History of Bih'nffnal Education in the U.S. 

If bilingual education is defined as instruction in more than one language in the 

classroom, then its histoiy stretches back to the early colonies. English became the 

dominant language of the thirteen colonies through the power or influence of those who 

spoke it. "German, Dutch, Frcnch, Swedish and Polish were frequently heard at the time 

of the American Revolution" (Crawford, 1991, p. 19). As people immigrated to North 

America during the late 1700s, they desired not to replace their cultural heritages but to 

preserve them through both customs and language (Crawford, 1991; Urban & Wagoner, 

Jr., 19%). The preservation of heritage languages was even recognized by the 

Continental Congress, which published the Articles of Confederation in English, German 

and French. 
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What is critical to recognize in this early history of bilingual education in the 

United States is that heritage language use was supported through public practice because 

of the influence or power that those speaking heritage languages had within their 

communities. Bilingual education was supported when those who spoke languages other 

than English had some control over the governance of the areas. For example, the 

Germans in Baltimore, Cincinnati, Cleveland, Indianapolis, Milwaukee, and St Louis 

had bilingual German English public and parochial schools (Crawford, 1991) while 

Native Americans who had little or no power in community governance were instructed 

solely in English (Nabokov, 1991). The development of bilingual schools was, also, a 

way to encourage parental support of public education. As a result, support for bilingual 

education was not focused on the best approaches to learning in terms of language 

acquisition or self-esteem but on the ways to include those with power into the 

development of an American citizenship. Retention of a linguistic heritage was a means 

to an end—to gain the support of immigrants for the new nation prior to the 1900s. 

Events during the 1900s transformed the public's view of immigrants and 

bilingual education. The late 1800s and the 1900s with the Spanish-American War, 

World War I and World War II led to changes in the public conception of an "American." 

Use of a language other than English was aligned with allegiance to other countries. 

There was a pressing need to become a nation separate fhmi other nations. In addition, 

language groups, which previously had held enough power within certain regions found 

themselves becoming the minority. As a result, states which had supported bilingual 



53 

education in the 1800s, such as Wisconsin and Illinois, moved toward public education in 

English only (Crawford, 1991). 

Ehiring the 1900s, schools began ofTering classes for immigrants and in the 1930s 

began using English as a second language (ESL) classes in public schools and aduh 

education programs as a way to not only teach the dominant language but also to 

^^Americanize'' those who did not speak English. While ESL classes addressed the 

students' linguistic needs in the classroom, they did little to help students preserve their 

sense of identity in their heritage culture and language. The materials used in ESL 

classes were written to move children from their heritage culture irrto mainstream 

American classrooms and society. However, the sociocultural, economic, and political 

contexts surrounding education resulted in a sccond place citizenship for most whose 

primary language was not English. 

In was not until 1968, that the federal government recognized the needs of 

language minority students. The Bilingual Educadon Act, signed into law by Lyndon 

Johnson, offered several dilemmas for implementation. The largest dilemma was that 

while named the "Bilingual Education Act" the law did not require the use of languages 

other than English in the classroom (Crawford, 1991). The federal government, also, did 

not fund the law for the first year and then severely underfunded the law in the next 

several years. The 1970s then opened the debate on bilingual education and resulted in 

changes in the ways in which bilingual education was defined and as a result 

implemented and supported. 
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Two critical issues in bilingual education in the 1970s were the involvement of 

the Office of Civil Rights (OCR) in education and the establishment of federal and state 

goals for bilingual education. A critical event during the 1970s was the case of Lau v 

Nichols. This case was a class action suit filed on the behalf of Chinese students in the 

San Francisco public school system. The claim was that Chinese speaking students were 

not being provided an equal education as English speaking students because they did not 

have access to instruction since their English language use was limited. Initially the case 

lost in the lower courts. However, the Supreme Court sided with Lau and agreed that the 

students whose first language was not English were being denied access to the same 

education as English speaking students. This case resulted in the Lau Remedies which 

"toid districts how to identify and evaluate children with limited English skills, what 

instructional treatments would be appropriate, when children were ready for mainstream 

classrooms, and what professional standards teachers should meet" (Crawford, 1991). 

The enforcement of the Lau Remedies brought the OfRce of Civil Rights (OCR) 

into schools. The OCR was to monitor whether discrimination based on language use 

was occurring within schools. The OCR entered schools across the country, including 

those in Arizona, which will be discussed in the next section. The involvement of the 

OCR was seen by some as federal intervention into local governance. Yet, without the 

involvement of the OCR, little was done in school districts where the majority of students 

spoke languages other than English and the majority of school boards members spoke 

primarily English, as in Tucson, Arizona. 



55 

In addition to the involvement of the OCR, the Lau Remedies resulted in the 

defining of bilingual education, a term which was being used to identify a variety of 

diverse programs. The 1978 amendment to the Bilingual Education Act stated that the 

goal was native language use 'to the extent necessary to allow a child to achieve 

competence in the English language." As a result, the federal government linuted its 

support to transitional bilingual education fN-ograms. Federal monies could no longer go 

to programs that supported language maintenance. This defining of bilingual education 

led to larger public battles over language use both in and out of schools. 

The 1980s and 1990s have seen a continued movement away from maintenance 

bilingual education programs to transitional or immersion programs. This stems from 

several conservative movements. During the 1980s, the Reagan administration, under the 

leadership of the Secretary of Education, William Beimett, began to erode the idea that 

the development of a heritage language and culture would support and actually improve 

the acquisition of English. Bennett's beliefs were supported by a growing movement 

within the public against the newest immigrants from Mexico and Central America 

While legislation was being passed to curb the number of immigrants, both legal and 

undocumented, from these countries, measures not only opposing bilingual education but 

also using any language other than English in govenunent offices were being placed on 

the ballots. In addition, as federal monies became more diflHcuh to acquire, the federal 

government began requiring tiiat students move out of bilingual education programs at a 

faster rate. 
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Brief History of BHinpiial FHucation in Arizona 

The history of bilingual education in Arizona is tied to the history of public 

education in the United States. The first public schools in southern Arizona associated 

with the westward expansion of the United States were established in the late 1800s. 

These schools, unlike those established by the Spanish, were free and public. They were 

strongly supported by the wealthy Mexicans who had immigrated to the United States 

because they felt that public education, especially the development of strong English 

language skills, was essential for other Mexican immigrants if they planned to succeed. 

At the same time, these Mexicans lobbied with Anglo state representatives to have court 

cases and laws published in both Spanish and English. So, in the initial years of Arizona, 

Mexicans supported both the preservation of their own language as well as the 

development of English. 

Yet, from the late 1800s until the last fifty years of the 20th century, primarily 

Anglos administered the school systems in southern Arizona even though the majority of 

the student population was Mexican. "Consequently, the official policies of the school 

system were conceived and implemented by individuals who rarely possessed a thorough 

understanding of either Mexican culture or Mexican children" (Sheridan, 1992, p. 217). 

In the 1920s, the state of Arizona passed the following state law, '^All school shall 

be conducted in English" (Sheridan, 1992, p. 223). As a result of this law, school 

districts created a variety of programs often labeled "special programs of bilingual 

instruction" which were little more than classes in elementary English. One such 
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program was Tucson Unified School District IC classes, which taught entering students 

basic English before allowing them to rejoin their age mates in graded classrooms. 

Several diletnmas occurred because of the implementation of IC classes. One 

was that students placed in IC were found to be behind their peers in terms of academic 

content, having missed at least one year of instruction while their language skills were 

being remediated. In addition, bilingual teachers who were hired by the districts were 

often placed in these separate classes on the assumption that they could best meet the 

needs of the students. For example, in the 1931-1932 school year, only 9 of the 328 

employees of the Tucson Unified School district bore Hispam'c names, two of whom 

taught Spanish at the high school and three of whom taught IC (Sheridan, 1992). So, the 

separation of Spanish speakers by their English language abilities was resulting in a 

tracking of both students and teachers. These programs lasted until the mid-1960s in 

Arizona until different methods for bilingual education were supported. 

Speaking Spanish while at school up to and through the I9S0s was often punished 

and discouraged. Consistent with the early development of public schools in Arizona, 

later administrators and educators felt that acquiring English was critical to the success of 

Mexican children. The 'bilingual programs" were primarily a means to "Americanize" 

the Mexican students (Sheridan, 1992, pp. 223-225). 

During the 1960s, schools in southern Arizona were torn between meeting the 

needs of the Spanish speaking students and the desires of the parents of English dominant 

children who saw second language acquisition as an important part of education. The 

argument was that Spanish speaking children needed to speak only English, yet English 
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speaking children needed to speak more than one language. Hiis conflict played out in 

the local paper, the Arizona Daily Star. 

In 1959, parents in Tucson District One began a voluntaiy second language 

program for elementary students during their lunch hour or after school. The program 

was called FLES, Foreign Language in Elementary Schools. These parents produced two 

reports in 1961 as they attempted to persuade the Tucson District One School Board to 

fund FLES instruction. The goals stated in the report were: 

a) to begin conversational Spanish for third grade students in September of 1961, 

b) to continue adding additional grades until all students had had four years of 

Spanish by the sixth grade, 

c) to have FLES teachers be certified to teach in elementary schools, to have 

bilingual fluency, and to be trained in the aural-oral direct method, and 

d) to articulate the langu^e instruction among elementary, junior and senior high 

schools. 

While English-speaking parents were seeking Spanish instruction in order for 

their children to have 'the joy of a new experience," Spanish-speaking parents and 

grandparents were being identified as the source of their children's difficulties in school, 

according to members of the Tucson Unified School Board in 1963 ("Spanish Spoken," 

1963, p. 3). This is an example of articles in the newspaper reporting on views of non-

native speakers of English. During the 1960s, not surprisingly, the terms used to describe 

children whose home language was not English were "disadvantaged children," 

"language handicapped," and "deficient in English;" they were said to have "language 
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problems" ("First Graders,'^ 1965; "Tucson School District," 1965). Few articles 

actually focused on non-native speakers of English, and what was published was often 

contradictory. For example, in the story on the School Board's concern over Spanish 

being spoken in the home to the detriment of the children, one School Board member 

recommended that possibly there needed to be educational programs for the Spanish-

speaking grandparents so that they would use more English at home. Yet, another School 

Board member suggested starting pre-schools that taught Spanish-speaking children 

English. Yet, the same School Board couldn't understand how there were Spanish-

speaking students at the University who were successful university students but had gown 

up in homes where only Spanish was spoke and were fully and fluently bilingual 

("Spanish Spoken," 1963). 

By 1969, the Arizona State Legislator began discussing the Bilingual Instruction 

Bill, which would allocate funds to elementary schools throughout the state to help first 

through third grade students "overcome the language problem"̂  («A Bill to Help," 1969). 

In 1973, four years after the Bilingual Instruction Bill was passed, a year after 

multilingual IQ testing was approved ("Multilingual IQ Testing," 1972), and just as 

school districts began to increase their efforts to meet the department of Health, 

Education and Welfare (HEW) requirements, U.S. District Court Judge, Walter E. Craig, 

ruled that school districts were not required to provide a bilingual-bicultural education to 

 ̂While Spanish speaking students still have a "language problem" in the early 1970s, the FLES 
Program, which had died out briefly because ofa lack offimding. made a come back and was re­
introduced into the District One in twelve elementaiy schools. Yet, only two schools in District 
One were involved in pioneering bilingual education programs. 



60 

minority students and that the '^special programs" may be provided when economically 

feasible ("HEW Report, 1973; "Lack of Funds," 1973). The basis for this decision rested 

on lines in the Arizona Constitution, Article 20, Paragraph 7; 

Provisions shall be made by law for the establishment and maintenance of a 

system of public schools which shall be open to all the children of the state and be 

free from secretarian control, and said schools shall always be conducted in 

English- ("HEW Report," 1973, p. 1) 

These lines almost gave permission for the state and local levels of government to slowly 

cut off funding and other support systems for bilingual education. For those who did not 

want bilingual education, these lines gave them state constitutional support. 

Then in 1974, the landmark case of Lau versus Nichols influenced bilingual 

policy in Arizona. After the Lau versus Nichols' decision was reported, the Arizona 

attorney general's office once again took on the issue of bilingual education and the 

Arizona Constitution. The decision in 1974 was that "the Arizona law requiring classes 

in English does not preclude bilingual education" ("Bilingual Education, 1974, p. 14)) 

because it did not mean that every course had to be taught in English. This ruling stated; 

[The law] requires only that the school shall be organized to allow its students to 

become totally proficient in the English language in order that they participate in 

all facets of our society and English will be perpetuated as the official language of 

the Um'ted States of America... At the end of a bilingual course, students should be 

learning entirely in that language [English]. ("Bilingual Education, 1974, p. 14) 
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Though this certainly stopped the legal opposition to bilingual education, it is 

easy to see the argument beginning to form that would be a major part of the 1980s; 

English as the official language. 

During the 1980s and 1990s, bilingual advocates now not only had to face 

conservatives within the districts but also more conservative forces at the federal level. 

President Reagan's cuts in the budget made funding to bilingual education less available. 

In addition, the Reagan Administration also proposed to remove the provision in the 

Bilingual Education Act that required language minority students to be taught in their 

native language until they learned EnglistL Education Secretary Bennett also thought that 

bilingual education programs needed to be changed because they didn't teach enough 

English and there was too much of a focus on native language and culture. He wanted 

more intensive English programs in their place. 

At the state level, as the 1980s come to a close, Arizona debated Proposition 106, 

Arizona's version of "English as the official state language" ("*Anti-official Group," 1988; 

"Official English," 1988; "Tucson Council," 1988). Though many in education and in 

goverrmient offices, such as the Tucson City Council, Tucson Unified School District, 

and the Board of Regents came out resoundingly against Proposition 106, it passed with 

less than a 1% of the popular vote ("Prop. 106's Victory," 1988). Though a suit was filed 

right after the victory challenging Proposition 106, as 1989 ended the suit still bad not 

been heard. Some felt the proposition was a symbob'c act since little legislation has 

actually changed. Though the symbolism seems to be of how it gave conservatives a 

voice concerning language issues in the sate, the narrow victory speaks of the growing 
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number of people who ask, as one Arizona Daily Star editorial CGoal Is the Same," 

1986, p. 14) asked, *^If two languages are good, can bilingual education be bad?'' 

The climate of the 1960s through 1980s in Arizona reflected that in the country. 

For example, the lack of materials and shortages of bilingual teachers, the conservative 

social agenda of the 1980s, and the view that bilingual education was primarily to 

transition students into monolingual English classes, not to conserve and promote their 

linguistic abilities in two languages, all reflect larger nationwide trends (McGroarty, 

1992). 

Definitions of Bilingual Education 

Behind the question, ''What constitutes bilingiial education?'' is the question, 

"What does it mean to be bilingual?" For this study, it is important to examine this 

question in light of individual bilingualism rather than societal bilingualism. But, even 

when bilingual is referring to an individual, it can refer to a range of definitions (Galindo, 

1993; Garcia, 1990; Hakuta, 1990). Garcia (1990) defined bilingual students in the 

following way~a person: 

(a) who is characterized by substantive participation in a non-English-speaking 

social environment, 

(b) who has acquired the normal conununicative abilities of that social 

environment, and 

(c) who is exposed to a substantive English-speaking environment, more than 

likely for the first time during the formal schooling process, (p. 70) 
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This definition offers a description of the students who participate in most bilingual 

education programs. It also acts as a basis from which to explore how teachers define the 

term bilingual in relation to themselves and their classrooms. With this definition of 

bilingual students, I would now like to discuss definitions of bilingual education 

programs. 

A simplistic defim'tion of bilingual education is the use of two languages during 

instruction. However, this definition is of very little use for it does not clearly answer the 

questions that press on educators as policy is enacted in practice. For example, educators 

are faced with questions concerning how languages are used in the classroom, which 

language is used in instruction, and how much time is spent in each language. The 

simplistic definition would make for ineffective policy. However, the literature on 

bilingual education offers a variety of models for bilingual education that are more 

specific. While this study focuses on bilingual education at the level of individual 

practitioners, their defim'tions of bilingual education, and their current practices, it is 

important to understand current trends in bilingual education. 

While Title VII of the Elementary and Secondary Education Act specifies that 

there is some use of the native language in classrooms affected by this act, it does not 

prescribe classroom practice (Crawford, 1991). In other words. Title VII, in theory, 

provides for the use of languages other than English for students whose native langus^e 

IS not English but does not describe how that will take place. As a result, how Title VII is 

enacted varies widely across the country. Several program models outline the major 

approaches currently being implemented in districts across the country. 
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Transitional bilingual education provides instruction in the students' native 

language along with instruction in English until the students are assessed as capable of 

receiving all instruction in English. The intent is to transition students to instruction only 

in English as quickly as possible, with no support for their native language once they 

begin instruction all in English. ''Societally,... the first language is generally seen as an 

instrument insofar as it is helpful in the acquisition of English proficiency and helps 

students keep pace with the learning of academic content matter while they acquire 

sufficient skills in English" (Hakuta, 1990, p. 2). The transition time, despite research to 

the contrary, is often thought to be two to three years, and in many transitional bilingual 

education programs, English is used 72% to 92% of the time (Crawford, 1991). 

Transitional bilingual programs have been identified as an example of subtractive 

bilingualism or a compensatory model; these terms imply what Ruiz (1984) has described 

as a language as problem orientation to bilingual education. The language as problem 

orientation is based on the notion that these students come to school with a "problem," 

which the curriculum must remedy; it devalues students' home language and encourages 

moving students into English only classrooms as quickly as possible. 

Transitional bilingual education is often the model that is used as the basis of 

policy, for example the 1988 Bilingual Education Act (Hakuta, 1990). The consensus is 

that society prefers the development and establishment of English as students' dominant 

language replacing their primaiy language. The dominance of English supports society's 

need for homogeneity. This is especially evident in the arguments of those in favor of 

official English campaigns (Adams & Brink, 1990). 
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Maintenance or developmental bilingual education programs have a different 

focus than transitional bilingual programs. Maintenance bilingual programs work to 

support and develop the students' proficiency in both their native language and English. 

These programs are based on research that claims that students need to develop a minimal 

level of cognitive-academic language proficiency in their native language before they can 

successfully transfer and develop these skills in the second language. Maintenance 

bilingual programs focus on the continued use of both languages in the classroom; it does 

not assert the primacy of one language over the other nor does it limit students' access to 

their primary language in instruction as tfiey become more fluent in their second 

langiiage. In contrast to transitional bilingual programs, maintenance bilingual inrograms 

value the students' use of both languages; in Ruiz's words, language is viewed as a 

resource. Because of the value placed on the students' native languages, maintenance 

bilingual programs are examples of an enrichment model or additive bilingualism. Many 

of those who support the maintenance bilingual education models also are in favor of 

second language acquisition for all students (Hakuta, 1990). 

A third program model is a two-way bilingual education. This model is based on 

the notion that all students benefit from knowing more than one language. So, students 

who are dominant in a language other than English are placed in classrooms with students 

who are dominant in English. The goal is for all students to become fluent in both 

languages. Instruction is then in both languages. Like maintenance bilingual programs, 

two-way bilingual programs view language as a resource and strengthen this claim by 

supporting second language acquisition for all children. 
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As I have tried to point out in this section, each of the program models places a 

different value on the languages used by students. Students who primarily speak 

languages other than English when they enter school may be seen as having a problem or 

as being a resource. What is clear in the literature on bilingual education is that the value 

placed on language is crucial in determining what models of bilingual education people 

prefer. 

Language Value 

This question of language preference is extremely complex because of the many 

differing points of view: those held by policy makers, the dominant culture, communities 

that speak languages other than English, and bilingual educators. I will briefly touch on 

these different points of view to lay the groundwork for a discussion of the complex 

tensions that bilingual teachers must face in their daily practice. Title VII is evidence of 

the legislative approval of bilingual education, yet this approval, as I explained earlier, in 

no way prescribes practice, leaving language planners suggesting and supporting 

different program models. Support for bilingual education then opens a Pandora's box as 

policy is interpreted into practice. 

As I mentioned earlier in the discussion of program models, the general public 

views transitional bilingual education as the preferred method of instruction because it 

values the acquisition of English over other languages, which is considered critical to the 

success of the United States as a world power (Adams & Brink, 1990). Within 

communities where languages other than English are spoken, tfiere is not a consensus on 

bilingual education (Aguine, Jr. & Bixler-Marquez, 1979-1980). Instead the issue 
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becomes even more complex as people's opinions on biUngual education in these 

communities grow from a myriad of personal and social concerns, for language use is 

associated with issues of personal and public identity. Their own histories of second 

language acquisition, the experiences they have had as a result of their language use, and 

the goals that they hold for themselves and their children influence their understandings 

of bilingual education (Aguirre, Jr. & Bixler-Marquez, 1979-1980; Montero-Sieburth & 

Perez, 1987; Lemberger, 1992). 

For example, the research of Aguirre and Bixler-Marquez (1979-1980) points to a 

language shift from Spanish to English in a bilingual community in north-central 

Colorado. Parents and teachers within this community differed according to the bilingual 

model that they preferred; parents stated a preference for the maintenance model while 

teachers preferred the transition model. Aguirre and Bixler (1979-1980) noted that each 

individual's identification with the community and then with society, their education, and 

their own language use played a role in determining which bilingual program they 

preferred. Casanova and Budd's oral histories of Latino Academics (1989) documents 

the different approaches bilingual parents took in pursuing their children's language 

acquisition, some giving way to the educational and societal demands that their children 

become primarily English speakers with others fighting to maintain their children's use of 

two languages. What both studies point out is that there is not a homogeneous response 

to bilingual education among those bilingual parents, educators and policy makers and 

that language use is tied to a set of personal assumptions and beliefs. 
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Bilingual teachers then play out this individual preference for language use in the 

enactment of the curriculum. So, while there may be federal, state, and district policies 

concerning bilingual education, a teacher's personal values and understandings of 

bilingual education will interact with them and influence their practice in the classrooms 

(Aguirre, Jr. & Bixler-Marquez, 1979-1980; Montero-Sieburth & Perez, 1987; Timm, 

1985). The study I mentioned earlier concerning teachers and parents in Colorado 

(Aguirre and Bixler-Marquez, 1979-1980) also discovered that while the bilingual 

teachers supported bilingual education, their preference for transitional bilingual 

education stemmed more from their concern for their students in meeting district 

requirements in terms of academics than from their belief in maintaining the students' use 

of both languages. Montero-Sieburth and Perez (1987) also found in their case study of a 

bihngual high school teacher that the limited support she received in terms of resources, 

such as textbooks, had a great influence in her choosing a transitional bilingual approach 

over a maintenance approach. As I stated in my first clu^iter, bilingual teachers' 

practices are places where the negotiation among their life histories, their educational 

histories, and their theoretical and practical understanding of school, teaching, learning 

and bilingual education take place. 

Bilingual Teachers' Stories 

Little has been written about bilingual teachers. The case study of a bilingual 

secondary teacher by Montero-Sieburth and Perez (1987) and Lemberger's study of four 

bihngual elementary school teachers (1992) come closest to this study. Both studies 

commented on the negotiation among all the factors I have discussed that takes place 
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within a bilingual educator as she teaches. The teachers saw themselves in multiple roles 

with their students, 'teacher, friend, mother, social worker, translator, counselor, 

advocate, prosecutor, group therapist, hygiem'st, and monitor" (Montero-Sieburth and 

Perez, 1987). While most of these roles are not uncommon for all teachers, perhaps the 

most crucial role that was not explicitly developed in either of the studies is the role of 

"translator." Teachers in these studies expressed their desire to develop the students' self 

worth in the context of their own culture and the school culture—a complex and 

demanding task since the students' culture and the school culture are for the most are 

radically different Yet, bilingual teachers represent through their teaching how they 

have negotiated between them. Both studies recommend continued research with 

bilingual teachers. 
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CHAPTER 3: NARRATIVE RESEARCH 

Introduction 

Story pl^s an important role in educational research because through story both 

individuals and communities construct knowledge (Belenky, Clinchy, Goldberger & 

Tarule, 1986; Carter, 1993; Carter & Doyle, 1996; Clandinin & Connelly, 1994; 

Clandinin, 1993; Clandinin, Davies, Hogan, Kennard, 1993; Connelly & Clandinin, 1990; 

Elbaz, 1991; Gomez and Tabachnick, 1992; Pagano, 1991; Schacter, 1996; Tappan and 

Brown, 1991; Witherell & Noddings, 1991). By telling stories of their classroom 

experiences, teachers often are able to express their knowledge of teaching and learning, 

knowledge which is often held tacitly (Clandinin & Connelly, 1994; Clandinin, 1993; 

Clandinin, Davies, Hogan, Kennard, 1993; Connelly & Clandinin, 1990; Richardson, 

Anders, Tidwell, & Lloyd, 1991). Through the collection and analysis of teachers' 

stories, researchers provide the educational community with discussions of issues central 

to teaching, enriched by the multiple voices of practitioners and theorists (Carter, 1993; 

Carter & Doyle, 1996; Cochran-Smith & Lytle, 1990; Erickson, 1986; Gitlin, 1990; Ruiz, 

1991). Yet, the use of narrative in educational research raises several critical questions. 

For example, do the stories have single authors or are they jointly constructed? Once 

told, to whom do the stories belong? The answers to these questions play a critical role in 

the collection and analysis of narratives. 

As a result, in order to provide a better understanding of my methodology, I 

briefly address in the first section of this chapter three issues concerning the use of story 

in educational research: the relationship between narrative research and teaching; the 
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roles and relationships of researchers and participants in narrative research; and the 

ownership and representation of stories in research. Then, in the second section of this 

chapter. Methodology, I explain the nature of and the rationale for in-depth, 

phenomenological interviewing, the selection of participants, and my interview process. 

In the final section of this chapter. Analysis, I describe the ways in which I analyzed the 

interviews with bilingual teachers, including the transformation from oral to written text, 

identification of narrative elements, and the determination of meaning. 

Issues in Narrative Research 

In Chapter 1,1 defined story as a means for conveying information and of making 

meaning; 

Psychologists have come to recognize that the complex mixtures of personal 

knowledge that we retain about the past are woven together to form life stories 

and personal myths. These are the biographies of self that provide narrative 

continuity between past and future—a set of memories that form the core of 

personal identify. (Schacter, 1996, p. 93) 

In addition, I presented three assumptions underlying my use of story in educational 

research. First, story is a form of communication, and as a result, places the storyteller 

and audience in the roles of jointly constructing meaning (Cooper, 1991; Krall, 1988; 

Lytle & Cochran-Smith, 1992; Miller, Potts, Fung, Hoogstra, & Mintz, 1990; Witherell, 

1991). Second, through story, the individual storyteller constructs meaning from 

experience and then, through story telling, the storyteller contributes to our shared 

understandings; in other words, story telling creates meaning at the level of individual 
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and community (Belenky, Clinchy, Goldberger &. Tarule, 1986; Elbaz, 1991; Tappan & 

Brown, 1991; Witherell & Noddings, 1991). Third, when stories become public, they act 

as avenues for sharing and creating knowledge about teaching (Carter, 1993; Gomez & 

Tabachnick, 1992). These assumptions about story in educational research influenced the 

ways in which I completed my research. However, these assumptions raised several 

issues in the use of narrative in educational research. In this section, I address the 

following; 

* the relationship between narrative research and teaching, 

* the roles of and the relationships between researchers and participants in 

narrative research, 

* the ownership and representation of narratives. 

My responses to these issues served as the foundation on which I built my methodology 

and reveal the ways in which I grapple with the centrality of power, voice, authority, and 

equity in narrative research. 

Relationship Between Narrative Research and Teaching 

Teaching is a complex act that defies simple explanation (Carter, 1993; Clark & 

Peterson, 1986; Doyle, 1983; Richardson-Koehler, 1987). To capture all that takes place 

within classrooms requires a method that does not isolate single acts or occurrences but 

addresses teaching as a multifaceted experience that takes place within diverse contexts 

(Carter, 1990, 1993; Doyle, 1986, 1990; Murray, 1996; Richardson-Koehler, 1987). 

Narrative research accommodates this complexity because it "captures in a special 

fashion the richness and nuances of meaning in human affairs" (Caiter, 1993, p. 6). 
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Stories are not simply unexamined descriptions of experiences removed from the people 

and the contexts that created them. In educational research, 

[SJtories became a way, in other words, of capturing the complexity, specificity, 

and interconnectedness of the phenomenon with which we deal, and thus 

redressed the deficiencies of the traditional atomistic and positivistic approaches 

in which teaching was decomposed into discrete variables and indicators of 

effectiveness. (Carter, 1993, p. 6) 

The contextualization of stories and the collaborative, interactive relationship between 

storyteller and researcher make story an appropriate way of capturing the complexity of 

teachers' experiences. 

Roles of and Relationship Between Researcher and Storv Teller 

With the use of story in educational research, researchers are ̂ 'actively involved in 

textual and contextual construction"' (Goodson, 1992b). Yet, how can researchers be 

actively involved in the construction of educational stories and not silence teachers or 

press interpretations and agendas on teachers' stories? One answer is that researchers 

must remain vigilant and monitor their involvement so that the voices of the storytellers 

remain present and the relationships remain collaborative (Kohler Riessman, 1993). 

As a result, researchers must create ways in which they are both learning from the 

storytellers and contributing to the storytellers' lives as the storytellers are contributing to 

the research. By bringing the stories back to the storytellers for verification and 

examination, researchers may develop reciprocal relationships with the storytellers, 

promoting new understandings. In addition, if researchers are collecting stories from a 
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number of stoiytellers, the researchers are in a position to look for patterns within and 

among the life histories (Casey, 1992). The researchers then can use the patterns to help 

individual teachers examine their own stories in relationship to others'. The use of story 

in educational research reframes the researcher's role, changing it from omniscient author 

and gate keeper to mid-wife-not the originator of the new lives, the stories, but critical to 

the delivery process. 

In narrative research, the storytellers have a role equally active and powerful role 

as that of the researchers in story research. The story teller can be seen as an 

"investigator," a "theorizer," and the ''ultimate owner and arbitrator" in the creation of a 

life history (Goodson, 1992b) rather than simply identified as the messenger or bearer of 

the story, the ''data source." The storyteller's role is crucial in the construction, the 

deconstruction and reconstruction of the stories told. 

If the storytellers and researchers are actively involved in the creation and 

interpretation of the stories, then the collection of teachers' stories is a social process 

(Florio-Ruane, 1991) with two authors, storyteller and researcher (Bertaux, 1981; Florio-

Ruane, 1991; Goodson, 1992a, 1992b; Tappan & Brown, 1991). As a result, research 

using life stories is intimately and inescapably relational and part of the construction of 

selves—the storyteller and the interviewer's. Through story telling, we construct our 

selves (Mishler, 1986; Witherell & Noddings, 1991). Listening and responding to the 

stories heard, the researcher not only participates and becomes an agent in the 

storyteller's construction of self but also in her own construction of self. As Rountree 
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notes, 'Their collective stories are colorful mosaics and through piecing them together I 

have been able to form a more accurate understanding of my own life" (1991, p. iii). 

Ownership and Representation of Narrative 

As I addressed the issues concerning the rationale for stoiy in research, the roles 

and relationships of researcher and story teller, I developed the interview and analysis 

methods described in the upcoming sections of this chapter. However, these issues raised 

the pressing questions of power, authority, voice and equity in writing story-based 

research. Ethnographers have been struggling with these questions of power, authority 

and voice in the published text (Brodkey, 1987; Cazden, 1983; Kleinfield, 1983; Marcus 

& Fisher, 1986) for a number of years (Marcus & Fisher, 1986). What is evident is that 

there are no easy answers. 

However, these issues are of special concern for dissertation writers, like myself, 

who must weigh the issues of power, authority, voice, and equity in the research process 

as well as meet dissertation requirements. As a result, I will briefly address two of the 

questions concerning ownership and interpretation that i think are most pressing for this 

study to clarify my own thinking and to continue to reveal the underlying assumptions 

and theories which guided my work. 

Ownership 

Using life stories within research poses many questions. For example, once a 

story is told, whose stoiy is it? Even if we consider the stoiy jointly constructed 

(Bertaux, 1981; Florio-Ruane, 1991; Goodson, 1992a, 1992b; Tappan &, Brown, 1991), 

the question of ownership still remains. Kohler Riessman (1993) states, "In the final 
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analysis, the work is ours [the researchers]. We have to take responsibih'ty for its truths'' 

(p. 67). That was my bottom line in this study. As much as I would have h'ked to have 

shared aspects of this study witii the other participants, the veiy purpose of this study, the 

completion of requirements so that I alone receive a doctorate, placed the responsibility 

for the final work and "its truths," on me. 

As I said earlier in this chapter, a researcher relying on life stories is in some ways 

a '^mid-wife," crucial to the delivery of the story but not to its creation. I saw my role in 

this dissertation much in this way. It was through my effort and support that these stories 

were collected and made public. While each story remains uniquely the storyteller's, the 

stories, as presented here, reflect the ways in which I brought them together with each 

other and with the literature. In other words, the stories in this study belong to the 

teachers, and the story of their stories, the dissertation, belongs to me. 

Representation 

In writing this study, I have tried to represent the stories in ways which minimize 

the imbalance of power, authority, voice and equity; which help the research community 

think through the issue of representation, especially in research using life stories; and 

which complete the requirements for my dissertation. One challenge I faced was the 

inclusion of multiple voices within the text in a way that did not objectify or disempower 

them (Geertz, 1988; Marcus & Fischer, 1986; Mascia-Lees, Sharpe, & Cohen, 1989). In 

order to accomplish this, I used methods that preserved the texts of the storytellers while 

maintaining my role as researcher. For example, I used the teachers' own words instead 

of completely rewriting their stories into my language, which would have valued my 
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language over theirs. In addition, I used Agar and Hobb's notion of themal coherence 

(1982, 1985) so that my interpretations were grounded in their texts rather than selecting 

fragments of the teachers' stories to support my claims (Kohler Riessman, 1993; Marcus 

& Fischer, 1986; Mascia-Lees, Sharpe, & Cohen, 1989). 

Furthermore, I located myself within the text and more importantly within the 

interactions with the storytellers, so that readers could gain a sense of a balance of power 

and authority. By including my own voice as I have done, by explaining my stance and 

my interactions with the story tellers, and by sharing the written text with the story tellers 

with whom I collaborated, I used methods that are no less problematic than those used in 

the past, but hopefully my exploration of them can help us shape future research using 

life stories. The question of multiple voice does not have one, easy answer as the last two 

paragraphs may imply, and I have attempted to maintain a watchful eye on the issues of 

power, authority, voice and equity in representation. 

These questions of roles, ownership, and interpretation formed the foundation of 

my methodology. They were questions that begged to be addressed not only as I decided 

on my methodology but also as I collected and analyzed the stories. The answers to these 

questions provided the framework for the development and implementation of the study. 

In the next two sections, 1 describe the specific methodology that I employed to collect 

the stories and the ways in which I analyzed them. 

Methodology 

This section describes in-depth, phenomenological interviews and the rationale 

for using them, the selection of participants, and the interview process. 
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In-Depth. Phenomenological Interviews 

The rationale for using in-depth, phenomenological interviews (Seidman, 1991) 

seems apparent when the topic of this study is considered. What better way to collect 

bilingual teachers' stories of their educational experiences than to ask for them in 

interviews? Yet, using interviews to collect stories is thought to be an inappropriate 

method by some, for interviews create artificial settings. In natural settings, the 

storyteller exhibits more autonon^ by choosing when, where, how and why to tell a 

story. While the story teller is still influenced by the purpose, audience and context of the 

performance in a natural context, the story teller has control greater than, if not at least 

equal to, that of the audience in the creation of the story (Agar & Hobbs, 1982; Cortazzi, 

1993). 

In addition, rather than being spontaneous contributions as they are in normal 

conversations, stories told in interviews are responses to specific prompts of the 

researcher. The choice to tell the story is detemiined more by the audience, the 

interviewer, than by the storyteller. Though some may view the interviewer as having 

more power in the construction of the story because the interviewers asks the questions, 

in actuality the story is more of a joint construction between interviewer and story teller 

since the story teller has many options in responding to an interviewer's question 

(Cortazzi, 1993). This view of life stories as joint constructions supports the idea that the 

relationship between researcher and story teller needs to be collaborative and that the 

telling of life stories is a social process with two authors, researcher and story teller 

(Bertaux, 1981; Florio-Ruane, 1991; Goodson, 1992a, 1992b; Tappan & Brown, 1991). 
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1 chose in-depth, phenomenological interviews (Seidman, 1991) for several 

reasons. First, they were an expedient way of collecting stories. I did not have to wait 

for stories to appear in natural conversations. Second, the interview structure helped 

overcome the constraints of the artificial context of interviewing in a number of ways. 

In-depth, phenomenological interviewing allowed for the creation of a context for the 

stories told, for "without context there is little possibility of exploring the meaning of an 

experience" (Seidman, 1991, p. 10, referencing Patton, 1989). The teachers' discussion 

of the sense of their work grew from their life stories evoked in the first interview and 

their descriptions of their work drawn out in the second interview. Third, the three-

interview process provided time for a relationship to build between the teachers and me. 

In-depth, phenomenological interviewing, also, provided the teachers greater opportunity 

to have autonomy over the stories told by responding to questions that were more open 

ended. That allowed them control in deciding what stories to tell and how to arrange 

them during the interviews (Agar & Hobbs, 1982; Fontana & Frey, 1994; Mishler, 1986; 

Seidman, 1991). 

Through the use of open ended questions and my own manner, I developed a 

more conversational style, which allowed most of the teachers to explore topics and 

issues that they thought were important to their work as well as those which were 

important to my notion of the topic and issues (Connelly & Clandinin, 1994). In the next 

section, I explain how I selected participants and completed each of the three in-depth 

phenomenological interviews. 
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Participants 

Because of my involvement in a research project on school change, I was able to work at 

a bilingual elementary school, developing a number of relationships with teachers. I 

knew some of the teachers through our mutual involvement in weekly dialogue groups, 

some through working in their classrooms as an aide and participant observer, and some 

through informal conversations I had with them while I was at the school. The teachers 

at the school had a wide range of teaching experiences: some were in their first years of 

teaching and some had over ten years; a number were Spanish dominant and a few were 

English dominant;^ and some taught in multi-age classrooms which were project based 

while others taught in more traditional, single graded classrooms. I decided to choose 

teachers from this school for the study because of the relationships that had already 

started to develop, the wide variety of teachers, and the school commitment to bilingual 

education. 

I completed the three in-depth, phenomenological interviews with ten teachers at 

the school site so that I could then select two for a close analysis of their interviews. 

Interviewing ten teachers provided a range of participants in terms of their teaching 

experiences and their story telling abilities. I was concerned that if I initially only chose 

two or three teachers I would limit myself to teachers whom I knew and who might not 

represent the range of teaching experiences and story telling abilities. This proved true 

1 By Spanish dominant and English dominant, I am designating whether Spanish or English was 
the first language learaed. 
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since the two teachers chosen for close analysis were teachers in whose classrooms I had 

not worked and with whom I had not been in the weekly dialogue groups. 

I approached twelve teachers at the bilingual elementaiy school with whom I had 

developed congenial, and at times collegial, relationships. I was able to complete the first 

of three interviews widi nine of the twelve teachers whom I asked to participate. Of the 

three I didn't meet, two were unavailable because of their summer schedules and with 

one I failed to arrange an initial interview because of difficulties at the school site. The 

nine teachers who completed the first interview included two men and seven women. 

Two of the nine were first year teachers and at least four had been teaching more than 

five years. Except for two of the teachers, one of whom had been bom in New York and 

the other who had been bom in Puerto Rico, the teachers had been bom and raised in the 

southwest. 

While Seidman (1991) recommends that the three in-depth, phenomenological 

interviews take place over a three-week period, I had approximately a year pass before I 

completed the second and third interviews. To compensate for a break of almost a year 

between the first two interviews, I provided each of the nine teachers with a packet 

containing an explanation of the delay in my work with them, a copy of her/his first taped 

interview, a transcript of the tape, and a copy of my dissertation proposal. Eight of the 

teachers who completed the first of the three in-depth, phenomenological interviews were 

offered the opportunity to complete the second and third interviews. I decided not to 

continue with one teacher because of her brief answers during the first interview. I, then. 
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waited for two weeks to pass and contacted each of the teachers to see if they wished to 

continue with the next two interviews 

Of the original nine teachers, only five decided to complete the second and third 

interviews. Of the four teachers who did not continue, two had moved out of the area, 

one because of marriage and one to enter law school, and two withdrew because of 

increased demands in their personal and professional lives. 

At this point, I decided to add five more teachers from the same school to the 

study in order to continue to have a large and varied group of teachers from which to 

choose the two for close analysis. All five teachers that were added were female. One 

had been teaching for less than three years, and all the others had been teaching more 

than three. One of the new participants was a native speaker of English, who had learned 

Spanish as an adult to teach in a bilingual school. 

Of the ten teachers who completed the initial interview, nine completed all three 

interviews. One teacher, in whose classroom I had been an active participant, struggled 

through the first two interviews and then asked not to complete the third interview. 

Interview Protocol 

Each of the three interviews had a specific purpose. As a result, each interview 

had a different focus question and prompts. The purpose of the first interview established 

a context for the participants' experiences as bilingual teachers (Seidman, 1991). This 

interview focused on "how" rather than "why" they became bilingual teachers. 
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First Interview 

My primary question for the first interview was; How did you become a bilingual 

teacher? After reviewing my notes from a similar research project I had completed, I 

developed a list of key phrases, which I thought would appear in these interviews. These 

key phrases acted as prompts during the first interview in cases in which the teachers had 

difficulty responding to the primary question or if I felt their responses needed to be 

extended. In addition, these phrases served as reminders to me of issues that I thought 

would be important to have the teachers explore. These phrases were; 

First language; initial exposure to second language; kind of exposure to second 

language; kinds of language learning experiences in and outside of school; 

primary language instruction in school; second language instruction in school; 

home language use as a child—who spoke what when where; current home 

language use—who speaks what when where; value of learning a second language; 

value placed on own language use in first and second language. 

In addition, I asked the teachers about their initial recollections of their first days 

in school if they did not discuss them in response to the primary question of how they 

became bilingual teachers. I decided to ask specifically about die first days of school for 

several reasons. First, the first day of school is an emotional event for most children 

because it involves not only a change in their lives as they know them but also separation 

from their community at that time, mothers, siblings, other adults, and neighborhood 

children. I thought that memories about the first day of school might be emotionally 

charged enough so that the participants would become involved in telling the story. 
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Labov (1964, p. 168) says of such emotion charged stories that "There is a psychological 

pressure to prove that this was a real, not an imagined danger, and the speaker often 

becomes involved in his narrative to the extent that his attention is entirely focused on 

this re-enactment of the past" 

Second, I wondered if the first ds  ̂of school would be even more memorable for 

children who were not fluent in English because they entered a different cultural 

environment, school, with a different linguistic code or a code with which they were only 

slightly familiar. Students who are not fluent in English face the challenges of learning 

about the culture and its nomis while learning the language. Many bilingual teachers to 

whom I've talked have vivid memories of language issues in school. When they told 

their stories, I heard many emotions; anger and disbelief at seeing a child paddled for 

speaking Spam'sh in the classroom; humiliation at being sent to the comer with a dunce 

cap for speaking Spanish; and shame because of a parent speaking Spanish in front of the 

class. So, I wondered if entering school, because it represented more than just entering a 

different environment from the home but entering a different cultural environment, would 

be even more memorable for people whose first language was not English. 

Finally, I was interested in the nature of their memories. During a preliminary 

study, I became interested a teacher's narrative when she reported that she had no 

memory of the first three years of school. During our discussion about the "missing" 

three years, we both questioned whether she had no memories because for the first three 

years of school she was in an English environment that she couldn't access because she 

did not know the language. Though she has other memories of those years, they are from 
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her home life, in which she had access to the language, Spanish. So, I wondered if I 

would find additional examples of the absence of memories concerning the first 

experiences in school. 

I used the following questions to prompt the teachers' stories of the first days of 

school if they did not talk of these days in response to how did they become bilingual 

teachers: 

Could you tell me about your first day(s) in elementary school? 

Could you describe the experience of the first day of school? 

What do you remember? 

What do you remember of your first years in school? 

What were your experiences learning English? 

Second Interview 

The purpose of the second interview was to give the teachers an opportunity to 

describe their present experiences as bilingual teachers. The intent of the question was to 

elicit concrete, detailed descriptions of their work. The focus question for this interview 

was; How would you describe what it is like to be bilingual teacher? Again, the question 

was written as an open-ended question allowing the teachers to decide where they would 

begin their narrative. 

The key phrases that I used as prompts for myself during this interview were; 

definition of bilingual education; number of years teaching; location of school(s); 

grade levels taught; bilingual classes taught; location of preservice education; 
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kinds of classes on bilingual education; inservices on bilingual education; reasons 

for choosing bilingual education. 

In addition, I wrote a series of additional questions for prompts if the first 

question failed to create a response: 

When people ask you what you do, how do you explain bilingual teaching? 

How would you define bilingual education? 

What are the goals of bilingual education? 

What are your goals as a bilingual educator? 

What are your daily experiences like? 

Can you describe a typical day? 

How or where did you learn to teach that way? 

What techniques do you use? 

Third Interview 

The last interview asked the teachers to reflect on the stories they had told in the 

first two interviews and to explain how they understood their past and present 

experiences in light of each other The focus of this interview was for the teachers to 

create meaning of their experiences. This is not to say that they had not been making 

meaning throughout the interview process—that would contradict how I defined story; 

however, the purpose of this interview was for them to explicitly state the meaning that 

they were creating. The primary question for this interview was; Given what you have 

said about your life before you became a bilingual teacher and given what you have said 

about your work now, how do you understand bilingual education in your life? What 



87 

sense does it make to you? This large question was quite open for interpretation. 

Seidman suggested using the following question to help the participant who had 

difficulties answering the first question: '^Given what you have reconstructed in these 

interviews, where do you see yourself going in the future?" (Seidman, 1991, p. 12) 

In order to develop key phrases for this interview, I reviewed the tapes and/or 

transchpts of the first two interviews looking for what I thought were critical events or 

descriptions for each teacher. I then used these stories as a basis for my development of 

key phrases and additional supporting questions; each teacher had a different set of key 

phrases and prompt questions. 

Again, during the interview, I tried to continue a conversational tone. My concern 

during this interview was to pay close anention to the teachers' responses and to make 

sure that I encouraged them to explore their answers completely. However, I tried to 

refrain from overtly shaping of their response. Though, as I said earlier, interviews and 

the stories told within interviews are socially constructed, I hoped to create the 

opportunity for the teachers to develop and share their own understandings. This final 

interview was important for it explicitly asked both the participants and myself to reflect 

on the stories they had told. 

Interview Format 

The interviews all followed the same general process. After one or two phone calls, we 

established a time and location for the individual interviews. During the initial phone 

calls, I reviewed my dissertation interests and the need to tape record the interviews and 

answered any questions that they may have had. I then informed them that each 
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interview would take approximately 30 to 45 minutes but would be no longer than an 

hour. 

On the days of the interviews, we met at my home, the teachers' homes, or the 

elementary school. We usually met in places where there would not be a lot of 

extraneous noise. We spent some initial time after arriving getting settled. As I set up 

my tape recording equipment and ran an initial test, I discussed with the teachers their 

questions concerning my work. At the first interview once the equipment was in place, I 

had them read over a release form. None of the teachers had questions concerning the 

release form, so after I briefly reviewed the main points of the form with them orally, 

they all signed the forms. 

I began each of the interviews with my primary question. Then, each of the 

interviews developed according to the teachers' responses. Some of the teachers needed 

additional prompts. I generally tried to listen to the teachers' narratives, only interrupting 

to ask for clarification. If the teachers did not address issues I thought were crucial, I 

waited until the end of their interviews to raise them. As a result, the transcripts 

generally begin with the issues the teachers raised followed by the issues I thought 

important In a few of the interviews, both the initial question and the prompts failed to 

engage the teachers in extended narratives. Using my criteria of willingness to share 

stories and ability to discuss their lives and work, I decided not to use these interviews for 

analysis. After completing the interviews and reviewing the transcripts, I decided on the 

two teachers for close analysis. 
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Selection of Two Participants 

From the group of nine teachers who completed the three in-depth, 

phenomenological interviews, I chose two teachers for the analysis of their interviews. 

Because the nature of life stoiy research is to look carefully and thoughtfully into the 

narratives of people^s experience, a large number of participants was not needed for the 

close analysis. The purpose of the analysis was to examine how individuals created 

meaning rather than to generalize across a group or groups. Through the reporting of the 

construction of meaning by individuals, we learn something about that process for 

ourselves and for others. The study of two teachers reveals the diversity that exists and 

helps clarify directions which further research can take in this area. 

To select the two teachers, I used several criteria. The two most important criteria 

were the willingness of the teachers to share their life and classroom stories with me and 

their ability to discuss their lives and work. These were fairly subjective criteria 

However, the nature of research using life story is inherently relational (Clandiiun & 

Connelly, 1994), so I needed to work with teachers with whom I had a relationship that 

would permit us to take risks, challenge each other, and possibly become vulnerable in 

the process. The third criteria for choosing teachers was to look for narratives that would 

complement each other. By ''complement each other," I mean that the narratives would 

enhance our understandings of bilingual teachers' life stories and their interaction with 

classroom practice (Kohler Riessman, 1993). This could have meant choosing two 

teachers who had similar stories and practices as a way to develop a rich description 
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through similarity. I chose two teachers who have somewhat difTerent narratives and/or 

practices to leam more through the contrast 

After reviewing all the interviews, I decided to analyze those of a male, fifth 

grade teacher, Jaime, and a female, kindergarten teacher, Manuela. Jaime has taught for 

over fifteen years in two schools, both of which served large bilingual populations. 

Manuela has taught for less than ten years. Both grew up in primarily Spanish speaking 

families in southwest Arizona. Both Manuela and Jaime met the criteria. They were 

willing to share their life and classrooms stories and completed the interviews easily. 

They needed little prompting to answer questions and provided a good deal of detail. 

They were comfortable with the interview process and used it to reflect on their 

experiences. In addition, they complemented each other in terms of offering stories from 

two different points along the teaching continuum, Jaime having more years of teaching 

experience than Manuela. 

Analysis 

The purpose in analyzing the information collected during the study was not to 

impose meaning on the teachers' stories but rather to suggest multiple interpretations of 

the stories, seeking the best understanding of them in relation to what the teachers know, 

what I know, and what others who have done similar work know. It is through analysis 

that our voices, the teachers' and my own, are brought into the larger "conversation" with 

other researchers, scholars and teachers on life stories, bilingual teaching, and the use of 

story in research. 



91 

Kohler Riessman (1993) suggests three sets of questions to evaluate narrative 

analyses; 

1) How is the narrative transformed into written text? 

2) What aspects of the narrative constitute the basis for interpretation? 

3) Who determines what the narrative means? 

I used these questions to guide my analysis of the interviews because they not only 

helped me identify the specific method I would use for this part of the study but also 

helped me think through whether my specific approach to the analysis of the stones was 

consistent with my assumptions and beliefs about the use of story in educational research. 

Transformation of Oral Text to Written Text 

The initial transcriptions of the interview tapes were to capture as many of the 

aspects of the teachers' speech patterns as possible, using both the words used by the 

teachers and other conversation features that may have occurred during the interviews, 

such as pauses, false starts, hesitations, repetitions, laughter, and checks for audience 

understanding (Kohler Riessman, 1993; Seidman, 1991). These features of conversation 

usually do not interrupt the oral telling of a story. In fact, because of a speaker's 

intonation patterns, these conversation features may not be noticed by the audience or 

may help the audience understand the story. However, when pauses, false starts, 

hesitations, repetitions, laughter, and checks for audience understanding are reproduced 

in written text, they can become distractions and create the impression that the speaker is 

a less adept story teller than s/he is (Seidman, 1991). 



92 

Because my analysis is not a discourse analysis, I have edited the interview texts, 

removing the conversation features that imerrupt the reading of the text. I have included 

below two version of an excerpt from the first interview with Jaime. The first version is 

the '"unedited" tape transcript, containing all the conversation features audible on the 

tape. The second version is the edited transcript 

Unedited Transcription 

It wasn't by choice, at least not early in my, in my career. Uh, I can't say 
that I, when I was a young kid that 1 thought about being a teacher. As a matter of 
fact 1 thought about being other things. Uh as far as I can recall, you know, I 
think, just like most kids you know when you play ball and I played a lot of 
sports, you'll sort of fantasize about being a sports hero but that was, you know, 
under 15 years old. 

My, my first uh attempt at college was uh, I wanted to be a forester. 1 
wanted to work for with the Forestry Service and I, and I started uh school at 
Arizona State University. That was about 1968,1 believe and I was not prepared 
for school, for college. I, I entered classes that were, uh, more difficult than I, 
than I was prepared for. I remember having uh, getting into chemistry, algebra, 
botany, and I immediately realized that I just, it was too much for me so instead of 
changing uh uh, what do you call it? Your (DJ: majors) your majors 1 quit, 1 quit 
school and 1 only lasted about a month. 

So 1, uh, I uh I went and I worked in Nogales in the produce business. 
That's where 1,1 uh grew up and in the interim some things happened that sort of 
changed my life. One of them was I thought, "Well what, what am I going to 
do?" So you know I said, "I, I'll go in the service," good idea. For some reason I 
wasn't in tune with the Vietnam War was going on at that time, okay. (DJ; Oh 
right) Okay. But like I said 1 wasn't in tune to really what was happening until a 
couple of friends of mine were killed in Vietnam and I go, "Am I going there?" 
you know, and I said, "Maybe I, I should reconsider college" and 1 did. (Jaime 
1.01.01-1.02.03)2 

Edited Transcription 

(Becoming a bilingual teacher] wasn't by choice, at least not early in my 
career. 1 can't say that when I was a young kid that I thought about being a 

2 The referencing system used to identify the location of excerpts is described in the following 
section, "Clause and Stoiy Structure." 
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teacher. As a matter of fact I thought about being other things. As far as I can 
recall, 1 think just like most kids when you play ball, and I played a lot of sports, 
youMI sort of fantasize about being a sports hero, but that was [when I was] under 
15 years old. 

My first attempt at college was I wanted to be a forester. I wanted to work 
for with the Forestry Service, and I started school at Arizona State University. 
That was about 1968,1 believe, and I was not prepared for college. I entered 
classes that were more difficult than I was prepared for. 1 remember having 
chemistry, algebra, botany, and I immediately realized that it was too much for 
me. So instead of changing [my] nuyor, I quit I quit school. I only lasted about 
a month. 

So I went and I worked in Nogales in the produce business. That's where I 
grew up. In the interim, some things happened that sort of changed my life. One 
of them was I thought, "Well what am I going to do?" So I said, '^Fll go in the 
service." Good idea. For some reason, I wasn't in tune with the Vietnam War 
going on at that time until a couple of friends of mine were killed in Vietnam, and 
I go, "Am 1 going there?" I said maybe 1 should reconsider college, and I did. 
(Jaime 1.01.01-1.01.03) 

Jaime is a talemed, articulate storyteller. When listening to the tapes of the 

interviews, his hesitations ("LTh, as far as I can recall... "), false starts ("I immediately 

realized that I just, it was too much for me... "), repetitions ("My, my first uh attempt at 

college. . . "), and checks for audience understanding ("Okay?") were not distracting and 

often contributed to the coherence of his stories. Yet, when I reproduced these 

conversation features in the written transcription, I thought they distracted both from the 

stories Jaime told and from the image of Jaime as a storyteller. The conversation features 

made it more difficult to read Jaime's stories and made him sound less articulate. 

As a result, I deleted the conversation features from the text that interrupted the 

reading of it The effect was a text that was easier to read yet still retained the speech 

patterns and skills of each of storytellers. I did retain some of the conversation features 

when I felt they were crucial to the narrative. For example in the excerpt from the first 
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interview with Jaime, I kept the repetition of the clause ''I quit" because the repetition 

seemed to highlight the importance and finality of the event, "So instead of changing 

[my] major, I quit. I quit school" (Jaime 1.01.01-1.02.03.). 

In addition to editing the tape transcriptions for conversation features, I indicated 

when more than three words were eliminated from the text by using an ellipsis ( •.. ). I 

decided to use three words as the determining number to avoid inserting an ellipsis for all 

the deletions of single words. Usually, the words that an ellipsis replaced were extended 

false starts. I also made additions to the text in brackets when critical words were 

missing or when pronoun references made the text unclear. An example of this is the 

very first line in the previous excerpt, "[Becoming a bilingual teacher] wasn't by 

choice...." This initial editing of the transcripts provided the text for analysis. 

Identification of Narrative Elements 

Once I had edited the transcripts, I had to decide what narrative elements would 

constitute the basis for interpretation. To make this decision, I brought together the work 

the work of Agar and Hobbs (1982, 1985) to identify the segments and themes in the 

narratives and the work of Labov (1972, 1982) to locate the stories and the story 

framework. The process that I used was to, first, identify the segments within the 

interviews; second, separate the stones from explanations, descnptions and/or reflections; 

third, parse the stories into clauses and identify the story structure; and finally, ascertain 

themes present within and among the stories. Each of these processes is described below. 
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Segments 

After editing the transcripts, I listened to the tapes again and marked the 

transcripts for segments. According to Agar and Hobbs (1985), segments are the 

'"different pieces of the interview" which usually contain "major shifts in content" (p. 

414). In reviewing the transcripts, I realized that some of the questions and statements 

that I used during the interview functioned as the starts to segments. These questions and 

statements were usually broad and opened ended and resulted in the participant creating a 

"piece" of the interview that was over approximately 100 words in length. For example, 

after Jaime had responded to the im'tial question during the first interview, I asked '*When 

you were in Pueblo [Colorado] what sort of school were you in? What were your 

experiences like then? Was it [the school] bilingual?" In response to these questions, 

Jaime told a story about his acceptance into the Teacher Corps and then answered the 

questions concerning the kind of school in which he taught and his reaction to teaching in 

this program. His response created a segment for analysis. 

In addition to the questions I asked, some statements I made during the interview 

served as the beginnings of segments. For example, during Jaime's first interview, I said 

"So when you're away from it [your culture] for awhile.. .you wither a little bit and then 

go back and get what you're calling your 'fix.'" I was using this restatement to check my 

understanding of the previous segment. Jaime responded to my restatement with another 

segment, which not only provided additional examples of his understanding of culture but 

also further developed the story of his decision to become a bilingual teacher. Many of 

my questions and statements, then, provided the beginning to the segments in the 



96 

interviews in that they usually resulted in a shift in content and then in the construction of 

new stories. 

However, not all the questions and statements I made during the interviews 

resulted in the creation of new segments. Some of my questions and statements simply 

asked for clarification of information or additional information within a segment. For 

example, 1 sometimes asked specific questions while participants were speaking. For 

example, in the interviews with Jaime, I asked these specific questions '^In the home?" or 

"Do you remember his name?'' I asked these questions to clarify what 1 was hearing so 

that I would be able to understand the narrative in progress. These kinds of specific 

question and statements did not create new segments because they did not result in a shift 

in content or result in the development of a new segment Participants usually responded 

to these questions or statements by conunenting briefly and then returning to the segment 

under construction. Using my questions and statements as guides, I marked the segments 

within the interviews and numbered them consecutively. 

Stories 

I then took on the task of identifying the stories within each of the segments. 

Labov's framework (1972, 1982), often referred to as the Evaluation Model, identifies six 

parts within a narrative structure; 

* The abstract, which is optional, answers the question, "What was this [story] 

about?" and serves several functions. It signals the start of a narrative, giving 

the speaker control of the floor, and it often gives the general theme that the 

story will illustrate. 



The orientation, which follows the abstract when present and which is not 

optional, answers the questions, "Who? When? What? Where?" Much like 

the lead paragraph in a newspaper stoiy, the orientation sets the scene and 

establishes the information needed to orient the audience to the story. 

The complication, which follows the orientation, answers the question, "Then 

what happened?" and gives the main plot of the story. The complication will 

include the events leading up to as well as the conflict, turning point or crux of 

the story. 

The evaluation answers the question, "So What?" It explains the importance 

of the story and "reveals the attitude of the narrator towards the narrative by 

emphasizing the relative importance of some narrative units as opposed to 

others" (Labov & Waletsky, 1967, p.37). Though the evaluation usually falls 

between the complication and result, it may appear anywhere within the text 

This makes it somewhat more difficult to identify. In addition, though the 

audience is expected to acknowledge the evaluation, it does not open up the 

floor to another speaker. 

The result answers the question, "What Anally happened?" It basically 

concludes the story by giving the concluding action. It follows the 

complication and the evaluation, if the evaluation is present 

The coda, which is optional, brings the audience to the present moment. Its 

purpose is mainly to signal to the audience that the storyteller has finished and 

that another speaker may claim the floor. 
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Labov's framework was a helpful step in locating the boundaries of stories within 

the larger narratives of the interviews. However, the identification of stories was not the 

neat process I had expected, even using Labov's framework, since ''not all narratives are 

so clearly bounded" (Kohler Riessman, 1993, p. 58). I considered text that did not fit 

Labov's story structure to be description, explanation and/or reflection. These texts, the 

non-stories, often helped move the interview forward and extended the participant's 

evaluation of the story or provided a clarification of their interpretation of the stories. I 

did not remove the non-stories from the interviews since they helped shape the overall 

narrative being told by the participants. 

Clauses and Story Structure 

A focus on the story structure does not offer a way to understand the construction 

of meaning. As a result, I used an additional method to analyze the stories fbr meaning. 

After the segments, stories and non-stories had been identified, I parsed the stories using 

clause structure. Listening to the tapes again as 1 worked with the transcripts, I paid close 

attention to the participants' oral styles and used that to make the final decisions for the 

beginning and ending of clauses. I then labeled the clauses according to Labov's 

framework as orientation, abstract, complication, result, evaluation, and coda. I found 

that this close analysis helped me review my decisions about which texts were stories and 

which were not. 

The segments, stories, and non-stories were then numbered consecutively. The 

first segment in the first interview was designated as 1.01—first imerview, first segment, 

the second segment in the first interview was labeled 1.02—first interview, second 
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segment. Then, each story and non-story was numbered consecutively producing a five-

digit code. The first digit referring to the interview, the second two digits referring to the 

segment, and the last two digits referring to the story or non-story, such as 1.01.04~f[rst 

interview, first segment, fourth story/non-story, or 2.04.10~second interview, fourth 

segment, tenth stoiy/non-story, or 3.02.01 third interview, segment two, first story/non-

story. 

Determination of Meaning 

With the identification of the segments, the stories, and the story structures, the 

next task was to analyze the meaning of the stories and the ways in which they addressed 

my research questions. Because I wanted the analysis to reflect not only my own 

interpretation of the stories but the teachers' as well, I analyzed the stories from the 

"inside out," answering the questions: "How is it [the story] orgarazed?" and "Why does 

[the] informant develop her tale this way in conversation with this listener?" (Kohler 

Riessman, 1993, p. 61). While Labov's story structure was helpful in identifying stories 

and the elements within stories, it did not aid my understanding of the relationship among 

stories. The relationship among stories is critical with in-depth phenomenological 

interviewing because the power of in-depth phenomenological interviewing is that each 

interview builds upon the previous interview—the teachers first discussed the experiences 

leading up to their becoming bilingual teachers; then they described their current 

practices; and finally they explored the relationship between their life stories and their 

teaching practices. To understand the extended narrative that the three interviews created 

meant looking beyond the discrete story analysis, which Labov's approach provided, to 
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the narrative thread or threads that connected the stones in the three interviews (Agar & 

Hobbs, 1982, 1985). 

Using Agar and Hobbs' design (1982, 198S) for narrative coherence helped me 

explore the construction of meaning in the teachers' narratives. This form of theme 

analysis differs somewhat from other forms in several ways. Often, theme analysis 

develops from selecting important stones from the interviews and then organizing the 

stories into categories according to reoccurring subjects or main ideas (Seidman, 1991). 

Themes are developed when the categories are examined to see if there are patterns 

among the stories in each category or if a pattern exists across the categories. As a result, 

several themes may emerge from the stories in the interviews, and each story may contain 

more than one theme. This form of theme analysis offers insights into issues or ideas that 

the storyteller may explicitly or implicitly return to throughout the three interviews. 

However, this approach to theme analysis removes the stories from the larger narrative 

and may disrupt the coherence of the stories told across interviews. This method, much 

like Labov's story analysis, does not use the ways in which the narratives in the three 

interviews were constructed to aid in understanding how the specific stories may be 

related to each other. The focus of this form of theme analysis is "local" (Agar & Hobbs, 

1982); it focuses at the level of story. 1 was interested in understanding how stories 

across the three interviews were related at a more global level (Agar & Hobbs, 1985, 

1982). 

For this part of the analysis, 1 drew from the work on global and themal coherence 

of Agar and Hobbs (1982). These two forms of coherence, global and themal coherence. 
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specifically reveal the ways in which stories told within an interview and across 

interviews are related. Global coherence, which refers to the story teller's underlying 

purpose for telling a particular story, was developed through the interview protocol. 

While I know that the story tellers had not developed a **plan" (Agar & Hobbs, 1982) for 

the three interviews before or during the times we met, the in-depth phenomenological 

interviews provided a plan for the interviews. The three interview structure, focusing on 

experiences leading up to becoming a bilingual teacher, the experiences as a bilingual 

teacher, and the relationships between becoming and being a bilingual teacher, provided a 

goal or purpose to the interviews. So, the stories within each interview were connected 

and, as I have said, because of the structure of the three interviews, the stories were 

connected across interviews by the goal of the interviews whether the storytellers 

addressed the goal explicitly or implicitly. 

Understanding that global coherence existed, I turned my attention to identifying 

the ways in which themal coherence was achieved. "In any coherent text, we will find 

certain chunks of content—call them themes—HtiSt figure importantly again and again.... 

We will refer to repeated occurrences of themes through the text as 'thread' of themal 

coherence" (Agar & Hobbs, 1982). The chunks of content can be found in lexical items 

that are repeated, patterns in experiences that re-occur, or evaluation statements that refer 

to the same general ideas. Themal coherence provided narrative threads that linked the 

stories in the three interviews together. 

So, af^er the transcripts had been edited; the segments, stories and non-stories 

identified; and the clauses parsed and identified, I reread the transcripts indicating in the 



102 

margins key terms, phrases, or main ideas from the segments, stories and non-stories. I 

then went back over the transcripts for repeated ''chunks.'' The multiple readings and 

listenings to the transcripts and tapes clearly helped with the identification of these 

chunks and key terms and phrases. Again, I was tracing the "thread" that connected the 

stories within and between interviews and provided an overarching coherence to the 

interviews. 

To represent the themal coherence, I had to choose among the many stories and 

non-stories that were told. I decided to select specific stories that represented the themal 

thread or threads for several reasons drawn from work done on memory (Schacter, 1996), 

narrative construction (Labov, 1964), and interviewing (Rubin & Rubin, 1995). 

Explicit memories or specific stories call attention to or move into the foreground 

specific experiences in our lives, "Our memory systems are built so that we are likely to 

remember what is most important to us" (Schacter, 1996, p. 46). The amount of detail 

given in a specific story is related to the w^s in which we encoded the experience and 

remember it (Schacter, 1996). Memories or stories that have been encoded in a variety of 

ways, for example visually, auditorially, spatially, and verbally, provide more details 

when told and the variety of ways in which we have stored the memory strengthens our 

abihty to recall it Furthermore, explicit memories may have been experiences that we 

have reflected on and reported before, so the re-telling and reflection have encouraged us 

to retain specific information. In addition, if there were powerful emotions as part of the 

experience, these "increase its memborability" (Schacter, 1996). The research on 
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memories suggest that explicit memories or specific stories reflect times in our lives that 

were important to us. 

Labov (1964) discusses the storyteller's need to convince the audience that the 

story actually did happen and that the danger was real. Hence, the storyteller provides as 

much detail as needed to convince the audience of the authenticity of the event. 

Moreover, I think specific stories are a response to the need to convince the listener that 

the story did happen and was important The amount of detail enables the listener to 

"see" or "experience" the event and offers proof that the story was an important point in 

the storyteller's life. 

In terms of interviewing, specific stories, rather than general or hypothetical, are 

important because they often highlight themes. "Interviewees do not always provide 

stories, but when they do, you should pay attention, because stories often communicate 

significant themes that explain a topical or cultural arena" (Rubin & Rubin, 1995, p. 231). 

Also, they reveal a sense of trust between the storyteller and interviewer in that the 

storyteller is willing to reveal particulars of their lives rather than large, sweeping 

narratives. 

Because of the role specific stories play in terms of the reconstruction of our 

experiences, our performance as storytellers, and development of interviews, I decided to 

use them as the primary examples of themal thread(s). 

After choosing the specific stories, I decided to arrange the stories in a way that 

reflected the interview structure. The stories, basically, follow the chronology of the 

storytellers' lives. Though some stories may have been moved forward to fit that 
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chronology, generally, the specific stories describing becoming a bilingual teacher are 

presented first, then specific stories from teaching follow, and stories from the third 

interview appear last. This differs from other forms of themal analysis, which would 

have removed the stories from their chronology and distributed them according to 

different categories. By representing the stories in a chronological order, I wanted to 

reinforce the power of life stories over time. 

A crucial issue concerning the determination of meaning is the validation of the 

analysis, "'Trustworthiness' not 'truth' is a key semantic difference; The latter assumes 

an objective reality, whereas the former moves the process into the social world" (Kohler 

Riessman, 1993, p. 65). Through my analysis, I used two of the four approaches that 

Kohler Riessman (1993) suggests for evaluation. I sought "thick" (Kohler Riessman, 

1993, p. 67) coherence using Agar and Hobbs' coherence criterion (1982, 1985). Themes 

were developed from the presence of lexical items present in the text In addition, I have 

provided the following information: "... (a) describing how the interpretations were 

produced, (b) making visible what we did, (c) specifying how we accomplished 

successive transformations [from spoken story to analysis], and (d) making primary data 

available to other researchers" (Kohler Riessman, 1993, p. 68). As a result, other 

researchers could work from the texts and my interpretations provided in this dissertation. 
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CHAPTER 4: INTRODUCTION TO PARTICIPANTS 

Introduction 

Jaime 

[Becoming a bilingual teacher] wasn't by choice, at least not early in my 
career. I can't say that when I was a young kid that I thought about being a 
teacher. As a matter of I thought about being other things. As far as I can 
recall, I think just like most kids when you play ball, and I played a lot of sports, 
you'll sort of fantasize about being a sports hero. But, that was [when 1 was] 
under 15 years old. 

My first attempt at college was I wanted to be a forester. I wanted 
to work for with the Forestry Service, and I started school at Arizona State 
University. That was about 1968,1 believe, and I was not prepared for 
college. I entered classes that were more difficult than I was prepared for. 
I remember having chemistry, algebra, botany, and I immediately realized 
that it was too much for me. So instead of changing [my] major, I quit. I 
quit school. I only lasted about a month. So I went and I worked in 
Nogales in the produce business. That's where I grew up. 

In the interim, some things happened that sort of changed my life. One of 
them was I thought, "Well what am I going to do?" So I said, "I'll go in the 
service." Good idea. For some reason, I wasn't in tune with the Vietnam War 
going on at that time until a couple of friends of mine were killed in Vietnam, and 
I go, "Am I going there?" I said, "Maybe I should reconsider college," and I did. 

Certain things happened. Eventually I got back in school the next year. I 
started at a community college. My major there was map making, which 1 was 
pretty interested in. I went there a couple of years at Mesa Community College. 
It was more my speed [with] more individual attention. I did better there, and 
then I transferred back into Arizona State again. 

There was one person that came from Pueblo, Colorado, recruiting 
teachers. This was around 1971,1 guess, '72. My Spanish teacher mentioned it 
to me. He said, "So and so is coming to the recruiting office. If anybody's 
interested, why don't you go over." I can't really tell you why. I just went I 
said, "I'll drop by and see what this person has to offer." This recruiter sat down 
with me and said, "We have a program called National Teacher Corps. We train 
teachers in the classroom by actually going in the classroom for two years. Your 
courses are field based. You have to be interviewed further, and you have to 
apply." I said, "I'll apply." It seemed interesting to me. Besides, there was a 
stipend to it They would pay your education. It was almost like a scholarship, so 
I applied. They said, "Well, we'll let you know." This was during the summer. 1 
think I was an incoming junior at the time. 
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So the summer passed I took a trip to New York with my girlfriend at 
the time. We were just sort of like living carefree. At the end of the summer, I 
received a phone call. They [the Teacher Corps] said they wanted to see me in 
Pueblo for another interview. I was at Nogales at the time. I packed my suitcase 
and got in my truck, and I left I stayed there for two years. They accepted me in 
the program. 

I was pretty impressed with what they had to offer. 1 liked the concept of 
going into the classroom. I actually started at sixth grade. I worked myself down 
to kindergarten. They had the quarter system tiiere, so every quarter, I would 
spend in one grade level at one school. A lot of other things were involved in the 
program, things that you wouldn't even associate with teaching. 

For example, one surraner we went for a week backpacking, 40 of us. At 
the time, I thought it was just good ftm, but in reality, I think the people who were 
organizing wanted to see what we were made out of. I think a hildng trip does do 
that for you. 

Within that program I went to Mexico to Chiapas. I spent a month in 
Chiapas living with a family. 

I think it was an excellent way to become a teacher. Being in the 
classroom, I actually did my student teaching in third grade but I consider doing 
my teaching in all the grades that I helped out with. When we started the 
program, it was 40 of us. Inmiediately maybe like 8 of us dropped out saying, 
"Teaching is not for me," which was good. At the end of the program, there were 
people that went to other things, which is okay. 1 decided to teach, and Fve been 
doing it now for 20 years. I've been having a lot of fun. I don't think I'm going 
to change. I want to stay in it. I always ask myself, "Am I having fim?" And I 
am. I do have fim. That's sort of like one of my premises that I want to have fim 
at what I do, and I have fun with kids most of the time. (Jaime, 1.01.01 -
1.01.09)> 

Manuela 

It's like "I'll be damned if anyone is going to call me white, or anyone is 
not going to pronounce my name correctly." Because when I was a kid, I hated 
the name Manuela. I hated it It was like so long and big and old. It's like an old 
lady. So, I loved Nelly, short and to the point I could write it real easy and stuff. 
So, I was known as Nelly 

When I got to the U of A, I was taking a psychology class with 10,000 
other people. This girl was sitting next to me, and she was like a little sister [a 

I The numbers represent the location of the text in the interviews. The first number indicates the 
first, second or third interview; the second number is the segment within the interview; and the 
±ird number is the stoiy or nonstoiy. 1.01.01-1.01.09 then refers to the first interview, first 
segment, first through Ae ninth stones. 
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sorority sister]. I had no idea. What the heck is a little sister? So, you have 
lots of brothers. She said, **No, do you want to go through rush. Kappa Kappa 
Guchi, and whatever?" She said, "I'm a little sister," and I'm like, "For wh^?" 
She said, "For a fraternity, and what we do is we do all this and that, so and so 
forth." I said, "Really." She said, "I>o you want to go through rush with me, and 
so on and so forth?" Well, "I don't know. I've never been through it." 1 thought 
may be. We got to talking, and we cut a couple of classes and. . .I'd see her and 
we'd go to lunch. 

Then, one day, we were sitting there. She had never asked me my last 
name, and I never told her. She says, "What's your last name?" She wanted to 
write it down and give her my number. I said "Quintero." She's ail "How do you 
spell that?" I told her, and she says, "How do you say that?" "Quintero." She's 
like, "Are you Mexican?" She asked in a way that I was like, "Yeah. So?" I 
said, "Yeah, I am." She's like "You are. I didn't know that" I go, "What does it 
matter?" She never spoke to me again. 

From that day on, I thought I don't care how hard it is to pronounce, I 
don't care what, my name is Manuela, and from that day on at the U of A, no one 
knew me as Nelly. It was a combination of things. It was that I was taking the 
Chicano studies classes at the U of A. I was like this is it. This is why I had to 
really stand strong. This is who I am. It just really irked me so much. It was the 
first time I had encountered what you could say somebody being like racist 
against me. (Manuela, 1.14.08) 

These stories represent the themes and issues which Jaime and Manuela addressed 

during the three interviews on becoming bilingual teachers, teaching in bilingual 

environments, emd connecting their past and present experiences. I began this section of 

the dissertation with these stories for several reasons. First, I could think of no better way 

to introduce Jaime and Manuela and their skills as story tellers than through their own 

words. These stories reveal some of the ways in which Jaime and Manuela created rich, 

compelling life stories, for example, Manuela through her use of dialogue, and Jaime by 

embedding stories within stories. Second, both stories were told during the first 

interviews. So, they represent stories created with minimal direction or intervention from 

me (Kohler Riessman, 1993; Mishler, 1986; Seidman, 1991). Finally, as I analyzed all 
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three interviews, I realized that these stories had actually provided the narrative 

frameworks for many of the stories that would follow. These particular stories 

foreshadowed events and experiences that Jaime and Manuela would later elaborate and 

expand upon. 

This preface to the next four chapters on Jaime's and Manuela's stories not only 

introduces them in their own words but also explains my rationale for selecting Jaime's 

and Manuela's interviews for close analysis, provides an overview of the analysis of their 

stories, and introduces the chapters which focus on their stories. 

Rationale for Selecting Jaime's and Manuela's Interviews 

Through my involvement in a research project on school change, I had the 

opportunity to work at an elementary school in South Tucson over a three-year period. I 

decided to interview faculty at this particular school site because of its district 

designation as a bilingual school and the school wide commitment to bilingual education. 

All teachers at the school site had been endorsed or certified as bilingual teachers. I 

chose twelve faculty members with a variety of personal and professional backgrounds to 

interview. Of the nine teachers who completed all three interviews, seven were women 

and two were men. Seven of the group had been bom in the Southwest This group of 

nine included two first year teachers, and four who had completed over five years 

teaching. From the group of nine who had completed all three interviews, I decided to 

examine the interviews of two teachers for the following reasons. 

A critical element in choosing the two teachers was their history of language 

acquisition. I was particularly interested in understanding how and why teachers who 
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entered school speaking a language other than English told stories of their language 

acquisition and their decision to re-enter schools as teachers. Jaime was bom in Nogales, 

Arizona, and completed his elementary and secondary education there. Though his 

family spoke English when he was growing up, Jaime's first language was Spanish. Like 

Jaime, Manuela was bom in the Southwest. She completed her education in Tucson. 

Manuela's first language was also Spanish, and, though exposed to English at home, she 

entered school speaking primarily Spanish. 

I also picked Jaime and Manuela because they were willing to reflect on and 

discuss their life experiences. Both seemed to use our time together to explore their own 

thoughts and feelings about their work as well as the interview process. Jaime seemed to 

find the interview process as compelling as I did. In each of the interviews, he reflected 

on what he had said and was open to me listem'ng to him think out loud. Manuela was 

open to reflecting on her experiences as a bilingual teacher. She was one of the few 

teachers who invited me to her home for the interviews, which we completed sitting on 

her couch. So, Manuela provided me an additional glimpse into her life. 

In addition, I selected Jaime's and Manuela's interviews for close analysis 

because of their story telling abilities. 1 based this decision on field notes taken after each 

interview. Both are engaging storytellers, yet they construct stories in ways that 

challenge the analysis method I had chosen. Despite the difficulty with analysis, I feel 

that my initial decision to examine their interviews adds to the literature on bilingual 

education and on story analysis. I, also, found repeated listening to the interviews and 

reviewing of the transcriptions enjoyable because of their talents as storytellers. Manuela 
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brought her stories to life by mimicking voices of different people. Each story became 

in some ways a small drama. Jaime's use of detail gave his stories particular power. In 

fact, I found in the written transcripts a comment from the one of the transcribers. In a 

section of the interview in which Jaime described the experience of eating a Mexican 

lemon, the transcriber wrote, "He got my mouth watering too." 

Finally, I was interested in selecting two teachers who might provided different 

narratives of their experiences. While my intent is not to compare the narratives, I was 

interested in having two different voices. Jaime and Manuela offered these differences in 

terms of gender, the number of years taught, and grade levels taught 

Overview of the Analysis of the Interviews 

In this section, I will briefly explain the aspects of the interviews that constituted 

the basis for analysis and provide an overview of the analysis of the interviews. Each 

interview was analyzed in terms of the segments, stories, and global and themal 

coherence, which are described in the following sections. 

Segment Analvsis 

The first step in the analysis of the three interviews was to identify the segments 

within each interview. To identify segments, I examined "major shifte in content" (Agar 

& Hobbs, 1985). These shiffe tended to occur as the result of my questions. The 

following tables indicate the number of segments during each interview and the questions 

or statements that promoted the shift in content 
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Table 1; Segments and Prompts from Jaime's Interviews 

Interview Segment Segment Starts 

1 1 How did you become a bilingual teacher? 
2 What were your experiences like in the Teacher Corps? 
3 How was language used in the home? 
4 Do you feel different than your siblings? What's the 

chip? 
5 In terms of your occupation, you jumped in. 
6 When did you know teaching was your work? 
7 Oo you think of yourself as a bilingual teacher? 
8 Can you talk about some of the uncomfortable moments 

in school? 
9 When do your strongest memories of school start? 
10 Do you remember the first day of school? 

2 I When you describe what you do, what do you tell 
people? 

2 How do you evaluate what you do? 
3 Could you describe a typical day? 
4 How do you describe language use in your classroom? 
5 What are your goals for a bilingual classroom? 
6 What are your thoughts on the interviews? 

3 1 How do you understand teaching in your life? 
2 Why don't you hold onto the bad memories? 
3 Why is the notion of fun important? 
4 Where does your philosophy of fun come from? 
5 Do you see a connection between your experiences on 

your street and your experiences that you create for 
students in the classroom? 

6 What is your curriculum? 
7 Why does the story of your marriage fit into an interview 

on teaching? 
8 Why do you use the metaphor of glove, puzzle, fit? 
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Table 2; Segments and Prompts from Manuela's Interviews 

Interview Segment Segment Starts 

1 1 .. .How did you become a bilingual teacher? 
2  . . .  Y o u  w e r e  a  t e a c h i n g  a s s i s t a n t  f o r  4  y e a r s  i n  h i g h  

school, but here you are in an elementary school. 
3 Can you talk about those high school teachers that 

impressed you so much? What was it about them? 
4 And then? 
5 What was the elementary school like for you? 
6 Well, I have two questions. One is you seem to save. I 

was wondering do you know what motivates you to save 
like notes from teachers and papers. 

7 What was your first day at the U of A like? Do you 
remember your first day? 

8 .. .There are all sorts of other jobs in Tucson you could 
have taken, how did you end up [as a teaching assistant]? 

9 .. .Was it in your sophomore year that you started 
thinking the College of Education, or? 

10 What were you like in school? 
11 How did you get placed in GATE? 
12 Going back to, you don't remember learning English? 

[MQ; No.] Do you remember learning to read? [MQ: 
No.] Not in either language? 

13 So it was around senior year when you started... 
14 See this is the 3rd time you talked about that You talked 

about when you were in high school and you made the 
decision to be in the GATE or to be in the folklorico. 
You said that it was important for you. 

15 Going back to when I asked you about getting bilingual 
certified . .. [MQ; That wasn't really a question.] Right, 
I know. 

16 So now around the house, when the family gets together, 
what languages are spoken? 

17 So how could you remember learning interactions when 
it was all in English if you didn't understand? Is there 
anything else you'd like to [talk about]? [MQ; No.] 
How did the interview go? 

(Table continues) 
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Interview Segment Segment Starts 

2 1 If you were going to describe it, how would you describe 
being a bilingual teacher? 

2 Do you ever feel any [student] resistance either way 
[learning a second l^guage]? 

3 How do you think kids learn? 
4 Did you find her [her cooperating teacher for student 

teaching], or was it happenstance that the two of you got 
together? 

5 It doesn't seem like teaching is work to you ... You said 
even in the first classroom you taught in when you didn't 
have a lot of materials, you didn't say, ''Boy, it's a lot of 
work." You haven't us  ̂that notion. 

6 I have.. .  3 questions. I'l l  give you all  3,  you figure out 
which one [to answer]. One I'm really curious about is 
going back to this notion of woric and that your 
University classes are work. I was wondenng, what 
would make them not work? If you had a university class 
that felt more like teaching, felt more like how teaching 
feels to you, what would that be? What would happen? 
The other is I was wondering why kinder? What has 
drawn you to kinder? And then the third one is at the end 
of the vear how do you evaluate yourself? 

7 Why kinder? 
8 So how do you assess yourself? 
9 How would you describe your goals then for a 

year?... What do you work toward? 
10 From where we started at the beginning of this interview, 

it sounds that language is subsumed under that or it's the 
vehicle for it. 

11 Do you think the way you teach fits into the district's 
goals for bilingual education? 

12 Why [teach at] Mission View? Why not Drachman? 
Why not Davis? Why not? 

13 How do you describe yourself culturally? 

(Table continues) 



114 

Interview Segment Segment Starts 

3 1 How to do you understand bilingual education in your 
life? [M; What do you mean?].. .Well, how do you 
think your past influences your present? 

2 You didn't say high expectations, you said, they [your 
teachers] had expectations of you or of all students that 
th^ wanted you to meet It was like here are the 
expectations and there was no ifs, ands, or buts about 
meeting them. Do you feel that way around your 
students? 

3 What makes conmiunication important in your 
classroom? 

4 Where does that (the valuing of communication) come 
from for you? 

5 Is it also a part of your growing up? your family? 
6 It seems like you had really good relationships with your 

teachers, and I was wondering about the teachers having 
skills, but I [also] wondered if you had skills. 

7 1 mean aftor  getting there (to kindergarten), except for 
being separated from your mom, it sounds like you liked 
it 

8 You've had a real wide range of experiences in school... 
You experienced a wide range of programs. 

9 Is the culture of Mission View—because you don't like 
hyphenated—a Chicana, Chicano school? Do you see it 
that way? 

10 Do you think that the culture of the school, including the 
teachers, including as you mentioned the parents, [the 
custodian], is basically Mexican culture? [M; Definitely. 
Most definitely.] So, is going to school like going home? 

11 If you were going to answer the question who are you, 
who are you? 

12 How does teaching then fit into being a Chicana? 
13 Where do you see yourself in 5 years? 
14 Thinking back over the first interview and the second 

interview, is there anything you want to say you haven't 
said? 

15 Any other reflections after thinking back over the first 
two (interviews)? 
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Because each interview had a different focus, the first on the decision to 

become a bilingual teacher, the second on a description of being a bilingual teacher, and 

the third on the relationship between the expenences of becoming and being a bilingual 

teacher, I saw each interview as a set of narratives. This was indicated in the analysis by 

numbering both the interview and the segment within the interview. For example, 2.03 

refers to the third segment in the second interview during which Jaime descnbed a typical 

day. Once the segments were determined, then the stories were identified. 

Story Analvsis 

The analysis of the segments revealed the presence of narratives that were stories 

and some which were not stories. Stories were those portions of the interviews, which 

could be identified using Labov's story structure of orientation, abstract, complication, 

result, evaluation, and coda (1972, 1982). Nonstories were usually parts of the narratives 

that were descriptions, explanations, or reflections, and that could not be analyzed using 

Labov's story structure. Generally, nonstories did not contain temporally ordered events, 

characters or actors, and were more explanatory in nature. 

Jaime and Manuela did not tell a single kind of story. They told a variety of 

stories: specific, general and hypothetical. Specific stories, which closely followed 

Labov's story structure, were tied to definite times and places and contained identifiable 

"characters." General stories, which loosely followed Labov's story structure, were not 

tied to specific moments in time or specific places. General stories often were about 

experiences that happened repeatedly or frequently. At times, general stories 

summarized past experiences, collapsing several experiences into a single story. 
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Hy]x>thetical stories followed Labov's stoiy structure loosely and related experiences 

that had not occurred but that might occur. The following table is an overview of the 

number of stories and nonstories in each of the interviews. 

Table 3; Total Number of Stories and Nonstories in Jaime's Interviews 

Interview#! Interview U2 Interview #3 Totals 
All Stories 49 22 15 87 

Specific 22 14 6 42 
General 23 6 8 38 
Hypothetical 4 2 1 7 

All Nonstories 38 27 8 73 

Table 4: Total Number of Stories and Nonstories in Manuela's Interviews 

Interview # 1 Interview #2 Interview #3 Totals 
All Stories 17 32 6 55 

Specific 8 15 J 26 
General 9 13 2 24 
Hypothetical 0 4 1 5 

All Nonstories 37 37 39 113 

The number of stories and nonstories appearing within each segment varied a 

great deal. The lowest occurrence within a segment was one, when the whole segment 

was a single story. The highest number of stories within a segment was 13. The number 

of nonstories reveals their use as transitions between stories and explanations of stories. 

It's not surprising to see the number of nonstories that appeared, especially in the last 

interview, which focused on the meaning that Jaime and Manuela made of the earlier 

interviews rather than stories of their pasts or of teaching. The following tables provide 



an overview of the number of occurrences within each of the interviews of the stories 

and nonstories by interview segments. 

Table 5; Number of Stories and Nonstories by Segments in Jaime's Interviews 

Interview Segment Non­
stories 

All 
Stories 

Specific 
Stories 

General 
Stories 

Hypothetical 
Stories 

I 1 I 8 6 2 0 
2 5 3 I 2 0 
3 8 8 1 6 0 
4 4 7 3 0 4 
5 5 13 6 7 0 
6 8 1 1 0 0 
7 2 4 1 J 0 
8 1 4 2 2 0 
9 3 2 1 1 0 
10 1 0 0 0 0 

Totals 38 49 22 23 4 

2 1 9 4 2 2 0 
2 0 3 2 1 0 
3 4 13 10 3 0 
4 4 2 0 0 2 
5 6 0 0 0 0 
6 4 0 0 0 0 

Totals 27 22 14 6 2 

3 1 0 1 0 1 0 
2 0 1 0 1 0 
3 0 1 1 0 0 
4 2 2 0 2 0 
5 2 5 3 2 0 
6 0 3 1 2 0 
7 3 2 1 0 1 
8 1 0 0 0 0 

Totals 8 15 6 8 1 
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Table 6; 
Interviews 

Number of Stories and Nonstories by Segments in Manueia's 

Interview Segment Non­ All Specific General Hypothetical 
stories Stories Stories Stories Stories 

1 I I 2 0 2 0 
2 1 0 0 0 0 
3 2 1 0 1 0 
4 2 0 0 0 0 
5 2 3 2 1 0 
6 3 1 1 0 0 
7 1 0 0 0 0 
8 1 2 2 0 0 
9 4 3 2 1 0 
10 1 0 0 0 0 
11 I 1 0 1 0 
12 3 1 0 1 0 
13 2 1 0 1 0 
14 6 2 I I 0 
15 3 0 0 0 0 
16 2 0 0 0 0 
17 2 0 0 0 0 

Totals 37 17 8 9 0 

2 1 5 6 1 5 0 
2 1 3 2 0 1 
J 7 2 I 1 0 
4 0 2 1 1 0 
5 3 3 1 1 1 
6 0 2 I 0 1 
7 2 1 I 0 0 
g 3 5 2 2 1 

(Table continues) 
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Interview Segment Non- All Specific General Hypothetical 

Totals 

Totals 

stories Stories Stories Stories Stories 
9 1 2 2 0 0 
10 2 3 0 3 0 
11 4 0 0 0 0 
12 1 0 0 0 0 
13 8 3 3 0 0 

37 32 15 13 4 

1 1 0 0 0 0 
2 1 3 2 1 0 
3 2 0 0 0 0 
4 2 0 0 0 0 
5 3 0 0 0 0 
6 6 1 0 0 I 
7 4 1 0 1 0 
8 2 0 0 0 0 
9 1 0 0 0 0 
10 1 0 0 0 0 
11 1 0 0 0 0 
12 1 0 0 0 0 
13 7 1 1 0 0 
14 7 0 0 0 0 

39 6 3 2 1 

Jaime and Manuela embedded stories within stories. Jaime did this more than 

Manuela did. They embedded stories and nonstories within other stories and nonstories. 

Jaime embedded a total of eight stories, two of which were specific, three of which were 

general, and three of which were nonstories. Manuela embedded only five stories, four 

general and one specific story. The tables below summarize the occurrences of the 

different types of stories across the three interviews. 
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Table 7: Number of Different Types Stories in Jaime's Interviews 

Total Number of Stories in Interviews 1-3 
Total Number of Specific 42 
Total Number of General 38 
Total Number of Hypothetical 7 
Total Number of Embedded S 

Total Number of Nonstories 73 
Total Number of Embedded 3 

Table 8; Number of Different Types of Stories in Manuela's Interviews 

Total Number of Stories in Interviews 1-3 
Total Number of Specific 26 
Total Number of General 24 
Total N umber of Hypothetical 5 
Total Number of Embedded 5 

Total Number of Nonstories 113 
Total Number of Embedded 0 

The chapters on Jaime and Manuela as storytellers, which follow, were developed 

from examining the segments and stories within the interviews and focused on the ways 

in which Jaime and Manuela constructed their stories. This close analysis of the 

interviews helped identify prominent themes in the stories that they told. 

Global and Themal Analvsis 

Global and themal analysis identifies the relationship among the stories told 

(Agar & Hobbs, 1985, 1982). This analysis aids in understanding the meaning of the 

stories. In these interviews, global coherence was developed through the interview 

protocol which provided a purpose and focus for the telling of the stories. While Jaime 

and Manuela could decide which stories to tell, the questions limited the stories they told 
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to those related to becoming and being bilingual teachers, [n addition, they understood 

that the purpose of the interviews was to help me understand the lives and practices of 

bilingual teachers. The stories and nonstories that Jaime and Manuela told in response to 

these initial, open questions were also held together by several narrative threads. These 

threads wove together the stories of their past and present, providing theroal coherence. 

For example, within Jaime's imerviews, several themal threads emerged. The 

first interview had several references to the important relationship between language 

development and the place someone lives. This theme was referred to somewhat less 

frequently in the later interviews. The last interview picked up on and developed Jaime's 

philosophy of "fim," which he mentioned briefly in the first and second interviews. 

Several stories and nonstories, also, relate to the importance of Jaime's name in his 

identity and his relationship with others. 

While all these themes were present, the strongest theme was the notion of "fit." 

Throughout the three interviews in stories and nonstories, Jaime discussed, explained, 

and reflected on the ways in which he both fits in and fits together the different parts of 

his life. Of the 156 stories and nonstories, over half of them 83, are tied to this theme. 

As a result, I decided to focus solely on this theme and the ways in which it is part of all 

of his life stories from his early years as a student to his current life as a teacher. By 

examining one theme, I am showing how themal threads tie together our life stories. 

Description of the Chapters on Jaime and Manuela 

In the two chapters on Jaime and the two chapters on Manuela, I present two 

lenses that I used to analyze and understand their interviews. In the first chapter. 
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"Jaim&^anuela as Story Teller," I examined the narratives from the interviews in 

terms of the ways in which Jaime and Manuela constructed stories. I used Labov's story 

structure to identify and provide a basis for interpreting the stories from the interviews. 

This analysis yielded several surprises. While their stories followed Labov's story 

structure by containing the critical elements of orientation, complication, result, and 

evaluation (Labov, 1964,1972,1982), they also expanded Labov's concept of stories in 

terms of the kinds of stories that are told and the way stories can be embedded. 

In the second chapters on Jaime and Manuela, I trace the predominant theme that 

emerged from the stories they told in all three interviews. Jaime's life and educational 

stories develop, explore, and comment on the ways in which Jaime has both fit imo and 

fit together the some times disparate parts of his life. Manuela's primary narrative thread 

concerned the maintenance of her own cultural identity. The theme analysis for these 

chapters grew from the identification of the stories and the close examination of the 

language used by Jaime and Manuela. The intent of the two chapters is to reveal the 

complexity of stories and the valuable contribution they make to research. 



CHAPTER 5: JAIME AS STORY TELLER 

Introduction 

Reviewing the tapes and transcripts of Jaime's interviews was never a tedious 

task. Jaime has a true gift for story telling, which is evident not only in the number of 

stories he tells but also in the ways in which he crafts them. Jaime has an eye for detail. 

He is able to draw the listener into his narratives, making it possible to "see" what was 

occurring and ^eel" the emotions involved in the events. When Jaime tells a story, he 

uses pitch, intonation, stress and rate to support the development of his stories. 

Unfortunately, the transcribed and then edited transcripts do not capture these qualities of 

his narratives. However, Jaime is a talented enough storyteller to have his words provide 

a good representation of his skills. This chapter examines the interviews focusing on 

Jaime as a storyteller, specifically the ways in which he constructed stories and 

maintained authorship during the interviews. 

As I began analyzing the transcriptions of the interviews with Jaime, I discovered 

a drawback in Labov's framework for narrative analysis. Labov's story structure is based 

on his analysis of stories told in response to questions, such as *^Were you ever in a 

situation where you were in serious danger of being killed, where you said to yourself— 

'This is it'?" (Labov, 1972, p. 354) These kinds of interview questions are highly 

structured and limit the stories that can be told (Fontana & Frey, 1994). For example, in 

the interview question quoted above, the participants had to discuss a near fatal 

experience. Interview questions, like these, are similar to ''example questions," which 
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specifically ask participants to discuss an example of a single act or event (Spradley, 

1979). 

The questions that I asked at the beginning of the three in-depth, 

phenomenological interviews were open ended and much less structured than Labov's. 

They were; How did you come to be a bilingual teacher? How would you describe what 

it is like being a bilingual teacher? Given what you have said about how you became a 

bilingual teacher and what you have said about your woric now, how do you understand 

bilingual education in your life? As a result, the narratives and stories that Jaime told 

were not always single, specific stones like those produced in Labov's study. 

In fact, during the three interviews, Jaime created three different types of stories: 

specific, general and hypothetical. In addition to the three kinds of stories he told, Jaime 

challenged Labov's story framework by embedding stories within stories. Embedding 

stories within stories was one of the ways in which Jaime maintained authorship and told 

stories that were important to him. This chapter focuses on the different types of stories 

Jaime told, the function embedded stories fulfilled in his narratives, and the ways in 

which he maintained authorship during the interviews. 

Different Types of Stories 

During the interviews, Jaime told three different types of stories; specific, general, 

and hypothetical. The specific stories were similar to those told in Labov's interviews 

and followed Labov's story framework while the general and hypothetical stories did not 

adhere as closely to Labov's story structure. In this section of the chapter, I'll review 



125 

Labov's stoiy structure and then discuss the specific, general and hypothetical stories that 

Jaime told and the characteristics that helped me identify them. 

Labov's Story Structure 

As I discussed in the previous section, Labov's story structure developed from his 

analysis of narratives told during interviews. Labov used interview questions that he felt 

would result in the participants focusing on the stories they were telling rather than on the 

context, a formal interview, in which they were telling the stories and/or on their own 

speech patterns. For example, Labov asked his participants "Were you ever in a fight 

with a guy bigger than you?. .. What happened?" (Labov, 1972, p. 354) By using these 

kinds of questions, Labov was able to collect samples of more casual, natural speech than 

he might have in traditional interviews (Labov, 1972; Labov and Waletsky, 1967). 

In analyzing the stories, Labov defined a narrative as at least two clauses that are 

temporally ordered and sequenced in the same way as the actions that took place. A 

change in the order of the two clauses would then change the events of the stories. These 

"'narrative clauses" usually have past tense verbs. In addition to the narrative clauses, 

stories may contain "free clauses," which can be placed anywhere within the narratives 

without changing the events of the stories. These two types of clauses help identify the 

different parts of a narrative (Labov & Waletsky, 1967). 

Labov's story structure has six parts. A story may begin with an "abstract," 

which serves several functions. It signals the start of a story, gives the speaker control of 

the floor, and provides the general theme, which the story will illustrate. The abstract is 

optional and a "free" clause, which means that while it usually appears as the opening 
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line in a story, it may appear anywhere within the stoiy. Following the abstract, when 

one is present, is the "orientation.^ This clatise is not optional and provides critical 

background information needed for the story: the characters, the time, the place, and 

other background information needed to understand the story. Like the abstract, the 

logical placement of the orientation is at the front of the story. However, as a free clause, 

the orientation clauses may also come anywhere within the narrative. The 

"complication" or '^complicating action" comes afler the orientation. These are the 

narrative clauses that follow the temporal order of original event. These clauses include 

the events leading up to as well as the conflict or turning point of the story. These 

narrative clauses can not be re-arranged but may be interrupted by orientation or 

evaluation statements. The "evaluation," which usually falls between the complication 

and result, may appear anywhere within the text, making it somewhat difficult to identify. 

However, the function of the evaluation statements makes them easier to identify. The 

evaluation "reveals the attitude of the narrator towards the narrative by emphasizing the 

relative importance of some narrative units as opposed to others" (Labov & Waletsky, 

1967, p.37). The "result" basically concludes the story by giving the final action. It 

follows the complication and the evaluation, if the evaluation is present It is a narrative 

statement and, though Labov said it had to appear at the end of the story, that was not 

always true in the stories that Jaime told. The final part of Labov's story structure is the 

"coda." Like the abstract, it is optional. Its function is to bring the audience to the 

present moment and to signal to the audience that the storyteller has finished and that 

another speaker may claim the floor. 
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Labov's six-part story structure provided a way to distinguish Jaime's stories 

from nonstories within the larger narratives of the interviews. Once I had identified the 

segments, I labeled the clauses within the segments using Labov's framework of 

orientation, complication, result, and evaluation. Parts of segments that could not be 

identi^ed in this way were marked ''nonstories." A close analysis of the transcripts 

revealed that Jaime constructed three different kinds of stories; specific, general and 

hypothetical. 

Specific Stories 

One type of story that Jaime told were specific stories, which were very similar to 

those, that Labov reported on in his study. The>' were usually constructed of temporal 

clauses arranged chronologically. Additionally, they involved specific characters and 

took place at a single moment in time and at a specific place. For example, in the second 

interview, Jaime tells the story of meeting a parent at the school where he teaches on a 

Saturday: 

I remember one day I was here on a Saturday. I don't know what I was 
doing.... I can't remember. ... I must have forgotten something [at school], 
and. . .a lady was walking by carrying like a.. .couple of big gallons of water.... 
I saw her pass once, and then she came back.... Then she passed again with a 
couple like five-gallon containers. She was filling them up over here on this side. 
I asked her, "Can I help you?" or "What's going on?"~not in a threatening way-
just "What's going on?" She said, "They.. .closed up my water. I couldn't pay 
my bills." I said, "Well, what are you going do...?" She said, "I don't know 
what I'm going to do." I knew that she had a little girl in the school. I didn't 
know her [the woman] personally, but I knew her daughter. So, I asked her to 
come in.... She was real nice. She didn't feel threatened. I told her maybe we 
could do something for her. I told her someone that she could speak to.. .and she 
did. About a week or two passed, and then I got a real nice note from her telling 
me that . .she was able to connect with an agency that helped her with her bill and 
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thank you.... I really felt good. That's what I do.... It's not only... kids. It's 
parents.... We work with &milies, not only with kids.... (2.01.09)' 

This story follows Labov's stoiy framework. It includes an orientation, 

complication, result, evaluation, and coda. Jaime begins with an orientation, **1 

remember one day I was here on a Saturday. I don't know what I was doing.... I can't 

remember.... I must have forgotten something [at school] and.. .a lady was walking by 

carrying hke a.. .couple of big gallons of water...." Within the orientation, Jaime 

explains that this is a memory, "I remember," of an event that took place on a weekend, 

'"Saturday," at the school site, "here," and provides a possible reason for his presence, "I 

can't remember.... I must have forgotten something." Also, he identifies the characters 

in this story; himself and a woman carrying water. 

After the orientation, he provides the complication, the series of events that make 

up the plot of the story: 

• I saw her pass once, 
• and then she came back... 
• Then she passed again with a couple like five-gallon containers. 
• I asked her, "Can I help you?" or "What's going on?" 
• She said, "They.. .clo^ up my water. I couldn't pay my bills." 
• I said "Well, M^t are you going do... ?" 
• She said, "I don't know what I'm going to do." 
• So, I asked her to come in... 
• I told her maybe we could do something for her. 
• I told her someone that she could speak to... 
• and she did. 

1 Tlie numbers represent the location of the story in the interviews. The first number indicates 
the first, second or third interview; the second number is the segment within the interview; and 
the third number is the stoiy or nonstory. 2.01.09 dien refers to the second interview, first 
segment, ninth story. 
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These clauses create the complication of the stoiy and follow the temporal order of the 

events. They are narrative clauses, and as a result, they can not be re-arranged since 

changing their order would change the order of events that took place. 

At several points, Jaime inserts free clauses imo the narrative clause sequence. 

The first insertion occurs early in the complication. Jaime describes what he saw, saw 

her pass once, and then she came back.... Then she passed again with a couple like five-

gallon containers... She was filling them up aver here on this side. And I asked her, 

'Can I help you?'" The statement, '^She was filling them up over here on this side," does 

not move the chronology of the story along, but it does seem to complete the orientation. 

It provides information about what the woman was doing and could have just as easily 

followed the last sentence of the orientation, "... A lady was walking by carrying like 

a .. couple of big gallons of water.... She was filling them up over here on this side." 

This statement is an example of how the orientation, because it is made up of free 

clauses, can be distributed throughout the story. 

The second point in the complication when Jaime inserts a free clause is just after 

he has asked the woman if he could help her and before he asks her to come into his 

classroom, "1 said 'Well, what are you going do... ?' She said, 'I don't know what I'm 

going to do.' / knew that she had a little girl in the school. I didn't know her [the 

woman] personally, but I knew her daughter. So, I asked her to come in. ..." This is 

another piece of information that is part of the orientation or background information for 

the story. It furthers identifies the woman in the story, and while it does not move the 

plot along, this statemem helps us understand Jaime's thoughts and the motivation for his 
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actions. These insertions into the complication are not inconsistent with Labov's story 

structure since he acknowledged that information that usually appears in the orientation 

could appear elsewhere in the story. However, in the specific stories that Jaime told, he 

usually provided the majority of his orientation at the beginning of the stories as Labov 

found in the analysis of the stories he collected. 

In addition to inserting additional information from the orientation into his 

complication, the narrative sequence of the story, Jaime provides evaluation statements. 

In the middle of the story he says, '*She was real nice. She didn't feel threatened [by 

me]." His commenting on her character as well as his own helps us understand a bit 

more about why this experience occurred as it did—why a woman who was a stranger 

would speak to him. At the end of the story, Jaime provides another evaluation 

statement, "I felt good [helping her]." By explaining his feelings during the actions, he 

provides more insight into his life and his responses to certain events. 

At the end of the story, Jaime reports the results of the experience. He receives a 

note from the woman explaining that "She was able to connect with an agency that 

helped her with her bill" and thanking him. He then supplies a coda, which signaled the 

end of this story by stating, "That's what I do." In this sentence, Jaime switches to the 

present tense and explains how this specific stoiy fits into his larger narrative. This 

specific story is an example of the kind of work he does as a teacher, "That's what I do." 

By using the present tense, he not only indicates that the specific story has ended but also 

brings the story to the present time which allows for me to ask a new question, which 

actually happened only a few sentences later in the interview. 
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This stoiy is an example of how Jaime's specific stories followed Labov's story 

structure. Yet, I considered both the form of the stoiy and the content when I 

characterized stories as "specific." In a specific story, Jaime would include information 

concerning the time and place of the event, the particular individual or individuals 

involved, and explicit visual or oral information that would help the listener '"see" the 

story. In this story, Jaime referred to a definite day and/or place, '*1 remember one day I 

was here [the school] on a Saturday." In addition, he explained who the characters were. 

In this story, he identifies the woman as a parent of a student at the school and his 

relationship to her, "'I knew that she had a little girl in the school. And I didn't know her 

[the woman] personally, but I knew her daughter." Finally, Jaime provided explicit 

information concerning the event Jaime remembers the experience in enough detail to 

add dialogue to his story; 

And I asked her, "Can I help you?" or "What's going on?"--not in a 
threatening way—just "What's going on?" She said, "They.. .closed up my water. 
I couldn't pay my bills." I said, "Well, what are you going do... ?" She said, "I 
don't know what I'm going to do." 

While Jaime may not have remembered the exact wording, he was able to basically 

reconstruct what was said. So, along with following Labov's story structure, the level of 

detail helped me classify stories as "specific." These specific stories were not the only 

stories that Jaime told during the three interviews. 

General Stories 

Additionally, Jaime told "general" stories. General stories were similar to 

specific stories in that they followed Labov's stoiy structure though not as closely as the 
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specific stories. The general stories were constructed of temporal clauses, as were the 

specific stories though the temporal clauses often did not occur sequentially. So, it was a 

bit more difficult to identify the sequence of actions and to analyze the structure. Also, 

general stories did not have specific characters or take place at a single moment in time 

and place. General stories, at times, referred to more than one similar experience that 

Jaime had. The open ended, less structured nature of the interviews made it possible for 

Jaime to tell these types of stories which allowed him to paint a broad picture of his 

experiences. 

I think Labov did not address general stories in his research because they did not 

appear in his data. Labov's questions, which were specific and structured, were not 

likely to result in general stories, whereas the open ended, less structured questions that I 

asked created the conditions for more than one type of story to be told. The following is 

an example of a general story Jaime told in the second interview: 

I.. .think I've got to go back a little bit and.. .think about what goes on 
actually in classrooms.... I'm not sure that what goes on in my classroom is 
what goes on in other classrooms.... I think that yes, I've tried other things, and 
it seems like kids are not laughing. They're not having too much fun.. . .  

I can go back, I've taught for 20 years, and I can go back where I have 
been too tense. I've noticed that the kids.... Sometimes, they even cry because 
they feel under pressure. And.. .what actually I'm doing is maybe following the 
curriculum of the district, or we're taking a test, and we.. .need to be sharp. We 
need to pass it because of many reasons.... [It's in these] situations where you 
say, '*We have to finish this because by the time you get to sixth grade, they 
expect you to know it." I think I've been there, and it hasn't been fun.... I don't 
think it's fiin, and I don't think it's necessary. (3.05.01) 

This general story follows Labov's structure in a very loose fashion. The first 

paragraph acts somewhat like an ab5mact establishing the theme for the story, which is 
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that Jaime has not always had a successful curriculum. The last sentence of the first 

paragraph indicates that Jaime is going to discuss "other things" he has "tried" which 

were not ''too much fun." In the second paragraph, Jaime tells the general story of times 

when he has not been successful. 

The second paragraph could be outlined using Labov's story structure this way: 

Orientation; I can go back, I've taught for 20 years, and I can go back 
where I have been too tense. 

Result; Tve noticed that the kids.... Sometimes, they even cry 
because they feel under pressure. 

Complication; .. .what actually I'm doing is maybe following the 
curriculum of tte district, 
or we're taking a test. 

Evaluation; we need to pass it because of many reasons. 

Complication; [It's in these] situations where you say, "We have to finish 
this because by the time you get to sixth grade, they expect 
you to know it" 

Evaluation; I think I've been there, and it hasn't been fun. ... I don't 
think it's f\m, and I don't think it's necessary. 

With the general stories that Jaime told, all the parts of Labov's story structure 

were present, but they may not have been in the order that Labov identified. For 

example, in this general story, Jaime states the result before the complication rather than 

after it It is obvious that the students were feeling pressured and crying because they 

were having to the take a test and meet expectations. 

Besides changing the order of Labov's story structure in general stories, Jaime 

would not identify specific characters, places, and times, the kind of details that would 
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possibly allow another person to verify the story. In this general story, Jaime does not 

refer to a specific time period but identifies a large period of time, ̂ 0 years." Also, he 

does not identify a specific student or students. He refers to'^e kids." Finally, he does 

not mention a specific school but tells a story that seems to span the two school sites 

where he has taught. 

The general stories that Jaime told provided a broader picture of his experiences 

in schools as a student and teacher. While they lacked the degree of detail of the specific 

stories he told, they differed from other segments of the interview in that they followed 

Labov's story structure, albeit somewhat loosely. The general stories in some ways 

provided a backdrop for the more specific stories. 

Hypothetical Stories 

In addition to the specific and general stories that Jaime told during the three 

interviews, he at times created hypothetical stories as examples of different points he was 

making. Hypothetical stories appeared less frequently than the specific and general 

stories in the three interviews, and, like the general stories, were not addressed by 

Labov's discussion of story structure. However, the hypothetical stories did follow 

Labov's story structure in that they usually contained an orientation, complication, resuh 

and evaluation. Of^en, the hypothetical stories contained as much information 

conceming the time and place of the event, the particular individual or individuals 

involved, and explicit visual or oral information as his specific stories did. It's as if 

Jaime included these details to ensure that the hypothetical story could be seen as 
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possibly being ''real." The following is an example of hypothetical stories that Jaime 

told. 

Yes.. .that's the way it [a classroom] should be. When I see that people 
are not getting it, and I see that.. .things are not going so well for them, I 
think.. .maybe that's what's missing in their lives—that we need.. .to have that 
balance.. .of seeing.. .and saying "Well, hey, I'm here.... This is my religion 
and.. .this is my language.... I'm here when it comes to how much my parents 
make I'm not here, I'm not there, and I'm.. .somewhere in the scale." You 
get a sense of.. .who you are and where you are, and you see other things 

One day you sit down with some of your buddies from the football team, 
and they're Texans from Texas who speak only English but make good steaks and 
they love you. They say, "Hey, come on." You're the safety on the team. They 
put their arms around you and in their Texas drawl.. .they accept you. And, the 
next day you're sitting next to the... blue eyed, blond hair Texan but who lives 
now not in Texas but who lives in Nogales. And.. .the next day you're with Evita 
who is black and.. .walking down the street to go to school with her. You're 
talking to her in Spanish, and she's speaking Spanish. She's black. She can 
speak English too. As a matter of fact, they sp^ English in their house, but she 
speaks Spanish just as well. She's your friend and.. .even though there's 
something about her being black because 99% of the people are not black, but 
she. .  -grew up on my street. . . .  

And Idds don't have that right now.. .in my situation. I think in other 
situations across the city... that situation is not there. I guess it's important for 
me to tell you.. .it's better to have it that way and rub elbows and.. .speak to 
other people l ike I am to you. I think you get a much better cit izen . . . .  
(3.07.04 -3.07.05) 

This excerpt came from the third interview when Jaime was comparing his 

experience as a child growing up in Nogales to the experience of his students in South 

Tucson. Jaime has reported that when he was growing up and going to public schools in 

Nogales even though the majority of the community members were Mexican American 

and Catholic, he was still able to meet and interact with children of other ethnic, 

linguistic, religious and socioeconomic backgrounds. In fact, Jaime married a woman 

from a different ethnic, religious and socio-economic background, whom he met in 
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school. Jaime finds that the students whom he is now teaching live and go to school in 

communities that are more homogenous. The students he teaches are primarily Mexican 

American and Catholic from a low socioeconomic conmiunity. 

In the first paragraph, Jaime is explaining how, by being a member of a 

heterogeneous community, you leam about yourself: 

I think.. .maybe that's what's missing in their lives—that we need.. .to 
have that balance.. .of seeing.. .and saying "Well, hey, I'm here.... This is my 
religion and.. .this is my language Fm here when it comes to how much my 
parents make.... I'm not here, I'm not there, and Fm.. .somewhere in the scale." 
You get a sense of.. .who you are and where you are, and you see other things. 

This first paragraph functions as an abstract for the hypothetical story that follows. It 

presents the theme-that by being in a classroom with students from a variety of cultures, 

you leam about yourself and others. 

In the next paragraph, which contains the stoiy, it was easiest to first identify the 

complication, the actions that moved the plot along. The complication included 

• one day you sit down with some of your buddies from the football team, 
• they say, "Hey, come on." 
• .. .they put their arm around you 
• in their Texas drawl.. .they accept you 
" next day you're sitting next to the.. .blue eyed, blond hair Texan but who 

lives now not in Te>.as, but who lives in Nogales 
•  . .  .the next day you're with Evita who is  black and. .  .walking down the street 

to go to school with her 
• you're talking to her in Spam'sh 
• she's speaking Spanish. 

These main narrative clauses explain three days of actions. It is the adverbial phrases, 

"one day," "the next day," and "the next day," which reveal temporal sequence. Could 

these events be re-ordered? Most likely they could. However, in telling this hypothetical 
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stoiy, Jaime uses the adverbial phrases b> mark a sequence. In addition, he moves the 

narrative along by comparing the Texan in the second main narrative clause to those 

Texans mentioned in the first main narrative clause. With the first and third main 

narrative clauses, Jaime has some related actions that can not be switched in order. For 

example, a woman speaking Spanish would not be part of the first main narrative clause 

which includes a football team. These narrative clauses comprise the plot of this 

hypothetical story and loosely meet Labov's definition of having at least two narrative 

clauses ordered temporally. 

With the complication identified, the other parts of the story structure are more 

easily identified. The orientation, which provides the background information, is woven 

throughout the complication as Jaime explains who these characters are. For example, 

"your buddies from the football team" are "from Texas" and "speak only English but 

make good steaks." The next day, you are with a "blue eyed, blond hair Texan.. .who 

lives in Nogales." Then, you are with Evita, who "is black" and speaks Spanish and 

English. He even provides specific information about the main character "you're the 

safety on the team." Jaime inserts the orientation throughout the story as he constructs it. 

This may point out a difference among specific, general, and hypothetical stories. With 

specific and general stories, Jaime is reporting experiences, which he has had and 

possibly has told stories about previously. Hypothetical stories are created at the moment 

of speaking. In some ways, they are "new" stories because they may not have been 

experienced or told previously. As a result, the structure of hypothetical stories would be 

different from the structures of specific and general stories because hypothetical stories 
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are new '^constructions" and not based on previous experiences but based on conjecture 

or speculation. Thus, having the orientation woven throughout the story makes sense 

since Jaime added the information as he realized what information he needed to advance 

the plot and to have it support the theme stated in the abstract. 

The result of the story appears at the end of the third paragraph and is embedded 

in the evaluation. In paragraph three of this excerpt, Jaime explains that students today 

do not have these experiences. His evaluation is that ''it's better to have it that way and 

rub elbows and.. .speak to other people like I am to you." He concludes by stating the 

result of the kind of interactions with a variety of people that he described in the 

orientation, "I think you get a much better citizen." So, while this story is hypothetical, it 

still loosely follows Labov's framework. 

As in identifying specific and general stories, I examined the level of specificity 

in terms of time, place and characters. In this stoiy, while he does identify a time period, 

"one day.. .the next day.. .the next day," the time period is not specific in terms of the 

year. It could be a day in any year. Also, it is not clear where the story is taking place. 

Jaime mentions different locations, a football field and the girl's walk to school. He says 

that the African American girl "grew up on my street." This single pronoun reference, 

"my," possibly indicates that the story is loosely based on his experiences. Yet, it is not a 

general story because while it may have been based on his experiences, Jaime is not the 

main character or a character at all in the story. The main character is "you," the pronoun 

used to speak about anyone, to speak generally. This lack of specificity was typical of 

hypothetical stories. 
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Jaime does include some specific information in the story; the monolingual, 

Anglo, Texan football players and the bilingual African American girl. This level of 

specificity and the reference to "my street" lend credibility to the story. Yet, the story 

remains a hypothetical story because it is not the story of an actual event that took place 

in Jaime's life. He is telling a story that represents what a multicultural experience could 

be like for any one of us. While Labov's research focused on stories, which I would 

classify as "specific,'^ the story structure he proposed was also relevant to general and 

hypothetical stories as well. 

Because my research on story structure had not prepared me for the existence of 

different types of stories, my initial analysis of the data was complicated by the existence 

of the three types of stories in Jaime's interviews. Generally, studies like Labov's (1972) 

and Seidman's (1991) on story and narrative on which I based my study did not discuss 

the existence of more than one type of story. The studies usually discussed the type of 

story I identified as "specific." So, one of my initial challenges as I analyzed Jaime's 

interviews was to understand the relationship between Labov's and Seidman's 

approaches to narrative and the data 1 had collected. In addition, Jaime's interviews 

offered a second challenge in terms of story analysis. Not only was Jaime telling 

different types of stories but he was also embedding stories within stories. 

Embedded Stories 

In addition to the three kinds of stories that Jaime told—specific, general, and 

hypothetical—Jaime's story telling was marked by the way in which he embedded stories 

within stories. Embedded stories appeared in the first two interviews and seemed to 
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serve two functions. The first function was to provide additional background information 

to the story that Jaime was telling. A second function was to insert into the interview 

stories that Jaime wished to tell but which did not seem to fit into the interview structure. 

In this section of the paper, I am going to focus on the first fimction, the ways in which 

embedded stories provided additional background information. Then, in the next section 

of the paper, I will discuss how embedded stories were one on the ways Jaime used to 

maintain authorship during the interviews. 

Embedded Stories as Additional Background Information 

During the first interview, Jaime begins the story of his marriage: 

. .  .It's  a long story okay, but I  think I have to say it  She (my wife) had 
been at ASU for about a year. She had sort of left her family, and by leaving I 
mean she had been told that if her relationship with me continued and she was 
about 18 at the time, she was 18, that her father, her family was considering, I 
didn't even know the word then, but they used the word disown, okay? So my 
wife had just made a decision that she was going to come, not live with me, we 
didn't live together, but she came with me to Phoenix. There was like a big break 
between her and her family. (1.05.02) 

I asked, "Where was her family living at that time?" Jaime replies with a short story 

explaining not only where his wife's family lived at the time but the events and 

conditions that led up to the "big break" between his wife and her family. 

Her family are prominent people in Nogales, and they were living in 
Nogales. She was brought up in Nogales. That's where I met her. You meet 
everybody there, small town, and you don't say "You're white. I'm not going to 
date you." The parents might sometimes, and in this case they never said it But 
it [the relationship] got serious, we got involved and then they tried to step in and 
said. This is not best for you." She didn't agree with them, so there was a break 
in the family there, and it was cultural. I was not of the same race; I was not of 
the same religion; I was not of the same economic background. Now as an adult I 
would probably say it to my own son. I wouldn't discourage him. I wouldn't 
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take it away from him, disown him in any way, but I think it's healthy to be, I 
mean you have to have some things in common, you know what I mean? (1.5.3) 

This short general story follows Labov's framework: 

Orientation Her family are prominent people in Nogales, and they were living in 
Nogales. She was brought iq> in Nogales. That's where I met her. 
You meet everybody there, small town, and you don't say "You're 
white. I'm not going to date you." The parents might some times, 
and in this case they never said it 

Complication But it [the relationship] got serious, 
we got involved 
and then they tried to step in 
and said, "This is not best for you." 
She didn't agree with them. 

Result so there was a break in the family there 

Evaluation and it was cultural. I was not of the same race; I was not of the same 
religion; I was not of the same economic background. 

Coda Now as an adult I would probably say it to my own son. I wouldn't 
discourage him. I wouldn't take it away from him, disown him in 
any way, but I think it's healthy to be, I mean you have to have some 
things in common, you know what I mean? 

Jaime responded to my question for information about his wife's family with a 

complete general story rather than with a simple answer. This story adds more depth to 

the longer story he was telling about his marriage to his wife and follows Labov's story 

structure. Jaime explains as part of the orientation in this story not only where his wife's 

family lived, "Nogales ... a small town," and their place in the community, "prominent 

people," but also the social  norms of the time and place,  "You meet everybody there. . .  

and you don't say, 'You're white. I'm not going to date you.'" In Nogales, some parents 



142 

might not allow dating to occur across ethnic and class boundaries, but Jaime and his 

wife initially did not experience that, "The parents might some times [tell their children 

not to date across race or ethnicity], and in this case, they never said it.'' This orientation 

provides the background information needed to understand what takes place next. 

The complicating actions in the story focus on his wife's parents' reaction to their 

more serious dating. As Jaime states in the orientation, his wife's parents, who because 

of their position in the conmiunity had more power, did not say anything against their 

dating initially. Yet, when Jaime and his wife became more involved, her parents spoke 

against their dating, "We got involved, and then they tried to step in and said 'This is not 

best for you.'" The result is the "break in the family." 

The short complication section set against the longer orientation section of this 

story highlights the tension in the stoiy. By taking some time to explain the norms of the 

town concerning dating and then concisely telling what happened between his wife and 

her family as they became more involved, Jaime highlights the contrast between the 

community norm and his wife's parents' reaction. Her parents' reaction stands out as not 

just a surprise to Jaime and his wife but also an exception to the norm. This adds drama 

to this short, embedded general story. 

In addition, this short embedded story foreshadows the complicating actions of 

the main stoiy and provides the needed background information to fully understand the 

importance of the complicating actions in the main stoiy. In the main marriage story, 

Jaime and his wife decide to marry, so Jaime goes to speak to his prospective father-in-

law about their plans. When Jaime sits down with his prospective father-in-law and 
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explains their plans to get married, Jaime is told directly by his prospective father-in-law 

that the marriage is "the wrong thing to do." While his prospective father-in-law argues 

that his reasoning is Jaime's and his daughter's ages, Jaime argues with him that it is not 

an issue of age but "religion, tfie race and the economic background." The tension of this 

embedded story provides a hint of this conflict, which occurs in the main story, and when 

Jaime's prospective father-in-law states his objections to the marriage in the main story, 

the objections resonate off of this earlier story, and as a result, have more meaning and 

impact 

Jaime's use of embedded stories then made his main stories richer and more 

complex. The embedded stories often gave additional information, which helped explain 

or provided greater context for the main stories. The embedded stories were tied closely 

to the main stories usually in terms of characters, complicating actions, and evaluation. 

Also, the embedded stories at times foreshadowed upcoming events in the main story. 

By telling the embedded stories during the main stories, Jaime was able to reinforce and 

enhance the structure and issues of the main stories. Embedded stories had an additional 

fimction; they were a way for Jaime to maintain authorship during the interview process. 

Embedded Stories as Maintaining Authorship 

An issue raised in narrative research is authorship. Whose story is being told? 

When are the narratives products of the interviewer? the participants? This issue creates 

a tension during interviews and analysis (Casey, 1995; Fontana & Frey, 1994; Gnimet, 

1991; Riessman, 1993; Mishler, 1986; Seidman 1991). In this section of the chapter, I 

am going to focus on the issue of authorship during the interview process. Specifically, I 
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am going to examine two different times during the three interviews when Jaime asserted 

his power as author to redirect the imerviews from the direction I was pursuing back to 

the stories which he wanted to tell. 

Theoretically, the use of open-ended, unstructured questions, such as those that I 

used, provides the participant more of an opportunity to claim control over the content of 

the interviews (Riessman, 1993; Mishler, 1986; Seidman, 1991). Yet, the questions 

themselves provide the focus and direct the content of the interviews. Participants are 

still telling the stories that interviewers ask for directly or indirectly. This is perhaps best 

illustrated in some of the advice that Seidman furnishes those using his in-depth, 

phenomenological interviewing; "'Avoid leading questions.... Ask open-ended 

questions.. .. Ask participants to tell a story.... Keep participants focused and ask for 

concrete details." (Seidman, 1991, pp. 62-65) Yet, Seidman's advice raises many 

questions. For example, when is asking for a story not a leading question? Aren't 

keeping participants focused and asking for concrete details controlling the participant's 

narrative structure? I think Seidman would argue that following his three-interview 

sequence, which 1 did, provides specific kinds of narratives that enrich our 

understandings. Hence, the need to "keep the participants focused." However, exerting 

this control over the interview certainly makes the interview less of a conversation and 

reinforces the power imbalance inherent in much research (Fontana & Prey, 1994). 

Because research is relational, there is not a single response to the inherent issues of 

power and authorship. By examining the two incidences in which Jaime took control of 
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the interview, I hope to shed some light on how Jaime as a participant resolved the issue 

of power and authorship during these interviews. 

"It's a Long Storv:" Jaime's Marriage. 

I began Jaime's first interview with an open-ended question as suggested by 

Seidman (1991. .how did you become a bilingual teacher?" In the first half of the 

interview Jaime discussed how he became a teacher through his involvement in the 

Teacher Corps. I then asked him to talk about his first teaching experiences which 

happened in Pueblo, Colorado while he was in the Teacher Corps: "When you were in 

Pueblo what sort of school were you in? What were your experiences like then? Was it 

[the school] bilingual?" 

In describing his experiences in the Teacher Corps, Jaime began to compare the 

language use of the Pueblo families to his own family's language use. This provided me 

an opportunity to keep him "focused" on my interview protocol by asking him to expand 

on his description of his own language development as a child. I asked him, "How was 

language used in the (your) home?" 

Jaime's response to this question was lengthy and covered not only language use 

in his home when he was growing up but also stories of what happened when he entered 

school speaking predominantly Spanish. Jaime focused on the "safe" environmem within 

which he grew up where he could speak both Spanish and English. He ended this part of 

the interview by saying, "I'm going back to the question, my parents talked to me in 

Spanish and they still do. They speak to each other in Spanish and that's the way it is." 

With the focus on his parents, I was interested in the language use among Jaime and his 
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brother and sister, so I asked, . .your brother and sister gave you a bit of a hard time. 

Did they speak Spanish at home or did they speak more in English?" 

During the next part of the interview, Jaime discussed language use with his 

siblings as well as his role in the family as the youngest child. Jaime then began to 

discuss the role of place or environment in language use and the importance of culture in 

not only his life but in his personal development. It was then that Jaime made the first 

reference to his marriage. As Jaime began to tell the story of celebrating his first 

Passover with his wife's family, he said: 

. .  .My wife is  also Jewish, so. .  .you're going to get a lot from me 
culturally. Tliat's a story if you want me to talk about that—how we got together 
and the problems that I ^d experience in that area, marrying from one culture to 
another one, not only culturally, [but also] economically. Anyway if you want me 
to talk on that,  let  me know and I will .  (1.04.11) 

I replied affirmatively and he told the story of his first Passover. 

As Jaime completed his story, he explained how enjoy trying other cultural 

things although sometimes I'm kind of conservative. I need to look at it and say 'Well?' 

before I jump in and act foolish. I need to see it a few minutes." This statement made me 

think about his earlier stoiy of joining the Teacher Corps. That story seemed to be 

another story of Jaime ''jumping in" rather than a story of his being "kind of 

conservative." I was curious whether my interpretation was correct, so I said, "It's 

interesting.. .we're talking about how you experiment with foods and how you have to 

look at things before you jump in. But, in terms of your occupation, you sort of just 

jumped in." 
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In response to my statement, Jaime returned to the summer when he made his 

decision to join the Teacher Corps. As he began to tell the story of that summer, he said, 

"Something happened that summer. My girlfnend and I—well, she's my wife now—but at 

the time she was my girlfriend—[went to New York]. There was a thing in the paper that 

said 'Charter flight to New York."' This was not the first time Jaime had mentioned his 

wife. He had discussed their relationship earlier in the interview when he first told the 

story of joining the Teacher Corps. Also, he had referenced her when he discussed the 

importance of his culture in his life, "I told my wife, 'Damn it! I need to go to a wedding 

where they play Mexican music. I miss that"' In addition, he mentioned in the same 

segment that his wife, though Anglo, spoke fluent Spanish; 

My wife is Anglo. She was brought up in Nogales. She's a translator and 
probably beats me in Spanish when it comes to the written word. But in speaking 
we can just change like that and be comfortable with it That's probably one 
reason that I'm very comfortable with her. (1.04.07) 

So, Jaime mentioned his wife in his discussions and stories of culture and language, but I 

had not requested that he tell the story of his marriage, which he had offered to do. 

Yet while Jaime is telling his story to address whether his entering the Teacher 

Corps was an example of "jumping in" or "being conservative," Jaime interrupts that 

narrative to tell the story of his marriage: 

. .  .I'm pretty conservative and I've been told that I  am. I think as you age 
you tend to sort of go that way a little bit too. But when I was younger, I would 
do more things that were risky. That [the charter plane trip to New York] was one 
of the things. We didn't know how we were going to come back, and we just 
said, "Let's go." My wife, my girlfnend then, had relatives in New York. This 
sort of t ies in that I was going around with her. . . .  

It's a long stoiy okay, but I think I have to say it She (my wife) had been 
at ASU for about a year. She had sort of left her family, and by leaving I mean 
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she had been told that if her relationship with me continued and she was about 18 
at the time, she was 18, that her father, her family was considering, I didn't even 
know the word then, but they used the word disown, okay? So my wife had just 
made a decision that she was going to come, not live with me, we didn't live 
together, but she came with me to Phoenix. There was like a big break between 
her and her family. (1.05.01-1.05.02) 

Jaime, then, tells the stoiy of how he and his wife decide to get married and how Jaime 

goes and meets with her father to discuss the marriage. 

The decision to tell the stoiy of his marriage was Jaime's. I had not asked for the 

story and had not planned to ask. The story, as discussed in other sections of this chapter 

and in the next chapter, is important in terms of Jaime as a storyteller as well as Jaime's 

development of themal coherence. It is a complex stoiy because of the embedding, 

which 1 discussed earlier in the chapter. It is also an important story because it is an 

example of how Jaime claimed his right as author by telling the story in spite of the 

direction I was taking the interview. 

Jaime's initial claim for authorship was somewhat hesitant The version of the 

story above has been edited. The origitud transcript was; 

It's a long story, okay, but I think I have to say it. She had been at ASU 
for about a year. She had sort of left her family, and by leaving I mean she had 
been told that if her relationship with me continued—and she was about 18 at the 
time, she was 18—that her father, her family was considering, I didn't even know 
the word then, but they used the word disown, okay? So my wife had just made a 
decision that she was going to come, not live with me, we didn't live together, but 
she came with me to Phoenix and there was like a big break between her and her 
family. (1.05.02) 

Jaime seems somewhat reticent to say that his wife's family had thought of disowning 

their daughter because of her relationship with him. Because this could be a difficult 

admission to make publicly, Jaime leads up to making that claim slowly inserting 
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information several times before providing the result of the story~a break occurs in the 

family. Yet, he tells the story because, as he claims, think I have to say it" 

When asked later in the third interview about his decision to tell the story of his 

marriage, Jaime explained: 

What comes to my mind right now is that it's a big part of my life.... I 
think it has something to do that I put a lot of importance in it I mean we all have 
personal lives.... When you talk to people.. .and you're talking about the past, if 
someone was married, they would say, "Well, yeah, I'm married," but 
maybe. . ."Hey, no big thing." It's just part of their lives. Well to me I think it 
was a big part of my life to get married.. .something to do with.. .discrimination. 
It was.. .I'm thinking of the word traumatic 

But when I look back at my marriage, I think that.. .it was not easy. It 
was a big traumatic thing because I was so in love with my wife. It was a big part 
of my life.... 

Love prevailed, or we prevailed. It's sort of like. . .a fairy tale stoiy for 
me and.. .it's just not an ordinary story for me. It's a thing that I think.. .1 hate to 
bring God and destiny into this, but I think that in.. .a mystical.. way God 
g u i d e d  m e  t h r o u g h  m y  h a r d  t i m e s  . . .  

We live in a society right now where.. .races are having a little trouble 
with each other. We're going back now to the 1960's.... It was sort of like veiy 
highly discouraged.. . . Mexican Americans were not marrying Jewish 
Americans.... We did, and we.. .persevered. We loved each other, and 30 years 
later, here we are. We're still married to each other. And, I believe we have a 
good marriage.... 

I like to refer to it I like to think of it as one of my successes in.. .doing 
what your heart tells you to do, rather than what your mind or. . .others tell you 
and what others think is right.... As I go in life.. .1 still have that little spark in 
my heart that . .tells me.. .go for it, that's right It might be in the classroom 
working with kids... that little thing that tells me you're doing what's 
right... You should push it You. . .don't ignore it Don't. .turn your back on 
it and go the other way or.. .lose it ... It's almost like truth will prevail, good 
will prevail. I mean it doesn't [always] happen that way, but in my case I 
think.. .it taught me a lesson and it worked out for me. 

I know that many times you know people have experiences, and they say, 
"Hey, that's life.... That's life, that's politics," and you've got to eat it and 
you've got to accept it It's one thing in my life that I didn't eat or.. .accept I 
didn't accept it and I said no .... I'm going to do it my way, and I think I'm 
right... I think that's why I refer it because it's not. .just a simple matter of two 
people getting together. It was a.. .complicated matter of two people getting 
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together and learning even though we were, Fm not going to say children, but we 
were very young people. And.. .rm working with very young people too right 
now that have thoughts and feelings.. .and sometimes society tells them, '"That's 
the way it is, and if you don't like it 'm'modo'." So, I guess to me.. .it is sort of 
like a success story It's one of my better parts of mv life.... 
(3.07.01-3.07.02) 

For Jaime, the story of his marriage is important for many reasons. His mam'age 

is one of his successes. In addition, it provides an example for him of a time when he 

trusted himself, went against tradition, and succeeded. Yet, why tell this story in an 

interview concerning teaching? 

Jaime relates his marriage to his teaching in two w^s. The first way is in terms 

of how he teaches, **... It might be in the classroom working with kids.. .that little thing 

that tells me you're doing what's right " '^That little thing" that Jaime relies on is 

actually a large body of knowledge that Jaime has collected over his twenty years of 

teaching from experience, inservice workshops, university classes and reflection. Yet, 

this knowledge base is so much a part of him that it feels almost like intuition. The 

second connection Jaime makes between this story and his marriage is in what he 

teaches, "Fm working with very young people too right now that have thoughts and 

feelings.. .and sometimes society tells them, 'That's the way it is, and if you don't like it 

nimodo.'" Jaime models for the students that "the way it is" does not have to be the way 

it is. 

Knowing the importance of the story in Jaime's life helps understand why he 

claimed his power as author to tell the story. It is important in the context of his personal 

and professional lives. 
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"Something Happened This Morning:" Suspected Child Abuse. 

In the second interview, I focused Jaime on describing what he does as a bilingual 

teacher. Again, I began with a very open ended question, "The last interview looked at 

sort of the past—how you became a bilingual teacher—and this one is on the present. So. 

.. when you describe ̂ ^t you do, what do you tell people?*" Jaime began by discussing 

how teachers "do a lot" 

Especially, now we provide a lot of services for the Idds other than just 
being in the classroom and.. .trying to help them to learn.... I think that one of 
the things that I do is.... I visit parents.... I go to their houses.... I take kids 
places on the weekends.... It's not an eight to five job or eight to three like some 
people think. Sometimes, I might even go to a funeral.... Sometimes I help kids 
with losses that they've had.. .personal losses, a death in the family or someone 
in jail.... I listen to them.... 

Plus, P do] the regular things.... I read to kids; they read to me; we. .. 
discuss stories; we.. .discuss current news; and sometimes, we even try to effect 
what's going on politically in the world.... Sometimes, we might collect things 
or give things away to a worthy cause.... (2.01.01) 

I was struck by how Jaime referred to many activities that took place outside of 

the classroom, so I asked him about that, "You do a lot.... One of the things you talked 

about was going outside of the walls, and I was wondenng.. .how that developed? Did 

you start thinking that when you started teaching? Or is that something that has changed 

as you've taught?" Jaime responded with a general story about that 

I did not feel the interview was progressing as easily or as well as the first. Jaime 

was holding the floor for shorter periods of time. So, I asked him about how he taught 

"his passions" and then how he assessed his teaching. Both of these questions were 

related to issues he had raised in his first narratives during this interview. As Jaime 

answered, I was feeling that the interview was becoming much too broad. Referring to 
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my protocol for the second interview, I asked Jaime, .. Could you describe a typical 

day . .. starting from when you wake up to when you go to bed?" 

Jaime began his story of a typical day by saying, "I guess I could go back and 

think of a typical day, but how more typical than today and last night?... Last night, I 

was in bed. . .with my wife, and.. .we're talking about school stuff." (2.3.1) He, then, 

discussed the issues that he talked about with his wife and some of the stresses that he 

brings home with him. He talked about how he dialogues with his wife and colleagues 

about educational issues. He stayed focused on the topic by saying: 

[A] typical day is.. .you make some plans.... You think that you're 
going to do this today and forget it you know. You go.. you do as you—What's 
the saying, you fly by something? (D; Oh, the seat of your pants?) Seat of your 
pants. Well, sometimes it is what you're doing. Something happens. Something 
happened this morning typical day.... (2.03.05) 

Concerned about the direction that Jaime was going in and not really "hearing" his last 

sentence, I interrupted and said, ^^So.. .you went to sleep. You ended the night last night 

talking to your wife about school, and then.. .you went to sleep." 

Jaime picked up the story dutifully explaining his morning routine, what he does 

when he wakes up, how he gets to school and what happens at school. He gets as far as 

the beginning of school; 

We start class with a couple of semences on the board, one in English, one 
in Spanish.... Sometimes, it's their own work that I take from their writings. 
Other times it's from a book that I have. This morning, we did that (2.03.06) 

Then, he begins a specific story about what happened the morning of the interview: 

Even before class started, three little girls came in.. .and one was crying, 
a n d  s h e  w a s n ' t  o n e  o f  m y  s t u d e n t s . . . .  T w o  o f  m y  s t u d e n t s  b r o u g h t  h e r  i n .  . . .  
They said she needs to talk to you about one of my students. Then, they 
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proceeded to tell me what had happened.... They told me that my student would 
not be coming to school anymore because the fatter abused or spanked her on the 
back with a belt. Now she's in Mexico. She's been taken to Mexico to the 
mother. Whether part of it is rumor or not. .1 have to listen to them and... 
decide what to do about what they're telling me.... The bell was just about to 
ring, so.. .1 sent message to our counselor tfiat I needed to talk to her.... Then 
during the day, I did tell her.... She already knew the stoiy that the little girl did 
not show up to school, and it is suspected that. .she might have gotten a beating 
or a spanking—I don't know. Maybe there's no difference. She was indeed taken 
to Mexico. If the reason was to hide what happened, I don't know, but now our 
counselor went to.. .our police officer [and] told him the story. Now, he's 
following through to see.. .what's going on, talk to the dad... . Not the best way 
to start a <3ac ,̂ but. .we managed.. .to get through it There were some tears on 
the part of my students, just friends of the little girl. And I say it right now... I 
feel a little teary eyed myself because I don't know what happened If indeed 
what they're telling me happened, that's not a nice childhood to [inaudible].... 

Anyway, I get emotional, and I didn't get emotional this moming. It 
seems like sometimes wiien you're in it, you just react. . . You do Then after 
you reflect It gets to you.... Luckily, not eveiy student is like that but... 
there's a small percentage that you have to keep your eyes open and.. .help 
f a m i l i e s  o u t  i n  t f i a t  w a y . . . .  

Typical day. .. we did our DOL [Daily Oral Lesson]. Let me just reflect 
on what happened after that, okay?... We started the day with current news. 
(2.03.07 - 2.03.08) 

Jaime had begun this story earlier in the interview, ''Some thing happened this 

moming, typical day.. . " before I interrupted him. I redirected his story because Jaime 

was not as "focused" as I thought he should be. Jaime complied with my request that he 

continue his story chronologically and then told the story that was on his mind, the story 

of possible child abuse. It is evident from his evaluation at the end of the stoiy, 'i feel a 

little teary eyed myself.... I get emotional," that this experience had an effect on him. 

Jaime's desire to tell the story is also evident in the placement He discussed what 

happens before school and then describes generally what happens once school begins, 

"We start class... " It seems that he is trying to meet my request to focus on the 
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chronology of the day. However, the stoiy has been so powerful that he breaks the 

chronology and tells this story which actually started '*even before class.'' 

Once Jaime tells the story that had such an impact on him, he tries to return to the 

topic I have designated, 'Typical day.. .we did our DOL. Let me just reflect on what 

happened after that..." He cues himself but pauses. The emotion of the retelling 

which is apparent in what he says and in how he sounds on the tape has distracted him 

from my topic. Jaime has been able to tell a story important to him, a story that reveals 

his close relationship to students and his care and concern for them. Jaime felt this story 

important enough that he broke from my interview format to tell it, but being conscious 

of my goals, he returns to my topic once he has told the story. This is another example of 

Jaime claiming authorship and including in the interview a story he thought critical to 

include. 

Jaime's story of his marriage and a 'typicaP morning reflect the ways in which 

Jaime took control of the interview and inserted stories he thought crucial to tell. Both 

stories were specific stories of events that had touched him deeply. The story of his 

marriage is a story of discrimination, prejudice, success, and perseverance. The story of 

the suspected child abuse is a story of his compassion and care for students' well being, 

including their physical and emotional well being. Both stories reveal Jaime's 

confidence as a storyteller to consider his audience and to speak from his heart. Rather 

than simply addressing my questions, Jaime took an active role in providing stories he 

felt relevant to the larger narrative. His concern was for the larger narrative that he was 

constructing about his professional life that is so much a part of his personal life. 
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Conclusion 

The variety of stories that Jaime told—specific, general and hypothetical—as well 

as the ways in which he embedded stories and maintained authorship reveal the 

complexity of story telling and narrative analysis. As I stated earlier, the kinds of 

questions asked during an interview influence the kinds of stories told. Questions that 

ask for specific stories, such as Labov's question, "^Were you ever in a situation where 

you were in serious danger of being killed, where you said to yourself—'This is it'?" 

result in specific stories (Labov, 1972, p. 354). More open-ended questions, for example, 

"Can you describe a typical day?" ask the storyteller to tell broader, more general stories. 

Both kinds of stories had value in Jaime's interviews. The specific stories Jaime told 

highlighted particular experiences in his life. These experiences had been stored in his 

memory with many details because of the amount of attention he gave them as they 

occurred, the ways in which he stored them, and their importance in his life since they 

occurred (Schacter, 1996).2 The degree of specificity reveals that the experiences were 

and continue to be important to Jaime. So, in terms of understanding the relationship 

between his life stories and classroom stories, it is important to focus on the specific 

stories for these highlight or underscore what has been important to Jaime. 

Jaime's general stories, though, are valuable. In the interview, Jaime told many 

stories, which provided a backdrop for the specific stories. The general stories created a 

larger context in which to situate the specific stories. As a result, the more general stories 
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provided a way for me to understand if the specific stories were examples or exceptions 

of what typically occurred. Jaime's general stories tended to follow Labov's story 

structure much more loosely. This makes sense because tfie plot of the story is not as 

compelling to tell. The intent of the general story is to remove the specific details and to 

focus more on the overall pattern in several experiences rather than to engage Jaime and 

me in the re-creation of an event 

The hypothetical stories that Jaime told are interesting because they share 

qualities of both specific and general stories. They are similar to specific stories in the 

amount of detail. While the hypothetical stories were not tied to an exact day or date, 

Jaime did provide enough detail to imagine the characters and the events that took place. 

He even included dialogue. This level of specificity made the stories seem as if they had 

actually taken place. The hypothetical stories were similar to the general stories that 

Jaime told in that they did not follow Labov's story structure exactly. This makes sense 

because these stories were being created as they were being told because they were not 

being recalled. So, while telling the hypothetical stories, Jaime seemed more concerned 

with making the stories believable than with keeping the events in chronological order. 

Jaime's hypothetical stories provided him a way to discuss sensitive issues, for example 

prejudice, without making himself vulnerable by telling a story from his own life. 

In addition to the kinds of stories that Jaime told, the ways in which he embedded 

stories and maintained authorship defined Jaime as a storyteller. The embedded stories 

 ̂ I am not arguing that stories are exact re-tellings of experiences. Recent research on 
remembering and memories reveals the meaning that we make from our memories is more 
important than the accuracy of them (Schacter, 1996). 
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provided Jaime a way to include background information. I think Jaime's talent as a 

storyteller was revealed through these embedded stones since they enhanced and did not 

distract from the main stories. He wove the stories together providing a rich, complex 

view of his life and his classroom. 

For me, Jaime's ability to maintain authorship during the interviews was most 

compelling because this was a central concern with my research method. Again, I think 

this revealed Jaime's confidence as a stoiyteller and as a person. He had stories that were 

important to him. While be acknowledged my role as interviewer, as the person setting 

the direction of his stories through my questions, Jaime exerted his own power as the 

story teller, as the person who knew which stories from his life and classroom were 

critical to tell. I think that Jaime's asserting his power as storyteller made me more aware 

of the importance of listening to the storyteller. This was more apparent to me as I 

listened to the tapes after the interviews than while I listened to Jaime during the 

interviews. As I listened to the tapes, I could hear my interest in Jaime's stories being 

directed by the issues I thought were important. When Jaime took more control of the 

stories, I was not sure how those stories fit into the interviews. Yet, through my narrative 

analysis, the importance of these stories in Jaime's life and educational history became 

clear. These stories that Jaime inserted helped me frame the analysis fr^om Jaime's point 

of view. 
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CHAPTER 6: FIT LIKE A GLOVE 

Introduction 

I remember telling you that I never really planned to be a teacher. It 
wasn't something [I though of] since I was a little boy. I think there was 
something there. I don't think it was coincidental. I might have seen it at the 
time as coincidence, but now looking back, I think it was not coincidence. It was 
more like a glove that fit, and I think life is like that When I was in college, my 
first thing [was] I wanted to be a forester and that didn't work out Then, I 
wanted to be a noap maker. I think not too many of us know from a very early age 
what we want to be. We have to try things out, we have to look around, we have 
to fit things into our [lives]. 

I think what really made it for me is that I was in a [teacher education] 
program that said, '^Look-why don't you try this out for a couple of years?" I 
was in a program called Teacher Corps," and they gave me the opportunity to be 
in first gi ,̂ kindergarten, sixth grade, fifth grade. There were four schools 
involved. Almost every night, we would dialogue wiA other students, what they 
were doing, what they were experiencing. It was a unique program, and I think 
that's what did it to me. 

There was a lot of interaction with young kids outside the classroom, 
sports. They [the Teacher Corps] were very home oriented—^"Go to the houses. 
Go to the meetings." It was required of us to look into the lives of the students 
that we worked with. 

As soon as I started doing that, there was not too many parts of doing it 
that I didn't like. I think in any career there are little things that you don't like. 
But, I was experiencing a lot of things that I was good at, that people would 
respond to me in very positive way. And, I could see that it was something that I 
could do well. 

What comes to my mind right now are those experiences with kids on the 
ball fields. I was a coach for many, many years, and I still do a little bit of it. It 
seems that I really got a kick out of working with kids in sports and then that led 
me to the classroom. I couJd see the connectedness with the classroom and their 
homes and kids playing ball. I did a lot of that [playing ball]. I could relate to it 
I was motivated. I think that [playing ball] was one of the reasons that I did well 
in high school. So for me, it was a very easy thing to relate to. 

Then the community work that they made us do, that was required of us, 
was community work that ̂ at I was very familiar with. One time, I would help 
in the night class that someone else was teaching, like a GED course. Then the 
people that were there were older people, and they were still students. They were 
multiage~60,40—and I remember being able to relate in a very nice way to 
people who wanted to leam. 
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I remember it not being work. It was sort of like a pleasure to help out and 
see people get ahead and do a little bit better in their lives. It was like a glove. It 
fit real nice. It was a good fit (3.01.01) 

In this excerpt from the beginning of the third interview, Jaime explained how he 

understood teaching in his life. He was exploring how different conditions and factors in 

his life interacted and contributed to his present experiences (Seidman, 1991, p. 12). To 

use Jaime's metaphor, discovering teaching as a career was much like finding a pair of 

gloves that ''fit.'' While becoming a teacher may not have been some thing for which he 

consciously planned, Jaime did not see it as a '^coincidence." He needed to have a match 

between who he was and the career in which he would continue. This concept of a ''fit" 

is an important part of the stories Jaime tells not only about teaching but also about his 

life. This chapter focuses on the theme of fit, tracing it from Jaime's childhood 

experiences learning two languages to his teaching experiences as an adult 

Dual Language £>evelopment 

When it came to speaking English, like reading signs, they [my family] 
would read them. I can remember the effort was there to teach me English 
whenever the occasion arose, like traveling in the car, like reading signs. I 
remember them trying to teach me to count in English. This I don't remember, 
but it's something my sister always comments on. When I was learning to count, 
I would go 'Xhie, two, three," and then I would get stuck on the four. I would go 
"QuaL" "Quatro" is Spanish. It's just a learning process. I remember that it was 
active. It was there to a certain degree. It was part of life. You see a sign, "This 
is English. This is Spanish." At times, I would hear them speak English too 
when they had to. (1.03.02) 

This story of Jaime learning to count highlights one of the ways in which learning 

Spanish and English languages "fit" into his life as a child outside of school. As Jaime 

notes in this story, learning bodi languages and making mistakes as he was learning were 



160 

a "part of life." This "activc" language learning was possible because he grew up in a 

family and a community in which both Spanish and English were spoken and valued. 

Jaime grew up in a bilingual household. Both Jaime's mother and father were 

fluent and literate in Spanish and English. Jaime's mother, who had completed seven 

years of public education, had been raised in a family that primarily spoke Spanish. His 

father, who completed up to one year in college, had been raised in a bilingual household 

in which his father, Jaime's paternal grandfather, spoke primarily English and his mother, 

Jaime's paternal grandmother, spoke Spam'sh. 

Jaime's story of learning to count reveals how his parents raised their children to 

speak both Spanish and English. Language learning was an '^active" process embedded 

in the dailiness of life, "'When it came to speaking English, like reading signs, they would 

read them. You see a sign, *This is English. This is Spanish.'" The language spoken 

seemed to be determined by the context. The last line of Jaime's story of early language 

learning implies that the primary language of the home was Spam'sh in that his parents 

used English "when they had to." 

The fact that Jaime's story of learning to count is a story he heard his sister tell 

hints at the role Jaime's siblings played in his language learning and helps to highlight 

not only the role of the family in Jaime's language development but also the role of the 

community. Jaime is the youngest of three siblings. His brother was ten years older and 

his sister five years older. So, it is not surprising that his siblings would be teaching him 

words and encouraging his language development since they were older than he was. 

Yet, Jaime also believes that the early years his brother and sister spent growing up in 
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Los Angeles contributed to their better command of English because they lived in a more 

English speaking community. Earlier in the interview, Jaime explained why he believed 

this: 

I was bom in Los Angeles, but I only lived there a year. Then, my family 
moved back to Nogales into a more Spanish/Mexican culture. My brother and my 
sister, who were older than me, used to make fun of me with my English—that 
my English wasn't as good as theirs. They picked it up a little bit better being 
around English speaking neighborhoods [in Los Angeles]. (1.02.06) 

So, it was not only his sister's age but her experience speaking English which contributed 

to her role in Jaime's language learning and her own language learning. 

In addition to the family's role in Jaime's language learning, Jaime points out how 

the community has contributed to his experiences learning Spanish and English. The 

town in which Jaime grew up, Nogales, straddles the U.S. and Mexican border with 

Nogales, Arizona, to the north and Nogales, Sonora, to the south. For Jaime, the family 

move from Los Angeles to Nogales was a move to a "more Spanish/Mexican culture." 

He commented on the move this way, "I'm glad my parents moved to Nogales. If you 

asked me why, I guess I would have to say that it was secure. It was a small town first of 

all and then the language and the culture" (1.04.02). Nogales, Arizona, offered a "fit" 

between the languages and cultures of his family and the languages and cultures of the 

community. Growing up, Jaime observed the use of both languages in the commum'ty, 

. growing up in Nogales, 90% of the people spoke Spanish. The city council doesn't 

speak Spanish [when they do city business], but there are Spanish-speaking people who 

run the city. It was a good upbringing" (1.05.04). In the community, as in his home, the 
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pritnaiy language was Spanish, but English was, also, used in a variety of pnvate and 

public contexts. 

As an adult, Jaime recognizes the importance of both familial as well as 

environmental support for his language development. 

Sometimes I think the language is like the axle of things. I think that if 
you lose the language, you lose a lot... It's not everything, but the language is 
really important because it bridges things together. I've been around people who 
are veiy cultural—the food, the music that they listen to, the memories, the way of 
doing things, even their religion. Yet, when the language is not there, a link is 
missing. The people that I've talked to regret they've lost it, or they wish they 
could have it and be better at it... It [losing a language] is a phenomenon that's 
kind of weird, and at times, it's kind of sad too It goes deeper than just saying 
"Well that's the way it is. It's because of geography or where I moved in the 
neighborhood." I sometimes think people have lost something that is much more 
valuable than really I realize. I'm just Ainking right now that maybe the language 
is a big key to how you feel or how you see things. I'm glad I kept my language. 
(1.02.07-1.02.08) 

Yet, despite the "fit" between his family and the community in terms of language 

use and development and the value he places on retaining his first language, Jaime found 

that the school system he entered would not be able to accommodate his language 

development. 

Childhood 

I was retained in fourth grade, and I attribute it totally to the language 
catching up to me. There's a transition there from third to fourth where things 
become a little bit more difficult I think it [retention] did me well although at the 
time I wasn't feeling very good about it I'm sure most kids are not Physically, I 
was a little bit young when I started school.... When one year passed physically, 
I wasn't bigger than them. I fit in pretty good, and athletically, it was a big bonus 
to me because I did very well in athletics. I placed in high school. I played in 
junior high. I played almost every sport I became popular in that way. Then all 
of a sudden, the grades started coming up a little bit I wasn't like an A student. 
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but I got a letter for achieving a 1.5 throughout the [freshman] year. I was very 
proud of that. I say to myself as soon as I got command of the language I did 
much better. 

But still all instruction that I can remember was mostly in English, except 
for a couple of those teachers that would sort of be like bilingual teachers. They 
would talk to you in Spanish, or they would do things in Spanish in the classroom. 
You'd sort of shine.... (1.03.05-1.03.06) 

The strongest [memories] start about fifth grade, sixth grade, seventh 
grade, but not that I don't have them from the other grades. That's where they're 
the strongest. The strongest start when I started, especially with Mr. Garcia about 
sixth grade sports, playing football, having a heck of a lot of fun, just enjoying 
myself and looking forward to it... Later on, not only was I excelling a little bit 
in school but I was excelling in sports. It's almost like it balanced itself, and the 
strokes in school they were good too—being on the Honor Roll.... (1.09.01-
1.09.02) 

I remember a sixth grade teacher who spoke Spanish. He did a few things 
in the classroom with Spanish books and Spanish stones, and then he was very 
athletically inclined. He had a program going with football, so I remember fitting 
just like, "'You are my kind of teacher," and progressing and feeling good.... 

I had two friends that were two years older than me that I always hung 
around with because they lived in my neighborhood. That's who my Mends 
were. They were on the junior high basketball team. They were in eighth grade, 
and I was in sixth grade. They would go to practice and say "Come on. Come 
with us." So, I got to go there. The coach, who was my teacher, would let me 
practice with them even though I wasn't supposed to be there. They would 
sometimes go out of town and play.... I'd know what they were up to. One time 
the coach, my teacher, said, "Well, why don't you come with us to an out of town 
game?" I go, "Oh, man." I thought he was just inviting me to go with them, but 
he was inviting me to go as a player. I didn't know until I got there, and they 
passed out the jerseys. They gave me one, and I go, "Me? Am I gonna play with 
you guys?" "Sure," he said. I didn't actually play, but I dressed. The jersey 
reached my knees. To me, it was an honor. It didn't cost him anything to do it, 
and he did it for me. I guess he saw a little talent there, and I showed up to 
practice all the time. He never told me, "Get out of here. It's not your age 
bracket" 

Like I said, in the classroom, he did things [in Spam'sh]. I remember 
reading in Spanish. I was feeling good about it because I could do it. At that 
grade, I wasn't reading in English. I wasn't in command of the English language. 
Maybe you never are. ... But. he gave me that He pumped me up, and it really 
felt good in many ways. 

But not all teachers did that Some monolingual teachers, I remember, 
were good instructors, good teachers, good heart Right now, a math teacher 
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comes to my mind Everything was done in English, and of course, when it 
comes to numbers, it's kind of easier to excel because that's a language of its 
own. It was mostly computation, but I was good at computation. So, I found 
success in tfiat I found no fault with the totally English speaking teachers. But 
when there was one or two teachers in my life that spoke Spanish, the puzzle sort 
of fit a little bit better for me. (1.03.08-1.03.11) 

While learning both languages, Spanish and English, may have been a '^part of 

life" for Jaime at home, the "fit" that existed between his language use at home and in the 

community did not exist for him in school. Jaime entered school "speaking mostly 

Spanish, 90%, 95% Spanish" (1.03.03) and Jaime "attributes " his retention in the fourth 

grade to his inadequate English language skills. Jaime admits, "at the time I wasn't 

feeling very good about it," but he reframes the stoiy as an adult so that it has a positive 

outcome, "I think it [retention] did me well." Jaime's retention seemed to provide 

opportunities for him to find a better "fit" in school than he had been experiencing. The 

better the "fit" Jaime experienced with the school, the better he did as a student. 

Through being retained, Jaime began to succeed in sports, . .athletically, it was 

a big bonus to me because 1 did very well in athletics." Jaime is quick to point out that 

the athletic advantage he gained through being retained did not disadvantage his 

classmates, "I wasn't bigger than them." It, also, allowed him to "fit in pretty good" in 

terms of his relationship with peers, "1 became popular in that way." The success he 

begins to experience athletically in the fourth grade continues through his high school 

education, "I played in high school. I played in junior high school. I played almost every 

sport...." For Jaime, his success in athletics contributed to his success academically, 

"Then, all of a sudden, the grades started coming up a little bit" 
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While Jaime is finding his place in school through athletics, he is also cognizant 

of another "fit" that contributed to his success as a student—that of language. Jaime does 

not discredit the monolingual English teachers who taught him, ''Some monolingual 

teachers, I remember, were good instructors, good teachers, good hearts.... I found no 

fault with the teacher, totally English speaking teacher.'' Yet, Jaime also does not deny 

that when he was able to use his knowledge of Spanish, there was more of a and it 

fostered his sense of success, "Still all instruction that I can remember was mostly in 

English except for a couple of those teachers that would sort of be like bilingual teachers. 

They would talk to you in Spanish or they would do things in Spanish in the classroom. 

You'd sort of shine." As he continued in school, he was accomplishing more both 

outside of the classroom athletically and inside of the classroom academically, and 

bilingual teachers were making the academic success more possible. 

One of Jaime's strongest memories is of his sixth grade teacher, a man who 

possessed two skills important to Jaime's success at school—he coached a variety of 

sports and spoke Spam'sh. Yet, it was not only the skills that this man had that "pumped 

[Jaime] up" but also the maimer in which he treated Jaime. He made Jaime feel "good" 

about who he was at that time. The sixth grade teacher let Jaime practice with the eighth 

grade team and then travel to an away game. Jaime's surprise and excitement about 

being considered part of the eighth grade team is evident in the story. "One time the 

coach, my teacher, said, 'Well, why don't you come with us to an out of town game?' I 

go, 'Oh man.'" Even though he didn't play, Jaime felt valued and a part of the team, "To 

me, it was an honor." As Jaime noted, this cost the coach very little but contributed to 
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Jaime's sense of accomplishment With his sixth grade teacher, Jaime was also able to 

feel a sense of accomplishmem in the classroom and was able to '^t" into the classroom 

because of the teacher's use of Spanish. '*! remember reading in Spanish. I was feeling 

good about it because I could do it." 

Throughout this story, Jaime reveals the importance of the match between himself 

and the school for his sense of academic success. Initially, a good 'iit" did not exist 

between Jaime and school. He entered school speaking "90,95% Spanish" and now sees 

a relationship between his English language skills and his initial poor performance at 

school, "*1 didn't have command of the English language yet ... I had a lot of trouble 

with it Therefore, I didn't do well in school in the first few years" (1.03.03) But there 

were other issues besides language that contributed to his poor "fit," "Physically, I was a 

bit young when 1 started school. .. 

Then, Jaime found ways to fit Athletics and teachers who spoke Spanish in class 

provided Jaime with coimections to school. While Jaime never faulted teachers who did 

not match him, he notes at the end of this segment, "But, when there was one or two 

teachers in my life that spoke Spanish, the puzzle sort of fit a little bit better for me." The 

metaphor of the puzzle is powerful because it reinforces the concept of "fit" It is also 

powerful because it reveals the complexity of Jaime's concept of "fit" A puzzle piece 

must match in multiple ways to other puzzle pieces in order to "fit" So, Jaime's stories 

of his education reveal the multiple ways in which he fit—and did not fit—into schools. 

The next story comes from a later period of time in Jaime's educational history. While it 
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did not take place in school, it exemplifies the theme of'^t'  ̂by describing a time when 

Jaime's experiences did not match his expectations. 

Adolescence 

I think the teachers had compassion. They understood the situation. I sort 
of look fondly at my school days even though I had my trouble with my language. 
I had enough good teachers who said **Hey, you're a good person. You can do it, 
and we'll work with you." I think that was maybe the foundation of me being 
successful—if you call what I am successful. I think I am. It was a good. I grew 
up in a good environment most of the time. Most of the time it was positive. I 
mean I could speak Spanish anywhere and not have to worry about someone 
saying "You can't sp  ̂Spam'sh." 

Although there were a couple of incidents in my life when I can remember 
[negative experiences].... I was out of Nogales.... During my sophomore year, 
a group of aretes went to Yuma to pick melons for a month. I would have done 
it for free. To me, it was just an experience. We all went, and we lived in 
barracks. A little group of kids, maybe 40 of us, there were some seniors, juniors. 
I think I was one of the younger ones, sophomores. I think the soi^omores were 
the youngest ones. There were no freshmen. We went to Yuma with the coJ«ch. 
The coach was a Mexican American. His name was Alejandro, and he didn't 
speak very much Spanish. But he got along with us and knew us. He slept with 
us. A lot of Spanish was being spoken, English too. Now we were kind of older 
and a little bit more mixed. They put us in the barracks with other groups from 
other towns like E)ouglas. There were several groups of kids, and we'd mingle 
with them. We'd go work all day from five in the morning till two in the 
afternoon. Then, we'd just do ftin things in the af)emoon~go jump in canals and 
try to look for girls and things like that. 

One of the incidents that happened was when we came back from a crew, 
we'd sort of all come back to one station in buses. There was a crew from Yuma 
and a crew from Nogales. We'd all get off in the same place, and the people from 
Yuma would go home because they wouldn't sleep there. They'd just go back to 
their houses. There was a group of girls who worked picking melons too. They 
were sort of like separate, but we would see them. They were mostly blondes and 
to us good looking, I guess. We made conversation with them, and they invited 
us to go to their house in the afternoon. One of my buddies told me, "Don't speak 
Spanish." He said, "When you get there, don't sp  ̂Spanish." I was caught by 
surprise. I wasn't ready for that. I sat there, and I thought about it I think there 
was about six of us that were going to go, and I didn't go. I said, "I'm not going 
to go if I can't speak Spanish. I'm not going to go." Not that I couldn't speak 
English, I could. It was a rude awakening. That sometimes though those things 
happen, and it happened to me then. I still remember. It wasn't the girls that told 
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us that It was one of my buddies who told me. I didn't appreciate it I didn't 
appreciate that and I decided not to go. 

But, I think most of the time it was a safe environment We'd make fiui of 
each other—sometimes the way we would say things with a '^ch" and other things 
that Mexican Americans typically make mistakes with the English language. But 
with us, it was okay. I can't remember feeling discriminated against or anything 
like that So I think I was in a nice environment because the language [Spanish] 
was not rejected. I could use it Even though in the classroom it was mostly 
English, we understood that It wasn't the best situation, but that's the way it was, 
at least in those years. ... (1.03.11-1.03.13) 

Jaime begins and ends this stoiy of adolescent language use explaining that his 

first language, Spanish, was often valued. He begins by stating that he, for the most part, 

could speak Spanish and not feel discriminated against His primary language was 

accepted by those around him, '*I grew up in a good envirormient most of the time. Most 

of the time it was positive. I mean I could speak Spanish any where and not have to 

worry about someone saying You can't speak Spanish.'" He repeats this idea that he did 

not feel discriminated against because of his use of Spam'sh at the end of a story of a time 

when speaking Spanish was not valued, "I can't remember feeling discrinunated against 

or anything like that. So I think I was in a nice environment because the language 

[Spanish] was not rejected." These initial and closing evaluation statements provide 

Jaime's interpretation of the story. While the story of his experience in Yuma is one of 

language discrimination—of a time when his language did not "fit" and when his 

expectations of a peer did not match his experience-this story fits into Jaime's narrative 

as an exception to his general life experiences. 

The story takes place in Yuma, Arizona. While this is not Jaime's home 

community, Yuma is similar to Nogales. Both are border towns with large Spanish 
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speaking populations. In addition, he is traveling with peers from Nogales as well as a 

teacher, so part of his home community is present for him, especially in terms of 

language, "The coach was a Mexican American. His name was Alejandro, and he didn't 

speak very much Spanish. But he got along with us and knew us.... A lot of Spanish 

was being spoken, English too." Speaking Spanish and English are used because, as 

Jaime notes, the group has both monolingual English speakers, such as the coach, and 

peers who most likely were, like Jaime, Spanish dominant Both languages fit naturally 

into the group because of the composition of those in the group. This is similar to the 

"fit" Jaime felt growing up in Nogales where both languages were used, "The city 

council doesn't speak Spanish [when they do city business], but there are Spanish-

speaking people who run the city" (1.03.12). 

Yet, Jaime discovers that the dual language use to which he has been accustomed 

and which he values is not valued by all. One of his friends specifically tells Jaime not to 

use Spanish when they visit the home of the Anglo girls living in Yuma, "One of my 

buddies told me, 'Don't speak Spanish.' He said, 'When you get there, don't speak 

Spanish.'" Jaime considers his friend's request but, in the end, decides he would rather 

not go than not be able to speak Spanish, his primary language. His reaction is to reject a 

context in which his first language does not "fit," "I said I'm not going to go if I can't 

speak Spanish.. .. Not that I couldn't speak English, I could. It was a rude awakening. 

T h a t  s o m e t i m e s  t h o u g h  t h o s e  t h i n g s  h a p p e n ,  a n d  i t  h a p p e n e d  t o  m e  t h e n . . . . "  

Jaime frames the story so that it is understood as an exception to his perception of 

language discrimination in his early years, "But, I think most of the time it was a safe 
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environment... I can't remember feeling discriminated against or anything like that So 

I think I was in a m'ce environment because the language [Spanish] was not rejected." By 

providing a '^non-example," a story when his use of Spanish did not "fit," Jaime 

underscores the value he places on Spanish. In addition, he reveals that he has developed 

an understanding of how context determines language use. He might have expected the 

"blonde" girls to ask him not to speak Spanish just as he had grown to expect his 

classrooms to be English dominant, ''Even though in the classroom it was mostly English, 

we understood that It wasn't the best situation, but that's the way it was, at least in those 

years...." The surprise, what did not "fit" Jaime's expectations, was that a friend, 

someone whom he considered to be similar to him, acted in a way that Jaime would not 

"It wasn't the girls that told us [not to speak Spanish], It was one of my buddies who told 

me. I didn't appreciate it" 

As Jaime grows older, the theme of "fit" continues to develop, especially in terms 

of his personal relationships. The following story of Jaime's marriage is important to 

him and to this theme because in this story Jaime explains how he and his wife, despite 

differences, are a "match." At the same time, the story of Jaime's marriage, like the 

previous story that took place in Yuma, describes Jaime's reaction when other's perceive 

a mismatch between himself and others. 

Marriage 

It's a long story okay, but I think 1 have to say it She had been at ASU 
for about a year. She had sort of left her family. By leaving, I mean she had been 
told that if her relationship with me continued—she was about 18 at the time—that 
her father, her family, was considering—I didn't even know the word then—they 
used the word disown. So, my wife had just made a decision that she was going 
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to come, not live with me. We didn't live together, but she came with me to 
Phoenix. There was like a big break between her and her family. 

Her family are prominent people in Nogales, and they were living in 
Nogales. She was brought up in Nogides. That's where I met her. You meet 
everybody there in a small town. You don't say "You're white. I'm not going to 
date you." The parents might some times, and in this case, they never said it. 
But, it got serious. 

[My wife and I] got involved, and then [her parents] tried to step in and 
said 'This is not best for you.*  ̂ She didn't agree wi  ̂them, so there was a break 
in the family there. It was cultural. I was not of the same race; I was not of the 
same religion; I was not of the same economic background. Now as an adult, I 
would probably say it to my own son. I wouldn't discourage him. I wouldn't 
take it away from him—disown him in any way. But, I think you have to have 
some things in common. You can't be totally different. Yet to me, my wife was 
not totally different She was of my language. In a way, she was of my religion 
too. 

That's another story. When you grow up in a small town and 90% of the 
people are Catholic, they go to church and you may not But, your friends say, 
"Hey, come on. Let's go to church." You go to church, and you have a ball. You 
see, and you leam, and you say, "Hey! I know what's going on." My wife was 
brought up that way. I think my wife has a talent for language because when she 
tried studying another language, she also was very successful at it Right now 
she's a translator. So even though she was Jewish, everything around her was 
culturally different than what she did at home. Even in her home, she was 
economically advantaged. She had maids, and all the maids spoke to her in 
Spanish. The maids did most of the upbringing of the kids. So, culturally she 
was brought up like me. So there is that connection even though the parents did 
not see it 

Anyway, to make a long story short, there was a break in her relationship 
with her family because of me. So, she came to Phoenix.... I went there. Pueblo, 
and I fell into a situation where—at the time I didn't realize it—people were 
speaking to me in Spanish. There were Mexican Americans involved, and there 
was a little bit of everything. The culture was still there, and it was still 
comfortable. I could make it here [Pueblo]. So I lived there, and my girlfriend 
was over here in Tempe. I was really like missing her, so she visited me a few 
times. She was saying, "Do you want me to go over there?" 

. . .  I  t h i n k  i t  w a s  d u r i n g  t h e  T h a n k s g i v i n g  b r e a k .  W e  [ m y  w i f e  a n d  I ]  
thought it over. We sat down and talked, and we'd been going around now since 
high school. This was almost my third year into college now, so we'd been 
messing around now for seven years. So, we were pretty sure that we loved each 
other. We wanted to live with each other and get married. But, how do you get 
married now with the family situation being what it was? So, we really didn't 
think about that too much. We just said, "We're going to get married." We didn't 
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think about the details. 
I went to her house to talk to her dad, and I sat down with her dad like I'm 

sitting down with you. I said, "You know we're of age" kind of in a calm way, as 
calm as I could be. Of course, I was scared, I was excited, I was, I guess, a lot of 
things. But, I knew that I needed to do that I can't tell you why, but I needed to 
sit down and tell him we're going to get married. He sat across from me, and he 
said in a calm way too, think it's the wrong thing to do." It does stick out in 
my life because it was a very important thing. Twenty years have gone by since 
this happened, and I remember Mm telling me that 1 don't know if I asked him 
[why]. I don't think I would have asked him. In other words, the way I'm feeling 
right now, I don't think I would ask anybody "Why don't you want me to get 
married?" My intent was to tell him that I was going to get married. But in the 
conversation, he told me why he thought that we shouldn't get married. He told 
me that we were too young. I sort of regret that my answer was a little bit on the 
rude side. I told him that I thought that was a bunch of bullshit, and I told him I 
thought the reason that he didn't want us to get married was because of the 
religion, the race, and the economic background. And he said, ''No, no. That's 
not the reasoiL I think you're too young." I still don't believe that I still don't 
believe that's the reason. I was 22, and I think my wife was now 19. I guess 
today it's kind of young. It was this thing with culture. This was a real cultural 
thing. We sat there. We didn't cuss each other out I was a little on the rude side 
when I said I thought it was a bunch of bullshit I told him why, and I told him it 
was going to happen. 

My name Ashford, also, has a little bit of something to do with this 
cultural thing and maybe why he opposed the marriage. I've looked into my 
name, and it's not a Mexican name. If you look at me, I think you can see I look 
Mexican Americait... When I was growing up, there were other Ashfords in 
Nogales. Some cousins were Ashfords, some were Gonzales, and some were 
Rivera. To me, it was just a name, but after a while you start asking I looked 
at my dad, and we discussed it I believe my name is an Afro American 
name.... On my dad's side at one time, there were probably slaves. They were 
black people.... If you look at a picture of my dad, he's about six feet, two 
inches, curly hair, real dark. He has the curly hair, the darkness. He has Afro 
American features. If you look at my grandpa, I think he was half black. Again 
with the name of Ashford, I'm sort of like trying to connect two things. I'm 
saying anybody could be ruuned Ashford, but I think they got that name from 
being slaves to an Ashford family and somewhere down the line they stayed with 
that name.... I haven't really researched it, but my dad is about an eighth black 
and my grandfather is half black. My grandfather married a Mexican lady, and 
then from there down, it was mostly marrying into Mexican Americans but with 
the Ashford name. 

Now, I think there's something with Jewish people and black people that 
just doesn't go. I don't try to understand it, and I should try to understand it just 
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to be compassionate about it and understanding about it when it comes to my 
family. You don't grow up in Nogales a hundred years in a small little town and 
not know each other's background. So, i^lien my father-in-law and I were sitting 
and talking to each other, it wasn't only about being Mexican American. It was 
also being about Afro American. It didn't come out in the conversation, but I 
know that it was there.... I hope I never have to sit down with my kid and tell 
them this is how I feel because I don't feel it I really don't 

So, we married.... At the last moment, it was never like "Okay. It's 
okay," but he said, "Well, I see you're going to go through with it" Even though 
I was conservative, I think when you know you're right, you're right When you 
have a feeling in your heart, you go with it. I think that's what I was doing. I was 
saying, "It's the right thing to do." I've given it a lot of thought. It wasn't really 
like jumping. I mean I'd been going around with my girlfriend for seven years. 
In my mind, I really thought she was the right person for me... .1 plunged into 
marriage. I plunged into this career. I think somewhere I get that—that I can 
plunge into things and land on my feet. I think people need that I think I have 
that (1.05.03-1.05.17) 

Jaime's marriage continues to develop the theme of fit Jaime's wife appeared to 

be completely different from Jaime in terms of class, culture, religion, and language. 

Jaime's wife came from a higher socio-economic group than Jaime. Her family were 

"prominent" people in Nogales, the town in which they both grew up, and had enough 

money to have servants and to send their daughter to school in California for a brief 

period of time. On the other hand, Jaime's family is primarily middle class; they did not 

have servants nor were they "prominent" in Nogales. His wife and her family celebrated 

the major Jewish holidays in traditional ways. Jaime and his family were practicing 

Catholics. While his wife speaks several languages, her primary language is English. 

Jaime's primary language is Spanish. 

Despite these apparent differences, Jaime found a match with his wife. "Yet to 

me, my wife was not totally different She was of my language. In a way, she was of my 

religion too.... [C]ulturally she was brought up like me. So there is that connection 
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even though the parents did not see it" His wife shared an integral part of Jaime's life-

she spoke Spanish, well enough to eventually become a translator. In addition, she was 

familiar with his religious background. While she remained Jewish, she had attended 

Catholic services. Jaime reinforces this by embedding a story within the story of his 

marriage. This embedded story describes how in the small, predominantly Catholic town 

of Nogales, friends of other denominations were invited to Catholic services. Jaime 

thinks of his wife as sharing not only his language and religion but also his culture. 

Though her parents were Jewish, Jaime realized they were not the only care givers in the 

household. The servants who ̂ did most of the upbringing" were Mexican. So, Jaime's 

wife was also exposed to some of the values, patterns, and behaviors of his culture. 

Jaime found a "match" with his wife. 

Yet, the 'fit" that Jaime could see between himself and his wife did not exist for 

her parents, specifically her father. The story of Jaime's meeting with his father-in-law to 

announce the marriage is filled with tension. Jaime arrives "scared. . .excited" and hears 

his father-in-law's disapproval. While his prospective father-in-law claims that it is an 

issue of age, Jaime and his daughter being too young, Jaime thinks, ̂ 'This was a real 

cultural thing." This reference to culture is not just to his Mexican culture but also to his 

African American heritage. Compounding the differences in language, class, culture and 

language that his wife's parents may see is the difference in race. In a second embedded 

story, Jaime reveals his family background by explaining the history of his family's 

name, tracing it back to the time of slave trading in the United States. So, the tension that 

develops between Jaime and his father-in-law exists in the differences that are discussed. 
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their age, as well as in several unstated but equally important differences in his 

prospective father-in-iaw's eyes—race and class. 

Despite the difTerences that his &ther-in-law identified, Jaime has found 

'^success" in his marriage because of the ̂ ^fit" between his wife and himself Though the 

conflict in the story focuses on difTerences, it is the ''fit" that survives. The story ends as 

one of success. Jaime trusted his intuition, "When you have a feeling in your heart, you 

go with it." Just as the story of language discrimination in Yuma is fhmied as an 

exception to his life expenences in terms of being accepted, Jaime's story of his marriage 

is told as a story of success, not discrimination. In fact, Jaime remains married today to 

his wife. In interview three, he conmiented: 

Thirty years later, here we are. We're still married to each other, and I 
believe we have a good marriage. I like to refer to it I like to think of it as one of 
my successes in doing what your heart tells you to do, rather than what your mind 
or others tell you, what others think is right (3.07.02) 

Jaime's story of his marriage contributes to the theme of "fit" The match 

between himself and his wife is complex and relies on more than superficial appearances. 

In addition, the story of Jaime's marriage reveals the strength of the "right" fit Despite 

the intentions of his in-laws to break up the relationship, Jaime and his wife persevered. 

It was, as Jaime said, "the right thing to do." Jaime listened to his "heart" in order to 

judge the match. Jaime also applied his intuitive sense of what is "right" to the decision 

he made to become a teacher. The next section examines the story of his decision to 

teach and the theme of fit 
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The Decision to Teach 

[In the Teachers Corps at Pueblo,] it was unofficially a bilingual program. 
The classes were not bilingual. I didn't come out of there with a bilingual 
certificate. I got that later on in my career. But, it was very much a cultural thing. 
The school that I did work in was—it's been 20 years—but, what I remember [is] 
it was mostly, more than half, Mexican Americans by blood and culture, but [they 
did] not necessarily speak Spanish. A percentage of them did. I worked with 
many who did not. llie parents did. 

I had a ball there. I fit in very well. I don't consider my Spanish 
excellent, but there th^r thought it was excellent They looked up to me. Even 
the principal would come in and ask me for terms like for a file. I could tell that 
the language was important to them. They sort of looked up to someone that 
spoke Spanish well. So, it was a very cultural/bilingual situation (1.02.02) 

I got into sports, coaching a little bit and really got a kick out of that 
Coaching is where it's all fim. Nobody is in the back saying, '^You'd better win" 
or putting pressure on you. It is just totally fim with kids and kids having a ball. I 
got into coaching baskedmll and softt)all and football immediately. They asked 
me "Hey, we need someone to " and I said ''I'll do it" The pleasure there 
was like I can't measure 

Working with the black kids was sort of like an eye-opener to me. I saw 
commonality in kids, kids just wanting to have fim, having a good time and me 
wanting to do that too For me, there's a lot of pleasure in getting a group of 
kids together and having them do something that maybe they thought they weren't 
capable of doing and then seeing in their faces. "We won the championship, 
we're the champs, or we beat this team," or coming away from a defeat and 
saying "We played hard." That's the way I used to coach. I'd say, "It was a 
damned good game. We had fim. Don't put your heads down." To me, there 
was a lot of pleasure in working with kids in that way, and it transferred I think 
automatically to the classroom. 

At that time in Pueblo, I wasn't the teacher. Someone else was directing 
traffic, but I was there. I think [it was] a perfect situation, making the bridge 
between "This is what the teacher wants you to do" and "I'm here to help you." It 
just sort offit like a glove to me. I had fim. I would go home. I would be 
excited. I would look forward to working with the kids. It wasn't intimidating to 
me. 

Talking to the parents was very natural. They would talk to me and praise 
me.. .for being myself.... I didn't rejected the praise. I said, "Hey, thank you." 
They made me feel important [There was] that coimection. I came from 
Nogales, and they would see me like, "You came from Mexico. You're Mexican 
to us," even though they were Mexican. They could relate to me, and it sort of 
just put more pats on my shoulder. The cormection was really good. The 
principal would admire the work that I did. 
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Even though I'm not a good student, I'm not a book person, I'm not a 
brain, my school record is average, I was excelling at somet^g—a natural 
communication with people, just being friendly, being gentle, although I had my, 
you know, my run ins with learning how to dral with discipline.... I think it's 
just like I fell into a cultural thing. They rewarded what came to me naturally, 
and I appredated that. It was, again, that thing we were talking about, that 
comfortable atmosphere. (1.06.03-1.06.08)  ̂

Early in Jaime's career during his preservice teacher education, Jaime discovers 

the "fif between himself and teaching. When discussing his experiences in the Teacher 

Corps in Pueblo, Colorado, Jaime describes many ways in which he "iit" into the school 

community. Two of the most important ways in which he "fits" into teaching in Pueblo 

are through culture and language. 

Though many of the students at the school in Pueblo did not speak Spanish, they 

were of the same cultural background as Jaime, Mexican American, '"It's been 20 years-

hut what I remember [is] it was mostly, more than half, Mexican American by blood and 

culture." Jaime "fell into a cultural thing," where there was a "fit" between the majority 

culture of the school community and his own culture. 

Jaime also found that his first language, Spanish, was present, and his ability to 

speak Spanish was valued, "I don't consider my Spanish excellent, but there they thought 

it was excellent ... I could tell the language was important to them. They sort of looked 

up to some one that spoke Spanish well." Jaime is describing a second experience in 

education when he had an opportunity to "shine" using his home language. Jaime's 

description of the school community's reaction to his ability to speak Spanish is 

I These excerpts from the first interview are not stories. Even though they are not ̂ lecific 
stories, I included them in the analysis because they provide Jaime's initi  ̂use of "fit." 
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reminiscent of his description of his reaction when he was able to use Spanish as a 

student, . .all instruction that I can remember was mostly in English, except for a 

couple of those teachcrs that would sort of be like bilingual teachers. They would talk to 

you in Spanish, or they would do things in Spanish in the classroom. You'd sort of 

shine." At Pueblo, his home language was valued and provided him status in the 

community, contributing to his sense of "comfortable atmosphere. 

In addition to the "fit" between his culture and language and the culture and 

language of the school community, Jaime was able to make a connection between two 

elements that had encouraged his own success in school as a student—athletics and 

academics. As Jaime reported earlier, after his retention, he found,. .not only was I 

excelling a little bit in school but I was excelling in sports. It's ahnost like it balanced 

itself ..." (1.09.03) At the school in Pueblo, Jaime volunteered to coach and "the 

pleasure there [in coaching] was like I can't measure it" Jaime again is able to fit into 

school through sports. As a student, sports had helped him academically. As a novice 

teacher, sports continued to help him connect to his experiences in school, "To me, there 

was a lot of pleasure working with kids in that way [with a positive, supportive attitude], 

and it transferred I think automatically to the classroom." 

Furthermore, Jaime also found that teaching drew on his skills as a communicator. 

He enjoyed working with not only the students but also with the parents. With students 

in Pueblo, he was having "fun," "I would go home. I would be excited. I would look 

forward to working with the kids. It wasn't intimidating to me." With parents, it was his 

coimection with their culture as well as the opportum'ty to be himself that contributed to 
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Jaime's sense that teaching was the "right" profession for him, Talking to the parents 

was very natural. They would talk to me and praise me.. .for being myself ... They 

made me feel important [There was] that connection. They could relate to me." Jaime 

found himself being "rewarded [for] what came naturally to" him. 

For Jaime, teaching '^t like a glove." The experiences he had in the Teacher 

Corps matched who he was. Jaime recognized in another part of the interview that not 

every one fits into the profession of teaching. 

When we started the [Teacher Corps] program, it was 40 of us. Immediately 
maybe like eight of us dropped out saying, "Teaching is not for me," which was 
good. At the end of the program, there were people that went to other things, 
which is okay. I decided to teach, and I've been doing it now for 20 years. I've 
been having a lot of fim. I don't think I'm going to change. I want to stay in it I 
always ask myself, "Am I having fim?" And I am. I do have fim. That's sort of 
like one of my prenuses that I want to have fun at what I do, and I have fun with 
kids most of the time. (1.01.09) 

The fit Jaime felt at the end of his experience in the Teacher Corps continues to this day. 

The next section looks at how teaching still "fits like a glove" for Jaime. 

Teaching 

I'm in the stage of my life where maybe my experience, maybe the 
knowledge, is liberating me to do the things that 1 think are best for kids. I'm 
saying, "Who is anybody to tell me what is best for kids?" I feel like almost like 
an expert. I'm not going to go that far, but I feel like I know something about 
kids now. I think I know what it is that they need. Sometimes what they need is 
not necessarily what I've done before or what goes on in other classrooms. 

I was just in a meeting yesterday. I was sitting in a round table like we are 
right now. It was a math inservice. It's a program that I'm in. We were 
dialoguing, and the task was [to answer], "What are your plans for the rest of the 
year concerning math?" [After] some of the cotnments, I wanted to express 
myself. I did as best as I could. But these are some of the comments 1 was 
hearing around the table [from] some of the teachers. "I know that so and so's 
teacher did nothing in decimals because I got the students and they know nothing 
about decimals. She's not doing her job and I resent that" I'm going to myself, I 
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don't ask myself, "What is it that the last year's teacher did with you?" I don't 
care. I don't care. That was part of what was going on. They were very worried 
about someone else [a previous teacher] doing their work, so that when they 
[students] come to me they're prepared, so that I can do the work that I need to do 
with them, so that the teacher next to me is going to be satisfied, and the system 
works perfectly. That's not what life is about, and I refuse to do it. 

I think all kids' needs are different, but particularly the kids that I'm 
working with. I'm not going to do them any service in things that I used to do 
[when] they weren't laughing or they weren't having fim. . .. (3.05.02-3.05.03) 

Today a little girl unfortunately got hurt in my class-another what is your 
typical day like. There was a fight. Someone got physically hurt We need  ̂to 
get around in a circle. For one hour, we said, "How do you feel?" I think the kids 
were surprised because of the picture that they painted for me. They were biased. 
They think this is what happened. One of my little girls got in a fight Actually, 
she didn't get in a fight She got beat up. I think I have enough evidence that 
shows that she did get jumped on. She was trying to get away, but she couldn't. 
She actually got hurt So, I sat down and I told them "Let's talk about it" I 
said, "How do you think this girl who did this feels? What is she feeling?" We 
talked ^x)ut being a bully, and we talked about how are we going to make this 
better. We got into the track that this young lady probably needs to be loved and 
the only people that are going to help her right now is you, you the youngsters 
that are around her, me, the teachers. We need to love her so that she doesn't do 
things like that We don't need to be mean. Maybe, other teachers say this, but I 
honestly believe that when there's someone hurting it's kind of simple. They're 
hurting because other people maybe put them down. Students are good at that. I 
told them we need to turn the other cheek. I talked about turning the other cheek. 
I tell them someone said that turning the cheek means you can hit me on the other 
side. I think, no. It means when someone does you a wrong, you got to turn 
around and do them a right so that hurt inside whatever it is starts healing. I could 
have come to the classroom and said, "The police took care of it; the principal is 
going to take of it; and it's out of our hands." No, we needed to dialogue. We 
needed to sit down, make a circle, work it out, and "How do you feel?" "I'm 
feeling scared he's going to beat me up too." It took an hour, an hour and 15 
minutes to make a plan. It was worth it We missed out on whatever subject was 
next, but that's the way 1 do things. I think I'm not typical. I don't think my 
room is typical. There's pressure. I tell kids that things need to be handed in on 
time. But I don't think I put the kids under 
pressure.... (3.05.05) 

I do sit down at the beginning of the year and look at curriculum. I look at 
the district's curriculum. It's a hard job to correlate the curriculum to the needs of 
the kids. If I get up in the morning and I say, "I'm going to teach decimals today 
because it says that in fifUi grade you're supposed to teach place value and 
decimals are part of my curriculum." But, my curriculum is you get up in the 
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morning, you come to class, and you talk to the kids, especially at the beginning 
of the year. You tiy to see what they're interested in and then try to get the 
curriculum out of them. That's probably the hardest thing to do in teaching. 
Many times I can't say that I'm as good as I would like to be, but I try to match 
what the written curriculum is into what the kids' interest are. I think if I can do 
that I'm successful. My curriculum is find out what the kids are interested in, and 
kids have a lot of interests. We go to the library. We find a book that might be 
something that they're interested in. It depends on the season. It depends on 
what's going on in the world—social studies, science. I try to find out what 
th^'re interested in, and that's where the curriculum comes out. Like I said, I 
wish I were better at that Sometimes I come up with things that I have, and the 
kids have fun. It might be something that they're not really that interested in. I 
know at the beginning of the day that sets it for me because I get direction from 
them. 

In another year, I know that there was a student who was heavily involved 
with gangs. I remember going to the library, and the only book that this student 
was attracted to was a book that was in the teacher's section that was a resource 
book that couldn't be checked out by anybody else but me. She managed to find 
that book, and she wanted that book. I said, '^I'll check it out for you," and I did. 
This is a person that probably wouldn't have checked out any other book in the 
library. If she did, she would fvobably taken it for a ride and not really read it 
Yet, she took this book. She came back a few days later and told me a lot of 
information that she had found in the book that she could relate to. Almost like 
adults, we talked about it. That was her interest, and I was teaching reading. 
There's reading right there. 

So with some kids, that's my curriculum. That's the route I go because 
sometimes I have kids that are in that stage. They might not do the things that I 
bring, but they'll do the things that they're interested in. (3.06.01-3.06.03) 

When Jaime describes his teaching, in particular how he makes decisions about 

what curriculum to teach, he again reiterates the theme of "fit" He begins this section of 

the third interview with a disclaimer, "I feel like almost like an expert. I'm not going to 

go that far, but I feel like I know something about kids now." Though he has been 

teaching for over 20 years, Jaime is not comfortable calling himself an "expert" While 

he may not like to identify himself as an "expert," Jaime will admit to knowing 

"something about kids." His classroom experiences as well as his continued involvement 
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in teacher education woricshops and classes provide him the knowledge needed to adjust 

his approach and tiy new methods.^ "'I think I know what it is that they need. Sometimes 

what they need is not necessarily what I've done before or what goes on in other 

classrooms." Because Jaime sees the curriculum as a unique negotiation between 

students' needs and interests and the district's guidelines and goals, what he does in the 

classroom changes. What he has done in previous years with students may not 

necessarily work every year. Jaime adapts his curriculum and methods as well as adopts 

new curriculum and methods according to the needs of the students with whom he is 

working. 

While his daily teaching practices may change over the years, these alterations do 

not change the premise that guides his curriculum, **Many times I can't say that I'm as 

good as I would like to be, but I try to match what the written curriculum is into what the 

kids' interests are. I think if I can do that I'm successful. My curriculum is find out what 

the kids are interested in...Again, Jaime prefaces his discussion of curriculum with a 

self-effacing disclaimer, **1 can't say that I'm as good as I would like to be." Then, he 

explains how he "match(es) the written curriculum into what the kids' interests are." 

Jaime sees the need to have the curriculum fit the students versus having the students fit 

the curriculum. 

Jaime negotiates between the written curriculum and the students' interests and 

needs as he plans both the school year and his daily lessons. 

^ I know of Jaime's on-going professional development through stories he told during the 
interviews and informal discussions with him and others at the school site prior to the interviews. 
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I do sit down at the beginning of tiie year and look at curriculum. I look at 
the district's curriculum. It's a hard job to correlate the curriculum to the needs of 
the kids.... (M)y curriculum is you get up in the morning, you come to class, and 
you talk to the kids, especially at the beginning of the year. You try to see what 
they're interested in and then try to get the curriculum out of there. That's 
probably the hardest thing to do in teaching. (3.06.01) 

As Jaime says, matching the district curriculum to the students is not easy. Yet, during 

the interviews, Jaime fvovide several specific stories of how he matched the curriculum 

to the students. 

The first story from the narrative quoted at the beginning of this section describes 

how Jaime handled an incident in which a student was beat up. Jaime admits that the 

subject that he had planned to covcr in class wasn't discussed because he focused the 

class on the student altercation, "It took an hour, an hour and IS minutes to make a plan. 

It was worth it We missed out on whatever subject was next, but that's the way I do 

things." While Jaime have not completed his goal for particular content that day, he 

was meeting a larger curriculum goal which he discussed earlier in the interview: 

I would like to produce a student, a citizen that feels empowered, that is a 
member of this community and can see changes made, that doesn't feel oppressed 
or discriminated against, and that has a voice and people will hear him. Maybe 
we do it here in a classroom, and they have a voice here in the classroom. There 
is a democracy going on, no matter the color of your skin or the tone of your 
language. Maybe it'll carry on, and maybe the next grade will do more of it, and 
the high schools will do more of it, and the community will do more of it, where 
you produce an individual who is happy to be who he is and can make a living, 
can make changes in his own environment and surroundings I would love to 
produce an individual like that.... (3.05.06) 

Jaime's story of the class discussion on the girl being beat up provided an opportunity for 

the students' voices to be heard, for them to investigate the '*truth" of the event, and for 

the students' to discuss possible ways in which they could respond to the event-respond 
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in ways that would promote a sense of conununity and democracy. Jaime ^ an 

experience that had an impact on the class into the daily curriculum. 

The second specific story of how Jaime matches the curriculum to students' 

interests and needs came at the end of the narrative quoted at the beginning of the section. 

During a library assignment, a student involved in gangs finds a book on gangs. Jaime 

allows her to read the book for her assignment, trusting his sense that the student will 

complete the assignment because of her interest in the subject He feels the student may 

not be interested in any other book in the library. The book in many ways does not ̂ fif' a 

fif^ grader. It is a resource book for teachers, not a general interest book for students. It 

was written with an adult, not adolescent, audience in mind. Yet, Jaime fit the 

assignment to the book and completed the curriculum goals; the student read a book and 

was able to discuss the contents of the book in a coherent, logical manner. 

Jaime also reveals his curriculum theory in the first specific story in this narrative 

when he discusses a math inservice he attended. Jaime found his curriculum theory-

matching the curriculum to the students—at odds with what other teachers reported at the 

inservice. Some of the teachers expressed the common desire that students would be 

"prepared" by the previous teachers to perform work at grade level. Jaime bases his 

curriculum not on what was taught—or not taught—by previous teachers but on what the 

students know and do not know: 

I'm going to myself, I don't ask myself, "What is it that the last year's 
teacher did with you?'  ̂ 1 don't care. I don't care. That was part of what was 
going on. They were very worried about someone else [a previous teacher] doing 
their work, so that when ftey [students] come to me they're prepared, so that I can 
do the work that I need to do with them, so that the teacher next to me is going to 
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be satisfied, and the system works perfectly. That's not vi^t life is about, and 1 
refuse to do it I think all kids' needs are different, but particularly the kids that 
I'm working with. (3.05.02) 

So, while Jaime may work to fit the curriculum to the students, his own curriculum 

theory may not ''match" those of his colleagues. This could be a source of potential 

tension. However, because Jaime fits the curriculum to the students, Jaime seems less 

frustrated by his students and by his colles^ues. Jaime is able to accept students as they 

are rather than as the district curriculum may expect them to be. 

These three specific stories reveal how Jaime views curriculum as developing a 

match between the district guidelines and the students' interests and needs. Jaime's 

understanding of curriculum is based on the premise that schools need to fit students 

rather than students needing to fit into schools. His stories reveal how his long range 

planning as well as his daily lessons are based on this understanding. At the beginning of 

the school year, he pays attention to the district curriculum guidelines as well as to his 

students. His daily lessons allow for students' to build from their own interests, as in the 

story of the girl interested in gangs, and for the issues that impact their lives to become 

part of the curriculum, as in the story of the classroom meeting concerning a fight As in 

his life, Jaime seeks to find a "fit." 

The last two sections have focused on the fit between Jaime and teaching. When 

he participated in the Teacher Corps, his experiences resonated with who he was and 

provided him validation for important parts of his life, his language and culture. Then, as 

a teacher, he works to create a "fit" between the students and the curriculum, a match that 

was missing from his own educational experiences. The next section reveals how 
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becoming certified as a bilingual teacher was another experience of a match between his 

personal and professional lives. 

Bilingual Certification and Professional Development 

I can tell you when it happened, officially. I consider myself as a teacher, 
bilingual. I'm a bilingual person. I've been bilingual all my life. It never 
happened officially, but somewhere in about the 1970s. ... I was teaching like I 
always teach. I didn't have a title on me. I wasn't a bilingual teacher officially 
by certificate, but I was doing things in die classroom. [Because of] the nature of 
the situation, who I am, M4IO I taught, what was needed, I was teaching 
bilingually. 

So, in Nogales, the district started saying "If you don't get your bilingual 
certificate, there might be problems down the road My immediate reaction 
was, '^Bullshit, they're not going to fire me." I had more experience. I knew they 
n e e d e d  m e .  I  k n e w  t h a t  I  w a s  n o t  a d m i r e d  b u t  " ' a p p r e c i a d o . "  T h e y  l i k e d  m e . . . .  
I was doing a good job. I had been with one principal for many years. I would 
notice that other teachers who were not bilingual were saying.. .''We'd better get 
our certificate or we might not have a job." I didn't think that was going to 
happen. That didn't worry me. I said, Tm not going to worry about it. I'm 
going to do what I can, and I'm going to keep on." 

A few years passed, and the noose started getting a little bit tighter, like 
"We're only hiring teachers that are bilingually certified, and we're trying to get 
more of them." The ball was rolling in that direction. Then, in teaching, as you 
get more credit hours, you get paid more. I wasn't dumb to that I said I need to 
get paid more, and I need to get more credit hours. They were bringing classes 
from the U[niversity of Arizona] from Tucson and offering them either fm or 
making it real easy for you to get into a class that was for bilingual certification. 
So I mean, why not? I took the classes and 1 think about 10 years passed. I 
wasn't concerned about getting a bilingual certificate. People were doing it, and 
now it was the in thing to do. People were getting hired with it. They said 
"We're going to pay $2,000 extra to anybody that has a certificate." So, I'm not 
going to stay behind this time. I went to the certification office. I told them, "This 
is what I have." They looked at my thing, and they said, "You're missing one 
course." One course. I had never really, not intentionally, [tried to complete all 
the courses]. The classes were not bad. I learned from them. 

My family was growing. Now, I had two or three kids and going to class 
was not the favorite thing in my mind. I did it... I've never stopped. I got my 
bilingual certificate almost automatically without too much effort The classes 
were there [in Nogales]. 1 had to come [to Tucson] for that one class that I was 
missing. So, I came down. I didn't even know my way around campus. It was a 
night class. It was an effort, but we managed to have fiui. We'd come on a 
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Thursday and go to class, five, six of us. Most of the time we wouldn't go 
straight home. We'd go somewhere and have a beer or go see something. It 
turned out to be a fun thing, and I got my bilingual endorsement or certificate. 

This leads to another thing. I also got my Master's in teaching. Someone 
came over there [to the school] and said we have a program that's a Master's in 
teaching. I said, "Well, let's see if I can. [It was] more pay. I said this is what I 
have. I've taken a lot of courses. [They said,] "We can use this." And real 
gentle, in kind of an easy way, I ended up getting my Master's in teaching too. 
[It's] not like I'm going to go out there and get it, not that way. [It's] just in a 
very natural way.... The pressure was there because now they're offering me 
S2,000 extra. The people who didn't have a certificate didn't get those couple 
thousand dollars, but that's how I got my bilingual certificate. 

I say I'm a teacher. I don't say I'm a bilingual teacher although I've heard 
other people say it of me. Sometimes, my colleagues or people who are in 
education will say it, but usually I just say Fm a school teacher. I don't think I'm 
special.... I know that I'm unique, and I know that I have unique qualities.... 

There's something else r^ly important going on in the classroom, a 
relationship. Language might be important and your curriculum might be 
important, but it has something to do with common sense, with treating people 
fairly, being comfortable I have the ability of speaking in English or speaking 
in Spanish. When a child needs to be spoken in Spamsh, I have that ability, but 
it's not like an expertise. It's something natural to me. I think many teachers, 
like the teachers I used to talk about, had something special and maybe they spoke 
Spanish too. But, there were teachers who spoke only English and yet there's an 
endearment about them that I have too. The language was not there, yet they 
treated me in a very gentle, positive, fair way. That was more important than 
anything else. I mean it would have been nice if they would have furthered me in 
my grammar in Spanish, but it wasn't essential. The important stuff is 
somewhere else. It's somewhere in the heart.... It's about having fun, about 
laughing, about feeling good about yourself I think if you do that in teaching and 
if you get a kid to feel that he can almost spin in the air and fall on his feet like I 
have, that's the theory. Language is somewhere there. Teaching in the bilingual 
form might have a little part in it, but there's another part of teaching that's just 
sort of like common sense, being fair, laughing, having fun, not being put down, 
feeling comfortable. (1.07.01-1.07.04) 

Jaime's stones of teaching focused on meeting students' needs and interests. 

While his teaching stories in the first interview discussed language and culture, he had 

not identified himself as a "bilingual" teacher. It was not until the end of the interview 

when he was asked directly about his being a bilingual teacher (''You said you got 
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bilingually certified, and I realize this could sound like a very strange question. . .[with] 

two parts. Do you think of yourself as a bilingual teacher? And when did you think of 

that?" 1.07.01) that Jaime specifically addressed his views of himself as a bilingual 

teacher. 

Being bilingual is part of Jaime's identity, consider myself as a teacher, 

bilingual. Fm a bilingual person. I've been bilingual all my life." Being bilingual is part 

of who he is as a person and as a teacher. As Jaime explains, even before he received the 

state endorsement, he was teaching bilingually, "[Because of] the nature of the situation, 

who I am, who 1 taught, what was needed, I was teaching bilingually." Jaime's 

explanation for his teaching practices is that he could not help but be a bilingual teacher 

because of who he is. He is a bilingual person; therefore, he is a bilingual teacher. Being 

a bilingual teacher "fits" into his description of himself 

Though Jaime may have seen himself as a "de facto" bilingual teacher, in order to 

be recognized as a bilingual teacher by the distnct he needed to be endorsed by the state. 

Being endorsed had several benefits in terms of possible job openings and salary. 

Jaime's pursuit of bilingual endorsement "fit" into his professional development 

and his personal life. He makes a brief reference in this narrative segment to his 

continuing active involvement in professional development courses, "I did it [took 

courses].... I've never stopped." As a result, when the district in Nogales first began 

promoting bilingual endorsement, Jaime did not feel coerced or forced. He knew he had 

the skills and abilities to be a bilingual teacher, and he felt appreciated for the kind of 

teacher he was, "I had more experience. I knew they needed me. I knew that I was not 
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admired but appreciado. They liked me.... I was doing a good job. I had been with one 

principal for many years." Yet, taking additional courses was important for two reasons. 

They would contribute to his professional development and help him support his growing 

family, 'The classes were not bad. I learned from them. My family was growing.'^ By 

taking courses over a period of time. Jaime felt that his bilingual endorsement came 

"automatically without too much effort" It into his life. 

In fact, Jaime tells the story of the final class he had to take for the bilingual 

endorsement It was the only course that he could not take in Nogales, so he drove north 

to the University  ̂of Arizona in Tucson. Even the course that did not "fit" easily into his 

life, that was somewhat bothersome because of the 90 mile conmiute, became a ''fun" 

thing. 

This "fit" also occurred between his professional and personal lives and his 

acquisition of a masters degree. Again, because of Jaime's active involvement in 

courses, he had few additional units to take to complete a masters degree, "I've taken a 

lot of courses. [They said,] 'We can use this.' And real gentle, in kind of an easy way, I 

ended up getting my Master's in teaching too.... [It's] just in a very natural ws^." 

While Jaime focused his efforts on his professional development, he was also able to 

receive the added benefit of completing the course work needed for a masters degree. 

Both Jaime's bilingual endorsement and his master's degree recognize Jaime's 

knowledge and abilities. For Jaime, being bilingual is a part of who he is and as a result a 

part of his teaching. He does not self-identify himself as a "bilingual" teacher, "I say I'm 

a teacher. I don't say I'm a bilingual teacher although I've heard other people say it of 
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me. Sometimes, my colleagues or people who are in education will say it, but usually I 

just say I'm a school teacher." For Jaime, teaching is relational. Teaching is about wiiat 

happens between two people, "There's something else really important going on in the 

classroom, a relationship. Language might be important and your curriculum might be 

important, but it has something to do with common sense, with treating people fairly, 

being comfortable " It is inevitable, though, because of who Jaime is that he can 

build relationships with students who are bilingual, students, who like himself, may not 

have come to school completely comfortable using English, . .1 have the ability of 

speaking in English or speaking in Spanish. When a child needs to be spoken in Spanish, 

I have that ability, but it's not like an expertise. It's something natural to me." For 

Jaime, what is important when he is teaching is what he calls ''common sense, being fair, 

laughing, having fim, not being put down, feeling comfortable." Fairness, laughter, fun 

and comfort make it possible for students to "fit" into school. 

The last section of this chapter focuses on stories that draw from both Jaime's 

personal and professional lives. These two stories underscore the value which Jaime 

places on his Mexican culture and the ways in which he must negotiate among the variety 

of cultural contexts in which he lives and works. 

Culture 

When I moved to Tucson, I knew.. .there were a lot of Mexican speaking 
people and culture here and food and all that When you go to a wedding in 
Nogales, when you go to any social function, there's going to be music. You can 
almost predict that there's going to be berillas, tortillas, and salsa, and the band is 
going to be a local band that's going to play, not totally Mexican music but they 
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will play Mexican music. They know how to play and they'll play oldies, and 
th^'ll play modem.... It just happens that when you're in a band and you're in 
Nogales they do that because that's what the people like. 

When I moved to Tucson, after a few months or a year or so I told my 
wife, "'Damn it! I need to go to a wedding where they play Mexican music. I 
miss that." So, then we started asking [for] the nightclubs where can you go, and 
I realized that about me. I realized that there are certain things that I have to have, 
not on a daily basis.... Then, I found out which stations plf^red a little bit of 
Mexican music, not that that's all I listen to. But, it's almost like I need a fix of 
dancing, of listening to the music, and hearing the language spoken. And, I am in 
that kind of environment I'm in that kind of environment where at school I hear 
the language spoken and at home the music and the food. It's all around me. I 
feel really comfortable in that situation and to the point that I might be a little, 
sometimes I think I have a chip on my shoulder and I tell my wife ''Sometimes.. 
.1 don't feel good about this." 

I realize that like these past three weeks I was in a class with mostly 
[people who].. .spoke nothing but English all the time At the beginning, 
things were going well. After three weeks, you get tired of being in the same 
classroom I sort of got like bogged down a little bit I was dragging, and I was 
going, "I wonder if culture has something to do with it" For example, I was 
talking with my wife and I told her, "Well, someone sneezed, and I go 'salude.' 
Nobody said anything." Culturally, anyway the way I grew up, when someone 
sneezes you say "Salude," you wish them health, and they go "Thank you." My 
wife said "Well, maybe it was the classroom setting, and they didn't want to say 
thank you or whatever." I said, "Yeah, I understand that" But I realized it's in 
me. I realized there's something in me... a connectedness to the music, to the 
food, to the language, the customs. 

We were sitting at the table [in the same class] and we started speaking 
Spanish. Sometimes, you have to. If you're amongst all English speaking people 
there is an ethical thing I would imagine. I'm not sure exactly what it is, but I 
don't think it's all proper to be speaking in one language and if other people are 
sort of like [asking], "Well, are they talking about us?" I'm not really conscious 
but I am. ... You don't want to give an impression that you're making fiin of 
anybody. We were talking in Spanish at one time and we had one lady that was in 
Spanish, we'd said "lepeda," meaning almost like nasty, but not quite nasty. She 
was being a little on the risque side. She said something, and we all laughed, like 
we were embarrassed. But we all laughed, and we laughed much louder than 
most people were laughing, louder than anybody ever laughed in class. The 
culture there was kind of "Keep it down. We're in class." I was conscious of that 
saying, "Well take it easy," and yet, there's nothing wrong with it... (1.04.03-
1.04.05) 

I think as a group we forget that that exists. It's okay, but sometimes there 
comes a time when you have to ss  ̂"Hey, we have to assimilate and include every 
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body else.*" On the same token, we have to be included by the other people. I 
think maybe in this class.. .it was a touch of being excluded. I didn't like it and 
Tm not used to that.... I don't think anybody is used to discrimination. Maybe 
they've been around it, and they know it, and they hate it But, you don't get used 
to it. I realized that maybe I also have a chip on my shoulder. I'm telling you that 
I feel most comfortable around my own language. I would have to say my 
primaiy language is Spanish. I've changed, and this is who I am today, but I still 
know that I'm very influenced by my language, by my music, by my food, the 
way I do things, possibly that is just cultural. (1.04.06) 

This section of the interview highlights the ways in which Jaime searches for a 

"fit" between himself and the cultural contexts in which he lives and works. Though 

Tucson is only 90 miles north of Nogales, as Jaime noted, there is a change in culture 

between the two cities. In Tucson, Jaime had to search for the cultural elements that 

simply surrounded him in Nogales. For example, he needed to search for the music. 

Jaime's '"connectedness to the music, to the food, to the language, to the customs" 

contributes to his sense of self, *^1 realize it's in me," and to his sense of comfort, of 

fitting. His home or native culture has had an impact on how he views and is a part of the 

world, "I'm very influenced by my language, by my music, by my food, the way I do 

things, possibly that is just cultural." 

Yet, it is inevitable that as a bilingual, bicultural person, Jaime would face 

situations of cultural dissonance, experiences when ''fitting" into one culture or the other 

creates tension. The two specific stories that Jaime tells in this section of the interviews 

reveal cultural dissonance—when the two cultures to which Jaime belongs conflict with 

each other. Both stories in this segment of the interview take place during a summer 

teacher education course being offered at the University of Arizona. 



193 

In the first stoiy, Jaime reveals how the context for the teacher education course 

didn't '^'fit" with the cultural and linguistic environment he experiences daily. In the 

teacher education course, the other participants "mostly spoke nothing but English all the 

time." This is in contrast to both the bilingual elementary school where he worics and his 

own bilingual home, Tm in that land of environment where at school I hear the language 

spoken and at home the music and food, it's all around me." ̂  In addition, the teacher 

education course met regularly in the same classroom for several hours each day. This is 

again in contrast to Jaime's usual teaching day which is broken up by outdoor lessons, 

lunch and recess. 

However, what contributes most to Jaime's discomfort, his sense of not "fitting." 

is the difference in cultural behaviors. These stories reveal how shared behaviors 

contribute to a sense of belonging to a group or culture. In the first story, Jaime notes a 

behavior seemingly missing from cultural patterns of the Anglo participants in the teacher 

education. "Culturally, anyway the way I grew up, when some one sneezes, you say 

'Salude' and the person responds *Thank you.'" Within the story, Jaime comments again 

on how this behavior is part of his primary culture, "I realize that it's [the behavior] in 

me." The absence of this behavior makes Jaime recognize the difference between 

himself and the monolingual, Anglo teachers in the course. He is different, "it's in me." 

 ̂ The University of Arizona student body is approximately 80% Anglo and 16% Mexican 
American. Though sumroer enrollments may be somewhat different, just strolling the campus 
Jaime would see a markedly different population than when he str(^s the campus of the bilingual 
elementary school at which he works where the population is approximately 5% Anglo, 7% 
Native American and 88% Mexican. 
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In the second story, Jaime focuses on a behavior that is inappropriate for the 

classroom—laughing freely and ''loudly." Jaime prefaces this story explaining how using 

a language not known by all participants may be exclusionary and that, in this particular 

context, he and the other Spanish speakers were not intentionally trying to exclude the 

monolingual English speakers in class: 

If you're amongst all English speaking people there is an ethical thing I 
would imagine. I'm not sure exactly what it is, but I don't think it's all proper to 
be speaking in one language and if other people are sort of like [asking], "Well 
are they talking about us?" You don't want to give an impression that you're 
making fim of anybody. (1.04.05) 

Yet, Jaime noted that their laughter, which was ''louder than anybody' ever laughed in 

class," contradicted the culture of the class, "the culture there was kind of'Keep it 

down.'" In this instance, Jaime's cultural behavior places him outside of the norm of this 

particular culture. It is not that some thing is missing from this culture, as in the first 

story, but that a cultural behavior, a "loud" laugh, separates Jaime and the other Spanish 

speakers from the dominant classroom culture. 

Af^er telling the two stories of cultural dissonance, Jaime evaluates what has 

happened. He discusses the tension between "assimilating" and "inclusion" into the 

dominant culture. To assimilate means to take on a culture different from one's own-

accepting that people do not say "Salude" or do not laugh loudly. Yet, Jaime also states 

the need for inclusion—people learning to say "Salude" or accepting laughter that is much 

"louder." Jaime felt "excluded" from the dominant culture and discriminated against. 

Possibly, this sense of exclusion, which seems to have grown during the weeks in the 

teacher education course, "After three weeks ... I sort of got bogged down a little bit," 
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allowed Jaime to violate his "ethical" belief that "you don't want to give an impression 

that you're making fim of anybody." What is also evident in Jaime's evaluation of the 

two stories is that "you don't get used to it [being excluded]." So, while Jaime may 

reframe some of his life experiences, especially those dealing with discrimination, in a 

more positive light, he still must grai^le with the recurring issues of inclusion and 

exclusion as a bilingual-bicultural person who is moving between cultures regularly. The 

recurring theme of "fit," along with the metaphors "match" and "puzzle," represents one 

of the ways the ways in which Jaime has tried to negotiate and join together the many 

different aspects of his life and the different cultures of which he is a part 

Conclusion 

When I was completing my analysis of the interviews, identifying the stories by 

using Labov's framework and writing words in the margins to trace key ideas, my focus 

was primarily on Jaime's stoiy structure. As a competent story teller, Jaime offered a lot 

for me to examine, and because of the nature of the interview questions, I had more than 

just a simple collection of stories. In the interview transcripts, I found different kinds of 

stories—general, specific, and hypothetical—as well as large segments of non-stories. In 

addition, Jaime would embed stories within stories. The interview transcripts were rich, 

complex, dense and time consuming when I analyzed Jaime as a story teller. 

Yet, with each reading of the transcripts as I struggled with the structure of the 

stories, a theme emerged clearly and easily. As I tracked the words I had written in the 

margin identifying the key issues—glove, good fit, part of life, bridge, connection, match, 

puzzle, connectedness—I found a pattern. Throughout the interviews, Jaime's stories 
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seemed to be explaining how he tried to "fit"* together the often differing experiences and 

elements of his life. As revealed in the stories told in this chapter, this theme of fit is 

woven throughout Jaime's educational stories as well as his life stories. As a child, he 

was learning two languages at home and in his community, learning when to speak what 

to whom. In school as a student, Jaime found "success" when there was a better match 

between himself and his teachers, when his first language was recognized and when he 

had a venue, sports, in which to succeed. As a young adult, Jaime married a woman 

whom he felt was "of his language," religion and culture despite how their relationship 

may have looked to others. As a teacher, Jaime's professional development seems to 

have fit smoothly into his life, personally and professionally, and he continues to work on 

ways to create a relationship between studente and curriculum. 

Yet, this theme of "fit" is also rich, complex, and dense because, within this 

theme, Jaime tells stories that explore the relationship of parts to a whole and the 

difference between fitting "in" and fitting "together." 

In the stories of Jaime's dual language acquisition and his bilingual certification, 

Jaime seems to try to explain how being bilingual is a part of who he is as a person and as 

a teacher. As a child, becoming bilingual was not unusual or a matter of choice. 

Becoming bilingual was just a part of life, "It's [language learning is] just a learning 

process. I remember that it was active. It was there to a certain degree. It was part of 

life" (3.08.01).^ Becoming bilingual was part of his family life because, while his 

p>arents were Spanish dominant, his siblings were English dominant. In addition, in the 
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community in which he grew up, Spanish was the dominant language, but English was 

used in most of the official public contexts, such as the school, "Everything was done in 

English" and the local government, "TTie city council doesn't speak Spanish [when they 

did city business] but there are Spanish-speaking people who run the city" (1.03.12). 

Unlike second language acquisition when individuals learn a second language in school 

and use it in a limited number of contexts, being bilingual was a part of Jaime's daily life. 

As a result, it is not surpn'sing that Jaime sees being bilingual as one part of his 

teaching just as it is part of his life, "It's [teaching bilingually is] something natural to 

me.... Teaching in the bilingual form might have a little part in it, but there's another 

part of teaching that's just sort of like conmion sense, being fair, laughing, having 

fun. ..(1.07.04). Jaime doesn't seem to identify himself as a bilingual teacher, not 

because he does not value his bilingualism, but because for Jaime to say "I'm a bilingual 

teacher" seems to be stating the obvious and is redundant. How could Jaime be anything 

but a bilingual teacher? 

The use of "part" by Jaime in these two stories exemplifies the theme of fit and 

reveals how one aspect of Jaime's life, being bilingual, is an integral part of his life and 

teaching. It is not just that being bilingual fits into his life. It is a central part of his life 

and teaching, so central that it is almost invisible to him, "1 consider myself a teacher, 

bilingual. I'm a bilingual person.... I say I'm a teacher. I don't say I'm a bilingual 

teacher although I've heard other people say it of me" (1.07.01) 

Italics are mine. 
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However, the stories Jaime tells of his education and his life reveal that being 

bilingual creates challenges for him because the two language he speaks and the two 

cultures that he belongs to often do not easily fit together. At times, Jaime has met the 

challenge by fitting 'in." For example in the story of being retained in elementary, Jaime 

explains he may not have appreciated being retained as a child, '^at the time I wasn't 

feeling very good about it,*  ̂but as an adult he understands that it did him "well." 

Physically, he was not larger than his classmates, "I fit in pretty good." In fact, the 

retention seemed to have had a positive impact on his athletic abilities. So, when Jaime 

entered school, a new environment, a new culture, he sought ways to fit '^in." He did not 

challenge the school culture or reject it Rather, he searched for a way to fit into the 

school culture and that "fit" came through athletics and the teachers who spoke Spanish. 

The story of being included on the basketball trip is an example of how important it was 

at that time in Jaime's life for him to fit in, "I thought he was just inviting me to go with 

them, but he was inviting me to go as a player.... To me, it was an honor" (1.03.08). 

This same teacher through his use of Spanish in the classroom, "He did a few things in 

the classroom with Spanish books and Spanish stories," created another way for Jaime to 

fit in, "I remember fitting just like, 'You are my kind of teacher'" (1.03.08). 

For Jaime, school was not only a place to fit in but also a place for him to figure 

out how to fit the different cultures to which he belonged together. Jaime belonged to 

several cultures that valued bilingualism—his family, his immediate community—but he 

also belonged to communities that were monolingual. While being bilingual may have 

been integral to his life, as he entered school he would find that being bilingiial was not 



199 

an essential part of the school culture, think I was in a nice environment [in which I 

grew up] because the language [Spanish] was not rqected I could use it even though in 

the classroom it was mostly English. We understood that It wasn't the best situation, 

but that the way it was" (1.03.13). Jaime found that he ''excelled" when his needs were 

met in school, when he could connect with teachers through sports and language. These 

connections did not help Jaime fit "in" but helped connect parts of his own culture to the 

culture of the school. As parts of his culture fit together with the school culture, he 

achieved more academic success. 

The stoty Jaime told of his trip to Yuma as an adolescent exemplifies how he 

preferred to find ways to fit the different parts of his life together rather than fitting into 

only one part During the Yuma trip, Jaime had the opportunity to visit some young girls. 

However, a &iend who was also going along said, ''When you get there, don't speak 

Spanish." After thinking this request over, Jaime decides not to go, "I said 'I'm not 

going to go if I can't speak Spanish'" (1.03.13). This story reveals how important it has 

been as Jaime has matured to find ways to fit together the different parts of his life 

instead of fitting in. 

The stories that Jaime told of teaching are, also, stories of fitting together. When 

Jaime taught for the Teacher Corps in Pueblo, Colorado, he found that he did fit in, "I had 

a ball there. I fit in very well.... It was a very cultural/bicultural situation" (1.02.02). 

Unlike his own elementary school experience in a primarily monolingual English culture, 

his experience in the Teacher Corps was more similar to his own family and community 

cult\ire, bilingual and bicultural. In the Teacher Corps, though, it was not just a case of 
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fitting in. Jaime, also, found that the working with children, the extracurricuiar activities 

required, like coaching sports and teaching and talking to parents were ""what came 

naturally" to him. Jaime found that his personal skills matched the demands of the 

profession. He noted that this was not true for all those in his cohort group in the Teacher 

Corps: 

When we started the program, it was 40 of us. Immediately, ma^rbe like 
eight of us dropped out saying This is not for me. Teaching is not for me," 
which was good. At the end of the program, there were people that went to other 
things, which is okay. I decided to teach, and I've been doing it now for 20 years. 
I've been having a lot of fim. I don't think I'm going to change. I want to stay in 
it I always ask myself, "Am I having fim?" And I am. I do have fiui. One of 
my premises is that I want to have fun at what I do, and I have fim with kids most 
of the time. (1.01.09) 

As the last sentences reveals, Jaime continues to reflect on his profession and compare it 

to one of his ""premises," to have fim at what he does. He makes sure that the fit with his 

profession remains solid. 

Jaime stories of his own teaching, then, reveal the ways in which he tries to fit the 

students and the curriculum together. Both stories of the discussion afler the fight in 

school and the student's selection of a book about gangs reveal how Jaime fits the 

curriculum and the students together. After the fight, ""it was worth it" for the class to 

understand what had happened rather than completing his lesson and ignoring their 

personal experiences. In the library, Jaime realized that reading about gangs might 

accomplish his teaching goal more than trying to re-focus the student's interest on other 

topics. Jaime creates in his classroom the conditions that helped him achieve success in 

his own education, one of which is developing a match between the students and the 
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cuniculuni, between the students' cultures and die schoors culture. Unlike his own 

experience in which he had to learn to fit into a monolingual culture, Jaime's studem 

have the opportunity to maintain and negotiate among the different cultures to which they 

belong. 

This negotiation among cultures which both Jaime and his students experience 

daily is not easy. The last stories of culture reported on in this chapter, specifically 

Jaime's experiences in a teacher education course, reveal how he continues to try to fit 

together the different parts of his life. Jaime understands that he has "something in 

me.. .a connectedness to the music, to the food, to the language, the customs" of Mexico 

(1.04.03). When that connection is missing or absent, he feels different, "bogged down a 

little bit." In the teacher education course which was at the university, not at his school 

site, Jaime was siurounded by a monolingual English culture which did not have some 

behaviors, such as saying "salud" after a sneeze and laughing loudly, which are part of 

his Mexican culture. As a result, he began to feel uncomfortable. Jaime explains his 

discomfort as "I realized that there's certain things I have to have, not on a daily basis." 

He, also, realized that because of the culture in the teacher education class, he felt "a 

touch of being excluded" (1.04.06). 

The theme of fit that is embedded in Jaime's life and educational stories reveals 

the relationship between parts of Jaime's life to his whole life and the difference between 

fitting the parts of his life into something and fitting the parts together. Throughout the 

three interviews, Jaime reframes the stories of a lack of fit or of discrimination—his 

experience in a monolingual elementary school; the trip to Yuma when he is told not to 
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speak Spanish; and his father-in-law's resistance to his daughter's marriage to Jaime— 

into stories of accomplishments. This is particularly evidem in the story of his marriage. 

Jaime finally evaluates that story not as a story of discrimination but as a '^success" story, 

a story demonstrating that *^vhen you know you're right, you're right. When you have a 

feeling in your heart, you go with it... I can plunge imo things and land on my feet I 

think people need that. I think I have that" (1.05.18). This refiaming does not diminish 

the challenges that Jaime faces but provides insight into Jaime's resilience in the face of 

opposition and his ability to negotiate the pieces of his life that do not fit easily together. 
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CHAPTER?: MANUELA AS STORY TELLER 

Introduction 

Manuela's interviews have a sense of urgency and energy, which are conveyed 

not only by how she speaks but also by what she says. When Manuela addressed a 

question, she spoke quickly with her words coming in a rush punctuated at times by her 

infectious laugh. There did not seem to be enough time during the interviews for her to 

say all that she wanted or needed about her life as a "Chicana"^ and a bilingual teacher. 

The intonation and rhythm of her answers moved the interviews along, and Manuela 

engaged me in her narratives by asking questions and checking my understanding of 

events. This chapter examines Manuela's interviews, focusing on one characterisnc of 

the narratives she tells, her use of quotes. 

Identification of Quotes 

In transcribing the interviews, I discovered that Manuela often used quotations of 

her own words and those of others. Out of 168 stories and nonstories, 100 of them 

' rm using the term ''Chicana" because that is the tenn that Manuela used during the interview. 
In Interview One, Manuela said, "People ask me, 'What are you? Are you're Mexican?' Til say, 
Tm Chicana.' A lot of people don't like the word A lot of people think you're just s^ing that 
because it'll start controversy. I can't say I'm a Mexicana because I don't come from Mexico. 
When I go to Mexico, I'm not accepted Aere as being Mexican. I can't say I'm a traditional, I 
don't know if there is a traditional American. I re&se to be hyphenated American, and I'm not 
American because I'm from over there. My parents are from there, and I associate with those 
people. So I'm not really from there, from here. I'm like from my own space" (1.14.01) "I 
consider myself a Latina. But, when I think of Chicana, I think of Caesar Chavez, and I think of 
people like that that made a difierence, that went out there and bucked the system, not in a 
violent, violent way, but that they took a stand. Caesar Chavez was a strong man, and he did so 
much to try to help." (1.14.06). 
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contain quotes. Woven into her stories, as well as into the nonstories,̂  are single quotes 

and dialogues that serve several functions in the stories and non-stories. Within stories, 

the quotes Manuela provided gave voice to the people in her stories. In addition, through 

quoting herself, Manuela furnished insight into her reflective process and into her own 

understanding of events. The use of quotes in some stories, also, actually provides the 

main complicating actions or complication of the stories. It is both what people did and 

what they said that is critical to the construction of her stories and to understanding their 

meanings. Before discussing each of these functions, I briefly explain the identification of 

quotes during the analysis process. 

After each interview with Manuela, as I was making notes about the interview 

process and key points, I reflected on her strength as a storyteller. In fact, at the end of 

the second interview, I commented to Manuela about this; 

D; Any surprises or questions [during the second interview]? 
M; No, not really. It was nice. It was really nice to get the thoughts out 
D: Well you know~I cut you off—you're a good storyteller. You are a good 

storyteller. 
M: Really? 
D: Yes. 
M: Thank you. 

Yet, as I re-read the text of the interviews, I realized that something was missing as I tried 

to support why I had thought she was a "good" storyteller. So, I returned to the tapes of 

the interviews and listened to them as I re-read the interview transcripts. As I reviewed 

the text with the tapes, I understood that part of the strength of Manuela's story telling is 

~ '^Non-stories'  ̂are portions of the interviews not containing the essential elements of Labov's 
stoiy structure, the complication, orientation, abstract, evaluation, result, and coda (Labov 1972). 
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in her ability to literally give voice to others through quotes. In tfie transcripts, it is not 

always clear which sections are direct quotations and which are indirect quotations 

because Manuela did not always mark her direct quotes through syntax. At times, she 

used different voice qualities to identify different speakers. 

For example, Manuela often introduced the direct quotations with the appropriate 

introductory clauses. For example, ""He [a former high school teacher] said, 'This is 

what you're going to do'" (1.03.01); or "[PJarents say, 'What did you do today?"' 

(2.08.08); or "She used to yell and sti^, 'Oh, you, be quiet and sit down and listen to 

me.'" (3.07.04). Manuela, also, shifted the verb tenses in the sentences, usually from past 

to present as in "he said, 'This is what you are going to do.'" Yet, in the above example 

referencing parents, in this general story she began in the present tense, "Parents say," 

using the present tense to mark a regular, usual activity. Then, within the quotation, she 

used the past tense and the question word order to indicate a direct quote. The 

introductory clauses and the switch in verb tenses marked the use of a direct quote in the 

written text. 

In addition to the grammatical indicators, Manuela changed the quality of her 

voice so that it sounded different from her own when using a direct quote. Often, these 

direct quotes were not apparent in the written text but were clearly marked in the oral 

text. For example, "But, I don't remember ever hearing, 'No, you can't speak that 

language here'" (3.01.01). When I listened to this sentence on the tape, Manuela used a 

different voice to represent her elementary teachers for the clause, *^0, you can't speak 

that language here." Another example is "So I try to foster the first language, so that they 
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feel it's important too. 'She wants me to leam English, but she doesn't want me to forget 

the Spanish'" (2.10.01). In this example, Manuela talked about herself in the third person 

as she moves from what she was thinking to what her students thought In the interview, 

she also gave the clauses, ''She wants me to leam English, but she doesn't want me to 

forget the Spanish" the tone of a younger child. 

So, I identified the use of quotes in the interviews through both semantic changes 

in the written text as well as oral changes which I heard during the interview and when 

reviewing the interview tapes. What is striking about Manuela's use of dialogue is the 

ways in which it reveals multiple perspectives and provides the complicating actions for 

several of the stories she tells. 

Quotations as Multiple Perspectives 

But.. .1 think that being a bilingual teacher comes naturally to me because 
that is what I've always been. It's what I love to do. I love to really speak both 
languages. I see it as richer. The kids get more out of the class because we do a 
lot of songs that I remember when I was a little kid. My mom used to sing to me, 
or when we went to Mexico my aunt, who was a teacher, would sing to me. So, I 
teach the kids the songs and little dances, and when the parents come in and hear 
the song, they're, "My God! That's a song I used to hear when I was a kid." 
They don't expect to see it in a school in the United States. When they do, it's a 
pleasant surprise. They really like that It's bringing the cultures tog^er. 
(2.01.06) 

This veiy brief story demonstrates one of the ways in which Manuela's use of 

quotes gives voice to different perspectives. In this particular story, the direct quote, "My 

God! That's a song I used to hear when I was a kid," gives voice to the parents of 

students in Manuela's class. As a storyteller, Manuela routinely did not rely on only her 

own voice to explain what had occurred. This use of quotes has multiple purposes. The 
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first is that it provided Manuela as a stoiyteller a way to comment on what was occurring 

from more than her own perspective. Second, the use of quotes by other speakers can 

highlight the ways in which views were shared or not shared. Finally, when Manuela 

quoted herself, she gave insight into her own reflective process and ideas that were 

critical to her. 

The story presented above is an example of Manuela providing voice to other 

people within her story. As a story teller, Manuela could have just stated, "When they 

[parents] do [hear ^miliar songs or see familiar dances], it's a pleasant surprise." 

However, by providing a direct quote, ''My God! That's a song I used to hear when I was 

a kid," Manuela helped her audience "hear*  ̂the parents' response to the use of Spanish 

songs in the classroom. In addition, within the context of this particular story, the direct 

quote implies the positive response from parents and validates her perspective by having 

others agree with her. 

This positive, validating response is important to Manuela as a Chicana and 

teacher because it ties together Manuela's and the parents' pasts and the children's 

present. Manuela's use of Spanish songs not only brings her cultural background into the 

classroom but also affirms the cultural background of many of her students and their 

parents. Manuela could have spoken the direct quote from the parents since she too 

learned these songs as a child from her mother and aunt So, while the quote gives voice 

to parents, it also underscores the shared experiences of Manuela and the parents and the 

ways in which she helps the children participate in similar experiences. 
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Manuela also told stones in which she didn't share the same perspective. The 

following story of an exchange with a parent is an example of this. 

There's another person that I met resistance from. For her, it was her 
daughter was real smart, real smart She came into kindergarten reading. She 
[the parent] had questions about everything, for example the second day of 
school, "'When is she going to get homework?" She brought in all these books, 
these activity books, you get at Target or Walmart or something. It's "You write 
's' 50,000 times, and snake, ^s', and there's a snake, and.. connect the dots and 
so on and so forth.'' She said, ''Is this good stuff?" I said, "No, I don't think it 
is." She said, "Weil, I got you some, so she could use in the classroom." I said, 
"Well, I really think that's a waste of paper." I said, "She's going to get the's' 
when she experiences something in her life that starts with's,' if she happens to 
be in the shower and she swallows soap." I said, "Tell her soap starts with's.' 
She'll never forget that She'll remember the taste of the soap, and she has to 
experience it in her own life." I said, "Your daughter is smart. She knows all her 
letters already. This is going to be repetition to her. If I do this for her in school, 
to her school is going to be boring. She's not going to like it" I said, "In 
kindergarten, I concentrate more on giving her some basic skills and how reading 
and things are important: how to hold the book, what cues to look at, look at 
visual cues, look at the print I don't want them to leave here reading." She didn't 
like that. She wanted her daughter leaving reading, adding, and subtracting. 
Those were her goals. "Well, how much time to do you spend speaking in 
Spanish?" she said. "Well, I've never really timed myself," and I haven't. I think 
it'd be interesting to do tha^ but I've never done it She says "Well, I just think 
that when you're speaking Spanish, my daughter is losing out. It's a waste of 
time for her." So it's three weeks into the school year. She pulled her out and put 
her in a private Catholic school, so I really miss the little girl. She's a wonderful 
little girl.... (2.02.06) 

While the earlier story cited in this section, 2.01.06, demonstrates how Manuela 

shared similar cultural values with parents of students in her class which then influenced 

her curriculum, this story is the opposite. In this story, the parent instead of validating 

Manuela's teaching, interrogated her about it, "When is she going to get homework?... 

Well, how much time to do you spend speaking in Spanish?" The parent exposed her 
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beliefs through her actions. She bought workbooks for Manuela's classroom and 

removed the child from Manuela's classroom and from public school. 

Through the dialogue between Manuela and the parent, two points of view on 

methodology are revealed. Manuela affirmed her belief in hands-on, experiemial 

learning, '*She's going to get the's' when she experiences something in her life that starts 

with's,' if she happens to be in the shower and she swallows soap Tell her soap 

starts with's.' She'll never forget that She'll remember the taste of the soap, and she 

has to experience it in her own life." This quote only exemplifies the stories that 

Manuela told of her own teaching practices. On the other hand, the parent presented a 

traditional approach to reading through her acquisition of workbooks. So, the dialogue 

allows Manuela to give voice to the tension surrounding different approaches to teaching. 

Again, her use of direct quotes personalized the discussion. It also provided an 

opportimity for Manuela to place her stated beliefs into a story in which the dialogue 

becomes the action within the story.^ The difference of opinion becomes the action of the 

story. 

This difference of opinion is underscored by the repetition of the phrase "waste 

of Early in the story, Manuela told the parent that buying the workbooks she did was a 

"waste of paper." At the very end of the story, the parent said that speaking Spanish is "a 

waste of time" for her daughter. This repetition of the phrase "waste of emphasizes the 

different values that they hold. 

^ This use of dialogue is discussed in more detail in die following section. 
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In this story, Manuela has more lines of spoken dialogue. This gives her view 

pnmacy. This is important in the construction of this story and all of her narratives, for 

she was not just telling this one story but many. While she may not have been 

consciously trying to construct a consistent narrative within one interview and across all 

three interviews, it becomes evident that her dialogue stories, her nonstories as well as 

her specific stories, all reveal a consistent belief in her approach to teaching and 

language. 

The two earlier excerpts, 2.01.06 and 2.02.06, are two of 100 stories and 

nonstories in which Manuela used direct quotes to give voice to others. In addition to the 

parents of students in her class, Manuela used the voices of former high school and 

elementary teachers (1.03.01; 2.03.02; 3.01.01; 3.04.02; 3.07.04; 3.07.05); high school 

and college counselors (1.06.04; 1.08.01; 1.11.02); students in her classes (2.01.04; 

2.01.10; 2.05.02; 2.09.01; 2.09.03; 2.10.01; 2.10.02; 2.10.04; 3.02.01; 3.02.02; 3.02.04); 

people discussing bilingual education (2.01.11); people observing her classes (2.05.06; 

2.11.04); other parents of students in her classes (2.02.02; 2.02.06; 2.08.08); family 

members and friends (1.16.02; 2.13.09; 3.05.03; 3.06.04; 3.13.04); her own classmates 

(1.05.02; 1.06. 03; 1.09.01; 1.09.04; 1.14.08); her cooperating teacher when she student 

taught (2.04.01; 2.04.02); her teaching assistant (2.01.05; 2.08.03); and other teachers 

(2.01.01; 3.03.01). 

These direct quotes include brief one line direct quotes as well as longer multiple 

line dialogues, some of which appear in the section on dialogue as action in this chapter. 

The number of stories and nonstories with dialogue provide some indication of the 
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frequency with which Manuela used this technique within her interviews. By giving 

voice to so many people, her stories take on an immediacy since it is possible to 

"^eavesdrop" on what is being said. In addition to furnishing multiple perspectives 

through the use of dialogue, Manuela provides insight into her thinking and 

understanding through the use of direct quotes, which represent her ideas. 

Quotations as Reflection 

It doesn't mean I don't have any fears around it [assessment]. There are a 
lot of times that I think to myself, ''I'm not doing enough. They don't know the 
letters when they leave here." Or, "They don't know this." Or, "They should 
know that" Or, you look at the Core Curriculum and think '*Oh God, I suck. I'm 
not doing half of the stuffl'm supposed to be doing." Or, you look at other 
teachers and what they're doing or what their comments are. But you have to get 
to a point where you're [saying] "I'm doing the best I can." I'm not going to 
psyche myself out so much that I'm going to do more damage by trying to do all 
this stuff and trying all these new fads. It's not going to be effective because I'm 
going to be doing things that not I.. .don't believe in [them], but things I really 
don't know about... 

Last year we worked a lot on getting the reading thing down, feeling 
comfortable with the reading thing, and feeling that we were doing enough with 
shared writing and stuff. We did We're doing really good here. This is good. 
So we carried it on to this year. So this year, we're not really worried about that 
We're Just doing the same thing we did last year, so.. .I'm trying to concentrate 
more on the math thing now. Next year, I'm sure I'll concentrate on something 
else, incorporating more music into the classroom, doing more of that stuff So 
we kind of let go of some things and say "Okay, I'm not going to worry about that 
this year. The kids will be fine. It's okay." (2.08.05-2.08.06) 

When Manuela first begins answering the question, "So how do you assess 

yourself?" (2.08), she doesn't not tell a story but discusses the kinds of thoughts that she 

has as she thinks about her work. The series of quotes reveal the self-doubt that can 

plague her. She is quite concerned about how her teaching influences what children 

learn, "I'm not doing enough. They don't know the letters when they leave here." In 
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addition, she feels the outside pressure of the standardized curriculum, "Oh God, I suck. 

I'm not doing half of the stuff I'm supposed to be doing" and the performance of other 

teachers. Yet, despite all the self-doubt expressed in the quotes, Manuela has a bottom 

line which is more supportive than her nagging self-doubts, "I'm doing the best 1 can." 

Then, in the next paragraph, Manuela turns self-doubt into positive cum'culum 

changes. Manuela explains how in the previous year, she and her teaching assistant 

concentrated on reading. Feeling that they had met their goals for reading last year, they 

then developed a goal for this year, math. This story explains how Manuela addresses the 

self-doubt she voiced by making specific goals. These specific goals provide a sense of 

direction and accomplishment as expressed by the final quote in the story, "Okay, I'm not 

going to worry about that this year. The kids will be fine. It's okay." This quote both 

reveals her feelings and provides an evaluation of the story she has told. Manuela knows 

her work is "okay." 

In this non-story and story, Manuela's quotes provide insight into her thinking 

about her assessment of her teaching. We learn through her own words the thoughts that 

she has. The direct quotes represent a more straightforward expression of her thinking 

since she is not going through the process of interpreting, paraphrasing or summarizing. 

In the direct quotes, her thoughts are presented unedited and are powerful because of that. 

Furthermore, the direct quotes in the first paragraph become a powerful backdrop for her 

story, which then explains how her thoughts result in action. The final quote at the end of 

the story returns to Manuela's thinking, closing the story with a personal, private 

reflection. 
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Quotations as Complicating Actions 

But I tell all the kids.. .before the activity starts, I explain it to them really 
specifically, and we go through the activity. Then they go off and do it on their 
own. Now some of them come back and say Teacher, what are we supposed to 
do here?" I say, '^What explanations did I give you?" And they tell me, and I'll 
say, "Well, that's exactly what you have to do." A lot of child^ come and say 
"Well, you draw the airplane for me. I don't know how to draw it" "Well, what 
does an airplane have at the bottom?" "It has wheels." "Well, what do they look 
like?" "Well, they're round." "Make it in the air." "WTiat does the body look 
like?" "Draw the body. Ooesn't that look like a banana kind of?" We break it 
down so that it's not huge and big. But, I won't do it for them. I'll explain it to 
them in that way. Some students need that Some children are more visual than 
they are [aural]. Some kids need to touch it and see it there. They need to see the 
plane right there. Some don't Some see it in their imagination and they go from 
there. (3.02.04) 

My analysis of Manuela's use of dialogue as action is based on Labov's story 

structure. Labov identifies six parts in a stoiy; abstract, orientation, complicating action 

or complication, evaluation, result and coda (Labov & Waletsky, 1967). Three parts of 

Labov's story structure, the abstract, orientation and evaluation, are "free clauses" in that 

they may occur anywhere within the story, though they frequently appear in specific 

locations within stories.'* For example, the logical placement of the abstract, a "free 

clause," is at the beginning of the story since it establishes the storyteller's control over 

the audience and provides the overall theme. Just as the logical placement of the 

evaluation, which provides the storyteller's conmient on the events, is at the end of the 

story. However, the storyteller may insert the abstract or the evaluation anywhere within 

the story. These "iree clauses" fulfill a critical part of story telling in that they provide 

Refer to Chapter 3 for a complete discussion of Labov's stoiy structure. 
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the context for the audience in terms of background information through the orientation 

and abstract or the storyteller's point of view through evaluation statements. 

While the abstract, orientation and evaluation are clauses," the complication, 

result and coda are not. These clauses are bound by temporal order, which establishes the 

individual nature of the stoiy, for example in these two sentences; A man attacked me in 

the kitchen. Then, my fnend entered the kitchen. The arrangement of the clauses and the 

adverb, "then," provide the sequence of actions: a man attacked the speaker, and then the 

speaker's fhend entered the room. From the clause order and adverb, one understands 

that the fh'end was not in the room at the time of the attack. If the clauses are reversed, 

the logical interpretation is that the speaker's friend was in the room at the time of the 

attack; My fiiend entered the kitchen. Then, a man attacked me in the kitchen. 

The difference between the meanings caused by the change in the order of the 

clauses plays an important role in our understanding of story. Labov and Waletzky 

(1967) point out that '^e semantic interpretation of a narrative, as we have defined it, 

depends on the expectation that the events descnbed did, in fact, occur in the same order 

as they were told in" (p. 33). 

This understanding of the difference between fi'ee clauses and temporally order 

clauses is helpful in the analysis of Manuela's use of dialogue as action or in Labov's 

terms as the complication. In some of Manuela's stories, the "action" of her stories takes 

place in the dialogue. The story at the beginning of the section exemplifies this. 

Manuela tells the story at the beginning of this section in response to a question 1 

ask concerning her expectations for children. 
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I was wondering when I listened to your first interview one of the things 
you had said was that originally you'd thou^t you'd be an English teacher 
because they [your teachers].. .in high school had such a strong impact on you. 
One of the things I heard you mention [is] at least two of the teachers you talked 
about had high expectations. You didn't say high expectations. You said they 
had expectations of you or of all students thitt they wanted you to meet. It was 
like '^Here are the expectations and there were no 'ifs, ands, or buts' about 
meeting them." Do you feel that way around your students? (3.02.01) 

Manuela responds to this question with a series of short stories. She first tells a specific 

story about a student she had at that time in her classroom (3.02.01). Then, she gives the 

following non-story that functions as an abstract by stating the general theme of the first 

story and the two following stories, 3.02.03 and 3.02.04 in this segment. 

I know some students can finish the task in different times. One can finish 
quicker than the other. [For] some students, the drawing isn't important to them, 
[but] the writing is. To some of them, the writing isn't, the drawing is 
[important]. I try as much as I can to view each child as an individual and accept 
their work as.. .something that he did and not compare it to "Well, that child is 
the same age, and look at this work is different It should be the same." I don't 
think it's fair to do that to children. You can't It's just not fair. But I do have 
high expectations of them. I know that they can do it When I hear, can't do 
it," it's "Well, it's not an option. You have to do it" (3.02.02) 

In this non-story, Manuela explains how she sets expectations for each student, 

taking into account students' strengths and weaknesses as well as interests. Of the two 

stories that followed, 3.02.04 exemplifies Manuela's use of dialogue as complicating 

action. Below, I have numbered the main clauses in this story. 

1 I explain it [the activity] to them real specifically. 
2 and we go through the activity. 
J Then they go off 
4 and do it on their own. 
5 Now some of them come back. 
6 and say 'Teacher, what are we supposed to do here? 
7 I say, "What explanations did I give you?" 
8 And they tell me. 
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9 and ril say, "Well, that's exactly what you have to do. 
10 A lot of cUldren come 
11 and say "Well, you draw the airplane for me. 
12 I don't know how to draw it" 
13 "Well, what does an airplane have at the bottom?" 
14 "It has wheels." 
15 "Well, what do they look like?" 
16 "Well, they're round." 
17 "Make it in the air." 
18 "What does the body look like?" 
19 "Draw the body. 
20 Doesn't that look like a banana kind of?" 
21 We break it down so that it's not huge and big. 
22 But I won't do it for them. 
23 I'll explain it to them. 
24 Some students need that. 
25 Some children are more visual than they are (aural). 
26 Some kids need to touch it and see it th^. 
27 They need to see the plane right there. 
28 Some don't 
29 Some see it in their imagination 
30 and they go from there. (3.02.04) 

The clauses numbered 1-20 provide the main narrative actions of the story. In 

Hnes one through nine, Manuela describes the main actions in the class beginning with 

her instructions. This sequence of clauses can't be re-arranged since that would not give 

an accurate picture of what occurs when she teaches. According to this story, when 

Manuela teaches, she gives the students information and then they act, "I explain it to 

them. . we go through the activity.. .they go off.. .[they] do it on their own." 

However, rather than work on their own, some students return to Manuela, "some 

of them come back." Often, when they then ask, "What are we supposed to do here?" 

they are asking for Manuela to do the work for them. Since Manuela expects students to 

become independent learners, she supports them in a variety of ways so that they can do 
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the work. Through the dialogue in lines 10-17, Manuela reveals how she pursues her 

objective of having the students do their own work. This dialogue is temporally ordered 

since Manuela's questions need to "break down" the task into manageable units for the 

children. Again, these clauses can not be re-ordered because re-ordering would change 

the story. 

In lines 21-22 of this story, Manuela explains how she accomplishes her goal 

stated in the previous non-story. While these clauses appear at the end of this story, they 

actually provide the abstract of the story. This is a story of how Manuela "break(s) it 

down so that it's not huge and big." This breaking down helps the students accomplish 

the task and meets her "high expectations" of students. As Manuela stated in the non-

story, 3.02.04, which preceded this story, "But I do have high expectations of them. I 

know that they can do it When I hear, 'I can't do it,' it's 'Well, it's not an option. You 

have to do it'" Manuela ends the story, 3.02.04, with an evaluation, a rationale for her 

approach to teaching, "Some students need that. Some children are more visual than they 

are (aural). Some kids need to touch it and see it there. ..." 

Lines 21-30, which function as the abstract and evaluation for this story, are free 

clauses, which could appear anywhere within the narrative. In this story, Manuela places 

them after the complication. In this location, they emphasize the point of the story and 

Manuela's point of view. While lines 21-30 as free clauses could be placed in any order, 

lines 1-19, the complicating actions must remain in the current order to convey the story 

Manuela wishes to tell. 
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What is unusual is hoiv often Manuela relies on dialogue to capture the main 

actions. Twelve of the 20 lines that make up the complication are constructed as a 

dialogue between Manuela and a student. Manuela's part of the dialogue reveals the 

inquiry process she uses with students. First, she ask the student to imagine part of the 

plane, "What does an airplane have at the bottom?" This "breaks down" the drawing of 

the whole airplane into drawing a part of the plane, a part the student would easily 

accomplish, the wheels. Then, she helps the student both visualize and practice drawing 

pan of the plane, "What do they [the wheels] look like? Make it [the wheel] in the air." 

With this accomplished, she prompts the student to focus on another larger part of the 

plane, "What does the body look like?" Through this dialogue, we can "see" the teaching 

that is occurring. Manuela is sitting at a table with a child, and there is a series of 

conversations preceding the child adding to her/his picture. As a result, the dialogue 

between Manuela and the student is critical to the story because it contains the actions 

that comprise the narrative sequence. The dialogue is not a set of free clauses since the 

questions and answers must follow a specific order to illustrate Manuela's main idea: that 

she holds high expectations and helps each student meet them by offering the support and 

guidance that the students' need. 

Another story revealing Manuela's use of dialogue as complicating actions comes 

from Manuela's discussion of her own learning. During the second interview, Manuela 

discussed her approach to bilingual education and the ways she woiiced with children and 

parents who are resistant to her approach. I realized that Manuela's theory of second 
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language acquisition was tightly connected to her theory of how children learn. So, 1 

asked her 

You have started to talk about your theory of learning because you talked 
about when the little girl experiences the [letter] "s." You tell her soap. Then, 
she'll remember it. How do you think kids learn? (2.03.01) 

In response to my question, Manuela first explains that while she can't remember 

how she learned to read or write in Spanish or English or if she learned mathematical 

principles through drills, she does have memories of experiential leaming, '*! remember 

finger painting, and I remember playing in sand, and I remember jump rope." She, then, 

tells this specific story. 

But I don't remember doing one plus one, writing all those things, the 
drills. I don't remember any of that because those things weren't valuable to me. 
That's not how I learned to add [using drills]. I remember a teacher taking out an 
orange and cutting it and saying "This is one orange. How many oranges do I 
have?" "One." [She was] cutting it in half and saying "Well, how many do I 
have now?" and somebody saying 'Two." Then, some other kids saying "No, it's 
the same one, but she cut it." Well how did she cut it? She cut it in half and 
fourths. That's what I remember, but I don't remember actually having a pie and 
coloring it in. I remember that teacher holding that orange. (2.03.02) 

When this story is separated into its main clauses, as in the previous story, 

3 .02.04, a large part of the complicating action takes place in a dialogue. 

1 But I don't remember doing one plus one, writing all those things, the 
drills. 

2 I don't remember any of that 
because those things weren't valuable to me. 

3 That's not how I learned to add [using drills], 
4 I remember a teacher taking out an orange 

and saying "This is one orange. 
How many oranges do I have?" 

5 "One." 
6 [She was] cutting it in half 

and saying "Well, how many do I have now?" 
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7 and somebody saying "Two." 
8 Then, some other kids saying "No, it's the same one, 

but she cut 
9 Well how did she cut it? 
10 She cut it in half and fourths. 
11 That's what I remember, 
12 but I don't remember actually having a pie 

and coloring it in. 
13 I remember that teacher holding that orange. (2.03.02) 

Manuela begins the stoiy by explaining what she doesn't remember, "one plus 

one writing all those things" and the reason she doesn't remember is "those things 

weren't valuable to me." Lines one and two provide both orientation and evaluation. 

She introduces the topic she plans to discuss, learning mathematics, and then critiques 

how she was taught Main clause three, "That's not how I teamed to add," though stated 

in the negative, provides the abstract. She is going to tell a story about how she learned 

to add. 

As in the previous story, 3.02.04, the main action takes place in dialogue. From 

lines 4 through 10, the complicating action, five of the lines contain dialogue. These 

lines reveal the action that took place in the classroom, as the teacher created 

mathematical problems and the students sought to solve them. As in her own teaching, 

the inquiry process revealed the teaching and learning process. Through her dialogue, we 

can imagine the teacher in a classroom surrounded by children, who are watching her cut 

the orange. Then, through the questions the teacher and students ask, they discover 

fractions. 
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Conclusion 

Manuela's use of dialogue as complicating action is different from previous uses 

of dialogue. Dialogue is often seen as a means of evaluation, a way of commenting on 

what is occurring within the complicating action. When dialogue is used as a form of 

evaluation, it can be removed from the story, and the stoiy remains intact While the 

story may not be as rich or complex, it does not disappear. As I have noted, Manuela 

does use dialogue in these ways, providing voice to multiple perspectives and her own 

thoughts. These do provide a form of evaluation. However, when Manuela uses dialogue 

as complication, the dialogue is critical to the stoiy formation. If the dialogue were 

removed, the story would not exist 

In the first story in this section, 3.02.04, if the dialogue was removed what would 

remain basically is the following; 

1 I explain it [the activity] to them real specifically. 
2 and we go through the activity. 
J Then they go off 
4 and do it on their own. 
5 Now some of them come back. 
21 We break it down so that it's not huge and big. 
22 But I won't do it for them. 
23 I'll explain it to them. 
24 Some students need that 
25 Some children are more visual than they are (aural) 
26 Some kids need to touch it and see it there. 
27 They need to see the plane right there. 
28 Some don't 
29 Some see it in their imagination 
30 and they go from there. (3.02.04) 

When lines 6-20 are removed, a general story remains. However, it is a story much more 

open to interpretation because the dialogue was critical to understanding what Manuela 



means by ^explain'^ in both lines 1 and 23. Without the dialogue, "explain" can mean 

simply telling die students what to do. What is commonly called direct instruction. Yet, 

with lines 6-20, it becomes apparent that Manuela's use of explain actually refers to a 

guided inquiry process through which students come to understand the task. 

In the second story, 2.03.02, when the lines containing the dialogue are removed, 

the story itself, the narrative, disappears. 

1 But I don't remember doing one plus one, writing all those things, the 
drills. 

2 1 don't remember any of that 
because those things weren't valuable to me. 

3 That's not how I learned to add [using drills]. 
4 I remember a teacher taking out an orange 
9 Well how did she cut it? 
10 She cut it in half and fourths. 
11 That's what I remember, 
12 but I don't remember actually having a pie 

and coloring it in. 
13 I remember that teacher holding that orange. (2.03.02) 

Again, the teaching in this abbreviated story appears to be direct instruction. The teacher 

takes out an orange, cuts it in half and fourths, and Manuela learns about fractions. Yet, 

it is through the action of counting the orange and the dialogue that ensued that Manuela 

learned about fractions. 

Manuela's use of dialogue as action broadens the understanding of the use of 

dialogue within narrative. Manuela, as many story tellers, uses direct quotes to provide 

multiple perspectives and self-reflection, both of which function as a means of 

evaluation. However, her use of dialogue as a form of complicating action makes it an 
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essential component of the stoiy. Her use of dialogue enriches her stories and adds to our 

understanding of direct quotes. 
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CHAPTER 8: "DAMNED IF ANYONE IS GOING TO CALL ME WHITF* 

Introduction 

.. .1 don't think they [my brothers and sisters] feel strongly about their 
culture, but I think it's—I can't say ignorance because that makes the assumption 
I'm judging them or I'm better than them. I don't think they realize how strong a 
connection there is to culture, language, and who you are, and identity. To me it's 
a survival of my beliefs and my tradition and my culture and who I am to pass it 
on to my children. My brothers and sisters just don't feel that way. 

I think it was a combination of lots of things [that made me think this 
way], but I can tell you the day that it was real strong. It's like "Fll be damned if 
anyone is going to call me white or anyone is not going to pronounce my name 
correctly." Because when I was a kid, I hated the name Manuela. I hat^ it. It 
was like so long and big and old. It's like an old lady. So, I loved Nelly, short 
and to the point. I could write it really easy and stuff. So, I was known as Nelly 

When I got to the U of A, I was taldng a psychology class with 10,000 
other people. This girl was sitting next to me, and she was like a little sister [a 
sorority sister]. I had no idea. What the heck is a little sister? So, you have lots 
of brothers. She said, "No, do you want to go through rush, Kapa I^pa Guchi, 
and whatever?" She said, "I'm a little sister," and I'm like, "For what?" She said 
"For a fraternity, and what we do is we do all this and that, so and so forth." I 
said, "Really." She said, "Do you want to go through rush with me, and so on and 
so forth?" Well, "I don't know I've never been through it." I thought may be. 

We got to talking, and we cut a couple of classes and.. .I'd see her and 
we'd go to lunch. Then, one day, we were sitting there. She had never asked me 
my last name, and I had never told her. She says "What's your last name?" She 
wanted to write it down and [for me to] give her my number. I said "Quintero." 
She's all "How do you spell that?" I told her, and she says, "How do you say 
that?" "Quintero." She's like, "Are you Mexican?" She asked in a way that I 
was like, "Yeah. So?" I said, "Yeah, I am." She's like "You are. I didn't know 
that." I go, "What does it matter?" She never spoke to me again. 

From that day on, I thought I don't care how hard it is to pronounce, I 
don't care what, my name is Manuela, and from that day on at the U of A, no one 
knew me as Nelly. It was a combination of things. It was that. I was taking the 
Chicano studies classes at the U of A. I was like this is it. This is why I had to 
really stand strong. This is who I am. It just really irked me so much. It was the 
first time I had encountered what you could say somebody being like racist 
against me. Up until then, I was surrounded by Mexicans my whole life. In the 
GATE program, it's like my friends were there and stuff. The teacher didn't treat 
me any different Those white people didn't either. I just didn't sit with them. 
(1.14.07-1.14.08) 


