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ABSTRACT 

This investigation examined the beliefs and practices of four Latina bilingual 

educators. The participants were part of a federal grant program to allow 

personnel from local school districts to earn a bachelor's degree in bilingual 

education. The researcher analyzed the language ideologies that were articulated 

and practiced by the participants as they worked with English language learners in 

local elementary schools. In particular, this investigation addressed the 

participants' understanding of how to use native language instruction (in this case, 

Spanish) in bilingual education to improve writing and other aspects of academic 

success in the second language (in this case, English). Using questionnaire data, 

interviews, and observations, the researcher concluded that the way the 

participants used Spanish in instruction depended significantly on their own 

language learning ideologies and on the assimilationist context of the larger 

society. 
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CHAPTER ONE 

INTRODUCTION 

1.1. Introduction 

"The contrast between the scientific/pedagogical argument and public policies 
puts in question the relevance of the social sciences to the conduct ofpublic 
policy. In so doing the question of how to preserve the benefits of bilingual 
education...remains ...Bilingual education as a remedial program will not survive. 
Its only hope is in the embracing of those who understand that language 
competence of whatever variety is not a deficiency but an advantage. " 

—Ursula Casanova, 1991. 

"Educators should recognize, however, that the initiative (Proposition 203) does 
carry an important message: There is an abiding distrust of the educators in 
charge of bilingual education. Educators should fight the initiative. Yet at the 
same time, they should accept its message that they need to deal with the 
problem." 

—Amari & Kiser, Arizona Daily Star, April 24, 2000. 

The research-to-practice gap is a well-known phenomenon, and has become a 

field of study of its own. Many U.S. researchers of bilingualism have grown to accept it 

as a given fact in this field. But the chasm between how educators and researchers 

understand bilingual education and the popular opinion of these programs has become 

painfully clear in recent years with the passage of Proposition 227 in California in June, 

1998, Proposition 203 in Arizona in November, 2000, and Amendment 31 in 

Massachusetts in November, 2002. With very few exceptions, these new state laws 

require that all instruction for English language learners should be conducted only in 

English. 
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This is the context in which educators are trying to best serve the increasing 

numbers of students who do not come to school speaking English. I share the convictions 

of most language educators that bilingual maintenance programs, which give children the 

opportunity to become biliterate in their native language and in English, are the best way 

to promote academic success and encourage children to reach their full potential. 

However, the legislative rationale for the presence of bilingual education in public 

schools was not designed on this premise. Federal funding for the Bilingual Education 

Act of 1968 was viewed as a temporary measure for students to transition from a 

minority language, such as Spanish, to English, rather than as support for the mother 

tongue (Baker & Prys Jones, 1998, p. 547). Most bilingual education programs in the 

United States are based on this premise of deficiency, using the transitional bilingual 

education (TBE) model.' Yet to bilingual researchers, it comes as little surprise that the 

results of TBEs are not biliterate learners, but are at best, students who succeed 

academically in English but never had the opportunity to develop academic language in 

the mother tongue. 

Defenders of bilingual education often use the argument that if our ultimate goal 

is academic success in English, the best route to it is through the development of literacy 

in the native language (Crawford, 2003; Krashen, 1996, 2002). In the research literature, 

this justification of bilingual education is known as Cummins' interdependence principle 

(1979); Language development in the first language contributes to language development 

in the second language (see Chapter Three for full discussion). To many who are not 

' This biUngual education policy, which uses the native language to transition language minority children to 
the dominant language, has also influenced Latin America and other parts of the world. 
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familiar with this principle, it seems utterly logical and rational that, if we want children 

to learn English, we would teach them exclusively in English. Perhaps they remember a 

foreign language teacher in high school admonishing them for not speaking in French, or 

German, or Spanish, asking them how they expect to learn the language if they are not 

using it. 

In actuality, language teachers are very familiar with the interdependence 

principle. Most have experienced a diversity of learners in their classrooms, and found 

that those with significant experience in literacy in their first language and other school-

based skills are often more successful at acquiring a second language. In the area of 

second language writing, researchers have come to focus on the role of the first language 

as a critical factor in second language writing development (see for example, Carson & 

Kuehn, 1994; Ferreiro & Teberosky, 1982; Rodby, 1999). 

At the same time, language education policy in the United States has become 

increasingly focused on rapid English language acquisition that uses an inappropriately 

narrow definition of "scientifically-based research." While there has been clear research 

evidence in favor of the interdependence principle in bilingual education settings for over 

a decade (Cummins, 1991; Ramirez, et al., 1992), this narrow definition of acceptable 

research excludes most of this work despite its rigorous designs and clear findings. 

Understandably, bilingual educators have become increasingly concerned about the 

erosion of political and pedagogical space for programs that use non-English languages 

for English language development. In the setting of this study, those concerns have been 

realized, not only through state legislation that severely restricts access to bilingual 
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programs for non-English speaking children, but also through the hostile climate this 

legislation has brought with it. 

Because of this climate, bilingual educators now need to be able to do more than 

explain the value of teaching in the native language in conditions where that language is 

not valued by the larger society. We also need to be able to apply this knowledge to 

structured immersion classrooms, English as a Second Language (ESL) classrooms, and 

even mainstream classrooms, where teachers and students would benefit from 

recognizing the value of the first language. One task facing educators is to figure out how 

to use the knowledge we have about how learners acquire second language writing skills. 

Another task is to inform the public of how difficult this development is without using 

the resources of the first language. 

I believe that these two tasks are intertwined. It is my hope that this study will 

accomplish both of these goals. While the study of teachers' beliefs and attitudes has a 

strong tradition, there has been very little attention paid to how teachers develop their 

beliefs and attitudes about language learning, particularly from the perspective of 

language ideology. This will contribute to our understanding of the dynamics of second 

language learning in the classroom. I also hope that the insights from this study will make 

their way beyond the research community to include Arizona educators and national 

policy makers. What ESL and bilingual educators understand about the critical role of 

first language development should become common knowledge among educators, since 

so many of them will come into contact with English language learners during their 

teaching careers (Delpit, 1995; Wong Fillmore & Snow, 2000). Bilingual education 



researchers must attend to wider attitudes about language diversity, as the above 

quotation from the Arizona Daily Star demonstrates. 

Until this knowledge is explained and applied so that the larger public 

understands the challenges that second language learners face, we will never have the 

strong foundation of support that we need to carry off bilingual education programs 

effectively. I am not questioning whether or not the interdependence principle is valid, 

for there are enough data available to support that already. Nor is this a defense of 

transitional programs, which Fishman aptly describes as follows: "The grudging, 

minimalistic, transitional compensatory characteristics of these programs result in 

nothing positive for Spanish language development, questionable results for English 

language development, and unquestionably high dropout rates for Hispanics, whether or 

not bilingual education has been received" (1991, p. 211). In starker terms, Gonzalez 

(1977) describes these programs as "humane linguicide." 

I argue that regular classroom teachers, language educators and researchers, and 

the general public need to hear the voices of the "experts" on first language contributions 

to second language writing; that is, those whose lived experience bears testimony to this 

contribution. The four women selected for this case study have experienced the process 

of learning to read and write in English as a second language and chosen to guide the 

next generation through this bilingual journey. This study will explore how their 

experiences contribute to their own sense of the value of Spanish in this English-

dominant learning environment. 
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Casanova's (1995) prediction was accurate; bilingual education as a remedial 

program has not survived. Now we must look for other alternatives to ensure an equal 

and meaningful education for English language learners. Following Freire's (1989, p. 

119) concept of praxis, this requires action and reflection from language educators and 

researchers. It is my hope that this study is not only an opportunity for me, the 

participants, and the reading audience to reflect on the second language writing process, 

but that it will also be a study which "offers some possibility of understanding that could 

create liberating energy" to promote positive action (Seidman, 1998, p. 27). 

1.2. Overview 

This case study consists of four women working in schools in an urban area in 

Arizona. All arrived in the United States in their adult years—three from Mexico and one 

from Panama. They are Spanish-dominant bilinguals who are doing two things at once: 1) 

taking academic courses toward a B.A. and bilingual certification, and 2) working in 

local schools with Spanish speakers learning English. This unique circumstance has 

allowed me to examine developing teachers beliefs about language learning and how they 

implement these beliefs in practice. 

This study focuses on a specific phenomenon in context—how first language 

literacy contributes to second language development. I wanted to see how these teachers 

understood it in their own writing, and in teaching writing to their students. In other 

words, I can see how Cummins' interdependence principle applies in this specific 

context. Although there has been significant research on this principle (Cummins, 1991; 
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Thomas and Collier, 1997, 2002), little research has been conducted on how the 

interdependence principle has been applied in classroom settings from the perspective of 

teachers' beliefs and attitudes about language learning. Following Ruiz' (1984) 

perspective of multiple languages as a resource, this study examines how Spanish can be 

a resource to English language literacy development. The central goal of this study was 

to find out how the interdependence principle is understood by developing bilingual 

teachers, and whether this principle is being applied in classrooms with bilingual learners. 

The participants in this study were part of a federal grant called the Puentes 

Program.^ The Puentes Program allows teachers and other staff from local schools to 

further their education by earning a degree a bachelor's or master's degree in bilingual 

education. The participants in this study were all working towards their bilingual 

certification for the state of Arizona. When two of the participants. Gaby and Andrea, 

began the program, they had not taken any bachelor's degree courses, so were part of 

"Cohort 1," a track that provides all the courses necessary for a bachelor's degree through 

four years of accelerated, afternoon courses. The other two participants, Dora and Elena, 

came into the program with a number of general university credits, so were part of 

"Cohort 2," which provided the upper division courses needed for the bachelor's degree.^ 

All of the participants learned to read and write in Spanish in their home country, 

and are now fluent bilingual readers and writers. Although they struggle with college 

^ The name of the program, "Puentes," signifying 'bridges' in Spanish, is a pseudonym. 
^ The names being used are pseudonyms chosen by the participants. The terms "Cohort 1" and "Cohort 2" 
are also pseudonyms. The students in Cohort 1 were enrolled at the Community College for the first two 
years of the grant, taking prerequisite courses for the teacher preparation program at the University. The 
second group, "Cohort 2," consisted of individuals who already had taken a significant amount of 
university coursework. They began the program at the University and graduated in 2003. 
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level academic writing in English, they are successful and confident students. Being in 

their mid-3 Os and 40s, they have many years of experience working with children who 

are English language learners, not only in school settings, but also with their own 

children. They are mothers of bilingual children raised in the United States, so have an 

intense interest in the success of the next generation. These qualities made Andrea, Gaby, 

Dora and Elena excellent resources for me to understand how Spanish is a resource in 

their lives, how they go about doing writing in English, and how they want to pass on 

these abilities and values to the next generation. 

As Cummins (2000) points out, language learning involves identity construction 

along with cognitive development, both of which are complex constructs. Fortunately, 

qualitative research allows us to confront this complexity. The qualitative data for this 

investigation was gathered in three ways. First, I administered a questionnaire to four 

undergraduate bilingual education classes (N=52). This data was used to identify the 

bilingual preservice teachers' knowledge and beliefs about language teaching and 

learning, and to identify participants for the extended study. After identifying four main 

participants who fit the participant criteria, I conducted in-depth interviews using 

Seidman's (1998) three-part framework. I asked about their life history, literacy 

experiences, and current experiences as students and teachers. Later that school year, I 

observed the participants leading children in reading and writing activities in English and 

Spanish. For the five observations of each participant, data was recorded in field notes, 

audiotapes, or video recordings. 
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1.2.1. Research questions 

The original research questions were as follows; 

1) How do preservice bilingual teachers in Arizona approach teaching second 

language writing in English? What contextual and personal issues are most 

salient to their developing writing pedagogy? 

2) In what ways do Spanish dominant bilinguals use their LI literacy to 

accomplish college-level academic tasks in L2 (English)? 

3) How does this critical language awareness inform the way they teach 

writing to elementary school students? 

These questions guided the research design and implementation of the study. The 

intent of these questions was to start with a broad contextualization of ESL writing for 

developing bilingual teachers, and then move into the specific life experiences of the case 

study participants. 

I had anticipated from the outset that these questions would need to be critiqued 

and modified to more accurately reflect the questions that this study has addressed. As I 

considered how to analyze the data I had gathered, I needed a broader concept to 

incorporate the ideas expressed by the participants' words and actions. The term 

"language ideologies" fit the ways that the data revealed the participants' ideas about 

language. Woolard (1998) defines language ideologies as "Representations, whether 

explicit or implicit, that construe the intersection of language and human beings in a 
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social world" (p. 3). The revised research questions reflect this new emphasis on the 

participants' expressions of language ideologies: 

1) What are the critical contextual features of becoming a bilingual teacher 

in Arizona? How does the U.S. history of Spanish and English language 

use, along with the current political restrictions created by Proposition 

203, affect current preservice teachers' beliefs about language learning? 

2) What are the key literacy experiences of the four in-depth cases that 

influence the way they instruct and interact with bilingual students? 

3) Specifically, how do these salient contextual features factor in to their 

understanding of the role of the first language on second language 

literacy? 

These revised questions were primarily based on the quality of the data from the 

in-depth interviews (Seidman, 1998). The in-depth interview data were rich in detail and 

more useful for drawing conclusions than the questionnaire or observations. The 

participants' personal history and literacy experiences helped me understand the 

development of their beliefs and attitudes about language and language learning. 

Analyzing this development from the perspective of language ideology led me to the 

conclusions I will draw in the final chapters. In contrast, the participants had surprisingly 

little to say about their process writing in English for their courses, so the revised 

questions have less emphasis on their current academic experiences. 
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1.3. The theoretical framework 

The "Continua of Biliteracy" by Homberger (1989) and its further expansion by 

Hornberger and Skilton-Sylvester (2000) serve as a base for this study, and I have 

developed my own theoretical framework using the concept of overlapping continua (see 

Figure 1). The interaction between the researcher's perspectives and the participants' 

perspectives and practices is indicated along the vertical line on the left of the diagram. 

The horizontal continua represent the interactions of the theoretical perceptions of the 

world and the external instantiations of each theoretical construct (or, as indicated, the 

relationship between theory and practice). 

As one descends through these continua, the researcher has less control of the 

outcome. In the first continuum, the Vygotskian researcher can see and interpret how 

daily classroom interactions are products of the socio-historical context in which the 

classroom exists, yet these may be less obvious to the participants of the study. The next 

two continua address the focus of the study—how the interdependence principle is 

understood and utilized by bilinguals. The understood knowledge/active knowledge 

continuum draws from Vygotsky's construct of scientific versus everyday knowledge, 

but interprets this relationship inversely. While Vygotsky viewed individual learning as 

moving from everyday concepts to scientific concepts, I am interested in seeing how 

scientific concepts (or understood knowledge) are incorporated into one's conscious 

awareness of daily practices. 

Since conscious awareness and daily practice are not the same thing, it follows 

that the next continuum should focus on praxis, which defines how active knowledge and 
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daily practice can be combined. Praxis is the heart and core of this study (see discussion 

on Freire's work, Chapter Three). On the theoretical end of this continuum is critical 

language awareness, which is defined for this study as conscious awareness of the 

interdependence principle. The way this awareness is implemented in their writing and 

teaching is the central question of this study. 

The final two continua depend heavily on the interview and observation data of 

the participants. If the interdependence principle has been internalized, how are the 

participants using this knowledge in their personal writing strategies in their second 

language (L2, in this case, English)? Are they sharing these personal writing strategies 

with their students? Has this critical language awareness of the interdependence principle 

changed their writing pedagogy in any way, or are these developing teachers more 

heavily influenced by the larger society's heavy emphasis on rapid English language 

learning? 

This last question implies a political context to this research, and connects it back 

to the socio-historical context, but now with an emphasis on the political context in which 

these participants learn and teach language. These women were aware of the socio

political context in which their lives reside, as Latin American immigrants, as college 

students returning to academic work in a second language, as experienced observers of 

classroom interaction in American schools, and as mothers of bilingual children 

negotiating American classrooms. This is not knowledge that the researcher can ever 

fully know, but can only identify through interviews, observations, and ancillary 

ethnographic techniques. 
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To complete the continua, I have examined the relationship between their socio

political awareness of language use and their commitment to realize bilingual education 

in a hostile environment. When these women graduate, they will become part of a small 

and crucial core of Arizona educators who are trained in how to develop academic skills 

in more than one language. They understand why the development of academic 

competence in two languages holds such promise for Latino children in U.S. society. 

These are my own convictions, and my intense scrutiny of their lives over the past two 

years may have influenced this outcome. What follows is the story of our engagement in 

this possibility. 

1.4. The research setting 

1.4.1. The Puentes program 

1.4.1.1. The federal grant 

The Puentes program is funded by a grant that was obtained in 1999 through the 

former Office of Bilingual Education and Minority Language Affairs (OBEMLA) of the 

Federal government of the United States. This governmental body was established in 

1978 by Congress to provide educational access to language minority students (Baker and 

Prys Jones, 1998). The No Child Left Behind Act of 2001 has replaced OBEMLA with 

the Office of English Language Acquisition, Language Enhancement, and Academic 

Achievement for Limited-English-Proficient Students. 
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The grant was written by Amelia Garcia, the Director of Bilingual Projects at the 

University."^ It was funded for five years, and supported 45 students to obtain a bachelor's 

or master's degrees in bilingual education. Dr. Garcia's grants have been critical for the 

recruitment and training of bilingual teachers for the past 25 years. The grant was 

designed to provide career-ladder training to its participants through a collaboration 

between the University, the Community College, and two local school districts in the 

area. In the grant application. Dr. Garcia gave the shortage of bilingual teachers in these 

two districts as a motivating factor for the grant. As she stated in the grant application, 

only 37% of students with limited English were in bilingual programs in the 1997-1998 

year due primarily to this teacher shortage. Interestingly, this shortage was problematic 

long before Arizona Proposition 203 made bilingual teacher recruitment much more 

difficult. 

This study examines the preservice component of the grant, but it is important to 

note that the Puentes grant also supports the recruitment and training of inservice teachers 

for Master's or Educational Specialist degrees in bilingual education. This was a new 

development in Dr. Garcia's grants, and was designed to improve the pipeline of 

individuals who have extensive training in bilingual education. These teachers have a 

special role in the training of the preservice teachers, such as opening their classrooms for 

student teaching for the grant participants. 

The preservice teachers were recruited from paraprofessionals and other non-

certified persormel working for local school districts. These individuals would continue to 

The name of the director is a pseudonym, and the institution where the Puentes program is located is 
referred to generically as "the University." 
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work full-time in their current positions while concurrently taking 120 credits over a five-

year period. These courses would be offered at on-site locations after the school day was 

completed. Each course lasted six to eight weeks, creating a tight sequence of courses 

with few breaks in between (see Appendix A). Participants were to be supported through 

this intensive schedule with advising, tutoring, and mentoring through the Puentes 

program. 

1.4.1.2. The role of the researcher 

When the program began in the spring semester of 2000, the program staff 

assessed the needs of the participants, and identified writing as an area where some of the 

participants would need additional support. There were several preservice teachers who 

had been identified as needing additional ESL classes before taking the English 

composition sequence at the Community College. However, these preservice teachers 

were already working full-time and beginning the five-year sequence of coursework, so 

they could not take the additional ESL courses at the Community College. To provide 

these participants with the support they needed, I was hired to teach a six-week ESL 

writing refresher course in May-June of 2000. The idea for this present study developed 

while I was teaching these students, and three of the four study participants were 

involved in this course. 

After the ESL refresher course was completed, one student expressed interest in 

receiving tutoring to develop her oral and written skills in English. I continued to work 

with Sofia, who is not in this study, for a year and a half The following summer, I was 

hired by the Community College to teach linguistic anthropology to Cohort 1. This was 
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an opportunity for me to share some fundamental concepts about language and culture for 

teaching bilingual children with these future educators. Several months later, I also taught 

English 101 and 102 to several members of Cohort 1 at the Community College (I had 

previously taught these courses at the University for two years). These teaching 

opportunities were invaluable to me, and they allowed me to get to know most of the 

study participants well, but my role as their teacher would remain prominent throughout 

the data collection process. This was true even for the participants in Cohort 2, with 

whom I had little direct contact as a teacher. 

Despite this perception of me as a college teacher, the process of conducting 

interviews, visiting classrooms, and talking informally with the participants both in 

person and by phone allowed me to develop a more personal relationship with each 

participant, creating valuable friendships. By developing these relationships with the 

participants, I have followed the dialogical epistemology of interpretive interactionism 

(Denzin, 2001). Denzin calls for researchers to relate to their participants with give-and-

take and moral dialogue and to participate actively in their social world. As chapters five 

through eight demonstrate, this enabled me to gather data that is phenomenological in 

nature, allowing me to understand how their beliefs about language teaching developed 

from their lived experience. 

1.4.2. The school settings 

All the Puentes program participants worked for local schools or districts, but in 

order to participate in this study, they had to be interacting with English language 
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learners in a teaching situation. Other students in Puentes worked in administrative 

positions, in special education, in teenage dropout prevention programs, and in computer 

technical support. The two study participants from Cohort 1, Andrea and Gaby, were 

teacher aides at Sonora Valley Elementary.^ Dora, from Cohort 2, was a bilingual reading 

specialist at Presidio Elementary, and Elena, also from Cohort 2, taught a first/second 

grade regular classroom for a charter school, Carrillo Learning Center. 

1.4.2.1. Sonora Valley Elementary 

This elementary school is well known for its community involvement, an 

ethnically diverse student population, and its success in creating innovative programs and 

improving standardized test scores (Hernandez, 1999). 1 found the school climate friendly 

and open; everyone seemed to expect and welcome visitors, Andrea worked as a 

teacher's aide for the Parent and Child Education Program (PACE). This preschool 

program encourages parental involvement; as such, Andrea's presence was essential to 

the success of this program since the teacher spoke little Spanish. Gaby had been 

assigned to several classrooms for the 2001-2002 school year, and we selected the 

bilingual fifth grade classroom to conduct the observations. Dubbed "A Place of 

Harmony" by the engaged and experienced teacher, Mrs. McClelland's classroom was 

known for developing beautiful poetry and inquiry-based thematic units on issues of 

social justice.^ 

^ All school names and names of participants are pseudonyms. 
® The classroom name and teacher's name are pseudonyms. 
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1.4.2.2. Presidio Elementary 

Prominently located on a busy street on the city's east side, Presidio Elementary 

also has a diverse student population. However, there are fewer students from 

economically impoverished backgrounds and fewer English language learners than at 

Sonera Valley Elementary. The school's commitment to the whole language reading 

approach was noticeable from the kinds of activities in which students were engaged, the 

work displayed on the walls, and from comments from the teachers themselves. The 

administration seemed to encourage bilingualism, from symbolic tokens such as visitor 

badges in Spanish available for parents to important acts such as identifying the funds for 

Dora's position. The principal, who was not Hispanic but spoke Spanish well, was 

actively engaged in placing students in classrooms that met their needs while complying 

with new state regulations that limited bilingual education. Dora had her own space in the 

reading resource room nearby the office, where she had numerous books in Spanish 

displayed on bookshelves that provided a separate area for her small groups. 

1.4.2.3. Carrillo Learning Center 

In the 1990s, the charter school movement gained momentum in the state of 

Arizona, and many charter schools were established throughout the state. At the time of 

the study, Carrillo Learning Center was several years old, but the 2001-2002 school year 

was the first year in its newly built, two-story facility. While the school was not intended 

for students with behavioral problems or learning difficulties, this alternative 

kindergarten through eighth grade program attracted children with special needs. Parents 

selected this school for its low teacher-student ratio and the aura of discipline created by 
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school uniforms, and hoped that their children would be more successful than in the 

traditional school environment. Elena had a spacious classroom near the main entrance, 

bedecked with brightly colored manufactured posters and a large window on the parking 

lot that amused and at times distracted her students. 

1.5. Structure of the dissertation 

This dissertation follows the call of Richardson (2000) to be "creative analytic 

practitioners" of qualitative research, and allow its structure to unfold as part of the 

creative process. As this account of the research has developed form and shape, I have 

turned to research methodologies that allow me to confront social inequities while 

maintaining validity through accurate representation of participants' voices (Denzin, 

2001; Lather, 1986; Van Manen, 1990). The resulting research uses a narrative structure 

to share the results of this study along with more traditional case study formats (Johnson, 

1992; Merriam, 1998; Stake, 1995; Yin, 2003). 

Following this introductory chapter, I will establish the ideological context of 

Spanish language use and English language learning in the United States (Chapter Two). 

Chapter Three reviews the research literature directly related to this study, beginning with 

a definition of praxis and different perspectives on Cummins' interdependence principle, 

including my own experiences as a bilingual teacher and researcher. Chapter Three also 

reviews the related research in the areas of teacher beliefs and practices, second language 

writing, and bilingual education and biliteracy. 



Chapter Four explains the study's methodology. I begin by framing this study in 

the qualitative and case study research literature, then report on the preliminary research I 

conducted as part of the study design. This preliminary research included the results of a 

questionnaire given to 52 preservice bilingual teachers on their beliefs and attitudes about 

language use and literacy development. Next, I discuss how the four participants were 

selected, how the interviews and observations were conducted, and how these data were 

analyzed. 

The interview and observation data are presented in Chapters Five through Eight. 

Using the words of the participants, I narrate their personal histories of literacy 

development and their perspectives on the value of bilingual education for native 

Spanish-speaking children. Next, I discuss my observations of their daily interaction 

with these children that show how the participants use language with their students. After 

presenting my analysis of this observational data, I conclude each chapter by 

summarizing the findings of that case as expressed through the common themes of the 

investigation. 

In the final chapter, I summarize the general conclusions of this study and their 

implications for further research. The final chapter returns to the larger context in order to 

assess the value and relevance of the interdependence principle in current language 

education policy formation. 
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CHAPTER TWO 

IDEOLOGICALLY SITUATING BILINGUAL EDUCATION 

While all qualitative studies attend to context, research that bases itself in socio-

historical theory must attend to a broader definition of context. This chapter addresses the 

social and historical forces surrounding bilingual education in the United States by 

examining the research literature on Spanish language maintenance and the role of 

language ideology in English language learning. 

2.1. Bilingualism in the United States 

2.1.1. Language maintenance in the United States: An introduction 

The dominant ideology of "one nation, one language" sets up a competitive 

perspective of non-English language presence in the United States. Most often, the story 

of languages in the United States assumes any language other than English is in the 

process of decline as its speakers assimilate into the "melting pot" of U.S. culture. 

Yet the persistent presence of non-English languages is ignored, particularly by historical 

accounts of U. S. educational policy. This inattention denies a long established history of 

bilingualism in the United States (Fishman, 1966, 1991, 2001; Kloss, 1977/1998; Spring, 

2001; Wiley, 2000). For example, few policymakers may be aware that, in the 19th 

century, the Cherokee Nation of Oklahoma had established 21 bilingual schools and 

achieved higher literacy rates in English and Cherokee than Arkansas and Texas could 

establish in just English (Crawford, 2000, p. 100, McCarty, 2003). 
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Spring (2001) documents the important role of written Cherokee language in 

preserving Cherokee culture. Unlike missionaries' efforts to create a written Cherokee 

language to facilitate translating religious writing and develop assimilating educational 

practices, Sequoyah created an 86-character syllabary designed specifically for his 

language. Because each character represented a different morpheme in the Cherokee 

language, it was easy for Cherokees to learn and rapidly became a way to exchange 

letters between Cherokees still residing in the East and those who had moved further 

west. In 1828, the first Native American newspaper, the Cherokee Phoenix, used what 

became known as Sequoyah's Alphabet and English to publish news and Cherokee laws. 

Even the forced removal of Cherokees from Georgia and other Eastern states, 

known as the Trail of Tears, did not discourage this cultural promotion. The Choctaw and 

Cherokee Nations established more than 200 schools with a literacy rate near 100 percent 

(Spring, 2001, p. 26). These cultural institutions were dismantled by the federal boarding 

school system that was fully implemented by the end of the 19"^ century. 

Such historical knowledge is not well known because it does not conform to the 

historical narrative that fits and supports the dominant ideology. Yet this alternative 

perspective of U.S. history is necessary to understand the historically bilingual setting of 

this study. The way in which these ideologies, or orientations, contribute to policy design 

is explained by Ruiz' language orientations (1984). Ruiz lays out three potential 

orientations toward language planning; language-as-problem, language-as-right, and 

language-as-resource. These orientations may not be at the conscious level, but even as 
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unconscious assumptions, they have a profound effect on how language policies are 

made. 

The language-as-problem orientation is invoked whenever problem-solving 

tactics are used to deal with language diversity. In the United States, this can mean 

assuming that language diversity is inherently disunifying, which is a central motivation 

for the English Only movement. More common and insidious is the assumption that 

minority languages somehow contribute to minority political and economic status. As 

Baker and Prys Jones (1998) state, "A minority language is often coimected with the 

problems of poverty, underachievement in school, minimal social and vocational mobility 

and a lack of integration with the majority culture. In this perspective the minority 

language is perceived as a partial cause of social, economic and educational problems, 

rather than an outcome of such problems" (p. 277). 

A language-as-right orientation considers language as a basic human right, and 

often develops in reaction to the language-as-problem orientation. Although this 

disposition is less commonly held in the United States, it has had a profound influence on 

the interpretation of laws affecting language minorities. Legal challenges in U.S. courts 

of law have become an important part of the language rights movement in the United 

States. Finally, a language-as-resource orientation views languages as a personal or 

national resource. Movements to encourage second or foreign language development fall 

into this category. This orientation can also encourage home or heritage language 

development. While all three orientations are present today in the United States, the one 
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that continues to dominate is the language-as-problem orientation, particularly when 

policymakers are considering how to educate English language learners. 

2.1.2. Research on language maintenance in the United States 

The literature on language maintenance and shift in the United States has 

thoroughly documented that most immigrants shift to English within three generations 

(Suarez-Orozco, 2001). Yet this generalization ignores the experiences of many language 

minority groups throughout the United States, such as Native American groups, Chicanos 

in the Southwest region, and the French and French Creole speakers of Louisiana 

(Crawford, 2002; Veltman, 2000). The first research to significantly challenge this notion 

was the work of Joshua Fishman (1966). Fishman did not view the diversity of languages 

in the United States as inevitably assimilating towards standard English, but identified a 

separate process, which encourages and promotes use of the native language. He also laid 

out a definition of the field of language maintenance and shift, which became a reference 

for work that followed it. However, this work solely addressed the language maintenance 

of immigrant communities, excluding the language minority groups mentioned above. 

This legacy of diverse languages was considered in The American Bilingual 

Tradition by Heinz Kloss (1977/1998). According to Kloss, free expression of language 

rights was the norm in the U.S., and there was no government control of a defined 

language policy. Instead, Kloss points to three salient features in U.S. language policy: 

1) freedom of the press and freedom of expression, 2) individual state control of formal 

language policy issues such as the language of education, and 3) greater recognition of 
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the languages of early immigrant groups. In 1977, when The American Bilingual 

Tradition was published, Kloss saw an opening for a re-emergence of this "bilingual 

tradition," not only in the U.S. but also in Latin America and Canada. He pointed to the 

increased recognition of French in Canada, and Indian languages in Peru and Mexico, as 

further evidence of this resurgence. 

Terrence Wiley (2000) contests Kloss' "tolerance oriented" perspective of diverse 

language use in the United States. He states, "Linguistic assimilation has been universally 

held as a panacea and mandate for all groups" (p. 67). Considering the historical 

evidence, Wiley believes that language policy makers had a covert policy of assimilation 

or subordination to English language hegemony. Immigrant groups from Europe were 

expected to rapidly assimilate by learning English quickly, while subordinated groups, 

perceived as indigenous occupants, were to learn English for the process of territorial 

usurpation and Americanization. Wiley indicates that such policies encouraged the 

endurance of Native American languages until boarding schools separated children from 

their home communities. 

To describe the current language diversity in the United States, Macias (2000) 

reviews the quantitative studies that provide figures on the number of non-English 

speakers in the United States. First, Macias affirms that language diversity has been a 

part of the fabric of the United States throughout its history, and then shows that the U.S. 

will continue to be a linguistically diverse nation. While he estimates that there were 500 

languages spoken at the time of the first European contact, the first concrete figures 

available come from the 1910 census. At that time, statisticians wanted to document how 



much of the U.S. population was foreign-born, so several questions were included in the 

census about nativity and language spoken in the home. In 1910, 24 percent of the U.S. 

population reported speaking a non-English tongue.' Although the proportion of foreign-

born in the national population has since declined, the number of foreign-bom individuals 

has doubled. The foreign-born population has also become more concentrated in certain 

parts of the country. In the 1990 census, over half of those who spoke a language other 

than English spoke Spanish (54.4 percent or 17.3 million speakers). This is a marked 

increase from 1980, when 48 percent (11.1 million speakers) of non-English speakers 

were Spanish-speaking. 

While U.S. census data has certain limitations, such as undercounting 

undocumented residents and overcounting personal responses regarding language use, 

Macias (2000) considers the deceimial census "the most comprehensive information 

available on the language diversity of the United States" (p. 26). Data from the 2000 

census indicates that the number of foreign-born is up 57% since 1990, or 11% of the 

U.S. population in 2000. The number of people five years old and over who speak a 

language other than English at home has increased to 47 million (U.S. Census, 2002). 

2.1.3. Research on Spanish language maintenance 

Spanish is the second most commonly spoken language in the United States, 

making this nation the fourth-largest Spanish speaking country in the world. The number 

of Spanish speakers continues to increase annually. Yet research consistently shows that 

' This census number excludes Native Americans, most of whom spoke a non-English language at this 
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the Spanish-speaking population is undergoing a rapid and inevitable shift to the English 

language (Bills, 1989; Grenier, 1984; Hart-Gonzalez & Feingold, 1996; Hidalgo, 1993; 

Sole, 1985, 1990; Veltman, 1983a, 1983b). This incongruity is the subject of intense 

scrutiny by linguists, sociologists, sociolinguists, and other researchers of language 

maintenance and shift. While it is clear that the language contact situation between 

English and Spanish in the United States is complex and varied among the diverse 

settings of this nation, research from the last several decades has been able to identify 

many of the factors that promote Spanish maintenance. 

Since the 2000 census, it has been established that there are more than 30 million 

speakers of Spanish in the United States (U.S. Census 2002). In order to understand how 

Spanish language use could be maintained, one must also understand why language shift 

to English is so prevalent in this country. When one examines the large-scale studies on 

this phenomenon, it appears that dominant use of English and eventual Spanish language 

loss is inevitable. However, close examination through case study and ethnographic 

research also shows ways in which Spanish is a valued and sustained presence in the 

daily lives of a diversity of Spanish-speaking groups, especially Chicano, Puerto Rican, 

and Cuban American communities. 

Despite the limitations of U.S. census data, many quantitative studies on Spanish 

language shift to English use this data to describe the nature of this shift (Crawford, 2000; 

Smith, 2000; Waggoner, 1988; Veltman, 2000). One study that overcomes these 

limitations is Lopez (1982), which examines the maintenance of Spanish over three 

generations in the Los Angeles area. This study combines 1979 Current Population 
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Survey and 1980 census data in comparison with 1970 census data to examine the 

retention of Spanish among Mexican-Americans and non-Mexican Latinos. In general, 

Lopez found the three-generational pattern of Spanish to English language shift to hold 

for all Spanish-speaking groups, even with factoring other variables such as age, length 

of residence, rural origin, and educational attainment. He also found that, over the long 

term, Mexican-Americans retained more Spanish than other Spanish-speaking groups. 

This was a difficult comparison to make because most non-Mexican Latinos have a 

shorter length of residence in the United States. 

Another significant factor for Spanish language retention was lower 

socioeconomic status, but Lopez could make no judgments of causation from the 

available data. Probably the most remarkable result of this study is evidence of a 

secondary pattern in which educational attainment, Spanish retention, and gaining 

competence in English are all positively associated. Using a multiple discriminant 

function analysis, Lopez was able to discern evidence of a subtle pattern for high 

achieving bilinguals among all Spanish speakers in the U.S. This pattern was stronger 

among Latino immigrants from countries other than Mexico, such as those from Central 

and South America and the Caribbean. 

Both Sanchez (1983) and Garcia (1995) have pursued whether Spanish retention 

would be stronger among those of lower socioeconomic status. Garcia (1995) clarifies 

that this does not mean that incomes increase once Hispanics become monolingual in 

English. Garcia used multiple regression analysis to compare the earnings of Cubans, 



46 

Mexicans, and Puerto Ricans, and found that Cubans had no marked economic difference 

between English monolinguals and bilinguals. 

2.1.4. The endurance of Spanish in the U.S. Southwest 

The Spanish language entered what is now the U.S. Southwest as a colonizing 

language. The colonizing agenda included brutal enslavement, forced religious 

conversion, and resettlement of native populations into agricultural villages. As McCarty 

(2003) states, "Language policies were but one aspect of a much broader cultural 

transformation" (p.76). During the period of Spanish colonialization and the subsequent 

period of Mexican rule, Spanish language use was limited to isolated communities where 

claims to land were being held by sparsely scattered forts and missions (Christian & 

Christian, 1966, p. 280). 

In some areas, such as Santa Fe, New Mexico, Spanish had a stronger presence 

due to the administrative role this community played for the Spanish (Gallegos, 1992). 

Many natives in the area began to integrate Spanish into their daily lives, and that early 

adoption still leaves its mark in present-day language use. The Spanish spoken in this 

area is a dialect called New Mexico Spanish, and has retained some linguistic forms from 

16"^ century Spain. For the 50,000 to 60,000 New Mexicans at the time of the U.S. 

occupation, language was a way of maintaining a distinct identity when their land was 

usurped, and that identity marker remains important today. Despite assurances to the 

contrary in the Treaty of Guadalupe Hidalgo, land throughout the Arizona and New 

Mexico territory was acquired by Anglo Americans through attrition. That is, ranchers 



and homesteaders moving west, particularly after the Civil War, occupied land 

surrounding the Mexican and Native American settlements along the Rio Grande and 

exerted social and political pressure on its traditional societies. By caging in these 

communities in this way, Spanish and Pueblo languages became important symbols of 

resistance (Acuna, 1981). 

Tucson, Arizona is a more typical example of one of the widely scattered 

settlements that represented Spanish political presence in the region. Established in 1776 

as a Spanish military post, Tucson's location was strategic because the Santa Cruz River 

provided water and was close to Apache land. This military presence gave the settlers in 

and around San Xavier mission some protection from Apache raids, and solidified the 

aligrmient of the Spanish with the O'odham people of the Sonoran Desert. The economic 

upheaval from the war for independence in 1821 left Mexico unable to support its frontier 

settlements. Apache raids increased, and many other settlements were deserted, but 

several hundred people remained in Tucson during the first part of the 19"' century. Even 

when this isolation was permanently interrupted by pioneers traveling to California, 

Tucson retained its character as a Mexican frontier outpost (Sheridan, 1986). 

Colorado, Texas and California share this common history of Spanish occupation 

that brings together the region of the Southwest.^ After the brief Mexican-American War 

was won by the United States, the Treaty of Guadalupe Hidalgo was signed by Mexico 

and the United States on February 2, 1848. This treaty established relations between the 

^ Utah and Nevada were also part of the Spanish land claim, but were largely untouched by European 
occupation until the 19"^ century due to the geographical barriers from the New Mexico territory. The 
history of the Hispanic population in Utah territory is addressed in Gallenstein (1998). 
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former Mexican citizens and the U.S. government such as land and language rights, but 

these rights were not honored by the settlers from the United States, and local authorities 

supported the usurpation of the land and political rights of the Mexicans (Rosenbaum, 

1981). 

Before the 20"^ century, there was a gradual flow of labor northward from 

Mexico, and unrestricted border traffic flowed both ways. While the U.S.-Mexico border 

existed on paper, it was rarely recognized in practice, and many of the Mexicans living 

north of the border did not identify socially or culturally with the United States. Tensions 

mounted between the two populations into the 20"' century. Conflicts over land led to 

sporadic lynchings and violence, creating resentment and resistance in the long-standing 

Spanish-speaking communities of this region. 

Throughout the 20"' century, a set of factors promoted Mexican American 

immigration to the U.S.: political instability and low wages in Mexico, and higher wages 

and labor demand in the United States. These push/pull factors were present throughout 

the 20"^ century, but certain times promoted higher immigration flows into the U.S. 

During the Depression in the 1930s, more agricultural laborers were needed, so the U.S. 

government contracted Mexicans for temporary work. Many of these workers, called 

bracer OS, stayed in the U.S. after their contracts were completed; even more came 

illegally. By the end of this period, 4.5 million had arrived, an eightfold increase from the 

legally contracted numbers. Recent years have also seen much higher rates of 

immigration, especially without legal papers (Valdes, 2000, pp. 100-101). 
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These waves of immigration over the 1 Q"' and 20"* centuries generated profound 

differences among the Mexican heritage communities of the Southwest. Yet sometime 

during the 20"^ century, a new group of people who called themselves Mexican-

Americans had been generated through intermarriage, acquiring a new religion or job, 

and speaking English, moving from "conquered" to "assimilated" (Gutierrez, 1995). 

However, by the 1960s, it had become apparent that assimilation did not mean 

equal distribution of the nation's prosperity, and radical political groups seeking cultural 

autonomy emerged (Gutierrez, 1995, p. 213). Language continued to be an important 

symbol of political resistance, such as Chicano nationalism, for the Mexican-American 

community (Jonz, 1978). In addition, the surge in Mexican migration— including 

transculturation by returning immigrants—has meant that Spanish continues to be a vital 

part of many lives in the United States. In fact, the U.S. Census recently noted that 

Hispanics are the largest minority population in the United States, making them a 

potentially powerful political force (Clemetson, 2003). 

2.1.5. Reversing language shift in Spanish-speaking communities 

Yet the high numbers of Hispanics and Spanish-speaking immigrants does not 

necessarily mean that the Spanish language is gaining sustainable ground. Fishman 

(1991) has identified the Southwest as an important proving ground for Spanish language 

sustainability in the U.S. because of its history, geography, and culture. This work is also 

highly relevant because he uses the situation for Spanish in the U.S. as one of his case 

study examples of reversing language shift. Viewing the Spanish language situation from 

this perspective helps explain why researchers continue to be concerned about the long-
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term vitality of Spanish in the United States, despite rapidly increasing numbers of 

Spanish speakers in this country. 

In order to maintain Spanish in the Southwest, Fishman recommends developing 

neighborhood schools to promote Spanish use and development. This is similar to the 

model he proposes for Yiddish in the U.S. These schools could use literacy to link 

together the different Spanish-speaking groups in the United States and connect them to 

the long-standing Spanish literate tradition. He sees the Spanish-speaking communities 

that are best prepared to take on maintaining their own schools are "those hundreds of 

thousands of quiet Chicanos in New Mexico, Arizona, and Texas" who still have the 

social and cultural space to hear their internal cultural voices (1991, pp. 217-218). 

Fishman (1991) expresses concern about "a major language shift tidal wave 

underway under the surface, masked as yet by the large number of monolingually 

Spanish recent arrivals" (p. 192), and shows how quickly the number of Spanish speakers 

would drop if no further immigration took place. However, the number of immigrants has 

increased dramatically, raising estimates of the Spanish-speaking population from 12 to 

14 million to 30 million in the year 2000. 

While Fishman did not address Spanish in the Southwest directly in his 2001 

edited volume, Ofelia Garcia's contribution explores the interesting case of Spanish 

maintenance by Puerto Ricans in New York (Garcia, Morin & Rivera, 2001). This case 

contests Fishman's assumption that the loss of language equals the loss of culture. Along 

with Zentella (1997) and Urciuoli (1996), Garcia, Morin and Rivera find that English 

may dominate all aspects of third generation "Nuyoricans" lives, yet Spanish continues to 
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be used in symbolic, culturally salient ways. For this population, Spanish holds strong 

sentimental value, even though it is not used as frequently as other Latin American 

communities in New York such as Dominicans and Central Americans. 

Garcia agrees with Fishman's emphasis on Spanish literacy development, but 

points to a different structure for promoting the language among heritage learners. Dual 

language programs are being developed in New York City public schools in which half 

the students are English-speaking and the other half Spanish-speaking. The English-

speaking segment is often made up of second and third generation Puerto Ricans, giving 

them the opportunity to reverse the language shift that has been occurring in this group. 

To conclude his 2001 work, Fishman clarifies the important role that ideology 

plays in reversing language shift. He points out that language promotion efforts must be 

about recreating a way of life, including non-linguistic features. Advocates of reversing 

language shift must be prepared to deal with dominant ideologies that assume minority 

language death is normal, and use of the dominant language is inherently peaceful. 

Fishman calls for a general theory for reversing language shift that advocates "the right 

step at the right time" which depends on the stage of intergenerational transmission for 

minority languages. 

Other researchers have taken a very different perspective on how and why 

Spanish is maintained in the Southwest. In her study from 20 years ago, Rosaura Sanchez 

(1983) argues that the social institutions such as school and work that isolate Chicanos 

economically actually promote Spanish language retention, and she provides valuable 

evidence to support this finding. She notes that 95% of second-generation Mexican-origin 
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persons reported Spanish as their first language in the 1970 Census, and that the primary 

audience for Spanish-language radio broadcasts consists of Chicanos of lower socio

economic standing. 

Sanchez (1983) also addresses the role of bilingual education in promoting 

language use, identifying the main problem for effective Spanish language maintenance 

as being that the larger society would not fund a program that provides significant 

educational and economic gains for the children of low socio-economic status. Despite 

this problem, she sees schools as an appropriate battleground for this ideological struggle. 

This is distinct from that of Fishman (1991), who argues that schools funded outside the 

community cannot be relied on to give instruction in the minority language. 

Sanchez (1983) makes clear that language choice is determined by the ideology 

one espouses. The first generation believes in the "myths" of individualism, social 

mobility, and assimilation, and its members have much desire to learn the new English 

language. In the second and third generations, individuals realize that English language 

fluency does not give them automatic access to upward mobility. The lack of 

socioeconomic gains from English fluency may trigger a retreat into Spanish language 

loyalty as a way of expressing their resentment of the larger society. Sanchez 

acknowledges that there are many monolingual English speakers within Chicano society. 

But to the degree that Chicanos have been isolated economically and socially, they have 

maintained their use of Spanish. 

These dynamics were examined further by Bills, Hernandez Chavez, and Hudson 

(1995). Their macro-level, quantitative study identified the central factors of language 



shift as rate of immigration, degree of urbanization, rate of assimilation into the dominant 

society, and distance from the international border. They found that immigration and 

assimilation were two opposing forces that affected urban dwellers much more than rural 

dwellers. For rural residents, level of education appeared to be the greatest factor in 

Spanish language shift. Lopez (1978) also examined the interplay of immigration and 

assimilation in urban settings. Interestingly, he found no relation between ethnic identity 

and language use when isolated from generational factors. This would indicate that the 

shift to English does not imply a loosening of ethnic bonds. Lopez concludes that rates of 

shift to English among Chicanos are only marginally slower than that of European 

immigrants during the period of mass migration. He predicts that the indirect effect of 

immigration and social and occupational isolation would account for the modestly greater 

retention of Spanish among Chicanos. 

Among these studies of Spanish language maintenance is a particularly significant 

one for this study's examination of teacher beliefs about the native language. Jaramillo's 

(1995) study of Tucson, Arizona provides strong evidence for Spanish language 

maintenance in this urban setting. Jaramillo (1995) uses a variety of sources to argue for a 

social context that is increasing its use of Spanish. Tucson's proximity to the border gives 

it steady access to models of oral and written Spanish, giving it a border-like character. 

Other qualities about Tucson give it a metropolitan character, but the historical presence 

of Spanish speakers and well-established residential parts of the city where Spanish-

speakers predominate allows Tucson's Mexican-Americans a "highly developed sense of 

neighborhood pride and group identification" (p. 76). A lively Spanish language media 
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tradition lives on with several television and radio stations providing media coverage in 

Spanish. Significantly, Jaramillo also cites several research studies that find the local 

school district's bilingual maintenance program effective in promoting Spanish language 

maintenance. 

2.1.6. Spanish language maintenance in education programs 

Despite these notable undercurrents that promote the Spanish language, most 

research on the Spanish language in the U.S. has continued to focus on the rate of 

language loss in speech communities throughout the country. In contrast, research on 

linguistic diversity and schooling has identified how Spanish can be an untapped social 

resource in the U.S. This research will be addressed directly in Chapter Three. At this 

point I will note only the research that addresses the role of bilingual education in 

Spanish language maintenance. 

Some of the early research on bilingual education had high expectations for 

Spanish language retention in school programs (Fishman & Keller, 1982; Padilla, 1979). 

Yet the results for the Spanish language development of children in most bilingual 

education were disappointing. For example. Merino (1983) reports on a study that shows 

that bilingual programs can actually speed up the language shift process to English (see 

also Gonzalez, 1977 and Skutnabb-Kangas, 2002 for similar conclusions). The original 

intent of the study was to evaluate the dual language development of children who enter 

school as balanced bilinguals, but the unexpected result was a notable loss of Spanish 

language skills by fourth grade. While the ability to comprehend Spanish was maintained. 
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the children lost their ability to produce more complex forms of Spanish such as 

subjunctive verb inflections and structures, conditionals, and relative clauses. 

In another study that looks at the relative value of bilingual education in Spanish 

language maintenance, Eliverio Chavez (1988) gathered data on Spanish proficiency and 

use among first through eighth graders in three school districts in north central New 

Mexico. In naming his article "The Relative Importance of Bilingual Education in 

Maintaining the Minority Language," Chavez assumes that bilingual education might 

serve to equalize Spanish language maintenance in rural and urban settings. Chavez' 

resuhs showed that rurality was the most decisive factor in Spanish language retention. 

He notes that it was not the rural setting per se that promoted retention, but this factor 

created linguistic isolation, which in turn contributed positively to Spanish language 

maintenance. Chavez also noted that, despite a high concentration of Spanish speakers in 

the urban district (80%), these students had the lowest overall scores for Spanish 

language retention. These findings are in accord with the research of Bills, et al. (1995) 

and Lopez (1978) that show rural isolation to promote language maintenance, and 

urbanization to discourage it. In addition, Chavez found that bilingual education had no 

effect on this rural/urban pattern. 

By the 1990s, researchers had become aware of the predominance of language 

ideologies that discourage first language promotion. Garcia (1995) situates literacy as an 

important means for promoting Spanish language maintenance. She advises parents to 

encourage the development of the first language at home, because this will be a resource 

for children's literacy development in school. She notes that this runs counter to the 
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language ideology of the United States that assumes that success in the education of 

immigrant children can be measured by how quickly they have given up their native 

language and shifted to English. This ideology also assumes that equality can be achieved 

by eliminating the non-standard linguistic forms that reflect persistent social inequality 

(p. 142). 

Today, much hope has been placed on dual language, or two-way immersion 

programs to help heritage language learners regain their Spanish (Christian, Montone, 

Lindholm & Carranza, 1997; Freeman, 1998). Another recent trend has been the 

development of heritage language education at the high school and university level. The 

goal of these programs is to rekindle the Spanish language development of native 

speakers, most of whom never developed literacy in their mother tongue (Brecht & 

Ingold, 1998; Colombi & Alarcon, 1997). These programs have the potential to play an 

important role in reversing the language shift from Spanish to English. 

2.2. The important role of language ideology 

Why include an extensive review of the literature on Spanish language 

maintenance in a study on language learning in English? The ongoing struggle of Spanish 

speaking communities to maintain any space in U.S. society is central to the present 

study. If the language is constantly being marginalized, how can it be a resource as it 

slips away? This predicament is constantly dramatized in bilingual education classrooms 

where the teacher is an English dominant speaker (Shannon, 1995). When the teacher 

sees that children are moving rapidly towards using English in every situation, how can 
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he or she envision their first language as an untapped resource? The preceding historical 

and sociological background on language shift sets the stage for examining the process of 

English language learning and the way the first language has been marginalized in this 

process. Developing an understanding of why "some languages thrive whereas others are 

marginalized" (Ricento & Homberger, 1996) is a necessary aspect of understanding why 

bilingual education has been politically attacked and inconsistently implemented. 

2.2.1. Language ideology in English language learning 

A significant limitation in our understanding of language ideology in English 

language learning has been the absence of a consistent definition of the term. Many 

researchers prefer to use terms like beliefs and attitudes, identity formation, or discourse 

to consider the politics of instruction and policy development for English language 

learners. However, there is an implicit, embedded nature to ideologies, which needs to be 

made conscious in order to understand how language policy and practice occurs. Yet 

even among language researchers who recognize the critical role of ideology, there is 

inconsistency in terminology. For example, Pennycook (2001) notes that there is "no 

escape from questions of power, no escape from ideology or discourse" (p. 88), yet he 

turns to other concepts to convey the alternative focus needed in the field of applied 

linguistics. Because he views ideology as inescapable and therefore less salient, he uses 

terms like subjectivities to define the sociocultural production of power relations in 

discourse. 



58 

However, I see language ideology as a valuable way for us to consider how 

language reflects the cultural, social, political, and economic role of the language user in 

his or her society. As Woolard and Schieffelin (1994) describe it, "The term ideology 

reminds analysts that cultural frames have social histories and it signals a commitment to 

address the relevance of power relations to the nature of cultural forms and ask how 

essential meanings about language are socially produced as effective and powerful" (p. 

58). In other words, researchers who focus on language ideology do not see ideologies as 

inevitable, but as something that can be changed once individuals take notice of how 

language use reflects them.^ 

Language ideologies are "representations, whether explicit or implicit, that 

construe the intersection of language and human beings in a social world." (Woolard, 

1998, p. 3). Woolard contends that research in this area makes a promising bridge 

between linguistic and social theory, allowing us to connect discourse with lived 

experience, and to connect social forms with forms of talk. Language ideologies underpin 

the fundamental institutions of any society, such as religious ritual, child socialization 

(Gonzalez, 2001; Ochs & Schieffelin, 1984), gender relations, schooling, and law. The 

current study shows how language ideology is embedded in the structure of schooling, 

particularly in the way that curricula marginalizes non-English languages. 

Research on language maintenance and shift, language plarming, language 

attitudes, and the ethnography of speaking has considered the significance of language 

' Research on language variation also demonstrates how ideologies are embedded in language. While this 
study does not analyze language forms and the way linguistic structures express ideologies, significant 
research has been conducted in this area (Briggs, 1998; Heath, 1991; Hornberger, 1988; Rumsey, 1990; 
Schieffelin & Doucet, 1998; Silverstein, 1979, 1985). 
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ideology for some time (see, for example, Saville-Troike, 2003). More than a decade 

before this new phase of research on language ideology. Heath (1989) defined the term 

language ideology as "self-evident ideas and objectivities a group holds concerning the 

roles of language in the social experiences of members as they contribute to the 

expression of the group." (p. 393). This new phase of research in language ideology has a 

more oppositional stance, focusing the role of language in the construction of social 

position, knowledge and power. From the current perspective, the assumption of 

ideological uniformity allows dominating forces to deny the experiences of marginalized 

groups. The linguistic skills that are valued by the dominant ideology, such as school 

discourse and literary production, are assumed to be the only linguistic skills of value, 

and the value or even existence of alternate forms of expression are denied (Gal, 1998). 

Combining these perspectives allows "neglected, yet related, aspects of these phenomena 

to become newly visible" (Gal, 1998, p. 317). 

Up to this point, this chapter has illustrated how the speakers of Spanish and other 

non-English languages have struggled for their place in U.S. society. This struggle is not 

separate from the ideologies involved in English language learning. Following Woolard 

(1998), who calls us to consider not only the study of the social roots of linguistic 

ideologies but also how they transform material reality, this study focuses on how 

language ideologies factor into English language learning, especially in writing. 

Bilingual educators have long been aware that they must work within the contexts 

of "constraint and possibility" that define the language minority situation in the United 

States (McCarty, 2002a). Referring to indigenous language education, McCarty (2002a) 
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heritage language" (p. 304). English language teachers and ESL researchers, however, 

are only recently becoming aware of how ideologies affect the English language learning 

situation. Hall and Eggington (2000) articulate this awareness: "Rather than being 

peripheral to our tasks as teachers, the political, cultural, and social dimensions of 

English language teaching are embedded in each and every decision that we make" (p. 1). 

Ideologies usually lie below conscious awareness and account for what we 

believe to be common sense. Once a belief such as "English is unifying to the country 

and beneficial to all" becomes ingrained, it is difficult to stand outside of that belief and 

question its results. Ideologies are also deeply cultural. Many minorities have 

experienced the alienating ideology of assimilation that excludes anyone who maintains a 

separate cultural identity, particularly if class or race also indexes the person as "other." 

When it comes to language, ideology is even harder to grasp because we must use 

language to bring these unconscious "givens" to awareness. Perhaps this is why Cutri 

(2000) recommends developing a spiritual and moral perspective to give us the strength 

to face the injustices wrought by these dominant language ideologies. 

This leads me to conclude, along with Cummins (1995), that the changes needed 

in the educational system to improve the success of language minority students are 

political in nature. It is interesting to note that socioeconomic and cultural aspects of 

language development and academic achievement were not part of Cummins' early 

formulations of the interdependence principle. Troike (1984) critiques the 

interdependence principle and Cummins' BICS/CALP dichotomy by pointing out that 
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these social factors are better predictors of academic achievement than linguistic 

development in the first language. 

However, by 1995, Cummins was calling on educators to consider how their 

ideologies influence their interactions with language minority students and their 

communities. He points out that status and power relations between majority and 

minority groups constitute the source of minority students' underachievement; linguistic 

factors play an important but secondary role. Cummins particularly highlights the role of 

racism in this underachievement: "School failure tends to occur among minority groups 

that have experienced persistent racism and who have been denied opportunities to 

validate their cultural and linguistic tradition" (p. 64). This means that educators must 

become advocates of the language minority students' language and community 

(Cummins, 1995). 

Ricento and Hornberger (1996) affirm the belief that ESL and bilingual teachers 

can affect the outcome of these social processes. They encourage English language 

teaching practitioners to consider the critical frameworks of Pennycook (1994), 

Phillipson (1992), and Tollefson (1991) that evaluate language platming and policy, and 

apply these frameworks to their teaching situation. Ricento and Hornberger place 

classroom practitioners in the center of their metaphorical onion, where these teachers 

have often been overlooked by language planning theory despite their central role in the 

outcome of the processes described by these theories. 

Ricento and Hornberger point out that teachers may implement policies that 

reflect broader social attitudes and not specific school policies without realizing it (see 
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also Auerbach, 1993). Requiring the exclusive use of English in an early ESL classroom, 

or believing that Spanish language instruction disadvantages English language learners 

are examples of such classroom-level policies. Also, non-standard varieties of English 

that are used by students are often discouraged by teachers and invalidated as forms of 

expression. Teachers design such classroom policies thinking it is in the best interest of 

their students, without considering how enacting these dominant ideologies can hurt their 

students. Teachers should view themselves as the primary language policymakers for the 

students they encounter, rather than passive reproducers of an unequal social reality. As 

Norma Gonzalez (2001) states so clearly: "What we say and how we say it are decisively 

and momentously critical to the formative developmental processes of children's growth 

and maturity" (p. 180). Teacher can and should play an active role in the language 

socialization process. 

How can teachers change their perceptions about language? Okawa (2000) and 

Darder (1991) illustrate courses for preservice teachers that increase their awareness of 

how language is used in power relations in our society. Many aspiring teachers tend to 

assume that these power relations will have no bearing on their future classroom, but the 

effects of language ideology have been identified as early as kindergarten (Carmichael, 

1998, cited in Smith & Arnot-Hopffer, 1998). Others have noted success in developing 

consciousness-raising programs as early as pre-school (Vasquez, 2001). This is just the 

beginning of a crucial development needed in teacher education in the United States. 

More research should also be conducted on the mechanics of the micro-interactions 

(Cummins, 2000) that support or interrupt power relations through language, such as 
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teachers control language through correction. These micro-interactions, such as grammar 

correction, are examined in this dissertation. 

While applied linguists continue to struggle with how to approach the ideological 

issues in second language acquisition (Pennycook, 2001), researchers who concentrate on 

bilingual education have developed a keen political sense of the ways that language 

ideologies influence instructional and policy decisions. For this reason, researchers on 

bilingual processes such as Kenji Hakuta (1986), Jim Cummins (2000), Lily Wong 

Fillmore (2000), and Guadalupe Valdes (1996) also publish articles and speak publicly 

about the need for bilingual education programs. Krashen (1996) and Tse (2001) have 

also written short, accessible books designed for a public audience. Their work shows 

how the dominant ideology makes people question the success of bilingual education, 

and explains how using both languages is the most effective road to academic success for 

language minority students. 

2.2.2. Language ideology in literacy 

Since the seminal work of Scribner and Cole (1981) on Vai literacy in Liberia, 

most researchers understand literacy as a social practice (Barton, 1994; Cook-Gumperz, 

1986; Street, 1984; Walsh, 1991; Wells, 1999). Expanding this perspective further and 

delineating it from the more dominant and ostensibly neutral perspective, Brian Street 

(1984, 1995) contrasted the autonomous and ideological models of literacy, the former 

being limited by its lack of concern with social, historical, and ideological contexts 

(Wiley, 1996). Ideological models of literacy concentrate on the culturally embedded 
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nature of reading and writing as a social practice. This model is suspicious of claims 

about the inherent value of literacy in social development (Street, 1995, p. 29). '* 

Norman Fairclough's work (1989, 1992) provides us with a sophisticated 

theoretical framework for examining the cormections between language, power, and 

ideology in spoken and written text. According to Fairclough, ideology provides us with 

the coherence to interpret the linguistic features of written or spoken text into what we 

speak of as "common sense" (1989, p. 78). Assumptions are imposed by readers and 

producers of text without either end being consciously aware of them. Moreover, this 

"common sense" is in the service of sustaining unequal relations of power. This 

theoretical framework will be useful to this dissertation because of the way it centers 

written text and ideology in its analysis. This critical approach to literacy, developed 

mostly notably in the New Literacy Studies (Barton, Hamilton, & Ivanic, 2000), invites 

teachers and students to challenge the existing social order following the traditions of 

Paolo Freire (1989). 

In this dissertation, I will attempt to extend this critique of literacy into the area of 

writing. As Clark and Ivanic (1997) point out, the social context and identity of the writer 

are defining elements in the writing process. This socio-political perspective on the act of 

writing has led me to focus more on the participants' attitudes about writing than the 

mechanics of writing itself. In doing so, this case study portrays the historical, social, and 

political forces that affect the attitudes the participants hold about their writing, and about 

teaching writing to their students. 

" See Olson (1995) for an interesting exception to the ideological perspective that argues for the inherent 
cognitive benefits of literacy. 
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2.2.3. Language ideology in language planning and policy 

The historical, social and political forces that result in unbalanced relations of 

power between language communities are examined directly in the fields of language 

planning and language policy. The international diversity of perspectives in this field has 

promoted a sophisticated understanding of the role of language ideology in the 

development of policy. This diversity also allows researchers to see that one cannot 

critique policy without recognizing one's own, largely unconscious ideologies about 

language. 

One of the most useful theoretical concepts to come from language planning is 

Tollefson's distinction between the neoclassical approach and the historical-structural 

approach (1991). These approaches differ in that the former focuses on individual choice 

in language use, while the latter considers the role of the historical perspective in 

language planning. They are also different in their perception of the political motivations 

of those who implement language policy—^the neoclassical approach assumes that 

decisions are made apolitically, while the historical-structural approach concludes that all 

decisions maintain or transform the status quo (Wiley, 1996, p. 115). 

Becoming aware of such approaches would help policy makers understand how 

ideology influences the decisions they make about language policy. Yet it is important to 

note that the way in which language works in society is still not well understood (Hymes, 

1996). For example, by distinguishing between status planning and corpus planning, the 

field intends to demarcate the need for policymakers to consider the role language plays 



66 

in society, not just the orthography or other methods of standardization. However, when 

policymakers do pay attention to status planning, the results are often broad 

pronouncements of goals or intentions, without much attention to how these goals will be 

implemented. The result is a gap between theory and practice not unrelated to the one 

between bilingual education theory and practice. Language planning theory helps explain 

this dichotomy, yet it leaves the language activist without concrete steps to mend this gap 

(Huebner & Davis, 1999; Kaplan, 1997; Paulston, 1994). 

2.2.4. Conclusion: The importance of language ideology 

Using the historical-structural and ideological approaches of Street and Tollefson, 

ESL teachers can allow their students to use literacy and language development for 

social, economic, and political purposes that enable them to direct their own lives in ways 

they find meaningful.^ This approach also allows students to build upon the linguistic 

resources that immigrants and other linguistic minorities bring with them to the 

classroom (Ruiz, 1984; Wiley, 1996). If this awareness of linguistic ideologies is not 

brought into the classroom by ESL teachers, they risk fulfilling Cummins' (1994) 

prediction: ".. .failure on the part of educators to focus classroom interactions on the 

interpretation of student experience and on the critical analysis of issues related to social 

justice compounds the effects of the discriminatory structures within which the education 

of ESL students unfolds." (p. 34). 

^ This approach to critical literacy was first used in adult education programs (Freire, 1989). It has been 
expanded to all levels of education, including the preschool level (Nespor, 1991; Sola & Bennett, 1991; 
Vasquez, 2001). 
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In order to confront these ideologies, we must realize how much we still think 

about language policy issues from the dominant, language-as-problem orientation (Ruiz, 

1984). Educational research attempts to answer the teacher's query, "What do I do with 

all these LEP students in my classroom?" but only those with a sociopolitical stance 

respond with a self-reflexive, praxis-based pedagogy that helps the teacher analyze his or 

her own biases towards language minorities. The language-as-problem orientation 

continues to dominate the theoretical discussion as well as the area of educational 

practice. 

It is important to consider whether teachers must proceed in a manner that is 

confrontational or oppositional in nature. The perspective that I espouse is one that asks 

all teachers to reflect upon their implicit ideologies about language, such as the "one 

nation, one language" ideology. The historical-structural approach to language planning 

and policy recognizes that hegemonic ideologies serve to maintain the socioeconomic 

status of those in power, but that these ideologies are contestable, and that individual and 

collective resistance is possible (Ricento & Hornberger, 1996, p. 407). What individuals 

choose to do with the insights provided to them through this perspective is a question of 

praxis. In other words, after reflection, what action should be taken? This is a choice that 

teachers, practitioners, and schools must make with regards to the best interests of their 

students. 

This study concerns itself with four cases in which bilingual educators grapple 

with these choices. As Spanish-speaking immigrants who have arrived in the last 20 

years, the participants of this study have an important role to play in maintaining Spanish 
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in this country, even as they promote their students' EngUsh language learning. The 

status these educators ascribe to the Spanish language as they learn and teach English will 

profoundly affect the children they raise and teach. Standardized testing in English and 

Proposition 203 in Arizona make the choices between resistance and assimilation starker, 

and create less space for resistance that can be productive and transformative. This study 

asks if the participants are able to see beyond these challenges and find the space 

necessary to encourage Spanish language development and academic success in their 

future students. 
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CHAPTER THREE 

REVIEW OF RELATED LITERATURE 

While all qualitative studies attend to context, research that bases itself in socio-

historical theory must attend to a broader perspective of context. For this reason, this 

review of the literature is broad in its scope. First, I will review the definition of praxis in 

Freire's work and in literature in bilingual and literacy education. Next, I will review 

Cummins' interdependence principle from three perspectives: my personal experiences, 

the field of second language acquisition, and the more political arena of bilingual 

education. 

The next area of research that must be addressed is sociocultural research on the 

development of literacy, including the concepts of cognitive development that were 

established by Lev Vygotsky. Researchers in the United States have used Vygotsky's 

work to bring about significant innovations in educational theory and practice. In addition 

to Vygotskianists, another burgeoning area of development in sociocultural research on 

literacy is in multicultural education. Finally, I will review work directly related to this 

study that uses similar methodologies and asks similar questions. The work in this area 

includes research on teacher's beliefs and attitudes, narrative inquiry, and second 

language writing. 
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3.1. Praxis: Reflection and transformation in educational research 

Educational research and theory should provide teachers with the tools to 

articulate the value of language diversity. One powerful means of doing this is through 

the understanding and implementation of critical pedagogy (Freire, 1989). Critical 

pedagogy seeks to teach in a way that transforms people's lives, and the world in which 

they live. In a bilingual context, this means teachers must consider why society's 

structural conditions have marginalized one language over another, and how they can 

make their students aware of these conditions. This way of teaching is known as praxis, 

the balance of self-reflection and action. 

In this dissertation, I consider praxis in the context of second language learning 

development. Praxis allows for a unique understanding of the balance of being an ESL 

learner and being an ESL teacher. This definition of praxis of writing is being examined 

in a specific context: preservice bilingual teachers who learned to write in Spanish first 

and are still in the process of acquiring high-level literacy in English. 

The concept of praxis was a critical part of the pedagogical and political theories 

of Paolo Freire of Brazil. Borrowing the term from Marx, Freire first used this term in the 

context of revolutionary praxis, calling for political transformation (1989). Yet the kind 

of revolution Freire called for was, at its core, a pedagogical one, and it is the arena of 

education where his ideas have taken root. This revolutionary vision is articulated clearly 

in Pedagogy of the Oppressed: 

"Men will be truly critical if they live the plenitude of the praxis, that is, if their 
action encompasses a critical reflection which increasingly organizes their 
thinking and thus leads them to move from a purely naive knowledge of reality to 
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a higher level, one which enables them to perceive the causes of reality." (Freire, 
1989, pp. 125-126). 

One can easily see that praxis, which simply means maintaining a balance 

between action and reflection, has far-reaching significance and implications. In Freire's 

words, "Human activity consists of action and reflection. This is praxis, and is the 

catalyst for transformation of the world" (1989, p. 119). 

The more political elements of this message have been developed in the fields of 

critical literacy and critical theory. For example, according to Lankshear and McLaren 

(1993), praxis means that those who are marginalized by society must address: 1) how to 

change the reality they inhabit, and 2) maintain their consciousness of the need for 

changing that reality. This dual process is iterative; once they have that knowledge, they 

must act on that knowledge according to their analysis, or in Freire's words, use 

"thinking which perceives reality as process and transformation, rather than a static 

entity" (p. 42). 

In a different sense, the Freirean literature on literacy education is no less 

political. Indeed, it is praxis that allows researchers to make the connection between 

politics and reading. As Alma Flor Ada articulates it: 

[Democratic] participation requires communicative and critical thinking skills. 
And, the exercise of freedom requires critical reflection. A population that cannot 
read, that does not read, and that is not used to analyzing information critically 
cannot participate in a democratic process. Failing to educate the population is 
indeed a negation of the exercise of freedom (1991, pp. 90-91). 

Following Freire, learners are viewed as people who come from a context within 

the larger world. They are sociohistorical, creative, and transformative beings. According 

to Catherine Walsh, this awareness is particularly important for "students and teachers 
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involved in the negotiation of second language culture learning and raced, classed, 

gendered, and aged-inscribed perspectives" (1991, p. 15-16). This critical approach 

allows learners to expand beyond the rote skills of reading and writing to foster a reading 

of reality itself (p. 18). 

This reality now provides less space for honoring the value of languages other 

than English. Referring to restrictive legislation, such as Proposition 227 that passed in 

the last decade in California, John Halcon writes, "Having learned to 'read the world' we 

recognize not only the asymmetrical power relations that exist between us, but our 

responsibility and right, as Latinos, to define ourselves and thus determine what is best 

for our children" (2001, p. 67). 

Research and practice in literacy education that follows the Freirean tradition has 

praxis at its core. Praxis is political because it involves reflection and action. Freire calls 

us to consider praxis in all learning situations, but particularly when multiple languages 

and literacies are being contested. His own words best articulate this challenge, such as 

this passage from "The Importance of the Act of Reading:" 

Reading the world always precedes reading the word, and reading the word 
implies continually reading the world. This movement from the world to the word 
and from the word to the world is always present; even the spoken word flows 
from our reading of the world. In a way, however, we can go further, and say that 
reading the word is not preceded merely by reading the world, but by a certain 
form of writing it or re-writing it, that is, of transforming it by means of conscious 
practical work. For me, this dynamic movement is central to the literacy process. 
(Freire, 1991, p. 144). 
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3.2. Cummins' interdependence principle 

While this dissertation is internally driven by the concept of praxis, it is externally 

driven by my desire to understand how Spanish helps the participants become stronger 

English language writers and teachers. In order to understand how the first language 

helps the second language, I have examined the research literature in second language 

acquisition on Cummins' interdependence principle. However, some personal 

experiences have proved to be more relevant in my endeavor to understand this 

phenomenon, which I will first share in the spirit of praxis: critical reflection on life 

experiences. 

3.2,1, Two personal vignettes 

In the spring of 1993 I was in my first year of teaching through an 

alternative certification program for Houston Independent School District. I was 

teaching fourth grade at Gallegos Elementary School. An educator's convention 

was being held in Houston, and our beautiful new school facility was chosen to be 

a school visit site. It happened to be the hour when I switched classrooms with a 

"Teach for America" intern. As the only Spanish-speaking teacher at the fourth 

grade level, I had received many new students throughout the year who were 

recent immigrants, and I had sent all but the lowest-achieving English-speaking 

students into this classroom. I was pleased to have the opportunity to go across 

the hall and work with these stronger learners, and escape the ongoing conflicts of 

my own revolving-door classroom. 
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I took my mandate to offer 45 minutes of daily ESL instruction seriously, 

and I followed the textbook closely. Having gained some confidence, I was using 

an instructional technique called collaborative learning. The students were 

working in groups on a unit about disasters— volcanoes, hurricanes, earthquakes 

and the like. The topics were chosen by interest and I was not surprised they had 

chosen to work with their friends. While I was proud to be using an innovative 

technique that gave the students some authority over their learning, I was also 

nervous to be observed by the conference attendees. 

One woman came in and looked around, then before she left she asked me 

how I felt about their use of Spanish during an ESL activity. I only had a moment 

to decide how to respond. I said that I wanted them to have the opportunity to 

discuss these topics in Spanish because they didn't normally get any opportunity 

to use the language in school. She left, clearly unimpressed by what she observed. 

I knew that the expectation for the 45-minute ESL lesson was to encourage oral 

development of the target language, so I felt guilty about "being caught" letting 

them use Spanish for the activity. Yet I was less willing to admit that I didn't have 

ironclad control over their behavior and language use. When I reflect on it now, I 

see that there may have been value in letting these active learners discuss the 

project in Spanish as they designed it in English, but I couldn't see the value of 

the first language at the time.' 

' For a description of the Houston Independent School District's current policies on bilingual education, see 
Feinberg, 2002, pp. 95-99. 
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In the summer of 1999,1 visited Guatemala in order to find a research 

setting for my dissertation. I had a pretty clear idea of what I wanted: a school or 

program that was using both Spanish and a Mayan language (preferably K'iche', 

the language I had studied), that was willing to have an ethnographer at the school 

for several months. I knew it was going to be hard to find a site, but I had good 

friends who were connected to grassroots organizations, and educational 

colleagues involved in the most respected teacher education programs. I was 

confident I would find the perfect place for my research. 

The first week went remarkably well. My former colleagues at the 

American School of Guatemala gave me a bilingual education planning document 

that was currently being discussed at all levels of the Department of Education. 

When I went to the small highland tovm to visit my Mayan friends, I found out 

the teachers were undergoing discussions of the document during their mid-year 

break. I had read the document and was pleased to see how prominently 

multicultural and multilingual education were promoted in the language of the 

document, and was anxious to see how it would be received among the practicing 

teachers. 

Instead of hearing words of support, I was shocked by how negatively the 

bilingual program was perceived by the Ladinos (non-Mayans) of the community, 

and how outspoken they were in their criticism. The document's advocacy of a 

plurilingual, pluricultural state fell on deaf ears as the Ladino teachers preached 
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the value of "one nation, one language." I knew many of the quiet Mayans around 

the table disagreed, so I grasped at the discourse I knew best to support bilingual 

education: that development of the first language (K'iche') of their students 

would support literacy development in the second language (Spanish). I fed this 

nugget to an acquaintance I was sitting next to. He shared it with the group and it 

did slow down the fire of the Ladinos' criticisms of the bilingual program, though 

they clearly weren't convinced that the use of K'iche in schools should be 

encouraged. 

After that experience, I thought I had found my research focus, and I 

began sharing this idea as a motivation for my research as I contacted different 

research settings such as U.S. AID's bilingual projects. Unfortunately, I kept up 

this rhetoric when I visited a unique school on my last day in Guatemala, the 

Asociacion Cultural Poqoman Qawinaqel. When the director asked me what my 

motivations for the research were, I had become well rehearsed in explaining the 

value of first language development in second language success in my awkward 

second language, Spanish. The principal spoke at length in response. He 

explained to me that it was arguments such as the one that I had just made that 

discouraged him from advocating for bilingual education. The way that bilingual 

education had been implemented in Guatemala only reinforced the unequal power 

relations between Mayans and Ladinos in Guatemalan society. He was now an 

advocate for Mayan education, and was not interested in collaborating with those 

who want to see hypotheses proven that only reinforce the existing relationships 
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between Spanish and Mayan speakers. I reahzed my well-rehearsed argument had 

completely failed to convince him of my sincere interest in seeing a Mayan 

language used in classroom instruction. 

In 1993,1 was not aware that there was research to affirm the pedagogical value 

of the way my students were using their first language, Spanish. All I knew was that these 

students were bright and competent and that their projects were more developed when I 

gave them more freedom with language use. A better understanding of the 

interdependence principle would have given me confidence to be more intentional about 

supporting my students' use of their first language in the classroom. In 1999,1 was quite 

familiar with second language theory, but that did not mean I understood the political 

complexity of language use policies in school. The interdependence principle became 

more intriguing to me, and I wanted to understand how it worked, and what its limitations 

were. Most of all, I wanted to understand its political significance: If first language 

development was being valued only for its contribution to second language academic 

achievement, was there enough support to ensure that critical development took place? 

The following represents my inquiry into the interdependence principle as it is 

understood by researchers. 

3.2.2. Cummins' definition of the interdependence principle 

In the 1970s, a number of researchers were considering the interaction of first and 

second language development on academic achievement (Lambert, 1975; Lambert & 
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Tucker, 1972; Paulston, 1978; Skutnabb-Kangas & Toukomaa, 1976; Tucker, 1978). The 

work of Skutnabb-Kangas and Toukomaa (1976), in particular, showed that stagnation 

and attrition in the first language (LI) had a deleterious affect on second language 

development as well, particularly among language minority children. Cummins (1979) 

introduced the term "linguistic interdependence" to help explain how language 

development in the learner's first language contributes to language development in the 

second language. As Cummins articulates this theoretical construct: To the extent that 

instruction in Lx is effective in promoting proficiency in Lx, transfer of this proficiency to 

Ly will occur provided there is adequate exposure to Ly (either in school or environment) 

and adequate motivation to learn Ly. (Cummins, 1981, p. 29). He has also used the term 

common underlying proficiency (CUP) in reference to the same construct. 

The interdependence principle was originally a controversial theory, but by 1991, 

there was substantial empirical evidence to support the interdependence principle in 

multiple languages. Cummins (1991) provides a comprehensive review of this research. 

Most of the studies Cummins cites are quantitative experimental studies that show a 

medium to strong correlation between LI and L2 literacy, and support the idea of an 

interdependence or common underlying proficiency between the two languages. 

Although the correlation is not as strong for languages with dissimilar orthographies, 

even these languages showed some transfer of reading skills from LI to L2, such as 

Navajo, Chinese, or Hebrew to English. 

As Cummins has noted, the interdependence principle seems counterintuitive, yet 

it helps us "understand why less instruction in the second language often results in higher 
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second language proficiency scores for minority students, while for majority language 

students more instruction in the second language results in higher second language 

proficiency scores." (Cummins & Swain, 1986, p. 34). Commenting on why this 

seemingly counterintuitive knowledge is ignored by policy makers, Cummins and Swain 

note that simplistic research questions such as, "Is bilingual education effective?" obscure 

the complexity of the research data on language acquisition. In their 1986 work, 

Cummins and Swain elaborate on the interdependence principle and clarify how it 

operates. The interdependent aspects of first and second language proficiency help 

explain why different pedagogical approaches are necessary for language majority and 

minority students. Skills that are contextually reduced, such as literacy-related tasks, 

depend more on interdependent language skills. In contrast, skills that depend on rich 

contextual clues such as communicative competence can only be developed through 

second language input. How this interpretation of first and second language interaction 

has come to be accepted in the field of second language acquisition research is 

documented in the following section. 

3.2.3. Perspectives on the interdependence principle from second language 

acquisition research 

In the field of second language acquisition in North America, there is an apparent 

contradiction in its approach to the role of the first language (LI) in instruction that is 

understandable once the research is reviewed. While use of the native language in 

elementary bilingual instruction is rarely challenged, such use in other instructional 
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acquisition explains this contradiction. 

In the early research on second language acquisition, it was assumed that first 

language interference was one of the most difficult challenges that second language 

learners faced. Weinreich (1953) and Lado (1964), for example, identified shifts in 

pronunciation, word order, and meaning between the first and second languages. In 

reaction to this work, research in the early 1970s such as that by Dulay and Burt (1974) 

suggested there was little or no interference between the first and second languages, and 

that second language acquisition processes were not significantly different from first 

language acquisition. A similar debate involves the question of whether the mind holds 

all languages in a single representation, or whether individual languages have separate 

representations. If two languages share a single representational system, there would be 

significant transfer between them, whether in the form of reinforcement or interference 

(Bialystok, 2001). Genesee (1989) argued that languages have separate representations, 

because bilingual children carefully select the language they use based on appropriate 

context. Bialystok and Hakuta (1994) argued for a more complex description of how the 

mind represents knowledge of two languages is necessary than either of these 

conceptualizations allows. 

The systematic study of second language teaching and learning through 

contrastive analysis or error analysis eventually concluded that interference errors do not 

occur where the two languages differ the most, but in features that are close but not 
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identical to the first language (Leki, 1992, p. 29)? However, learning a language that is 

very different from one's LI is much more difficult (August & Hakuta, 1998; Cummins, 

1991), so it can be concluded that error analysis does not address the most difficult 

aspects of second language acquisition. 

Research in the 1980s and early 1990s supported the positive role the first 

language plays in second language acquisition, particularly for cognitive, academic, and 

writing development (Carson & Kuehn, 1994; Cummins, 1991, Cummins & Swain, 

1986; Freeman & Freeman, 1992; Hakuta, 1986; Sema, 1989; Snow, 1990; Tinajero & 

Ada, 1993; Wong Fillmore & Valadez, 1986). These researchers recognized the 

importance of general cognitive skills development such as learning strategies and 

literacy skills that easily transfer to the second language. The results of the Ramirez 

(1992) report surprised policy makers with its clear results in favor of bilingual 

education. Other more recent evidence includes Thomas and Collier (1997, 2002) and 

Durgunoglu and Verhoeven (1998) from an international perspective. 

Even in research on oral language development, where literacy skills are not 

considered, the role of the first language is considered crucial in L2 development. For 

example, Wong Fillmore (1991a) and Hakuta (1987) explored how cognitive and social 

aspects of first language development affect second language acquisition. McGroarty 

(1988) also explored the relevance of second language acquisition theory for linguistic 

minorities. She concluded that there is ".. .ample reason to assume that the level of the 

Greater interference among similar forms implies that it is harder to learn standard written English if you 
speak a different English dialect (Wong Fillmore, 2002). This has important implications for bilingual 
classrooms with Spanish speakers born in the U.S., as compared to monolingual Spanish speakers who are 
recent arrivals. 
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first language skills is one of the critical determinants of success in acquiring the second 

language" (p. 303). 

What was more difficult to ascertain was the level at which these skills are 

developed in order to benefit from language reinforcement through transfer. In 1981, 

Cummins proposed the threshold hypothesis. This hypothesis holds that languages 

interfere at low levels of the acquisition process, but reinforce each other at higher levels 

•1 , 
of knowledge in the two languages. However, the language learning process is not static 

or stable, making it virtually impossible to establish a threshold that allow for smooth 

linguistic transfer. Cummins (1991, 2000) recognizes the speculative nature of the 

threshold hypothesis and suggests that its practical implication is not affected by its lack 

of empirical validation; that is, with or without an established threshold, it is clear that 

English language learners should develop their LI abilities as much as possible, not only 

to stimulate transfer to L2, but to gain the benefits of additive bilingualism. These 

cognitive and linguistic benefits cannot be attained without a strong foundation in the 

first language. 

Maintaining this strong foundation, however, proves to be very difficult for 

bilingual speakers in the United States. Research by Sema (1989) and Wong Fillmore 

(1991, 2004) shows the detrimental effects of English-only preschool programs on 

children's first languages. Wong Fillmore (1996, 2000) urges educators to encourage use 

^ "Low" levels of bilingualism refers to individuals whose language is insufficiently or inadequately 
developed compared to their age group. Individuals with "higher" levels of bilingualism have age-
appropriate competence in two or more languages. The threshold hypothesis posits that higher levels of 
bilingualism is correlated with the positive cognitive advantages of bilingualism, while an individual with 
lower levels of competence in either language may have detrimental cognitive effects, like difficulty 
processing information (Baker & Prys Jones, 1998, p. 74). 
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and development of children's primary languages at home and in schools. The effect of 

first language attrition is often neglected in the research discussions about the 

interdependence principle, and is an important explanation for bilingual education 

programs' failure to achieve the desired levels of educational attainment for bilingual 

children (Combs, 1995; Guthrie, 1989). 

In the current state of research, researchers now concentrate on understanding the 

extent to which the LI interferes with or reinforces the L2 acquisition process (Mitchell 

et al., 1999). Both interference and reinforcement are understood to be part of a complex 

and dynamic second language learning process. While language program designers try to 

avoid interference while enhancing reinforcement, striking this balance is still considered 

difficult. 

In summary, the role of the first language in second language acquisition has 

received a great deal of attention and controversy, but it is generally understood that 

many cognitive functions of the LI promote and contribute to the development of L2. 

This is why first language use in elementary-level academic development is rarely 

challenged by researchers of language acquisition.'* But why is the use of the native 

language in other instructional contexts usually discouraged? When second language 

acquisition research is applied to classroom contexts, it tends to focus on foreign 

language instruction. For this classroom, there is a strong emphasis on immersion in the 

target language (Cameron, 2001; Curtain & Pesola, 1994). Most recently, this is also the 

^ A recent book by Vivian Cook (2002) is the first collection of articles in the field to address the effects of 
second language acquisition on the first language. Articles address effects on syntax, vocabulary and 
pragmatics. 
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case in instruction of heritage and indigenous languages. In these contexts, a dominant 

language such as English is already the primary language of the students, and emphasis 

must be placed on encouraging the use of the non-dominant language. 

3.2.4. Research in bilingual education on the interdependence principle 

Because the debate over bilingual education has become so politicized, 

researchers and educators who address policies for "language minority" students are 

forced to consider the larger social and political forces affecting language development. 

A number of researchers who began their work on language acquisition processes have 

become more public and vocal about the need for bilingual education programs 

(Bialystok, 2001; Hakuta, 1986, 1999; Cummins, 1995, 2000; Krashen, 1996; Valdes, 

1996, 2001; Wong Fillmore, 1991b; Zentella, 1997). These researchers have become 

bilingual education advocates, publishing in public as well as scholarly venues, and speak 

out about the need for bilingual education programs. The gap between the cognitive and 

academic advantages that emerging bilingual students should possess and the low 

academic achievement for these same students calls for a rich analysis of the larger social 

and political forces at work. 

Early work on bilingual education sought to structure programs based on accurate 

assessments of language use in the community and to identify which program structures 

were most effective (Fishman & Keller, 1982; Turner, 1973). This early period has been 

thoroughly reviewed by a number of researchers (Casanova, 1995; Crawford, 1995; 

Durgonuglu, 1998; Lyons, 1995). Hakuta's (1986) work. Mirror of Language, made this 
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knowledge base on bilingualism, and identified the political issues that make bilingual 

education controversial. More recent studies on bilingual education focus on interpreting 

the context in which a bilingual program is situated, generating research questions based 

on the needs of practitioners, policymakers, parents, and students (August & Hakuta, 

1998; Collier, 1995; Irujo, 1998; Moran & Hakuta, 1995; Ovando & Collier, 1998; 

Padilla & Benavides, 1992). 

An excellent overview of this field is Nancy Hornberger's "Continua of 

Biliteracy" (1989). This article was written in response to the number one research 

priority established by the U.S. Department of Education in 1988, stated as "the teaching 

and learning of reading, writing, or language skills, particularly by non- or limited 

English speaking students" (p. 271). Homberger responded by creating a construct that 

addresses bilingualism and the role of literacy that incorporates the wide individual and 

community variations of a global scope. 

Through her continua, Homberger intends to answer "the degree to which literacy 

knowledge and skills in one language aid or impede the learning of literacy knowledge 

and skills in the other" (1989, p. 272). This is a central question posed to the participants 

of this study. In her construct, Homberger has three different ways in which biliteracy 

occurs: through context, through individual biliteracy, and through the media of 

communication. Within each of these ways, there are three intersecting lines which 

establish the point where any given individual or group lies in this three-dimensional 

diagram. To determine the context of biliteracy, one would need to identify the level of 
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monolingual-bilingual continuum. At the level of the individual, a researcher should 

identify the speaker's reception-production, oral-written language development, and 

degree of L1-L2 transfer. Often ignored is the third schema, which defines the media by 

which the two languages are communicated. This is broken down by Hornberger into the 

simultaneous-successive exposure continuum, the similar-dissimilar language structures 

continuum, and the convergent-divergent scripts continuum. 

In a follow-up piece with Skilton-Sylvester (2000), Hornberger introduced a 

fourth schema deserving of researchers' attention, the content of biliteracy. The particular 

continuum they believe was neglected in the original set of continua is the vernacular-

formal continuum, and the role of agency and power in defining the value of such 

variations in language use. They also incorporate some of the insights from the New 

Literacy Studies into the original construct. By citing examples such as Quechua use of 

the vernacular in poems and stories, Hornberger and Skilton-Sylvester argue that once-

marginalized voices are gaining access to voice and agency, thereby destabilizing the 

power relations that have long been entrenched along these continua. Most recently, the 

continua of biliteracy has been explored further through an edited volume (Hornberger, 

2003) that examines biliteracy in diverse contexts such as Korean dual-language 

immersion (Jeon, 2003), rural ESL programs (Hardman, 2003), and bilingual schools in 

New Delhi (Basu, 2003). 

Returning directly to the interdependence principle, Moll (1995) questions the use 

of this principle in bilingual education policy because it reinforces deficit views about the 
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abilities and experiences of language minority students. Moll expands the principle to 

include the possibility that the second language supports first language development. 

However, such possibilities are restricted by the narrow framing of questions that guide 

researchers. He articulates why bilingual education research should stop asking, "How 

can we teach them to learn English?" and turn to broader questions of children's learning 

development. 

Moll (1995) points out that, because most children enrolled in bilingual education 

in the United States are from working-class families, bilingual education has developed a 

sort of working-class "identity" reflected in the questions researchers ask. For example, 

he notes that Garcia and Otheguy (1985) had to adjust their research questions from how 

English language learning occurs, to how to educate Cuban American children in the best 

possible way. Moll recommends using a sociocultural approach to bilingual instruction 

that utilizes the students' available resources to create opportunities for academic 

achievement. 

Moll, Saez and Dworin (2001) apply this sociocultural approach to two dual-

language settings. The authors show how biliteracy development takes place for children 

in kindergarten and third grade. They found not only that the interdependence principle 

held, but also that the second language also reinforces the first language. For example, 

one third grade student used texts from the library in English to write up a report on the 

Sioux in Spanish, strategically using her biliteracy skills. These researchers show how 

teachers can encourage students to use their languages as a deliberate tool for thinking, 

and use the knowledge of two languages as resources for their academic work. The 
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authors note that the transfer of literate competencies from one language to the other may 

occur most readily within genres. This keeps the context consistent for the writer (Moll, 

Saez, & Dworin, 2001, p. 444). However, when the overall goal is the exclusive 

development of English literacy (such as in transitional programs), the "marked" status of 

Spanish narrows the opportunities for this dual language awareness to develop. This 

research shows how a balanced two-language development approach not only helps 

students develop their English, but how English also helps Spanish language skills, and 

the ability to use two ways of gathering information strengthens academic achievement.^ 

In order to examine how biliterate writing develops, Edelsky (1986) headed a 

research team of teachers, graduate students and university faculty that investigated a 

year in the writing development of nine first-grade, nine second-grade, and eight third-

grade students in a Phoenix-area elementary school that serves a migrant farm worker 

community. This study was inspired by a gap in the knowledge of children's writing 

development—how bilingual children's writing is influenced by first and second 

language acquisition and use. This descriptive study is one of the most detailed 

qualitative studies in the literature, and found significant improvement in the children's 

writing in English and Spanish throughout the year. 

One of the more recent collections about Spanish and English bilingual literacy is 

by Luz Reyes and Halcon (2001). The authors use recent developments in our 

understanding of the social construction of literacy to examine the opportunities and 

^ These benefits are often not accessible to children due to high rates of first language attrition. The 
research setting in which the example occurred was a dual-language immersion program where first 
language development was highly encouraged. 



89 

obstacles for Latino students in the United States. For example, Di'az and Flores (2001) 

point out that many students are perceived as deficient because they come from poor or 

working-class families. Instead of promoting enriching social interaction, schools create 

what they call "zones of negative development" (taken from Vygotsky's "zones of 

proximal development") where institutional failure results (p. 45). In addition to sections 

on how to develop reading and writing based on students' lived experiences, Luz Reyes 

(2001) criticizes practitioners who have mistakenly interpreted Cummins (1981) to 

recommend that second language development should be postponed. 

Halcon (2001) effectively argues that schools must improve the instruction of 

Spanish literacy in order to meet the needs of Latino students. In doing so, Halcon cites 

Shannon (1995), who suggests that historically, literacy instruction for Spanish-speaking 

children has been nothing less than educational hegemony. If this "hegemony of English" 

is not resisted, she argues, a classroom will not be genuinely bilingual. Shannon provides 

a glimpse into one classroom that resists this English dominance. By encouraging 

students who were stronger in one language to help others who struggled, the teacher 

created an active setting where both Spanish and English were spoken comfortably. The 

teacher did this by insisting on having materials of equal quality in both languages, and 

constantly reminding the students to consciously create a bilingual environment that 

supports language learning. 

Some researchers contend that this English-dominant hegemony has also been 

present in bilingual education research. An example of one piece so accused is Garcia 

(2002), whose comprehensive overview of schooling for bilingual students in the United 
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States provides his readers with instructional strategies, policy-making concerns, and a 

general research review.® While all of the commentaries that followed Garcia's piece 

found his review to be comprehensive and far-reaching, some of them found a subtle bias 

that favored English language achievement. 

For example, Crawford (2002b) and Faltis (2002) found that Eugene Garcia's 

review did not sufficiently address the increasing politicization that is limiting the 

possibilities for full implementation of bilingual education. In their responses, Hakuta 

(2002) and McCarty (2002b) directly addressed these political concerns about English 

academic achievement and bilingual maintenance. Hakuta contends that the civil rights 

community expresses strong support for equal access to education for language minority 

students, but is ambivalent about language rights and the value-added nature of 

bilingualism that language minority students bring to the U.S. In contrast, McCarty finds 

indigenous bilingual education's dual roles of promoting academic achievement and 

heritage-language recovery to be mutually constitutive; McCarty also explicitly called for 

the bilingual/bicultural school to act as "a force for dismantling the social, economic, and 

political structures that compel either-or choices" between first and second language 

instruction (p. 170). 

Finally, Skutnabb-Kangas (2002) criticizes Garcia for supporting policies that 

contribute to linguistic genocide by not using the minority language as the main medium 

of instruction. Along with Ofelia Garcia (2002), who encourages more attention to the 

^ Of particular value for this dissertation are the connections Garcia (2002) draws between Vygotsky and 
sociocultural theory as it relates to bilingualism and second language acquisition, and his attention to 
research on the development of academic English. 
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development of academic Spanish, Skutnabb-Kangas (2002) argues that Eugene Garcia 

supports subtractive language policies by endorsing U.S. Department of Education 

guidelines that do not encourage the use of minority mother tongues as a central part of 

language minority students' education. 

Inevitably, there is much valuable research on bilingual education that is not 

included in this review. While the interdependence principle is not an explicit concern in 

most of this literature, the way the first and second languages support each other is a 

thread that runs throughout work in the field. In reviewing research on the 

interdependence principle, one can see that bilingual educators must look beyond the 

individual language acquisition process to consider the wider social implications of 

language policy in the schools. In terms of this dissertation, it has become apparent that 

community ideology and the structure of schools have a crucial effect on how well 

English language learners' needs are met. The dominant ideology of any society will 

determine the language of literacy and use in the schools unless individual families and 

communities have some degree of autonomy in making educational decisions. Where this 

autonomy and resistance occurs, the conditions for student achievement through 

biliteracy can develop (see, for example, Adcock, 1987; McCarty, 2002c). 

3.2,5. Cummins' theory revisited 

In Language, Power and Pedagogv: Bilingual Children in the Crossfire, Cummins 

(2000) contextualizes some of his prior theories based on the present challenges that 

bilingual educators face. He begins with an insightful analysis of how teacher-student 
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interactions affect students' acquisition of language in academic settings. He refers to 

these as the macro- and micro-interactions that occur between subordinated and dominant 

groups. In the third phase of this research when classroom interaction is recorded, I use 

this data to identify the micro-interactions between the study participants and their 

elementary school students. These micro-interactions can indicate whether a 

transformative education is occurring, or coercive relations of power are maintained 

through this interaction. 

Cummins (2000) also responds to increasing demands for standardized testing by 

suggesting the use of vocabulary testing as a proxy for evaluating language learning. He 

attempts to bridge the gap between researchers on school effectiveness (August & 

Hakuta, 1998; Thomas & Collier, 1997) and critical educators (Freire & Macedo, 1987; 

Moraes, 1996) who highlight issues of culture and identity in schooling. While Cummins 

contends that tests of lexical knowledge can be used along with performance assessments 

to measure the effectiveness of schooling, he also advocates for increased dialogue about 

the issues facing linguistically diverse students in North American schools, and a focus 

on identity negotiation in school practices for a "transformative pedagogy." 

Of particular interest is Cummins' (2000) review of research on the 

interdependence and threshold hypotheses. He clarifies a misconception that has 

developed about what his theories have to say about the timing for introducing multiple 

languages in the classroom. This misconception has resulted from the conflation of the 

interdependence principle with the threshold hypothesis. The threshold hypothesis posits 

that language learners will only be able to apply the cognitive and linguistic benefits of 
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their first language once those skills have reached an unspecified level of development. 

Cummins clarifies that the threshold hypothesis remains speculative and deals with 

questions of psychological development rather than language policy and practice. Yet it 

has been interpreted to mean that children cannot learn a second language until they have 

achieved a certain "threshold" in their first language. 

In contrast to the threshold hypothesis, Cummins (2000) states that the 

interdependence principle has important implications for policy and practice. He reviews 

the research that has continued to accumulate over the past decade in support of the 

interdependence principle (e.g., Umbel & Oiler, 1995; Verhoeven & Aarts, 1998; 

Wagner; 1998). Cummins reasserts that instruction in the minority language has no 

adverse results for academic development in the majority language, but also emphasizes 

the importance of additive bilingualism in obtaining the cognitive, linguistic, and 

academic benefits that the interdependence principle entails. 

One of the conclusions that I will draw from this research is that the maintenance 

and development of the minority language must be consciously valued in order to gain 

the cognitive and linguistic benefits posited by the interdependence principle. By 

introducing yet another term, the "additive bilingualism enrichment principle," Cummins 

(2000) does not quite make this same assertion. Perhaps he makes the distinction so that 

the interdependence principle can continue to provide a justification for most U.S. 

bilingual education programs, which are predominantly transitional in nature. Yet it is 

clear from his review of the literature that encouraging development in both languages 
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seems to be a necessary requisite for the cross-lingual benefits to academic language 

proficiency. 

As my second vignette at the Poqoman school in Guatemala demonstrates, I 

learned the hard way that the interdependence principle can be overstated, to the 

detriment of children's learning. When the interdependence principle has been used to 

justify transitional programs as a political compromise, it reinforces viewing English 

language learners from the deficit perspective. This means that concerned educators of 

English language learners should move their focus from the most efficient way of 

acquiring English, to consider how Latino students would benefit from the academic and 

cognitive advantages an additive bilingual program can provide. 

3.3. Sociocultural research on literacy development 

The prior section on the interdependence principle and the ideology of literacy 

section in Chapter Two point to the importance of culture and society in literacy 

development. This is a fascinating area of research on learning, yet it has not been 

adequately applied to the second language learner context. This section contains a brief 

review of the basic concepts in sociocultural research and how these concepts have been 

used in literacy research. 

3.3.1. Vygotskian concepts of learning 

Cultural-historical theory understands learning to be highly social in nature, but 

this is not limited to human interaction. Much of Vygotsky's work focuses on cultural 
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artifacts, and how humans come to understand their cultural world through the mediation 

of these objects and what they symbolize. Kozulin (1995) defines Vygotsky's notion of 

mediation as operating through three groups of mediators: signs and symbols, 

interpersonal relations, and individual activities. 

Vygotsky's psychological tools of signs and symbols include ways of thinking, 

cultural objects, and modes of discourse. Through observation and play, children learn 

the complex nature of language use, which includes internal self-regulation of thought. 

The second group of mediators, interpersonal relations, is the part of Vygotsky's theory 

of learning that most directly relates to schooling. Vygotsky's most well known term, the 

zone of proximal development, aptly describes Vygotsky's understanding of learning 

interaction. This construct describes the contrast between what a child can do 

independently, and what a child can do with the assistance of others. A child's 

independent capability is his or her actual level of development, while that which she or 

he can do with assistance is the proximal level of development. Contrasting these two 

levels of development can inform teachers about what kind of instruction each child 

needs. 

Another important concept that falls under the second group of mediators 

involving schooling is the relationship between "everyday" and "scientific" concepts. 

Children make observations in everyday contexts, but these observations do not take on a 

systematic nature. Once concepts such as mammals or the phases of the moon become 

objects of study through schooling, they can be reflected on deliberately. This dichotomy 

is one of the more controversial aspects of Vygotsky's theory of learning because of the 
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primacy it places on schooled knowledge. However, I have found this distinction useful 

in developing this study by reversing the sequence of these concepts. I consider the 

interdependence principle to be the "scientific concept," and the application of this 

principle into routine teaching to be the "everyday concept." But Vygotsky's original 

sequence is also validated through the interview data, in which I have examined the 

participants' recollections of everyday language learning, and how Spanish helped them 

develop their English skills. 

The final group of mediators is individual activities. Within the mind of the 

learner, important processes occur which mediate learning. For example, during play, the 

child creates imaginary situations that allow him or her to act "as though he were a head 

taller than himself (Vygotsky, 1978, p. 102) and explore the zone of proximal 

development within him/herself (Moll, 2001). 

How can teachers include these theories about learning and the social world in 

their practices? The role of the teacher takes on great significance in Vygotsky's theory 

of learning because he saw the development of higher psychological functions originating 

from outside the person. It also places significance on the artifacts of a culture, reminding 

us that human activities are mediated through these objects and contribute to the 

development of our psychological processes. 

One excellent example of how cultural artifacts mediate learning is the University 

of California at San Diego project entitled The Fifth Dimension (Cole, 1996). Four after-

school programs were designed to give elementary students access to computer-mediated 

learning and innovation. These students were assisted by college students from a 
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practicum course in child development. These "Wizard's Assistants," as the college 

students were called in the game created by the Fifth Dimension project, took field notes 

on the learning interaction that occurred during the activities. These notes documented 

the process of enculturation as the elementary-age and college students became familiar 

with the tasks involved. 

Because language was such an important component in this enculturation process, 

the research was extended to an after-school program for bilingual children (Vasquez, 

2003). According to Vasquez, Pease-Alvarez, and Shannon (1994), this program intended 

to allow Latino and Mexicano children to draw from their bilingual and bicultural 

resources to develop literacy skills. However, the students preferred to use English, so the 

research team made a conscious decision to find ways to make using Spanish more 

reasonable and attractive to the children (Vasquez, 2003). Commenting on this research, 

Shannon (1995) notes that teachers in bilingual classrooms must recognize the hegemony 

of English and strive for a balance between Spanish and English language use. 

Research from the Vygotskian perspective exposes the sociocultural context, 

showing how one language dominates another. Researchers who focus on the role of 

language in learning have found that Vygotsky's concepts complement those of language 

theorists. Wells (1999) uses the theories of Vygotsky and Halliday to examine how 

discourse is taught in science lessons, while Wood (1988) uses the ideas of Vygotsky and 

Bruner (1979) to show the importance of social interaction and communication in the 

development of children's thinking and learning. 
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The sociocultural context also has a profound influence on how literacy is used. 

Scribner and Cole (1981) show the role of Vai literacy in Liberia. They found that 

literacy promotes the cognitive skills that relate to the use of that literacy. In the case of 

Vai writing used for personal correspondence, the use of literacy in this way developed 

their descriptive abilities. Since the context for Vai literacy was not schooling, there was 

no inherent ability to perform school-like tasks such as logical or classification skills or 

writing an expository essay. Prior to this research, it was hypothesized that literacy 

automatically developed such cognitive abilities, but sociocultural research has helped us 

understand the role that culture and cognition play in literacy development. 

From this perspective, the active agent of the learning process is not just the 

individual child, but also the integrative whole of the child, the teacher, and the symbolic 

tools in use (such as writing). Olson (1995) interprets the effect of writing on the brain 

even more strongly. The structural properties of language leave their imprint on the entire 

activity of the child. Cognitive processes and structures are transformed significantly by 

the acquisition of writing. Ferreiro (1998) has meticulously documented this writing 

development process using Vygotsky's and Piaget's perspectives. 

This notion of learning supports researchers who see social and cultural factors as 

critical for understanding the nature of language and literacy learning (Cook-Gumperz, 

1986; Cushman, et al., 2001; Jacoby & Ochs, 1995; John-Steiner & Mahn, 1996; Lee & 

Smagorinsky, 2000; Moll, 1990; Wells, 1999). Particularly for children who are 

becoming bilingual, social and cultural factors have a much greater impact than other 

factors studied in language acquisition, such as cognition, interlanguage transfer, and 
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linguistic contrast between languages (Bialystok, 2001, Maguire & Graves, 2001). In 

terms of writing, this outside influence means that when one learns to write down what he 

or she wants to remember, the way memory works is changed (Kozulin, 1998). 

This way of learning writing would have important consequences for bilingual 

settings. How does language mediate cognitive development? Writing gives us the 

opportunity to think metacognitively about language. If one develops critical thinking 

skills (such as writing) in one language, those skills would still be accessible in the 

second language. Perhaps this accounts for the observation that first language literacy 

supports second language literacy more in early language development than in later 

stages (Krashen, 2002b). It could be that this transfer of cognitive skills between 

languages is easier in younger learners, while for older learners, attention to syntax and 

grammar becomes necessary. 

3.3.2. Multicultural education 

Because Vygotskian theory focuses on the role of society and culture in 

education, research on multicultural education has made use of this perspective to 

develop new and irmovative educational practices. This evolving, critical perspective has 

contributed significantly to the area of curriculum development (Banks & Banks, 1995; 

Grant & Secada, 1990; Larkin & Sleeter, 1995; Sleeter & McLaren 1995). But the 

implications of multicultural education can and should reach all aspects of research on 

education in this pluralist society (Greene, 1993). 
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The area of multicultural education that is particularly relevant to this 

investigation is teacher education. Teachers' beliefs and attitudes about cultural diversity 

have received more attention than teachers' beliefs and attitudes about language diversity 

(Agnello & Mittag, 1999; Chavez Chavez, 1995; Dyson, 1997; Guillaume, Zuniga & 

Yee, 1998; Montecinos, 1995; Reyes, Capella-Santana & Khisty, 1998; Rios, 1996). Yet 

as Marx (2001) aptly points out, teacher's concepts about linguistic and cultural diversity 

are inextricably linked (see also Cummins, 1995; Minami & Ovando, 1995; Ovando & 

McLaren, 2000). Research on learner differences can inform teachers about this linguistic 

and cultural diversity (Darder & Gutierrez, 1997; Mercado, 2001). 

It is easy for research on bilingual education to become overly focused on the 

challenges Latinos face in U.S. schools. The multicultural perspective is valuable because 

it reminds us that the obstacles imposed on the academic achievement of culturally and 

linguistically diverse students are not limited to Latinos. One work that articulates these 

imposed limitations exceptionally well is Delpit (1995). Her interviews with African 

American and Native American teachers form a model for the kind of interviews I 

conducted in this research. 

Other interview research on African American teachers and students demonstrates 

the challenges of making traditional schooling culturally relevant to this population 

Foster (1994) interviewed 18 African American teachers, focusing on the sociocultural 

context of their notions of education. African American teachers have been portrayed as 

insensitive to the needs of impoverished black children, but the statements from the 

teachers in these interviews dispute that notion. All these teachers expressed cormection, 
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affiliation and solidarity with their students, and understood how society works against 

their students' success. There may be an interesting parallel in this study's context with 

wealthier Mexican Americans becoming certified to teach bilingual education to local 

students. Class bias may be evident in attitudes towards the local Spanish dialect, but I 

did not see this among my participants. 

Another relevant example from the same volume is Gadsden (1994). She also 

uses interviews to identify the "communal nature of learning." Although not framed in 

Vygotskian vocabulary, Gadsden establishes the importance of community and identity 

in the development of literacy. According to Gadsden, "literacy should be seen as a 

continuous, ever-changing activity, transformed by critical life events, translated as a 

result of life-span transition, and defined and shaped by cultural and community beliefs 

about the nature of education and the expected rewards of learning" (p. 246). Gadsden's 

description of how literacy develops throughout the lives of her participants also fits the 

results of this current study well. 

In settings where there is a cultural and linguistic mismatch between the teacher 

and the student, the effects of teacher expectations are exacerbated. For example, Lewis, 

deMarrais, and Prater's (1998) study of special education teachers on the Navajo 

reservation showed that teachers were attributing students' academic difficulties to 

learning disabilities when the students' English proficiency was the actual challenge. 

Another area of study that has received little attention is education for Asian learners of 

English. Grace Pung Guthrie's (1985) ethnography of a Chinese bilingual school in San 

Francisco stands as a thoughtful analysis of the community's conflicting goals for the 
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school's bilingual education program. Pailliotet's (1995) case study of an Asian 

preservice teacher shows the challenges this Korean woman faced throughout her teacher 

training program. Another relevant study of the beliefs and attitudes of Asian teachers 

towards writing in English is Tsui (1996), which is a case study of a Chinese teacher in 

Hong Kong who implemented process writing to alleviate writing anxiety among her 

English language learners. 

3.4. Related works 

3.4.1. Teachers' beliefs and attitudes 

Although the theoretical framework for this study stems from research on 

bilingual education and sociocultural theory, its teacher-centered approach draws from 

and contributes to a large body of work on teachers' notions of teaching and learning. 

The defining work in this field was conducted under grants from the National Institute of 

Education (NIE) and presented at a conference at Airlie House in Warrenton, Virginia in 

February of 1982 (Berliner & Koehler, 1983). The important strand that relates to the 

present study was the examination of teachers' theories and beliefs, and how these 

preconceptions affected teachers' attributions of the causes of students' performance. 

Research that helped establish this area includes Schon (1983), who provides a new 

model for reflective teaching that explores beliefs and practices, and Elbaz (1983) on the 

use of practical knowledge in teaching. 

The educational research conducted on teachers' preexisting beliefs, attitudes and 

values represents some of the field's best attempts to understand the cultural background 
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of teachers. This has included students' and parents' beliefs about appropriate teacher 

behavior, teachers' preexisting beliefs about research, math, or whole language as they 

affect their responses to new programs, and whether certain educational reforms can 

change teachers' beliefs (Eisenhart, 2001). 

Extensive psychological research has been undertaken on the effect of gender, 

social class, and race on teacher expectations, but much of this research was inconclusive 

(Baron, Tom, & Cooper, 1985; Good & Findley, 1985). Other factors that have been 

considered are physical attractiveness, cumulative folder information, student conduct, 

previously taught siblings, children from one-parent families, and name-based 

stereotypes (Dusek & Joseph, 1985). 

Other researchers coming from a more critical perspective note the profound 

effect of race on teacher expectations. In one early study, Ogbu (1974) found that school 

personnel treated students and parents differently based on social class. Middle-class 

white parents were viewed as partners in the educational enterprise, while non-white and 

poorer parents were seen as clients of the system. Ogbu noted differences in interaction 

styles to support this claim. More recent research by Pang and Sablan (1998) found that 

teachers' own self-perceived effectiveness with African American students was very low 

in questionnaire responses. Other researchers have addressed the more difficult aspects of 

cultural and class bias that affect teacher-student interactions (Chavez Chavez, 1995; 

Cochran-Smith, 1995; Vavrus & Ozcan, 1998). 

These research findings are quite different from Brophy (1985), who reviews 

research designed to identify the teacher behaviors that mediate the self-fulfilling 
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prophecy effect of teachers' expectations. The author claims that most teachers' 

perceptions are accurate, based on the data of everyday interaction. As he states, "The 

potential for self-fulfilling prophecy depends on the degree to which teachers consistently 

project relatively inaccurate expectations to students" (p. 313). While some teachers are 

more rigid than others in their expectations, all adjust their expectations to some extent 

based on the daily interaction with their students. For example, results from a study on 

teachers' expectations by Brophy and Good (1970) showed that student behavior, such as 

student participation and initiation of interaction, affects teachers as much as teacher 

expectations affects students. Brophy concludes that teachers should focus less on 

individual differences and concentrate on teaching the content to the class as a whole. 

Richardson, Anders and Tidwell (1991) studied the relationship between teachers' 

beliefs and practices in reading comprehension instruction. In order to bring about change 

in their practices of teaching reading, these authors found that teachers must examine 

their beliefs about these practices. The authors wanted to examine the knowledge 

construction of teachers, so they conducted 38 extensive belief interviews of practicing 

teachers, observed each teacher twice, and then videotaped 14 of these teachers. They 

found that teachers' practices usually correlated strongly with their beliefs about teaching 

reading. When they do not correlate, they suggest that the teacher may be changing his or 

her ideas about the way to do instruction. Richardson, Anders, and Tidwell (1991) 

indicate that genuine change will come about when teachers think differently about what 

is going on in their classrooms, and are provided with the practices to match these 

different ways of thinking. 
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In addition to teacher change, much of the more recent research on teachers' 

beliefs and attitudes has focused on teacher reflection. While reflection and change are 

difficult constructs to research, there has been some useful groundwork done in these 

areas (Fenstermacher & Soltis, 1992; Schon, 1983; Pajares, 1992; Richardson, 1994). 

These researchers have considered how to measure teacher and preservice teacher 

reflection, particularly as it relates to the results of educational reforms. While beliefs 

factor into the change process and affect outcomes, they are also an important outcome in 

and of themselves. This is part of the constructivist perspective on learning, and how 

teachers understand this process is a growing area of research in education (see for 

example, Ortiz, 2001; Reyes, Capella-Santana & Khisty, 1998). According to Richardson 

and Placier (2001), teachers' perceptions and beliefs may be the most significant 

predictor of teacher development and change. 

Less research is available about teachers' beliefs and practices about language 

learning. Regarding attitudes towards writing. Street's (2001) study of six preservice 

teachers found that the participants' positive and negative experiences with writing had 

an impact on how "inspired" they were to teach writing. Clair (1995) reported that the 

three teachers she interviewed were interested in "quick fixes" to the difficulties faced by 

ESL learners. However, Youngs and Youngs (2001) found that teachers with exposure to 

cultural diversity through language and multicultural education courses or travel abroad 

had positive attitudes towards ESL students. Woods (1996) studied the beliefs and 

practices of eight adult ESL teachers in Canada. He drew connections between the 

teachers' lesson planning process and how lessons are interpreted and evaluated by those 
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teachers. Woods documented teachers' interpretations of the teaching process (method, 

curriculum, and learner behavior) and how these interpretations affect classroom 

activities and implementation. His goal was not only to describe teacher's perspective of 

the classroom process, but also to identify what theory and classroom techniques are 

needed in teacher training. Woods found that, "For teacher education, there has to be a 

focus on the processes by which these events come into being. We need to know more 

about the nature of goals, subgoals and means, and their relationship to the dynamic, 

interactive, negotiated processes of decision-making in teaching" (p. 22). His study 

partially identifies these processes by showing how teachers can connect lesson planning 

with assessment and evaluation of their teaching. 

Most of the research on teachers' attitudes about language learning has been 

conducted with university level ESL teachers. For example, Kroll (2001) concludes that 

composition teachers' personal experiences largely account for the ideology and 

pedagogy they use when teaching second language writing. Another interesting study is 

Knudson's (1998) quantitative survey of ESL teacher interns' theoretical beliefs about 

second language learning and how these beliefs were reflected in their teaching practice. 

Knudson's study focuses on the beliefs and practices of various ESL methods such as the 

Communicative Method. In addition, Grice's (1999) dissertation on community college 

ESL teachers at City University of New York also asks which teaching approaches are 

considered effective by six veteran teachers. 

A fresh approach to teachers' beliefs and attitudes is suggested by Eisenhart 

(2001). She recommends that researchers consider the effects of cultural production on 
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teachers' beliefs and attitudes. Cultural production theory shows us that expressions of 

identity through interaction are not reflections of a fixed state-of-mind or enduring 

beliefs, but a response to past experiences that is simultaneously a commitment to future 

experiences. Thus, beliefs and attitudes are not an individual phenomenon, but patterns in 

the ways that participants act in classrooms, label their own efforts, and describe 

themselves to others. This perspective focuses less on background factors, and more on 

individuals' positions in ongoing social relations that occur inside and outside of school. 

3.4.2. Teacher narratives 

Many researchers in the field of education have discovered the value of narrative 

as a unit of analysis, and this wealth of knowledge will only be touched upon in this 

review. Whether referred to as cases (Shulman, 1992) or practical arguments 

(Fenstermacher, 1994; Richardson, 1994), narratives allow core beliefs to rise to the 

surface. The construction of a narrative is always informed by the theoretical perspective 

of the teller. This holds true for the student, the teacher, or the researcher 

(Gudmundsdottir, 2001). 

Carter (1993) identifies the value of "story" as a mode of knowing that informs 

teaching priorities. Narrative is a powerful organizational tool that lends itself to 

teaching. It can help the teacher make sense of the curriculum and aid student learning by 

situating new information into their cultural context. Narrative research has made its 

largest impact in teacher education, where it is used to understand how teacher beliefs 

and experiences shape and inform practice (Florio-Ruane, 2001; McWilliam, 1994, 
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Ritchie & Wilson, 2000). Work such as Clandinin and Connelly (2000) provides 

researchers with the methodological structure for this research. 

The narratives of language teachers and learners provide rich data on identity 

negotiation and cultural accommodation (Kouritzin, 1999, 2000; Lemberger, 1997; 

Pavlenko, 1998, 2001). Bell (2002) comments that examining the stories of learners from 

other cultures can help ESL educators become aware of the underlying assumptions of 

their students. 

Narrative inquiry is not without its critics. Because this mode of analysis depends 

on subjectivities for interpretation of meaning, it can be viewed as a less empirical 

method for gathering data. Phillips (1997) calls on researchers to ensure that narratives 

are "true" by providing sufficient contextualization and appropriate interpretive 

frameworks. Huberman (1996) reminds researchers to keep narrative inquiry on teaching 

close to practice and the authentic lived experiences of teachers. Of critical importance 

are the ethical issues that surround narrative inquiry. How researchers balance their 

interpretations along with the accurate portrayal of participants' lived experience is 

delicate, particularly because they often involve friendships that develop between the 

researcher and the participants. 

From a praxis perspective, Macedo and Araujo Freire (2001) have concerns about 

the direction of narrative inquiry in teaching. Although teacher narratives often claim to 

be liberatory and praxis-oriented because they balance reflection and action, these authors 

feel this perspective reduces Freire's epistemological dialogue to a vacuous, comfortable, 

"feel-good" zone, a mere conversation about individuals' lived experiences. When this 
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kind of research is done with dominated groups, Macedo and Araujo Freire question 

whether this does any good beyond making the oppressed feel good about their 

oppression. They suggest that the sharing of experiences should not just be psychological, 

but have a political and ideological analysis as well. As they state, "The sharing of 

experiences must always be understood within a social praxis that entails both reflection 

and political action" (p. 108). 

One research study that meets Macedo and Araujo Freire's challenge is Monzo 

and Rueda (2003; see also Rueda & Monzo, 2002). By using a funds-of-knowledge 

approach (Moll et al., 1992), the researchers examine whether bilingual paraeducators, 

who are often part of the communities that children come from, can use their beliefs and 

experiences to transform the curriculum to bridge children's home and school 

experiences. Although they found numerous mitigating factors that prevented this 

transformation from taking place, their critical approach to research on paraeducators' 

life narratives is an excellent example for the present study. 

3.4.3. Second language writing 

In their final report on improving the education of English language learners, 

August and Hakuta (1998) suggest that researchers should focus more on second 

language writing, for this is one of the biggest gaps in the research literature in this area. 

There is significant research on children's writing, yet the research on how to develop 

writing in young second language learners is still limited (Enright & McCloskey, 1988; 

Freeman & Freeman, 1992, 2000; Hudelson, 1989; Johnson & Roen, 1989). August and 
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Hakuta (1998) also claim that we can establish the necessary basis to develop second 

language literacy, and identify optimal interaction for literacy based on students' prior 

background. As I discussed in the section on first and second language interaction, 

defining this optimal interaction is difficult; however, the gap in research in this area 

exacerbates these difficulties. 

Research on children's writing provides us with important insights on the social 

nature of learning to write. Florio-Ruane and Dunn (1987) point out that meaningful 

writing experiences are often only available to the most able writers, not to the ones who 

most need educational practices to be relevant. In other words, those who come in most 

prepared for school-like literacy are the ones who receive the interesting assignments, 

and the more rote-like aspects of language are emphasized with students who already feel 

marginalized by decontextualized school activities. Valdes (2001) found similar results. 

While there was little difference in the feedback that was given to ostensibly "low 

achieving" and "high achieving" third grade writers (limited to mechanics and spelling), 

there was a difference in the quality of the writing tasks assigned. Valdes recommends 

that teacher educators help teachers to give quality feedback, for her research shows that 

by fifth grade, it is too late to shift away from surface corrections and develop writers 

with a sense of audience and purpose—students will have lost the passion for writing 

already. Valdes concludes that teachers must be "liberating managers" who are 

passionate about writing. 

Several dissertations have addressed the literacy acquisition of non-native 

speakers of English in elementary school classrooms, such as Loper (1995) on oral and 
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written acquisition using holistic literacy instruction, and Orellana (1994) on gendered 

literacy in two bilingual classrooms. Halsall's (1985) dissertation also asks for young 

children's (six to ten years old) views on the writing process. Also, Hernandez (1999), 

working with Guadalupe Valdes at Stanford, examines the writing proficiencies of non-

native English speakers in the fifth grade. In the higher grades, Huang's (1995) study 

looks at the correlation between biliteracy and self-esteem by Mexican American eighth 

graders, and EvangeHsta's (1988) dissertation examines 11'*' and 12"' grade students' 

perceptions of their own growth in writing. 

All of this research points to the significant growth in our understanding of the 

contribution of the first language to second language writing development; a growing set 

of studies has examined these writing processes at the college level (Harklau, 1999; Leki, 

1992; Mahn, 1997; McKay, 1984; Raimes, 1985, 1994; Rodby, 1992, 1999; Silva & 

Matsuda, 2001). For example, Leki (1992) discusses attitudes and motivations of 

international university ESL students. She points out that the move towards process 

writing places the emphasis of instruction on "how to write" and less on linguistic 

competence. For this style of teaching writing, the students with strong first language 

writing skills will have more resources to draw from, since they already know how to 

write in their first language. There are also several dissertations on writing process 

awareness at the college level, such as Johnson's (1985) dissertation on composing 

processes of college-level ESL students, and Oates (1999), who compares literacy as an 

everyday practice in high school, community college, and university writing classes. 
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Another question that needs more research is how to develop writing for ESL 

learners without reinforcing the privileged status of English. This has been considered by 

researchers who examine linguistic imperialism (Pennycook, 1994, Phillipson, 1992, 

Skutnabb-Kangas, 2000). These researchers are joined by others who believe that there is 

a way of teaching English that is both transformative of people's lives, and of the world 

in which they live (Ada, 1995; Freire, 1989; Walsh, 1991). The structure and content of 

this dissertation should provide researchers with a model for future work in this vein. 
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CHAPTER FOUR 

METHODOLOGY AND PRELIMINARY QUESTIONNAIRE 

In this chapter, I will describe the research design, participant criteria, and data 

analysis used in this research. I will explain how the data were selected and gathered in 

order to identify the four participants' ideologies about language learning. I will also 

report on the preliminary data gathered through a questionnaire administered to four 

undergraduate classes (N==52). The questionnaire data establish a baseline on the beliefs 

and attitudes about language use of preservice bilingual teachers in this community. They 

also serve as a frame for contextualizing the central data of this study: the in-depth 

interviews and classroom observations. 

4.1. Description of the study 

4.1.1. Research goals 

The original research questions were the following; 

1) How do preservice bilingual teachers in Arizona approach teaching second 

language writing in English? What contextual and personal issues are most 

salient to their developing writing pedagogy? 

2) In what ways do Spanish dominant bilinguals use their LI literacy to 

accomplish college-level academic tasks in L2 (English)? 

3) How does this critical language awareness inform the way they teach 

writing to elementary school students? 
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Throughout the study, I reflected on these questions and their appropriateness to 

the setting, data being gathered, and concerns of the participants. I found fewer data were 

available on their attitudes about writing and writing teaching, but more information was 

emerging on their motivations and survival strategies as English language learners. From 

these data, their language ideologies were identified, as documented in the following 

chapters. The following questions address this new emphasis on identifying language 

ideology: 

1) What are the critical contextual features of becoming a bilingual teacher 

in Arizona? How does the U.S. history of Spanish and English language 

use, along with the current political restrictions created by Proposition 

203, affect current preservice teachers' beliefs about language learning? 

2) What are the key literacy experiences of the four in-depth cases that 

influence the way they instruct and interact with bilingual students? 

3) Specifically, how do these salient contextual features factor in to their 

understanding of the role of the first language on second language 

literacy? 

The first research question was addressed through contextual analysis and the 

preliminary questionnaire. The contextual analysis consists of interviews with teachers 

and administrators who work with the Puentes program, analysis of Puentes and other 

related documents, and a review of the literature on the history of bilingual education in 

the United States. The preliminary questionnaire, "Preservice teachers' beliefs and 

attitudes about language learning and use," establishes how students in undergraduate 
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bilingual education courses use Spanish and English with their families and friends, and 

how they view the uses of English and heritage languages in elementary-level instruction. 

The second research question focuses on the lived experiences of the four main 

participants in the study. Through in-depth interviews, I learned about their childhood 

experiences with literacy, the challenges they faced learning English and accommodating 

to living in the United States, as well as their work history and how they came to their 

current teaching position and the Puentes program. 

The third research question was addressed through the interviews and 

observations. Through the interviews, I identified their beliefs and attitudes about how 

learning takes place in themselves and in their students, particularly in the context of 

English language writing. To see how these beliefs and attitudes factored into their 

teaching, I observed their interaction with elementary-school students in reading and 

writing activities in English and Spanish. In addition, supporting documentation such as 

their college papers, translated school announcements, and student work provided support 

for how these beliefs and attitudes influenced their practices as writers and teachers. 

4.1.2. Epistemological orientation 

In order to find answers to these questions, I adopted a praxis-oriented theoretical 

framework for this investigation (Lather, 1986). Rossman and Rallis (1997) define two 

basic continua within a qualitative research paradigm; subjectivity versus objectivity, and 

radical change versus status quo. It was not difficult for me to place myself more toward 

"subjectivity," or defining truth as based on individual experience, also referred to as 
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"constructivism" or "interpretivism" in the literature (Lincoln & Guba, 1985). The 

challenge for me was situating myself on the "radical change vs. status quo" continuum, 

which asks whether society is essentially oppressive and contradictory, or orderly and 

predictable. After struggling with the implications of adopting a research perspective that 

challenges the structures of domination and oppression, I adopted what Rossman and 

Rallis term a "radical subjectivist paradigm" for my research (1997, p. 35). 

Lather's (1986) term, praxis-oriented research, articulates this perspective more 

fully. Praxis-oriented research is post-positivist because it involves the research 

participants in a process of inquiry, which is democratized through negotiation, 

reciprocity, and empowerment. According to Lather, researchers with this orientation 

".. .consciously use our research to help participants understand and change their 

situations" (p. 263). In this study, I wanted to document how the participants viewed 

Spanish as contributing to English writing development, and I also wanted the 

participants to be better able to articulate the value of Spanish in increasingly English-

only schools. Not surprisingly, their responses were different from one another and from 

what I expected, but they were also influenced by the way I articulated language values 

as their teacher and confidante. This interaction between researcher and participant is an 

appropriate outcome for praxis-oriented research. 

Lather (1986) presents praxis-oriented researchers with a clear call for the kind of 

research that is liberatory without being impositional on the participants. Yet for me, this 

article also raised more questions about ethics in qualitative research that needed 

resolution. Denzin (2001) responds to this call with a developed methodology called 
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interpretive interactionism that addresses . .the relationships between personal troubles 

and the public policies and public institutions that have been created to address those 

troubles." (p. 2). While his methodology is designed for "personal troubles" such as 

alcoholism or wife battering, I am using this design to address the challenges created by 

the institutional pressure to use only English for all instruction of English language 

learners (ELLs). For Denzin, "the focus of interpretive research is on those life 

experiences that radically alter and shape the meanings persons give to their persons and 

life projects" (2001, p. 34). For all four participants, becoming a bilingual teacher was 

one of their biggest life projects. While specific events or "epiphanies," as Denzin refers 

to them, are not as salient in this study, Denzin's methodology is useful for interpreting 

the relationship between individual experience and public policy. 

Another challenge in this kind of research is consciously using our research to 

help participants understand and change their situations without imposing the ideas of the 

researcher about transforming structural inequalities onto the participants (Lather, 1986). 

It is the responsibility of the researcher to connect personal matters to larger social, 

public issues, and to draw the participants into a wider analysis of their life experiences. 

This must be done in a way that is grounded in respect for human capability to interpret 

their world and life experiences, and to negotiate this meaning between the researcher 

and the participants. 

For this study, connecting personal matters to wider social issues meant helping 

the participants identify the value of using the students' native language, Spanish, for 

academic development. The participants were already aware of the difficult political 
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situation for bilingual education. Yet they were not as attuned to their role as active 

agents against these policies. Through member-checking and participant input throughout 

the analysis process, I sought to avoid reifying my own presumptions about their lives 

and thoughts on these issues. 

4.1.3. Case study methods 

According to Yin (2003), case studies are appropriate when "a 'how' or 'why' 

question is being asked about a contemporary set of events, over which the investigator 

has little or no control." (p. 20). Yin further defines "a case study as an empirical inquiry 

that: ~ investigates a contemporary phenomenon within its real-life context; when 

~ the boundaries between phenomenon and context are not clearly evident; 

~ and in which multiple sources of evidence are used" (p. 23). 

Stake (1995) and Merriam (1998) provide similar definitions of case study 

research. Case study research questions often develop out of knowledge gaps, and the 

question is usually refined during the research process, as it was in this study. The 

questions' scope also determines the number of participants needed and the amount of 

time allotted for gathering information. 

The case study design worked well for this study because I did not intend to 

create a set of data from which generalizations can be made about the general population, 

but to explore the knowledge gap about the way the interdependence principle is 

understood by practitioners. It also worked well to understand the "whys" and "hows" of 

first language contributions to second language learning, for we know that literacy in the 
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first language supports second language learning, but we do not know how that 

understanding is applied to teachers' beliefs and practices. 

4.1.4. Project design 

The initial formulation of this investigation began with a pilot study conducted in 

the spring of 2000. In this study, I wanted to interview university students who had been 

in bilingual education programs in elementary school. Unfortunately, it was difficult to 

find these students at the University, so I began tracing them through the local school 

systems. I found out that students who begin their schooling with limited English skills 

and continued to pursue higher education after completing high school usually enrolled at 

community colleges after high school. For a much smaller group of students, it was 

economically feasible to continue on to a university to complete a bachelor's degree. 

Through a colleague in my department, I located a freshman who was willing to 

be interviewed. This young woman was a balanced bilingual who had learned to read and 

write in Spanish through a Spanish for Native Speakers program at her high school. I was 

particularly interested in her writing development in college courses, and asked about her 

literacy development, how being bilingual affected this development, and how it effects 

her writing in English today. I found that Spanish was an important part of her identity, 

but she did not see Spanish as playing a significant role in her English language 

development. She was uncertain if she was in a bilingual program as an elementary 

student, but could not recall using Spanish in school for literacy until high school. 



After this interview, I began to question whether I was assuming that academic 

Enghsh would be challenging for bilingual Latinos. The young woman I interviewed was 

engaged during our discussions about her visits to Mexico and her participation in 

folkldrico dancing, but my questions about English writing seemed less relevant to her. 

This research experience showed me that I needed to develop specific participant criteria 

so that my questions would be appropriate for the population. 

Through the literature review and data interpretation of this interview, I began to 

understand the complexity of this bilingual setting. While a few Mexican Americans in 

the area of investigation found opportunities to gain literacy skills in Spanish, the 

English monolingual structure of schooling in the United States did not allow most 

Mexican Americans in Arizona to gain the social and cognitive benefits of bilingual 

development that are so fundamental to the interdependence principle. In order to focus 

on this principle, recent immigrants were a more appropriate choice. 

In addition to conducting three interviews using Seidman's design (1998), I 

wanted to videotape writing conferences with teachers or tutors and collect survey data 

from a larger pool of native Spanish speakers at the college level. In May of 2000,1 

taught an intensive six-week course in ESL writing for several Puentes students. These 

students were taking the course twice a week in addition to the class in which they were 

currently enrolled. From that point on, it was clear to me that the women I was teaching 

would make excellent candidates for extended research. 

After the course ended, I continued to work one-on-one with a woman in her early 

fifties who had moved to Arizona from Mexico three years before. She was having severe 
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difficulties in expressing herself in written English for her assignments. In this study, I 

refer to her occasionally by the name Sofia. My relationship with Sofia helped me 

develop the questions for this study, and I expected that she would be one of the 

participants. Yet I also wanted to include other preservice teachers from outside of the 

Puentes program. My experience with Sofia and the other students in the ESL writing 

course gave me confidence that using college students in bilingual education training 

would provide the richest information for this study. 

Ultimately, I adopted a three-pronged approach to gather the data; questionnaires, 

interviews, and observations. The questionnaire provided baseline data for me to 

contextualize the interview and observational data (see section 4.4.), and to identify 

volunteers for the extended study. The questionnaire was administered to 52 

undergraduates in the bilingual teacher education program in April of 2001. The in-depth 

interviews were conducted in September and October of 2001 using Seidman's (1998) 

three-part interview framework. Finally, observations of the classroom sites where the 

participants were working with English language learners were conducted in February 

and March 2002. 

4.1.5. Participant selection 

Participation selection was the most difficult part of the research process for me. 

While I was identifying participants at the beginning of the 2001-2002 school year. 

Proposition 203 was being implemented for the first time across the state, and tensions 

were high among all educators working with English language learners. For this reason, 
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some potential participants were reluctant to participate in research on the uses of 

Spanish language instruction. 

Even without the presence of Proposition 203, participants would have been 

difficult to find. The original candidate pool had Puentes students and other students who 

were enrolled in the bilingual teacher education program, yet the participant criteria I 

designed limited the potential pool significantly. The participant criteria were the 

following: 

1) Spanish/English biliterates who learned to write in Spanish before they 

learned to write in English. 

2) Undergraduates who were currently studying to become certified bilingual 

teachers in the state of Arizona. 

3) Participants who were working in the 2001-2002 school year in classrooms 

with English language learners who speak Spanish. 

I had not intended the first criterion to limit participants to first-generation 

immigrants, but I was unable to obtain commitments from the four volunteers who met 

these criteria and had grown up in the United States. Most of the questionnaire 

participants met the second criterion without any difficulty; only a few students were in 

bilingual education courses as an elective. A dozen of the 52 questionnaire participants 

had volunteered to continue with the research. The first criterion eliminated over half of 

these volunteers as possible participants. The third criterion, that the participants needed 

to be working with English language learners, also diminished the number of potential 

candidates. 
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Proposition 203, as well as other limiting aspects of the structure of schooling, 

factored into this third criterion for participant selection. As I was making final selections 

for the major participants, 100 teacher's aides were laid off from the large local school 

district. In addition to the perennial lack of funds, the primary explanation for the 

cutbacks was Proposition 203, even though nothing in the law addressed how teacher 

aides would be involved in its implementation (Gassen, 2001). Two women in the 

Puentes program who were laid off were being considered for this research. Other 

pressures from schools eliminated several candidates. Sofia, whom I had been tutoring in 

ESL writing, had been in charge of the computer lab at her school. When the lab was 

disbanded to make space for more students, she was reassigned to a technical support 

position, and was no longer working directly with students. 

Obtaining access to the other bilingual teacher education students proved to be 

even more difficult. Most did not fit my "Spanish literacy first" criterion, though four 

potential candidates were identified. One man could not be reached, two refused, and one 

accepted the continued participation, but had difficulty finding time for the interviews, 

and eventually dropped out of the study before the interviews were conducted. One of the 

women who declined had been assigned to an "underperforming" school, which was 

undergoing outside intervention. Her cooperating teacher was under so much stress that 

the student teacher was concerned that she would not be able to fulfill her basic 

requirements as a student teacher. Participating in a research study would have added 

more tension to this situation, so she regretfully declined. 
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It became clear that only the Puentes students met all the criteria and were willing 

and able to participate. Elena, who was a first-generation immigrant from Panama, met 

the third criterion particularly well by teaching in her own classroom on the south side of 

the city. After visiting her at the charter school, I knew she would be a fascinating asset 

to the study. Dora, whom I had originally met during the ESL writing course, personally 

expressed her willingness to participate when I administered the questionnaire to her 

class. Gaby and Andrea expressed their willingness to participate while I was teaching 

them linguistic anthropology in July and August of 2002, although they were not sure 

they could participate because they might be laid off. Once school began, Andrea found 

out that she was reassigned to a preschool classroom, and was not sure I would keep her 

in the study in that setting. Gaby was not laid off until October, after we had met with the 

classroom teacher for the fifth grade class where Gaby had been working an hour each 

day. When she was rehired, she was assigned full-time to an English immersion 

kindergarten class, but we were able to conduct the observations in the originally planned 

setting with the principal's permission. 

Throughout the participant selection process, I had to keep reminding myself of 

the value of qualitative research. It seemed that reality was imposing itself on my 

research in unexpected ways. Data collection and analysis also presented some 

challenges, but the constraints I faced during participant selection were the most difficult. 

Boyatzis' (1998) advice, "Don't allow the rich tapestry of information from qualitative 

sources to elude or intimidate you," helped me understand that these challenges are 

integral to the nature and richness of qualitative research. 
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Method Location Dates Types of data gathered 
Questionnaire 

Interviews 

Observations 

The University 
Local schools 

Sonora Valley Elementary 
Presidio Elementary 
Carrillo Charter School 

same as above 

April, 2001 

September, 2001 
October, 2001 
October, 2001 

February, March 2002 

Likert scale questions treated 
as nominal data; demographic 
information for participant 
selection. 
Lengthy narratives about 
participants' literacy learning, 
process of learning English, 
and teaching. 
Transcribed field notes, audio 
recordings, and video 
recordings. 

Figure 4.1: Methods of Data Collection 
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4.2. Data sources and procedures 

Figure 4.1. summarizes the descriptions of how the data were gathered, which is 

explained in greater detail below. 

4,2.1. Questionnaire 

The main objective of the questionnaire was to gather information about the 

beliefs and attitudes of preservice bilingual teachers about language learning. In order to 

gather this information, I designed 31 questions about language policy, respondents' 

personal language learning background, and their opinions about the use of Spanish in the 

classroom. I used several general references about language learning practices along with 

information from my own graduate studies (August & Hakuta, 1998; Delpit, 1995; Wong 

Fillmore & Snow, 2000). The first 31 questionnaire items had statements about language 

learning; the bilingual education students selected their response from a five-point Likert 

scale. Respondents could select from 1) strongly disagree, 2) disagree, 3) neither agree or 

disagree, 4) agree, or 5) strongly agree (see Appendix B). 

The second part of the questiormaire provided me with demographic information 

about the bilingual education students. The first four questions were to be answered only 

by Spanish/English bilinguals; the other respondents were routed to the other questions 

about personal background. The Spanish/English bilinguals circled how much Spanish 

and English they used with their family of origin, and how they use the two languages in 

their current lives. The next eight questions were for all respondents, asking their class 

standing, ethnic background, and program affiliation. The final part of the questionnaire 
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was optional. I asked their name and whether they were interested in participating in an 

extended study that involved three interviews and observations at their school site. 

The respondents were a "sample of convenience" (Johnson, 1992, p. Ill) because 

they were the students in four classes that were part of the bilingual education sequence 

for undergraduates at the University. Two of the classes were from the regular bilingual 

education sequence, an ESL methods and a History of Bilingual Education course. The 

students who were enrolled in the graduate portion of the ESL Methods class were 

eliminated from the result tallies. The other two classes were from the Puentes program, 

and the questiormaires were administered at local schools where their courses were being 

held. The questionnaires were administered to each class during the first fifteen minutes 

of class on a day that was convenient for the instructor in late April 2001. 

4.2.2. Interviews 

The interviews were the most fruitful part of the data gathering process. I assumed 

a phenomenological approach to interviewing, following the work of Van Manen (1990) 

and Seidman (1998). In particular, I adopted Seidman's perspective on interviews as a 

meaning-making process in which a microcosm of consciousness can be found in the 

words of the participants (1998, p. 1). I followed Seidman's framework in which the first 

interview focuses on the participant's life history, finding out as much as possible about 

their lives in light of the topic at hand. The second interview concentrated on the concrete 

details of the preservice teacher's present experiences. In the final interview, the 

participant reflected on the meaning of her experience. The participant was asked to 



128 

synthesize the ideas she has discussed in the first two interviews, examining how the 

factors in her life contributed to their current situation (Seidman, 1998, pp. 11-12). 

For this study, all three interviews focused on the participants' literacy 

experiences, and how they apply these experiences to their classroom practice. In the 

second interview, we discussed their writing experiences in college, how they felt about 

themselves as writers and writing teachers, and how they understood the relationship 

between first language literacy and second language writing. This process allowed the 

participants to create meaning out of their experiences and reflect upon how their beliefs 

contribute to their developing pedagogy. 

The interviews were conducted at the schools where the participants worked full 

time. The three interviews took place within two weeks of each other, which allowed for 

some reflection time without losing track of our conversational threads. All of these 

interviews were transcribed and coded to identify salient themes among the data. 

4.2.3. Observations 

The goal of the observations was to see how the participants used their beliefs and 

attitudes about language learning in interaction with elementary-age English language 

learners. I conducted five naturalistic observations at the sites where the participants 

regularly worked. In Andrea's case, she was working with preschoolers, some of whom 

were monolingual in English, others who spoke English and Spanish, and some Spanish 

speakers who were learning English in that classroom for the first time. Gaby's 

observations were conducted in the fifth grade bilingual classroom where she had been 
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working at the start of the school year. Her work in that classroom focused on the English 

literacy development of three Mexican immigrant girls. Dora was observed working with 

five second and third graders who needed additional support for reading in English and 

Spanish. Elena was observed conducting her language arts lessons with first and second 

graders. One-third of her class could be characterized as English language learners 

(ELLs), and while all of the ELLs spoke Spanish as a first language, very little Spanish 

language support was used. 

For the first observations, data were gathered by taking notes on the activity in the 

classroom. Later observations were audiotaped, and one or two sessions were videotaped. 

By conducting five observations, the students grew accustomed to my presence in the 

classroom. Taking field notes was not obtrusive, but the presence of the audio recorder 

was noticed by some students, and all of the students were aware of the digital video 

camera. Following the human subjects procedures of the district and the university, I 

needed to obtain signed permission from each of the students and their parents or 

guardians in order to videotape the children. This elevated the children's anticipation and 

awareness of the video camera. Despite this interruption in the regular flow of activity, 

the data in video form was extremely valuable to my analysis of the participants' 

practices with English language learners. 

4.2.4. Supporting documentation and contextual interviews 

In addition to the questionnaire, interviews, and observations, I collected 

supporting documentation throughout the research process. As the instructor for the 
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Puentes course for Cohort 1 in linguistic anthropology and English 101 and 102,1 

requested permission to use some of the written assignments in my analysis. These items 

were ultimately beyond the scope of the study, but the transcript of a presentation given 

in Spanish by Andrea in linguistic anthropology is included in the analysis of her case. 

For all four participants, writing samples were collected and evaluated. 

In addition, I conducted several contextual interviews to include the perspectives 

of important stakeholders from the research settings. Three administrators of the Puentes 

Program were interviewed, two teachers of Cohort 2 were interviewed to balance my 

broader perspective from my teaching of Cohort 1, and two educators were interviewed at 

Sonora Valley Elementary when an event took place in the fifth grade classroom that 

needed clarification. These interviews were used as references to support my analysis of 

the primary data. 

4.3. Data analysis 

Data interpretation was an ongoing effort throughout the research process. In 

order to ensure external validity of this investigation, the four cases were analyzed 

separately first, then cross-case comparisons were made to enhance the interpretations of 

the data. Specifically, I analyzed each data source in the following ways. 

4.3.1. Questionnaire 

There were three parts to the questionnaire: Likert scale responses to statements 

about language learning, demographic information, and an opportunity to volunteer for 
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the extended study. The Likert scale items were tallied, and the percentage for each of the 

five-point responses was totaled. Separate tallies were maintained between the bilingual 

education students (N=26) and Puentes students (N=26) to identify any significant 

differences between the responses of the two groups as a whole (these results are reported 

in section 4.4). The demographic data were treated as nominal data, with the responses 

totaled for the two groups. Finally, the names of potential participants were compiled, 

and the students who met the participant criteria were contacted. 

After reviewing the raw data, I concluded that the limitations in the design of the 

questionnaire did not allow me to draw conclusions from most of this data. Instead, I 

categorized the questiormaire items and discuss them in section 4.4.2. later in this 

chapter. 

4,3.2. Interviews 

The audiotapes were fully transcribed, then in the months following the 

interviews, I coded the data to determine themes for each individual. After multiple 

readings of the transcripts, the data was grouped into categories that described the topics 

that each individual addressed. I developed a list of topics and sub-topics for each 

participant, and brought these lists, along with a copy of their transcripts, to each 

participant for member-checking. During this meeting, I asked the participant questions 

about how I would portray them in the narrative. For example, Andrea did not want to 

share much about her family dynamics, so I asked her in this meeting if she saw parallels 

between her life and Cinderella. Her response, "Yes, but there was no fairy godmother to 
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come and take me away," was included in the final narrative. In Elena's case, I met with 

her twice in order to discuss examples of her writing, confirm details about her life, and 

clarify her conflicting ideas about bilingual education. 

After the member-checking meeting with each of the four participants, I 

constructed categories to identify common themes among them. This process is described 

by Merriam (1998): "Devising categories is largely an intuitive process, but it is also 

systematic and informed by the study's purpose, the investigator's orientation and 

knowledge, and the meanings made explicit by the participants themselves" (p. 179). In 

this case, I posted six themes that were common to all participants on a white board in my 

office, and referred to these themes as I sorted through the data. 

The six themes that emerged originally remained salient after reviewing the data, 

but ultimately, a seventh theme, conflicting language ideologies, emerged as an 

overarching theme. Each theme is described below, along with an example from the data. 

1) The value of reading at home: As we discussed their literacy histories, the 

participants often identified reading with family in their home as significant. 

Andrea described her home in this way: "There was a lot of reading going on in 

this house because back then we didn't have TV; we had a radio but we'd just 

listen to music or the news, but usually more reading." 

2) The inter-relatedness of reading and writing: Participants would talk about 

how reading influenced their writing, and less often, how writing influenced 

reading. Dora commented, "Writing is something that has always, always been 

hard for me, including in my own language." She dreaded writing in English 
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when she began taking college-level courses at the Community College, but when 

she started the Puentes program, "The first class that we had was humanities and 

it wasn't really hard for me." She added that the reading materials were familiar 

to her from her literature studies in high school. 

3) "Learning by doing": When we discussed how participants had learned to speak 

and write in English, to teach ELLs effectively, and other practices, they often 

described learning this "on the job," or as they performed these tasks. For 

example, this was how Elena described learning that bilingual children can write 

in both languages, "What I did in Illinois was first they would write sentences in 

English, and I told them, put it in Spanish. And they did it; that is what I 

discovered. Nobody taught me that, but I discovered it myself" 

4) Empathy with children who are lost: This theme related most directly to 

monolingual Spanish-speaking children who were immersed in English-speaking 

classrooms with no Spanish language support. It also came up in discussions 

about cultural disorientation, such as first arriving in the United States and 

transitioning between languages. Gaby named this sense of empathy as one of the 

reasons she supported bilingual education: "I'll do whatever I can to support 

bilingual education. Because I've seen a lot of kids crying in the first and second 

weeks of school, feeling like they're lost and not understood because they don't 

understand what the teacher says." 

5) Overcoming limited choices: The participants had faced many challenges in their 

lives, such as parents who tried to limit their choices, societal pressures to focus 
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on marriage and family, and language and cultural barriers when they came to the 

United States. Elena reflected on her early career choices in Panama, "Over there, 

you either are a teacher or you are a secretary when 1 grew up. I knew that I didn't 

want to be a secretary, so it just left to be a teacher because there was no money to 

be a scientist." To overcome these limitations, she supported herself through 

teaching to earn a degree in engineering so she could join her father and brothers 

as a land surveyor. 

6) Juggling the roles of student and teacher: As we discussed the lessons learned 

from being a student and how they applied to teaching, I found that maintaining 

these multiple roles was a central part of participants' lives in the past and the 

present. As Elena stated, "I have always done that, been kind of a teacher and a 

student at the same time." This category expanded to include the numerous other 

responsibilities these women maintained. 

7) Competing language ideologies; The participants expressed ideas about 

language that had developed in the United States and in their home countries in 

Latin America. Often these opinions were rooted in disparate ideologies that were 

not conscious to the participants, but in Dora's case, she had reflected on some of 

these differences: 

For me as a bilingual person, I think there's more values and more 
opportunities to do several things if you are bilingual. [But historically] in 
this country they don't agree with bilingualism and there's a lot of critics 
about that because this is the only country that wants to kill the 
bilingualism. They want to everybody to speak English. 
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After identifying these themes, the interviews were transformed into written form. 

Following Seidman's (1998) suggestion that the researcher use the words of the 

participants in the written report, I grouped each quote into categories for each 

participant, and then added transitions using my own voice. 

When the participants viewed their transcripts during the member-checking 

meeting, each participant expressed a strong desire that I correct any inconsistencies in 

their oral speech. The participants were fluent in English and the errors in their speech 

were not noticeable (and, in many cases, the errors were much like those regularly made 

by native English speakers), yet when their words were transcribed the irregularities were 

obvious to the reader. Following their request, I made the final written form 

grammatically consistent for verb tense and subject-verb agreement, and provided some 

deictic markers and other cohesive devices. When any words were added to their 

narrations, these were marked in brackets. 

The analysis of the interviews continued during the writing (Denzin, 1995; 

Richardson, 2000). I found that the meaning-making process continued as I constructed 

the text, even when I was using the participants' own words. As Van Manen (1990) 

describes this process of transferring human reality to written analysis, "Human science 

meaning can only be communicated textually—by way of organized narrative or prose. 

And that is why the human science researcher is engaged in the reflective activity of 

textual labor" (1990, p. 78). The meaning-making process for the observations was quite 

similar as I developed written text from my field notes and transcripts. 
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4.3.3. Observations 

In order to process the observational data, I recopied the field notes and 

transcribed the audio and video tapes. In addition, each observational report needed to be 

"fleshed out" in order to describe the details of the classroom activities. Ancillary data, 

particularly photocopies of students' work, helped identify details that could not be 

captured on audio tape or field notes. The videotape transcripts were examined multiple 

times, looking for significant events. I made a topic transcript for every five minutes, 

from which I had planned to identify a small section to analyze in detail, creating a 

phonemic transcription and analyzing this data using conversation analysis (Hutchby & 

Wooffitt, 1998; Jordan & Henderson, 1994). However, I found the data needed to be 

reported in their complete form in order to analyze them fully. Video data were presented 

in the same manner as the other observations, to recount the activities that took place 

during the observations. 

As the observations were transformed into narratives, data that were not relevant 

to the analysis were omitted, and certain elements of the observations came in focus. One 

example of this focus was Andrea's emphasis on teacher-driven discourse, or interaction-

response-evaluation (IRE) questioning. After I rewrote the details of the five observations 

for each case, I constructed an analysis based on the salient aspects of these interactions 

that was separate from the analysis of the case as a whole (see sections 5.3.3., 6.3.3., 

7.3.3., and 8.3.4.) Observation data were also included in the synthesis of each case, 

particularly the ways in which the seven common themes were also expressed in the 

observations. 
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4.4. Questionnaire results 

As stated in section 4.3.1., the questionnaire results were most useful in helping to 

define the contextual features of the four participants' lives. The findings from the 

questionnaire will be relevant to the way I address the first research question in the final 

chapter. First, I will discuss the original intent of the questionnaire, then present its 

results and conclusions. 

4.4.1. Original intent of the questionnaire 

In the original design of this study, the questionnaire was the first of three 

methods of gathering data, all of which were of equal importance. I had hoped that this 

balanced, three-pronged approach would create "triangulation" and provide more validity 

for the study as a whole (Merriam, 1998). However, I found that the questiormaire items 

were difficult to design so that the meaning of the response was clear. 

Labaw (1980) discusses the challenges of creating a common meaning between 

the researcher and the respondent. She describes the ultimate goal of a questionnaire to be 

".. .a means of letting the respondent tell the researcher truthfully and as accurately as 

possible what the respondent knows, thinks, feels, and does" (Labaw, 1980, p. 144). This 

goal is thwarted by the volatility of attitudes, the complex and fragmented relationship 

between attitudes and behavior, and what Labaw describes as "the problem of 

consciousness" (p. 65) that respondents may not be aware of the meaning and 

implications of their answers. This is particularly a problem for closed questions such as 
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items using a Likert scale. However, Cox (1994) suggests that the potential problems of 

using scales can be circumvented by making sure each item fits the scaled responses, 

aligning the scale so that each point is evenly-spaced, and closely watching wording and 

vocabulary. 

Bertaux and Thompson (1997) critique the widespread use of statistical survey 

data in research on social mobility, such as migration, employment, and family life 

decisions. They state, "The survey method is condemned to remain blind to core aspects 

of the very processes which it aims to investigate; which is why the approach of case 

study—which, conversely, also has its own built-in limits—is vital for the full 

development of the field" (1997, p. 6). Although this study does not address social 

mobility research per se, the critique is quite applicable to this research as well. As I will 

explain in the following section, many of the questions I wanted to address in this study 

were difficult to design as questionnaire items. Once the questionnaire was designed and 

administered, more questions arose about the accurate interpretations of the responses. 

For these reasons, the data interpretation and analysis was focused on the interview, and 

to a lesser extent, observational data. 

The questionnaire was designed in March and April of 2001. The goal was to 

identify what the experiences, beliefs, and opinions were of a larger selection of 

preservice bilingual teachers. The intention was not to make generalizations about this 

population as a whole, but to have a way of contextualizing the beliefs and attitudes in 

the interview and observational data. 
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For some topics that I wanted to address, such as the respondents' awareness of 

different language registers and discourse patterns, I could not find wording that would 

not make the item a leading question. Other items were removed from the first draft of 

the questionnaire because terminology might be unclear to the respondents. One example 

of this was the item, "I am an advocate of the process writing approach." Other questions 

were removed during the piloting phase of the questionnaire. The version that was 

administered to the four classes appears in Appendix B. 

4.4.2. Questionnaire results 

The Likert scale items fell into one of four categories: 1) knowledge-based 

questions, 2) controversial questions that revealed a range of opinions, 3) ambiguous 

questions for which the meaning of the response could not be determined 4) questions 

about individual experiences with writing. 
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Questionnaire Item Agree Neutral Disagree TOTAL 
Item #1: Older children (8-12 years old) 13% 13% 73% 100% 
acquire a second language more easily than N = 7 N = 7 

00 II N = 52 
younger children (5-7 years old). 
Item #2: It is common for students to take 63% 8% 29% 100% 
longer than five years to leam. N - 3 3  N = 4 N= 15 N = 52 
Item #5: Children whose first language is not 81% 4% 15% 100% 
English should be taught to write in their native 

(N II N = 2 N - 8  N = 52 

language before they learn to write in English. 
Item #18: Proposition 203 allows students who 77% 10% 13% 100% 
are already fluent in English to participate in 

o
 

II N = 5 N = 7 N = 50 
bilingual instruction. (2 n/a) 
Item #19: Students who are at least ten years 69% 12% 19% 100% 
old may receive instruction in Spanish or other N = 35 N = 6 N= 10 N = 51 
non-English languages despite Proposition 203. (1 n/a) 
Item #20: Teachers may be sued for refusing to 29% 14% 57% 100% 
implement the terms of Proposition 203 in their N= 15 N = 7 N = 29 N = 51 
classroom. (1 n/a) 
Item #7: The main reason to include primary 56% 22% 22% 100% 
language instruction is to improve the child's N = 29 N= 11 • N= 11 N - 5 1  
self-esteem. (1 n/a) 
Item #8:1 consider being a bilingual teacher to 25% 32% 43% 100% 
be a political choice. N- 13 N=16 ! N = 22 N = 51 

(1 n/a) 
Item #12: When I graduate, I will consider only 58% 29% 13% 100% 
those teaching positions that allow me to use II o

 

N= 15 N - 7  N = 52 
two languages with my students. 
Item #15: Developing literacy in two languages 11% 6% 83% 100% 
is an unrealistic goal for most students of N = 6 N - 3  N = 43 N = 52 
language minority backgrounds in the United 
States. 
Item #3: The current instructional policies in 33% 40% . 27% 100% 
schools are generally successful in teaching N= 17 N = 21 N= 14 N = 52 
children English. 
Item #9: An effective strategy for students who 64% 21% ; 15% ^ 100% 
are struggling readers is to assign them to 11 N= 11 J N = 8 N = 52 
teacher aides and peers. 
Item #17: In informal contexts, it is better to 60% 33% 7% 100% 
use the language variety that is most familiar to N = 31 N= 17 N = 4 : N = 52 
the students rather than the target language. 

Table 4.1: Questionnaire Results 
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The knowledge-based questions were designed from the research literature on 

language learning, and the largest variation in response correlated with the number of 

bilingual education courses the respondents had taken. The items that addressed 

Proposition 203, which severely limited bilingual education programs and going into 

effect the coming school year, also revealed whether or not the respondents were 

informed about this law. These items (numbers 1, 2, 5, 18, 19, and 20) are summarized in 

Table 4.1. 

Items 1, 2, and 5 were taken from the research literature (August & Hakuta, 1997; 

Cummins 1981). While few respondents were aware that eight to twelve year olds learn 

languages faster than younger children, more knew that academic English takes more 

than five years to learn, and most agreed that children should learn to write in their native 

language before learning to write in English. Item #5 is of particular interest to this study 

since it articulates the interdependence principle in terms that would be familiar to 

preservice teachers, and it was notable that there was no difference between the students 

in the Puentes program and those on the regular track. 

Responses to items 18-20, however, revealed an interesting contrast between the 

two groups. Students in the regular program seemed more informed about all three items. 

The Puentes students were aware that English speakers could have bilingual education 

(88% agreed, 0% disagreed), but a majority thought that teachers could be sued for not 

implementing Proposition 203, which was not the case (54% agreed; 27% disagreed). 

These items did not demonstrate individual opinion, but showed the knowledge 

base from which the respondent was answering. Again, I hypothesize that the difference 
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between the two groups was due to the fact that most of the students in the regular track 

had taken more bilingual education courses than the Puentes students. 

The second group of questions was more controversial, and responses showed a 

wider variation (see questionnaire items 7, 8,12, and 15 in Table 4.1.). Unlike the first 

group of items, a number of people selected the middle, or third choice, on the Likert 

scale. There were not significant differences between the two groups in their responses to 

these items. These items demonstrate a moderate degree of emphasis on bilingual 

education for children's self-esteem, and ambivalence towards the recognition of 

bilingual teaching as a political choice. Respondents did have confidence, however, in the 

potential of children to develop literacy in two languages. 

While the large portion of respondents for the former items who marked "neither 

agree nor disagree" could be interpreted to express ambivalence, the results for the third 

group of items were harder to evaluate (see items 3, 9, and 17 in Table 4.1.). After 

considering the possible ways that the respondents interpreted these items, it was unclear 

why they responded the way they did. For items 3 and 9, terms such as "generally 

successful" and "effective strategy" were too broad; also, the responses to these items 

would depend significantly on the circumstances in which they occur. Item 9 was 

discussed in Wong Fillmore and Snow (2000); they recommend that struggling readers 

should not receive assistance from teacher aides or peers, because the authors felt that 

only the accredited teacher had the skills to handle the complex difficulties that 

struggling readers face. Despite the bilingual education students' concurrence with the 
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research in knowledge-based questions, for this item, most felt that teacher aides and 

peers could help a struggling reader. 

The ambiguity that the responses exposed in item 17 was intriguing to me. 

Choosing which language to use at each moment of the day is one of the most 

challenging aspects of bilingual teaching. I was picturing teachers using the target 

language in informal contexts as an excellent opportunity to develop the students' 

conversational abilities in that language. Yet another interpretation could be that the 

teacher uses the language that is more familiar to the student in informal contexts to 

relate to them more effectively. I suspect that the latter interpretation was in the 

respondents' minds, since only 8% disagreed with the statement, demonstrating a 

preference for the use of the familiar language in informal contexts. In addition, the 

respondents might not have been familiar with the term "target language." 

Items 22 to 31 are best described as part of a separate fourth category. These 

items identify personal preferences about writing and prior experiences with writing in 

and out of school. These items show that the respondents had positive feelings about 

writing and their experiences with writing. The only significant difference from the data 

was that Puentes students reported less positive associations with writing as children. 

Further analysis of these results will be explored in future work. 

4.5. Summary of methodology 

This chapter has presented my approach to qualitative case study research. 

Because the questiormaire data became less relevant to the results and conclusions of this 
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study as a whole, I have included them here to help define the study's scope. The results 

from the interviews and observations enabled me to draw conclusions about issues of 

greater depth than the participants' attitudes about writing in English. The participants 

shared their inner motivations for coming to the United States and building lives of 

purpose for themselves and their children. The following four chapters present these data 

in the voices of the participants, along with my analysis of the meaning of these 

narratives. 
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CHAPTER FIVE 

PARTICIPANT NARRATIVE AND OBSERVATIONS CASE ONE: 

ANDREA MARTINEZ 

5.1. Introduction 

Andrea Martinez^ is in her mid-40s, and is divorced with two children. Her 

younger son is 21 years old and lives in Pennsylvania where he works with his father; her 

daughter is 26 and lives with her. Her daughter works in a bilingual position at a private 

hospital. Andrea and Gaby have been good friends since Gaby started working at Sonora 

Valley School ten years ago. Andrea has been at the school for 16 years and has been a 

teacher's aide at every grade level. Andrea is a handsome, confident woman, always 

dressed fashionably with make-up. She is friendly and vivacious, and a very enthusiastic 

student. She is in Cohort 1 in the Puentes Program, and will complete her degree in 

December of 2004. 

5.2. Andrea's Story: "The barn was my escape" 

5.2.1. An early love of reading 

When I asked about her first literacy experiences, Andrea's lifelong love of 

reading was immediately apparent. At a very early age, she "pretended" to read. "When I 

was three, four years old I would not read, but I loved to go to the books and take pictures 

and try to make stories. I'd make stories from each picture that I would see. It wasn't 

reading, but for me it was reading back then. I thought [books were] written by the one 

' All names in the interview narratives have been changed to pseudonyms. 
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who read the stories, using each picture I'd see. Books were, something good to me. And 

'y 
I realized afterwards that those were words that I'd see." 

Andrea grew up in rural Northern Mexico on her family's farmland. In the 

evenings when the work of maintaining the farm was through, she remembered everyone 

in her large family reading. "There was a lot of reading going on in this house because 

well, back then we didn't have TV, we had a radio but we'd just hear it at night. We'd 

listen to music or the news, on the radio, but usually more reading." When I asked her 

what materials were read, she said mostly magazines or novels. 

Andrea has a strong preference for reading news, history, or anything that tells 

about real life. This preference came up frequently throughout the interviews. "[Now 

when I watch TV] I don't watch just anything, I just like special programs like 60 

Minutes, 48 Hours, things like that. I don't watch it just to see anything, it has to be 

something interesting to me.. .1 read mostly everything but I also read the newspaper, 

almost every day. And I like to read magazines and detective novels. I read interesting 

news, or what's happening next week, things like that." 

In a follow-up interview, Andrea explained that she developed the preference for 

stories about real life so that they could transport her elsewhere. She lived much of her 

childhood in the fantasy world of books and stories, and liked to imagine herself in a 

different place in time. She preferred to imagine herself somewhere other than her 

surroundings. She said about where she grew up, "It was a very small ranch, and few 

people were around. I mean, we didn't have houses very close; we had miles and miles 

^ Haussler (1982) refers to this phenomenon as holistic remembering. When recounting literacy histories, it 
refers to the experience of "reading" books before one "knew" how to read. 
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before you could see another house, just the mountains. [I was in] a big family of 15 or 

16. Yes, 13 sisters and three brothers... My father was a farmer. He was very happy to 

provide for the whole family. I never remember my father saying, 'You need to do your 

work, or you need to do that.' It was something more like feeling responsible for my 

homework or reading. I remember waiting to finish my work so I could read and do my 

schoolwork." 

Andrea always felt out of place in her family, the "odd one out." "I was always 

perceived as differenf by family and their friends. She was also given the more difficult 

chores and had no one in the family with whom she had a close relationship. She recalls 

coming home late from a long walk back from school to face doing all the supper dishes 

for a family of 15.1 asked if she related to Cinderella, and she promptly agreed, adding, 

"But there was no fairy godmother to wave a wand and make it all better." She was not 

happy at home, and preferred school. She spent a lot of time in the loft of the barn, 

surrounded by straw and chickens and always books for company. "The barn was my 

escape, and the loft was my magic carpet that could transport me anywhere." 

5.2.2. Mexican school practices 

When I asked Andrea about how she learned to read, she went into detail about 

the methods used in schools in Mexico. Although she believed she probably learned to 

read at home, putting together the words and pictures in the magazines and books she 

explored, she felt the school practices were also effective and helped her development. 

She described a method called mmica, or mimicking, which employs lots of repetition 



148 

and copying from the board.^ "I remember when I went to first grade because I never 

went to kindergarten. In first grade, everything was like mimic. You know when you 

repeat everything? You know mmica? I remember our teacher wrote some sentences, 

and we would repeat those sentences over and over and over. And I remember, trying to 

get familiar with those words, and trying to fmd a coimection with those words to the 

books. That's what we always did. Like, for example, she would write ese oso es mio, o 

ese oso es de la osa."^ And we would repeat that, over and over. Although we'd have a lot 

to write, I think the plan was to not have a lot of words. We did a lot of writing, but it was 

mostly those [same] words." 

For first through third grade, Andrea went to a one-room schoolhouse nearby the 

ranch where she lived, along the same river. "The school was very small. There was only 

one room. There were probably like 12 or 13 children in first grade, then in second grade, 

probably almost the same amount. It was very well balanced, [so in all, there were] 

probably about 35. It worked so well. We learned so much from the other students. So I 

think it was an advantage for us to have one school. It was a different way, back then, it 

was so different, and it worked so well, but I don't think I missed out on anything." 

After third grade, the schools were much further away. However, she chose to go 

to a public all-girls school where she flourished. "I chose to walk further to a different, all 

girls' school. It was five miles each way, and each trip took me two hours. The closer 

school was for boys and girls; it was a combination. But I walked about thirty minutes 

' This sounds similar to description of Latin American literacy learning practices as reported in Ferreiro and 
Teberosky (1982) and Freire (1989). 

Translation: This bear is mine; this bear is the female bear's. 
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more in order to get to the school only for girls. It was the one I wanted to go to. I really 

enjoyed it." Andrea reported that she was well liked by her teachers and peers, and was 

often chosen for responsible positions, such as leads in poetry or theatrical presentations. 

She enjoyed the extra responsibilities, including being in charge of the class. 

Probably the greatest disappointment in Andrea's life was not being able to 

continue school after sixth grade. "Afterwards, I started at a colegio privado, but of 

course, there was a large family and they had to pay so much. And I started to, I went for 

two months but then 1 had to stop. 1 didn't have a chance to finish, because of our 

economic situation. That's why we couldn't pay, but I went still, all the time." She added 

the following prevarication so I would understand; "You know, Mexico is, with schools, 

a very different situation than the United States. [Here], if you don't have a way to go to 

school, they provide a way for you to go to school regularly. But if you don't have no 

money, that's it." While this is true for many children in Mexico, later conversations 

revealed that other sisters and brothers had gone on to secondary education without any 

difficulty. This was part of a pattern of favoritism that made life difficult for Andrea on 

the ranch. 

5.2.3. The little schoolteacher 

Yet Andrea was not easily daunted by this roadblock. She went back to the ranch 

school to help the teacher she loved, and quickly became comfortable with classroom 

responsibilities, from hauling water for the school's garden to leading class lessons. "I 

started to work in the school where I went when I was a child. The teacher let me help 
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her, and eventually, I took over the class. Actually, that was really my first job, but I 

didn't think of it as a job, I enjoyed being there, and it was like a hobby. It was how I 

managed from sixth grade." She also volunteered at the girls' elementary school, teaching 

at all grade levels from kindergarten through sixth grade. "I also taught at the girls' 

school through sixth grade. At the ranch I covered the whole classroom, first through 

third, and then when I went into the other school. I'd do the same thing with one 

classroom at the big school. When one of the teachers was absent, or she was late, I 

would need to get the principal to assign me, and we'd take over the class. She had full 

knowledge too. I'd have to show up early. [I didn't get paid for it], but I enjoyed it. I was 

having fun, and I was treated as true I think. It was interesting and I was learning. But 

really, I didn't go beyond sixth grade. It was interesting because I was not too, you know, 

I'm five-foot-five now. But I was practically a midget. I was very small." 

Andrea's education continued as she became increasingly familiar with the K-6 

curriculum and became comfortable teaching it. She always hoped she would have the 

opportunity to go back to school as a student. "I was just, waiting for [my parents to say] 

'Okay, time to go back. We have enough money.' It never happened, but I never left 

home." Sometimes she was not allowed to go to the school as punishment, and she could 

not keep herself from hoping that she would be permitted to return as a student if she 

worked hard enough on the ranch. 
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5.2.4. The goal of returning to school - Coming to the United States 

Eventually, she realized that was not going to happen, and she started considering 

other options. Her family had friends in the United States who were frequent visitors to 

the ranch. From a boy around her age, she learned about life in the United States and 

some English vocabulary. "And I would be with these friends, and when I'd have the 

chance, I'd say 'Please teach me.' Of course I would say that in Spanish, I didn't know 

how to say that in English. But I remember David sitting next to me, telling me names of 

things by the side of the river. Agua, just like a little child trying to speak. Agua, gallina, 

chicken, river, house. So for me it's like, ah, I know English." This was the extent of her 

English language instruction before she came to the United States. By the time she was in 

her early twenties, two of her sisters had gone to the United States, and she came out to 

join them for a year. It was a difficult decision because the "big city" life was so different 

for her. She eventually chose to stay because she thought it would be her best opportunity 

to return to school. "Finally, [I told them] I'm serious. I believed I might to go back to 

school. I was thinking about all these things. It didn't happen, by the way. It didn't 

happen." 

Instead, Andrea got married and had her children, finding work in different places 

such as a lawyer's office and a bookstore. "I worked in a lawyer's office, helping with 

translations, answering the phones. I didn't need much English, so I managed to get by. I 

don't know how I managed, but I did it." She sought out opportimities to learn English in 

informal contexts. "When I got here I was trying to read the newspaper, but I couldn't. I 

remember going through the newspaper with the dictionary (laughs). After I got tired 
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with that, I was just trying to start. I don't know if you're familiar with Mr. Rodgers? The 

Electric Company? Sesame Street? Those were good teachers. I think that, it's like, they 

teach you the first words like mama, papa, that helped me so much." 

Another strategy Andrea used was reading to her children out of bilingual books. 

She preferred books that had English and Spanish translations, so she could learn the 

English version. She would read both translations, or as her children grew older, she 

would have her child read one of the languages and she would read the other. "When my 

children were small, I used to work in a bookstore. I always tried to fmd bilingual books 

for them to read. When I got the first card from the library, I got bilingual books for them 

also. So when I read their stories, I would do it in both languages, reading to them. And, 

of course now, my son is 21 years old, he's bilingual, my daughter, she's 26 almost 27, 

and she's bilingual. And it helped them so much for me to do that when they were small." 

She started working at Sonora Valley Elementary 16 years ago, in similar fashion 

to her teaching in Mexico. "[My daughter started in the pre-K program], and I just stayed 

volunteering, and well, I was already inside the school, so the principal offered me a 

position. My English was very limited, but I could read more than write. But sometimes 

talking hadn't been developed. I could translate from English to Spanish very easily. I 

think reading... it pays to read a lot, huh? I did translating and the like for the 

announcements that were just in English. I still check the writing of others." She enjoyed 

the learning opportunities she had at Sonora Valley Elementary, but continued to hope 

she could return to school. In 1993, she took the GED along with Gaby Arriaga in 

English, and both of them passed it right away. 
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The principal at Sonora Valley knew of Andrea's aspirations and encouraged her 

to look for opportunities to become a teacher. "I always thought I'd look for an 

opportunity, and the principal would always tell me I needed to go back to school. About 

two years ago the principal, got something [about the Puentes Program, and she said it 

would] help the community. She said to me, 'You need to do this,' and I was so happy 

(laughs). And I asked her, 'What do you think?' and she said, 'Prepare yourself (gestures 

out) because you're going back to school.' That's what she told me. 'How about Gaby?' I 

asked. 'She's going back to school.' 'Are you sure?' I asked her. 'Be prepared.' she 

answered. And, the list came in December, but I wasn't expecting it. It was my biggest 

present ever. Because I was waiting for this for eternity and it came in December. So it 

was the biggest present ever. I told this principal how much she's done for me. She's the 

one who made my dreams come true." 

Puentes came as such a wonderful opportunity because it allowed her to keep 

working. "Because of my goal, I had tried before to go back to school. But since I was 

divorced, I needed to go to work. I mean, to have the insurance, I needed to have a 

paycheck. I needed to have something to put food on the table. I was always looking for a 

way to get back to school and yet, I knew it was going to happen but I had to make it. Of 

course, I had to work from eight to three o'clock every day. I cannot stop working. So I 

looked for something else. And I was looking at other things, but this was, the better one, 

since I'd started looking for a way to get back to school. This will be my second year 

now. I'm very lucky, very lucky. I'm enjoying it very much." 
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5.2.5. Andrea as a writer 

Whenever Andrea talked about her own literacy, she emphasized her love of 

reading, yet she is also a prolific writer. She kept a personal journal of her thoughts and 

reflections on her past. "When I remember things from my child[hood], I start writing, 

and writing and writing, about things that I wanted to happen and didn't happen, and 

things that I went through. When it comes to my mind, I just start writing, and I have to 

write a lot." 

She credited her Spanish writing skills to all the reading she does in Spanish, but 

beyond the journal, she had little opportunity to use her Spanish writing skills. Her main 

use of writing at work is translating notes to parents and other documents into Spanish. "1 

usually translate the letters from English to Spanish. In addition to what I do for the 

PACE^ classroom, I'm in charge of the bulletins and notices for the school.. .translating 

to Spanish is a very strong skill and it's going to be even better with time." 

Improving over time is a central theme whenever Andrea speaks about her 

writing. "I feel more confident every time I take a class. Thinking back to Humanities, 

[the first class I took with the Puentes Program compared] to what I'm doing now, it's a 

big improvement. And I'm very happy about it, because I have more learning coming up, 

and I like to prepare as best as possible for the classes that I want to take in the future." 

When I asked her what aspects of her writing she was working on, she 

commented on surface-level errors. "Sometimes I have to double check that I'm not 

^ PACE stands for Parent and Child Education. The program is designed for three to five year old children 
to prepare them for school, similar to Head Start. There are two PACE classrooms at Sonora Valley 
Elementary, where children attend for half of the school day. In addition, the program includes home visits 
to involve the parents. Andrea is a bilingual teacher aide for this prekindergarten program. 
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going to make the same mistake again and again. Like, for example, if I want to say 

something about language, I miss 'language' and instead put 'lenguaje.' I catch myself so 

many times, doing the same thing. Now, I always try to be more careful but before, I 

made that mistake more often. Now I go over and over, and over (laughs)." She 

concludes this discussion by reinforcing how much she focuses on improvement. "Oh 

yeah, mucho mejor. And it's going to get better, Teresa. 

I asked if she had opportunities to write in Spanish for her coursework in the 

Puentes program . "When I took a class with Dr. Halcon^ he said I prefer for all of you to 

at least try [to write short journals in Spanish]. Mine were half and half, because 1 don't 

want to concentrate in one [language]. I want to try to do both. In the class that I took 

with you last time,^ 1 summarized two of the articles in Spanish. But we don't have the 

same opportunities, like right now it's just English for American history." 

Andrea felt comfortable in most of her classes even though Spanish was rarely 

used. Again, she attributed this to her reading skills. In American history, they were 

asked to write summaries of textbook chapters, choosing topics that interested them such 

as Abraham Lincoln, Susan B. Anthony and Elizabeth Cady Stanton. She was also doing 

well on the essays for that covirse, reporting that she received the highest score in the 

class for her last essay. In general, she loved her classes and enjoyed them, even when 

they are challenging. "I just feel so excited to be there. It's a challenge, but I think 

I wondered whether this emphasis on improvement was for my benefit as her writing teacher for 
upcoming courses. I had taught her an ESL writing refresher course the year before this interview took 
place, and would be her teacher for English composition in the upcoming month. 
' Dr. Arturo Halcon (pseudonym) is the Director of Multicultural Projects at the Community College, and 
is the Puentes program representative at the college. He taught the biology course for one of their science 
requirements. 
^ I taught linguistic anthropology to the Puentes Program's Cohort 1 the summer prior to this interview. 
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everything in my life was a challenge. So [the Puentes program course sequence is] one 

more, but this is my goal, so it's not hurting me anymore. I went through the work, and 

it's not easy, I understand that, it's not easy. But if you really like something, you're 

going to make the effort, you're going to put everything aside and just keep going." 

5.2.6. Andrea as a teacher 

When I asked Andrea to define what it means to be a teacher, she had difficulty 

responding. "I think a teacher covers so much. It's not just time, a teacher is... It's hard 

to describe, because I want to cover so many things." When I asked her to describe a 

specific teacher, she immediately chose to talk about her first teacher. "My first teacher, 

well, she was like my mother. I'm never, never going to forget her. She was more than a 

teacher because she was everything to me. She was my mother, she was my counselor, 

she was my doctor, she was my, oh my goodness, that teacher, she was more than a 

teacher. She was wonderful. She's why I said to you before it's hard to describe what is a 

teacher." 

Then she also talked about some of the teachers with whom she had worked at 

Sonora Valley Elementary over the past sixteen years. "The beauty of teaching is that you 

learn from each one. First of all, I like the way some teachers have a way of doing things, 

very nice, clear and to the point. They take time to explain if the child doesn't 

understand. After those teachers explain something to the classroom, they take the time to 

go to each child and make sure that everybody understood what she is talking about. I 

love that technique. And if a child needs extra help, they get with that child, and make an 
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effort to talk to that child, even if it means asking the parents if they can come 15 minutes 

earlier, or stay 15 minutes late after school. And they can stay and I explain the child a 

little more. I like that. I like that." 

Although Andrea didn't yet call herself a teacher at the time of this study, she was 

already demonstrating some of the qualities she values in teaching. One may notice at the 

end of this quote that she admitted that often she is the one who stays before or after 

school to help a child, especially if they need assistance in Spanish. She elaborated, 

"Sometimes I even stay with the teacher because some students need help in Spanish. 

And I stay, or come earlier, to help the teacher." For Andrea, the willingness to go the 

extra mile with students and give of oneself is of utmost importance in teaching. I 

observed this attitude both inside and outside of class. For example, at the end of one of 

our interviews, a first grader from the kindergarten class she taught last year stopped by 

for hugs and conversation in Spanish. She took the time to formally introduce me to the 

student despite other day-end interruptions. 

In my experience with her as a student, Andrea was also willing to give extra 

effort. During the interview, I asked her how she felt about the linguistic anthropology 

course she had taken with me the previous summer. I was concerned about whether I had 

assigned too many graduate-level reading materials, such as Ochs and Schieffelin (1984) 

and Bartolome and Macedo (1999). She responded, "I understood them very well. 

Besides that, I try to find other books; I don't know if you noticed that I'm always trying 

to find something in the newspaper? Because I'm always trying to connect what we're 
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reading. If I'm studying a certain area like anthropology, I can't just focus myself on that 

book, I look for other articles in the computer or library."^ 

In follow-up conversations, Andrea often expressed her appreciation for my 

teaching. We had developed a close relationship through several small classes, and I had 

cultivated more personal relationships with everyone in the group in order to build their 

confidence in me as a researcher.'^ Andrea appreciates when teachers don't view their 

positions as a job, but as sharing themselves and their knowledge, and she gave the 

linguistic anthropology course as an example of that, stating that she liked the way I 

tailored the course to their needs so that it "fit together like a puzzle." 

5.2.7. Andrea on bilingual education 

While her desire to be a caring teacher who makes a difference in her students' 

lives was obvious, I asked her if there was a particular reason she wanted to be a bilingual 

teacher. She answered, "Well, I understand, and I know very well how those kids struggle 

when they speak only one language. And... to be there, to be a bilingual teacher, oh, it's 

going to be... For me it's something, that I need to be there and I need to be bilingual for 

those kids, based on the experience that I obtained for many years." 

Andrea expressed much empathy for the children who come to school speaking 

only Spanish and feeling lost. She seemed to understand their feelings of marginalization, 

^ During the linguistic anthropology course, Andrea brought in several newspaper articles related to the 
material we covered. The most memorable one was while we were studying phonemics. The newspaper 
article told the story of a waitress who was suing a restaurant. The management had promised that the 
waitress with the highest profits for that month would receive a new "Toyota." The waitress took them at 
their word and was understandably dismayed when they rewarded her with a toy Yoda from Star Wars. 
Andrea took notice of this demeaning act and saw how her new knowledge applied to the context. 

See discussion in section 1.4.1.2. on the role of the researcher, and Denzin (2001). 
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perhaps based on her experiences with her family and adjusting to life in the United 

States. This is illustrated in the following example, one of the lengthiest narratives she 

told during the interviews. "1 remember this child, he came from Mexico with no English. 

And he was very upset [because] he was in the fifth grade class with an English book and 

instruction [only] in English. But I was in that class at that particular moment. When I 

walked in I saw him, very sad. All the kids were working, and he was like 'Come here, 1 

need help'." 

"So I saw everybody working and he was doing nothing. And I said, 'iQue 

pasa?' 'iQue es tuproblema?' She mimics his response in a high voice: 'Es que yo no se 

que hacer! Yo no se!' Entonces,^^ and then I say, it was the first day of this student. He 

was in the wrong classroom by the way. He was supposed to be in the bilingual class, but 

he ended up in the English class by mistake. So, the teacher doesn't know, and he wants 

to find help, but he was not really ready to talk to someone, he was new. They don't 

know nobody there. He don't know the language, he don't know the kids, they don't 

know the teacher, they don't know the school. He doesn't know anything in that moment, 

he doesn't know English."^^ 

"So I tried to talk to the teacher, [and she said,] 'I didn't know the child speaks 

Spanish.' So that child was not doing nothing the whole hour. Nothing. So they moved 

the child to the bilingual class. Well, of course they were doing something different in 

that particular moment in the other fifth grade class. But as soon as he went inside, we 

" Translation: '"What's going on? What's the problem?' 'It's that I don't know what to do, I don't know!' 
Then..." 

Andrea shifts subjects in this part of the narrative between 'he' and 'they'. While I corrected some 
grammatical inconsistencies in her speech, I left these because it may represent her awareness that this 
story can be generalized to the larger population of monolingual Spanish speakers in schools. 
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could see the way he changed. He was a different person. 'Buenos dias. ^Como estds?' 

(Good morning. How are you?). Oh my goodness. There was a big difference, let me tell 

you. Language is something— If that child doesn't understand, he blocks everything in his 

life. As soon as another child walked in and they started talking to them the kids and the 

teacher, he was a different person. It's one of those incidents." 

Andrea saw the presence of bilingual teachers as critical to meeting children's 

needs such as the one described above. "You need to be there and see their needs for a 

bilingual teacher. It is really unbelievable how important it is to have bilingual teachers. 

If you don't see why, you wouldn't know. You wouldn't understand if you were not 

there, it's hard for you to say no, or yes, [to bilingual education]. You have to be there 

and see why it's so important to have a.... Like I always say, it's very, very important for 

you to speak a second language. I'm not saying you have to be bilingual all your life in 

the school. Right? At least until you have work, and then, go ahead and keep going. But 

you need that lift in order to be strong in both languages." 

Andrea said she values Spanish in schools because it makes the students with 

whom she works feel at home. She commented that her Puentes courses have made her 

more aware of children's needs for Spanish for cultural reasons. She sees the need to 

know the child's culture as necessary for successful teaching, and bilingual education as 

valuable because it allows for that. This became clear when I asked her what advice she 

would give to monolingual English teachers with English language learners in their class. 

"I don't know how they're going to do it. First of all, even to try without knowing [the 

language]... How [are] they going to deal with it, because they need to know their 
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culture, they need to know the language, they need to know about them before they try to 

teach that group of students. It's a must... I don't think it's possible." 

This was not the response I expected, and I pointed out to her that many 

monolingual Spanish-speaking students were in structured English immersion classes 

with teachers who did not speak Spanish. She answered, "Well, these children, they are 

going to suffer. They're not going to have someone to... to relate to. Especially the 

teacher, you know, to understand them.. .(long pause). It's not possible, but you say, it's 

going on and it's really sad. I believe English is very very important for the children, but 

they need to have something first, something strong first in the start and then they can 

develop that." 

It was clear from our conversations that she felt that the primary role of Spanish 

in schools is for the development of monolingual Spanish speakers. When I asked her 

which writing techniques she would use when she taught her ovm class, she focused on 

this concern. "Well, certainly I'm going to make sure everybody's going to understand 

what they're writing (laughs), even if I have to do it in both languages, Spanish and 

English. Spanish for those who are not, or until they get the second language." 

When I asked her why she thought that Proposition 203 passed, she promptly 

answered, "Ignorance, first of all. Because those people, maybe they just, they don't visit 

the classroom. They don't see what's going on. They don't have the experience of 

working with those children. They need to know, they need to be there to see their needs. 

Like they say the program doesn't work because this and that. Maybe they need to erase 

that program and start with a new one, a better one. But before they start out, they need to 
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see the children, they need to be there, and then from there, try to develop something for 

them. Not just changing because they want to change it. They need to know why, why 

they need to change." 

Finally, I asked her what she thought about the prospects for Spanish language 

maintenance among the Latino population of this city. She responded, "The parents are 

going to still speak their language, but maybe their children are going to lose their 

language. Like if they don't exercise their language at home, they might lose it. And I 

know for so many here that can happen, because in order to maintain the language, they 

have to, be strong at home and talk to them in their native language. And I know that so 

many people here, many Hispanics, they lose [their language] here in the United States." 

She pointed out that immigration of Spanish speakers from Mexico will most likely 

continue, supporting Spanish language maintenance in the community, but she was 

doubtful that it would be maintained through the second generation. 

5.2.8. Summary of Andrea's narrative 

Andrea's love of reading, school, and learning in general began at a very young 

age, and has been a driving force in her life. Even coming to the United States was 

framed within the narrative of seeking out opportunities to return to school. For Andrea, 

the Puentes program was life-altering because it allowed her to accomplish this long-held 

goal. 

Andrea's views about learning language were not separate from her views about 

learning in general. She believes in having an optimistic perspective about learning a new 
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language or learning to write well. As her writing teacher, I saw how her driving curiosity 

made her an engaging writer and overcame the grammatical imperfections of her writing. 

There were also grammatical imperfections in her speech, most of which I have 

removed from this narrative at her request. These unobtrusive errors could have been a 

reason for her reserved marmer during the interviews, but her English language skills 

were only a small part of this reservation. Andrea was very willing to share the fuller 

version of her childhood with me off-tape, which is not included in this narrative. When I 

conducted the member-checking several months later, Andrea was the only one who did 

not want to edit any portion of the interview transcripts. During this meeting, we were 

able to put together the aspects of her story that were needed to explain her motivations. 

In addition, because Andrea was reserved in her discussion of her childhood, this meant 

we had more time to discuss the activities in the PACE classroom, which became an 

important piece of this study. 

Andrea's perspective on the Spanish language was paradoxical. Personally, her 

first language was very valuable to her, and she usually spoke in Spanish with me when 

we were conversing socially or casually. This demonstrated how Spanish resided in the 

affective domain for her, and I often saw this confirmed in how she related to children in 

Spanish. Yet she had not given much thought about how to maintain Spanish in the 

school or the community. The conflicting ideologies that create this discrepancy will be 

discussed in section 5.4.7. and in Chapter Nine. 
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5.3. Creating a little corner of Mexico in the PACE classroom 

This section describes the activities in which Andrea participated in the 

prekindergarten classroom (PACE) at Sonora Valley Elementary. To introduce Andrea's 

role in the classroom, I begin with her words from interviews at the beginning of the 

school year. Then the second part of this section continues with a description of the 

classroom observations I conducted in February of 2002. As with the preceding section, 

my goal is to richly describe Andrea's activities without imposing my analysis as a 

researcher. Interpretations of these data can be found in sections 5.4. and 9.1. 

5.3.1. Andrea's description of her role in the PACE classroom 

I knew that Andrea had been reassigned to this program for preschoolers from one 

of the higher grades, and I was concerned about how she felt about this placement. "I 

worked in PACE before, so I was eager to go and try PACE again. I started with PACE 

16 years ago, so I love it. It's a big difference between four years old and sixth graders, 

[especially with] how you need to talk. But it's so nice. I'm so happy that I'm able to 

work with [them]." I asked Andrea how the prekindergarten classroom has changed over 

those 16 years. She commented, "[It] seems like the kids now, they are more mature. I 

mean, in the sense of they're ready to come to school. Sixteen years ago, the children [did 

not seem] mature enough to start at that age. For instance, when I started working in 

PACE, I remember seeing a lot of kids crying when the parents come and leave the kids 
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at the school. I don't know if my child was one of them (laughs).'^ I had to stay for the 

first two, three weeks, finally they hired me. But this year, everybody's ready. They don't 

want to go home when it's time to go home." When I asked her if she thought parents 

were preparing their children for school at home, she said, "I think so. And plus, they are 

more mature. I think that these times, you know things change. It seems like the 

kindergarten kids are first graders. They do so much, I don't know." 

One of Andrea's central roles was to translate for children and parents who do not 

speak English. The classroom teacher spoke some Spanish, but is not fluent in the 

language. "I'm going to do more of the translations now that I'm in PACE. In the 

classroom, we have a lot of students that don't speak English at all. Well, maybe they 

understand something, but they are not able to talk. Yet. But they'll, you know, it's only 

the third week. So, they are going to [be] like a little sponge. They are going to learn so 

fast." 

There are 16 children in the PACE classroom; four speak only Spanish, three 

speak only English, and the rest speak English and Spanish. I asked how the children are 

doing playing with each other when they do not have a common language. She explained, 

"Somehow they understand their language. Even though the other one is speaking 

Spanish or English, they can communicate. And when [there's] something [they] really 

really don't understand, they come to us. Yo no se que me dijo este nino. ^,Que quiere? I 

don't know what he said to me. What does he want? And then I try to explain to the child 

Off-tape, Andrea clarified that her daughter did not want to be left alone at school, so Andrea stayed with 
her, volunteering in the classroom. This was her introduction to Sonora Valley Elementary, and after the 
administration saw her commitment she was asked to stay on as a bilingual aide. 
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what the other child needs. Or, sometimes they just want to play a different game, and 

they don't understand. But other than that, kids get a feeling for, maybe by the actions of 

the others, they just follow. But they are so so good, it seems like every day they 

understand more." 

I asked her how they are introducing writing to the children. "We're working on 

motor skills because some of the students don't have the ability to hold a pencil. So right 

now we're trying to help those students to hold the crayons, the pencils and markers. 

They're doing drawing, and we start with their names. Like, you know, the way they hold 

a pencil. We're trying for them to do some exercises. For now, we're trying to work in 

those areas." 

Although the preschoolers were encouraged to draw and make creative 

expressions in the classroom, Andrea emphasized her attempts to get the children to write 

their names. "First of all, I suggest to Mrs. Lamarr to post their names, and she thought it 

was a good idea. So I think pretty soon they're going to be able to recognize each other's 

names. So we start with that. We have their names in front of the classroom, right there, 

next to the sitting area." In a front comer, Andrea has posted their names under specific 

classroom jobs. "Everybody's going to take a turn, every day someone's going to do 

something. Yesterday, Pablo helped me bring the pretzels. [I asked them], 'Who's going 

to do it today?' So they [are] trying to figure out who's going to be next. I think they're 

going to be able to start recognizing each other's names."''* 

The students' and teachers' names are pseudonyms. 
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When I asked her about the language choices she makes in the classroom, she 

stated, "Well, it depends in their needs. I focus on their level, for the language. If a child 

speaks only Spanish and he tries to say something in English, I help him to say that word 

in English. I don't say, 'No' this is what we're supposed to, I try to, if it's English only 

they want to say something in Spanish, I help to develop a word in Spanish. So I don't 

just go for one or the other. It depends on their needs." 

I asked if she was using the language the students were most comfortable with, 

and she agreed. She also emphasized that if the child attempted to say something in their 

second language, she encouraged them to learn, whether the second language is Spanish 

or English. "For instance, some kids, they think Spanish is like, 'whawhawha 

whawhawha' and then I ask, 'What are you trying to say?' 'Oh, I want to say, 'Let's go 

play' in Spanish, 'uhwahwahwah' you know, something like that.' And I say, 'Okay, 

'Vamos aJugar.' So see, when I see the needs, when they want to communicate in the 

other child's language, I try to help that child, even though they don't speak that 

language. 'Vamos a jugar,' 'Vamos a jugar.' So the other child says, '/ Vamos!' (in a 

falsetto voice) 'I speak Spanish now!' (laughs)." I asked if the monolingual English 

speakers are interested in learning Spanish. "Oh yes. They are so excited. Sometimes 

when I say, 'Okay, let's count: 1, 2, 3, 4, 5.' And they wave their hands and say 'UNO, 

DOS.' They want me to say it in Spanish only. They are very interested in other 

languages." 

The students in the PACE classroom were encouraged to develop language and 

literacy at their own pace, in constructivist fashion. The play activities gave them 
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opportunities to make connections between oral and written language, such as alphabet 

puzzles and blocks. One specific example from Andrea illustrates this well. "This young 

lady, she wants to show [me] a watercolor painting. And then she drew number 7 in the 

middle of all these colors. And she told me, 'Ahh! Look, it's 7! Like 7-Up!' She was 

connecting. [She went on], 'It's like 7-Up, the one that you go to the store.' And then she 

starts to develop this story. 'You go to the store, get this bottle, this soda, and then you 

see a BIG seven, like this size and it's, this is the 7-Up.' They're connecting the things 

they see, like the 7-Up. When she noticed that she draws the '7' with her watercolors, she 

told me 'That's the 7-Up!' 

In another example of children's creative activities, she illustrated how she 

encourages bilingual language use among all the PACE children. "This child, he wants to 

try to read a book, 'Brown Bear, Brown Bear' to the other child. [Even though] he speaks 

English only, he wants to try to read this book to another child who only speaks Spanish. 

So, Pablo says, 'Isaac! Sit down, sit down. I'm going to read this book to you.' And then 

Isaac just looks at him [and says], 'It's oso.' 'Bear!' [Pablo answers]. 'It's OSOV 'It's 

bear!' So they're trying to figure out what is oso, what is bear. One is saying bear, the 

other one is saying it's oso, [yet] they're talking about the same thing... After that, I went 

and talked with the boys. We found some 'Brown Bear' books in English and Spanish. 

Now, both books are their favorites, because when one is working in one book the other 

one is working in 'Oso cafe.' Now they are connecting; it's 'bear' and also it's 'oso.' 

Yes, I mean, it's those little things that are exciting for them. The other one is learning, 

one of the boys is learning 'o5o' and the other one is learning 'bear.' Now they are 
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connecting and working together, but with two different books and two different 

languages." 

When I asked Andrea what she expects the children will learn over the year, she 

focused on developing this communication. "I'm pretty sure it's going to take less than a 

year in order for them to understand each other. Even though they don't speak the same 

language, they are somehow connecting." The classroom teacher encouraged this 

informal language development, and Andrea enjoyed working with the children in this 

way. At one point when I was observing this kind of interaction, she said, "To me, this is 

not work. It's like playing all day with the children." Her main intent was to explain how 

much she enjoys what she does, but it also helps explain why she chose to do direct 

teaching during my scheduled observations. 

5.3.2, Observations in the PACE classroom 

The most dramatic aspect of my observations of Andrea in the PACE classroom 

was this stark contrast between the constructivist style of the daily classroom routines 

versus the teacher-centered style Andrea used during the scheduled observations. While I 

will focus on this difference as I describe the observations, I do not want to portray 

Andrea as being in opposition to the constructivist approach. My informal observations 

confirmed how much Andrea enjoyed participating in the young children's learning 

through the regular PACE activities, as she indicated in the above interview section. But I 

want to examine why Andrea chose to demonstrate such a teacher-centered practice to 

me, and what this tells us about her language learning pedagogy. 



The large classroom had everything a well-equipped preschool or kindergarten 

classroom needs. In the middle of the room was a carpeted area for story time or other 

large group activities. Charts and bookshelves were next to the chalk and bulletin boards 

in the front of the room. Along either side of the carpeted area were sofas where Andrea 

and Mrs. Lamarr did their plarming. Mrs. Lamarr's desk area in the far corner was filled 

with supplies. Along the same wall were the sinks and countertops, with tables for 

activities such as games or painting close by. The opposite comer had a play kitchen and 

dress-up area nicknamed the "casita." This wall held cubbyholes for children to keep 

personal items. Most of the time, the 16 children were dispersed throughout the 

classroom, playing and completing their daily activities. The classroom was next to the 

door that led out to the back parking lot area, making it very accessible for parents and 

other visitors. Sonora Valley Elementary did not have a security system, and visitors 

were expected and welcomed at all hours of the school day. 

When I arrived for the first observation in February 2002, a visiting nurse was 

finishing a demonstration on the function of the heart. The young children were 

fascinated with the plastic heart replicas they could squeeze in basins of red water to 

simulate the organ's actions, and I helped Andrea with the clean-up during the transition 

back to their everyday activities. While Mrs. Lamarr was setting children up throughout 

the room and saying goodbye to the class guest, Andrea directed four children to a round 

table by the door. 

The students were working on writing their first and last names. Andrea explained 

to me that they write their first names often, but had not worked on their last names much 
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at all. Andrea had selected the students who spoke the most Spanish, and began the 

session using English and Spanish. During the activity Spanish began to dominate the 

discussion, the children addressing Andrea in the language in which they were most 

comfortable. The children had little trouble writing their first names, but had to go to an 

easel with their full names written out on word strips to see their last names. They 

brought their names back to the table to copy them down. 

Ruben Bolete pointed out to Andrea that the "1" in his name looks like the 

numeral 1. Andrea explained that it was a small "1," and had him say each of the letters 

aloud. Then she asked him to practice writing the small "b" because he put the circle 

underneath the line, rather than to the side. When Ruben finished this task, he left the 

table with Marisa to join another activity. Another boy named Robby sat down at the 

table and asked Andrea, "What do we need to do?" Andrea explained the task to him in 

Spanish, but he responded only in English while he wrote out his full name. 

After this activity, Andrea chatted with me a little. First, she told me that four-

year-old Robby used to be bilingual in English and Spanish, but was rapidly losing his 

Spanish. She seemed concerned about the lack of structure to her lesson, explaining to me 

that the children "cannot be forced" to do an activity that does not interest them. They are 

encouraged to complete some activities each day, and writing out their names is one of 

these activities. They can also use large sheets of paper on the easel or the white board to 

practice. She also showed me some students' work displayed on the wall that 

demonstrated their creativity when they write and draw. For example, the children had 

created collages from materials they had collected on a nature walk. Andrea was 
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particularly proud of a bilingual project displayed on the hallway wall outside the 

classroom. She had placed a large title ''Lineas expresivas/Expressive Lines" over the 

artwork the children had made by finger-painting. After the children had created their 

paintings, they had dictated to Andrea what the painting represented. The children's 

descriptions of the twisted lines were intriguing, such as "It's a grasshopper. He is taking 

a nap," "Un camino a Agua Prieta " (A road to Agua Prieta, Mexico), and "All my 

family and my nana Chacha and my nana Sally." 

The second observation was more structured and included a reading activity. 

There was a substitute teacher leading the classroom that day, and Andrea had to steer 

several students who wanted to join us away from the round table, and find activities in 

which to engage them. Andrea began by having the three students, Ruben, Isaac, and 

Sara, write their first and last names again. Andrea brought out new markers, and went 

over the number of markers and their colors using the three-part sequence of teacher 

initiation, student response and teacher evaluation known as IRE questioning (Cazden, 

1988). Interestingly, the students responded with color names in English even though 

Andrea was speaking in Spanish. The following example from the audiotape shows how 

she had to encourage the use of Spanish on this topic; 

Andrea: ^Cuales son los colores? (What are the colors?) 
Isaac: Green. 
Andrea: Si, green en ingles, y espanol? (Yes, 'green' in English, and in Spanish?) 
Isaac: (no response) 
Andrea: Verde. [^Y este?] (Green. And this one?) 
Sara: Red...rojo. 
Andrea: Rojo. ^^Y ciial es este? (Red. And which is this one?) 
Sara: Blue. 
Andrea: En espaiiol? (In Spanish?) 
Sara: Azul. (Blue.) 
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By the time Andrea had the writing materials distributed, the students were 

anxious to get started. While Andrea wrote out her own first name, Sara quickly wrote 

out her name, then started making drawings on her tablet, eyeing me for approval. It 

caught her interest that I was taking notes. Andrea examined their work and pointed out 

which letters were vowels in each of their names. Then she has each of them read out the 

letters in their name. 

Next, Andrea brought out a set of photocopied books entitled 'Animales en el 

zoologico' (Animales at the zoo). She asked them, "^Quien vive en el zoologico?" (Who 

lives in the zoo?), and Ruben answered, "Los malos. " (The bad ones). Andrea asked if 

any of them had been to the zoo, but from their responses it did not seem as if any of 

them had. In the book, each page had a picture of a zoo animal, with the same sentence. 

Me gustan los (I like the...) and the name of the animal. Andrea read the first page 

aloud to them, "Me gustan los changos. " (I like the monkeys). After the first page, the 

students could predict what was written on the page by following the pattern and adding 

the name of the animal pictured. 

On the page with the elephants, Andrea pointed out the vowel "e" in elefante, and 

had them count how many times it appeared in the word. She asked the students if they 

have seen an elephant. None of them had, but Ruben answered that he has seen horses 

(caballos). Isaac read several of the pages, using the pattern and picture clues to correctly 

predict what was on the page that read, "Me gustan los leones. " (I like the lions). But on 

the final page with a picture of a polar bear, Isaac read, "Me gusta el oso, " (I like the 
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bear) even though the page read, "Me gusta el oso polar. " (I like the polar bear.) Andrea 

tried to get the students to figure out the final word, first by asking them its color. Ruben 

answered, "Blanco. AlU estdn los animales, " (White. There are the animals.), and went to 

the pile of stuffed animals to find a polar bear. Andrea called him back to the table, and 

moved the lesson on to a close, asking each child which animal they liked the best. All 

three answered, "El oso de la nieve. " (The snow bear). 

After Andrea closed the lesson, she helped negotiate who would be next to play a 

new board game. Then she returned to talk to me about the lesson. She explained that she 

borrowed a book from the kindergarten teacher she worked with last year. Her goal was 

to introduce the vowels to the children in context. She has a series of books in mind to 

introduce each vowel individually. 

Andrea used these books in the remaining three observations, often connecting the 

vowel of the day to the activity of writing their names. Andrea began the third 

observation with the book on the vowel "a." There were five children working with her 

that day—the four Spanish-dominant children, Ruben, Sara, Marisa, and Isaac, and Sam, 

who seemed to be particularly attached to Andrea. Andrea began with more IRE 

questioning, beginning with what the letter was on the cover. After they all said "a," 

pronounced in Spanish "ah," she had each one repeat it individually. On the first page 

was a picture of an airplane (avion), and the students immediately used the form from the 

previous lesson, saying, Me gustan los aviones (I like airplanes), as if that was what was 

written. In these books, there is only a word written on the opposite page of the picture to 

demonstrate the written form of the object. Sara continued using the previous pattern on 
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the next page, saying, Me gusta el anillo (I like the ring). Andrea drew their attention to 

the "a" sound, making sure all of them repeated the word, emphasizing the first sound. 

When they moved on to the next page, their high interest in the picture made it 

more difficult to focus on the "a" sound. "Rainbow!" Ruben called out, and several other 

students echoed him. Andrea agreed with them, and then asked them how to say 

"rainbow" in Spanish. Their enthusiasm waned and they did not answer. Andrea 

explained that the word is "arco iris, " but none of the students seemed to know that 

word. They accepted the new, unfamiliar word, but started to look ahead to the next page. 

Once Andrea and the students had completed the book, Andrea brought out the 

writing materials, and the students' interest was renewed. First, Andrea asked them to 

write the letter "a" without looking. They all respond quickly, and even though some of 

their circles were misshapen and others wrote an "a" that looked to me like a "Q," it was 

clear that they all knew the letter well. Next, Andrea asked them to write their names. 

They all began enthusiastically, but Marisa could not continue beyond the letter "M." She 

slapped her hand on her forehead and said, "jEs que casiya no la se! (I almost know it)," 

and Andrea retrieved the names off the easel and distributed them, although Isaac had 

already finished. 

Once they had written their names, Andrea had them circle the "a's" in their 

names, then concluded the lesson by telling them they would look at another letter next 

time. Ruben said, "Thanlc you," as he left, and Marisa helped Andrea put away the 

papers. Andrea and I spoke briefly again afterwards. We decided to videotape the next 

two lessons in order to get 30 minutes of videotape (her lessons usually run about 15 
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minutes long.) She told me that she would like to do these lessons in small groups with 

all of the children in the class, borrowing the English language version for the English-

speaking students. 

All of us were in anticipation of the next lesson. Andrea's maimer was more 

formal and polished throughout the observation. The children had started to catch on to 

the routine, and were also aware that they would be videotaped because they and their 

parents had signed the consent forms.Unfortunately, 1 had trouble getting the camera 

set up correctly, so the lesson was delayed. Eventually, Robby came over to examine the 

camera, and figured out that the only action needed was pressing the big red button to 

turn it on.'^ Then Robby left and the dominant Spanish speakers settled in at the table. 

Once everything was in order, Andrea began the lesson. 

First, she asked each of them how they were doing. Then she held up a poster she 

had made. There were four faces partly exposed, each of which had been placed in an 

envelope glued to the poster. Each face had a different expression, and the top of the 

poster was titled Sentimientos (Feelings). She explained each feeling, gesturing and 

making dramatic faces for each one. She had the students make faces for each feeling, 

which were happy (feliz), sad (triste), angry (enojado), and silly (comico). Then she 

asked them which of the four feelings described them best for that day. Marisa and Isaac 

chose feliz (happy), Sara chose comica (silly), and Ruben chose enojado (angry). Andrea 

was surprised by his selection and asked him why. "Porque me pega mi mama " (because 

This was done in accordance with the University and school district regulations. 
Robby's help is notable because he was considered one of the "problem" students whose family 

background would not support his learning in school. It was interesting to me that he could quickly figure 
out how technical equipment works; his skill demonstrated that he could easily maneuver challenges that 
were relevant to his world. 
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my mother hits me), Ruben answered. Sara interjected that he also feels that way because 

he is a guy (hombre). Andrea responded, "Eres un homebrecito y ahorita no se siente 

feliz, pero tambien feliz, a lo mejor? " (You're a little guy, and right now you don't feel 

happy, but you are also happy, aren't you?). Ruben nodded in response. Andrea closed 

this portion of the lesson by reviewing each emotion, adding that it is good to sometimes 

feel each one of them. She concluded by saying, "Pero ahorita yo los miro a tus caritas 

que todos estdn contentos, y alegres " (But right now I see in your faces that all of you 

are happy). 

Andrea passed out the new set of photocopied books and placed a set of cards 

with letters and numbers next to her. The letter on top was "a," which may have 

contributed to their next response. She asked them what letter they would study today, 

and most said "a" although the covers of their books said "e." Even though these lessons 

were a week apart, the children remembered what was covered in the last lesson and 

s e e m e d  t o  e x p e c t  a  r e v i e w  o f  t h a t  m a t e r i a l .  I n  f a c t ,  F a b i a n  f r e q u e n t l y  i n t e r j e c t e d ,  " j M e  

gustan las puertas!" (I like the doors), using the pattern from the first book the group 

studied. 

After she had each child read the letter '"e" on the front of their books, she held 

up the number "1" on a card, and asked them to find that page. "jElefante!" (Elephant!), 

Ruben called out when he opened the book to the first page. Andrea had each student 

identify the three "e's" in the word elefante. The next page had a picture of an elevator. 

"jPuertas!" Sara called out, happy to affirm Ruben's incessant interjection. The students 

seemed familiar with the terms elevador and escalera (ladder) on the next page, but when 
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difficulty with the final word, estufa (stove). Ruben identified the picture as la quemada 

(the burner), and all seemed to recognize the picture and the importance of being aware 

that it could burn you. Yet none of them could come up with the word estufa, so Andrea 

provided it for them. As Andrea summarized the lesson, Sara found the original copy of 

the book and opened it up to the page with the elephant. "jMira!" (Look!) she called out 

to Ruben, holding up the picture. Andrea quietly took the book from Sara as she finished 

closing the lesson. 

There were only three students, Isaac, Sara, and Marisa, for the final observation. 

It was a rainy late winter day, and the energy level was low for everyone. Andrea began 

by reviewing that they had already studied the letters "a" and "e," then introduced the 

vowel "i" as their letter for the day. The lesson was soon interrupted by Robby's uncle, 

who has come to pick him up early. Andrea returned to the lesson and had the students 

identify the word iglesia. While Marisa repeated the word, Sara examined the picture. 

"Eh, eh," she said to Andrea. "My brothers go right here," pointing to the church. "^Se 

van a la iglesia? " (They go to church?), Andrea confirmed, then had all the students 

focus on the "i" sound in iglesia. 

Andrea held up the card for page 2, and had them turn to the next page. She had 

them each confirm that they were on page 2. Then she explained that the little house in 

the picture is an iglu (igloo). Each student repeated the word, following her example to 

The translation of the children's exclamation is "female doctor." It is interesting to note that the majority 
of pediatricians are now women. When the children saw a medical figure who is a woman, they no longer 
assume she is a nurse. 



emphasize the "i" sound. After that, Andrea briefly described igloos: "Es una casa de 

hielo donde viven los esquimales. " (It's a house made of ice where Eskimos live). 

Andrea used the same procedure for each page turn. The next picture was a 

horseshoe-shaped object, and Andrea read the word imdn (magnet). She did not try to 

explain how a magnet works, but focused on the shape in the picture and the "i" sound. 

Except for Sara's comment about her brothers, the students took little initiative and were 

only passively involved. Marisa was enjoying receiving attention from Andrea and the 

camera, but Isaac seemed nearly asleep. The next two words, insecto (insect) and isla 

(island) evoked little interest from the students. In fact, Isaac turned ahead to the blank 

last page, and when Andrea asked him to go back and point to the "i" in isla, he did so 

with a wide arc from his arm. 

His interest perked up when I suggested they do some writing. Andrea went over 

the color names again as the students selected their markers. Marisa began before the 

others and started her name in the middle of the page. Andrea reminded them all to start 

at the top left corner of the page, and turned Marisa's paper over. While the others wrote 

their names, Andrea helped Marisa find her name on the easel. When Marisa had finished 

writing her name, Andrea held up the card with the small "i" and asked them to circle the 

"i's" they could find. "Seis letras tengoyo, " (I have six letters) Marisa armounced, and 

Andrea congratulated her for finding the "i" in her name. Then she asked Isaac, ^Tienen 

la letra 'i?' (Do you have the letter "i?"). Isaac shook his head. Andrea asked him to 

listen carefully and repeated his name several times, emphasizing the eeee sound. After a 

moment Isaac pointed to the capital "I" he had written. Andrea briefly explained that he 
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had the capital "I," but it is the same as the lower case "i."'^ She then had Sara go 

through each letter in her name to confirm that she had no "i's" in her name. Andrea 

reviewed her own name that she had written down to show that she did not have any "i's" 

in her name either. Finally, she had them write the number of "i's" found in their name at 

the top of the page. 

Andrea announced, "Hemos terminado por ahora la leccidn de la letra 'i.'" (We 

have now finished the lesson on the letter 'i') then reviewed how many letters were found 

in each child's name. Sara had drawn large zeros all around her page, and Andrea asked 

her if she wanted a new piece of paper. Eventually all three had new paper and showed 

no signs of wanting to stop writing their names and drawing. Andrea asked me to stop 

videotaping since her lesson was long over. 

Soon after, Mrs. Lamarr started singing a song that meant the children should 

gather together on the central carpeted area. She gave Andrea a book she wanted her to 

read to the class, then asked to speak with me briefly. We went out into the hall and Mrs. 

Lamarr told me she wanted to make sure I was clear that the activities that Andrea had 

done with the students were not typical or recommended for the preschool classroom. I 

told her that I was aware of that, and was more interested in what Andrea wanted to show 

me than capturing typical activities in the class, since the study was mostly about 

Andrea's beliefs and attitudes about language learning. She seemed comfortable with 

that, and our conversation ended. 

In Andrea's words, "Esta es la letra mayuscula, pero es la misma que esta, minuscula. Si, uh-huh, es la 
misma." 
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5.3.3. Analyzing Andrea's lessons 

Mrs. Lamarr's comment certainly indicated that what Andrea was doing diverged 

from the regular activities of the prekindergarten classroom. Yet one look at the regular 

classroom activities would have already made that clear. In fact, the way Andrea's 

lessons interrupted the flow of activity is a significant point of analysis. Small group 

work did not seem to be a common occurrence in the PACE classroom, and the discourse 

style in Andrea's small group was even more unusual. While Andrea spoke in Spanish 

most of the time to these children, she had not been in charge of giving a lesson in 

Spanish. Yet the elevated role of the Spanish language was not the unusual element, it 

was the discourse style of direct instruction. 

This discourse style has been referred to by Saville-Troike and Kleifgen (1986) as 

"scripts for school." "Scripts" are the conventions or expectations that different actors 

bring to a particular face-to-face encounter. In Andrea's small group, the proper discourse 

was a subset of these "scripts for school" that was the correct response to teacher-initiated 

questions and tasks, or IRE questioning. Although the three to five-year old children had 

no difficulty repeating what Andrea expected them to say, they were unfamiliar with the 

kind of discourse that Andrea was introducing to them. When the terms she was using 

were familiar to them from school contexts, they often responded in English, as was the 

case for colors. 

The greatest difficulty this discourse style imposed was that these children were 

unable to use their prior knowledge in the way they were accustomed. For example, 

Ruben tried to apply what he had seen in the prior text to the current lesson when he kept 
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insisting on using the form, "Me gustan los elefantes, " when he saw a picture of an 

elephant. When he saw a picture of a rainbow, he called out, "Rainbow!" and the lesson's 

intent, to identify words in Spanish that begin with "a" like arco iris, was forgotten. 

When the group was trying to figure out what oso polar (polar bear) meant, Ruben went 

to get a polar bear stuffed animal to support their efforts. On the day that the more 

assertive Ruben was not present, Sara tried to draw cotmections to her home life by 

noting, "My brothers go here," pointing to the picture of the church during the final 

lesson on "i." These were all attempts by the children to introduce something different 

from the structured lesson Andrea offered. Each time Andrea would acknowledge their 

comments, but deftly turn their attention back to the lesson at hand. This is not an unusual 

occurrence in elementary classrooms, where children are constantly learning, but not 

necessarily what teachers intend to teach them. 

Mrs. Lamarr's comment was her way of indicating that she was uncomfortable 

with the kind of direct instruction that Andrea had chosen. I was pleased to see that 

Andrea had enough autonomy in her work situation to do the kinds of activities that she 

wanted to do. But from a constructivist perspective, I would have to agree with Mrs. 

Lamarr that Andrea's lessons seemed developmentally inappropriate. 

In my original research construct, I had wanted to observe how the participants 

used Spanish to develop English language literacy in everyday interactions with their 

students. Andrea expressed concerns about this premise from the outset of her 

involvement in this research. She had been willing to participate in the study, but was 

uncertain about how I would interpret her work with preschool children. Perhaps Andrea 
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thought that the kind of activities in the PACE classroom would not fit the study. When I 

expressed interest in learning more about the Mexican system of teaching reading, she 

developed lessons that demonstrated this style of teaching. As Andrea took more control 

of the lesson, she grew increasingly comfortable and confident about being observed. 

My interest in the use of Spanish was another uncomfortable aspect at first. I 

think everyone (including myself) assumed that the way Spanish was being used in the 

PACE classroom was not contributing to their English language learning. When Spanish 

was used in the classroom, it was for logistical, rather than instructional purposes. Andrea 

"solved" the problem by assuming a different role with the students during the scheduled 

observations. In this role, Andrea taught them a basic literacy skill in their first language, 

identifying vowels, that would never have been taught in this fashion in the PACE 

classroom. Based on these observations, I cannot draw any conclusions about how 

Spanish contributed to their English language development through their regular 

activities. But these lessons were revealing because they were similar to the way Andrea 

described children receiving literacy instruction in Mexican schools. This is why I refer 

to her lessons as a little corner of Mexico in the PACE classroom. 

5.4. Analysis of Andrea's Case 

The emerging themes from the interviews are present throughout Andrea's 

narrative. I will briefly discuss how each theme is demonstrated in Andrea's case, and 

conclude with the particular way that her beliefs and attitudes about language learning 

were expressed in her interaction with the PACE students. The emerging themes are: 
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1) The value of reading at home, 

2) The inter-relatedness of reading and writing, 

3) "Learning by doing," 

4) Empathy with children who feel lost, 

5) Overcoming limited choices, 

6) Juggling the roles of teacher and student, and 

7) Conflicting ideologies about language. 

5.4.1. The value of reading at home 

Andrea described her whole family reading in the evenings on the ranch. Even 

though her family relationships were not close, it is clear that this family activity had a 

lasting impact on her. She also described "pretending" to read at three or four years old. 

Does Andrea make a distinction between the "real" reading of school and the "pretend" 

reading she did at home before schooling? If this were the case, it would explain why 

Andrea elected to do direct instruction of vowels during the observations. The Mexican 

technique of mimica would be her definition of "learning to read." But Andrea's 

perspective on literacy was not that clear-cut. In the follow-up interview, I asked her if 

she thought children learned to read through direct instruction, and she said no, that they 

learn to read both ways, through exposure to print-rich environments, and through 

teacher-directed instruction. In the interview, she also stated that she had learned to read 

by reading at home and through the repetitive practice of simplified sentences such as "£/ 

oso es mw." (The bear is mine). 
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For Andrea, reading was an escape from an unhappy childhood. Her interest in 

true stories and news stems from a desire to know other places and circumstances. 

Multiple times, Andrea described in detail the barn loft where she would surround herself 

with books and stay for hours at a time. This time spent reading helps explain why 

someone with a sixth-grade education experienced only minor difficulties learning 

English and enjoyed being given graduate-level readings in linguistic anthropology. 

Her reading skills also "paid off when she started working at Sonora Valley 

Elementary. As she described it, "My English was very limited, but I could read more 

than write. I could translate from English to Spanish very easily. I think reading... it pays 

to read a lot, huh? I did translating and the like for the announcements that were just in 

English." Andrea recognized how her reading skills in Spanish helped her English 

language development, and that she was valuable as an employee for the schools who 

could translate documents in English into Spanish for other parents. 

5.4.2. The inter-relatedness of reading and writing 

When we talked about her skills as a writer, Andrea would often turn the 

conversation back to reading. While she had relatively little to say about her own 

strategies for writing, she knew that her frequent reading habits in Spanish and English 

had benefited her writing. She also commented that the mmica technique used in 

Mexican schools used repetitive writing as a route to learn how to read. This two-way 

street, developing reading through writing and writing through reading, was demonstrated 

in her lessons with the prekindergarten students. The highly structured lessons allowed 
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her students to identify the vowel in reading, then follow up with identifying the vowel in 

their names. 

5.4.3. "Learning by doing" 

Andrea's acquisition of English occurred almost entirely through informal 

learning. She knew very little English when she came to the United States, and she did 

not attend English classes because of motherhood and work. Yet she used both of these 

responsibilities as opportunities to learn English, whether it was in a lawyer's office or 

bookstore, or at home watching children's television shows. 

She had the same attitude about all of her learning. Instead of feeling 

underprepared and overwhelmed by the hectic pace of the Puentes program, she felt 

invigorated by the opportunity to return to school. "It's not easy, I understand that, it's 

not easy," she commented about the intensive structure of the Puentes program. "But if 

you really like something, you're going to make the effort, you're going to put everything 

aside and just keep going." 

To a lesser extent, she viewed children's learning in the same way. Although 

teacher-led instruction was valuable to her, she also enjoyed observing children learn 

through classroom activities and imaginative play. The "7-Up" story, and her pride in the 

children's fmgerpaintings and nature walk collages showed this clearly. As discussed in 

section 5.3.3., this constructivist perspective was not used during the scheduled 

observations. However, Andrea was aware that her strong reading skills developed by 

reading on her own, and that she learned to read and write English without instruction. 
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5.4.4. Empathy with children who feel lost 

Andrea is a warm and caring person, and this aspect of her personality is central 

to how she relates to children. This could be related to her childhood experiences. She 

spoke often about how difficult her childhood was, and that she did not want other 

children to feel as isolated as she felt at home. For Andrea, school was a place of security 

and acceptance, and she viewed being a teacher as an opportunity to provide that place 

for her students. 

I was very touched when, at the end of one school day, one of her students from 

the previous year came into the PACE room to find her, just for hugs and the reassurance 

of visiting with an adult who cared about her. This gesture spoke more powerfully than 

any of Andrea's words about relating to students could. Yet there were many times 

throughout the interviews that Andrea articulated her maternal feelings towards her 

students, and in particular wanted them not to feel lost, but secure and accepted. 

She saw language as crucial for expressing that acceptance. When I asked her 

why she wanted to be a bilingual teacher, she had difficulty expressing how she felt, but 

finally stated it plainly, "I need to be there and I need to be bilingual for those kids." The 

lengthy narrative about the fifth grade student who was placed in the wrong classroom 

shows how closely she related feeling lost with incomprehensible language. As she 

described this student's experience, "He doesn't know anything in that moment; he 

doesn't know English." 
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For Andrea, the relational aspect of Spanish seemed to be the most important 

reason for having bilingual education. It should be noted here that Arizona Proposition 

203 prohibits this kind of language use in instruction. While this might permit Andrea to 

comfort her students in Spanish, the strict implementation of Proposition 203 would not 

allow the emotional connection through language to extend to instruction. 

5.4.5. Overcoming limited choices 

Being denied schooling after sixth grade was an immeasurable setback for 

Andrea. It is no exaggeration to say that how she overcame this early barrier has been the 

story of her life. First, she assumed the role of teacher's assistant as a means of returning 

to the classroom. Her skill and confidence made assuming full responsibility as the 

teacher an easy transition. 

As an adult, her move to the United States was largely motivated by her desire to 

return to school. It was too late for high school, so she got her GED and kept searching 

for a way to go to college. For every participant in this study, Puentes came as a 

wonderful opportunity, but for Andrea it fulfilled a lifelong dream. As she described how 

she found out she was accepted into the Puentes program, "The list came in December, 

but I wasn't expecting it. I was waiting for this for eternity and it came in December, so it 

was the biggest present ever." Andrea maintained this "Christmas present" perspective 

towards the Puentes program, and did not get discouraged even when the workload was 

overwhelming. 
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When I would bring up other life challenges Andrea had faced such as balancing 

work and motherhood or the acculturation process to the United States, she would frame 

them from this central effort to return to school. This was particularly notable in her 

description of learning English. In contrast to Dora's story (see Chapter Seven), Andrea 

did not describe learning English as a struggle. Instead, it played a secondary role 

towards accomplishing the goal of returning to school. 

5.4.6. Juggling the roles of teacher and student 

While some of the participants spoke at length about striking a balance between 

these two central roles in their lives, being a teacher and a student did not seem to be 

difficult for Andrea. Like Gaby (Chapter Six), Andrea's life circumstances had not 

allowed her to start college until the Puentes program became available to her. In 

contrast, the participants from Cohort 2 had completed college degrees in their native 

country and had continued to earn credits when they came to the United States, so 

balancing school and teaching was part of their past as well as part of their present. In 

Andrea's case, both of her children were grown, so raising her children was not an 

additional responsibility she had to juggle along with the Puentes program. 

Yet this theme did present itself in various stages of Andrea's life. When she 

could not attend school, she instead became a teacher's helper and continued to learn the 

Mexican curriculum through sixth grade, and was eventually quite comfortable teaching 

it. The way she moved from a visiting parent to a teacher's aide in the PACE classroom 

16 years ago was also a smooth transition. In summary, being a student and a teacher did 
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not produce a conflict for Andrea. In fact, she is unusually skilled at slipping from one 

role to another, and the student role was not a burden, but a joy for her. 

5.4.7. Conflicting language ideologies 

Andrea has a strong awareness of how language is used, but did not have as much 

commitment to the Spanish language as I had anticipated. For her, Spanish instruction 

was useful for monolingual Spanish speakers who do not yet understand English. This 

justification for bilingual education as a transitional program was repeatedly articulated 

by Andrea, as the two transcript excerpts show. The first excerpt is taken from a 

presentation Andrea gave in the linguistic anthropology course I taught. Andrea gave me 

permission to audiotape her presentation of a class reading (Bartolome & Macedo, 1999). 

To promote their bilingualism, I encouraged the students to conduct their presentations in 

English or Spanish.'^ Andrea's presentation generated a spirited discussion of the value 

of bilingual education, and I eagerly anticipated the in-depth interviews after her 

impressive presentation. 

In contrast, the excerpted part of the raw transcript reads more like an 

interrogation. Andrea seemed aware that the justification for bilingual education was 

insufficient in my eyes, but did not know what to add to make it more complete. 

Excerpt 1: 
La educacion bilingiie usa el idioma natal para formar una base para su desarollo 
academico, social y cultural. Aquellos estudiantes asisten a escuelas donde la 
educacion esta en su segundo idioma, estas estudiantes tendran muchas 
dificultades porque el idioma es diferente. Su base es diferente; ellos nacieron con 

This excerpt of Andrea speaking formally in Spanish demonstrates her skill and fluency in her native 
language. It shows an interesting contrast to her speaking style during the in-depth interviews. 
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otro idioma y iran a la escuela y encuentran un idioma diferente es muy dificil. 
Porque su idioma natal da una base academica, cultural y social. 

Bilingual education uses the native language to form a base for academic, social, 
and cultural development. Students who attend schools where their education is in 
their second language have many difficulties because the language is different. 
Their foundation is different; they were born into another language and when 
they go to school and encounter a different language it will be very difficult. 
Because their native language gives them their academic, cultural, and social 
foundation. 

Excerpt 2: 
TRB: There is a lot research out there that says that the first language contributes 
to the second language. Do you think this is the main reason for using Spanish 
first with students, or are there other reasons that you think are a good idea for 
having Spanish in the classroom? 
A: Well, the the main thing to use Spanish is for those students who only speak 
Spanish. Because it would be very hard for them to understand what's going on if 
they only speak Spanish. 
TRB; Uh-huh. 
A: If they don't know other language, they could feel lost in the classroom. 
TRB: Yeah. 
A: But it is very important for them to have that first la-language in-instruction of 
the classroom. Little by little those students are going to learn the second 
language. But it is... it's going to be very very hard for a student to come to a 
classroom... where they don't speak their native language. Which is in this case, 
Spanish. 
TRB: Um-hm. So that's the main reason for having Spanish in the classroom. 
A: Well, I think so. I think so. 

She also expressed reluctance to use Spanish unless English was incomprehensible for 

the purposes of writing: 

[When I teach], well, certainly I'm going to make sure everybody's going to 
understand what they're writing (laughs) even if I have to do it in both languages, 
Spanish and English. Spanish for those who are not, or until they get the second 
language. 

Although Andrea may not have been fully aware of the implications of her 

rationale for bilingual education, she was very perceptive about the way discourse is used 
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in classroom interaction. The way she spoke to the PACE children during the 

observations showed that she was not just teaching them about vowels, but a way of 

interacting that fit traditional discourse styles they would encounter in the future. When I 

asked her about the difference between teaching PACE children and older elementary 

students, she focused on how she adjusts her discourse style. "It's a big difference 

between four years old and sixth graders, [especially with] how you need to talk." She 

also showed this awareness of the effect of language in her story about the fifth-grade 

boy who was placed in the English-only classroom. She described him as becoming "a 

different person" once he entered the classroom where Spanish was present. She 

commented, "Language is something—if that child doesn't understand, he blocks 

everything from his life." These data indicate that this awareness of language was central 

in how she thought about her interaction with children. 

While she felt firmly in control of how she used language to interact with 

children, she doubted whether the Spanish-speaking community would be able to 

maintain Spanish over several generations. As she stated: 

The parents are going to still speak their language, but maybe their children are going 
to lose their language. Like if they don't exercise their language at home, they might 
lose it. And I know for so many here that can happen, because in order to maintain 
the language, they have to be strong at home and talk to them in their native 
language. And I know that so many people here, many Hispanics, they lose [their 
language] here in the United States. 

When we talked about Spanish language development in the PACE classroom, 

she usually interpreted this to mean the snippets of Spanish that the English-speaking 

children were learning. She pointed to incidents such as teaching an English speaker to 
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say "Vamos a jugar" (Let's go play) and the children's desire to count in Spanish as 

evidence of language diversity in the classroom. While her expressed interest in all PACE 

children becoming bilingual is commendable, there was no interaction happening to make 

that possible. As she stated, she used the language that fit their needs, meaning that she 

did not think about what the target language ought to be for that child. This was 

particularly noticeable during the observations when two English-dominant bilingual 

children, Sam and Robby, wandered over to the circular table wanting to participate. 

Although they understood the Spanish being spoken, Andrea spoke to them in English 

and they answered her in English. 

5,5. Summary of Andrea's case 

These themes that emerged from the interviews describe not only Andrea's case, 

but run throughout all four cases in this study. However, the way in which the 

participants' beliefs and attitudes about language learning were expressed through their 

interactions with English language learners was specific to each individual. For Andrea, 

her love of school and the positive attitude she had about learning were central to her 

narrative and the way in which she taught. She wanted school to be a welcoming, even 

comforting place for culturally diverse students, and the main role of Spanish in the 

classroom was to provide an emotionally-warm environment for native Spanish speakers. 

Her love for school was matched by her love of reading. As a child, if she was not 

able to go to school or required to do chores on the ranch, she would be in the hayloft of 

the barn reading. She remembered being fascinated by books long before she knew how 
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to read and she recognized the importance of a high interest in reading for success at 

school. But when it came to "learning to read," part of her retained a narrow definition of 

how that skill is acquired. Andrea's belief in the value of the mmica technique from her 

early schooling in Mexico had held despite her other experiences with literacy and 

learning. As Richardson and Anders (1994) found in their study of beliefs about literacy 

learning, it could be that Andrea's ideas were in flux, moving towards a more 

constructivist perspective. 

The most dramatic aspect of this case was the way that Andrea overcame the 

barriers to her schooling. It is not unusual in Mexico to discontinue schooling after sixth 

grade. Yet the way that Andrea kept developing her academic skills through helping at 

her former schools demonstrated her strong motivation to continue school. In fact, her 

primary motivation for migrating to the United States, learning English and a new culture 

was to accomplish her goal of attending college.^® Significantly, the presence of a 

program like Puentes was crucial to this achievement. 

Monzo and Rueda (2003) provide a useful comparison in their case study of 

"Gloria," also a first generation immigrant from Mexico obtaining teaching certification. 

The researchers ".. .sought to understand some of the salient experiences of one Latina 

paraeducator, how these experiences contributed to her beliefs about learning and 

education, and if and how these beliefs seeped into her teaching" (p. 76). Of the four case 

studies in this dissertation, the comparisons between Andrea and Monzo and Rueda's 

See Garcia (1999) on Dominican high school students in New York City for a discussion of the 
difficulties students encounter in attending college after migrating to the United States with limited 
schooling. 
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Gloria are most provocative. Gloria followed her mother to Los Angeles, and Andrea 

followed her older sisters to Arizona, and the migration for both cases occurred over 

several trips that culminated in a decision to stay in the United States. Gloria arrived at a 

much younger age than Andrea, but both experienced significant barriers to schooling, 

and were motivated to teach in order to lessen those barriers for the next generation. In 

Monzo and Rueda (2003), Gloria states, "I take what I've learned from my own 

experiences, the difficulties I faced, and I try to prevent them from having to go through 

the same things" (p. 84). In particular, Gloria and Andrea felt that their knowledge of the 

Spanish language provided a personal connection for their students and helped them feel 

more comfortable in school. It should be noted, however, that Gloria's difficult 

experiences were related to desegregation and English immersion in the United States, 

while Andrea's difficulties were rooted in the home, and school in Mexico provided a 

refuge for her in childhood. 

Their notions of literacy were also similar. Monzo and Rueda (2003) report that 

Gloria .expressed the belief that children learn to read in sequential steps or from part 

to whole, beginning with sounds and then moving to words and so on. She believed that 

children would not learn to read unless they were directly taught how to combine letter 

sounds" (p. 84). As I have concluded from Andrea's similar ideas, the researchers posit 

that this "mechanistic pedagogy" came from Gloria's own early literacy learning and 

what she has observed other teachers doing. I have characterized Andrea's notions of 

literacy as more complex than this description, but I suspect there are equal amounts of 

complexity in Gloria's perspective on literacy. 
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Monzo and Rueda (2003) also identified complexity in Gloria's comments about 

structural inequality. She articulated competing discourses to explain how poverty 

impacts children's academic achievement. In this study, I focused on the competing 

discourses about language articulated by all the participants. In Andrea's case, the 

competing definitions of literacy learning were the most significant conflict in her 

language learning ideology. In contrast, her justification for bilingual education did not 

seem to be in conflict. Andrea felt that bilingual education provides a solid base in 

Spanish for English language learners during the first years of adjustment to school in the 

United States, and stated this consistently every time we discussed it. However, I believe 

that her views on bilingual education will broaden as she continues in the Puentes 

program. Her close friendship with Gaby, described in the following chapter, can also 

provide Andrea with opportunities to consider a broader perspective on bilingual 

education. 
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CHAPTER SIX 

PARTICIPANT NARRATIVE AND OBSERVATIONS CASE TWO: 

GABY ARRIAGA 

5.1. Introduction 

I met Gaby in the ESL writing refresher course I taught in the summer of 2000. At 

our first meeting, I asked the students to pair up, interview each other, and write a brief 

introduction of the person they had just met. There were only three students in the class, 

so I paired myself up with Gaby. I asked her where she was from and when she came to 

the United States, and got more of a story than I expected. I found out that she had come 

to this community from Nogales, Mexico when she eloped with her husband at the age of 

16. Her parents didn't approve of her marriage at such a young age, and she knew her 

father would be disappointed in her because he expected her to go to college, and she had 

not yet finished high school. She had gotten pregnant quickly after coming to Arizona, 

and now had four children in all, the youngest of whom was ten years old. She was happy 

to finally be returning to school, perhaps graduating along with her oldest daughter from 

college. I thought the story of her elopement romantic, so made it the focus of the 

introduction I wrote about her. I started with this focus, and then included details of her 

life today such as her full time work as a teacher's aide and participation in the Puentes 

program. To wrap up her story, I concluded that her father would be very proud of her 

when she finally completes the bachelor's degree. 
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All three students enjoyed the story I told of Gaby. It turned out that they already 

knew each other well, and appreciated my fresh perspective on their friend. But then 

Gaby said she had a correction to the story—she wanted to clarify that she was not going 

to school now for her father, she was doing it for herself I admired her assertiveness in 

making this correction, and I have often thought of this first exchange as I have gotten to 

know Gaby well. 

6.2. Gaby's interview narrative 

6.2.1. Childhood: Growing up with academic pressure 

During our first interview over a year later, I was to find out much more of why it 

was important to her that completing her degree was her own goal, not her father's. The 

history of her schooling began with unusual success, and slowly broke down as pressure 

from her father to succeed became unbearable. She remembered her first year of school 

in kindergarten well. "When I was five years old, my father asked me if I wanted to go to 

school. I was very smart when I was, like a child, I would learn things very fast. I went to 

a private school where an old lady taught kindergarten. It was just one classroom, and 

there were 9 or 10 students. The old retired teacher was very strict, but we loved her. She 

was very kind, I mean, she was very strict when she was teaching, but she was very kind 

and she would hug us. We wouldn't leave the class without kisses. And she told my Dad 

I was very smart and learning a lot, more than the other kids. So she asked him if during 

the winter break I [would] learn the times tables, [starting with] the two's... I remember, 

my Mom, making dinner, and she'd say 'Gaby, dospor dos.' 'Cuatro.' 'Dospor cuatro, 
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dospor seis'} So, I got the two's, up through 12, through the winter break. Because my 

father was pushing me very hard, he would come from work and say, 'Gaby, what did 

you learn today?' And I'd say, 'Well, I know the two's.' 'Well tomorrow,' [he'd say], 'I 

want the three's'. And I would do it. And I would do it. And I would do it. So in January, 

when I went back to school, I knew all the times tables." 

"[By the time] I was almost six years old, and I knew how to add, subtract, 

multiply and divide, so I was ready to go to another grade. And the teacher told my Dad, 

'You know what? She is ready for third grade.' And she sent a letter [to the principal], 

saying please test her in reading, in writing, and math, especially in math. So, we went to 

the school, and the principal sat dovm with us. I remember standing up in front of her, 

and oh, shaking, because they didn't believe that I knew all those things (laughs). So, 

when they tested me, she was writing in a notebook, and she said, 'Tell me the times 

tables, the twos, tell me the eights, the nines.' And then she said, 'Well, you know what is 

that?' And I said, 'It's a map'. 'It's a map of what?' 'De la republica mexicana.' And 

then, she just dropped the notebook and said, 'You know what, Mr. Gomez? She is ready 

for fourth grade.' Because I knew a lot of stuff." 

"[My first] teacher was so good, she pulled everything that she could from me. 

Actually from January to middle of June was first grade for me. [I had] kindergarten from 

September to December, and then she taught me first grade while I stayed in the same 

class with the others. She would hand me books, more books and writing, and she'd do 

tests for me [in] math and writing, [and] a lot of grammar, like learning where to put the 

' "Two by two." "Four." "Two by four, two by six," 
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accents..." I asked her if she learned so quickly from the books her teacher encouraged 

her to read. "Yes", she agreed, then added, "Plus my Dad gave me books that he had, 

everything, even political works. He pushed me to read, but I didn't ask to read.. .My Dad 

always read a lot. I saw them reading. My Mom [would] read the novelas, the love 

stories, and my Dad read all the politics, you know, [like] the newspapers. And I would 

go and look at the letters and wish to be able to understand. Because I say, well, what's in 

there that they're very interested? Sometimes I would talk to my Mom and she wouldn't 

even listen to me, because she was reading! So I said, 'Wow, what's in there, I want to 

know.'" 

She was good at making connections between the written symbols and their 

meanings, learning from her natural curiosity. "So whenever I went to school and I saw 

the alphabet, I said so that's what they use to form words. And I said, 'Well, teacher, how 

do you s\)Q\\,ferrocarril (railroad)?' And we were doing oso, mama (bear, Mom) (both 

laugh). And I said, 'How do you spell ferrocarrilT And they said, 'Wait, mijita,' wait.' 

And I said, 'Well, it has a lot of letters.' And this one, I saw "r, r" and I said, ^iPor que 

dos iguales? (Why the same letters in a row?)' That was my big concern, why not 

ferocarill So she knew that I was hungry of learning. And she would put like ten spelling 

words for the kids, and twenty for me, and harder." 

I asked if this extra work from her teacher bothered her. "No, no. Because I was 

done so fast (pause). Plus, I have a lot of pressure from my Dad. I remember learning the 

clock in one night. Because, the teacher gave us these, paper plates? And with crayons we 

put the numbers and everything and we cut out the hands. And I was so excited about this 



and I said, 'Well, Dad, I know the clock!' When I said 'I know', I meant, I know it all. 

But, I mean, I didn't know..." Gaby continued with a detailed story of how her father 

humiliated and punished her for claiming she knew the clock when all she knew were the 

hours, then forced her to learn how to tell time in one night. 

This demanding pattern continued throughout elementary and middle school. 

When she brought home a test with nine out of ten, her father wanted to know why she 

missed one point. "So I was a perfect student when I was in school. But it was not 

because-- Now, I love to learn, but at that time, I hated school. I went because I didn't 

have any choice, another choice. So I must go and leam, whatever, and [get] high 

grades." This pressure reached its climax when the school system lost her fmal scores for 

completing secondaria, or junior high. The average on her certificate was 7.6 out of 10, 

and the principal knew her scores were higher, so the certificate was returned to 

Hermosillo. When graduation arrived, her scores had not been sent back, and she was not 

honored with the top scores in her class. She knew her father would be disappointed, but 

she showed him her certificate with high merits in cooking class, which he threw to the 

floor. He refused to talk to her for two weeks, until they found out she had received the 

highest average in the class. 

Gaby commented, "But what really hurt me is that he already knew that I was a 

good student. And I wouldn't do that to my kids. I mean, I don't care if they're [the best] 

at school or not. I mean, they're my kids and they're first. And best. And if they're not 

very smart, I mean, I don't care, I still love them. But he was very hard on me (laughs). 

Very hard. So, from that point, I hated school. I didn't wanna go so bad, but I had to. So I 
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went to high s—^high school is prepa. When I saw the list of careers that they were 

offering, I saw licenciatura en turismo [travel agent license] and I think I want that, 

because I wanted to learn English. But he didn't like that. He chose chemistry, and I 

didn't like it, I hated it. And it was very hard for me, so I went from being first in the 

class, to you know, a middle, average student. I knew that I could do more than that but I 

didn't want to, I didn't care." 

"So I just dropped out of school and got married. But if, I think, I'm sure, that if 

he supported me when I wanted to study English, I wouldn't have gotten married so 

young. Because I have so many dreams. I have so many dreams and, he cut 'em off. Like 

pushing, me so hard." 

"[Now] I always ask [my children], what are you goima do, what do you like? 

And I never tell them, you should do this, or study this. Because, it's hard. Then, if you 

don't get whatever you want, then you won't get anything. Because nothing interests you 

if you're pushed. Even my classes, I remember skipping my classes, ditching, and going 

to my friend's, because she was studying tourism." Gaby would study her friend's course 

materials instead of her own. "I would cut classes, [even though] I was so scared my Dad 

would find out. But I loved economy, and social studies, history, and even, alimento 

[nutrition], [In that] class, they show you how to eat properly, what glass and what fork to 

use. I loved that class (laughs). But I didn't take it, because I was in chemistry, math, 

biology, everything related to chemistry. The only thing I liked was the labs when I tried 

to mix things, and everything (laughs). It was fun. But my best friend, at that time, she 
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[was taking the classes I liked but] wouldn't go to classes. I said, (inhales) 'Ah, Mari! 

^Por que no vas?' (Why don't you go?)" 

"When I got married, I said, well, I'm gonna learn whatever I can. When Juan 

[my youngest] was a little baby, [I decided] I'm gonna do something with my life. I don't 

know what, [but] I'm gonna do something. And then working here [at Sonora Valley 

Elementary], I developed the confidence to try and to learn. And whatever I saw, I took 

it, [until] I found out that this is what I want. Finally, at 36 years (both laugh). And I say 

well, it's never too late. I [had] set my goal to go back to college when Juan went to 

middle school, but he was in fourth grade when I started in Puentes." 

"So you beat it?" I asked her, and after a brief pause, she said, "Yeah! [Now] Juan 

is gonna be twelve. And I can't complain; maybe [my kids] are not number one, but for 

me they are." 

6.2.2. Finding a home at Sonora Valley Elementary 

Gaby was exposed to some English as a child through relatives who visited from 

the U.S. and from song lyrics, and enjoyed her English courses in junior high. Yet the 

language barrier was one of the most difficult aspects of living in the United States for 

Gaby. When she became pregnant with her first child, she found finding a doctor, paying 

hospital bills, and adjusting to an English-speaking neighborhood were all significant 

challenges. Then, "When finally I was kind of adapting here, the INS took me in, to 

Mexico. And I didn't know that I was pregnant again! I didn't even know [because] I was 

like, three or four weeks. And my husband had to go back too. It was so embarrassing! 
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But now I laugh at it. So I went through all kinds of things before I got my citizenship 

(laughs)." 

The turning point in her family's life is when they moved to the neighborhood of 

Sonora Valley Elementary. "Before, nobody spoke Spanish where my daughter went to 

school, so I never went to meetings. I never got involved in anything and I was so shy to 

ask questions. Then, when I came here, everything was very nice, very comfortable; I felt 

confident. Even though I tried to talk to people in my old neighborhood where I lived, it 

was hard because nobody spoke Spanish but us. We were the only Spanish speakers in 

the neighborhood. Then, when we came here, everything was like being at home. [At the 

old neighborhood] I tried some of the lost words that I'd heard, but I didn't know how to 

connect them together. [When] I came here, I saw the chance for me to try when nobody 

would make fun of me, and everybody would imderstand. So, I started volunteering with 

my PACE child, and I stayed, and I tried to do anything they asked, [making] copies and 

journals and everything. And then I tried to learn English with the kids. If they came and 

asked me something I didn't know I would try, because I'd tell myself, well, that's a 

child, so she wouldn't make fun of me. So I felt more safe. And then I found myself 

trying more and more, until I was very committed to the work here." 

After volunteering at Sonora Valley Elementary for three years, the principal 

came up to Gaby one day. "She was very nice and she asked me, 'You know what Mrs. 

Arriaga? I've seen you working here and there and making copies and cleaning in the 

cafeteria, and, would you like to work?' And I said, 'Well, I don't work because I have 

^ PACE stands for Parent and Child Education, and is the preschool program at Sonora Valley Elementary. 
See Chapter Five for a fuller description. 
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four kids'. My youngest was two years old, and wasn't ready for PACE. She told me, 

'You know why? Because I see you and you're good at working with the kids.' Well, I 

didn't know [even though] I have four. And she knew I wanted to learn English because I 

always ask questions, you know, trying to find out. So she said, 'That's good for you, 

'cause if you try it, you're gonna learn'. And then, I went to this second grade class, 

where the teacher spoke more Spanish than English, but the kids taught me a lot. 

Whatever I could pull from them, I would keep it. And I have a good memory, so that 

helped me." 

Another benefit of working at Sonora Valley Elementary was her developing 

friendship with Andrea. "Andrea was the teacher's aide in my oldest daughter's class, 

when we moved here in second grade. So we became friends. When I told her I was 

gonna work, she said, 'Oh yeah, I'm gonna help you, whatever you need, just ask me.' I 

[would] ask, Andrea, 'How do you say this?' and 'How do you pronounce it?' and she'd 

say 'Well I don't even know!' But she told me, 'You don't need a lot of meanings, you're 

gonna pick it up from the kids and from the teachers.' So, that's what I did, pick it up 

from the teachers." 

But Gaby's language learning was a very conscious process, which she explained 

in detail. "When I went to a meeting, I wouldn't speak, but I'd listen so I'll get the idea. 

So the next time I'm gonna say something about it, I'm gonna use that word because that 

word is cormected with this, and I formed my sentences in my brain. I can tell that I 

learned it by myself, by putting, like storing words. I knew how to pull them out and put 

them together with words that I already knew. I saved it, and for next time when I needed 
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it, it was there. Because the first time I say, 'Well, uh, how can I explain this to the kids?' 

[When] I didn't know I tried cognate words in Spanish, and whatever, and they didn't 

understand [but eventually] they just got it. So I said, 'Oh, so that's the way I need to ask, 

that's the way I need to explain it.' And the next time I would use the same words that 

they did. I preferred work with English-speaking children, because in Spanish, I would 

feel frustrated and go back to Spanish. [But when] they were mono-English I couldn't, so 

I had to push myself to do it in English." 

6.2.3. Gaby as a writer 

Through this conscious language learning process. Gaby became comfortable 

speaking and writing in English. "When I went to take my GED test, they told me I could 

take it in Spanish, but I wanted to try it in English. If I can't do it, I always can go back to 

Spanish. So I just tried to do whatever came to my mind in English. I used to read a lot of 

the papers that my daughter brought home. [Even] if I didn't understand the whole thing, 

I'd keep trying to read in English, a lot. I read newspapers, kids books, my daughter's 

journal, whatever she was working on in school, I would leam. When I was writing, I 

would try to remember what's in the papers, [to] tell the same things. It was a big mess, 

and I don't know how 1 knew it, but I passed the GED test in English the first time I took 

it." 

Like Andrea, she credits her writing skills to her reading skills in English. "I think 

I'm still learning to write. I'm not a good writer, but I'm a good reader, and that helps me 

a lot. When I need to write a paper, I go back and look in the book and think, 'How can I 
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change this?' using another word for the same thought. Sometimes I make big mistakes 

on that, but, I don't care anymore (laugh). That was the part that didn't leave me in the 

beginning, that I cared so much about mistakes. And now I make a lot of mistakes and I 

don't care." 

I asked Gaby if she did a lot of reading in Spanish also, and she agreed. She 

especially likes novels, and we found out that we both love the author Isabel Allende. But 

when I asked her what writing she does in Spanish, there was a long pause. Finally, she 

mentioned the translations she does for classroom teachers' announcements to parents. 

Later in the interview, she returned to the topic. "In Spanish, I loved to write poems when 

I was in school. [And when] I was 16, 17 at that time and I loved to write. I used to write 

letters to myself, but now I read them and I'm like, 'Wow!' I'd love to continue with that 

but I don't have the time. I still kept some of them, and letters that I wrote to my husband 

when we were little, going out and everything. And I was so inspired so all the beautiful 

words came to my mind and I don't use them anymore! (laughs). I mean, I'm still in love 

with him, but it's not like, okay, I'm trying to, (laughs) impress anyone." 

When we talked about writing in English, her tone was very different. "I do a lot 

of writing in English because of my classes. Have to (staples paper). I remember when I 

first started, I was so worried about it. I was good at reading and practical communicating 

verbally, but I wasn't good at writing. I think [it's] because I'm a perfectionist and I want 

it to be exactly like the other, the non-Spanish speakers. So I just kept checking on 

myself, but still I can't stop finding mistakes. I still do a lot of mistakes!" She seems 

aware that her style as a Spanish-dominant writer is different from her teachers' standard 
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expectations of native English speakers. "But now I kinda understand that I'm not, it's 

not the same. At this point, I feel like now I'm thinking in English. Because before it was 

all Spanish and then translating, and that was very hard for me. Now it's easy for me to 

start thinking in English and reading when I'm supposed to write a summary on a 

chapter. Or sometimes I get frustrated when I wanna get into the discussion, because I'm 

so passionate about history and I read it and I understand it. But when I wanna talk about 

it, I get frustrated sometimes. But I keep talking about it (laughs)." 

"Sometimes when I first started in college, I was so frustrated, because I thought I 

knew a lot of English, but I didn't. And I'm still learning, [but] I'm getting better at 

writing. If I compare my papers from last year from humanities, my first class, [I know] 

my papers are better. Because it's hard, when you've never taken a writing class and they 

ask you for a five-page essay. I had the idea of what I wanted to say, but I didn't know 

how to put it in words that they didn't sound so Spanish. I was trying to do it literally, 

and it can't be done. You have to use two languages [that are] completely different, and 

the ideas and the way you say something in Spanish doesn't sound right in English. Like 

we were reading, what do you call it? La Iliada (The Iliad). First I never read it before in 

Spanish, so it was very hard for me, like reading in a kind of antique manner. When I 

went into the class and the teacher would read it to us, I understood because she 

explained it, but whenever I came home to do my homework, it was very hard, like I was 

trying to learn a new language other than English." 

"[I had] the nurse [at Sonora Valley Elementary] read it (her essay) to tell me if it 

made sense. She said, 'I understand it because I speak Spanish. I understood what you 
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mean, but it's not, I mean it doesn't sound quite right in English; you have to change 

this.' So I got so frustrated; I thought I was done with my work and everything. And then 

I started all over and I asked another teacher for some ideas on how can I say this in 

English, to connect the words and to not sound like a very plain translation." 

Even more challenging than the humanities course was a history course she took 

several months later. "When I studied history, oh, that was the hard one, because of the 

teacher. She would correct me a lot, but she would give me an 'A' because she said that I 

was good at writing. And that made me more confident in myself. [I remember] all the 

little notes that she wrote to me, in red, all red, all around my paper (laughs). But I knew 

that she was trying to help me. Because she asked me at the beginning, "Do you want me 

to correct your writing?" Because, the first time I felt like I did everything wrong. [I 

thought] I made a wrong paper, so then I talked to her. 'No,' she said, 'These answers, 

you got it right, it's just, I was making corrections to make sure that was what you 

wanted to tell me.' But I liked having her as a teacher because she was very, very strict 

and would demand a lot of us. [Now] I keep asking [my current teacher] some questions 

about writing. I'll say, 'How can I do this in a different way? Like not to sound very plain 

or very uneducated.'" 

When I asked her what she has learned from the program that she can apply to her 

teaching, she named this writing process. "[The children] used to write like if they were 

speaking to me. And I'd say, 'Mijita, if you're writing, you're gonna tell me what the 

reading is about, or what they read about. And then, what do you like the most and why? 

Tell me why, tell me the reasons, and at the end, tell me something good about the book. 
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Or, something bad if you didn't like it.' Like in kind of an essay form, with topic 

sentence, and then the body and then conclusion. Otherwise, they will just write how they 

feel about it. Or, "I like it because it's nice". Or at the end, they tell me, 'I like [the part] 

when she goes to the store,' instead of going in order and following the sequence of the 

story." 

I wondered how she had learned this from the Puentes program, since she had not 

taken any formal writing courses. Before I asked, she told me that she had gotten help 

with writing from a family member, as nearly all the participants in this study had. "I got 

this from my daughter. When I was writing my first essay, in humanities, I didn't know 

what to do. I was so nervous and I got my migraine and I asked my daughter, 'I don't 

know what to do.' And she said, 'Well Ma, you know how to write.' And I said, 'Well, I 

can write, I can copy a paper and I can write what I'm thinking, but it's different. How 

can I connect what I read to what I learned and what I wanna say about it? It's different at 

the college level.'" 

In a later interview she commented, "Now I feel more confident about my 

writing. Even though I know it's not perfect, and maybe can reflect that I'm not a 

monolingual, or native English or white, but people can understand." She also explained 

how she will teach writing based on her experiences, which is included in the following 

section. 
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6.2.4. Gaby as a teacher 

Gaby described a teacher in this way. "A teacher for me, is someone that gives 

you your basis. Not only language or math, but in education globally, I mean, how to 

behave, how to listen, how to be careful and how to be aware of where are you, how are 

you supposed to behave. And I wish I could be strict but at the same time kind with the 

kids. The perfect teacher for me is the person who is listened to, but is not just strict and 

mean because she gets everybody to do what she does. But I don't want the kids to be 

scared of me." 

When I asked her for specific teachers who are models for her, she went into 

detail about a second grade teacher at Sonora Valley Elementary. "There's a teacher here, 

and she taught second and third grade to my youngest son, and he was in second grade 

doing homework on a maybe third or fourth grade level. Very hard homework, but this 

teacher knew that Juan was very smart, so she pushed him very hard. At a certain point, 

you know, not beyond what he was able to do. But she would let him show what he's 

able to do and [where] he can go. If other kids were writing half a page, he would write a 

whole page, and even more if he was feeling like writing more. And Juan loved her 

because she was very patient and, I mean, she was pushy, but he didn't feel that way. She 

was very smart. And she was a teacher aide first, then she went to school. So I hope she 

can show me a lot when I graduate." 

During the time of the interview. Gaby was getting shifted around between 

classes. At the start of the 2001-2002 school year, she had mornings in a kindergarten 

classroom, then an hour each in this second grade classroom and the fifth grade 
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classroom. Unfortunately, her hour in the second grade classroom had already been cut, 

and her time in the fifth grade classroom followed several weeks later. This not only 

meant that Gaby no longer benefited from working with teachers she admired, it also 

meant that these teachers did not have a bilingual teacher aide anymore. 

I commented that the way she described this second grade teacher reminded me of 

her first teacher in Mexico. "Maybe that was my model!" Gaby responded. "Yeah, 

because I remember when I was supposed to write the numbers 1 to 100,1 wrote them 1 

to 2000 because she was asking me, 'Can you do more, can you do harder than that?' So I 

kept going without it being way hard to me. And I was completely amazed because she 

was she was happy with me, so I wanted her to be happier, and I kept going and going. 

And I think my son felt the same way. His teacher is very good, and she's very strict. She 

knows that the kids know what she expects of them, and they still love her. Everybody 

loves her." 

We talked about the kinds of responsibilities she is given as a teacher aide. In the 

second grade classroom, she would often be given the Spanish-speaking children to do 

writing assignments and test preparation, and would sometimes be in charge of holiday 

art projects. The kindergarten where she assisted was an English immersion classroom, so 

Gaby had more responsibilities for communicating with the parents. "For instance in 

science, we're doing a chapter called "Introducing Balls." So I make the copies in 

Spanish for parents, and mostly, I speak with parents. [I have] the task of talking to the 

parents and translating everything that they need, [such as] translating letters from school 

to parents." 
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She went into greater detail about her responsibilities in the fifth grade classroom, 

where I would be observing her. "Mostly now I prepare materials and translate papers, 

but there's three girls in there who are very limited in English. I keep reading to them in 

English, and now I'm trying for them to read." I asked her to elaborate on this activity. 

"At first, I saw they were just hearing, not listening, because they didn't understand. But 

now, they listen to the words that I use when I read, and they pay attention to the 

pronunciation, even if it's not correct (laughs). But they're getting it. And if they don't 

know a word, I just explain in Spanish what it means and what it is used for, or other uses 

a word has." 

"For example, [the words in] this book I was reading with them, Amelia Bedelia 

are very easy, but they [can be] very confusing for them. For example, Amelia Bedelia is 

doing something that the lady asked her, but she does it exactly the way she pronounces 

the words. So if she says, I need, trim the Christmas tree, she cuts the Christmas tree. 

See? So that's a very good connection for them to understand that there's words in 

English [that] have different meanings, depending on how they are used. And I read a 

page and then they read the next, and we take turns reading." I asked if she tries to get 

them to focus on sounding out the words, and she agreed. "For example, Lida keeps 

saying, 'She come back,' and I say, 'No, came. Whenever you see 'a' and 'e' at the end, 

it's came. Because I was learning it with you (referring to linguistic anthropology). I'm 

using your teaching, because I don't know a lot of rules. I didn't know why it's 'aiy' or 

why is it's 'ar.' Now I kind of understand the rules and I can apply them for them to 

understand. And now Lida remembers and she looks at me and says, 'Came?' because it 



214 

has the 'a.' Before, I would just say the word but and they would look at me like, 'Why?' 

And I wouldn't have the answer for that. I just say, well, just pronounce it, I'm gonna 

read it and then you're gonna read it the way I read it. But I wasn't teaching them, I 

would just make them repeat what I said and I didn't know why." 

I asked how the teaching techniques she saw and used at Sonora Valley 

Elementary were different from the ones she remembered from Mexico. She talked about 

"guided reading" in Mexico, meaning each student reading a paragraph aloud, and how 

much focus there was on reading aloud with expression. "When we were trying to 

memorize some poem, we read it aloud all together, and make sure we all pronounce the 

words and make all the pauses where they were needed. So when we were ready to 

present the poem to the principal, oh we were ready. We practiced a lot. And I remember 

learning a lot of different poems, long poems, hard. But we learned the toning, you know, 

and the voices, all the punctuation marks, the pronunciation. That was way important." 

I also asked her how the writing was different. "[Here] they do a lot of editing and 

self-correcting. When I was in school, it was just up to the teacher. If it was wrong, he 

will give you the paper back and you will do it all over. And now it's more like, let's 

understand what's wrong so you can keep going. They teach the kids how to write, like, 

this is wrong, go fix it." She elaborated on how she would teach writing now. "I'm going 

to try to pull the best of them, to let them try and make mistakes, until they get it without 

frustrating. Because it was very frustrating for me, the first time I tried to write 

something, and somebody else came and said, 'Well, that's wrong.' [Instead, I'd say] 

'That's not it,' or 'What do you mean by this?' I was trying to write my words, my 
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thoughts, and it was very different, what I was thinking from what I reflected on the 

paper, because I didn't know. And I was thinking in Spanish. So, that's very important. 

Most [students I will work with] are stronger in Spanish, so for sure they won't be strong 

in English writing, so maybe trying try to let them write in Spanish and then, little by 

little changing some of the words, explaining the meanings. [I'd have] a word wall, 

where they can find a lot of words that the can use for that same idea, and writing the 

meanings out (pause). That's a thing that I'd like, a word wall. And flash cards and word 

games." 

After a short interruption, she continued. "I would try to relate any learning to 

something they can coimect to, something they can get into. Like, for example, the 

spelling words, or the key words for the week, I would try to find a way for them to 

connect it to their lives, or to their houses or something they can they can easily 

remember." She also suggested posing questions, like "a question for the day," for 

children to focus on. It's important to note that this inquiry-based, "funds of knowledge" 

(Gonzalez, et al, 1993) approach to teaching and teaching writing is not based on teacher 

education training, but on the kinds of effective teaching she has seen at Sonora Valley 

Elementary.^ 

^ Monzo and Rueda (2003) used a funds of knowledge approach for their interviews with bilingual 
paraeducators, and found that their participants were not aware of the connections they could draw from 
their local communities to classroom learning that would have helped their students coming from the same 
communities. Gaby's awareness of making connections to students' lives is particularly significant given 
these results. 
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6.2.5. The value of Spanish 

It was clear from her words and the amount of time we discussed the Spanish 

language in the interviews that Spanish was highly valued by Gaby. Also, she was the 

only participant who used Spanish in extended discourse dxiring one of the interviews. 

We talked about language variation and registers, code switching, the social domains of 

Spanish, language attitudes and the causes of language loss. She also could explain 

several of the arguments for bilingual education, and had a sense of which arguments 

appealed to different interest groups. Most impressive to me was the way she expressed 

this personal value through her role as a mother of four children, and as an involved 

member of her community. 

She also held a high standard for her own Spanish language skills. In talking 

about the challenges of translating accurately, she commented, "It's embarrassing to be a 

Hispanic without knowing your language," and she elaborated on some of her own 

struggles. "With the level I'm at now, I'd like my lexicon to be complete, the proper 

language. [I mean] it's easy to say, 'Well, how do you say this in Spanish?' I can get the 

word from my vocabulary, but sometimes [the best word] is a high level word that I 

didn't use a lot when I was in Mexico." 

Besides her work as a bilingual aide, she also used a lot of Spanish at the local 

Catholic parish. "Like, when I go to church, I prefer to pray in Spanish. I go to the mass 

in Spanish, and I teach catechism [in Spanish]. I do a lot of translation because 

sometimes we don't have the book in Spanish, so I go read stories in English and then do 

it myself in Spanish. I do a lot of stuff, [using] a lot of English and Spanish." 
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I also asked her to elaborate on the kinds of learning activities she did with her 

own children in Spanish. "I read a lot to them. And I played with them like I was their 

teacher, and they were learning how to write (both laugh). They were not ready yet, they 

were just like three or four, but Patricia (her oldest) would write her name, and Trina's 

name (her second child), and little words for things. And then, when she was ready, I got 

her to write the last name, casa, mama, papa, whatever she could write." 

One of her more creative techniques was the use of story-telling coloring books. 

"I remember that I used to buy a lot of coloring books, because we loved to color. She 

(Patricia) would color, and then she would bring me the book, and tell me a story about 

the pictures she'd colored. And I would write it in Spanish. Sometimes there were stories 

written in the coloring books, and I would invent them in Spanish and write it at the 

bottom and read it to her. For example, I'd look at the pictures, and it would be, say, 

Cinderella. Then, I would make up the stories myself because I knew it in Spanish. So 

whenever she asked me to read a book, I'd get the coloring book, and re-read my words. 

I knew the story, [because] Cinderella was Cenicienta, and Snow White was 

Blancanieves. Sometimes, I would guess whatever part of the story and make it up, or 

even draw something, and then make up a story. So my oldest daughter was very good at 

writing and telling stories in Spanish. She was going very fast until she got stuck in fifth 

grade. [That class] was English only, and she was crying every day because she couldn't 

understand the teacher. She had mostly Spanish until then." 

"But today, Patricia's very good at both, and she's good at not switching. But 

Trina (her other daughter) is not that good [about not switching], but she speaks a lot of 
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Spanish. At home we only speak Spanish, but when she's on the phone, (looks up at me 

and laughs) she forgets that I know [English], I understand her (both laugh hard). But I let 

her go, I let her be. Sometimes, they come with these particular stories and they say, 

'Mom! I have to tell you in English because it doesn't sound the same!' and 1 say 'Okay.' 

But then, they bring a lot of friends home, and some of them don't speak Spanish. So it's 

a whole time of translations between us, even though 1 know, I try to, I want to 

communicate and I'm able to communicate with them in English, but I keep telling them, 

"At home, we speak in Spanish." 

I asked if they watched television in English, and she replied that they watched in 

• • • th both languages. For example, the week before this interview was the September 11 

tragedy, when many Americans were glued to their televisions for days afterward. "Like 

last weekend, when we were looking at the news. We had both my TV set in my bedroom 

and the boys' bedroom in Spanish and English, because my husband only watches 

Spanish, he doesn't know English. And then the boys came in, saying, 'Mom! Mom! 

Look, this one's got different stuff.' So I was switching from English to Spanish, running 

with the remote control between the two rooms." 

For Gaby, the main reason for exclusive use of Spanish in the home was to assure 

that her children have a wide range of ability in Spanish. "1 don't want my kids to speak 

with, you know, very much accent or very limited Spanish. 1 don't want them to do the 

basic Spanish thing. I need to pass on [a more advanced vocabulary] to my daughters. 

Because 1 want for them not to know, just 'silla'mesa(chair, table) you know, other 

stuff, and 1 get very concerned about the words for, like, concepts, [such as] when I see 
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the news in Spanish. And then when we go to Mexico and I am talking to my father about 

anything like official, then they look at me like, "What is she talking about?' They 

understand but there's a lot of words that they don't understand because they don't use it. 

And even translations here are different than my Spanish in Mexico, it's very different. 

Because translations are made for the needs of everyone. So, for example, people who 

didn't fmish elementary school [need] to understand the letter, [and I don't want to make 

it] too simple, but not very complicated [either]." 

"In Mexico, when I'm talking Spanish with my sister, it's totally different. I 

mean, we know what we're talking about and we can discuss about anything in Spanish. 

And my brother uses a lot of high-level words in Spanish, and sometimes he helps me a 

lot with my Spanish. I discover words and everything. And when I'm talking to him, I'm 

trying to maintain that high level too. And sometimes I forget some words, and he makes 

fun of me,' Wah, you're Mexican! What are you talking about?' I say, 'Well, twenty 

years in the United States, it's different. It's not the same Spanish that I speak here, with 

people that Spanish is their second[ary] language. [But] my brother is educated and he 

knows a lot of words, and my Dad uses them too." 

When I asked her what were some reasons for having bilingual education, she 

first named "cultural and personal reasons" but didn't elaborate. Instead, she discussed 

the value of learning to read in Spanish first. "I think the best way of understanding a 

second language and learning it is to have a strong base. Otherwise, kids won't learn to 

read a language they don't know how to speak, or they don't recognize the words. 

Changing from Spanish to English is very different. In Spanish, every single letter has 
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one sound and that's it. So if they get familiar with those letters and sounds, they're 

gonna be self-confident, enough to try another one." 

"But if they just come as a new student and they're put in an ESL class, it's like 

they're lost, because they don't have a strong language, they don't know to read. And on 

top of that, they don't understand the language. So they're forced to learn something that 

they don't feel like is their culture, their language, their identity. For me, a new mono-

Spanish student that comes and learns, maybe they will learn eventually to read in 

English, if they don't have the foundation. But they don't get the feeling of a story. Or if 

it's a sad story, they won't feel it because they're very worried about how does it sound, 

how do I pronounce it, you see? [When I read with them] they don't understand, they just 

repeat after me or look at the words and try to pronounce them, but they don't know the 

meaning! They might get the pronunciation but they don't know the meaning, so they 

don't know if it's a good word, or if it's a sad poem, or if it's a mathematical equation or 

word problem." 

As previously stated. Gaby also valued the Spanish language itself, and wanted to 

see space for the language of students' heritage in the schools. "I wanna try to tell 

something to those people who changed the law. What are they doing to these kids? Are 

they learning? Do they need the home language for instruction, or is it enough to speak 

Spanish at home? Not to lose the first language. Because that's the main thing, I mean for 

me. Your first language is the language you never should forget or set aside, because 

that's your roots, where you come from." 
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"A lot of propositions are going to come, in the future, putting us bilingual people 

down, or saying that it's not working. But personally, I'll do whatever I can to support 

bilingual education. Because I've seen a lot of kids crying in the first, second week of 

school and feeling like they're lost and feeling like they're not understood because they 

don't understand what the teacher says. And it's very hard, and I was crying when I saw 

these brilliant kids crying because they didn't know what to do. Because I mean, they're 

very smart in their first language. They knew everything. It's like, somebody would come 

and ask me about Russian, and I don't even [speak] a word. And even though I consider 

myself smart or you know, a thinking person, I would be lost in a language that I do not 

know." 

She also understood the economic value of being bilingual. "I want my kids to 

keep their primary language. It's important for them to develop culturally and 

educationally, because the more language you know, the farther you can get, and the 

more you can give to the community. But there's not just cultural reasons. If people are 

talking in English and another language, they maybe can find the jobs easier than those 

who just know Spanish, because they're able to communicate with people at school, in an 

office, at a store. There's a lot of rich people that come from other countries to spend 

money and what if they don't get anybody to understand them? They don't buy. So that's 

a point, economically too. So it's very important that people know that aspect." 

"That's why I say [that] even if at this point I got the chance to learn another 

language, I would go for it. The more languages I know, the better I'd feel about it. And I 
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tell my kids, get into the French. I don't want them to have just two languages when they 

can learn many more. I won't set any limits on them, they can learn whatever they want." 

Gaby also understood why some parents do not value bilingual education, or 

encourage their children to be bilingual. "There's a lot of misunderstandings on what 

[children] need, why do they need to be bilingual. Because they think bilingual is to be 

good at English and poor in Spanish. They can talk Spanish, even poor Spanish; they're 

bilingual because they can communicate in Spanish, even if they don't know how to read 

and write. But, but they're good in English. So, so what happens when they grow up, 

they're embarrassed to speak Spanish because they didn't get the strong basis in writing 

or reading or communicating verbally. So they stop thinking and using the language and 

they move, they transfer to English. And for me, what I've seen, it's those people that 

make Spanish like a cloud language, a language of less reality than English, like a lower 

level, and it's not. Because they were ashamed." 

"And I think about so many friends that I met, they know very, very limited 

Spanish. And they say because they were forced to use English always and they forgot 

Spanish. [But] why did they forget it? I mean, at home they kept using it but it was a 

limited Spanish at a certain level; they didn't go beyond that level. They know more 

English and they forget [Spanish]. I mean, it's sad, but it happens. So we as parents have 

to enforce, we have a say in the law. By voting, by saying, you know what, I want my 

kids to keep their primary language." 

I asked if she saw this attitude reflected in the children's use of Spanish. "Even in 

this [fifth grade] classroom, there are four or five kids with mono-Spanish parents who 
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don't want to speak Spanish. And I keep talking to them in Spanish and they will answer 

in English. And they know Spanish, but they're ashamed. They want to be American 

because they know English, and they think they're less of value if they speak Spanish. 

They're embarrassed. And I don't know, what comes from parents who want their kids to 

be.. .Americanized. They're citizens, I mean they're gonna get that language, some way. 

But they're pushing it very hard." 

"And they're not good at English either, because they don't have the strong base. 

They have a lot of difficulties. Because if you compare kids that have been in bilingual 

classes the whole time, and then they get reclassified to a mono-English class. They have 

better Spanish, better reading, and writing, than the other kids that completely left their 

primary language. A lot of my kids' friends, they come home and I felt so sorry for them 

because I know their parents and I'm good friends, [and they] only speak Spanish. And I 

mean, what are they gonna do, when they grow up and have kids? They're not gonna 

teach them any Spanish. And so, how are they gonna communicate with their 

grandparents?" 

I asked what she concluded about the future of the Spanish language in the United 

States. "I think that Spanish is never gonna leave our community because there's always 

Spanish speakers coming to it. And even if they lose it when they go to school because of 

the rush to speak English, there's more Spanish speakers coming. A lot. Because people 

who are from here, they're more interested in English than their own tongue. And it's 

sad, but that's true. You can see it in my family, wherever I go I see less and less Spanish 

in the home. Like the nieces and nephews on my husband's side. I feel sorry for them 
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because I say, well, they're Mexican. And my mother-in-law's family, they don't speak 

English, just a few words in English. And how are they gonna communicate? And I 

worry about my own kids. Are they gonna be aware, as I am, of Spanish when they have 

kids? I hope they do, because if not, it's gonna be like, if I work in vain (laughs), for 

nothing. It's amazing, wanting everyone [in the family] to belong, and not to be able to 

communicate with them." 

Gaby's words demonstrate several important findings. First, her case shows how a 

child's family situation can destroy the potential a child may have, yet how that potential 

can be recovered by an opportunity like the Puentes program. Her account also 

demonstrated how she would apply lessons from her current writing experiences to 

teaching writing in the future. Finally, the way she articulated the value of using Spanish 

in her school, her community, and with her family sends an important message to those 

who are more influenced by exclusive, English-only ideologies. 

6.3. Supporting English language learners in "The Place of Harmony" 

6.3.1. Introduction to research setting 

At the beginning of the year. Gaby's position was shared between three 

classrooms: the ESL immersion kindergarten, and the third and fifth grade bilingual 

classrooms. Gaby recommended that I observe her in the fifth grade classroom, not only 

because the teacher was very open to visitors, but also because she thought I would be 

interested in the kind of work that regularly occurred in the classroom. In classes I had 

taught. Gaby had already shared some of the activities of "The Place of Harmony," the 

nickname of this peace-oriented classroom. In addition to beautiful poetry and class-
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made books, Gaby had told us about the elaborate Holocaust unit that included Holocaust 

survivors as class guests, and a public class presentation. In particular, she was moved to 

see how the students, including her son Juan, developed empathy by taking on the 

identity of a Holocaust victim for the entire unit. 

When I arrived at the school parking lot I could see a large peace sign in the 

window of the fifth grade bilingual classroom. The teacher, Mrs. McClelland, invited 

Gaby and I to sit with her on the sofa in the reading corner. I listened as Gaby and Mrs. 

McClelland chatted about how Juan was adjusting to middle school, and took in the 

peaceful atmosphere created by colorful biographical posters, books and student work 

prominently displayed, and the soft sound of flowing water in a fountain next to the sofa. 

It was the begirming of the school year and we all had high expectations for a productive 

year. 

I often visited the classroom in September to meet with Gaby for the in-depth 

interviews, so I was aware of the intentional way that the class confronted the September 

11"* tragedy. Initially, the students expressed their grief by creating a class mural, and 

later they began an inquiry study about life in Afghanistan. I also had several 

opportunities to get to know Mrs. McClelland, such as running into her at a whole 

language conference that fall. 

In October, Gaby received notification that her position as a bilingual aide was 

being terminated.'^ The district had been cutting back on bilingual aides based on 

'' The local district had already fired 100 bilingual aides at the beginning of the school year. Although the 
district claimed that Proposition 203 made these positions unnecessary, there was nothing in the law that 
excluded bilingual aides. These cutbacks created grave concern among all of the Puentes program 
participants, and eliminated two candidates from participating in this research project. Both women 



seniority, and Gaby had been at Sonora Valley Elementary long enough to avoid the cuts 

that came at the begirming of the school year. At first it appeared that Gaby would be 

reassigned to another school, but she was almost as upset about having to leave her 

community school as being unemployed. After two weeks of ambiguity, the district 

decided to reassign her as a regular aide for the English-immersion kindergarten class at 

Sonora Valley Elementary. Mrs. McClelland was disappointed that she would no longer 

have an aide, but the principal agreed that Gaby could return to her classroom for the 

observations for this research. 

When Gaby and I returned to "The Place of Harmony" several months later, it 

was well into the school year. The classroom dynamics were in full gear, and we 

inevitably broke their routine by coming in to work with the three girls, Lida, Ebi, and 

Augusta, who were new to English and the school that year.^ Everyone involved in their 

education, but particularly their parents, were concerned that the girls learn enough 

English to facilitate their success in middle school, where bilingual education was not 

available. I thought that this urgency would make this environment a good place for 

examining how the use of Spanish could encourage English writing development, but our 

intrusion seemed to complicate matters and break the girls out of their English-speaking 

routines in the class. 

eventually found work—one in a special education class in a neighboring district, the other in a childcare 
and counseling program for high school students and their infants. This short period of unemployment 
created a financial burden that caused one of them to fall behind in her Puentes coursework, and she 
ultimately dropped out of the program (Gassen, 2001). 
' These pseudonyms were selected by the students, and were the names that they were assigned for the 
Holocaust unit. Each student took on the identity of a Holocaust victim, researching information about the 
history of that child's country and the concentration camp where they were killed. Throughout the unit, 
they would write about this information from that Holocaust victim's perspective. 
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I was first introduced to Lida, who was learning English faster than the other two 

girls, through Gaby's comments during the first interview. Gaby mentioned Lida because 

she had just given her the LAS (Language Assessment Survey) that morning. Gaby 

commented, "[Lida didn't] know a lot of English words, and she was supposed to tell me 

a story in English. I was constantly talking to her in Spanish, to see the way of pulling 

English words from her. It worked, but you could see the difference when she was talking 

in Spanish, she was very confident, self-confident. But when she started in the English 

part she was shaking, saying 'Oh my...Several months later, Lida was using English 

fairly comfortably with her peers during the first observation. Unfortunately, each visit 

from Gaby and I separated Lida, Augusta, and Ebi from their classmates, so I was not 

able to observe the girls' English language interaction with their peers more closely. 

In addition, there were other tensions within the class that had been building 

throughout the year. Allowing the Spanish-speaking girls to work together ignited 

hostilities from other students who were not allowed to work with their friends due to 

their disruptive behavior. This dispute developed into a violent encounter between Mrs. 

McClelland and one of the parents that exposed racial tensions no one anticipated. In 

order to make sense of all that transpired, I met with Mrs. McClelland and the principal to 

understand what caused this disruption. The result of this enlarged scope of study is a 

description not only of how Gaby worked with English language learners, but of the 

social dynamics that were a part of these Mexican immigrants' school experience. 
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6.3.2. Observations 

On February 6, 2002, Gaby met me at the door of Mrs. McClelland's classroom. 

Before I went inside, Gaby explained that Mrs. McClelland thought that it would be 

better for the English language learners (ELLs) to be together with the English-speaking 

students, so they were each sitting at separate tables. Mrs. McClelland welcomed me and 

introduced me to the class. The majority of the class was Mexican American, although 

some of these students could have had an Anglo background. About four students were 

African Americans, and one of the boys called out, "Welcome to the Place of Harmony." 

All of the students were working on writing in spiral-bound notebooks. They had not 

been assigned a specific topic to write on, but many of them were writing poems. At the 

table I chose, the students were having trouble getting started. I asked the Hispanic girl 

next to me what she was working on, and she was happy to show me some of her past 

work in the notebook. I flipped through the notebook, looking over the poems and short 

stories in English. I asked her if she ever wrote in Spanish, and she shook her head, 

explaining that she used to, but that now she was forgetting her Spanish. 

Gaby did not select a table, but instead moved among the four students who were 

ELLs. ̂  She came over to where I was sitting to point them out to me, struggling to recall 

Ebi's name. Gaby had not been in Mrs. McClelland's room since October, but the girls 

had seen her around the school and were pleased to have her help. Roberto (who is not 

included in this study) was less responsive to Gaby's help, and left the room halfway 

® In addition to tiie three girls included in this study, there was one boy who was considered an English 
language learner. This was not his first year in the United States, and he was comfortable in English. He 
was not included in this study because he went to special education classes during the period I was 
observing. 
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through the observation for special education support. I had requested that they write in 

English so I could see how Gaby's Spanish-speaking support helped their English 

writing. Lida got out of her seat often, asking for Gaby's help, and soon she had most of 

Gaby's attention. She had found a book in Spanish and wanted to write about it, but Gaby 

encouraged her to select something to write about in English, asking her, seria 

mas fdcil escribir en ingles? [What would be easy to write about in English?]." 

Another Hispanic student came over to me and asked if I would listen to her 

poem. Throughout the first two observations, students would offer to share their writings 

with me, which were always short passages in English. While the girl read her poem to 

me, Mrs. McClelland wrote instructions on the board. She made a brief armouncement, 

asking them to decide what they would like to write about. Next, she came over to an 

African American girl at my table and asked her if anything was wrong. The girl had 

been apathetically reviewing her notebook and had not started anything new. She 

shrugged off the teacher's queries, and Mrs. McClelland responded by writing out a note 

while sitting next to her. I found out later that the note was for the principal about the 

girl's work habits. 

Gaby checked on Ebi and Augusta, and helped give Augusta ideas. Ebi asked in 

Spanish if they have to do it in English. Gaby responded, "You can do it." The class had 

been working quietly, but the noise level began to rise. When Gaby returned to Lida's 

table, it had become very active. One of the boys asked Gaby, "How should my title be? 

How I lived and how I died?" Gaby suggested that he write first, then return to the title 
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later. The boy next to him was energetically retelling an action movie scene to another 

boy. 

Mrs. McClelland stopped the class and asked a student to read the instructions. 

The title on the blackboard was Writer's Notebook - Libreta de Escritura. Below the title 

were two instructions in English: 

1) You can get ideas from your writer's notebook (Revisit the first few pages in 
your writer's notebook.) 

2) Write whatever you like - a poem, a story a letter, ideas for future poems or 
stories. Try writing a poem about your literature circle book or a book I've 
read to you. 

The room quieted down significantly. All three of the ELLs started to work on 

poems, but Ebi still needed help from Mrs. McClelland to develop her ideas in English. 

Eventually, the three girls congregated at one table along with Gaby and me. I noticed 

that the school principal walked in and took the African-American girl out of the class 

presumably in response to the note Mrs. McClelland wrote. Lida read her poem to Gaby. 

It began, "What if the world had only peace." Gaby encouraged her to make it a question. 

The next line read, "People will be happy because is no more fighting." Lida showed it to 

Mrs. McClelland next. Augusta read to me what she had written: "The snow is like ice, 

the snow is like a price." I corrected her when I realized she meant "prize," then found 

out that Gaby already understood it and had decided not to correct her. Lida continued to 

discuss her poem in Spanish with Gloria, and Ebi wrote her poem in both Spanish and 

English. 

In order to see how this assignment developed, I decided to return to the "Place of 

Harmony" later that week. However, Ebi, Augusta, and Lida had either finished or 
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of writing in EngHsh or Spanish. It was a Friday morning and the classroom climate felt 

chaotic, so I was glad I had asked to pull out the three girls separately. This allowed me 

to concentrate my observation on Gaby's interaction with the three ELL students, but I 

also needed to separate the students in order to videotape them. Although all of the 

students in this class had signed a consent form to be photographed at the beginning of 

the year, I had to use a separate form for my research and did not want to try to seek 

permission from the whole class. We sat on the couch in the far comer of the room where 

I had first met with Gaby and Mrs. McClelland. This separate space allowed me to get to 

know the three girls, and throughout the session we spoke almost exclusively in Spanish. 

Mrs. McClelland reminded the class to develop their own ideas. Gaby translated 

her directions to the girls, elaborating by telling them, "'Inventalo. ^Como te sientes 

ahora? (Invent something, like how do you feel right now?)" Ebi, Augusta, and Lida 

started speaking to us in English, but quickly moved to Spanish as they tried to help each 

other come up with something new to write about. Their conversation turned to stories 

from their lives in Mexico. I asked them what part of Mexico they were from, and Lida 

joked that she was a ''changa de Michoacdn " (a monkey from Michoacan). Gaby 

suggested that they structure their writing using comparison and contrast, comparing 

what they had in Mexico to what they have in the United States. She reminded them to 

get to work because she had to go back to the kindergarten at 10 a.m., and they teased her 

about abandoning them. Next, Lida joked that one of the differences between Mexicans 
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and Americans is '"Que somos cafecitos (that we're brown-skinned)" and pointed to her 

arm. 

Twenty minutes into this activity, Mrs. McClelland stopped the activity to talk to 

the class. She explained that she wanted them to do their own hard work: "It is your 

thinking deeply [that makes this activity valuable], and I'm feeling frustrated. If you can't 

do your work, you are not going to sit with your friends." She also asked the students to 

raise their hands instead of calling out to get her attention. Gaby touched Ebi's leg and 

said, "Escriba" ("Write") during Mrs. McClelland's speech. The girls got back to work, 

but Augusta played with Ebi's long hair as she wrote. Lida started asking Gaby questions 

about her writing, but Gaby suggested she write out what she wanted to say first, then she 

would correct it afterwards.^ Lida expressed concern about her mother who was pregnant, 

and recounted a joke her father told about her mother "exploding." She was concerned 

because her father was going to be away in Mexico the coming weekend. I suggested she 

write about that, but she shyly shook her head. Ebi seemed to be the one who was 

struggling the most with English, yet she was trying to write in English, asking Lida how 

to write especial (special) in English. 

A few minutes later, Mrs. McClelland came over to me to explain why she felt 

frustrated. She explained that some of the students could not sit with their friends because 

they distracted them from their work. She was disappointed that they could not be trusted, 

adding, "Sometimes I wonder why I even try." Right after that, a pre-kindergarten class 

came in to share their celebration of the Chinese New Year. They had formed a dragon 

^ Exact quote: "Primero escribe todo, despues decimos si estd bien o no." (First, write everything out, then 
we will tell you if it's right or not.) 
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out of a human chain, including a brightly decorated dragonhead, and they snaked their 

way through the classroom. I took advantage of the interruption to introduce myself to an 

older woman in the room who had been working with an individual student at one of the 

tables. She explained that she was a crossing guard who had been volunteering at the 

school for several years. When I told her that I was conducting research with the bilingual 

students, she shared with me how frustrated she felt about having so many students who 

did not speak English at the school. She complained that it "didn't used to be like that," 

and wondered why they won't learn English anymore. "Don't they realize they live in 

America?" she asked me. 

At 9:50 a.m., Mrs. McClelland reminded the students that, even though some 

were ready to share their work, their focus for the day was on begirmings. She had drawn 

a waterfall on the board as a metaphor, suggesting they start their writing at the climax of 

the story. As one student began to read her work from the podium, we were interrupted 

by the fire alarm. It was clear to everyone that this was a drill, and so Mrs. McClelland 

and I chatted as we walked out of the school with the students. She was clearly frustrated 

by all the interruptions, but seemed to have a good sense of humor about the many ways 

that class activities get stymied. After I left the school, I noted to myself that the tense, 

conflicted atmosphere that day may have been caused by asking students with difficult 

lives to reflect on those lives in their writing. As I expressed it in my field notes, "She is 

teaching them to be reflective about their hard lives, and this causes strife and frustration 

instead of burying it." 
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My impression turned out to be accurate when the conflict in the classroom 

became overt the following Tuesday. I did not observe that day, but experienced the 

aftermath the next day when Gaby and I returned to the class. The conflict surrounded the 

African American girl who had been taken out of the classroom by the principal during 

my first observation. According to this student named Felicia, the way in which Mrs. 

McClelland was portraying African Americans during Black History Month was 

derogatory and disrespectful. In particular, she was upset by a video that showed Africans 

being brought across the ocean in slave ships in horrendous conditions. She had shared 

her feelings with her mother, who confronted Mrs. McClelland in the classroom on 

Tuesday morning. 

Felicia was one of the youngest children in a large family that had often had 

difficulties at Sonora Valley Elementary. The father of this family had been shot and 

killed. Reportedly, the assailant had never been caught because the only witness was 

unwilling to testify for fear of retribution. It was also well known that Felicia's mother 

and another woman had a terrible fight at the father's funeral because they were both 

pregnant the same number of months by the man who had been killed. Because the older 

children had discipline problems, Felicia's mother was not a stranger to the school, but 

she had never met Mrs. McClelland. When she entered the classroom on the pretext of 

bringing in Felicia's forgotten lunch, she asked Mrs. McClelland, "Are you Mrs. 

McClelland or are you Mrs. McPrejudiced?" Mrs. McClelland tried to speak to Felicia's 

mother quietly but she raised her voice louder and told Mrs. McClelland, "I'm gonna slap 

your white trash face!" Realizing she could not speak rationally to the angry woman, she 
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went to the nearby principal's office for help, fearing for her safety. Felicia's mother 

yelled down the hall at Mrs. McClelland, "I'm gonna kick your ass!" The principal and a 

school counselor confronted Felicia's mother and calmed her down, listening to her 

complaints. He resolved the conflict by moving Felicia into the other fifth grade 

classroom and telling her mother that he would call the police if she came back with any 

more threats to Mrs. McClelland.^ 

The following day Gaby and I returned to the classroom. We took one of the 

tables with the three girls, and worked on helping them respond to three questions on the 

board along with the rest of the class. The questions were as follows: 

1) Why do we learn about perpetrators, collaborators, bystanders and rescuers? 
2) Why do we learn about what has happened in the world (history)? And why 

do we learn about what is happening in our world now? 
3) Why have we been learning about black history? 

The three girls seemed happy to be with each other and were talking excitedly in Spanish. 

In fact, they were talking so fast that I had trouble following them, and my attention 

wandered back to the board where there was another note to the class, encircled in a heart 

shape. It read: 

I want my students to have options. 
Options are choices. Choices in life 
mean you can choose what you want to do in life. 
Learning to think deeply, learning to read and 
THINK about what you've read, learning to persevere 
(not give up) all contribute to having choices/options in your life. 
Please make the choice to work hard, think deeply and read. 
Your future depends on it. 

^ This information was gathered from an interview with Mrs. McClelland on February 26, 2002. 
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Gaby encouraged the discussion in Spanish to return to the questions on the board. She 

asked them why the teacher was giving them these questions, and what they thought 

about them. They explained to her that someone had insulted the teacher the day before, 

and that one of the students had left the class because of this incident.^ 

Instead of explaining what happened, their conversation diverged to an incident 

that occurred in the cafeteria earlier that year. Lida had gotten into a fight with Felicia, 

and it was clear that the girls had been trying to avoid any further conflict with her. Gaby 

mostly listened, but was obviously sympathetic to the students, and she explained to me 

aside in English that the school had been having problems with this particular family for 

years and that her own children had conflicts with some of the older siblings. I began to 

understand that they were talking about the African American girl whose table I sat with 

on my first observation. 

Again, Gaby returned the students' attention to the assignment, asking them why 

they were learning about prejudice. "Para no tener problemas (To avoid problems)," 

Lida responded. Gaby asked them, "Entienden lo que son perpetrators? (Do you 

understand what perpetrators are?)" She then explained the concept in Spanish. Augusta 

commented that this was what happens when people do not help each other. Gaby 

elaborated about what this meant for Mexicans in the United States, how sometimes they 

are less accepted and understood by the mainstream culture here. Gaby moved on to the 

second question, explaining that we try to avoid having history repeat itself; that is why 

' During our interview (February 26, 2002), Mrs. McClelland clarified that she had not meant for the 
assignment to refer to the confrontation from the day before, but to serve as a transition between the Black 
History Month and Holocaust units. 
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we learn about it. If we learn history, she explained, maybe we can prevent problems 

from occurring. I started taking pictures of the students while they worked, but realized 

this only increased the already high degree of tension in the room. 

Mrs. McClelland stopped the class so they could hear some of the students' 

responses. Their answers were correct but very general, almost poetic. The girls wanted 

to keep working while the other students presented their work, and I realized they could 

not understand their classmates' answers. Lida started to ask me about the pictures I had 

taken, but I told her to listen to the speaker, who was providing definitions for the terms 

in the first question. Augusta tried to ask us for a translation of a word, but then went to 

find a dictionary instead. Gaby started explaining more about the history of slavery softly 

in Spanish. 

Mrs. McClelland explained who collaborators are, giving the example of those 

who collaborated with the concentration camps in Germany. Then she asked them who 

the collaborators were in a book they had read, Nightiohn (Paulsen, 1993). The girls had 

written their responses in Spanish, but wanted to get them translated before Gaby left for 

the kindergarten classroom. When they read their answers to Gaby, she asked them to be 

more specific. As examples. Gaby pointed out that Whites sometimes feel discriminated 

against by Latinos, and that Blacks discriminated against other Blacks during slavery, 

when Africans helped the slave traders. Much erasing and correcting ensued. Lisa asked 

for help translating antes, then got confused and wrote "fefore" instead of "before." The 

direct translation slowed the whole process down, yet we kept trying to translate Lida's 

answer to the third question, that read: Porque antes no querian a nadie por su forma de 
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ser, y haora a cambiado a la gente, como son no importa la raza. As Lida and Gaby 

struggled to translate quenan (wanted) I wondered how we would translate forma de ser 

(way of being). I realized that Gaby was trying to get the students to identify the main 

subject in their writing in Spanish so it could be more easily translated into English. 

Next, Gaby's oldest daughter came in to the classroom to ask her for the car keys. 

I learned that she was in the process of being hired as a teacher aide for this class. Mrs. 

McClelland came over to our table for the first time that day to greet her, and shared with 

us how relieved she was that she would finally have a bilingual aide to replace Gaby, 

who had been pulled out in October. 

Before the hour was up, we developed a translation of Lida's response: "Because 

before they were not accepted because they look different. Now it's different in the way 

that everybody has the same rights. We learn about history to understand why and how 

things happened." Although I felt unsatisfied with this result, Mrs. McClelland responded 

enthusiastically to her answer and gave her a hug. While Gaby worked with Ebi to 

translate her answers, Lida returned to the table and started looking at the notes I was 

taking with concern. As we left, all three girls warmly invited us to come back for their 

Valentine's Day party the next day. 

Gaby and I returned to "The Place of Harmony" a week later. I had been 

considering conducting Gaby's observations in her regular kindergarten classroom, but 

neither Gaby or the kindergarten teacher were comfortable with me conducting research 
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there/" When we arrived, Ebi and Lida were working with a volunteer on a separate 

assignment (Augusta was absent), developing a script for a telephone conversation in 

English. The rest of the class was looking up vocabulary words for the Holocaust unit out 

of dictionaries. This structured assignment was very different from their earlier 

assignments, and in contrast to the classroom climate during previous observations, the 

students were working quietly and diligently. At first Gaby and I were uncertain if the 

girls also had to work on the assignment, but after sending Ebi to ask Mrs. McClelland 

for permission, we settled on letting the girls continue to practice writing in English. 

The girls were excited about the new Holocaust unit, particularly about the new 

identities that had been assigned to them. Each student took on the identity of a Holocaust 

victim, researching information about the history of that child's country and the 

concentration camp where they were killed. Throughout the unit, they would write about 

this information from that Holocaust victim's perspective. Lida joked, "I was alive!" 

referring to her new Holocaust victim identity. "Do you remember it?" I asked her, but 

she could not elaborate much, and did not want to write about that topic yet. 

The girls decided to write isolated sentences in English. They began with simple 

sentences like Ebi's "I like ice cream. Vanilla is my favorite flabor." Lida first wrote, 

"Before I went here I did not speak English" and "My house is red," then returned to the 

Perhaps one of the reasons that Gaby and the kindergarten teacher were hesitant was my research focus 
on use of the first language, Spanish. Gaby was using Spanish to help two or three of the kindergartners 
who did not have enough English language skill to follow the instruction in English. However, it was 
uncertain whether this procedure was appropriate for the sheltered English immersion program. Fears were 
running high during this first year of Proposition 203 implementation, so I did not push to conduct 
observations in this classroom. 
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topic I had asked her to write about during the second observation, her mother's 

pregnancy. "I am happy because my mom is going to have a baby girl," Lida wrote. 

She wrote baby as babie, and going to as goint to, which Gaby and I tried to resist 

correcting, but Lida insisted on knowing if each word she wrote was correct. 

Repeatedly, our conversation in Spanish would turn to an engaging topic, but as 

we tried to move the discussion to what they could write about in English, their interest 

would diminish, and we would end up with a shell of what the discussion involved. This 

was what happened during our discussion of their homes. Lida and Ebi started describing 

their homes, and who lived with them. Lida's family had plans to move into a bigger 

house for the new arrival in her family. She wrote, "My house is bigger than others," 

others referring to the one she had been living in. When I encouraged her to rewrite it, 

she ended up erasing the sentence instead. 

Ebi's description of her home also began quite simply on paper; "My house is 

white and big." With our encouragement, they wrote out who lived with them. In Lida's 

case, it was challenging to express that she was living with two uncles from each side of 

the family. Ebi had been telling us about her two dogs, explaining that one was "muy 

comilona " (one who likes to eat large amounts). ''Como Selena,^'' Lida added, and I 

expressed surprise that the girls liked the 1990s Tejana star. A lengthy discussion of 

Selena ensued, and I was pleased to see that these preadolescent girls admired her and her 

voracious appetite. I suggested that they write about her next, and they reluctantly agreed. 

We returned to the challenge of translating comilona, deciding on "hungry." Ebi's 

description ended up capturing some of the spirit of the discussion: "I have two dogs but 
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they are very little the names are Chata and Coqueta. The 2 dogs are very playful and 

very hungry. They are very fat and little." 

As we worked, the noise level in the class increased to an engaged hum. I wrote in 

the margins of my notes, "There's a real sense of the storm passing here," referring to the 

incident with Felicia. Ebi and Lida sucked on heart-shaped red lollipops while we 

worked, offering us one from their Valentine's Day party. We felt much more relaxed 

around each other and with being a separate group from the rest of the class, and laughed 

frequently as we tried to figure out how to write out their thoughts in English. Although 

the writing Ebi and Lida produced did not express their lively and articulate style in 

Spanish, I felt satisfied with the data I was getting and comfortable with completing 

Gaby's observations with them. 

The final observation was videotaped. In contrast to the first observation when 

Ebi, Lida, and Augusta were scattered throughout the classroom, the students were taken 

out of "The Place of Harmony" entirely. Mrs. McClelland was showing a movie about 

the Holocaust, so we could not work in their regular classroom. The three girls had 

already left the classroom and were playing a board game with a volunteer in the library. 

At first, we set up in the library, but just as we started to film a first-grade class showed 

up and I knew we would not get any sound with the activity in the background. We 

decided to go to the kindergarten classroom since the kindergartners were at recess, but 

Gaby realized she had locked herself out of the room. In the beginning of the video, Gaby 

was still out of breath from ruiming to find the teacher so we could get into the room. 
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Gaby began by asking them to write about what they had learned about the 

Holocaust, and how we could prevent such atrocities in the future. The girls asked several 

times, "lEn ingles? " and Gaby agreed and reminded them that they had already learned 

a lot of vocabulary about the Holocaust. The girls headed their papers, then looked 

uncertain. Gaby prompted them in Spanish, "Why do you think this happened? Did it 

happen to everyone?" 

"No, just to the Jews." Augusta answered, and Lida suggested writing that they 

were killed without compassion.^' Gaby wanted them to get right to work, perhaps 

because of her concern about the kindergartners returning from recess. Lida interpreted 

this as discouragement from conversation, indicating this by putting her pencil to her lips 

in a "shh" gesture when she or Ebi or Augusta began talking. As a result, most of the 

conversation in the first 15 minutes was about spelling and other writing mechanics in 

English. Gaby reminded them several times to put periods at the end of their sentences, 

and to capitalize words like Holocaust, Jews, and their titles. At one point, Lida and Ebi 

began to describe the different ways in which Holocaust victims were killed, and Gaby 

shushed them and told them to write it down instead. 

The girls started asking Gaby for the English translations of simple phrases. 

While Lida double-checked the spelling of were, Ebi asked Gaby, "^Como se dice 'no 

tenia compasion?' (How do you say 'He didn't have compassion?')." Gaby passed out 

extra paper so they could try out writing anything they were unsure of. Ebi and Augusta 

usually checked with each other before asking Gaby for help while Lida kept most of 

" The Holocaust also targeted homosexuals, Communists, political dissenters, and other victims, but this 
exclusive focus on the Jewish genocide was not clarified during the observation. 
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Gaby's attention by asking questions. Although most of the checking Ebi and Augusta 

did with each other was about writing mechanics, they also confirmed with each other 

before checking with Gaby that the Jews did nothing wrong, that Hitler did not kill them 

as punishment for anything. 

Next, Gaby encouraged them to write about how they learned this information. 

She reminded them include details such as the grade they were in, and to think of writing 

as if someone who did not know them would read it. Lida struggled to remember to write 

saw rather than see-, it seemed to help when she and Gaby discussed how vimos and 

vemos (we saw and we see) are used in Spanish. The girls had Gaby translate as much as 

they could before writing it on their papers, but still erased frequently. A half hour in, 

they were much less tense than when they began working, but still remained self-

conscious and timid, probably because of the presence of the video recorder. 

Towards the end of the session. Gaby began talking more, encouraging them to consider 

what it was like to have someone so prejudiced be in charge of the government. Gaby 

asked Augusta: 

iJu piensas que estd bien que la gente que tienen prejucios estdn al mando de 
otros del gobierno? (Augusta shook her head.) Porque losprejucios son los que 
empezaron con... Porquepensaban que son mejores, que su raza o sus creencias 
o sus ideas eran los mejores. Sienten que son las mejores de todo la gente. Por 
eso es muy peligroso que la gente no importan quien estd en poder. Porque eso 
paso. (pause) Ahora, si entendemos lo que pasd, como el tenia control sobre otra 
gente, ahora dime: iQue puedes hacerpara cambiarle, a como ayudarias tu, que 
harias tu? 

(Do you think it is all right that people that are prejudiced are in charge of others 
through the government? Because the prejudices were what they started with. 
They thought they were the best; they felt that their race, or their beliefs, or their 
ideas were the best. They feel they are better than everyone else. This is why it is 
dangerous when people do not care who is in power, because this happened. Now, 
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if we understand what happened, how [Hitler] had control over the people, tell me 
what you would have done to change things, to help, or what you would have 
done.) 

She spoke at length to Augusta; perhaps Gaby was aware that Augusta was about 

to move away to another school, and wanted to share this part of Mrs. McClelland's 

curriculum that she knew well. Ebi returned to the topic of how the Holocaust victims 

were mistreated and killed, and Gaby redirected the conversation to ways in which people 

helped Jews by hiding them or helping them escape. 

Lida mentioned that a survivor of the concentration camps was coming to the 

class next week. Interestingly, she related this in Spanish, but said "Tuesday" and 

"concentration camps" in English, using the words in which she had learned this 

information. While Gaby dominated the conversation, the girls were much more involved 

towards the end. This discussion helped them understand the larger issues that Mrs. 

McClelland was addressing in this unit, and Augusta wrote two more paragraphs on 

them. Lida did not add to her paragraph, but Ebi wrote, "Hitler was bad but there were a 

person rescued jews." Soon after, the kindergartners returned to the classroom and we 

said goodbye to the girls. 

6.3.3. Analysis of observations 

Although the goal of the observations was to understand how Gaby worked with 

English language learners, naturalistic observation in this setting introduced a wealth of 

additional information. First, I will address the classroom dynamics that culminated in the 
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racial incident in "The Place of Harmony," then return to the ways in which Gaby 

encouraged the English language learners to write in English through the use of Spanish. 

There are several important issues raised by the classroom dynamics that 

culminated in the verbal attack against Mrs. McClelland by Felicia's mother. First, this 

incident made it clear that children are aware of race and how it is perceived by others. 

Lida's quip, "que somos cafecitos" (that we are brown-skinned), when asked by Gaby 

for the differences between Mexico and the United States, indicated her awareness of the 

ideological and material salience of skin color. Felicia's concern about the portrayal of 

African slaves also indicated that awareness. These tensions come to the surface when 

issues of social justice such as gender, race, class, and linguistic diversity are addressed, 

and are unavoidable. Perhaps this is one of the reasons why multicultural education is 

usually addressed in such a superficial way. Rather than conclude that these issues are too 

complex for an elementary curriculum, the conflict that erupted demonstrated the reality 

of the issue of race, and the need to address it substantively. 

To clarify Felicia's role in this incident, I must add that the principal (Mr. 

Gonzalez) and Gaby thought that Felicia created the conflict in order to get out of a 

classroom she did not want to be in. Mr. Gonzalez stated that Felicia may have 

"orchestrated" the confrontation, and perhaps "the Mom was just a pawn in it."*^ In the 

follow-up discussion with Gaby, she expressed the opinion that Mrs. McClelland had 

been very kind to Felicia despite the fact that Felicia did not want to be in her classroom 

from the first day of school. After discussing the incident at length with Mrs. McClelland, 

Personal interview, March 1, 2002. 
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my analysis focused more on the teacher, and whether there was anything she could have 

done to make Felicia feel more "at home" in "The Place of Harmony." Although the 

philosophies of whole language learning and social justice were central to her way of 

teaching, Mrs. McClelland was shocked that she could be perceived so negatively by this 

African American student. The principal concluded that Mrs. McClelland's teaching style 

conflicted with Felicia's needs as a learner, and that all involved would be better off with 

Felicia in a different classroom. 

The incident also demonstrated that issues such as race can supercede and have a 

more profound influence on learning than issues about language acquisition. Although 

the acquisition of English during this year was critical for Ebi, Lida, and Augusta, 

experiences such as observing the confrontation between Mrs. McClelland and Felicia's 

mother probably had a more immediate and dramatic impact on their learning. 

Although I was concerned about how this incident would affect the observations, 

it is important to note that Gaby's and my presence in the classroom also exacerbated the 

ongoing conflict about students' Uberty to sit where they wanted. Felicia was one of the 

leaders in objecting to "unfair treatment," that some students were allowed to sit together 

while others were not. She may not have articulated that the English language learners 

were receiving special treatment and attention, but this was clearly one of her concerns. 

Mr. Gonzalez spoke at length with her about understanding the difference between equity 

and equality, but this may have been a difficult distinction for Felicia to understand. 

On reflection, the incident did not affect the observations as much as I thought it 

would. The main effect was increasing our tendency to pull further away from the class. 
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During the later observations, I refocused my attention on Gaby and the three girls and 

their interaction. Paradoxically, this case enabled me to examine the question, "How does 

Spanish help English writing?" most directly. This question could be addressed because 

this was the oldest group of students in the study, and they had unambiguously developed 

their Spanish literacy before turning to the process of English language acquisition. In 

addition, Gaby was not in her everyday situation, so the activities we pursued were more 

directly related to the focus of this study. 

For Ebi, Lida, and Augusta, the opportunity to converse in Spanish was an 

unusual occurrence during regular class time, and it was a joy for them to be together and 

with Gaby and me. Since Mrs. McClelland's Spanish was not fluent, she used it to briefly 

translate armouncements she gave in class, and to converse with the dominant Spanish 

speakers. The girls could use Spanish to complete their assignments in class, but were 

encouraged to use English whenever possible. Our activities complemented this pattern 

well, using Spanish orally and informally, and writing in English. 

Nevertheless, it was awkward to use the two languages in this way. The girls 

asked every time if they could write in Spanish instead, and it made sense for them to ask 

since we were developing their ideas through conversation in Spanish. At times, it felt 

like our work together was primarily a translation activity. Translation is a challenging 

skill that is separate from the literacy acquisition of the first or second languages. This 

made me question the premise with which I began. Was I taking the interdependence 

principle too literally? In this case, it did not work well to talk through ideas in the first 

language, then write it out in the second language. 
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While talking aloud is a suitable technique for developing writing (Routman, 

2000), it would have been more effective to write the students' ideas in the language in 

which they were developed. Instead, we often lost the spirit of our discussions through 

the translation process. The translation of comilona (someone who likes to eat) as 

"hungry" is the clearest example of this loss. The other problem with moving between 

Spanish and English was that the girls became dependent on Gaby helping them translate 

even simple words from Spanish. Lida often sought out confirmation of simple words in 

English like "bad," even though she already had a working ability in understanding and 

speaking English. When the more accessible Spanish was available, the girls did not use 

their prior knowledge of English to take any risks in their writing. 

This is a common dilemma for teacher aides: How can they scaffold children's 

learning, and not create a "crutch" by providing them with the answers? Teachers have 

the opportunity to learn how to provide the right kind of support, but teacher aides only 

learn this through experience. Gaby was adept at this sort of teaching decision, and was 

able to turn some of the girls' dependence into learning opportunities. For Lida, Gaby 

was often able to confirm her understanding of English, and Lida could review grammar 

such as the uses of was/were, and see/saw with someone who could discuss it with her in 

Spanish. This also happened for Augusta when she asked for the translation and spelling 

of posters in English, and Gaby pointed out that "posters" was originally a word in 

English. 

Gaby also showed considerable expertise in addressing issues of social justice 

from Mrs. McClelland's curriculum. In the third and fifth observations, she took the 
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abstract discussion of collaboration with injustice and applied it to the context of 

Mexicans living in the United States. She also summarized some of the major points 

about the Holocaust that she had seen Mrs. McClelland teach for several years. It was 

unfortunate that Gaby was not able to remain in Mrs. McClelland's classroom and use 

this expertise, and even more unfortunate that Mrs. McClelland moved into a different 

area of instruction after this stormy year ended. 

6.4. Analysis of Gaby's case 

Multiple themes emerged from Gaby's interviews and observations that tie in 

with this study. However, topics such as immigration, identity as a writer and a Spanish 

speaker, and the value of family and home language will be subsumed into the themes 

that emerged from all four cases. Also, there are several parallels between Gaby's story 

and that of her friend Andrea. In both cases, family settings created obstacles for their 

success in school. While Andrea was not allowed to attend school after sixth grade, the 

pressure from Gaby's father for her to succeed academically turned on itself, and resulted 

in Gaby escaping this pressure by eloping to the United States. In these circumstances, 

the Puentes program gave Gaby and Andrea that "door of opportunity" so many 

immigrants hope for when they leave everything familiar behind. The following themes 

demonstrate the parallels Gaby shared with Dora and Elena as well. 
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6.4.1. The value of reading at home 

"My Dad gave me books that he had, everything, even poUtical works." Gaby 

grew up in a home where reading was encouraged, even forced. Gaby added, "He pushed 

me to read, but I didn't ask to read." Yet after she described how often she would see her 

parents reading, she recalled, "I would go and look at the letters and wish to be able to 

understand. Because I say, well, what's in there that they're very interested?" When I 

asked her about this theme during the follow-up interview, she told me she enjoyed trying 

to read her father's magazines on politics as a young girl. 

Gaby's description provides more support for the research finding that literacy 

begins in the home, and children are encouraged to read by watching their parents 

engaged in this activity (Taylor, 1983). When her children were growing up, Gaby 

encouraged reading more deliberately, writing stories in Spanish in coloring books and 

playing school with her oldest daughters. It is important to note that Gaby did all of these 

activities in Spanish, at first because she did not speak English, but later because she 

wanted to promote Spanish in her children's lives. 

6.4.2. The inter-relatedness of reading and writing 

"So I think I'm still learning to write. I'm not a good writer, but I'm a good 

reader, and that helps me a lot." Gaby credited her habit of reading everything her 

children brought from school, along with newspapers and other material readily available 

in English, for passing her GED the first time she took it in 1993. She continued this 

process of incorporating language from what she read into her knowledge of English, and 
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used vocabulary in her writing that she had seen in the readings from her courses. "When 

I need to write a paper, I go back and look in the book and think, 'How can I change 

this?' using another word for the same thought. Sometimes I make big mistakes on that, 

but I don't care anymore." In my role as her English teacher, I saw that her work 

reflected this desire to use new vocabulary accurately, and it appeared she had little 

difficulty writing complex ideas in English. In her interviews, however, she denigrated 

her English writing ability, showing that she still carried her perfectionist tendencies with 

her. 

We also discussed her enjoyment of reading in Spanish, but Gaby did not draw 

any connection between Spanish reading and skills in writing in either English or 

Spanish. Nor did she encourage reading as a means to develop writing during the 

observations. Instead, her emphasis was on making the connection between students' 

passive oral comprehension in English and writing in English. In the first observation, 

Lida tried to use a book she had read in Spanish to help develop ideas for her writing, but 

she abandoned this technique when we encouraged her to write in English. The way 

languages interact in the development of biliterate writing skills has rarely been 

addressed in the research literature, although Moll, Saez, and Dworin (2001) noted the 

value of using literature in English for a Spanish writing task. 

6.4.3. "Learning by doing" 

For Gaby Arriaga, a specific juncture turned her life around in the United States; 

the move to the community surrounding Sonora Valley Elementary. Her former 
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neighborhood was considered to be diverse, but Gaby needed a critical mass of Spanish 

speakers and Mexican culture in order to feel comfortable stepping out into the 

community. In her new community, "I saw the chance for me to try [to speak English] 

when nobody would make fun of me, and everybody would understand." By attending 

meetings and volunteering at Sonora Valley Elementary, she was able to overcome her 

shyness, or in Krashen's terms (1982), "lower the affective filter," and become very 

strong in English. 

In terms of understanding the process of second language acquisition, it must be 

noted that Gaby's metacognitive awareness of how she learned English seemed to help 

her. "I can tell that I learned [English] by myself, by putting, like storing words. I knew 

how to pull them out and put them together with words that I already knew. I saved it, 

and for next time when I needed it, it was there." This conscious learning process in 

informal settings is one of the hallmarks of successful second language learners (Gass, 

1991). 

6.4.4. Empathy with children who feel lost 

The term "lost" came up in all of the interviews in a way that was related to 

children and language learning. Gaby echoed Andrea's concern for newcomers when she 

stated, "I've seen a lot of kids crying in the first, second week of school and feeling like 

they're lost and feeling like they're not understood because they don't understand what 

the teacher says." In Gaby's interview data, I also noticed a correlation between feeling 
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safe in the United States and speaking English.'^ She confirmed this during our follow-up 

interview, mentioning the experience of being deported by the INS and being unable to 

plead her case in English. 

In the follow-up interview, we also discussed the event that took place in Mrs. 

McClelland's classroom. Gaby commented that she usually felt safe speaking English to 

children when she was first at Sonora Valley Elementary, but she had sore memories of 

being teased by children from Felicia's family for her accent and errors in English. 

6.4.5. Overcoming limited choices 

Gaby's choices in life as a teenager were very limited, but this has an ironic twist. 

As the oldest child, her father had wanted her to be very successful in school, but his 

inability to accept any imperfection from her performance created a rebellion in Gaby. 

Eloping to the United States may have seemed to Gaby like a way to open up her 

horizons, but once she began having children she realized returning to school, or even 

working on her own, was not really possible. 

Instead, Gaby volunteered at the Sonora Valley Elementary, helping in the PACE 

classroom with her children, running copies for teachers, even cleaning up the 

lunchroom. After three years, the woman who was the principal suggested that she take a 

paid position as a teacher's aide. Gaby credited this principal with helping her find the 

opportunities to work and later, return to school through the Puentes program. 

Much of the data to support this finding was eliminated from the report of this study due to the 
participant's request. 
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6.4.6. Juggling the roles of student and teacher 

From all of the interaction I had with Gaby, it was clear that her first priority was 

her family. She was deeply concerned about the welfare of her four children, and her 

thoughtful use of language in the home and affirming support of their performance in 

school showed her desire to give them as many opportunities as possible. This concern 

extended into her teaching, as well as her involvement in her community and parish. 

Although she felt much satisfaction in all she did, she continued to be plagued by the 

amount of pressure she placed on herself Migraines were a frequent occurrence for 

Gaby, and perfectionism made an already challenging sequence of courses in the Puentes 

program more difficult. 

6.4.7. Conflicting ideologies about language 

Gaby had an additive ideology about language; as she stated, "The more 

languages you know the farther you can get." She felt a strong desire to pass on the 

Spanish language to her children, and developed their Spanish in a wide range of 

registers. Also, she had given much thought to the value of bilingual education, and could 

provide multiple reasons for its presence for all native Spanish speakers, not only for 

those who needed help in English. 

However, Gaby was working in a subtractive context. Her full-time position was 

in a structured English immersion classroom, where often she was the only link between 

the kindergarten classroom and the parents. Even the bilingual classrooms where she had 

worked before had de facto transitional bilingual education. She knew many of the 
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students and their famiHes from the community where they spoke Spanish, but when she 

addressed some of those children in Spanish at school, they would respond only in 

English. It was not necessary for those students to hear the crossing guard's comment to 

me; they already knew the message, "In America you must speak English." 

Gaby showed awareness of this conflict when she spoke about her identity as a 

writer in English. As Gaby expressed it, "Now I feel more confident about my writing. 

Even though I know it's not perfect, and maybe can reflect that I'm not a monolingual, or 

native English or White, but people can understand." It seemed that Gaby had the sense 

that there is a standard writing style that is expected of college students, yet she knew that 

expectation was not realistic or appropriate for her. 

I was impressed by her concern and understanding about the loss of Spanish in 

her community. As she described it. 

What happens when they grow up, they're embarrassed to speak Spanish 
because they didn't get the strong basis in writing or reading or communicating 
verbally. So they stop thinking and using the language and they move to English. 
And for me, what I've seen, it's those people that make Spanish like a cloud 
language, a language of less reality than English, like a lower level, and it's not. 
Because they were ashamed. 

She articulated apt words to describe the attitudes that result in Spanish language loss for 

the community. The Spanish language was an important part of Gaby's life, and it was 

clear that Gaby had reflected on these issues at length, long before I began discussing 

them with her. 
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6.5. Conclusion 

The first day I met Gaby, she asserted that she was getting the Bachelor's degree 

for herself, not for her father. This turned about to be an essential theme in this case, and 

for her success in the Puentes program. After her father's pressure nearly destroyed her 

academic future, she ended up being a dedicated student and a committed mother of four 

children. She expressed very different expectations for her children: "I don't care if they 

[excel] at school or not. I mean, they're my kids and they're first, and best. I always ask 

[them], what are you gonna do, what do you like. I never tell them you should do this, or 

study this." 

The results of this attitude of acceptance helped her children achieve academic 

success much like her early performance in Mexico under her father's scrutiny. Her early 

training helped her develop an attentiveness in learning that served her well in learning 

oral and written English. Yet her focus was not on academic achievement, as her father 

hoped, but on caring for her family and community. Gaby expressed this care in her 

teaching, and emphasized the value of using the community's language. While she hoped 

that her oldest daughter Patricia (who became the teacher aide in Mrs. McClelland's 

class) would graduate along with her. Gaby was equally happy for Patricia when she 

decided to get married and have a child first, as Gaby herself had done. 
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CHAPTER SEVEN 

PARTICIPANT NARRATIVE AND OBSERVATIONS CASE THREE: 

DORA CHACON 

7.1. Introduction 

I had a very positive impression of Dora from when we first met. She was a friend 

of Gaby, Andrea and Sofia, who had been in the ESL writing refresher course in Summer 

2000. Although Dora was in Cohort 2, she had gotten to know them by taking several 

courses along with Cohort 1. She had attended one of our ESL class sessions and when I 

came to administer the questionnaire the following year, she remembered me from that 

class and personally expressed her willingness to participate in the study. She struck me 

as very prepared for the Puentes program, and as the kind of professional educator who 

would benefit from an accelerated program for certification and licensure. 

Indeed, Dora held a responsible position at Presidio Elementary. She was the 

Spanish language reading resource teacher, working in the same room as reading 

resource specialists who require Master's degrees for licensure. From a clinical reading 

specialist's perspective, she could have been seen as "in over her head" with very little 

professional experience with teaching reading, let alone understanding all the 

complexities of her students' Spanish/English biliteracy. However, Dora's sharp 

intelligence and professional manner earned her the respect of her colleagues. 

Throughout the interviews, Dora would provide analysis of her learning and her students' 

learning as if it were customary to her nature. Dora's story is one of a motivated learner 
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who sees the value of formal education in personal achievement. She hoped to continue 

her education when she completed the Puentes Program in December of 2003, and 

incorporate some of her prior studies in psychology into a Master's degree. 

7.2. Dora's interview narrative 

7.2.1. Life in Mexico 

Dora focused on her experiences with schooling when I asked her about growing 

up in Mexico. Her father had separated from her mother and passed away, so her main 

caretakers were her mother and grandmother, who ran a small business. She commented 

about her mother and grandmother, "They worked all day long, from seven in the 

morning until nine or ten at night, every single day every year, no vacations, nothing like 

that. There were three children in my house, my brother, my sister and myself, and all of 

us have some university career. My mother just finished some elementary school. My 

grandmother, who was my other role model, was good in math and things like that; you 

need to be like that to handle money all the time. And you need to know how much 

different things cost, and make additions very fast. But she probably just had two or three 

years of school, and my mom probably finished up to the 6"* grade." 

Coming from a working class background, Dora attended a technical middle 

school that prepares students for careers after four years of training. "The middle school I 

went to was a technical school from when I was like 12 years old to 16. You can study to 

be like a technician in clothes, confection, secretary or accounting. And I decided for 

secretary and besides there are regular classes like geography, chemistry, biology. 
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typewriting, you need to have archinomia, filing, correspondence to make and type 

letters, and things like that, all the things that a secretary needs for their employment. The 

idea is that when you finish your secondary or your middle school, you are able to work 

if you cannot go further in your education." 

"After I finished that I was so tired of school, I didn't want to study any more. 

Because not only did you have to do your math homework or your physics homework or 

your geography homework, you needed to do every single day about 20 to 25 pages of 

shorthand, and twenty pages [of stenography] in little notebooks every single day. I was 

doing my homework and I was so tired because every single day it's a lot of work. 

Besides in my times, my old times you go to school from Monday thru Saturday! So I 

started working when I was 16 and a half, almost 17 years old, in a bank as a secretary of 

the vice manager of one of the branches of one of the big banks of Mexico. And after a 

year and three months I think, I was so tired of only working, and that was not my goal to 

work all my life in a bank, so I went back to school again." 

An important shift occurred when she decided to go back for high school, or 

preparatoria in the Mexican system. School no longer meant only career preparation, but 

also meant intellectual opportunity for Dora. "I was the first generation of the Colegio de 

Ciencias Humanidades (High School for Science and Humanities). It was not the regular 

high school with the traditional methods, where the teachers give you the lecture and you 

write everything they say and then the exams are according to your notes. This Colegio 

de Ciencias Humanidades is strong in science and humanities, and they wanted to do a 
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more active view of education. An active view means the students need to do their 

research by themselves; obviously the teachers guide you, but you need to participate 

more actively, to do your lessons in front of your schoolmates, which is not done in our 

regular preparatoria in Mexico. At high school I was working and I thought I've never 

been a straight 'A' student in elementary or middle school. But in high school when I was 

working I was probably more responsible, so I was aware about my grades and I had 

really good grades at that time." 

Besides the added responsibility of work, her other motivation was a love of 

reading that developed at this time. "First of all in Mexico we don't have the reading 

culture. I mean not as you can see here in the United States. Because here in kindergarten 

or before kindergarten sometimes we read to the kids, but in Mexico no, in Mexico 

there's no reading. I started reading at high school when I needed to read some 

philosophers and different things to do my talks in class. I'm not sure, but probably the 

teachers there made us read more than in a regular class. And talking in front of the class 

helped me a lot because now to step in front of people doesn't scare me. I mean like 

[other] people are sweating, saying like, 'Oh no I can't', but for me it's not a problem." 

"In Mexico, there were some little puestos de periodicos (newsstands) where you 

can buy your newspapers and some magazines, and when I was in high school there was 

an editorial that printed some books of very famous authors. And you can buy it for I 

don't know, 10 pesos or something like that. And you can read Plato, or I remember at 

that time I read Siddhartha, [by] Herman Hesse. I had Un Mundo Feliz in Spanish, 

Aldous Huxley's, 'Happy World' or something like that, and El Mono Desnudo by 
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Desmond Morris, the study of the 'Naked Ape' probably is the title in English. I read 

some at school, but I read most of them out of school. I mean it's not a school 

requirement but as I tell you it was pretty popular. It was like a collection you buy every 

week, or every twice a month, one book because they are not expensive you can buy it 

and read it." 

During this time, Dora continued to balance work along with school, which 

became increasingly difficult through the years. "I was [in high school] for four years 

because in Mexico, the strikes? Las huelgas? The strikes are very common at that time, 

we are talking about the early 70s and I think I lost like almost a year for a big strike at 

the National Autonomous University of Mexico. But when I finished my high school I 

went to that university, the oldest university on the continent. I was studying psychology 

because when I was at middle school, I had a psychology class. Then, they told us how 

the Greeks thought about the humors and your soul and things like that and I said, 'Oh 

how interesting! I could like to study that; I need to [study] psychology to be a 

psychologist.'" 

"Psychology is 10 semesters, which meant five years. But when I was in, 

probably in the sixth or seventh semester, I fell in love. My boyfriend at that time, [who] 

later [became] my husband, [would] invite me to the movies or something like that, and I 

[would] go to the movies instead of school. Besides that, I was still working from eight in 

the morning until five and then my classes started at five at the university, but usually I 

failed the first class because I could not be on time most of the days. So then I got 

married without really finishing my school. And I started having children, immediately. I 
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went back to school when my son was like six or eight months [old], and I took one or 

two classes at a time just to finish my credits. Then I had my second child, and I still had 

some more credits to cover after that. It was taking me forever to finish school, because I 

was working, I have two children, I have a husband, and a house." 

Her professional and personal responsibilities continued to grow, which never 

allowed her to complete the thesis necessary for a bachelor's degree in Mexico. Her work 

included social counseling for poor urban mothers for DIF, the Mexican equivalent of 

DES, the Department of Economic Services or welfare department. In this position, she 

gave talks to women about child care and development. Although she had no plans to 

become a teacher, these experiences helped prepare her for the work she does today at 

Presidio Elementary. 

7.2.2. Learning English and adjusting to life in the U.S. 

The biggest transition in Dora's life occurred when her husband decided to pursue 

his doctorate in the United States. She was happy to come to the United States because 

learning English had always been an important goal for her. However, coming to the 

United States as a young mother without a work visa was an isolating experience. The 

most dramatic shift for her was moving from a very active life in Mexico to an inactive 

one at home with her children. This disappointment included having much difficulty 

learning English despite her strong motivations. 

"English is something that I wanted to learn. My sister is nine years older than me 

and she came to United States with a scholarship from our church to study high school. 
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When my sister came back, always the music I heard was in English, you know, the 

Beatles, the Monkees, the Beach Boys, that type of music. And I was so happy when I 

was in middle school and I had English and the teacher taught us, obviously, with the 'He 

or she, it is, you are, we are, they are.' They also used the little records with the music of 

the Beatles and she put the lyrics on the blackboard. We were singing 'P.S. I Love You', 

or 'Oh Bla Di, Oh Bla Da' from the Beatles and oh, I loved it. You can tell how old am I 

with those examples." 

"That was my first approach. After that, I convinced my mom to buy me some 

records in English. I had one that I started hearing all the time [that said], 'Hello, how are 

you? I am fine,' but I think that I wasn't consistent, just for a week or so. After that I was 

taking private classes in an institute and I was about 14 or 15 years old, but only for four 

months because those were so expensive. Then in high school I didn't have English 

classes; when I was at the university I was working and I took classes in a private 

institute again. It was a whole course from books one through seven. It was pretty 

expensive, but I was working and I paid for that." 

This formal instruction did not prepare her well for communicating in her new 

home. "When I moved here to Arizona, I said, 'Oh! I'm going to start talking English 

probably in one or two months'. No way. It takes me more than two years to be fluent, 

much more. I think the problem is when I open my mouth it always comes the wrong 

verb, or the wrong tense. And when I moved here I had to be at the house, but I came 

from a very active life. I mean I was in charge of several things in Mexico and I came 

here and just being at home it made me feel crazy. I volunteered in a classroom most of 
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the time with my kids, learning the system, and there were huge surprises for me here [at 

the schools]. It's like cultural shock in the begirming." 

Even getting her children enrolled in school was a cultural hurdle. "My kids spent 

the first six weeks at home because, according to my now ex-husband, he thought he 

needed the university to sign something in order for my kids go to school. Because my 

English was so poor at that time, he asked the school and he misunderstood. And so I 

stayed with my kids the 24 hours inside the small apartment. My [only] trips were taking 

the Suntran in a circle! After that I decided not to wait anymore. I said, 'Well, I don't 

care if they don't understand at all, I hope somebody speaks Spanish,' and I went to the 

school and I talked with the secretary. I said, you know, my husband came like at the 

beginning of January because we are from Mexico and my kids carmot attend school until 

he have some kind of stamp. And she's looking at me like, 'What are you talking about?' 

And I said, 'Well, my husband told me this.' And she said 'No, you can bring the kids. 

We are not asking for any stamp or whatever.' And I told my husband, 'You know! My 

kids are here in [these] four walls for two months because you don't have time to fix this 

and you don't need to fix anything!' Another cultural shock. So I said [to the secretary], 

'Well, I can bring them tomorrow?' and she said yes. And I said, 'What do I need?' She 

said, 'You don't need anything.' No pencils, colors, rulers, erasers, because in Mexico 

you buy everything. 'No, you don't need anything,' she told me. I started volunteering 

there because the community representative speaks Spanish. When I talked to her and she 

said, 'Well, go to this room and help the teacher cutting things or whatever.'" 



265 

That same spring, someone at Dora's new church warned her about the tests 

coming up, and told her that her children would be reclassified as special education 

students if they performed poorly on the tests. Since they had only been in school for a 

couple of months, she was worried, and asked the principal to exempt her children from 

the test, but the principal told her not to worry and had them take the tests despite her 

protests. The following fall, Dora had her son and daughter transferred to a bilingual 

school. The principal there gave her a "big lecture" about the value of bilingual 

education, which seems to have formed part of her thinking today. Her son had received 

English instruction in Mexico, so the transition was not difficult for him, and her 

daughter only had kindergarten in Mexico, and benefited from the bilingual instruction 

she received at the school. 

Yet for Dora, English continued to be difficult. "It was really hard in the 

beginning because I didn't have any social contacts. I thought I'll start learning more 

English and lose that scared to talk English [feeling] when I start taking English classes at 

the Community College. [At the Community College] I would use earphones, and hear 

the sounds of the letters and things and it was wonderful. The teacher told us to cover at 

least two hours a week in the lab. If I had three classes a week, at least two of those days 

I [would] go to the lab and hear English and start talking." Yet further formal instruction 

was not enough. "The only social life I had was when my husband had people [over] 

from the university with all PhDs, and everybody's talking about changing the world and 

I was just hearing and not understanding anything, or my conversation was not at that 

level, not [just] because of the English, [but] because I was not studying a PhD. like 
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them. There were people that were nice, that talked to me in Spanish. [But] something 

that really helped me— in that circle of friends I met a woman that wanted to learn more 

Spanish. And her Spanish was so poor at that time even though she was taking classes at 

the university. And my English, I was afraid to open my mouth because I always say he 

when it's she and I use past when it needs to be present, or I use present tense when it 

needs to be past. It's a mess. Talking about tenses! It was a mess." (both laugh). 

"So she said, 'I would like to practice my Spanish. Why don't we meet, and we 

can practice and I can correct your English and you can correct my Spanish.' And I said, 

'Oh, okay'. We just met for probably four times. Since the first time she didn't know how 

to speak Spanish correctly and I was understanding what she wanted to say and then 

correcting it, then I did the same and you know what, that helped me a lot. It was a big 

big step because I started feeling more confident in my English." 

This experience also helped her realize how long the language acquisition process 

takes for adults. "Now I understand that when somebody has to learn another language 

when you are not a kid, when you are an adult trying to learn another language, it doesn't 

matter which language it is. It's like a ladder; you're goima be step by step, and you're 

going to do exactly the same things that many people before you and after you are going 

to do. The same mistakes, the same things, and only people learning another language 

can understand you." 

Dora's discussion of her English language acquisition process demonstrates how 

much self-reflection and awareness she has developed. She was aware of which language 

learning techniques were effective and ineffective for her, such as the self-taught 
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language recordings she purchased. Like Gaby, she had a sense of language registers, and 

the difficulty involved in learning English to maintain complex conversations. She also 

identified some of the difficulties she experienced upon arriving in the United States as 

cultural "shocks." Most interesting to me is her last comment about the developmental 

process of language acquisition. She knew that the language acquisition process has 

common developmental stages, and aptly used the ladder metaphor to describe it. 

7.2.3. Writing and the Puentes program 

Dora continued taking courses at the Community College, eventually earning an 

Associate's degree in social work. We talked at length about the English writing 

sequence she took there. She did not enjoy some of the reading assignments she had, such 

as a science fiction novel and Shakespeare's Hamlet, but she sensed that her writing in 

English was improving. She felt most successful with the research she conducted in 

English 101 on biomedical ethics, supporting her ideas in a critical essay. Despite 

completing her degree, however, she could not find work that paid more than minimum 

wage. "I think, well, I have a paper, now I'm gonna find work. No way. First of all, most 

of the social workers work for a non-profit organization, where they pay you $5.50 [an 

hour], and I say with $5.50 I cannot live." 

Instead, she found the work as a tutor for the Literacy Assistance Project run by 

the school district. After the project was completed, the principal at Presidio Elementary 

encouraged her to get her Mexican transcripts translated and evaluated so she could work 

as a substitute teacher. It was too expensive to have the translations done for her, so she 
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did them herself. "I went through the Internet, going to some different universities in the 

United States. I looked up the class descriptions for psychology, and read each 

description. I took this class that goes with that name, I took this class in Mexico with 

that name, and that helped me a lot. I did the translation, I sent the papers, and I—I think 

all this training helps me a lot to understand more English and to write it down. Each 

course was sometimes six lines, sometimes ten lines, and it has all the information [using] 

technical language." 

Developing this confidence was very important for Dora, who had always 

struggled with writing. "Writing is something that has always, always been hard for me, 

including in my own language. I mean, when I had to do reports for schools in Mexico, or 

I was working as a psychologist, you need to do reports about the interviews of the kids, 

it was a strain, really hard. When I was taking classes at the Community College, and I 

needed to write papers for my associate's degree, a paper of three pages took me not 

hours, [but] days— two, three, four days I was thinking about it to write three pages. For 

example, to do a report [would take me] one or two weeks to write the paper. And I was 

so scared and I was so stressed about what I'm going to do, about what I'm going to put. 

So, it's very, very hard for me to write in English, especially because I don't have the 

practice for it." 

"Talking about right now, I think I have progressed a lot in the latest month of the 

last year. Especially because my son is my style corrector. He always looks [at] my 

papers and he's excellent, he's really good because he's not changing my words, or 

changing my ideas. He's only proposing spelling, or [other] corrections [like he did] at 
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the beginning. He [used to do] it on paper with a red pen, and he had a lot of marks on 

my papers, like using the past and then talking present, or using plural and then talking 

singular, things like that. Right now, we are doing it directly on the computer. I type my 

paper and before I turn it in, I ask my son if he can check it out, and the corrections are 

minimal right now. I mean, in a paper of three pages, I have in the past like about 50 

corrections or so. And right now it's like eight [or] seven, something like that. I think I've 

improved a lot." She credits this improvement to her time with Puentes. 

By the time she entered the Puentes program, she was well prepared for academic 

work. "The first class that we had was humanities and it wasn't really hard for me. I 

already took humanities at that time, and I think we had a good teacher. She was our first 

experience in Puentes. Because I already took classes at Pima, and did my associate's 

degree, I had a Uttle bit of background [on] how the classes are. Some of the things in that 

class were familiar to me. That helps a lot, when you have the previous experience. 

[Also, the teacher we had for U.S. history] was a very, very strict teacher, but she taught 

us a lot, [not only] about history, but she also taught us about what teachers expect from 

students. [Especially] to follow directions; that is something hard for me, to follow 

directions. If it says you need to include in your paper this, this, and this point, [like] ten 

points, and you follow those directions, you're gonna have a very nice paper. But, in the 

past, I didn't follow directions like that." 

Like her successful English 101 paper on biomedical ethics, Dora excels at 

writing when she is given an opportunity to flex her intellectual muscle and express her 

opinion. "Criticizing is not hard from me, [like when we're asked to] criticize a paper. 
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analysis and things like that. Especially if it's something that I really like, like when we 

have our bilingual education class and it was pretty controversial, but you read a lot and 

understand the different points of view. I think for me [it] was really easy to write about 

bilingual education, because actually is something that I already live those experiences. 

[Writing about] personal experiences is also easy for me, but giving opinions about 

technical things is harder, and the academic talk. It was hard. Because the teachers are 

pushing you more and the classes are harder in that you need to do more. You need to do 

more papers, everything—I don't know, college is papers, papers, papers, papers; we 

need to write it down a lot." 

Academic writing was still challenging to Dora, but her academic experiences in 

Mexico and diligence with learning English is paying off. "I was really surprised when I 

need to do a paper and it takes me 18 hours to do three pages. And my children, they sit 

and in forty minutes, my son is making a paper [that is] three pages or five pages long. 

And 1 say, 'How can you do it?' [Now] I think [it's] practice. First of all, they grew up 

here, they know the language, they don't have problems with the language. And right 

now, I am thinking in English, I don't think in Spanish and translate. That, I think is 

good. Now, I can finish a paper in like four hours, so it's taking like one-third of the time 

as before, and I think it's because I'm thinking in English when I type in my papers. 

Sometimes when I couldn't find a word in English, I think [of] the word in Spanish. 

Especially when I try to use not common words, I mean not daily use words, but when I 

want to use more higher words. I think it helps a lot because if you want to use a word in 
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English but you don't know which word you want to use, I look up the word in Spanish 

in the dictionary, or I use the dictionary or thesaurus on the computer." 

Dora was aware of the difficulties she experienced with writing. Like Gaby, who 

got help from her daughter, Dora turned to her son to help her with English writing 

mechanics. It was clear from her comments and the examples she gave me that she was 

overcoming her mechanical and grammatical errors, which allowed her complex ideas to 

flow more freely. When Dora and I would chat after the observations, she continued to 

talk about how difficult her courses were, but she was taking additional classes that 

included graduate-level work. It seems that her thirst for knowledge has helped her 

overcome her difficulties with writing in either language. 

7.2.4. The value of bilingual teaching 

Dora had taken a bilingual education course several months before these 

interviews were held. She had enjoyed the course and retained much of the research-

based information from it. Of all of the participants, Dora seemed most aware of the 

research perspectives on bilingual education. In addition, Dora has an international 

perspective towards bilingualism that makes her critical of the way English 

monolingualism has been promoted in the United States. When I asked her what she 

considered to be the main rationale for bilingual education, this was her response. "For 

me as a bilingual person, I think there's more values and more opportunities to do several 

things if you are bilingual. [But historically] in this country, they don't agree with 

bilingualism and there's a lot of critics about that because this is the only country that 
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wants to kill the bilingualism. They want everybody to speak English. And I agree that if 

you live in this country you need to speak the language that the majority of people speak 

and that is English; sometimes it's not the official language, but English is the language 

that the people speak here. And if you come from other culture, for me, it is essential to 

keep the first language. Learn the other, the second one, but also keep the other one. And 

according to many studies and all the research I read in my bilingual class, I can see this." 

"I have kids that don't speak any words in English and two or three years later 

they only speak English and they don't want to use their Spanish. I know kids like that. 

And I think I had a very good bilingual education class, and it's true, you can say the 

Anglo thoughts about bilingual is, you need to speak English, and that's it. They don't 

support or embrace people who, okay, you speak Chinese, you speak Portuguese, you 

speak Arabic. Keep your language but learn how to speak and to read and to do 

everything in English, in both languages. And this society doesn't like that. I mean, I 

think it's a historical thing. I mean, people in Europe speak three, four, five languages. 

And people feel really comfortable with that. If they are Italians and they visit Spain, they 

try and speak in Spanish. And if they are a Spaniard, they can go to Germany and some 

of them know how to speak German, and nobody is pointing a finger at them and saying, 

'Oh look, people mispronouncing' and things like that." 

It was surprising to her that bilingual education is so controversial, because "in 

Mexico there's private schools, like German schools that teach the kids German, English 

and Spanish, the three languages at the same time and they are trilingual and they don't 
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have problems like oh, you're gonna frustrate your kid (both laugh). There's several 

schools [like] the French schools that teach French, English and Spanish." 

We also talked about some of the challenges that are going on with the new 

policies established in the school in response to Proposition 203. For example, one of her 

students had many difficulties in the English immersion classroom. "One second grader 

was studying in an English classroom until the point of the waiver. But she was afraid. 

She started having stomachaches, and she didn't want to come to school, and she was not 

learning. That's why the parents came after two weeks, [and the school explained to them 

that] she has to be in only English class and they say well, we are looking that she's not 

learning anything and she has a stomachache all day long, she has a physical reaction to 

that. But now they changed her to a bilingual classroom. When she was in the only 

English class, she didn't say one word in the whole day. Right now you cannot stop her 

talking, but in Spanish. And the teacher tried to help her, but the teacher doesn't speak 

more than 50 words in Spanish, and she tried to communicate with her, but it's 

impossible." 

The teacher would send notes to Dora, trying to write down what Violeta was 

asking. "This teacher, sometimes she sent me a note that she say this, [writing down] the 

words that she heard, and [even though] she's not writing the correct word, I understand 

what she means. So I go up to the classroom and ask her what she wants to say. And what 

the girl is asking her is what does she need to do, and the teacher hasn't communicated to 

her yet. I think one of the students knows a little bit of Spanish and was a translating for 
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the teacher, or sometimes the teacher calls a teacher aide who is bilingual who is in the 

regular classroom and asks her for help with what she needs to say." 

When I asked her what suggestions she has for teachers in this situation, who 

don't speak Spanish but have students with severely limited English in their classrooms, 

she was hesitant to give advice. "Sonietimes if you want to help other people, even those 

teachers or those students and give some advice, it's hard because you don't know if the 

teacher [would] really take that as advice, or a critique. [I know] that they have more 

experience than [I do], and they know how to do it, even though they don't speak the 

language. [So] I'm really careful with that. When they ask me, I answer and I tell them 

that's why I don't agree with the new law that says you need to put kids in only English 

classes and they don't speak any words in the second language. I might mention to them 

that in my bilingual class, there's a lot of research that it's much better when the kids 

really learn the first language first, how to read and how to write in the first language and 

then get the second language. If they are bilingual and born in a bilingual home, talk to 

them in the two languages all the time, because to be bilingual is much better than to 

speak only one language." 

However, she did not see Spanish maintenance as an important role for 

elementary schools, but more for middle or high school. She did not think students would 

lose their Spanish until that point, when the demands for English use in schools become 

stronger. Her concern was with developing literacy in Spanish for children whose English 

was limited when they begin their schooling. The way she had found to do this included 

using Mexican methods to teach reading. "[One of my children's bilingual teachers] lent 
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me some books at the beginning when I was still working here as a LAP teacher. She has 

wonderful Mexican books, printed in Mexico that teach the kids how to read the way I 

remember, like, "Mi mama me ama, mi mama me mima " (My mother loves me, my 

mother caresses me). That teaches them the syllables with'm' which is usually the first 

letter they learn, because the word 'mama' is exactly the same syllable twice in 'Mi 

mama me amaI made copies of those, and 'La le li lo luna,' 'la luna brilla al lago' • 

(nonsense syllables with moon, the moon shines on the lake) or whatever. I used that 

material and [even though] those are old books, I think they are good things." 

She is also open-minded towards the techniques she has learned in her teacher 

education courses, and notices things like focus on transitions, and the inquiry method 

when she conducts observations at Presidio for her classes. "When one teacher read to the 

children, he doesn't just sit with the book, [telling them] the book title and author. He 

said to the kids, 'Do you want to hear a story?' And the kids answered, "Yes!" And he 

asks them, 'What is the title of the story?' and they say, for example, 'The Three Little 

Pigs'. And he asks, "Is it fiction or a real story? And they say 'Fiction!' 'No, real!' So he 

reads the first page when the three little pigs went to find their own destiny and then asks 

again, "Is that real? The three little pigs can leave their house and their mother..." Some 

say 'Yes!' and some say 'No!' It's a lot of interaction with the kids and I thought, 'Oh, I 

like that, I like that.'" 

Again, Dora reflected on this learning. "Because at this time for me, everything I 

can learn is good. And I think it's like putting all those experiences and observations in a 

little box. Taking what the textbook says, and including it in my daily practices, it's like 
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putting all those experiences in a little box. When I have my own classroom, and am a 

teacher, I'm gonna use it. I remember, when I was observing this teacher, I liked it and 

I'm going to apply it." 

In terms of teaching writing, she commented that she would like to learn why 

students' spelling should not be corrected, and more about how to teach the six traits of 

writing.' "I think we use more time reading than writing, or at least I do. The students can 

read a book or two books or three books in the class. But if you read a book and tell them 

to make like a book report, like who are the characters, what is the story about, what they 

like and what they don't, kids are so lazy, and they say 'I like it', or 'I don't like it'. I ask 

them to tell me why, but writing is a project that you need to invest a lot of time. And 

sometimes in a little class, with just 45 or 50 minutes, it's not easy. And you can't just sit 

down and [ask them to] make a report for the book you read last time. It's not like that. 

You need to motivate them. You need to talk to them. I don't have problems with a group 

of four or five because I can read one student's work, while the other ones are working. 

But I think I need preparation, I don't feel really prepared in that." 

When I asked her when she decided to be a bilingual teacher, she told me her 

process of entering the Puentes program. "I had finished my college in Mexico but I 

didn't have a diploma. I finished my school, I did my internship, I presented in the 

second language, I did everything, but in Mexico you need to do a thesis to get your 

bachelor's, and I never did. I started several times, but with the kids and husband and [all 

' The school district adopted the Six Traits of Writing program created by the Northwest Regional 
Educational Laboratory. It helps teachers and students focus on the following skills for writing: ideas, 
organization, voice, word choice, sentence fluency, and conventions. 
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that]... I understand now that if you really have the help from your partner, I could do it, 

but I understand now that I didn't have that help." 

"[When I got divorced] I was working 15 hours a week, [and I knew] I'm not 

going to live with 15 hours a week. I needed to do something. The principal here helped 

me to get my substitute certificate because it has a better salary. [While] I was in the 

process of the separation, not the divorce, I thought what am I going to do with my life, 

what am I going to do here, in this country? Can I go back to my country? No, because 

my kids are here. They don't want to go back, they have lived more years here in this 

country than in our country." 

"I consider myself as a religious person, not a person who prays five times a day, 

or things like that, but I go to church every Sunday. I was raised in a Christian home, not 

a Catholic [one], and I have a strong belief in one God. I needed to do something, and I 

was praying and praying, 'Please God tell me, what is the way I need to follow, or the 

path I need to take.' And because things are like that, for some strange reason before I got 

my substitute certificate, I got an interview with the director of bilingual education. And 

he said if you work in a school you can get "Grow Your Own" and pay for your own 

studies. And I say, 'What's that?' And he explained it to me and he said, 'You know 

what? It's better if you go to university and ask for the Puentes.' When I went to the 

university, it was like, when things are for you, you are walking and the doors are open. 

You don't need to push anything sometimes. The doors open as soon as you are closer." 

"It's something, I can't explain what happened to me. And I'm in Puentes and I 

say, well, I'm gonna be a teacher. And I like to work with kids, and it's not to be modest 
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but I think I have very good rapport with the kids. And I have very good results with the 

kids, and I like them. There's nothing like kids. I mean, a long, long time ago I was a kid 

and I don't remember things so well, but if in my hands are to be a role model for them 

and to teach them or to make them be proud of what they are, I'm going to do it, and I 

would like to do it." 

When we returned to this topic in the third interview, she articulated this feeling 

further. "As I mentioned, it wasn't in my plans to be a teacher. But as soon as I found 

[myself] working with kids, I just fell in love with teaching. Also, it's kind of destiny that 

put me on this path, but I like to work with kids. And to be a bilingual teacher instead of 

only a teacher is because I speak Spanish and I was raised talking Spanish all my life. 

English is my second language, and I came here old enough to really appreciate my 

culture and [I want to] try to help all those people because Mexicans are the highest 

minority population, not only here, [but] in the United States. I would like to be a role 

model for the kids and teach them that they need to feel proud of their roots and they 

need to be bilingual, they need to learn both languages, and to be proficient in both 

languages." 

Dora would make a good role model for bilingual children because she has done 

so much reflection on her experiences. For example, she had little trouble grasping the 

political aspects of bilingual education and how they affected her life. When we were 

discussing her coursework, she talked about the ease with which she could write about 

issues that require critical examination. "The bilingual education class was pretty 

controversial, but we read a lot and understood the different points of view. I think for me 
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[it] was really easy to write about bilingual education because I already lived those 

experiences." This process of analysis is what I wanted to capture in Diagram 1, that the 

participants are reflecting on their personal experiences and applying the knowledge they 

have gained to their teaching practices. In the next section, I will consider whether Dora 

is applying this critical reflection in her interactions with her students. 

7.3. Working with students at Presidio Elementary 

7.3.1. Dora's description of her students 

Dora has been working for several years at Presidio Elementary, a public school 

with a diverse student population. First she worked on the Literacy Assistance Project 

(LAP) as a tutor. "LAP is for improving literacy for first through fifth graders. The LAP 

teacher goes to a specific school for three times a week, working only fifteen hours a 

week. During those five hours [a day] I met with small groups of kids that are below their 

level in reading and writing, and you need to teach them how to read and how to write. 

After my LAP tutor [position], I got my emergency certificate, and I started working in 

this school as a substitute. [In spring of 1999] I worked in another school as a long-term 

substitute, teaching a bilingual group, combination second and third [grade]. That was the 

last three months [of the year]. The next year, I came back here and worked as a reading 

resource teacher because Presidio doesn't have any more LAP people. They have their 

own reading teachers because they have the budget for that. So I have been working here 

since last year." 
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We talked at length about specific children and their literacy development. At 

Presidio, Dora is regarded as very effective with bilingual children who are having 

difficulty learning to read. This includes difficult cases like the following. "Last year, I 

worked with a hyperactive boy who didn't know many words [in English], probably five 

words at the most. And he cannot concentrate for a long time, just short periods of time 

or he's jumping all the time over there and he's talking, moving-moving-moving. When I 

started working with him in a small group, he started reading. I used rewards, like if you 

read thirty books, I'm going to give you a pencil or eraser or whatever. He was so 

motivated. At the end of the school year, he had read more than 200 books. [Now] he 

reads perfectly at his level. Last year [when] he was in second grade, he was reading as 

an adult, because he's not reading by syllables, he was reading [smoothly] by words." 

"And when he's [read] almost 150 books I said, 'Well why don't you start in 

English?' He said, 'No I don't want to read English, I don't like English' in an aggressive 

way. And I said, 'Well, if you want the next reward, you need ten more, and those 

Spanish ones you're reading are longer books, but the English one is only one line [a 

page]. Why don't you read the English one?' And he started reading in English. [There 

were] probably five words on each page, [but] at the end of the year he could read almost 

at his level in English too. And I'm so proud of him. Unfortunately, he's not longer in 

this school, but that is my star." 

In the 2001-2002 school year, Dora worked with three groups of children, 

meeting with each group three times a week for fifty-minute periods. Because the 

interviews were held early in the school year, Dora mostly talked about how she was 
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diagnosing their reading difficulties and developing rapport with the students. The first 

graders were challenging because of their short attention spans at the beginning of the 

year. "The problem, [and] I don't know if it's with this new generation or not, is they 

don't listen. You need to repeat several times the same thing. They love to talk in 

Spanish, and they talk about everything. [Or it's] 'Oh, he pushed me' or 'She pushed me' 

or 'She showed me the tongue', things like that. I have [one] student that is always 

looking to the ceiling or looking around, she wants to go to the bathroom, she wants to go 

drink water, there are several other things instead of really listening." 

The first grade students come from a bilingual classroom where the teacher 

encourages first language reading development, so Dora has been asked to focus on their 

Spanish literacy. "So we start working with the letters and their sounds and just easy 

words like mama, papa, lana, mala, (Mom, Dad, wool, bad) two syllable words and the 

vowels. Right now if I just point at the letter 'a' in Spanish they say 'u', they say 'ee', 

they say 'o', they say whatever they think first but not really focusing on the letter. They 

don't know the letters, so they're working on that. Usually I repeat with them, [and] I 

chant the alphabet. Right now this week I introduced some syllables like 'm con n', and 

little chants to let them identify [letters]." 

The second group is four fifth graders who have arrived recently from Mexico 

and speak very little English. "There's two boys and two girls. I think the two girls have 

been exposed more time to English because they lived here before, and they read pretty 

nice in Spanish. But the two boys don't know any words in English. I found some books 

that are exactly the same in English and in Spanish. Because I think, well, we have to 
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start making them talk in English or speaking in English little words. I work with them on 

the body parts to give them more vocabulary. They draw a picture of a person and then 

they put arrows that shows the [vocabulary]. And I use my English dictionary that has the 

human body, and numbers up to one hundred, or I make something up for them on the 

computer." 

The group I observed was from a second/third grade combination classroom. 

Although I was primarily interested in their writing development, at the beginning of the 

school year Dora was focused on their reading development. This group turned out to 

have a wide variety of reading levels, along with a diversity of strengths in English and 

Spanish. "The second graders are reading in Spanish. Some of them already know how to 

read but they read in chunks. I try to practice with them and [try to get them to] blend the 

syllables. I have five kids: three in second, two in third. One of the third graders is doing 

the same kind of reading. I'm still working with him in blending the words because he 

reads by syllables. He's bilingual, but he talks to me especially in English. Right now, 

he's reading in Spanish with me because he reads English in the classroom." 

"Only one [student] in third grade reads beautifully, but he is new to the school, 

[and] he doesn't understand or read English. I talked with the teacher and [now I'm] just 

talking to him in English and giving him books in English. He's reading the words, but 

not with the right pronunciation. Like, [we started with] very easy words like 'There's 

snow in my hands,' and he reads it, for example, like 'the snow in in mi hands.' Or, 

'ands' because the 'h' doesn't have a sound. And I say, 'Oh, very nice, but now you need 

to read it. You are reading the words that you see and pronouncing them in Spanish, 
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that's wonderful because you know how to read. But right now, look at the pronunciation 

of 'my'—'There's snow in MY hands.' and the 'h' has a little jota sound.'^ And he's 

getting all those things like that." 

"I think it's once again, you can prove that kids can learn faster in another 

language when they really know how to read in their own language. Because this guy 

reads really nice in Spanish, and we need to practice with him in English and the teacher 

teaches him some little sentences that he can start like, 'I like...' and he adds some words 

and he's learning that, and how to pronounce it. I just talked with the teacher and she 

said that he has a very good memory and he recognizes the [sound] the second time he's 

reading a word." 

I asked if she ever thought the presence of Spanish interfered with his learning. 

"Interfere? Actually, I can tell you only good things. I don't know if there's any 

interference. Because first of all, he has a very good disposition to learn English. He 

wants to learn English, he wants to speak in English. And from the beginning of the 

school year to right now it's [been] almost six, seven weeks? He's just talking some 

words in English, but he's not afraid to mispronounce them. And that's wonderful." 

I asked her about how the second graders are doing in that group. "As I 

mentioned, it's second and third combination, together, at the same time, and so they're 

reading books in Spanish and predicting things in English and then everyone's reading 

and talking. [One of the girls] knows how to read, [but] she doesn't really follow the 

reading. She changes words and doesn't really have comprehension. She reads too 

^ Jota is the letter for 'j,' which has the same sound in Spanish as 'h' in English. 
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quickly and when I say, tell me what this passage is about, she says, 'I don't know.' So 

I'm working with her on comprehension." She reports that one second grade boy is 

starting to understand how to approach reading, not just reading the syllables aloud but 

blending them to form words. "Yesterday he really understood, and was smiling [because 

he] really knew how to read the passage for the first time, because he remembers 

probably the words instead of reading in syllables." 

Dora hoped to concentrate on improving the reading comprehension skills of the 

entire group. "[Although they're] reading faster, I was noticing that sometimes they don't 

read, because [when] I give them the same book to read, they just listen to what others 

say and they say exactly the same [thing]. Because when the others said the wrong word, 

they said the wrong word too. It's not because they are reading, it's because they are 

listening and just repeating." I looked forward to seeing how well the students had 

developed their reading skills when I returned in February 2002. 

7.3.2. Observations: Celebrating bilingualism 

I always enjoyed visiting Presidio Elementary because of the positive atmosphere 

there. There were spacious playground areas and a large patio in the center of the school. 

The staff was friendly and welcoming and the classrooms were noisy and active. I would 

visit the office first to sign in and receive a visitor's badge. I often selected one in 

Spanish despite it identifying me as a parent. The principal had a "hands on" way of 

leading the school, and was usually available with his office door open. One day when 

Dora and I had a question, he was conferring with a teacher and a student. The student 
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was not doing well getting along with his classmates, and spoke very little English, and 

the teacher spoke no Spanish. The principal was communicating with him, but welcomed 

Dora's presence as a counselor to the boy. 

Because Dora did not work full-time at the school, our interviews and 

observations were more spread out. Fortunately, Dora was always available after the 

observations to discuss the students' progress, as well as her own coursework. This 

opportunity allowed me to benefit from her continuing analysis and self-reflection and 

maintain our focus throughout the sessions. 

The first observation of the second/third grade pullout group was conducted on 

February 1, 2002. Dora introduced me to the students in English, and then translated her 

introduction into Spanish for Violeta, a quiet, dark-eyed second grader. I asked the 

students if they all spoke Spanish, and they cheerfully agreed. There were four students in 

the group that day: Miguel, Uriel, David, and Violeta. Dora began by taking attendance in 

Spanish, then switched into English when she began the lesson. She held up a book titled 

"Nursery Rhymes" and asked them if they remembered reading it last time. Miguel 

gasped excitedly, "It's Humpty Dumpty!" She explained that they would read the other 

stories today. All the students seemed to have enjoyed reading the Humpty Dumpty story 

last time. As she continued, she switched into Spanish occasionally to keep Violeta 

engaged. I had noticed that Violeta drifted off into her own world when English was 

being spoken. The other children were using both Spanish and English with Dora, with 

English dominating their interaction. 
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Dora asked the students to pick out which story they wanted to read from the 

book, and passed out copies to each of them. Dora then helped Violeta pick out "The 

Little Pigs." While she consulted with Violeta, the three boys chose the nursery rhymes 

they wanted to read. Dora instructed them to turn to page 12 and follow along with their 

finger. Violeta followed these instructions in English and cooperatively placed her finger 

on the page, but did not follow along. 

David, the first to read, was the "beautiful reader" that Dora had described in 

detail at the beginning of the year. He entered third grade without knowing any English, 

but was using it easily in this observation. David read "Pussy Cat, Pussy Cat" almost 

fluently, pausing before unfamiliar words but grasping most of them. Dora explained to 

me later that David began speaking English readily just before Christmas. 

Dora had Violeta read "The Little Pigs" next. It took a long time for Violeta to 

struggle through the words to the nursery rhyme that is familiar to many as a finger game. 

The only words she could read on her own were "this little pig" since these words began 

each line of the rhyme. The boys were patient, but Uriel started turning back to his 

selected rhyme to practice it. When Dora noticed, she told them that if they have finished 

reading "The Little Pigs" silently they could go to the reading they chose and practice it. 

Miguel had selected "Humpty Dumpty," and started reciting it under his breath from 

memory. 

When Violeta reached the line, "This little piggy had none," Dora waited for her 

to say "none," but Violeta was stuck. Finally Dora told her the word and that it meant. 
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"Nada, nada limonada, " then reminded her, "Recuerda que en ingles no tiene que decir 

todas las letras. " (Remember that in English one does not have to say every letter.)^ 

Uriel picked "Sing a Song of Sixpence," a very challenging rhyme for anyone. 

Dora acknowledged that by first asking me what "sixpence" meant. I responded, "A unit 

of currency," too quickly, realizing she was asking me to explain it to the students. I 

added that there is a song to go with it, but my croaky rendition did not make the rhyme 

more appealing to the students. 

Uriel struggled with most of the rhyme, getting the familiar words, but making no 

sense out of any of the unfamiliar ones. He would try to sound out the letters using 

Spanish phonemes, then switched to English when he grasped the word. When Uriel 

guessed "Green?" for the word "rye" in "a pocket full of rye," Dora encouraged him to 

look more closely at the letters. When he could not get "blackbirds" in "four and twenty 

blackbirds baked in a pie", she pointed to the illustration and asked, "How do you call 

these?" He grasped it, saying "Blackbirds?" with perfect English sounds and a smile. 

Finally, Uriel got the unfamiliar word "countinghouse" on his own for the line, "The king 

was in the countinghouse, counting out his money." But then he was stumped by the 

word "out" and Dora tried to provide him with clues by referring to the "outs" in 

baseball. 

Miguel went last and was very prepared with his memorized rendition of 

"Humpty Dumpty." His only "reading mistake" was ending the rhyme with "They 

' Nada, nada limonada is a commonly used phrase to mean "nothing at all." The translation would be 
"nothing, nothing lemonade" which would be meaningless to English speakers. 
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couldn't put Humpty together again," when the word "again" was not in the text. 

Apparently they had the same problem last week when all of the students read it together. 

The students were anxious to record the book in their reading folder, grabbing at the 

pencils before Dora had finished with Miguel. She corrected Uriel when he asked, 

"^Como se llama el book.^" reminding him he knew the word libro and should stay in 

Spanish when he is speaking Spanish. The students returned to their classroom once they 

had finished entering the book's information in their folders. 

Dora and I discussed the lesson and she agreed with me that the nursery rhymes 

were not familiar to these students, and added that Spanish has a different set of rhymes. 

She talked to me about the challenges she was continuing to have with two fifth-grade 

boys who were not learning English well. She hoped to have a computer program soon to 

help them identify the English letters and sounds for reading. The first grade books she 

was using were too difficult for them, and she would end up reading the book to them and 

they would repeat what she read. I asked what activities have been effective with this 

group, and she mentioned a spelling activity they called "The Cookie Game," in which 

she held up a letter-shaped cookie and students competed to be the first to write out a 

correctly-spelled word that starts with that letter. We decided to do that activity for my 

next observation. 

There were five students for the second observation. Another second grade girl, 

Laura, who was also from the same second/third grade bilingual classroom, had been 

absent during the prior observation. After Violeta asked a question in Spanish about 
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Scholastic book orders, the students seemed anxious to get started. Dora switched back 

into English and explained the rules of the game. 

The first letter Dora pulled from the cookie jar was "M." The students all wrote 

down a word that starts with this letter. They all worked quickly although it was not a 

timed game, and Miguel hit his fist on the table in frustration when he realized his rushed 

first word "mol" would not count. As each letter came up, they excitedly wrote down a 

word. "Esperate, " Uriel called out as he worked to get his words right. Dora sometimes 

gave them clues, such as suggesting "jumprope" to Violeta for "J." When they finished, 

Dora examined their lists of seven words. Most words were not accurately spelled and 

were not counted. David was named "the champion" and received all seven cookies. 

Dora asked the group, "Would you like to try it again in Spanish?" and they all 

enthusiastically agreed. 

Now speaking in Spanish, Dora laid out stricter rules for this round. She 

explained that they could not used any words from the hand-held charts they had been 

using; they must be new words. "H" was one of the first letters she pulled out, and the 

students struggled to think of a word to write since the "h" is silent in Spanish. Dora 

dropped them the hint, ^Que eres de tu mama? " (You are your mother's...?) but most 

did not realize she meant hijo/a (child). Laura finally copied down a word off the wall for 

"h." When it was established that the stricter rules did not include the posters, the 

students frantically searched for an appropriate word when Dora pulled out "r." With the 

exception of Miguel, the students were speaking in Spanish during this part of the 

activity. 
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Violeta began to hide her paper from the other students; she was clearly happy 

about being more successful at this part of the game. Laura continued to have difficulty, 

but was proud to come up with opera for "o." Dora started singing "El Torreador " from 

Carmen, using the sovind "o," but Uriel objected, saying, "Shh. My brain is talking." 

When the game ended, Violeta had nine right and was the wirmer, getting this set of 

cookies. Laura put her head down on the table in frustration. Dora encouraged them by 

saying, "You still have the chance to get cookies; you'll each get five cookies if you form 

a whole sentence, in English or in Spanish." All of the students were excited except 

Laura, who remained frustrated. Dora encouraged her to try to write something in English 

(which was clearly her stronger language). Laura shrugged, but then decided to write in 

Spanish. 

The students had little difficulty writing a sentence, but Dora found errors with 

the mechanics in each of them. While Violeta rewrote her sentence, Uriel was 

disappointed to see he had made so many spelling errors in his Spanish sentence. He was 

confusing "s" and "z," and using English phonemes for other letters. Most of the children 

had left with cookies in hand by the time Dora and I looked at Laura's sentence. It read: 

Hoy yoy voey a merar a me mama (Today I will see my mother). Dora looked up at her in 

surprise. "You'll see your mother today?" 

"I might," Laura answered. After she left, there was much for Dora and I to 

discuss. First, Dora explained that Laura was in the Spanish reading pullout group in 

order to maintain her Spanish. She was not struggling with reading in English, but her 

teacher was concerned about her losing her Spanish. Laura's mother spoke Spanish with 
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her as a child, but was now in jail and Laura was staying with foster parents who did not 

speak any Spanish. Next, I commented on how much Violeta had improved since the last 

observation. Dora had made a call to her home and discussed Violeta with her father. She 

was pleased to reach him since Violeta was often cared for by her grandparents while her 

parents were away in Mexico, and credited her renewed engagement in school to her 

father's attention. 

We discussed Miguel next. Dora and his teacher were very concerned about 

getting him up to grade level. His teacher described him as a slow student who eventually 

grasps most things, but his pace was too slow. Dora explained that Miguel was a product 

of learning English in Head Start (Wong Fillmore; 1991b, 2004). He knew all the songs 

in English, and enjoyed rhyming words, but struggled with reading comprehension. His 

oral English skills were solid, but Miguel's mother was hoping the bilingual instruction 

could help him reach grade level this year. 

The third observation was audiotaped and fully transcribed, so I present it here 

with much narration. All five students were present, and had read a bilingual book 

together the previous sessions entitled Tomas and the Library Lady/ Tomds v la Senora 

de la Biblioteca (Mora, 1997). The story is about the childhood of Tomas Rivera, a 

migrant worker in Texas who became a university administrator. Dora hid the cover of 

the book and asked them to recall the title. Uriel answered, "I remember the grandpa; he 

told a story and told the kids to read." With Dora's prompting, the students' recalled that 

the child in the story was named Tomas, but they moved on to the directions on their 

handout before anyone recalled the full title. Each student had an activity sheet with 
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directions in Spanish, which they read aloud uncomprehendingly. Dora asked Violeta, 

'UQue tienes que hacer en Spanish, Violeta? " (What do you have to do in Spanish, 

Violeta?). 

"Dibujar, " (Draw) Violeta answered. 

"iQue tienes que dibujar? "(What do you have to draw?) Dora asked. 

"Lo que nos gusta del cuento. " (What we like from the story.) Violeta answered. 

"^De cudl cuento? " (From which story?) Dora queried, returning to the original 

question she posed to the group. Several students gave half answers, then she told them 

the title of the book, pointing out the words on their activity sheet. She then read the 

directions aloud. The students were to select their favorite character from the story, draw 

the character and write a sentence about him or her. Dora reminded them to write a full 

sentence that explained why they selected this character: "Quiero que me digan mas 

cosas, porque si, no me gusta 'porque notampoco 'me gusta.' Torque es bonito' 

tampoco me gusta. Quiero mas palabras, una oracion completa. " (I want you to tell me 

more things, why yes, not why not, or just 'I liked him.' I don't like 'because it's pretty' 

either. I want more words, a complete sentence.) 

Uriel commented, "I'm gonna write about Big Daddy. Could I do Big Daddy? 

How do I spell 'big?'" Dora responded, "I don't know. What is the sound you hear in 

beeegT Then she added, "Uriel, do you remember in the book in English and in Spanish, 

the name of the 'Big Daddy' is the same. In English they called him Papa..." 

"Papa Grande. " Uriel replied. 
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Laura asked, "Could I put it in English because I don't know how to spell it in 

Spanish?" 

"You can do it in English," Dora responded. Most of the students drew their 

favorite character before writing their sentence. Dora asked Laura, "iQue lleva la 

palabra Tomds, acuerdan? " (What does the name Tomas have, remember?) 

"Acento. I had it right already," Laura responded. 

"Exactamente. " Dora replied, checking her paper to make sure the accent was 

placed over the "a." 

Laura made self-critical jokes about her drawing, saying that Tomas is wearing 

bunny slippers, and commenting, "Look at those eyes. Every time I draw my own picture, 

it's like, bleah!" and "He's so skirmy!" Meanwhile, Violeta needed redirection from Dora 

to make sure she understood the instructions. "Let me see a picture of him," Violeta 

asked, and Laura showed Violeta hers, adding, "He looks silly, doesn't he?" 

"It's nice, I like it." Dora replied to her. When the students had nearly finished 

their drawings and sentences, Dora said, "Okay! Ahora, how nice! Ahora, cada uno de 

ustedes, listen guys, cada uno de ustedes va a compartir lo que escribieron. iQuien es su 

personaje favorito y por que? Empieza, Miguel. " (Now, each one of you, listen guys, 

each one of you will share what you wrote. Who is your favorite character and why. You 

start, Miguel.) 

Miguel read, "Porque habla mucho de el. " 

"Okay, pero ^Como debes empezar? Tienes que leer la primer Imea - Mi... " 

(Okay, but how should you start? You have to read the first line - My...) Dora corrected. 
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"Mipersonaje favorito... " Miguel began. 

"Bueno, I think," Laura interrupted. 

"Listen please, okay?" Dora asked. Laura raised her hand, and Dora called on her. 

"I'm gonna change mine," Laura announced. 

"You need to listen when somebody is talking, okay? Violeta, iNo has 

terminado? " (Violeta, you haven't finished?) Dora asked. 

"No." Violeta answered. 

"Okay, terminaprontoporque ya tienes que... " Dora was interrupted by another 

student asking to start coloring. "Tenemos que esperar hasta todos han terminado porque 

si no, los que estdn hablando no reciben atencidn. " (Okay, finish soon because you have 

to... We have to wait until everyone has finished because if not, the one who are speaking 

won't receive attention.) 

The brief pause in the conversation was quickly filled by Uriel, who announced 

for the second time that day, "My birthday's in nine days, eight more days." 

"iCudntos ahos tienes? Wow. " (How old are you? Wow.) Dora responded. 

"Okay Miguel, can you show us what did you write? Who is your favorite?" 

"Mi personaje favorito es Tomds porque, porque habla mucho de el. " (My 

favorite character is Tomas because [the story] said much about him) Miguel read. 

"Muy bien. Su personaje favorito fue—Tomds. Muy bien. Okay, ahora Uriel. " 

(Very good. Your favorite character is—Tomas. Very good. Okay, now Uriel.) Dora 

replied. 
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"Mi personaje favorito es Papa Grande. Porque Papa Grande decia buenas 

historias. " (My favorite character is Papa Grande, because Papa Grande told good 

stories,) Uriel read. 

"Exacto, muy bien. Eso es importante porque Papa Grande era quien contaba 

primero las historias, y despues, iQuien era que conto las historias? " (Exactly, very 

good. This is important because Papa Grande was the one who first told stories, and then 

who was it who told the stories?) Dora asked. 

"Tomas," several students replied. They discussed that Tomas got his stories from 

books from the library. "David, iQuieres seguir? iQuieres decirnos lo que tu notaste? " 

(David, will you continue? Will you tell us what you noted?) Dora asked him. 

"Mi personaje favorito es Tomas, este... " (My favorite character is Tomas, 

this...) David paused. 

"^Por que? " (Why?) Dora asked. 

"Porque su abuelito le dijo que d es los que dan, y fue a la biblioteca y agarro 

dos libros de dinosaurios y de tigres. " (Because his grandfather told him that he should 

give them, and he went to the library and got two books about dinosaurs and tigers.) 

David read. 

"Hm-hm, muy bien. iQue hizo David? Davidespecificd, nos die mas 

informacion, verdad, en su oracion. Muy bien Daniel. " (Ah-hah, very good. What did 

David do? David specified, he gave us more information in his sentence.) Dora 

complimented David, then turned to Violeta. "iCudl es tu personaje favorito? " (Who is 

your favorite character?) 
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"Tomds, " Violeta answered, and followed with a lengthy, wandering sentence 

that retold most of the story. 

"Ja Violeta, muy bien, hiciste casi toda la historia. Muy bien Violeta. 

Laura's... Your's in English?" (Ah Violeta, very good, you did almost all the story, very 

good) Dora commented and turned to Laura. 

"My favorite person is Tomas because he likes good books and I like tigers." 

Laura answered. 

"Okay, you like tigers too? Very good. Muy bien, ahora... " Dora responded. The 

students asked to add this book to their folders, then finished coloring their drawings. 

Although I did not meet with Dora after this observation, I was able to meet with 

her and the students' classroom teacher the following session. The fourth observation was 

videotaped, but only three students were present. Laura's foster parents were not 

comfortable signing the permission form for her to be videotaped, so only Violeta and 

Uriel were taped. The fifth observation was also videotaped, but there was a technical 

problem with the sound, so only the visual data was recorded. Fortunately, the technical 

error was discovered quickly, and I was able to use the visual recording to develop 

fieldnotes later that week. 

For the fourth observation, Dora had selected several books to read and write 

about. She introduced the books to the students who were in class, and then showed them 

the activity sheet. The activity was to write a letter to someone they knew about the book 

they had just read. Next, Dora read a short book called. Mi propia carta (My own letter). 
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The text had a rhyming style, and Dora encouraged them to predict the final word to 

finish the rhyme. 

"Yo escribi una carta, con un mensaje de corazon. Y le escribi a mi maestra, y lo 

puse en el..." (I wrote a letter with a message fiom the heart. I addressed to my teacher, 

and put it in...) Dora read. 

"jCajon!" (Box!) Uriel called out. 

"En el bu...z6n, " (in the mailbox) Dora corrected, and the students finished the 

word along with her. Dora asked the students what they noticed about the story. Each of 

them summarized it, then she asked them what else they noticed. She read the first 

several lines of the story again, and Laura gasped. 

"Did you notice something?" Dora asked her. 

"Yeah, some of the words are, they're, they rhyme." Laura answered. 

"Rhyming." Uriel said softly at the same time. 

"Exactly!" Dora responded with a firm nod. "They rhyme, very good. And it's a 

very easy book to read, and it's in Spanish." 

"I know. But Spanish is hard to read." Laura commented. "'Cause I don't read 

Spanish," she whispered to me. 

'Tnos dice, and the book told about the boy who loved to do letters." Dora 

added, not hearing Laura's whisper. She introduced the bilingual books again in English, 

explaining that they would need to write the letter when they finished the book they 

chose. Violeta started to take one book and Dora deftly exchanged it for another one, and 

handed Violeta's selection to Uriel. Laura expressed frustration at reading in Spanish at 
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first, but then settled into reading both the English and Spanish text aloud. Uriel read his 

book silently, and Dora helped Violeta read her book. 

Violeta's book was entitled Vamos: Un libro en dos lensuasi Let's go: A book in 

two languages. The first page was about the four seasons of the year, and Dora and 

Violeta remained on this page for several minutes. Violeta had little trouble reading the 

Spanish text, but waited for Dora to give her several clues before venturing to guess the 

word in the English text. 

"How do you say el verano? ^Como dices en ingles 'verano'? Lea aqui, iQue 

dice aqui? " (How do you say 'summer'? How do you say summer in English? Read here, 

what does it say here?) Dora asked Violeta. Violeta responded by lowering her head onto 

the table so her eyes are a half-inch from the text. "Haz tu cabecita arriba, no tengas la 

cara alU. iQue dice aqui? " (Put your head up, don't have your face there. What does this 

say?) Dora corrected. Dora encouraged her to sound out the word, and Violeta came up 

with 'summer' at last. 

"En el verano, in the summer, it's hot or is warm? Or cold?" Dora asked as she 

pointed to the sun in the picture. Violeta started squirming and playing with her hair. 

"iQue representa este sol? " (What does the sun represent?) 

"Calor. " Violeta answered, holding up her hand to represent the heat coming 

down from the sun. 

"Um-hm, the summer is hot, especially here in Arizona." Dora responded. They 

continued with fall and winter while Violeta played with her hair. Dora advised her, "Lee 

primero el espanol abajo, mi amor, para que sepas de que se trata, y luego trata de 
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leerlo arriba, Violeta, (pause), listen to me, escucha. Primero lees la Unea de abajo que 

estd en espanol, y despues, tratas de leer la Unea de arriba, que estd en ingles. Ya que 

hayas leido el espanol, vas a saber de que se trata, entonces, quiero que trates de leer en 

ingles. lOkay?" 

(Read first the Spanish below, love, so that you know what it's about, then try to 

read it above. Violeta, listen to me, listen. First you read the line below that is in Spanish, 

and afterwards, try to read the line above that is in English. Once you have read the 

Spanish, you will know what it's about, then I want you to try to read in English, okay?) 

Violeta has returned to her position with her nose an inch from the book. Dora 

pointed to another word that Violeta softly attempted. "The what?" Dora asked. "Sit up, 

sit properly. No me gusta que te acuestes en la mesa ni que antes, ddndole besitos al libro 

porque tienes las letras muy cerca. " (I don't like when you lie down on the table like you 

did before, giving kisses to the book because the letters are too close). Dora read for her, 

"Here, are, the," she held up four fingers. 

"Four?" Violeta asked. 

"Um-hm. Seasons." Dora read. Violeta finished reading the text as Dora pointed 

to each word. "Let's go, very good," Dora said as she turned the page for Violeta. 

On the next page, Dora went over the pronunciation of "island" and "panther." 

She remained on the "th-" sound for two minutes, instructing her on where to put her 

tongue and having her repeat several other "th-" words. When Dora turned to Uriel, 

Violeta continued to ask for help with the English words, but Dora encouraged her to try 

to read it on her own. 
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Uriel was reading Home/Como en mi tierra, and not having any difficulty with it. 

He read aloud while Dora listened until Violeta asked her about a word in the Spanish 

text. Dora answered, "Tu me tienes que decir a mi lo que dice alU. " Dora paused, then 

turned back to Violeta. ^Quepasa cuando no sabes leer unapalabra? iQue tienes que 

hacer? iCudles son las estrategias que te enseharon? " (What happens when you don't 

know how to read a word? What do you have to do? What are the strategies that you've 

been taught?) 

"Look at the picture." Violeta began. "And sound out the letters." Dora 

responded, " Exactamente. Cubre la letrayve leyendo a..." (Exactly, cover the letters 

and keep reading.) Violeta then read the word acuario (aquarium) on her own and Dora 

moved on to hear Laura read. Soon Uriel and Laura finished and began working on their 

activity sheets. Dora told Laura she can write the letter in English if she wanted. Dora 

helped them find the author's name and date of publication, and corrected Laura's 

capitalization on her title. Violeta decided to write to her brother, saying, "Voy a poner 

solo 'Vamos'porque mi hermano solo habla espanol. " (I'm just going to write 'vamos' 

here because my brother only speaks Spanish.) Uriel quickly finished a letter to a friend, 

but Violeta lagged behind, needing help to find each piece of information about the book. 

After class, Dora took me to visit their classroom teacher. I asked her to tell me 

how each of Dora's students were doing in her class. She told me that David and Violeta 

were new this year, but she felt they were both doing well, as was Uriel, who was 

speaking mostly in English with this teacher. Miguel, however, would be retained in third 

grade. Her focus with Miguel was to develop his confidence in reading by giving him 



301 

easy and familiar stories. Miguel had been in English immersion classrooms for 

kindergarten and first grade, and according to him, the teachers only read aloud to him 

and did not expect him to try reading on his own in English. Laura was in the classroom, 

eating a half-orange covered with sugar and chile and catching up on an assignment 

during lunch, so we did not discuss her work. 

As we were leaving, the teacher commented to me, "Back when I was first a 

bilingual teacher, we didn't know. Too many teachers just taught in Spanish; that's where 

we went wrong." This comment came in the context of talking about her class makeup. 

Although her classroom was designated as bilingual for second and third grade, she had 

some students who spoke only English.'^ She was pleased that Dora could offer Spanish 

reading instruction so that she could maintain the instruction in English for the entire 

class. I asked how long she had been teaching, and she answered that she had been 

teaching for 19 years, 16 of those in the bilingual classroom. She added that she hoped to 

retire soon, and Dora told her to wait until she could take her position once she has her 

certificate. 

For the final observation, Dora had selected a set of books about ants and insects 

from the library. Dora first made a cluster chart for ants, circling the word 'ants' on the 

board and then adding comments from the students around it. Miguel excitedly shared 

what he knew about the military organization of soldier ants. "What else?" Dora asked 

the group. 

" There were also monolingual English speakers in Mrs. McClelland's classroom in Gaby's case (see 
chapter six). I do not know whether this was a coincidence, or if it is common in this district for bilingual 
classes to include students who do not have Spanish language skills in English/Spanish bilingual classes. 



302 

"I know something else!" Miguel called out, but Dora called on another student. 

They discussed the color and shape of ants, then Uriel wanted to talk about where they 

live. He was struggling to find the words, but remained in English, and went up to the 

board to draw the hill shape that ants make. After his drawing, he stated they live in 'ant 

mountains," but Dora told him that they are called 'anthills.' 

Violeta asked if she can share something about her younger brother, but Dora 

says, "Not now, at the end of class." Dora finally stopped taking students' comments on 

the ant brainstorm so they could read a book in English. She read a non-fiction book 

aloud to them about ants. The prior activity had them actively engaged and they listened 

well. Miguel held onto a corner of the book so he could look more closely at the pictures. 

The main topic of the book was the different kinds of ants and their varied 

activities. During one part of the book, Uriel animatedly shared what he knew about 

robber ants that steal the eggs from other nests. Miguel kept his hand up much of the 

time, and was almost out of his seat entirely when Dora corrected him. Dora explained 

this part of the book to Violeta in Spanish. Linda commented, "I hate ants," when they 

learned about Australian aborigines who eat honey ants. 

Twenty minutes into the lesson, all the students remained very engaged. Their 

hands shot up each time Dora asked them a question. The students were happy when 

Dora passed out books for them to read by themselves. Violeta got a book in Spanish; the 

others all had books in English. Before they began, Dora explained that they were going 

to write a paragraph about ants after they finished the book. Miguel asked another 

question about the book they had just read, and Dora gave it to him to read on his own. 
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I stopped the video for a few moments to help Violeta focus. Her book in Spanish 

on insects only had a couple of pages about ants, so Dora and I encouraged her to look at 

one of the books in English. She began her writing in Spanish, and then switched to 

English when she copied down, "This is an ant" from the book in English. Dora 

explained to her that the words in her writing should come from her, not the book. 

Violeta moved on to a third book, still seeming unsure what to write. 

In contrast, Uriel had been writing furiously in Spanish when Dora armounced 

that their paragraphs should be in English. "Oh no!" he cried, and put his head in his 

hands. Dora suggested he write the same thing in English on the backside of his paper, 

and he was back to work. Violeta asked David for help with what to write. Laura and 

Miguel were already writing their paragraphs in English, but David and Violeta finished 

writing in Spanish. David seemed to provide Violeta with enough information about what 

to do, and they were able to finish their writings. As they were leaving, Violeta 

commented that her brother had bitten his tongue so hard it swelled up, and Miguel asked 

if they could play the cookie game again next time. 

The resulting writing from this activity varied greatly among the students. Violeta 

managed comen mucho y viven vavo [abajo] la tierra (They eat a lot and live 

underground) as her only complete sentence, but Uriel and David wrote detailed 

paragraphs in Spanish. Miguel's paragraph began in Spanish Las hormigaspelean por la 

comida. (The ants fight for food), then switched into English, writing "The ants fait for 

the fud and liv the fod an the thrd prt of the..." Apparently, he was not able to complete 

his additional comment in English. Laura's was in English: "An ant nest cued have lots of 
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channels. And the queen has her own. And the ants has six legs. And they steles egges 

and wen they grw up the searhe for them." 

In this set of observations, I was able to get to know the students well. Seeing 

them using their skills in English and Spanish showed me how complex the process of 

biliteracy can be. Although I am wary of making judgments about how well their literacy 

needs were being met based on five observations, I felt concerned for all of these 

students. Would they gain enough skills in English to be comfortable in the mainstream 

classes their future holds? Would they develop a solid enough foundation in Spanish 

reading and writing so that they could feel good about using Spanish in the future? 

These are difficult questions to answer. There are too many factors in their futures 

to know if the kinds of activities I observed would be enough to ensure them success. 

Although I take a critical stance about the language ideologies that were being expressed 

through the students' interaction with Dora, I also found that there were ample 

opportunities for the children to express themselves and explore information in English 

and Spanish. This is a rare occurrence; none of the other classrooms observed in this 

study used both languages as fully. The Spanish reading pullout class was a special 

opportunity to "celebrate bilingualism," for which the school should be commended, and 

I am certain the students benefited from their time with Dora. 

7.3.3. Analysis of the observations 

"I think it's like putting all those experiences and observations in a little box. 

When I have my own classroom, and am a teacher, I'm gonna use it." The data presented 

here show that Dora was already using her "little box," and there were a number of 
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techniques in it already. One example was the reading folder, where students recorded the 

books they have read. She mentioned using this technique during the interview, and the 

students seemed to be motivated to record every book they read while I observed. 

Even though her focus was on the students' reading, I asked her to include writing 

activities for this study. Dora usually had an emphasis on English or Spanish for each 

lesson, but used both languages throughout the lessons. It is important to note here that at 

this point, Dora had not been trained in ESL teaching or in reading instruction. The 

teaching decisions she was making were based on her prior experiences, particularly 

during the past three years of substitute teaching and tutoring. 

Some of her instincts were excellent, such as when she talked about David being 

willing to make mistakes and commented, "...and I think that's wonderful." Other 

impulses in her language teaching were prescriptivist, such as when she corrected Uriel 

when he code-switched at the end of the first lesson.^ She also committed a common 

error that teachers make during reading instruction with students who speak non-native 

dialects: she sometimes focused on the students' pronunciation when they were reading 

aloud (Delpit, 1995). It did not hurt David when she corrected him reading "there's snow 

in mi hands." But when Violeta missed the "th-" sound in the word "panther" and Dora 

spent the next few minutes mini-teaching the "th-" sound, it only served to raise Violeta's 

frustration level and dependency on outside support to get through the text. 

Dora recommended "sounding it out" often to the students, but she was not 

teaching them how to break down the text phonemically. Instead, she would ask them to 

' Dora demonstrated that code-switching is a natural occurrence when, during the second observation she 
asked Violeta, "^Que tienes que hacer en Spanish, Violeta?" 
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look more closely at the letters, such as when Uriel read "rye" as "green." She even had 

slips of paper to place over parts of words so they would focus better, unaware of the 

complex movements one's eyes make in order to create meaning from the text (Paulson 

& Freeman, 2003). She knew to encourage them to gather meaning from the pictures, but 

hints such as referring to baseball to get the word "out" in the phrasal verb "counting 

out," or holding up four fingers to help get Violeta through a sentence, were more 

distracting than helpful. It was no surprise that the students were continuing to have 

difficulties with comprehension. 

To her credit, Dora seemed to be unusually gifted at cultivating enthusiasm and 

engagement in reading. By finding good literature in English and in Spanish and 

presenting it in engaging ways, she was giving these students access to what Smith 

(1985) refers to as the "literacy club." Other activities such as the cookie game allowed 

for playfulness and student creativity. 

Yet Violeta had a long road ahead of her before she would feel part of the 

"literacy club." I wondered how much the first month of isolation and confusion in 

English immersion was still contributing to her lack of confidence in reading. As a 

second grader, Violeta was still trying to figure out how literacy worked in her native 

language; having to figure out the meaning of written words she barely knew in English 

repeatedly shut her down. Laura had her set of challenges as well. At this point, 

developing literacy was less critical than her psychosocial development. Her English 

writing was "on track" for a second grader, but she still experienced some difficulties that 

are specific to English language learners. From my perspective, developing Laura's 
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Spanish literacy would have had significant emotional implications, and could have 

helped her maintain a sense of connection to her mother. Unfortunately, the bilingual 

classroom was not providing it for her, and the expediency of letting Laura do her writing 

in English often prevented Dora from encouraging her native language development. 

And Miguel's situation was tragic. After receiving several years of monolingual 

English instruction, he was still reading at the emergent level. His mother accurately 

assessed that bilingual instruction could help Miguel get back on track, but his third grade 

teacher was only providing instruction in English, and continued to have low 

expectations about his progress. By March, she had decided that retention was the only 

alternative for Miguel. Considering all of Miguel's experiences with poorly designed 

curriculum, it was amazing to me that Miguel maintained so much enthusiasm about 

learning. While native language literacy instruction could have helped Miguel, the only 

means of receiving it was through these three group sessions he had with Dora each 

week. I caimot help imagining what intensive native language literacy instruction could 

have done for these three children. 

7.4. Analysis of Dora's case 

The question of how Dora's beliefs about language learning played out in practice 

remains unanswered. Dora self-reported having many difficulties with learning English 

and with writing, but by all accounts was a very successful writer and English speaker, 

and she expressed interest in helping children overcome these challenges. In addition to 

considering how each of the major themes of the study were expressed in this case, I will 
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conclude with the way her "critical language awareness" was realized in her classroom 

practice. 

7.4.1. The value of reading at home 

Dora did not have much to say about her home life as a child. She took an 

interesting approach to this topic, saying, "In Mexico we don't have the reading 

culture.. .as you can see here in the United States." Elena described Panama in a similar 

way when I asked what reading and writing were like at home. Dora's assertion, "In 

Mexico there's no reading," does not fit with her subsequent description of the popularity 

of serial classics in local newsstands throughout Mexico City. Nor does it fit with the 

enjoyment she experienced discovering literature in high school. 

Several times in our conversations, Dora brought up that the Mexican system of 

reading instruction was very effectve, in her opinion. She recognized that it involved lots 

of memorization, and she regretted that the U.S. school system does not teach "basic 

facts," such as geography, to children. Late in the observations, she showed me some 

materials she had obtained from a teacher who purchased materials in Mexico. These 

workbooks were similar to Andrea's description of mimica instruction. For Dora and 

Andrea, their love of reading did not develop from this instruction, yet they still valued 

this way of learning to read. 
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7.4.2. The inter-relatedness of reading and writing 

Although Dora did not discuss the inter-relatedness of reading and writing during 

the interviews, she demonstrated this link during several observations. Dora used 

literature to encourage students' writing in the story about Tomas Rivera, the rhyming 

story about letters, and in the ant lesson. 

Still, I wondered if these writing lessons were being given because I had 

requested to see her work with students' writing. It seemed that the relationship between 

writing and reading was not as conscious for Dora, even though she benefited from her 

love for classic literature in her college writing. Another example of Dora utilizing this 

relationship was when she translated her transcripts using different university websites. 

This activity helped her learn the academic vocabulary she would need in her 

coursework. 

7.4.3. "Learning by doing" 

In her "active" education in high school, Dora discovered the value of 

participatory learning. By researching and presenting the information, she and her fellow 

students learned much more than they would have in the traditional system in Mexico. 

Dora's English language learning process had a similar lesson for her. Through 

traditional school classes and self-taught courses, Dora had difficulty learning English 

despite her strong interest in the language. In contrast, just four language exchange 

sessions with a native English speaker helped Dora immensely. 
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Another way that Dora recognized "learning by doing" was through writing. She 

commented, "It took me 18 hours to do three pages, and my children [would] sit and in 

40 minutes, [they would have] a paper [that is] three or five pages long. And I say, 'How 

can you do it?' I think [it's] practice. Now, I can finish a paper in like four hours, so it's 

taking one-third of the time as before." She added that doing so much writing for her 

education courses had enabled her to think automatically in English, without translating 

what she wanted to write. 

7.4.4. Empathy with children who feel lost 

Through her experiences as a newcomer to the United States, Dora developed a 

strong sense of empathy for her immigrant students. The culture shock for Dora was 

profound and unexpected, and it was humbling to shift from being so active in Mexico to 

feeling so lost and marginalized here. This was part of her motivation to be a role model 

for Mexican children. 

7.4.5. Overcoming limited choices 

It is difficult to picture Dora as a 16 year old secretary at a large bank in Mexico 

City, feeling too tired of school to keep studying. This phase of her life did not last long, 

and she soon found herself longing to do something more intellectually challenging. The 

Colegio de Ciencias Humanidades came at the perfect time in her life, and that education 

enabled her to enter a different social class in Mexico City. Yet she was never able to 
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finish her Bachelor's degree in psychology, despite becoming quite adept at balancing 

her responsibilities as a mother, wife, student, and working full-time. 

For Dora, the Puentes program meant that she could finally earn a Bachelor's 

degree, in addition to providing her with work that would pay a living wage, which she 

could not get with an Associate's degree in social work. As she described when she 

inquired about Puentes, "When I went to the university, it was like when things are for 

you, you are walking and the doors were open. You don't need to push anything 

sometimes. The doors open as soon as you are closer." The Puentes program came into 

her life as an answered prayer, when so many other things in her life had required fierce 

determination. 

7.4.6. Juggling the roles of teacher and student 

Dora had juggled working and being a student since high school. For much of that 

time, she had also juggled being a mother and a wife, and having fulltime work with 

being a student. As she stated, she imagined that she would have been able to complete 

her thesis in psychology if her husband (the doctoral student) had been more supportive; 

"I understand now that if you really have the help from your partner, I could do it, but I 

understand now that I didn't have that help." 

Dora seemed to enjoy having multiple responsibilities. Moving to the United 

States was such a shock because of the change in lifestyle that occurred, being unable to 

work or communicate well in English. Another benefit of Puentes for Dora was that it 

enabled her to return to the fast-paced life she had known in Mexico. Because she worked 
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part-time at Presidio Elementary and her children were grown, she was able take 

additional classes that interested her while still in the program. 

7.4.7. Conflicting ideologies about language 

"Kids learn faster in another language when they really know how to read in one 

language." One of the most significant findings of this case was the ease with which Dora 

could articulate the interdependence principle as a justification for bilingual education. 

The history of bilingual education course she had taken in May of 2001 had helped 

solidify her understanding of bilingualism and the politics involved in related school 

policy. 

Dora's ideological perspective was not only additive, it was also critical and 

internationally informed. Speaking of the United States, Dora stated, "This is the only 

country that wants to kill the bilingualism. They want everybody to speak English." 

She contrasted that attitude not only with the elite bilingual schools in Mexico, but that 

bilingualism or multilingualism is considered the normal expectation in Europe. 

Other aspects of her language ideology were less inclusive. For example, 

correcting students for code-switching showed her tendency towards prescriptivism -

even though she occasionally code switches. Also, the idea that "Mexico does not have a 

reading culture" reflected an elitist perspective that is unfortunately quite prevalent in 

Mexico, despite countless contrary examples (King, 1995). Her fascination with English, 

enjoying taking English classes and hearing popular music like the Monkees and the 

Beatles, also reflected this Mexican elitism. 
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However, since many of her ideologies were rooted in her Mexican origins, she 

had not incorporated the English only ideologies of the United States in her thinking. But 

she recognized how powerful that ideology is in the United States. "They want everybody 

to speak English. And I agree that if you live in this country you need to speak the 

language that the majority of people speak and that is English; sometimes it's not the 

official language, but English is the language that the people speak here." The pragmatic 

tone of this comment contrasts with the obsessive focus on learning English that is so 

prevalent in education policy today. 

7.5. Conclusion 

One of the main topics during the interviews and discussions after the 

observations were her students at Presidio Elementary. During these collegial 

discussions, she rarely asked for advice, but seemed to appreciate having some reflection 

time to consider what the students' needs were and how she could best meet those needs. 

Fortunately, she also had this kind of discussion with the bilingual teachers at her school, 

so he was steadily improving her practice. 

Despite her reflective nature and interest in her students, I did not see a clear 

correlation between her personal experiences and her teaching practices. Perhaps this 

"praxis" will develop more over time. Dora already possessed all of the tools for creating 

a transformative practice, but there seemed to be a line between her personal self-

reflection and her thoughts about her teaching that Dora rarely crossed. Education 

courses are trying to develop these reflective skills in their students. Elena and Dora 
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reported that they were being asked to write "literacy trajectories" or "autobiographies" 

often in their education classes. However, both of them expressed some doubt about how 

their childhood experiences with literacy affected their current teaching. For them, these 

assignments became just another task, because they were not thinking about how this 

reflection could transform their teaching. How can we operationalize these self-

reflections so that they can inform teachers' daily practice? This is a challenge for the 

entire field of education. 
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CHAPTER EIGHT 

PARTICIPANT NARRATIVE AND OBSERVATIONS CASE FOUR: 

ELENA MARCUS 

8.1. Introduction 

The final participant in this study provides a contrast to the others in many ways. 

In addition to being from Panama, not Mexico, she had been teaching in elementary 

classrooms for 23 years at the time of the study. Although she experienced divorce like 

Andrea and Dora, she remarried an Anglo man she met on a military base in Panama. She 

had lived in the United States for about the same amount of time as the other participants 

(12 years), but most of those years were spent in Illinois, and she was a newcomer to this 

area. Most distinct from the other participants were her views on bilingual education; she 

had mixed feelings about its effectiveness, despite having a strong interest in bilingualism 

for herself and her children. This case is particularly significant because it demonstrates 

that one person can maintain competing ideologies at the same time. 

Elena was the only participant I met exclusively through the participant selection 

process I had set up through the questionnaires. She volunteered to participate in the 

extended study on the last page of the questionnaire. When I first met with her in her 

first/second grade split classroom at Carrillo Learning Center, I was uncertain whether I 

would include her as a participant because I had been looking for "preservice" teachers. 

Even though she was still completing her Arizona certification, Elena had temporary 

certification in the state of Illinois for several years. Yet as I reflected on the way the 

participant group was developing, none of the women I had chosen were truly 
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"preservice," because they had all been working with children in elementary schools for 

many years. 1 saw that Elena's professional experience would be an asset to the study, 

and provide me with an important perspective on how Latin American immigrant women 

use and apply their knowledge with English language learners. Elena was an excellent 

example of "learning by doing", who was willing to take risks so she could learn what 

works by trying it herself. 

8.2. Elena's interview narrative 

8.2.1. Life in Panama 

8.2.1.1. Literacy is not valued, but schooling is important 

Many aspects of Elena's life were apparent contradictions, yet Elena had never 

been daunted by these paradoxes, or considered them to be obstacles. The first one I 

uncovered in the interview process is her family's attitude towards literacy and schooling. 

Elena comes from a line of teachers who never placed much value on reading and writing 

at home, or on developing these skills intensively at school. She grew up in a small rural 

town near the border of Costa Rica, 300 miles away from Panama City. "I grew up with 

my grandparents, with over 40 [of us] in the house. It was a big house (laughs). It wasn't 

actually that big, but we were all in that same place! It was just one big family because 

my aunts were there, and they had their children and one of my aunts had six children. 

Then my mom was in there with us and we were five, and there was another uncle that 

had ten, and we were all together in the same house. It was great; we were just playing all 

the time. I always said, 'We don't need any friends, we were always there.' And I always 
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assumed that there was a baby in the house, all the time (laughing). To me, I think it was 

good. I liked it because somebody was always around, and we never needed babysitting." 

When I asked Elena if there was much reading going on at home, she replied 

negatively. "My grandfather would read the Bible, but that was the only book we actually 

had at home to read. Maybe [there was] the newspaper, but my grandparents didn't read 

that much." There was not much emphasis placed on preparing the children of the 

household for school either. "Even though my mom was a teacher, we never had any 

preparation at home, like doing work at home. Instead of playing, we didn't have to do 

[anything] like homework before getting to school. I don't remember talking about 

school. When we were at home, we were just playing. We had a big backyard in the back 

of the house. The big house was divided [so that] everybody would have their own place, 

and then it was a joined backyard. So it was like when you have a chicken pen and all the 

chickens go outside in the backyard, that is how it was. So we just slept in one place, and 

when we came back from school, just after doing all our chores, we'd go outside and 

play." 

While reading and school-related activities were not popular, storytelling was one 

of the favorite activities of the children. "At night [when] we would get together in the 

backyard after dinner, we would go outside and then the older kids would tell us scary 

stories. They never read, they would just make up stories. We had a big log, like a trunk 

of a tree, and we would all sit down and the older kids would tell scary stories. I 

remember like they would [tell us the] palm trees were witches or something [like that]." 
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"All of my family went to a big old public school. I never went to kindergarten; I 

started first grade when I was seven. I think I was ready for school." Elena never found 

schoolwork challenging or difficult and enjoyed attending school, but developed an 

aversion to reading and writing from the rote activities they had to perform. "Over there 

you don't really read. I don't even remember my teachers [reading], I don't think they 

liked reading either. We read like once a week. You just learn how to read and you read 

in your house if you have time or you have books. After fourth grade maybe I remember 

reading more, but I don't remember reading too many books in my first three years. I 

don't remember any [writing] from first, second, and third [grade either]. But after third 

grade we would read something and just maybe make a summary of what we read. Now 

that I go back and think about it, we didn't really do too much of like thinking, like 

imaginary writing or things like that." 

"We didn't have books [at school]. I mean, we had reading books, but we didn't 

have social studies books or science books, we copied everything from the board. The 

teacher would make a summary of the lesson that she wanted us to have, and she will 

make up questions from that reading and then we had to answer those questions in our 

homework. Then we studied those questions and then the test was the same questions; 

she would just put it in the same way to us and that is how we worked. Later on, you 

might have like an essay question about the content, we might have a brief summary 

question in fifth grade, [but] I don't recall doing essay questions until I was in high 

school." 
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Elena reflected on how this lack of emphasis on literacy, but enjoyment of school, 

had affected her academic studies today. "It was hard enough for me to think about doing 

an essay. [If] I had [to do] at least half a page it was just, I wasn't even used to doing that 

in Spanish." Then she returns to her past. "But I really liked school. And I think I knew 

that I was going to be a teacher since I was little. First of all my mom was a teacher, and 

then one of my aunts was a teacher and they said it runs in the family. Also, my 

stepfather was a teacher, so I guess I was meant to be a teacher (laughs). And over there, 

you either are a teacher or you are a secretary, when I grew up. I knew that I didn't want 

to be a secretary, so it just left to be a teacher because there was no money to be a 

scientist." 

"To get a degree in science meant that you have to go to school after graduating 

from high school. And over there, if you were a teacher you were able to work after high 

school. [For the final years of school] you went to an institute that was just for teachers. 

So, after you finished the high school, you were a teacher already, with your degree and 

certificate, so you were able to teach right away." She added that her mother was even 

younger when she started teaching. "My mom was a teacher after her elementary days. 

After you finished sixth grade they sent you to summer classes and then you were sent to 

teach. So I think she started teaching when was only 15 years old. And I was 19 when I 

started my first job." 

8.2.1.2. Juggling work and school in Panama 

Despite what Elena said about the limited choices women had when she was 

choosing a career, she found a way to attend college and study what she wanted by 
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supporting herself through teaching. "When I graduated from high school and I had my 

certificate, I said [to myself], 'You know what, I don't think that I like philosophy or 

pedagogy.' So I didn't want to go to school in education because I didn't want to take 

those two subjects. When I started taking classes they told me I didn't have to take that 

right away. I thought that I [would] like to teach blind people, so I took special education 

at the beginning [of my] first year. And then I took English because I liked English. Over 

there, you don't have a counselor like you have here. You just go and you take whatever 

you like." 

"And I was working full time. My first job was on the border with Costa Rica, so 

I had to leave the house at 5:00 in the morning and I had to travel an hour [to get there]. 

By 3:30,1 was starting my first class in the afternoon for college, until 9:30 or 10:00 at 

night. So I was able to work full time and then go back in the evening and go to college." 

Before long, Elena chose a scientific field of study that was open to her through her 

family connections. "My father was a surveyor, [although] he never went to college to 

study for that. He taught himself to do it, and he taught my two brothers to do the same 

thing. But they didn't have a degree or a license to do that. So he said, 'Why don't you go 

and get your degree doing that?' So I started taking classes in surveying and got my 

degree in engineering (laughs)'.' I used to work then [as a teacher] in the morning, and 

then I would go home and do the blueprints in the afternoons for them. My dad and my 

brothers would do the fieldwork and bring in the calculations, and I would just do the 

plans and put it on paper and sign it. After I got my certificate, I got a license and then I 

' In a follow-up interview (October 2002), she emphasized that she earned her college degree with her own 
money from teaching, not with support from her parents or family. 
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got my stamp and I was able to do their work. I never left teaching, I was just doing their 

work on the weekends or in the afternoons." 

Elena could have maintained this lifestyle for many years if personal matters had 

not gotten complicated. "Then I met my ex-husband, who was a surveyor too. And he 

would go outside to do the plans and I would just do the work at home. But he was an 

animal, so I had to leave him. I just moved out of my hometown 300 miles to the capital 

and taught in the big city. My son was a year and a half and my daughter was two and a 

half, so they were just very little. And I moved with only a TV, a box, and two suitcases. 

My oldest sister was in the capital, so I moved [in] with her until I found a place on my 

own. When I moved I didn't even have a school to go to work to, I just said, 'I'm 

leaving.' And the Lord blessed me and sent me somebody that [wanted to] transfer. She 

took the school that I had in my hometown, and we just switched schools, so it was very 

easy. That job was teaching in a big, big school." This shift in fortune in Panama City 

opened up new possibilities in her life that she had longed for. "I stayed there until I met 

my current husband. I was his teacher (laughs). I was teaching in the bases, and I met him 

there. He wanted to learn Spanish, and I was teaching Americans on the base to learn 

Spanish. It was my fifth year working in there when I met him. And then he got me out." 

8.2.2. "Getting out of Panama" 

8.2.2.1. Learning English 

Elena always enjoyed studying English, and did not have much difficulty learning 

it. She believed she was highly motivated by the hope that she would one day leave 
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Panama, most likely for the United States. Yet it was a challenge to get good instruction. 

"In elementary school, they start teaching you English when you are like in fifth grade. 

But you just learn to say words, you don't learn like sentences. They teach you [how to 

conjugate] the verb 'be,' for just maybe an hour a week, that's what you learn. Then in 

seventh through ninth grade you have English maybe twice a week, and that's all. You 

learn more verbs and conjugations and things like that. But then I didn't have English 

when I was in high school because I was just learning how to be a teacher. At my 

institute, you just move from the regular school to a different school and they don't teach 

you English. You just learn methodology and things, just to become a teacher. So I didn't 

have any more English until I went to the university and then I took English because I 

really liked it. And I thought I will get out of Panama some day, I don't know why, but I 

thought that I would." 

"At the small school [where I first worked] I had to teach English because nobody 

else knew too much and I thought that I knew, I really thought that I knew [English]. So 

we taught what we knew, maybe once a month (laughs) because we didn't know that 

much. [Once] I got transferred to the bigger school, they had a special teacher to teach 

English, so I didn't have to do it anymore." When she ended up in Panama City, her 

desire to learn English grew stronger. "I had just got a new place to live and I had to pay 

all my bills. I knew I wanted to come to the States, so I wanted to leam more English 

because I didn't know enough. I went back to school and started taking classes to be an 

English as a second language teacher, then I decided to finish my education in 

education." 



323 

She hoped that better opportunities would be available to her in the field of 

teaching. "I said, 'Maybe I won't do surveying anymore,' because by then, my father had 

already died, and my brothers were in my hometown. But I didn't want to work with high 

schoolers, so I said, 'Well, maybe I can be a teacher for English.' So I took a year of 

classes, and then when I thought that I knew a little bit more English, I saw [a job ad for] 

one of the bases. In Panama, teachers make only 160 dollars every two weeks, it is not 

that much. My brother-in-law was working on the base, and he said you need to get on 

the base so you can make more money. So [when] I saw an advertisement in the paper for 

a teacher to work in the evenings to teach Americans to learn Spanish, I said, 'Well! I 

will go and take a shot to see if it works.' And I took my two children with me to apply 

for the job (laughs). So after school, I went and they gave me the job right away, because 

I had already almost 10 years of teaching experience." 

"They told me, 'You just teach Spanish.' And I said, 'I can teach Spanish, I have 

been doing that all my life, so I can do it!' So when I started working, I thought I didn't 

need that much English, but then the students didn't know Spanish so they would ask me 

questions in English and they'd expect me to answer in English! So then I started 

developing my English. I worked in there five years, teaching Spanish to adults. I was 

also taking English classes in the university to become an English teacher, and those 

classes helped a lot." 

Meanwhile, the juggling between work and school continued. "I was working as a 

teacher too. I would work as a teacher from 6:50 in the morning until 12:30, and then in 

the afternoon, I had classes from 1:00 to 3:00 in the afternoon. When I had to teach in the 
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evening I had to go from maybe 6:00 to 9:00 in the evening, so my day was full. [Even 

though] I didn't have to teach in the evenings every day, just maybe Tuesdays and 

Thursdays, I would take classes Monday and Wednesday in the evening, besides taking 

classes in the afternoon. So either I was in college or in the university or I was teaching in 

the evening." 

Elena seems to have enjoyed living in Panama City despite these long hours, 

because she was pursuing her goals in life. "I wanted to teach English to Spanish-

speaking people because I had always liked English since I was very young. Then when I 

met my husband, he didn't know any Spanish at all, but he said, 'I want you to teach me 

Spanish.' So we tried and he went to take classes at the beginning, and he learned some, 

but I guess I wanted to practice my English with him. Spanish just got behind, and then 

he didn't get to practice it anymore because he knew that I knew English. And then he 

just got lazy and he didn't want to practice his Spanish. So now when I talk [in Spanish], 

he understands a lot, but he doesn't want to speak it. He doesn't want to make that effort 

because he knows that I know what he's saying." 

When I asked her if her children speak English to their father, and Spanish to 

Elena, she agreed. "Sometimes when we are mad I only speak in Spanish (laughing). If I 

am mad, you cannot get me any English! But most of the time I speak Spanish with them, 

unless I think that they won't get it. Then I tell them in English." It turns out that her 

children often speak to her in English as well; like most bilingual homes, the languages 

are often mixed (Zentella, 1997). 
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8.2.2.2. The English and Spanish of Elena's children 

Elena has four children, a girl and a boy by her first husband, and two girls by her 

second husband. Most of them are dominant in English, particularly her oldest daughter. 

She explained how her older daughter and son developed English by telling me about 

their schooling when they arrived in Illinois. "When we came [to the United States], the 

older ones didn't speak any English at all. My oldest daughter was going to fourth grade, 

and they gave her a bilingual teacher, but she wasn't bilingual in Spanish, she was from 

Sweden or something like that. And they didn't give my son help in English as a second 

language. So I did his ESL, and now my son is bilingual, completely bilingual because I 

spoke Spanish when we were translating or when I was helping him. But my daughter, 

she lost that. She didn't get that bilingual in her own language so now, she doesn't want 

to speak Spanish." 

"My son was in second grade. And we thought that he didn't need the ESL like 

my daughter did, because they thought that it was easier for him to become bilingual. But 

I helped him a lot. We did all the homework at home, and all the tests that he had to take 

to school. [We worked] bilingually, translating back and forth. But with my daughter, 

somebody else did it directly in English. And she didn't seem to need any help from me, 

so I just let her have her bilingual teacher and then I didn't think it was going to be 

harmful for her. Because now she's not bilingual; she can understand but she cannot 

speak it. She just doesn't want to speak it. And when she does, it's with an accent. It's 

just like if she didn't know Spanish at all before. So I think my son got the best benefit 

because he was taught, I mean he was helped." 
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I commented that she provided de facto bilingual education for her son, but did 

not think that her daughter needed it. "Well, because she was getting the help from 

somebody, but it was just in English. It was, she lost something in there. She just lost 

something. I think that I can see with my son, he has more vocabulary in Spanish than 

she does. Although I talk to them all the time in Spanish. So she can understand me, but 

she just refuses to talk. Because she knows, she knows she talks fimny (laughs). And we 

laugh at her when she does." 

The two younger daughters were raised in the United States and use English 

more, even with Elena. "Most of the time the little ones answer in English. [But] 

sometimes [even] my son starts in English and then he changes into Spanish. But the 

other ones, they just don't want to make the effort and they just answer in English. But 

they understand what I ask them! And sometimes my little one, the one that is nine, she 

just looks at me (makes a face). Like I was telling her one day, I want you to wrap this in 

wrapping paper and she said, 'What did you say?' and I told her, I repeated it in Spanish 

again and again until she got it. Sometimes I just don't like to tell them in English 

because I want to force them to think." 

Yet Elena is hopeful that her two younger daughters will be bilingual and 

biliterate. "I talk to [the younger ones] in Spanish too. But they don't need any help in 

Spanish. Now they are reading in Spanish, especially the older one. Sometimes when I 

talk she will translate for the youngest one because the youngest one is nine, and she is 

just now realizing that it's a different language (laughs). It seems like she heard before, 

but is in a stage. My son went through that stage too. I would tell him something in 
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Spanish and you sometimes tell him in English, and they don't get it. And you tell them 

in Spanish, and they don't get it. So it's like they are lost. They have no idea. It's hard. 

But I know they will get it soon, or later on. It's just a confusion stage that they go 

through when you talk back and forth in the different languages, and she's in that stage 

right now. So I'm glad that I already went through that with my son. So I know that she 

will go over, they will go over, she will get over it." 

The following story shows the hopes she has for her youngest daughter's 

biliteracy. "[When] you ask her something, she has to think really hard to tell you in 

Spanish, to answer. But she thought that she couldn't read [in Spanish] and she had to 

read a poem. She didn't have to, she just asked me, 'Mom I need to take something that 

you have read to us for a long time.' And I said, 'Well, I have the perfect reading for you' 

and I brought out a poem from Ruben Dario. And I have been reading that since they 

were little, just months old. When my son was 3 years old he was able to repeat the whole 

poem, and it's almost 10 stanzas. He had known it since he was little because I would 

repeat it every night when they went to sleep. And I think the name is 'Maria Debayle,' 

no 'Margarita Debayle' is the name of the poem (Dario, 1988). And [my daughter] said 

yeah, she knows it because I have been repeating it since they were little, before they 

went to bed, and now she was able to read it and she took it to school. And she felt that 

she couldn't do it and I said, 'Just read it,' and she went and read it in front of all her 

class. It was in Spanish and I told her what it meant in English and she was just so glad 

because she was able to read it in Spanish and she knew what it meant in English." When 
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we talked about her teaching, she often referred to the bilingual experiences of her 

children. 

8.2.3. Elena's teaching: Finding what works 

8.2.3.1. Finding her way back into teaching in the United States 

Elena was happy to move to the United States, but did not think she could 

continue her teaching career. "When we moved from Panama to the United States, I 

thought for a moment that I would go back to surveying. So I went back to the university 

and took classes in computer aided drafting, because I knew that I liked drawing and I 

had done that, so I thought maybe I'll just have to change again. My life had been 

changing all the time from one thing to another. I didn't think that I could teach because I 

knew that my English wasn't that great, and I knew that I couldn't write in English. But 

computer aided drafting was hard because the vocabulary was very advanced and I didn't 

know about computers at all. They said I needed to get English classes first, so I took 

English classes and then I took writing, composition and speech and all that, and then I 

took my computer aided drafting classes and drawing. They took some of my classes 

from Panama, but not that many, so I [was expecting] to go almost two years again to get 

an associate's degree in computer aided drafting." 

"But then a friend said, 'Somebody's looking for a bilingual teacher.' And they 

were really desperate in Illinois because they didn't have too many teachers that were 

bilingual and they had so many bilingual [students]. Actually, they were not bilingual, 

they knew only Spanish, and they didn't have any professional staff that could speak both 



329 

languages. So they were looking for a part time instructional aide. Since my daughter was 

only two at the time, I was glad to work part time. So I started working with them, and 

when the coordinator of the program saw my transcripts and all my certificates, she 

[thought I should] put those papers [in to get] a bilingual certificate through the office. 

After two years, they gave me a [temporary teaching] certificate and eight years to finish 

a bachelor's degree in Illinois. So they desperately needed English as a second language 

teachers, and that is why I didn't keep going to computer aided drafting anymore." 

When Elena moved to Arizona in July of 2000, she had not completed the courses 

for a bachelor's degree in Illinois. She moved with her husband following his work, and 

she wanted to continue teaching and completing her degree. In her situation, the Puentes 

program was fortunate find. "It was a blessing. I went to the university when I came here, 

[because the districts] wouldn't take my certificate from Illinois. [They told me] you have 

to go to school and just see what they accept. So when I came here, and they said that 

they didn't take my certificate from Illinois, I found a job in another charter school. At 

the same time I went to take my transcripts [to the university] and the lady said, 'Why 

don't you go to talk to Ronald?'^ and it was just amazing. I went there and he said, 'Yes! 

You can be in the program,' and like, right away, I started taking classes in December 

with the group." 

8.2.3.2. Finding what works in the classroom 

Moving from teaching in a border area of Central America to a charter school 

classroom in Arizona sounded like a gigantic leap to me, but Elena was not bothered by 

^ Ronald Sanchez (pseudonym) was the program administrator of the Puentes program. 



330 

this cultural gap. When I asked her about how she taught reading in these classrooms, she 

focused on phonics as a successful technique in any setting. "Over there (in Panama) we 

started with the sounds too, so it is not that different from here. That is why it has been 

easier for me to just do it because at first, in some schools, they don't use phonics. They 

came out with a global method, which means that you just gave them a sentence and then 

you are going... backwards. Instead of starting by the sound in phonics you started with a 

whole sentence and then cutting them and going all the way to the sounds. But some kids 

don't learn it like that. It is easier for them to sound it out. And, even before I got this job 

they asked me, 'Do you use phonics?' and I said, 'Yeah, I've done that all my life. That is 

what I have been doing.' After awhile I learned that it's easier, especially for the children 

that have problems, in distinguishing and seeing the whole all together, it is easier for 

them just to look at each as a sound." 

She reflected on how this works with students she has recently had. "So, with 

these kids and especially the ones that I had last year [who had] behavior disorders and 

were hyper, it was easier for them to get the sounds. So I did it with them and they were 

reading at the end of the year. It was a big thing for me. And with this group, I have 

students who came here with no sounds at all. I guess they didn't even go to kindergarten. 

And now they are reading sounds, so it makes me feel good. Now we started with 'm,' 

's,' 't,' and 'c,' and they got those sounds and they are making sentences." I noticed that 

her classroom chalkboard had work written on the board for students to copy, and those 

letters were circled. When I commented on this, she elaborated on the day's lesson. 

"Today, it was easier for them because some of them got it. And I said this is the 't,' 't,' 
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and everybody repeated it and then they all wrote sentences and I really felt proud of 

them because all of them can do it. One was jumping all over and had no idea what a 

sentence was, and today she was able to write a sentence." 

However, Elena did not depend exclusively on phonics to teach writing. Another 

technique she uses involved sight words. "In their book they have a picture like this 

(points to a paper on her desk), like a picture dictionary. I made them cut them and color 

them and we repeated the names like 'pig' and 'nest.' Then I gave them each an envelope 

with the pictures in it, and every night they will pick a picture and write something about 

it. And I don't believe it! I never did it before. This year I just thought about doing it, and 

it has been good for them. Some of them have been writing almost ten sentences. [If they 

think they can't do it,] I say, just write the color. And all of them can at least write, like 

'The cat is yellow, the cat is black.' So, it has been very easy. I feel really happy because 

at least they write, and I had one that came this year talking no English at all. He had no 

idea. At least he knows now, 'The cat sat on the mat,' 'The cat is black,' and 'The pig is 

pink.' He wrote today three sentences and he knows what the meaning is in Spanish. So, 

I've been going back and forth from Spanish to English and English to Spanish. But he is 

writing in English; I haven't taught any Spanish. He knows the meaning in Spanish but 

he is writing the sentences in English. I don't want them to leam to write in Spanish just 

yet. If they stay with me I will do it when they know all the sounds in English first." 

Elena placed strong emphasis on learning English. Although she supported 

developing bilingual skills, she sees Spanish as supplementary, and did not advocate 

teaching in Spanish first, as the interdependence principle would suggest. Again, her 
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experiences with her own children have influenced the way she taught language. "I 

learned with my own children, [that] it was easy for them to learn English first. Like my 

[second] daughter, by second grade, she knew all her sounds in English, but she didn't 

know too much in Speinish. So one day she said, 'Mom, I want to leam how to read in 

Spanish.' I said, 'You can do it,' and she said, 'No I can't.' 1 said, 'Yes, you can do it. 

Sound it out. Just the same like you do in English. Some will change, some have a 

different one, but most of them are the same.' And she was reading. She read it just like 

that." 

"And I did it in Illinois too with students that I had over there. After they learned 

[the English sounds] in kindergarten, first and second grade, then we went back to 

Spanish and they were reading and writing. What I did in Illinois was first they would 

write sentences in English, and I told them, put it in Spanish. And they did it. So it is easy 

after they are in second grade, to go from English to Spanish soimds. That is what I 

discovered. Nobody taught me that, but I discovered it myself."^ 

I asked her if she would re-introduce Spanish to the second graders with whom 

she was working that year. "If I had a big group, with only Hispanics, I would do it. But 

because I only have two of them, then no Spanish. I wouldn't do it. Some people may not 

like it, like the ones who know only English, they may not like their kids learning another 

language. So they may think that they are just wasting time, unless the parent asked for it. 

But it's going to be hard to take time from the learning to give them something else, so I 

don't think that I will do it." 

^ Recent research on dual-language programs confirms the value of applying second language literacy skills 
back to the first language (Moll, Saez & Dworin, 2001). 



Then she recalled something she had learned from a bilingual education course she 

had taken, and added another exception. "If I have more than 50 percent that knows one 

language, [then] you are supposed to teach also in their own language. So if I teach them 

English and I know that they know the English, I will use at least 15 minutes in the day to 

teach them some Spanish." 

She added further explanation for why she would not teach Spanish in the first 

year of school, while her students are learning to read. "It might confuse them the first 

year. [Even though] some of the first graders know how to spell in Spanish, I tell them, 

'What you're saying in Spanish, just write the same thing in English.' But if I try to put 

Spanish with them now, I don't feel that they have really good, they don't have it yet. So 

I wouldn't do it because it would confuse them. When they know the language, when 

they know a lot, when they are finally learning, but not now." 

Elena talked a lot about how much she enjoyed working with the immigrant 

students and parents in Illinois. She felt needed and appreciated by them, and developed a 

relationship of trust with the principal, who would call on her to translate for meetings 

with parents about whatever difficulties they encountered. She also felt useful because 

she taught Spanish classes for English speakers after school. "I had a group after school 

that were English-speaking students and they wanted to learn Spanish. But it was because 

the principal asked me if I wanted to do that and I said, 'Yes, I will do it.' But it was just 

because of him. He was so good to me, and good with the students. So I [formed] a group 

to teach them Spanish in the afternoon after school, two days a week. They wanted to 

learn." 
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When I asked Elena if she would like to do something like that here with the 

English-speaking students she has in her class, her reply revealed some dissatisfaction 

with her current teaching situation. She responded, "If they want. I don't feel that they 

really want to learn Spanish. Some of them, I don't know, maybe it's me. Maybe I have 

my stereotyped view that I think they are like that and they are not. But they haven't 

shown me that they want to do that. Not even the teachers; I don't see that they want to 

learn any [Spanish]. They say it, but you don't see any like they want to. But, I think I 

just have to adjust. It is just hard, it's different." After contract negotiations broke down 

at the start of the 2002-2003 school, Elena transferred to a bilingual teaching position at a 

nearby public school. 

8.2.4. The use of Spanish in the classroom and language preservation 

8.2.4.1. A critical view of bilingual education 

It was clear that Elena had mixed feelings about being a bilingual teacher from the 

way she answered my questions. When I asked what motivated her to become a bilingual 

teacher, she told me about learning English and getting to know her second husband, who 

spoke limited Spanish. When I asked her if she preferred teaching ESL or bilingual 

classes, she answered my question by explaining why she preferred teaching in the 

regular classroom to teaching ESL pullout, like she did in Illinois. 

When I asked her if the Proposition 203 legislation had any effect on the way she 

was teaching this year, she responded, "You know, it didn't, it hasn't. Because the thing 

is, when I came from Illinois, we were not doing it over there like they were doing it 
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here. I know that students need their subjects taught in their own language so they can 

understand it. But I don't agree that they have to learn Spanish first. I can see that it is 

important, or some people think that it is important for them, but I didn't find it that 

important. I think that they can learn both at the same time, especially when they are 

little. Because I did it with my own kids and I have done it with my own students." 

"I don't think that they should learn just Spanish because they are in the United 

States. They have to learn English. It is important for them to know their own language, I 

know that. But if they leam English first and then they get into Spanish, some people say 

that they won't have the good foundation and things like that. But if they really want to 

learn Spanish and English, they could do both. I don't see why not. I don't think that they 

should learn one first and then the other one." 

"We had some students in Illinois that were in California learning only Spanish 

and then when they came to us, they didn't know any English! And they were in fourth 

grade and I said, 'This is not right.' They should leam both of them at the same time. 

They can do it, I don't see why not. Because you never know, you won't keep all of them 

in the same place; they may move and then what happens when they get to another place 

and they don't know the language? It makes no sense and it's hard for them. Even harder 

when they get in another place and they don't have the same system, they are all lost. So I 

think it's important for them to learn both of them. I don't see bilingual as just knowing 

one language. I think bilingual is knowing two languages." 

However, Elena did not think that children should be placed with teachers who do 

not speak the children's language. "I don't think that a student that is not bilingual yet 
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should be with a teacher who doesn't know the language, because then he will be all lost 

and it's not fair. It's not fair because I know that you have to know at least what's going 

on. You are lost if you don't know anything! It's not fair that they get in a classroom 

[where] the teacher doesn't speak the language, because he or she would be lost in the 

class and it's not fair, it's not right. But it doesn't mean that that student is not going to 

learn the language. He will have to learn it after a while if he stays in the classroom that 

everybody else is speaking the same language. He or she will catch it all. But to me, it is 

very important that they assign a teacher that knows the language, if it's possible." 

This is what Elena recommended for children who enter school with no English. 

"At first you talk to them in Spanish, but then little by little you are introducing the 

English with everyday, routine commands. You just tell them in English, and in English 

and in English until they get it. So I think it is very important that the student who doesn't 

know the language has to have a teacher that can speak their own language, their 

language." Elena follows this pattern closely in her own teaching. "For the ones that 

don't speak any English, I tell them in English and I repeat it in English and then I repeat 

it in English and if they don't move, then I tell them in Spanish (laughs). But I try to tell 

them in English as much as I can, and they are getting it." 

While Elena professed strong opinions about bilingual education, it was clear to 

me that her ideas were in flux. Elena explained how her understanding of bilingual 

education was shifting. "The thing is that I didn't know about bilingual education was I 

thought it just meant that the student needed to learn everything in their own language, 

but now after I've studied I noticed that they were supposed to be teaching both." As she 
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spoke, she was trying to integrate new information from a bilingual education course she 

had taken through the Puentes program. "I know that it takes a longer time for some kids 

to learn it, especially if they are older. Although they say in those studies said that after 

12 years old it's easy, some people say that it's easy to learn a new language and I don't 

think so. I think earlier in life it's easier to- Kids are just like sponges, they get 

everything when they are little. To me. I don't know. They say that it may be harder 

when you get older. I don't know." 

Yet she returned to the theme that students are not learning English, and assumed 

this was due to too much instruction in Spanish in bilingual education programs. "I don't 

think that it's fair that somebody gets out of high school and goes to college and knows 

no English. It makes no sense. Because I have known people like that. They get out from 

high school and they don't know how to speak the language. It shouldn't be like that. It 

means that they stayed in their bilingual classroom all their life. They didn't make that 

transition to the other language." 

I asked her for specific examples of people she had run into who didn't speak 

English after attending U.S. schools. She responded, "The moms, the moms of the 

students that I used to have in Illinois, they went to school in California and they didn't 

know English! So I know those cases, that some of the parents had gone all their life to 

California schools, [and when] they went to Illinois, they knew a few words in English, 

but they couldn't express themselves in English. They even went to high school in 

California and they didn't know English. How did they do that? Here, I have met some 

people at the Community College, and I think I met somebody there and she said that she 
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finished high school here and didn't know English. So, it just made me think, how did 

she finish knowing no English? That is weird." 

On another day I asked her about the bilingual education class that she had taken 

with Puentes. "Well I learned a lot in that class, because it tells you about the laws, about 

bilingual education, and I didn't even know what bilingual— I had an idea of bilingual 

education different from what they have here. I didn't know they have lawsuits about 

speaking Spanish and about children that were in just English immersion, or submersion. 

I mean, [students] get in the classroom and the teacher doesn't know the language and 

they don't get any help, they just have to go in there, and, survive! So that is prohibited 

by the law, and I didn't know that. I didn't know that that was a law. In Illinois we didn't 

know those things. Because sometimes they didn't have anybody that spoke Chinese, so 

they didn't have a helper, but I didn't know that it was against the law, to keep them in 

the classroom without help. We [also] had a girl from Jordan, and I didn't speak Arabic! I 

was her English as a second language teacher, but I didn't know the language. But if they 

have ESL at the school, it's okay, that is the law that I learned that just last year. I didn't 

know." 

Armed with this new knowledge, she confronted the principal of her former 

school, which had no bilingual program. "[The charter school last year where] I was had 

a lot of students in the classroom that didn't speak the language, and the teacher didn't 

speak it and I told the principal, they can sue you. And I brought the papers that our 

bilingual education teacher gave us to the school. And I showed the principal the laws 



339 

and things, and she didn't know. So hopefully nobody will sue her. But she doesn't 

provide any ESL, nothing at all." 

8.2.4.2. Spanish language preservation 

While Elena remained adamant that English should be the language of instruction 

for English language learners in the United States, she expressed concerns about 

children's knowledge of the Spanish language, and wondered how Spanish would change 

with the next generation. She recognized some of these concerns as merely dialectical 

differences, as in this example. "The students from Mexico have their own dialect. Even 

though we speak the same language, sometimes when I tell them something, it doesn't 

mean the same thing it means to me. Like, there is a word that I learned with them, I 

didn't know the difference before but now they tell me. Like if in Panama, we say, 'Hey, 

go to the slide, okay, and slide down.', we say in Spanish, 'Van a la, al surradero.' In 

Panama we say it surradero. For Mexicans, 'surradero' is a bad word. So I had to learn 

the way that they say it. I just have to make some changes (laughs) in my Spanish with 

them, because it means something different." 

Elena gave another example to show that children's use of Spanish is changing. 

"In English you can say, 'Give me a ride.' Like, 'I'm going to give you a ride to the 

store.' And they now think that they can conjugate the verb 'ride'! They say 'ridear,' like 

'I'm going to ridear you.' They conjugate that verb, like they would say a verb in 

Spanish, they say, 'Oh, she is rideando' and I have no idea how they could do that." 

She recognized that Spanish language instruction could help children distinguish 

between the two languages. "I think the students should keep learning Spanish when they 
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are bilingual. Because I thought that it wasn't important, but then I thought, you know 

what? When we retire, and we are getting old, who is going to teach the other kids 

Spanish? It's like, okay, some are immigrants, I know that they will keep coming, but 

again, this small generation that is just growing up, they don't know the Spanish the way 

that we know it. And they won't be able to do the translations, and I mean, it's going to 

be dying, it's going to be extinguishing, hopefully it won't, but... And they expect that 

in 20 or 30 years Hispanics won't be a minority, it's going to be a majority of the 

population, so we should keep it. So, the little ones should learn the right way." 

However, she also remarked that these language changes might not be harmful to 

Spanish in the United States. She learned this view from another course in her recent 

studies. "And then my translation teacher thinks that as long as you can communicate and 

everybody knows the same thing... But I think Spanish is going to be just, you will be 

losing the Spanish! Like Hebrew or like, when they just lose their language because they 

mix the words with the other ones, so I don't know. But still, it would be some people in 

other countries that are learning the real language, and.. .we are losing it. But she says as 

long as everybody understands it's going to be okay. I didn't have that point of view. She 

thinks that, as long as it doesn't die, it's okay to be putting new words [in a language]. 

She said that it's okay to just incorporate those words that people use. Like Mexicans, 

they say, 'Okay, cacha la hola. Cacha lapelota.' It's 'Catch the ball' in English, but they 

say ^Cacha lapelota. To me that's— and it's in the dictionary! I went to look in the 

Cacharse sounds like a loanword from the English 'to catch', and is used this way by Mexicans in the 
United States. Its traditional meaning is 'to rob or swipe', so the meaning may have been extended to 
'catch' to avoid the verb coger which has sexual connotations in Mexico. 
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dictionary and it was there! So, I said, well, maybe they are just getting those words from 

the dictionary and they are accepted. So I said, 'Wow, I didn't know that.'" 

Elena's comments demonstrate that one person can hold competing ideologies 

about language at the same time. Elena struggled to integrate new knowledge from the 

courses she was taking with the negative perceptions of bilingual education she had 

developed in Illinois. Not only is this finding about dueling ideologies interesting; more 

significantly, I found that Elena's ideas were changing because of the coursework she had 

on bilingual education. For this reason, the Puentes program has benefited her beyond 

earning an Arizona certification—she was also growing as a teacher and a writer. 

8.2.5. Elena's writing and participation in the Puentes program 

Although she had enjoyed learning English and clearly enjoyed taking classes, 

Elena had never developed a love of reading and writing, and she avoided taking certain 

courses in college because of it. "I was trying to get away from the philosophy, and 

pedagogy. I didn't want to read or write anything, I just didn't like it! I was trying to 

avoid anything that had to do with reading or writing, so when I went to surveying, I was 

happy because I was doing math. Math, math, math, all over! I didn't have anything to 

write about. They just never asked us to write anything. For my thesis we went and did a 

study [on how] to build a road. I had to put on paper how I would build it, how I would 

put back all the ground, that was my thesis. I just presented the plan and the calculations 

of how I would do it; that was my thesis. I didn't even present it, we just wrote 

everything [down] and gave [them] the plans, the blueprints and that was my thesis. And 
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I got an 'A' but I didn't have to talk or say anything or write anything! Mathematics 

things are just so easy." 

"But here [at Puentes] when they asked me to do the essay in Spanish, I told them 

I have never written an essay in Spanish. But it was hard! I had to think about it, because 

I never went to school to get those things. When I went to the institute to be a teacher, 

they don't teach you about grammar and those kinds of things. So I didn't have it! And I 

said, 'Well I know how to speak, so I should be able to learn.' So I thought, 'Well, I'll 

complete the introduction and then the body of the thing, and then the conclusion.' That 

is how they do it in English, maybe that is how they expect us to do it in Spanish and that 

is how I did it." 

When I asked her what would be her ideal teaching position in the future, she 

acknowledged that she preferred teaching young children because she perceived it as less 

demanding of her reading and writing skills. "I always like little ones. I never liked them 

before. Before I came to Illinois, I had had only fourth, fifth, and sixth grade before I left 

Panama. But when I came here and I worked with the four and five year olds, I said, 

'This is what I like better than the older kids.' And you know what, I think reading and 

writing had a lot to do with my choice. Because I didn't feel qualified to check the 

writing of a 12^^ grader. I think that my writing wasn't enough for checking their writing. 

So that's why I didn't want to do anything with the older kids, because I thought that I 

lacked a lot of things that I should have so that they can be better writers. I didn't think 

that was right for them. So I decided to keep with the younger ones. In Illinois when I had 

kindergarten, I felt so good when I knew that I taught them to read and write by the end 
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of the year. It made me feel really good that I was able to do it. And now I know that that 

is my strength, and I know that I can do it. When I get my degree, I would like to work 

with the little ones, either kindergarten or first grade." 

When I asked her what comments her teachers in the Puentes program had about 

her writing, she had little response.^ "None of [our teachers] have told us specifically that 

we don't know how to write, they just give us hints of how they expect us to have 

written. But I think that my writing became a little better in Illinois when I was taking the 

beginning writing classes and speech classes. All of those things helped me a lot, because 

I didn't even want to work teaching because my writing was so bad. And how am I going 

to correct the paper if I don't even know if it's right!" 

"One of the teachers told me one time you get better just by doing it, you just 

write and write. And I didn't think that it was like that until I started doing it. And it's 

true! And then my husband helped me a lot too. Because I don't do anything if he doesn't 

check it. He checks everything I write. He's like an encyclopedia and a proofreader. He's 

just a perfectionist. He [would] just say, 'Okay, you should put this here and you should 

fix this like this' and I have to fix everything that I write. So I got used to writing and 

showing it to him and he just makes the corrections. And I think that it's what makes me 

a better writer because he checks everything and he doesn't let me go if I have anything 

wrong. My writing was awful. See, sometimes, in Spanish we say it in one way, and then 

in English it's in another way. So sometimes I just say things, or I just translate things, 

' None of the participants had much commentary about how their college instructors had influenced their 
writing, or helped them identify aspects of their writing that needed development. This unanticipated result 
is discussed in Chapter Nine, along with interview data from two of their teachers. 
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and put them on a paper and my husband says, 'This is horrible English!' and I say that 

in Spanish, that's good."^ 

Elena was aware that her biggest challenge in writing was getting the grammar 

and syntax correct in English. "I feel that I have a lot of vocabulary, enough to keep up 

in a conversation all right. But it's the way we say sentences in Spanish that are a mile 

long, and when you are writing in English you think that you can do that. That was the 

first thing [1 learned], this is wrong, you cannot do that. And I learned that you need to 

put the period or it gets too long, because in Spanish you don't take care of those things, 

you just write and write and say everything in one breath (laughs)! You say anything you 

can, and in English you carmot do that. A long time ago, when I was begirming to know 

how to write in English, 1 tried to look in the dictionary [for] the meaning in Spanish and 

in English and then I would make up a sentence. Now it doesn't take time, I don't need to 

go back and look." 

While she perceived Spanish writing as less regimented, she noted differences 

between oral and written forms of English. "But just trying to write the way that English 

is spoken is so hard for me sometimes. It's hard! Because, even now, when I'm writing 

something, sometimes I don't even, I can't come up with a sentence. It just doesn't come 

up. I know it's not vocabulary, I think it's more like the grammar thing. Because what 

I'm thinking is one way, and when I'm putting it in words it's different. Sometimes when 

I'm thinking facts, it's hard to come up with the word order, it just is!" 

® In the follow-up interview in October 2002, Elena mentioned that she was starting to disagree with her 
husband on his corrections more, and feeling like he was making too many shifts in meaning from what she 
wanted to write. 
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She also described some challenges with vocabulary. "Sometimes it could be 

vocabulary, like I don't have enough synonyms. I know one word, and want to say it in 

another way, and then sometimes I use the dictionary or thesaurus to look for another 

word or another way to say the same thing. Like when you are reading a book and you 

need to make a report, I have to go back because sometimes there's some words we don't 

know. Even though I think that I talk plainly in English, sometimes when I'm saying 

something, you don't get to use so many words that mean the same thing, you know what 

1 mean? It's just one sentence. So when you see it in a book and you have to analyze it, 

then it gets a little complicated." 

Elena returned to what she was learning from her translation course, which she 

was taking in addition to the Puentes sequence. "I'm taking a translation class. I thought 

that I was an expert translator because I did it for almost six years in Illinois. But now 

that the teacher comes over here and she says things and I say, 'Gee, I don't know how to 

say that.' So, it is opening a new view for things that I didn't know how to say or how to 

use, and we have been trying to use the English dictionary and the Spanish dictionary to 

get things clear. Because it gets so hard sometimes! There is a word that you just take, 

like for granted and you just said it but when you translate it, it's something else! 

Especially when you analyze a poem, which I never thought that I would have to do and I 

hope that I don't. But if you analyze those things they change so much! You don't want 

to, to miss the cormotation or meaning that the person wanted to give, and I didn't think 

that that mattered before (laughs). Like jokes. You cannot translate a joke and [have] 

someone understand, it's just so hard to get it. And idioms." 



The translation course was a good example of her ongoing desire for learning that 

has driven her to take college courses nearly all of her adult life. In our follow-up 

interview in October of 2002, she mentioned that she would like to return to school after 

completing the Puentes program to learn about how surveying is done in this country 

using computers. I found it interesting that the one task she set out to do but did not 

complete, getting a degree in computer aided drafting, was still on her future agenda. 

At one point, while Elena was telling me about her life of juggling work and 

school in Panama, 1 commented that it sounded much like her present life, taking the 

Puentes program while teaching full-time. She responded with a laugh, "Yeah, I have 

always done that, been kind a teacher and a student at the same time." I asked her what 

that was like, being a teacher and a student, and she gave me an interesting response. 

"You know, it seems like when I am teaching 1 am very strict, sometimes too strict. 

When I go to be a student, it's like 1 want to relax, and especially I notice that more now, 

that I want just to joke around a little bit more. And 1 like jokes a lot. So it seems like 

when I am a student, I want to kid around. I just want to tell a joke and then everybody 

else just starts laughing. Sometimes they even just start laughing when I walk in to the 

classroom; [even though] I haven't even done anything [yet], they just start laughing!" 

"Sometimes I'm like, 'Gee, I shouldn't have said that,' because now I know it 

disrupts the class. But you know, when you're adults, it's easy to go back and just pick up 

again. But if I was the teacher, I wouldn't want somebody to do that (laughs). But it's just 

how I relax sometimes, it's just... you know my goal now is to just get that paper and just 

retire. That is what I want to do. I'm tired. I want to work in the public school, and just be 
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sure that I go and do my job and then get my retirement and know that I can go to my 

country and stay as much as I want (laughs), and I know that I will have a pay check 

coming." 

She elaborated on why she is anxious to go back to visit Panama. "All my family 

is in my country, in Panama, so I don't have anybody here. But when I go there, we all 

see each other again. It's been over three years now; I need to finish school so I can go 

back [to visit]. I would like to spend more time with my family. I miss them a lot." 

Elena's interviews revealed a complex person. As an experienced, confident 

teacher, Elena was not comfortable being told what to think; she liked figuring it out 

herself through her experiences. Her refrain, "I don't see why not" articulated this 

attitude well. She was willing to take risks, and usually quite successfiil in doing so. This 

meant that sometimes she did not follow what she had learned in classes or was being 

told to do by the administration. No one issue demonstrated this complexity better than 

her ideas about bilingualism in her family and in her classroom. 

8.3. Managing the first/second grade classroom 

8.3.1. School description 

Carrillo Learning Center was located deep in the south part of the city, near an 

adult education center that served a large population of recent Mexican immigrants. The 

goal of this charter school was to provide an alternative learning environment for children 

in grades kindergarten through eighth grade who may not be successful in regular school 

settings. The school drew students from all over the city, and did not reflect the Mexican 

culture of its vicinity. The number of African American students was higher than average 
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for the city, although Lana and Gina^ were the only two African American students in 

Elena's class. There were also a number of Anglo students, and the majority of teachers 

were Anglo. 

Although the 2001-2002 school year was the third year of this program, it was the 

first year the school was being held in its new building. When I first met with Elena, she 

was in a different classroom because the one she was supposed to have was without 

electricity. Despite the inconvenience this ongoing construction implied, there was an 

optimistic feeling of a new start at the beginning of the year. 

The building was two stories high, with classrooms for older students upstairs. 

My first visit coincided with the end of the school day, and the stairway and hallway 

were filled with noisy students. Although they all wore the school dress code, the 

students seemed casual and comfortable in their environment, with their backpacks half 

falling off their backs. The parking lot was also chaotic because most of the students were 

getting picked up by their parents or other guardians in cars. 

Later that fall I met the principal, an African American woman who was clearly 

proud of the school project. She had earned a doctorate and was interested in hearing 

about my research design. Unfortunately, she became ill and could not continue her role 

as principal. Although an interim principal was appointed, the director of the school had 

all the decision-making power, and during my subsequent conversations with him, he 

seemed protective of the school, particularly about maintaining the number of students 

and corresponding finances. 

' All students' names are pseudonyms. 
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Elena's class population fluctuated throughout the year. Although she had a 

first/second grade split class, most of the students were first graders. Elena had taught at a 

school for special education students the year before, and often clarified that the school 

was not intended for students with severe problems. The low teacher/student ratio of 12-

16 students was designed to provide students with more attention and individually 

designed curriculum. 

According to Elena, this focus often meant that children who had not behaved 

well in other schools ended up coming to Carrillo Learning Center. And in the higher 

grades, this sometimes meant that disrespectful or inappropriate behavior were not 

unusual. Elena explained to me that the school's major drawback was that the 

administration would not expel the difficult students because they needed the money each 

child represented. However, this policy resulted in lower overall numbers of students. 

When parents became aware of dangerous situations for their students, they would pull 

their children out of the school. 

This was what happened to EHas, one of the English language learning (ELL) 

students in Elena's class. The students had been taking recess in the parking lot, and 

EHas' mother observed a situation that she did not think had been handled well by the 

physical education teacher, and so she became suspicious that her son was not in a good 

environment and pulled him out of the school. Because I could not count on a fixed 

population in Elena's classroom, I elected to observe all of the students as a group, 

instead of focusing exclusively on the students who were English language learners. 
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8.3.2. Classroom description 

Elena's regular room was the first classroom off of the main hallway, near the 

office. She had moved into it by the time we began the interviews. The room was long 

and a bit narrow, with large windows at the far end of the room facing the parking lot. 

The children could see all the comings and goings of parents and children, and often 

commented if there was a child arriving late or other activity going on outside. Elena had 

decorated the room with bright, store-bought posters such as the alphabet and phonics 

rules, all in English. She had also posted many words around the classroom, and the 

students knew they could get out of their seats to look at these in order to spell a word 

correctly. 

The teacher's desk was close to the door, and most of the supplies students needed 

were stored nearby. In the middle of the room was a double row of eight desks facing 

each other. The first graders sat there unless they were distracting to others; then their 

desk would be placed further from the center of the room. Most of the second graders sat 

in separated desks facing the board. Three first grade boys, all English language learners, 

faced the door (away from the windows) on the farther side of the classroom. Behind 

them was a carpet and some games and blocks. Elena generally gave instruction next to 

the central row of desks by the whiteboard. During student work, she monitored their 

progress by moving around the room, or sat at her desk to gather materials for the next 

lesson. 
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8.3.3. Observations 

The first observation was conducted on January 17, 2002. Two new students were 

being oriented to the classroom when I arrived before the school day began. They were 

red-headed brothers in first and second grade, and their mother was talking to Elena 

about her hopes that this school would be a better fit for her boys. As the other students 

began to arrive, Elena explained the point system to the new students while she recorded 

yesterday's performance on a chart behind her desk. Each student began the day with 100 

points and had points subtracted when they misbehaved. I noticed that a student named 

Fred was losing many points each day. Fred was easy to identify as he entered; his desk 

was not facing the board, but was turned to face Elena's desk. 

The point system followed the Assertive Discipline program I had used in the 

early 1990s as an elementary teacher (Canter & Canter, 1997). Elena put students' names 

on the board as a warning, and each check placed next to their name was ten points off 

their daily score. I noticed on the chart that Fernando, who was sitting right next to the 

board, had maintained his 100 points for some time. I also noticed he was chewing gum, 

confident that Elena would not dock him points for it even when other students pointed it 

out to her later. 

After the points were recorded and the names and checks erased, Elena had one 

of the students read the writing assignment off the board. All the students must first copy 

this off the board and fill in the blanks. Some students did this assignment quickly while 

others took much longer, and the new students did not complete this assignment before I 

left. The students were to copy the following: 
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Today is Thursday, January 17, 2002. 
My name is . 
I attend Carrillo Learning School. 
I am _ years old. 

Elena circulated to check their work. When Alberto, who sat toward the back of the 

set of eight desks, finished quickly and correctly, she commented, "I am so proud of you 

Alberto." Lana tried to help the new student, Dustin, who was sitting next to her. 

As the students finished, Elena passed out papers they had worked on the day 

before. The worksheet was about what to do in snowy weather, and some students had 

glued on the wrong pieces, like sandals or sunglasses instead of scarves and gloves. The 

page was double-sided, and some of the students had confused the two sides. Elena 

introduced this lesson by holding up a book they had previously read, and talking about 

what to bring to the beach, reminding them of what they had discussed yesterday. Elena 

explained that today's writing activity would be what to bring to the mountain, and she 

replaced the word "beach" in the center of a writing web on the board with the word 

"mountain." There were question words surrounding the center of the web, and she added 

words and pictures around each of the question words, such as "sledding" and a picture of 

a suitcase next to "what," and a stick figure next to "who." I found the web diagram 

confusing, but the students were familiar with it and knew how to use this information to 

create their own writing. 

The students were supposed to write a short story based on an imaginary trip to 

the mountain, but many students were still completing yesterday's assignment. One 

student asked how to spell "sweat." This presented a challenge because the student had a 
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strong awareness of phonics and was not famihar with this sound. Dustin asked how to 

spell "snowmans." Lana and Fernando finished quickly and took out reading books. Ellas 

was drawing on a eraser. When Elena asked him to get to work, he claimed he had lost 

his paper, but it was quickly found underneath his desk. Pedro, who was sitting in the 

outside row with Elias, was having trouble getting started, preferring to distract Elias 

with his antics. 

Elena passed out a phonics worksheet to those who had finished. Elias also 

finished this activity quickly and accurately. I got more involved toward the end of this 

activity, helping students spell words and pair up similar sounds on their worksheet. 

Many students could not tell what the pictures were. For example, they were to draw a 

line between the "loaf of bread to a boat to match the "oa" sound, but if they 

successfully identified the picture as "bread," they were still confused about what 

matched it. I left when most of the students had nearly completed the worksheet. 

On reflection, I realized that the slower students were not given much time to 

complete the writing activity, and focused most of their attention on cutting out the 

pictiu-es and gluing them to the correct side of the page. Most of the students struggled to 

write one sentence such as, "I go on a trip to the mountain." Like the students, I had 

trouble focusing on the writing when so many other activities were going on. All five of 

the students who were English language learners (ELLs) were Mexican boys: Elias, 

Fernando, Roberto, Pedro, and Jorge. The range of literacy skills among them was great, 

but the differences were even more pronounced among the whole class. Except for 

Fernando, the ELL students avoided my help and attention at first. In contrast, Fernando 
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was proud to show off his handwriting, which was in a clear cursive script that was 

unusual for a first grader. 

The second lesson I observed was the most successful writing activity I saw. 

Although the discussion was teacher-directed, it motivated the students to think about 

what they wanted to write, and the topic was of high interest to them. The interaction 

between Elena and her students was very revealing, so I include more detail in this 

description. 

When I arrived for the second observation, the students were finishing copying 

off the board. Soon Elena had everyone turn to a page in their textbook that had a 

photograph of a traditional family. I turned on the audiotape when she began the lesson in 

front of the room. She asked the students what they were going to talk about, and they 

replied, "Family." Elena asked, "Who is in your family? How many of you have 

families?" The students all called out their responses. Elena shushed them after a 

moment, then responded that she also has a big family. She continued, "How many of 

you take pictures? Do you like to take pictures?" 

Gina answered, "Yeah I do." 

"Have you ever seen when you were little? How many of you have seen pictures 

of you?" Elena asked. Students called out again, and Elena responded to several 

comments individually. These included Monica's comment, "I have a bunch of pictures 

from when I was a baby," and Fred's comment, "When I was a little baby I saw a bunch 

of pictures and I put them in my mouth." 
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"Okay, let me talk," Elena responded after a moment. "All of those pictures are to 

remind us of our families. Sometimes we don't see them too often, but when they visit we 

take a picture and then you get to see them again and again. Now, when you take the 

picture, you usually take the picture of things that you have been doing with your family. 

So, all the pictures, like here we have people and we have pets. In some families they are 

almost like family too." This initiated another set of student responses about their pets. 

When Elena resumed, she asked, "Do you think they put the names with the 

capital letters, when they're talking about the family? If you are going to write about the 

family members, you put their name with a what?" 

"Capital," one student responded. 

"Yes, because it's a proper name. Now, look at here. What are they doing?" 

The conversation continued, considering different activities that families do together. It 

was interrupted by Jorge's arrival. Elena took several minutes to talk to his grandmother 

in Spanish. First, they discussed the baby in the grandmother's arms, then talked about 

Jorge, agreeing that he was going through a "phase." 

Elena had barely resumed their discussion when the physical education teacher 

came in with an armouncement. He explained that the students would wait for their 

parents in a side area at the end of the school day. Elena told him that her students wait in 

the classroom until they see their parents arrive, and he agreed that they should continue 

this procedure. 

Elena resumed the discussion: "Roberto, what do you do with your family?" 

Roberto gave a lengthy, soft response. 
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"What? You do many things?" Elena asked. 

Roberto repeated what he said, adding, "We go in the car." 

Elena addressed Jorge. "Put the scissors away please. Put them over there in my 

basket. Jorge, would you please walk softer?" 

"Okay." Jorge answered. Jorge had been skipping over to the calendar to copy 

down the word "Tuesday." Dustin noticed that Jorge was working on the morning board 

work and took his notebook back out to complete his own copying. 

"What do you want to say Roberto?" Elena asked again. Roberto pointed to a 

picture in the book. "What is that? Oh, a carnival, you go with your family to a carnival? 

Good. What did they do at the carnival?" 

Roberto responded, "Um, we play a kind of game where you sit down and it goes 

faster like this (gesturing up and down)." 

"Oh, you go to the ride, together?" 

"It goes like this and it goes shkhh." 

"You have gone to the rides together. Yes, Miss." Elena addressed Lana. 

Lana said, "I go to a birthday party. And once we went fishing." Roberto raised 

his hand, eager to add more to his comment. 

Elena asked Lana, "When you talk about the whole family, who are we talking 

about? Like who? Your cousins, and who else?" 

"My little baby cousins. And...my aunts. We just have like a barbecue." Lana 

answered. 
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"You have barbecue too, ooh! What do you, EHas, do with your family? Nothing? 

What do you do together in the home?" Elena asked. 

"Movies." Ellas answered. 

"You go to the movies? Uh-huh, and what else? Do you all go to the movies? 

Wow, that must be a big expense. Do you pay a lot of money at the movies? Like how 

many of you go to the movies?" 

"I," Ellas began, then changed into Spanish. 

"Tell me, my Mom, my Dad, and who else?" Elena translated. 

"My nana." Elias answered. 

"You take your nana to the movies? Wow. And do your parents like to go to the 

movies? I don't like to go to the movies." Elena added. Several students spoke at once to 

disagree. One student added, "I have my birthday party over there." 

Elena responded, "O-oh. Birthday party celebration. Where? Look over here 

(pointing to another picture in the book). What are they using to play with? Yes, a big 

rain-bow. Now, let's see, how many in your family work?" 

Fred quickly answered, "All of them." 

"All of them?" Elena questioned. "Jorge, who works in your house?" 

"My Mom and my r/a." He answered. 

"Your tia too? My aunt, say my aunt." 

"My three aunts." Jorge answered, then went back to copying off the board. 

"Okay, yes Miss, who works in your house?" Elena asked Gina. 

"My aunt..." (jina began. 
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"And Monica?" Monica, sitting next to Gina, responded softly. Gina kept her 

hand raised during Monica's comment. 

"Yes, Miss Gina." Elena returned to her. 

"And my great-aunt works at a hospital in California." 

"Oh great, and Maria, does anyone work at your house? No one? Your 

grandma works. I thought your mother works too." 

Maria answered, "In my house, my Mom and my Grandma work." 

"Okay, do everybody do the same kind of work? No, everybody do different 

jobs. How many of you have different jobs in your house? And your mother and your 

father and your aunts, they all have a different job?" The students answered all at once. 

Gina called out, "My cousin works at Circle K." 

Elena added, "When you want to put the name of the places you use a capital 

letter." Roberto had kept his hand raised during this whole discussion. 

"Yes, Roberto." Elena acknowledged him. 

"My brother he works at..." his response was muffled. 

Elena wrote "My Family" in the center bubble of the writing web on the board. 

"Yes, a maintenance person," she responded to Roberto. "Yes, Fred?" 

"I have a chore." 

"You do? Good for you. What is your chore?" Elena asked. Fred responded that 

he takes care of his dogs. 

"Ooh. You have dogs, and who takes care of the dogs." Elena asked. 

"Me and my Mom." 



"My mom and I, say it." Elena corrected. 

"My Mom and, I." Fred repeated. 

"Yes, Miss Gina." Elena acknowledged Gina's eager hand. 

"My great aunt in California, she has a dog and I~ when I go there I 

take care of it." Gina added. 

"Okay. So, let us see, what did I put here in the great big bubble?" Elena read off 

the board. "'My family,' and I want you to make a picture but don't take too much time 

drawing the picture." 

Lana responded, "I don't like taking too much time to draw the picture." 

"I know." Elena said. 

"Because I like to write." Lana added. 

"I know that you like to write. And you need any information on how to 

write anything, you can find out on the book, how to spell the names— your 

Mom, your Dad. Check the book." Elena responded to Roberto's raised hand. "Yes, 

Roberto." 

"My Mom has..." Roberto began. 

"Okay, you can just write it. We are going to talk about what? We are 

going to talk about 'My Family.' I want you to tell me who is in your family." Elena 

pointed to the question word on the board. "So who is in your family. How many people 

do you have in your family? Just the ones that live in your house, count them. Now you 

can take sometimes when you get together and have a lot of people. Like I have in my 

family, six people. But 'who is in your house' is what I want you to talk about. You can 
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write, 'I have my Mom, my Dad, my four brothers,' however many. You can say, "My 

family is big, my family is small, and then say how your family is big or small. How 

many people are there? Now, I want you to tell me what things you do together. Do you 

play together, do you go shopping together? Tell me everything about your family." 

Elena began to circulate through the room, answering individual questions. She 

returned to the board when a question was relevant to the whole class. Elena pointed to 

the question word "what." 

"What, what do they do?" she asked a student. "Roberto, you'll finish it later, you 

need to take out your notebook and start writing. Jorge, start writing. Do you have a 

paper? You need to start writing." Jorge had finished his board work and was tracing 

shapes on a piece of paper. I had not noticed that Roberto had not completed his board 

work. 

"Tell me, do you live in an apartment? Do you live in a house?" Elena asked one 

student. 

"I live in a neighborhood" the student answered. 

"I want you to write it. I'm going to put a house over here, and that will 

remind you to tell me where you live." Elena drew a house next to the word "where." She 

helped another student sound out the word "apartment." 

Fred armounced how many sentences he planned to write, "I'm gorma write six." 

Elena answered, "You should write ten, because you are in second grade." She 

continued to circulate the room, helping with spelling. "Its almost time to go to 

dictation," she commented. 
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By this time the students were all actively engaged in writing. Several, like Lana 

and Ellas, took the time to think through what they wanted to say before they started 

writing. Elena returned to her desk and the students quieted down more, no longer trying 

to get her attention. Several minutes elapsed as the students worked quietly, sometimes 

helping each other. 

Elena noticed Pedro, whose seat was in the back comer, staring off into space. 

"Pedro, did you finish?" She helped him a moment, then turned to Andrew. "Andrew, did 

you check your work? What do you have to be doing?" Gina came over to Andrew's desk 

to help him. 

Roberto asked how to spell a word and Elena told him to soimd it out. "You have 

to sound it out." She repeated, then turned back to Pedro, "Pedro, are you done?" 

Another student asked, "Mrs. Marcus, how do you spell 'work'?" 

"Work? Sound it out! You should have that word in there. Let's sound it out 

together. Eeer, weerf Elena emphasized the sound. She returned to her desk, calling 

out, "Don't forget to read what you are writing, to see if it makes sense." EHas started to 

wander away from his desk. A few minutes later, Elena added, "Don't forget to put who 

is in your family, what you do together, what else do you have to put? What do they do, 

do they work? Do they work everyday? Do you have a big house?" Elena took out a bag 

of potato chips and a list of words. For those who had finished, she read several isolated 

words out loud. If the students spelled the word correctly, they were rewarded with a 

potato chip. 
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I was not able to return to Elena's classroom until almost a month later. There had 

been a substitute teacher in the class the day before, and the classroom was a jumble 

when 1 arrived. Most of the students were helping Elena sweep the room and set it back 

up, but for some of them, their 'help' contributed to the chaos. It took about a half hour to 

get the classroom back in order. Once things were in place, several students had trouble 

getting their own supplies together. Elena asked Pedro where his materials were, and he 

answered that his parents told him they would not buy another notebook for him until the 

next school year. 

Most of the other students had settled into the morning board work. Elena added 

to the web, with "yesterday" in the center. She put the word "we" right next to the center 

word. The students were anxious to share what happened in class yesterday while Elena 

was not there, but she stopped them, saying, "I'm going to tell you what to do. What did 

you, yesterday, what did you do? What did you learn? Where did you go in the 

weekend?" 

"We already did that," several students called out. 

"Well I didn't see it." Elena answered. The students explained that they wrote 

about their weekend with the substitute teacher the day before. "Okay, well, tell me what 

you did yesterday." Elena said. 

While Elena and the students are discussing what to write, Pedro asked me if the 

tape recorder was a camera. The students were all aware that they would be videotaped 

since they all had permission slips signed for it. When I explained what the tape recorder 

did, Pedro pointed to the microphone and asked, "Is that how you listen?" 
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"That's it." I told him. 

Dustin had been looking for a pencil. Elena asked the class, "Could someone 

remind Dustin how we sit?" 

"On our bottoms!" The students responded. 

"That is how we write better, if we sit the right way." Elena explained. 

"You recorded that? Huh." Pedro commented to me. 

Elena told the students to stop telling her about yesterday and write it instead. By 

45 minutes into the school day, all of the student were working. "Please don't ask me 

baby questions." Elena reprimanded one student. Elena and I circulated around the class 

while the students worked. Gina had written that she missed Mrs. Marcus, but class was 

still fun. She successfully struggled to write "still," and I told her to add the "i." Most of 

the students were writing something similar. As I commented on students' work, I 

encouraged them to expand on what they were writing. Often, they would accept any 

comment as criticism and start to erase what they already had. I noticed the first thing 

they would erase was anything they had come up with by themselves, not the words on 

the board. 

Monica asked me how to write "outside." Gina frequently called for my attention 

or got out of her seat to show me what she had written. I helped her with the spelling of 

"goose" for the game, Duck-Duck-Goose. Lana, the second grader who commented that 

s h e  l i k e d  w r i t i n g ,  a l s o  r e a d  h e r  w o r k  a l o u d  t o  m e .  S h e  b e g a n ,  " Y e s t e r d a y ,  w e . . a n d  

then stopped to erase the word 'we' she had copied off the board. She began again, 

"Yesterday Mrs. Marcus was not at school. The class was sad. Yesterday, we had PE and 
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we had a teacher in our class. And, I played with Gina and Mirabel and.. .we played 

Head's Up 7-Up. And.. .Jorge was crying." 

Other students are sounding out words aloud to get the right spelling. Elena 

corrected Pedro for having his book and other papers out on his desk. Then she helped 

another student get the spelling for "duck," which he was confusing with "buck." 

Suddenly Pedro and Gina called out, "Hey Mrs. Marcus, look!" 

"He stealed it," Gina said. 

"He stole it," Pedro emphasized. They were concerned that Dustin had someone 

else's pencil. 

"He was cutting eraser." Fred added. 

Elena settled the dispute quickly, then moved on to Mirabel's work. She had 

written most of a page. "This is great! You did a great job writing! Good for you. 

Everybody said just that you went outside, nobody told me, she said you went outside 

after lunch. Now I know when you went outside." Gina had already finished her 

assignment and was playing around, ending up on the floor. Elena quietly whispered 

something to her, and she returned to her seat. 

Dustin and Andrew were still finishing up the morning board work. Fernando 

noticed that Elena was moving towards the next activity, and closed his notebook and 

took out the workbook she had in her hand. I had noticed that transitions between 

activities were rarely announced, resulting in the observant students moving on quickly 

and the more distracted or struggling students always playing catch-up. 
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After this observation, I began to wonder how Elena taught reading in her class. 

The writing activities were very focused on sound-symbol correspondence; would her 

reading lessons be the same way? To answer this question, I observed a reading lesson 

for the fourth observation. This observation was not taped, so this brief description was 

taken from my field notes. 

Elena pointed out to me at the beginning of class that there was a poem in Spanish 

in their basal readers. Roberto read the poem Sol matutino by Francisco Alarcon aloud to 

me. He read beautifully, and when I asked him how he had learned to read in Spanish, he 

told me that he reads with his mother. 

Meanwhile, the other students were completing their morning board work. Some 

students finished their work quickly and helped others complete the copying. Fred 

cheered when it was time to get out their reading books. It took awhile for all the students 

to find page 143. The reading was about dangerous animals, such as sharks and tigers. 

When Fernando reached the picture of the shark he called out, "Ooh, an anaconda! 

Anaconda's are so bad!"^ 

Elena had each student read a page aloud. When the students became distracted, 

she told them, "Everyone put your finger (on the text) or your name will be on the 

board." Fernando read the word "began" as "begins," and Elena corrected him, asking 

him to look more closely at the "a" at the end of the word. 

^ Anacondas are snakes, and Fernando's comment may seem to have come out of nowhere. However, this 
observation occurred during "Operation Anaconda," the 16-day military operation in the eastern mountains 
of Afghanistan intended to "squeeze the life out of an Al-Qaeda and Taliban stronghold" (Time, 2002). 
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The text described one of the animals as "sulking." Elena asked the class, "What 

does 'sulking' mean?" None of the students could explain the term, so Elena suggested 

looking in the glossary at the back of the book. "Sulking" was not there, so the students 

started looking for a dictionary. Fernando pulled out a Larousse Spanish/English 

dictionary from his desk, and Gina and Roberto gathered around it. "We're going to learn 

how to look in a dictionary," Elena announced. 

From the field notes and audio tapes, it was clear that some of the children in 

Elena's class were very active, while others were almost invisible. In the video taken for 

the fifth observation, one student in particular, Alberto, came into focus. Although Elena 

did not consider him to be an English language learner, it was clear to me that he was 

having many difficulties with English reading. It was not clear if he had difficulties 

speaking English, or was just a quiet student. 

As in the fourth observation, Elena had the students read aloud from their basal in 

round-robin style. The non-fiction story was about animals in the rain forest, and was part 

of the same unit as the dangerous animals story. Alberto, who was sitting cater-cornered 

from Fernando in the front, was called on first. 

"Aare?" Alberto began. 

"Say that again?" Elena asked. 

"Aare?" Alberto repeated. 

"No, it doesn't say 'are,'" Elena corrected. 

"Here," another student read for Alberto. Alberto paused. 
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"Hh, hh, hh," Elena prompted him with the first sound of the word. "Here," Elena 

read loudly for him. 

"Are," Alberto tried again for the second word. He paused, then read, "Iguana?" 

"Read it again please." Elena asked. 

"Here... is..." Alberto began again. 

"Here is an iguana." Elena read. 

"Frogs.. .do not.. .eat.. .iguana." Alberto finished. 

"Okay, read it again so we can understand what it says." Elena asked. 

"There..." Alberto started at the first word of the page again. 

"Hh, hh" Elena corrected. 

"How?" Alberto guessed. 

"No, again." Elena said. 

"Here, is it, an iguana. Frogs.. .don't..." 

"Do not,'' Elena corrected. 

"...eat iguanas." 

"Read it again." When Alberto paused, Elena made the 'h' sound for him again. 

"Har?" Alberto tried. 

"Here!" most of the other students called out. 

"Here.. .is.. .an iguana. Frogs da-, not eat iguanas." Alberto read. 

"Okay, here is an iguana. Frogs do not eat iguanas. Do you see the big iguana in 

there? What color is it?" Elena asked the class. 

"Green," the students answered. 
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"Do frogs eat an iguana?" Elena asked. 

"No," the students answered. 

"Mrs. Marcus, it's tired." Fred added. 

"Did I tell you to talk?" Elena queried Fred. I turned the camera to face Fred and 

he used his upheld hand to wave and smile at the camera, saying "Hello." 

Elena added a check to Fred's name on the board while she asked the class, "Do 

you see that the word iguana has something in front of it? Do you see it? Do they say 'a 

iguana'?" Elena wrote 'a iguana' on the board. 

"No," one student answered. Fernando had his hand up. 

"Why do you think that they say an iguana?" Elena asked while she added the 'n' 

onto the board. 

Elena turned to face the class. "Do you see that in there? Put your finger in there." 

She looked toward the back of the class. "We need to be on this page, page 197. 

Andrew?" 

"I read through that page," Andrew answered. 

"I know. Can you go back in there so you can see this part that I'm showing 

you?" Elena asked. "One, nine, seven" she repeated the page number to him twice. 

"Thank you. Oh my goodness you are so good, listening, look at you. One, nine, seven, 

are you there?" Elena turned back to the board. "Why do you think they put this 'a' with 

this 'n?' Why, Fernando?" 

"Because, doesn't look right without the 'n,'" Fernando answered. 

"It does. If you say, 'a iguana,"' Elena erased the 'n.' 
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"No-o," several students called out. 

"Some of you have written it down. Here it says, 'Here is an iguana.' Why do 

they say that?" 

"I don't know," one student called out. 

"Do you know? Here is that letter here, is it, is it...?" Elena asked, pointing to the 

'i' of iguana. 

"I," a couple of students answered. 

"A vowel sound, one of these." Elena answered, and pointed to the phonics poster 

below the board. 

"So they put an 'n' here so they wouldn't have two vowel sounds together. Are 

you looking this? So, no matter when that you have a vowel, after an 'a.' Are you looking 

Maria? You always need to put an 'n' in there. Do you understand that? Okay, let's keep 

reading." Elena looked down at her book. "Read it again, please Alberto, would you?" 

Alberto's head lowered down to his desk and he read the page again. 

The class continued to take turns reading one page aloud. Elena frequently asked 

questions to the class, some of which were about language structure such as the "an" 

discussion, and other questions to make sense of the story. The students reacted excitedly 

to the picture of a rain forest insect. Elena went over the phonetic structure of this new 

word, 'katydid,' in detail for several minutes. During this mini-lesson, Lana came in late, 

looking upset and not happy to see the camera. Elena greeted her warmly. She got her 

materials together and sat down in the front seat across from Fernando. 
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When they returned to the story, Fred read flawlessly about a boa constrictor who 

"slips and slithers along a branch." Andrew read next, struggling with how to pronounce 

the word "tastes," when the snake flicks his tongue out to taste the air for frog. While 

Lana read the next page, Dustin and Roberto looked ahead to the next picture to see what 

would happen next, then are embarrassed when they realize the camera was on them. 

After 20 minutes, the class had finished the story. Elena asked them to take out 

their practice books, and the students groaned. Alberto read the directions while Fred 

showed Elena that his pencil broke again. While Elena sharpened his pencil, Mirabel 

brought hers up to be sharpened. The first activity page had the students circle the word 

that matched the picture, which the class did together. 

When Monica read the word "poisonous," Elena checked to see if the class knew 

what the word meant. "It's a poison," and "It's something that poisons you," were 

responses several different students offered. When Elena explained that something 

poisonous could make you sick or even die, Fernando added that his father was bitten by 

an alligator. 

"He did? But it is not poison." Elena answered. 

"No, but he scratched right here and showed his bones." 

"He chewed off, you could see his bones?" 

"Yeah, but he just laughed." 

"Oh my goodness. Here we go, next one." Elena returned to the activity. 

After the first page was completed together, Elena told the students to work on the 

next two pages on their own, and then to color the pages when they finished. These pages 
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required closer reading of the directions, and Elena and I ended up going over the 

directions individually with many of the students. Monica retrieved several baskets of 

crayons from a corner of the room, and several other students left their seats as well. 

"I'm already on the last page," one student armounced. Fred waved at the camera 

again. Several students had moved together in order to work alongside each other. "If 

you're not sure about what you are reading, you can read with the person who is beside 

you." Elena assented. 

I turned to Pedro, who asked me, "Can I see?" referring to the camera. 

"No, why don't you show me what you're working on?" I answered. Pedro read 

the directions aloud to me. 

"The red-eyed tree frog woke up." Pedro began. "It is hungry. He sees a moth on 

a leaf What will the red-eyed tree frog do?" He thought just a moment before answering, 

"Eat it." 

"Yup," I agreed. 

"All's I gotta do is write 'eat it,' right? That's all?" Pedro asked me. 

"Well, maybe you wanta look back at the picture and see all that he did. He 

grabbed it and he killed it." I answered, and Pedro got out his book. While he and I 

debate whether the moth lying on the leaf was already dead, Elena called out the 

students' names for attendance. Lana had moved again to sit next to Maria when the 

teacher came in for her pullout session. Although she seemed dismayed by this 

interruption, Lana left willingly with the teacher. 
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I returned to the main table to see how the students were doing. Fernando had 

copied down the first part of the question, "The red-eyed tree frog wakes up." Alberto 

also was not following the directions, but I decided not to intervene. Elena was working 

with Maria, asking her to read the directions again. They went over them together, with 

Elena helping her sound out the words. 

Pedro announced, "I'm gorma be done. I'm gonna be the first one done." 

"You need to be working very quietly, Pedro." Elena responded. "Who else needs 

colors?" she asked as she put a large box of loose crayons on the main table. 

"Oh, I do," Fernando said as he snatched the box before Monica could get any. 

When Monica gave him an annoyed look and searched for a new color in her smaller 

box, Fernando explained, "It's for me and Alberto." 

"It's not me and Alberto, Alberto and /," Monica corrected him. 

After Elena finished with Maria, she checked in briefly with Andrew, and then 

went to Pedro. "Did you see these colors in the picture?" she asked. "Did you read the 

directions?" He read the directions to the next page aloud to her, struggling with how to 

use the "w" in "answers." Elena had him re-read it after he identified the word correctly. 

He read, "Color the picture that answers the question." 

"Do you have to color them all?" Elena asked. 

"No." Pedro answered softly. 

"If you can't remember the colors you have to use, look at the book, okay?" She 

corrected, and moved on. A few moments later, Pedro was corrected for getting out of his 

seat. "Do you know what? I'm going to give you your own set of colors so you can stay 



right there." Elena commented. Elena went over the directions with Dustin and Fernando 

for the first page. I encouraged Alberto, who was coloring, to write down his answers so I 

could record them. 

As Elena finished with Dustin, Roberto asked, "They have to be a question?" 

"Do you think?" Elena asked him, then went to his side. "Do you want to wait for 

an answer or are you answering the question? What are you doing when you are writing 

that? Roberto?" Roberto continued looking down at his book. "Look over here, is this a 

question? Yes or no?" Roberto agreed that it was a question. "So when you're writing 

this over here, what are you doing? You are answering the question. Do you understand 

that?" Elena then switched into Spanish. "Okay, si tienes una pregunta, no puedes 

contestar con otra pregunta. (Okay, if you have a question, you cannot answer it with 

another question.) This is the answer to the question." 

The students had been working for more than 20 minutes when she reached 

Alberto. He had already put his book away. He read the first line of the directions, then 

started erasing his answer. "Alberto, you have to try to make the letters really nice so you 

won't have to erase. That doesn't look nice, do you understand me?" Alberto read more 

of the instructions aloud, then Elena interrupted to ask Monica to show Fred how nicely 

she was coloring her picture. Soon, Fred was at the main table getting more colors, and 

Elena told him to take the basket back to his place, and not to get up again. 

Alberto and Elena were focused on making the correct sounds as he read the 

directions aloud. When they finished, Elena exclaimed, "Oh my goodness, how come you 

didn't do it? If you didn't do it, that means you didn't do your work. So we need to read. 
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That is the first thing you have to do." They continued to read the stories that the students 

needed to complete. "Why didn't you answer the question? Why? Did you read the 

directions?" 

"No," Alberto answered. 

"So how could you answer the question? You cannot answer something if you 

don't read. Do you understand? I told you I don't want you to be finished in a hurry. I 

don't care who finishes first. Do you understand that? You need to do your work and do 

it right." She returned to the text. "So what do you think will happen?" 

"He will get the..." Alberto looked down at his eraser. 

"What is that?" Elena asked, pointing to the picture. 

"Moth?" Alberto answered. 

"Right, so that is what you have to write, you have to use this." Elena pointed to 

the text as she told him, "The, red, eyed, tree, frog, will, eat, the whatl Here is the word. 

Moth." She asked him to stop erasing again, then repeated which words he had to copy to 

answer the question. By this time, most students had finished the two activity pages. I 

thanked all the students for our time together before I left. 

8.3.4. Analysis of observations 

As I noted earlier, the most successful of these lessons occurred during the second 

observation, when students talked and wrote about their families. The topic was of high 

interest to Elena and the students, and they enjoyed talking about it. The conversation 

also helped them think about what they wanted to write, and the students generated more 
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writing than usual (Routman, 2000). The topic of families could have been a challenging 

one for the teacher. If Elena had used a transformative pedagogy, the students could have 

tackled the diverse definitions of family and built self-identity and understanding for 

others. Instead, Elena kept the topic light-hearted, and the conversation under tight 

control. 

The discussion about families was a good example of the kind of interaction that 

took place in Elena's classroom. Despite the teacher-directed discussion that used 

interaction-response-evaluation (IRE) questioning and correction for standard English, 

the students enjoyed participating and benefited from the discussion. What may not come 

through clearly in the prior pages is that Elena was a warm and loving teacher and the 

students enjoyed being in this class. Yet Elena's words were often harsh, and I felt 

concerned about the long-term effect of them on the students, particularly for their 

literacy development. 

In this classroom, language, reading, and writing were viewed as skills, or in 

Street's (1995) description, autonomous literacy. The students were expected to 

demonstrate phonics knowledge, and Elena often expected that this awareness of sound-

symbol correspondence would translate into understanding the meaning of a text. While 

there were many language arts activities happening in this classroom, comprehension of 

the meaning of a text occurred infrequently. When Elena had the students read, she used 

a round-robin style almost invariably (Opitz & Rasinski, 1998). Writing had a prominent 

role in their daily routines, but these activities were usually conducted in large groups and 

involved heavy use of workbooks and phonics worksheets. The skills-based, tightly-
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controlled focus for literacy was emphasized each day by the rote exercise of copying off 

the board. 

The board work assignment was similar to the kind of work that Elena did as a 

student in Panama. In this case, there was a clear parallel between the kinds of literacy 

experiences Elena had and how she taught. Elena was aware that creative writing was an 

important skill as well, but her larger philosophy of literacy made it difficult to fit in. 

Although she incorporated some whole language activities such as the web diagram into 

her teaching, the learning of phonics still dominated all such activities. 

Again, it is important to recall that most of Elena's training as a teacher occurred 

two decades earlier in Panama. She had some coursework in education in the United 

States, but it was not in reading or ESL methodology. While the charter school meant to 

provide individualized instruction, her classroom was not designed for ELL students, and 

it was a fortunate happenstance that she had the experiences of being a second language 

learner and the language to communicate with parents and other family members. 

Turning to Elena's use of language in the classroom, there are a number of 

important issues to address. There was a dramatic divide between the students who spoke 

frequently in class and those who did not, and the division was not between ELLs and 

native English speakers. Nor was the division between students who were granted 

permission to speak and those who were not. Instead, almost all of the students responded 

to the dynamics of the classroom by either becoming invisible, or hyper-expressive and 

needy. Andrew, Alberto, Mirabel and Maria dealt with the classroom dynamics by trying 

not to be noticed. They were often behind in their work because they would not ask 
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questions when they did not understand. In contrast, Lana, Gina, Fred, Monica, and 

Fernando sought out Elena's attention through positive or negative ways of behaving. 

Were the needs of the ELL students being met? It depended on the student. 

Fernando was experiencing much success and encouragement while Pedro was being 

marginalized from the class because of his excessive energy and lack of focus. If Pedro 

had been sitting at the main table and was allowed to help his classmates, they might 

have been able to figure out the directions for finishing the red-eyed tree frog story. Pedro 

was not lacking in skills or intelligence, yet he was not doing well in this classroom 

situation. Roberto was fairly successful, but it was clear that Roberto would have liked to 

have more opportunity to work on his oral expression. Eh'as and Jorge were not doing 

badly, but they were both withdrawn from the school by their parents because their needs 

were not being met in other ways. 

Despite Elena's Spanish language skills, Spanish did not have much space in this 

classroom. It was only used in a handful incidents, such as when Jorge's grandmother 

came to visit, when Elias talked about his family, and when Elena wanted to reinforce a 

point with Roberto. In addition, Jorge used the word tia during the family discussion, and 

was corrected to use "aunt." This occurred a moment after the more difficult to translate 

term nana (meaning grandmother or other child caretaker) was used by Ellas and Elena. 

Like she felt about her youngest daughters' use of Spanish, Elena was proud of moments 

when her students demonstrated Spanish reading skill, as when Roberto read the poem in 
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their basal. Clearly, Spanish was an underutilized resource in Roberto's life, as well as 

the lives of several others in the class, including Elena.^ 

Much of the chaos and confusion in this class was generated by a lack of clear 

instructions. Students were often uncertain whether they should keep working on an 

incomplete activity or move along with the class to the next one. Some children hurried 

through their tasks while others dawdled, unclear of the consequences either way. Elena 

ended up constantly "putting out fires," a phrase that became familiar to me from my first 

years as an elementary school teacher. It meant that when children were not given clear 

expectations, off-task behavior and constant small problems would be the result. For 

example, while Alberto read the directions to the first activity page on the last 

observation, Fred and Mirabel were getting their pencils sharpened, and much of the class 

could not hear what was read. In this example, the activity was completed together by the 

class, so that children who did not understand the activity were able to follow along with 

what the group was circling. The results of not understanding directions were more 

problematic when the class moved on to the next two pages. When Elena realized that 

Maria did not understand the directions, she should have gone over them with the entire 

class. 

The classroom dynamics were the result of the personalities of everyone in the 

class, not only the way Elena interacted with her students. But there was an inconsistency 

in her approach to several students. Fred often was seeking out attention in positive ways, 

' When I met with Elena in May for a follow-up visit, she proudly showed me several Mother's Day cards 
the students had made. She had encouraged the students with Spanish-speaking parents to make the card in 
Spanish. The following year, Elena moved to a public school where she taught in the bilingual classroom, 
and found she enjoyed using her Spanish with the students. 
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yet it would be interpreted negatively, such as when he wanted to interpret what the red-

eyed tree frog was feeling. When he commented that the frog was tired, Elena said in 

response, "Did I tell you to talk?" In contrast, Fernando's random and perhaps fictitious 

comment about his father being attacked by an alligator was welcomed. One can see this 

inconsistency in the dialogue about students' families. For Ellas, Elena assumed his 

family did not do any activities that would interest the class, but she asked for elaboration 

of Lana's comment. 

The assertive discipline program of Lee Canter was being implemented in this 

class (Canter & Canter, 1997). This program promises easy classroom management 

through constant positive reinforcement and negative consequences for misbehavior, and 

the points system Elena used is one of its hallmarks. I suspect that this program was one 

of the reasons for Elena's occasional insincere compliments to the students. These were 

often directed to some of the students that preferred to remain unnoticed, such as her 

compliments on Alberto's board work, on Mirabel's writing, and on Andrew's listening. 

In the description of the final observation, I wanted to show how Elena treated 

Alberto's reading attempts. Alberto was not a reader yet, and was having profound 

difficulties making any sense of what was on the written page. This student should have 

been handled gently and been supported in his attempts to work with text. But Elena's 

instruction was harsh and unproductive. I hope that his future holds more positive 

experiences for Alberto with reading and vwiting. 

Perhaps it sounds like I have been treating the problems in Elena's class as 

classroom management issues, but I want to clarify that all of these issues can also be 
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seen as Cummins' micro-interactions (2000). For these students, was "their sense of 

identity being affirmed and extended in their interactions with educators?" (Cummins, 

2000, p. 44). According to Cummins, these micro-interactions "constitute the most 

immediate determinant of student academic success or failure" (p. 44). The way language 

and literacy were addressed in this classroom reinforced coercive power relations among 

dominant and subordinated communities. Comments like "don't ask baby questions" hurt 

children's self-esteem and do not help them learn. Most disturbing to me was how these 

micro-interactions were replicated by the students. When Monica incorrectly told 

Fernando, "It's not me and Alberto, Alberto and she was using a retort that she had 

heard before.'® The harsh words I have recorded in the five observations may have been 

softened by Elena's warm nature in practice, but they still raised concerns for me, 

particularly if these interactions may determine their future academic success or failure, 

as Cummins predicts they would. 

8.4. Analysis of Elena's case 

Because this was a complex case, I met with Elena several times in October, 

2002. She was in a new setting, a public school in the same neighborhood with an 

extensive bilingual program. She seemed much more comfortable in this setting and was 

usually meeting with fellow teachers when I came to see her after school. We discussed a 

wide range of topics, much of which has been incorporated into earlier sections of this 

Anne Haas Dyson (2004) examined issues of standard English in her presentation to the Critical Issues in 
Early Childhood Literacy Conference. One of the grammatical forms she featured was the increasingly 
common use of "Me and somebody" in subject form. Fernando, however, had used "me and Alberto" in the 
object form, as in "these crayons are for me and Alberto." While "Alberto and me" is still the preferred 
form for standard English, Monica's correction, "these crayons are for Alberto and I" is not. 
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chapter. We talked about the difficulties of teaching at Carrillo Learning Center, 

discussing some of the students specifically. She admitted that she had felt like she was 

not meeting most of the students' needs, particularly ones like Pedro, who were, in her 

words, "so lost." In May of 2002, we also discussed the students, and she expressed her 

frustration that the students were not listening to her, and that she could not "have a 

chance to talk to them without interrupting myself" In her new setting, she was pleased 

to see that her additive approach to bilingual education was working well with her 

students. She was incorporating more activities from her course work like writer's 

workshops and cooperative learning, and feeling more satisfied with her teaching. 

The common themes address parts of this complex case well, but the theme that 

requires the most analysis is "conflicting language ideologies," because this described 

Elena's thinking so well. She had an assimilative approach and an additive approach to 

learning languages, and held these opinions despite the conflict they sometimes 

presented. 

8.4.1. The value of reading at home 

Elena attributed her lack of enjoyment of reading to little encouragement to read 

at home as a child. She also commented on the lack of reading and writing that occurred 

in Panamanian schools. However, she encouraged her children through literacy at home, 

such as reading the Ruben Dario poem to them as infants. 
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8.4.2. The inter-relatedness of reading and writing 

Elena viewed reading and writing as isolated skills, and did not focus on this 

relationship nearly as much as the other participants. In fact, Elena was able to focus on 

writing as separate activity, and had much more to say about that skill in herself and in 

her students. Again, her years of experience as a teacher had given her the opportunity to 

think more about how writing occurs in students. Reading instruction may be another 

area where Elena's ideas are in flux (Richardson & Anders, 1994). She first described 

herself as a phonics teacher, but a year later was proud to say that she incorporated whole 

language activities in her lessons. She had a number of methodology courses in the 

meantime that may have altered her thinking in the process. 

8.4.3. "Learning by doing" 

Like Dora, Elena talked explicitly about improving her writing through practice. 

"One of the teachers told me one time you get better just by doing it, you just write and 

write. And I didn't think that it was like that until I started doing it. And it's true!" She 

also learned how to teach English this way, starting from her early years as a teacher in 

rural Panama. This continued throughout her teaching career. "What I did in Illinois was 

first they would write sentences in English, and I told them, put it in Spanish. And they 

did it. So it is easy after they are in second grade, to go from English to Spanish sounds. 

That is what I discovered. Nobody taught me that, but I discovered it myself" 

In addition to learning how to write and how to teach through practice, Elena had 

the same philosophy about language learning. Her additive approach to bilingual learning 
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developed out of her experiences. "I think that they can learn both at the same time, 

especially when they are little. Because I did it with my own kids and I have done it with 

my own students." 

8.4.4. Empathy with children who are lost 

This term came up in an interesting way for Elena, first because it was used in the 

same way as the other participants. Elena had been telling me why she was not in favor of 

bilingual education, and emphasizing the importance of learning to reading in English 

first. Yet when I asked her what advice she would have for monolingual English teachers 

who have English language learners in her class, she stated, "It's not fair that they get in a 

classroom [where] the teacher doesn't speak the language, because he or she would be 

lost in the class and it's not fair, it's not right." In other words, all of the participants were 

concerned for Spanish-speaking children who entered the English-only classroom; they 

knew what that would feel like and would not want to make a child go through that 

disorientation. 

Elena also used the term "lost" in other, more personal ways about her children's 

language. When she was commenting about how her children react to Spanish, she said, 

"it's like they are lost," meaning that they were caught in between the two languages. A 

more profound language loss occurred for her oldest daughter, who arrived in the United 

States as a monolingual Spanish speaker, but became uncomfortable speaking Spanish 

even within her own family. "She just lost something... she just refuses to talk because 

she knows she talks funny, and we laugh at her when she does." Not only was Elena 
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aware of the way in which children can feel lost when immersed in an incomprehensible 

language, but she has also experienced the other side of the coin within her family, when 

someone loses their first language. 

8.4.5. Overcoming limited choices 

Even though Elena faced many barriers in her life, the way she recounted these 

experiences made it seem like these had not limited her, but provided her with a 

challenge. For example, as a young woman she faced limited choices for a career, either a 

secretary or a teacher. She chose to follow in her family's footsteps and become a 

teacher. However, once she could provide an income for herself through teaching, she 

turned around and followed her father's and brother's lead and became a licensed 

surveyor. These male family members did not have official licensure, so Elena became 

the first one in her family to have a degree in this scientific field. Most impressive, she 

accomplished this feat without financial assistance from her family. 

For Elena, the Puentes program came as a blessing to her life in Arizona, but she 

probably would have gotten her bachelor's degree without this program. This may be true 

for all of the participants in this study, but Elena would have had the least difficulty 

without this program being available to her. 

8.4.6. Juggling the roles of teacher and student 

Working and being a student was a normal life for Elena. Again, she described 

balancing these roles, as well as being a mother, as not being that difficult for her. In her 
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life in Panama, Elena was a teacher, a student, and a land surveyor. Once she moved to 

the United States, she also was an immigrant, in an intercultural marriage, and re

establishing herself in her career. Even though she was unable to make the shift into 

computer aided drafting for surveying, she hoped to complete that goal once she had 

finished her teaching degree. I expect that she was correct in believing that she will 

always be taking more classes. 

8.4.7. Conflicting language ideologies 

"I don't think that they should learn just Spanish because they are in the United 

States. They have to learn English... They should learn both of them at the same time. 

They can do it, I don't see why not." In these statements, one can see that Elena was 

maintaining an assimilationist and an additive perspective simultaneously. She had 

incorporated the message, "Children must learn English," into her own thinking. Yet she 

also knew that children could maintain two languages, even when her own children had 

not been successful in doing so. 

Elena had been focused on coming to the United States and rapidly becoming a 

member of life in the U.S. for some time. Her first visit to the U.S. took place in 1977, 

and she had hoped to return someday since that visit. Her descriptions of schools in 

Panama demonstrated a negative outlook on their quality, "[In the early grades], we 

didn't do too much like thinking, like imaginative writing or things like that." She also 

felt the English language training in those schools was basic and repetitive, and did not 

promote actual language use. 
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Her preference for English was how this view of the U.S. and Panama manifested 

itself in her language ideology. Even though her husband had wanted to learn Spanish, 

Elena made English the common language between them. She also viewed Spanish as 

less rule-governed, as she showed in this statement, "I learned that [in English] you need 

to put the period or it gets too long, because in Spanish you don't take care of those 

things, you just write and write and say everything in one breath (laughs)! You say 

anything you can, and in English you cannot do that." 

However, her experiences in multiple language learning contexts showed her that 

use of the first language (LI) was valuable for instruction. As she described her current 

teaching, "For the ones that don't speak any English, I tell them in English and I repeat it 

in English and then I repeat it in English and if they don't move, then I tell them in 

Spanish (laughs). But I try to tell them in English as much as I can, and they are getting 

it." She had also found that she needed to use LI with her adult language learners on the 

base in Panama, and in this context, she seemed to be less hesitant to use English when 

the Spanish language learners needed it. Elena also used LI with her son in order to help 

him be successful in school. "I did [my son's] ESL and now he is bilingual because I 

spoke Spanish when I was helping him." 

The following description of working with one of her current ELL students 

showed that she used bilingual education techniques effectively. "He wrote three 

sentences and he knows what the meaning is in Spanish. So I've been going back and 

forth from Spanish to English and English to Spanish. But he is writing in English, I 

haven't taught him any Spanish." Yet she still opposed bilingual education, because of 
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how she defined it. "I don't agree that they have to learn Spanish first. I can see that it is 

important, or some people think that it is important for them, but I didn't find it that 

important. I think that they can learn both at the same time, especially when they are 

little. Because I did it with my own kids and I have done it with my own students." 

Elena was experiencing a change of heart about bilingual education that served 

her well in her next teaching position. "I think the students should keep learning Spanish 

when they are bilingual. Because I thought that it wasn't important, but then I thought, 

you know what? When we retire, and we are getting old, who is going to teach the other 

kids Spanish?" As with all the participants in this study, Elena was taking up that 

responsibility to share the heritage language with the next generation. 

8.5. Conclusion 

Portraying Elena as unreflective or "not knowing her own mind" would not be 

accurate. In some ways, it was impressive to me that she could sustain multiple opinions 

at the same time. Elena had the most to say about her writing of any of the participants, 

and could address syntactic and discourse perspectives about her process of shifting from 

writing in Spanish to writing in English. As I have stated, her ideas about reading 

pedagogy and bilingual education seemed to be in flux. It is also possible that she will 

maintain these multiple perspectives for some time. Despite Elena's assimilationist 

perspective that stripped her children of Spanish as their primary language and created 

teaching habits that took away children's confidence, I still reflect on Elena's case with 
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an optimistic view about the possibility of bringing bilingualism and biliteracy into the 

next generation. 
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CHAPTER NINE 

CONCLUSIONS AND IMPLICATIONS 

9.1. Summary of the study 

This study examined how language ideologies affect Latina bilingual educators' 

beliefs and practices for language learning. In the first chapter, I described the purpose, 

questions, and theoretical framework for the study. The following two chapters reviewed 

the literature on the socio-historical context of this study and other relevant areas. 

Chapter Four addressed the methodology of the study, and provided contextual data from 

the questionnaire that was administered to preservice bilingual educators. The four 

participants' cases were presented in the next four chapters by first sharing their 

narratives from the interviews, and then recounting my observations in the participants' 

classrooms. Finally, this chapter reviews the conclusions that resulted from these cases, 

and addresses the limitations of this study and implications for future research. 

9.2. Conclusions to the research questions 

In order to review the findings of this study, I return to the research questions that 

guided the procedure and analysis of this investigation. 

9.2.1. Question one 

What are the critical contextual features of becoming a bilingual teacher in Arizona? 
How does the U.S. history of Spanish and English language use, along with the political 
restrictions created by anti-bilingual legislation, affect current preservice teachers' 
beliefs about language learning? 
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This question was addressed through the Uterature review and questionnaire data. 

In Chapter Two, I showed how the dominant ideology of "one nation, one language" 

masks the history of linguistic diversity that is a part of this country's indigenous and 

immigrant origins. Research on language maintenance in the United States shows that 

most immigrants shift from their mother tongue to English within three generations. 

However, the number of Spanish speakers in the United States continues to increase 

annually, making this nation the fourth-largest Spanish speaking country in the world. 

However, this does not mean that Spanish is gaining ground in the United States 

as a commonly accepted language. The recent legislation that bans bilingual education in 

three states is a direct attack on the legitimacy of Spanish language use in the United 

States, and has had a profound effect on the ways that the public thinks about language 

learning. As Cummins (2001) states, "It seems like we have taken a giant step backward" 

(p. vii). Under these political conditions, preservice bilingual teachers must develop an 

understanding of the historical development of bilingual education, and the way that 

language ideologies influence policy development and instructional implementation. 

This understanding begins with the historical context of how bilingual education 

developed. A confluence of factors created the federal legislation that became the 

Bilingual Education Act of 1968. In 1966, the National Education Association published 

a document on the academic achievement of Spanish-speaking children in the Southwest. 

The document identified the value of the language of instruction as critical to these 

students' success. Entitled The Invisible Minority, this document was written and 

researched by the founders of bilingual education in Tucson, Arizona (Martin, 1995). The 
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Invisible Minority, along with the corresponding conference held in Tucson, attracted the 

attention of Senator Yarborough of Texas, who introduced the bilingual education 

legislation. Senator Yarborough had also been influenced by another conference that was 

held in El Paso, Texas in 1966. This conference by the Southwest Council of Foreign 

Language Teachers created a resolution to address the educational needs of bilingual 

children in the Southwest. In the resolution, the Council pointed to the value of early 

acquisition of literacy in the mother tongue, and the need for diverse language resources 

as important reasons for developing bilingual education programs and educators 

(Andersson & Boyer, 1970). 

But the motivations for Senator Yarborough introducing legislation for bilingual 

education do not tell the entire story of how bihngual education originated. Another 

influence was the growing American Indian self-determination movement. Bilingual/ 

bicultural education programs in Indian community-controlled schools, such as the 

Rough Rock Demonstration School on the Navajo Nation in northern Arizona (see 

McCarty, 2002c for full discussion). In addition, the changes in immigration law and the 

civil rights movement introduced important social changes that influenced how culturally 

and linguistically diverse learners would receive instruction in U. S. schools (Grinberg & 

Saavedra, 2000; Spring, 2001). These differing narratives about the origins of bilingual 

education complement each other rather than compete for legitimacy, but they also 

influence the way that educators understand how bilingual education policy ought to be 

implemented, and what the future holds for bilingual education. 
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Since Title VII, also known as the Bilingual Education Act, has been overturned 

by the No Child Left Behind school reform measure, the section on English language 

learners is now Title III of the updated Elementary and Secondary Education Act 

(ESEA). While many anticipated certain benefits to these changes such as increased 

funding, the emphasis of Title III is on English language acquisition and assessment, and 

all references to bilingual development have been eliminated (Crawford, 2002). 

It is still unclear how the 2001 ESEA legislation will affect bilingual programs. 

Although "the new law does not dictate a particular method of instruction for learning 

English and other academic content," it does require the states to find a method of 

assessing all English language learners (ELLs) (U.S. Department of Education, 2002). 

The legislation suggests that exams be given in the native language "to the extent 

practicable," yet these scores would not be included in the evaluation of each state's 

progress in improving the standardized scores. For many states, the result may be that 

children will be forced to take standardized tests in English before they are ready. For 

example, in Indiana, immigrant students who have been in the United States for only one 

week could be forced to take the standardized test in English (Peterson, 2003). Rod 

Paige, the Secretary of Education, has announced recent modifications, but this question 

of assessment for English language learners remains largely unresolved (U.S. Department 

of Education, 2004). 

While all bilingual educators and researchers see the elimination of the Bilingual 

Education Act (BEA) of 1968 as a loss, the nature of the loss is under debate. If the credit 

for the legislation lay in the hands of lawmakers like Senator Yarborough who were 
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interested in developing transitional bilingual programs, the "right" for a meaningful 

education is what needs to be reclaimed (Crawford, 2003). In contrast, if the credit for the 

BEA lay in the hands of Chicano civil rights activists who sought a transformation of the 

structure of schooling, a larger realignment of the power relations of society is in order 

(Grinberg & Saavedra, 2000). In either case, the changes in federal legislation brought by 

No Child Left Behind have made access to bilingual education more difficult for all 

English language learners, placing bilingual teachers in an imperiled position. 

The questiormaire data also provided information about the context in which 

bilingual education students are preparing themselves for teaching. The results of the 

questionnaire indicated that the respondents had confidence that bilingual education 

programs could enable children to develop two languages and ensure academic success 

for English language learners. However, the respondents were ambivalent about issues 

that directly confronted the dominant monolingual ideology. For example, they were not 

comfortable with viewing bilingual teaching as a political choice, and they were not sure 

if parents of non-native speakers should speak English with their children. 

This assimilationist ideology powerfully affected the main participants of the 

investigation because they taught in a context where this ideology dominated. As Dora 

stated, "[In the U.S.] they want everybody to speak English. And I agree that if you live 

in this country you need to speak the language that the majority of people speak and that 

is English." While they rarely expressed assimilationist ideas, their practices often placed 

English in a privileged position over Spanish. Sometimes, as in Elena's case, teaching in 

English was the participant's own choice. In other circumstances, such as the English 
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immersion kindergarten where Gaby taught, the institutional structure created by current 

language policies was out of the control of the participant. 

One of the central goals of this study was to understand how language policies 

affected participants' teaching decisions. I found a complex relationship between the 

participants' choices in teaching and how the socio-historical context influenced them. 

For Andrea, Spanish was valuable to have in the classroom for its ability to give 

monolingual Spanish speakers a "meaningful education," thus Lau vs. Nichols decision 

would be an important historical influence on her perspective towards bilingual 

education. Gaby also articulated great concern for children who could not understand 

English, but she was also aware of the effects of Spanish language loss on her 

community. This concern developed without having read research on the subject such as 

Wong Fillmore (1991b, 1996, 2000). In contrast, Dora had taken some coursework on the 

history of bilingual education, and was rapidly able to incorporate the language of the 

research into her understanding of the value of bilingual education. Elena had also taken 

the coursework along with Dora, but an assimilationist perspective had taken hold while 

she lived in Illinois. She had been convinced that bilingual education did not make sense 

for children in the United States, and she remained focused on the need for immigrant 

children to learn English despite the reality of Spanish language loss that was a part of 

her own family. 

9.2.2. Question two 

What are the key literacy experiences of the four in-depth cases that influence the way 
they instruct and interact with bilingual students? 
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This question was addressed in Chapters Five to Eight, in which the data from the 

interviews and observations were presented through narratives. The interviews identified 

the prior experiences that the participants thought were relevant to their literacy 

development. In addition, the observations helped identify how the participants "instruct 

and interact with bilingual students." The observations showed that the teaching practices 

of the participants had a complex relationship to their beliefs about literacy and language 

learning. Some practices, such as Andrea's use of "scripts for school" and Elena's 

emphasis on phonics reading instruction, followed directly from their own learning 

experiences. But many factors can influence instruction. For example, the racial incident 

that occurred in the fifth grade classroom could not have been anticipated, and Gaby had 

to respond to the students' needs for discussion about what happened. The observation 

session that followed this teacher-parent confrontation became a time for the Mexican 

immigrant girls to share their fears and concerns, and Gaby's ability to listen in their 

native language was crucial that day. 

The interviews were rich in detail about the past and present lives of the 

participants. The interview data were coded and grouped into common themes (Van 

Manen, 1990). Through this meaning-making process, I developed a mosaic that 

summarizes the commonalities and disparate experiences of the participants. The themes 

were as follows: 
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Theme 1: The Value of Reading at Home 

The participants all identified that a significant presence of literacy activity in the 

home was an important factor in students' academic success. They were split, however, 

on the impact this had in their personal lives. Gaby and Andrea credited their home 

environments as encouraging to their early literacy development, while Dora and Elena 

did not report such encouragement from their childhood home environments. Dora found 

a love of literature in high school, and Elena reported that reading and writing continued 

to be a motivational challenge for her. Dora and Elena did not view their childhood 

literacy experiences as relevant to their current teaching, yet both demonstrated a 

tendency to use some of the practices they had experienced in school as children. Gaby 

and Andrea, in contrast, drew a connection between their childhood hopes of academic 

success in their futures and their current participation in the Puentes program. 

Theme Two: The inter-relatedness of reading and writing 

Although I had intended to focus on the writing processes of the participants, 

when I asked them about their writing during the interviews, the participants usually drew 

connections between their successes in reading and other aspects of English language 

development with learning to write well. Gaby's comment on this topic is typical of the 

participants: "I'm not a good writer, but I'm a good reader, and that helps me a lot." 

In their classroom activities, the participants showed how they use reading and 

writing practices with their students to support their learning. While the relationship 
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between reading and writing has been discussed at length in the research literature (eg. 

Hansen, Newkirk & Graves, 1985), this connection came from their own experiences 

with reading and writing and what makes effective teaching. 

Theme Three: "Learning by Doing" 

Again, this theme was not one that the participants were aware of in the research 

literature (Dewey, 1964), but rather, they drew from their own experience that learning 

occurs through everyday practice. While this "active" view of education was a part of 

Dora's formal education, this was not the case for the other participants. In particular, the 

concept of "learning by doing" came up often in our discussions about writing. In Elena's 

words, "[Someone] told me you get better just by doing it, you just write and write. And 

it's true!" The participants also discovered "learning by doing" during the process of 

learning the English language. All four reported that they were not aware of how much 

English they needed to learn until they had the opportunity to use their English-speaking 

abilities in real communicative settings. 

The participants often commented on how much they had learned from their 

experiences, but one crucial aspect of their lives as bilingual educators had not been 

considered by them. All four participants had benefited from a strong foundation in their 

first language, and this foundation was fundamental to their success as bilinguals. The 

opportunity to be in the Puentes program would not have been available to them if they 

did not have such strong Spanish language skills. Despite these benefits, when they 

worked with elementary-age students they often promoted English language development 
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when they could have been encouraging Spanish language development. Ironically, they 

may have assumed a deficit perspective towards these children, even though their own 

experiences affirmed that bilinguals have many capabilities that are not available to 

monolinguals. 

The structure of the Puentes program, as it was designed by Dr. Garcia, could 

have given the students the opportunity to reflect on these experiences. However, the 

time constraints involved in completing a full undergraduate program while working full-

time in local schools did not provide ample time for reflection. Along with most other 

teacher preparation programs, the Puentes program could have provided more teacher 

training about the cognitive, intellectual, and social benefits that children can receive 

from bilingualism. 

Theme Four: Empathy with children who feel lost 

All of the participants expressed concern for Spanish-monolingual children who 

are placed in English-monolingual classrooms and experience the disorientation of an 

incomprehensible environment. Some expressed having similar feelings of being lost 

when they first arrived in the United States. This specific context for "being lost" is 

particularly relevant considering that under Proposition 203, all children who do not 

speak English must be placed in English immersion settings for the first 30 days of the 

school year. The effects of this disorientation were still apparent several months later for 

Dora's student, Violeta. In Elena's case, she also spoke of her own children being lost in 
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language during the transition period between Spanish dominance and English 

dominance. 

It must be noted that despite this empathy, the participants' practices often did not 

follow from it. Andrea was comfortable following the students' lead in the preschool 

classroom on a regular basis, but when she was observed, she shifted her interaction style 

to teaching the preschoolers the "scripts for school" they would later encounter. Dora 

grew frustrated with Violeta's need for help deciphering bilingual text, and Elena often 

had harsh words for her students as they sought her attention in negative ways. Even 

though it is hard to maintain empathy as a teacher, these educators sometimes allowed 

themselves to follow expedient norms they had observed in other teachers, and did not 

use their unique bicultural experiences to guide them. 

Theme Five: Overcoming limited choices 

In their personal lives, the participants have overcome limitations based on 

gender, socioeconomic conditions, and linguistic discrimination. The degrees to which 

these conditions impacted their lives varied among the participants, but each of them was 

able to overcome these externally imposed limitations and achieve their life goals. In 

every case, the Puentes program played a significant role in overcoming these limitations. 

Theme Six: Juggling the roles of student and teacher 

One of the difficulties of being in the Puentes program was finding a way to 

balance full-time teaching or teaching support with the rigorous schedule of courses in 
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the program (see Appendix A). For Dora and Elena, juggling work and school was a way 

of life they had established for themselves since their teenage years. They were in Cohort 

2 because they already had taken a number of courses in pursuit of associate's degrees in 

the United States. They had also completed bachelor's degree programs in their home 

countries, in engineering for Elena and psychology for Dora. For Andrea and Gaby, 

finding a way to balance their responsibilities with college course work was less familiar 

to them, and particularly grueling for Gaby with four children. But all of the participants 

had faced balancing multiple responsibilities such as motherhood, full-time work, and 

community involvement in the past, and did not report having difficulties with these 

balancing acts, but having a sense of satisfaction with their full lives. 

Theme Seven: Competing language ideologies 

Although Andrea was a strong supporter of bilingual education, she saw it as a 

way of enabling Spanish monolingual newcomers to feel welcome and safe in their new 

environment, and was not concerned about maintaining their Spanish in future years. In 

contrast, Elena was originally not in favor of bilingual education because she felt students 

would be better off learning how to read and write in English first. She felt they could 

acquire these skills in Spanish later in their school careers. 

These opposing views demonstrate the widely divergent ideologies to which these 

bilingual educators had been exposed and which they themselves held. I did not 

anticipate that there would be so much variation within this small group of bilingual 

education students. Dora and Gaby explicitly espoused an additive ideology in which 
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they favored developing Spanish and English for their students; Andrea and Elena were 

less certain of embracing these goals for their students. 

In addition to the influence of assimilationist ideologies from the United States, 

the participants' language ideologies were also influenced by their home countries. The 

privileged status of English is evident throughout Latin America, and their ideas about 

literacy development reflected the skills and phonics-based pedagogical techniques still 

prevalent in Mexico and Panama, as well as those in ascendancy in the U.S. Another 

influence from their home countries on their language ideologies was the value placed on 

dialectical variation in Spanish. There was surprisingly little commentary on the distinct 

differences between the Spanish spoken by the children in this research setting and the 

Spanish of Mexico in Panama. Elena had noticed a number of differences in the spoken 

Spanish of her students and her Panamanian Spanish, but she attributed these differences 

to her own adjustment to the setting, rather than making prescriptivist judgments about 

the quality of her students' Spanish. Gaby also noticed that her Spanish vocabulary had 

become limited because of her lack of exposure to higher language registers such as 

academic discussions in Spanish. She was concerned that her daughters maintain the 

Mexican Spanish they learned from her in order to use it with family in Mexico. 

It is notable that this difference among Spanish language varieties was not a more 

salient aspect of the participants' interactions in Spanish with their students. This gap in 

the interview data confirms the data from my observations that use of Spanish in schools 

was quite limited, even among Spanish-dominant children and the Spanish-dominant 

teacher aides and teachers. Elena's classroom demonstrated this severe marginalization of 
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Spanish throughout the day, as she almost invariably used English despite having several 

students who were more comfortable speaking in Spanish. 

9.2.3. Question three 

Specifically, how do these salient contextual features factor in to their understanding of 
the role of the first language on second language literacy? 

9.2.3.1. The role of language ideologies 

The final theme, language ideologies, was found to have a profound effect on how 

the participants understood the relationship between first and second language 

development, as represented in Cummins' interdependence principle (1979). Dora and 

Gaby named this relationship as a justification for bilingual education. In contrast, 

Andrea and Elena were aware of this relationship, but it did not factor into their beliefs 

and practices in a significant way. 

Gaby's position should be highlighted here because of her maintenance 

perspective. Although she first articulated the value of having a "strong base" in one's 

first language, most of the reasons she named for having bilingual education had an 

additive orientation. As she stated, "Your first language is the language you never should 

forget or set aside, because that's your roots, where you come from." She also named the 

economic value of being bilingual as another good reason for having bilingual education. 

In other words. Gaby had a "language as resource" orientation (Ruiz, 1984), and the 

interdependence principle fit well with this orientation. 
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Looking at how these beUefs were reaUzed in practice proved to be difficult. In 

Gaby's case, I observed her with students she did not work with on a regular basis. Gaby 

and I asked the fifth grade ELLs to discuss their ideas in Spanish and then write in 

English, which often became a translation exercise that diminished their creativity and 

resulted in stilted, oversimplified writing. This literal interpretation of the 

interdependence principle was not effective, particularly using Spanish to develop ideas 

that had to be conveyed in writing in English. However, the interdependence principle 

was at work in Gaby's interaction with them. During the third observation, the ELLs 

were able to process their emotions about the violent incident that occurred in the 

classroom in their native language once Gaby and I visited, and Gaby was able to share 

the lessons of the Holocaust by explaining it to them in Spanish. In both examples, the 

students were able to absorb and synthesize difficult concepts in their native language, 

and they would not have gained this knowledge if the ideas had been shared in English. 

Closely examining the ways that the participants used language revealed much 

about how the participants' ideas influenced practice. According to Cummins (2000), 

micro-interactions are manifestations of the ways that subordinated communities relate to 

the dominant structures in society. In this study, I used the concept of micro-interactions 

to see how the participants were conveying their language ideologies to their students. 

When Andrea instructed preschoolers on the correct responses to IRE questioning, when 

Gaby gave mini-lessons in Spanish to the fifth graders, when Dora coached Violeta on 

reading a bilingual book, and when Elena corrected the English grammar of her first and 

second graders, they were also conveying values about language. This data not only 
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answered this final question about the relationship between first and second languages, it 

also conveyed other ideas the participants had about language, such as whether Spanish 

was valuable for it's own sake or as a means to academic English. 

9.2.3.2. Conclusions about the "language as resource" orientation 

From these data, it is clear that the "language as resource" orientation is still an 

unusual way of viewing English language learners in the United States. Even when 

individuals such as Gaby have an additive perspective towards bilingualism, policies such 

as structured English immersion for non-English speaking students prevented her from 

using her Spanish language resources in instruction. In Andrea's and Elena's mainstream 

classrooms, it was considered incidental that a third of the students in these classrooms 

had developed all their prior knowledge in Spanish. English was also the main language 

for instruction in the "bilingual" classes for Dora's second and third graders and Gaby's 

fifth graders. In every school setting in this study, the Spanish language was severely 

marginalized, and the participants' bilingual presence was welcomed as a way of solving 

the problem of communicating with the students with limhed skills in English. 

As I mentioned in section 9.2.2., this marginalization of Spanish did not allow me 

to see how the participants' attitudes toward local and home country varieties of Spanish 

reflected their language ideologies (see, for example, Silverstein, 1985, for this kind of 

linguistic analysis of language ideology). The fact that the participants did not reflect 

upon the differences in their first language Spanish variety and the dialectical variation of 

their students supports the finding that the students' language was not being used as a 

resource for their literacy development. 
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9.2.3.3. Conclusions about the interdependence principle 

Given this context, it conies as no surprise that the participants were not applying 

the interdependence principle in their interaction with English language learners. Their 

training in the Puentes program, along with their lived experience of having a strong first 

language base and the cognitive, affective, and instrumental (ie. professional) benefits of 

bilingualism, was not enough to enable them to use the knowledge that developing the 

first language helps children succeed, and apply it in their classroom settings. Spanish 

could have been a resource for English language learning, but that was rarely observed in 

this investigation. This leads me to conclude that for bilingual education to succeed, 

Spanish instruction must be valued for its own sake, not just as a bridge to success in 

English. 

These data show clearly how bilingual practitioners understood these issues. The 

participants who had a maintenance perspective towards the students' first language were 

able to use Spanish language development to improve the students' opportunities for 

academic success. But if Spanish language use in school was viewed as a transitional 

practice, there was not a base from which content knowledge or linguistic awareness 

could be drawn. Cummins (2000) also seems aware that the additive perspective gives the 

interdependence principle more validity, and has used different words to articulate the 

interdependence principle so that it more explicitly represents this orientation, calling it 

the "additive bilingualism enrichment principle." 
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This investigation showed that the interdependence principle was not being 

implemented, and does not work as a rationale for bilingual program that have English 

development as their exclusive goal. Not only must there be an additive approach to 

Spanish language instruction (or another LI) in order for the interdependence principle to 

be activated by teachers and students, but the teacher who is implementing the program 

must be aware of the social conditions that prevent the proper implementation of 

bilingual education programs. These conditions have historical and social roots that go 

much deeper than recent legislation that expressly prohibits native language instruction. 

Research such as that by Shatmon (1995) demonstrates the extent to which 

bilingual classrooms must be designed to provide equal space for non-English languages. 

Yet in addition to "best practices" research, more information is needed on bilingual 

education programs as they currently exist to understand what does and does not work in 

these settings. As Moll (1995) indicates, the benefits of the interdependence principle are 

not automatic. The principle focuses on the transfer of skills from LI to L2, but the 

effects of LI attrition deplete this "solid foundation in the LI." This kind of language loss 

typifies the experiences of most English language learners in the United States. Wong 

Fillmore (1996) pinpoints the necessary element: children must see their home language 

as a communicative tool and an important part of who they are in order to maintain the 

language and benefit from being bilingual. 
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9.3. Shift in research focus: From writing to language ideologies 

The open-ended, phenomenological method of inquiry used in this study resulted 

in data with a broad range of information (Denzin, 2001; Seidman, 1998; Van Manen, 

1990). Using the methodological techniques of interviewing and observing naturally 

occurring interaction meant that the participants' concerns were prominent. Accordingly, 

when the participants did not have much to say about their writing development, there 

was not much data about their writing. 

This was an unanticipated result because there had been a high level of concern 

about the writing abilities of the Puentes program participants from the teachers and 

administrators of the program. My original contact with the Puentes program was in a 

position that was meant to address this concern. The ESL writing refresher course was 

the Puentes program administrations' response to their concerns about the participants' 

writing skills. Several students in Cohort 1 had low scores on ESL tests that were 

administered by the Community College, and the assistant director was concerned that 

they might be unable to take the English composition sequence along with the rest of the 

cohort. After holding the ESL writing refresher course in June of 2000, the only student I 

felt would have difficulties in this sequence would be Sofia, whom I tutored for a year 

and a half, until she successfully took the composition courses with me as her instructor. 

In working with Sofia, I was impressed by her ability to identify the problems in her 

writing in English, and wondered whether other Spanish-dominant bilinguals experienced 

the same difficulties. This question formed a central part of my preliminary inquiry. 
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Ronald Sanchez, the program administrator for the Puentes Program, provided me 

with the instructor course evaluations from several classes. These instructors expressed 

enjoyment in working with the highly motivated Puentes program participants, but often 

expressed some concerns about their writing and academic preparation. As one instructor 

expressed it, "I believe [the students'] progress will be hampered by writing deficiencies. 

Their language issues were only part of the broader problem of not being able to express 

and defend opinion on paper. I see this in many student groups but not to the same 

extent." 

In order to understand the instructors' concerns and learn more about the writing 

issues for Cohort 2,1 interviewed two of the Puentes instructors for that group. While 

both of the instructors had concerns about the quality of writing in Cohort 2, one 

instructor felt that their writing was much more of a problem than the other instructor. 

She viewed the problem as the students lacking confidence in themselves (see excerpts 

from this contextual interview in Appendix C). These instructors confirmed my 

impression that the quality of academic writing among the Puentes students was 

problematic. Yet as one instructor framed it, how we deal with the issue of writing 

depends on "to what extent the Puentes program functions as gatekeeper, or opportunity 

structure," for the Puentes students. 

The writing of the Puentes students also was addressed during the interview with 

the director of the Puentes program. Dr. Garcia. She believed that the design of the 

program met the needs of the bilingual education students in every area except writing 

and math. For those two subjects, it was hard to meet the needs of the students in six- to 
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eight-week courses. To deal with this limitation, funds for tutoring and short courses 

designed for small groups of students were written into the grant. Dr. Garcia found that it 

was most important to include individuals from the elementary students' own bilingual 

community because of the invaluable life experiences they bring to teaching. According 

to Dr. Garcia, those members of students' own communities can best address the needs of 

Spanish-speaking students. 

I agreed with Dr. Garcia that teachers who come from similar backgrounds may 

have a greater impact on student achievement. In order to understand why this common 

perspective is so important, I turned to understanding the ideological perspective of these 

teachers since it appeared to be a more salient aspect of their future success in teaching. 

Dr. Garcia effectively articulated the value of this ideological perspective in these terms: 

"In supporting bilingual education, I'm totally convinced by ideology, theory and 

practice that developing bilingualism and biliteracy skills can only improve not only the 

child, but also the family, the immediate community, and the larger society." This larger 

issue, of how a "language as resource" orientation might develop from individual 

experiences and be expressed in teaching practices, became the focus of this 

investigation. 

9.4. Limitations of the study 

The advantage of case study research is that it allows contextual factors to be 

considered in the investigation (Yin, 2003). This format worked well for this study 

because it allowed me to consider the language ideologies of the wider society. Yet the 
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advantages of the case study method also suggest its limitations: Precisely because the 

study is context-embedded, it is important to consider how this context may be specific to 

the circumstances of the investigation. For example, all of the participants were first-

generation immigrants, and their particular experiences may not be true for other 

preservice teachers. Despite these limitations, important insights can be drawn from this 

study. 

Another important aspect of this study was my definition of the "unit of analysis" 

of inquiry (Yin, 2003). Working with naturally occurring data constantly challenged me 

to consider the larger issues involving each case, such as multicultural education in 

practice in Gaby's case, or the efficacy of charter schools in Elena's case. While the four 

main participants and the classrooms in which they worked were bounded units, I found 

it was also necessary to gather contextual data to help explain the ideas and events that 

were documented. Most of this contextual data was not in the final report of this study, 

but where it helped with the analysis, it was included. 

9.5. Implications for future research 

9.5.1. Implications for teacher education 

The participants in this study have benefited from their bilingualism and 

biliteracy, but in order to understand how they can pass this resource on to the next 

generation, programs like the Puentes program need to develop their knowledge and self-

reflection. In particular, bilingual, ESL, and mainstream teachers must understand how 

first language loss can undermine the benefits of a bilingual education program. 
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Particularly for adults who have struggled to learn their second language when they are 

no longer at risk of losing their first language, it is not apparent that the next generation's 

bilingualism can only be maintained through strong encouragement of first language use 

and development (Ada & Zubizarreta, 2001). 

The socio-historical approach to identifying the language ideologies at work in 

teacher thinking and school and curricular structures provides an excellent first step to 

increasing teachers' awareness (Hall & Eggington, 2000; Ricento & Homberger, 1996; 

Tollefson, 1991). But more work must be done to cormect this theoretical knowledge to 

teacher practice. Research such as that by Wong Fillmore and Snow (2000) and Grant 

and Wong (2003) can inform teachers about how literacy develops in bilingual learners, 

and improve the knowledge base from which teachers operate. In the area of multicultural 

and anti-racist education, Cochran-Smith (1995,2004) has designed a framework for 

auto-interrogation of teacher attitudes. This same kind of structure is needed for teachers 

to consider how they teach linguistically diverse students. This structure would include 

heightening teachers' awareness of the monolingual ideology that dominates U.S. culture, 

and giving teachers practical steps to promote children's languages and cultures. 

9.5.2. The future of bilingual education 

The 1965 Elementary and Secondary Education Act (ESEA) Title VII grants such 

as the Puentes Program are completing their funding and bilingual education grant writers 

are now turning to 2002 ESEA Title III requirements in the 2001 No Child Left Behind 

Act. In this legislation, the term "bilingual" has been replaced with "English language 
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acquisition." Thus, programs must now phrase their grant applications in a way that 

focuses on language acquisition, with limited attention to developing native language 

skills. This in itself reflects the dominant, monolingualist and monoculturalist ideology. 

The lack of federal support for bilingual education ignores past research on bilingual 

education's effectiveness, as well as current studies that make similar conclusions about 

the value of first language instruction (August, Calderon, & Carlo, 2002; Slavin & 

Cheung, 2003). 

With the increasing numbers of immigrants coming to the United States, the need 

for a language-as-resource perspective towards diverse languages has never been greater. 

Recent reports continue to document the numbers of immigrants coming from Latin 

America and other countries, and the resulting surge in population of Hispanics and 

Asians (Clemetson, 2003; Reuters, 2004; Zhao, 2002). The federal government reports 

that there are 5.5 million limited English proficient (LEP) students in United States public 

schools who speak more than 400 different languages. Eighty percent of these students 

speak Spanish as their first language (U.S. Department of Education, 2004). 

Despite these numbers and the research evidence, political support for bilingual 

education continues to erode. Researchers such as Crawford (2003) and Krashen (2004) 

advocate separating the goals of heritage language learning and English acquisition and 

assuming a "language as righf orientation towards bilingual education. According to 

Crawford (2003), this orientation would focus on equal educational opportunity for 

minority children, helping them to overcome language barriers through rapid English 

language acquisition. These strategies may increase public support for bilingual 
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education, but based on this study, it would be disingenuous to promote bilingual 

education without promoting native language maintenance. The "additive enrichment 

principle" is critical to validating the interdependence principle. Otherwise, bilingual 

education remains a compensatory and transitional program that does not promote 

bilingualism, stigmatizing the native language as "second best," as a Navajo participant 

reported in McCarty's (2002c) study of Navajo bilingual education (see also Casanova, 

1995; Fishman, 1982; Skutnabb-Kangas, 2002). 

It should be emphasized that large-scale studies have found maintenance and two-

way immersion programs to be most effective, but even transitional bilingual education is 

more effective than any program that does not include native language use, such as ESL 

pullout, mainstream programs, or sheltered/structured English immersion (Ramirez, 

1992; Thomas & Collier, 1997, 2001). Teachers with access to the native language have 

clear advantages including being able to communicate effectively with children and 

parents. The present study suggests that native language instruction is much less effective 

when the goal of the program is exclusively focused on academic success in English. For 

the first language to assist development of the second language, the first language must 

be valued and developed in its own right. This is confirmed by similar studies that find 

maintenance bilingual education to be more effective than transitional bilingual 

education. However, much more research is needed to understand why transitional 

programs are more effective than English immersion, and why maintenance programs are 

more effective than transitional programs. 

Even in places like Arizona where the spaces for bilingual education are called 
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"loopholes" by some (Kossan, 2003), children need access to instruction in their first 

languages. Although the dominant ideology of the most powerful forces in any given 

community will determine the language of literacy and use in the community's schools, 

communities can look for ways to reclaim autonomy and create conditions for the 

development of the subordinated language. As Fishman (1991) states, the hurt that is 

caused by language shift represents a social injustice that communities must resist. In the 

case of Spanish, the language can flourish in the United States if its speakers value the 

Spanish language as being part of who they are as Americans, and if all of its citizens 

work to expand the definition of American to include the full expression of our cultural 

diversity. 

This dissertation has demonstrated that practitioners of bilingual education have 

multiple reasons for supporting the use of Spanish in instruction, and that these reasons 

may be different from researchers' expectations. For the participants in this study, 

Spanish was not primarily valued as a bridge to English, but as a way of expression of 

cultural identity that they want to share with subsequent generations. However, the 

possibilities for developing the Spanish language in school were curtailed by larger 

ideological forces, participants' internalization of those forces, and the teaching practices 

that have developed out of educational policies that continue to view language diversity 

as a problem. 
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APPENDIX A 

The Puentes Program; Schedule of Classes for Cohort 1 

2000 
COURSE 
ECON 200 (at community college) 
HIS 141 
AST 101 
ART 105 

DATES 
JUNE6-JULY 21 
JULY 24-SEP 1 
SEP 11-NOV 3 
NOV 6-DEC 22 

2001 
COURSE 
BIO 105 
GEO 103 
GEO 101 
ANTH 215 
HIS 142 
WRT 101 
WRT 102 

DATES 
JAN 8 - MAR 9 
MAR 12-APR 27 
APR30-JUN29 
JUL 9-AUG 17 
AUG 20-SEP 28 
OCT 1 - NOV 9 
NOV 12-DEC 21 

2002 
COURSE 
TBD 
SPAN 
MATH 142 
MATH 301 (transfer to university) 
ARE 361 
LRC 410 

DATES 
JAN 7 - FEB 22 
FEB 25-APR 12 
APR 15-JUN28 
JUL8-SEP6 
SEP 16-NOV 1 
NOV 4-DEC 20 

2003 
COURSE 
TTE 300 
EDUC 350 
EDP 301 
PE351 
SPAN 350 
SPAN 441 
SPAN 473 
ENGL 408 

DATES 
JAN 6 - FEB 14 
FEB 17 - MAR 28 
MAR 31-MAY 16 
MAY 19-JUN 13 
JUN 16-AUG 1 
AUG 4-SEP 12 
SEP 15 - OCT 17 
OCT 27 - DEC 19 

2004 
COURSE 
TTE 322 & 323, TTE 394A 
TTE 324 
TTE 326 
TTE 327 
STUDENT TEACH (TTE 493A), 
TTE496C, SERP301 

DATES 
JAN 5 - MAR 26 
MAR 29 - MAY 14 
MAY 17-JUN 30 
JUL 5-AUG 13 

AUG 16 - TBD 
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APPENDIX B 
Preservice bilingual teachers' beliefs and attitudes 

about language use and literacy development 
Terese Rand Bridges, Doctoral Candidate 

Language, Reading and Culture 
April, 2001 

PLEASE READ: This questionnaire is the first phase of a dissertation study of preservice 
bilingual teachers' attitudes about writing and teaching writing. The goal of this research 
is to further our understanding of first language instruction as a resource to second 
language development. Your identity will be strictly confidential and participation is 
entirely voluntary. By completing this questionnaire you are consenting to the use of this 
information for the purpose described above. 

Please circle the response that best describes your opinion of the following statements. 
If the question is not applicable to you, please leave it blank. 

1 2 3 4 5 
strongly disagree disagree neither agree agree strongly agree 

or disagree 

1) Older children (8-12 years old) acquire a second language more easily than younger 
children (5-7 years old). 

1 2 3 4 5 

2) It is common for students to take longer than five years to learn academic English. 
1 2 3 4 5 

3) The current instructional policies in schools are generally successful in teaching 
children English. 

1 2 3 4 5 

4) Elementary students are more academically successful when they learn in two 
languages. 

1 2 3 4 5 

5) Children whose first language is not English should be taught to write in their native 
language before they learn to write in English. 

12 3 4 5 

6) Introducing two written language systems (such as English and Spanish literacy) is 
confusing to developing readers. 

1 2 3 4 5 
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1 2 3 4 5 
strongly disagree disagree neither agree agree strongly agree 

or disagree 

7) The main reason to include primary language instruction is to improve the child's self-
esteem. 

1 2 3 4 5 

8) I consider being a bilingual teacher to be a political choice. 
1 2 3 4 5 

9) An effective strategy for students who are struggling readers is to assign them to 
teacher aides or peers. 

1 2 3 4 5 

10) When they write, Latino children tend to emphasize personal relationships more than 
plot in their stories. 

1 2 3 4 5 

11) Phonemic awareness (sound/symbol correspondence in reading) is an important skill 
all students should develop. 

1 2 3 4 5 

12) When 1 graduate, I will consider only those teaching positions that allow me to use 
two languages with my students. 

1 2 3 4 5 

13) Most non-English-speaking parents of language minority students are more 
concerned about their child learning English than developing literacy in the first 
language. 

1 2 3 4 5 

14) Parents of non-native speakers should be encouraged to use English with their 
children. 

1 2 3 4 5 

15) Developing literacy in two languages is an unrealistic goal for most students of 
language minority backgrounds in the United States. 

1 2 3 4 5 

17) In informal contexts, it is better to use the language variety that is most familiar to the 
students, rather than the target language. 

1 2 3 4 5 
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1 2 3 4 5 
strongly disagree disagree neither agree agree strongly agree 

or disagree 
Questions 18-21 are about Proposition 203. Proposition 203 is the legislation that places 
all English language learners in Arizona public schools in instruction exclusively in 
English. It was passed in the November 2000 election. 

18) Proposition 203 allows students who are already fluent in English to participate in 
bilingual instruction. 

1 2 3 4 5 

19) Students who are at least ten years old may receive instruction in Spanish or other 
non-English languages despite Proposition 203. 

1 2 3 4 5 

20) Teachers may be sued for refusing to implement the terms of Proposition 203 in their 
classroom. 

1 2 3 4 5 

21) One beneficial result of Proposition 203 is that mainstream teachers will share the 
responsibility of educating language minority students. 

1 2 3 4 5 

22) (If applicable) I prefer to write in my first/heritage language more than writing in 
English.. 

1 2 3 4 5 

23) I think of myself as a writer. 
1 2 3 4 5 

24) I enjoy writing. 
1 2 3 4 5 

25) As a child, I enjoyed writing in school. 
1 2 3 4 5 

26) As a child, I enjoyed writing outside of school. 
1 2 3 4 5 

27) I received some bilingual instruction while I was in school. 
1 2 3 4 5 

28) The writing assigrmients for my university courses were difficult for me. 
1 2 3 4 5 
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1 2 3 4 5 
strongly disagree disagree neither agree agree strongly agree 

or disagree 

29) I developed a better sense of writing through the writing assignments of my 
university coursework. 

1 2 3 4 5 

30) I was satisfied with the number and quality of courses that concentrated on improving 
my writing in college. 

1 2 3 4 5 

31) (If applicable) The university composition courses (such as English 101 and 102) 
helped me develop my sense of being a writer. 

1 2 3 4 5 

Please answer questions 32-35 only if you are bilingual in Spanish and English. 

32) Which language(s) did your family speak in the home? 

Spanish Only Mostly Spanish Spanish and English Mostly English English only 

Other (please specify): 

33) In which language did you first leam to read and write? 

Spanish Only Mostly Spanish Spanish and English Mostly English English only 

Other (please specify): 

34) Which languages do you use with your friends? 

Spanish Only Mostly Spanish Spanish and English Mostly English English only 

Other (please specify): 

35) Which languages do you use with your family today? 

Spanish Only Mostly Spanish Spanish and English Mostly English English only 

Other (please specify): 
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Personal background 

What is your class standing? 
1) Freshman 
2) Sophomore 
3) Junior 
4) Senior 
5) Graduate student 

What is your ethnic background? 
1) Black 
2) Hispanic or Latino 
3) White non-Hispanic 
4) Asian or Pacific Islander 
5) Native American or Alaskan Native 
6) Other (please specify): 

Where are you from? 
1) Tucson 
2) Nogales 
3) Phoenix 
4) Other part of Arizona 
4) California 
5) Other part of the U.S. (please specify): 
6) Outside of the U.S. (please specify): 

What is your age (optional)? 

How long have you lived in the United States? 

Are you an international student? yes no 

Are you currently involved in a K-12 classroom? If yes, please indicate how you are 
involved (please mark all that apply): 

teaching assistant 
intern 
volxmteer 
tutor 
other (please specify): 

Are you affiliated with one of the following programs? 
Project Betas 
Class AZ 
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Providing the following information is optional: 

Name; 

Please check here if you may be interested in participating in an extended study by 

the researcher. This would involve three interviews and observations at the school site 
where you are working or participating. 

Phone: 

Email: 



422 

APPENDIX C 

Excerpts from a contextual interview with two instructors for 
Cohort 2 of the Puentes program. 

DR. CLARK: (Describing Cohort 2) The other thing that surprised me, and in retrospect 

maybe it shouldn't have, [is] I would get emails from people, begging me to have open 

notes/ open book on their quiz... the emails would be like pie-ease, with like 20 "e's."... 

It's that kind of thing. I insisted, for example, that all of the papers be typed, and you 

can't believe the complaints I had: "We have to type it?" So again, you know, it's part of 

this having to insist on the conventional, academic behavior. 

DR. PORTES: Yeah, they tried that one on me too. 

CLARK: And they all needed to work on their writing skills, and I kinda knew that. But 

that's okay, I see that as part of my job too. And I gave them the opportunity to rewrite 

their papers and most of them took me up on that. I didn't require them to rewrite, but if 

they wanted a higher grade, they had the chance to do that. And most of them saw the 

wisdom in that and also saw that it was an opportunity to work on their writing skills. 

PORTES: You're saying that basically what you got is what you expected, that they all 

needed to work on their writing skills. 

CLARK: But that was just based on students I've had over the years in that particular 

class, who come from South side who are being developed. 

PORTES: Right, I understand. So, do you feel by the end of the class, that they had any 

idea, that they were struggling with writing, or did you feel they were aware of the 

situation? 

CLARK: I think they all were. 
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PORTES: You think they were? 

CLARK: You know, there's always one or two, who never take me up on the opportunity 

to do that. And these are people with other things going on in their lives. I had one 

woman who really, really needed to work on her writing skills, but I think there were 

some personal things that intervened, and I can understand that. They have a family and a 

job. Sometimes, your academic life is just not their priority. 

PORTES: And you said that they took you up on rewriting, was that after you went 

through their paper and edited it? 

CLARK: Yes, I made them do it. 

PORTES: Okay. The reason I'm asking this is because this semester I came to them one 

day. I was a little, I guess disappointed, but then later on I thought I shouldn't have been 

that disappointed, that so many of them had so little confidence in themselves. I had them 

write a reflection on [the process of revising their writing in groups]. I gave them specific 

guidelines on writing that paper, and the whole idea of process writing and re-writing and 

drafting and so forth. 

So some of them decided to completely ignore that, and just write the process of 

remembering their education. It was about educational trajectory, throughout their lives 

and the challenges they've had. They said [that, because of] jogging their memory that 

far, or the emotions that came through, they completely ignored the part where I asked 

them to write [the refletion]. And the ones who did write about that said, "Oh, the most 

helpful thing was when you came around the groups and you looked at our papers and 

told us what was wrong with it." Or, "I just felt it was the blind leading the blind, and 
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we've never done this before, blah blah blah," and "we didn't know what to expect," or 

"who are we to look at each other's papers." 

I talked about it in class before we actually engaged in this and I told them that 

this is something that more and more teachers are doing in their classrooms with their 

third, fourth, fifth graders, middle school, high school, [and] the whole idea of sharing 

and that they did have a voice. Granted, some of them had grammar problems themselves 

and might not be able to catch the grammar in other students' writing, but they had other 

strengths. Those of them that had those weaknesses had strengths that they could ask 

questions about the content like, "Isn't this related to your education at all?" or "Aren't 

you just like going off on this tangent?" "How does this relate to education?" or 

"Shouldn't this be better if it went here instead of there?" All these questions that they 

could have asked, and they chose not to, because they didn't have any confidence in 

themselves. 

And I told them that I heard a story from one of the teachers in my department 

who was supervising a paraprofessional who actually didn't make it through student 

teaching, only because she didn't have enough confidence in herself to step into the role 

of the teacher. She had been a paraprofessional for 30 years and she just couldn't do it. 

So I said, "I don't want that to happen to you. And I'm afraid, from what I read here, that 

this might happen to a few of you because you have to build your self-confidence." 

Then a couple of them almost cried. They said they were very hurt, que estaba 

reganando (that I was scolding them), that they're not little kids, and blah-blah-blah-

blah-blah. Then I apologized for being too strong, if that's how I came across. I didn't 



mean to do that, but I do care, and I just don't want this to happen to you. So later on, we 

sat down and talked because they were upset, and of course I was upset because they 

were upset. We talked about writing skills. I don't remember the exact words that I used, 

but I did imply, for sure, I did imply, that it was a known fact that they had writing skills 

issues, concerns. They flipped, flipped. They said they never heard of it, they had no-o 

idea. There are three people there who don't speak English fluently, so I didn't 

understand how they could not know that. 

CLARK: But let me interject something here. It's not always those students that I have 

the most concerns about. Because it's a language issue. You know, let me explain what I 

mean. In student writing there are two things I look for. The main thing is clarity, but the 

other is an understanding of context. A lot of my second language students have a lot of 

trouble expressing themselves. I know they get it. I know they understand the issues 

we've discussed. They just have a problem expressing it. I'll give you an example. One 

of the students who wrote the best, that is to say, the most fluently, the least number of 

grammatical errors, with clarity, was also the one who didn't get it. Her papers were 

characterized by a tremendous lack of insight. They were, you know, reactions, not very 

thoughtful reactions. They were espousing a lot of educational myths. They were even 

somewhat anti-immigrant. 

PORTES: I think I know who it is. 

CLARK: And you know, once in a while you get someone like that. And then I had other 

students in that same class who had a real problem expressing themselves in English, but, 

you know, they just needed to be shown well, here's a better way to say it. 
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PORTES: [But] we're not talking [about] getting the content at all, I'm just talking about 

writing. I was speechless when the whole class looked at me and said, "We have 

problems with writing? We?" And then they started saying, "How come nobody's ever 

told us? How come Ronald (the Puentes program administrator) has not told us, how 

come other professors never told us that?" 

CLARK: Well first of all, I don't think you're the only one who's ever told them that. I 

may not have said it in the same way, but when the first batch of papers came back to me, 

I recommended that every single person in the class rewrite their paper. 

PORTES: Then, when they saw me sort of not knowing what to say, they pulled out 

papers from the class they had just finished, where right off the bat they had three run-on 

sentences, right in the beginning of the paragraph, with no corrections and a big A on the 

top, saying excellent. With absolutely no corrections. 

CLARK: Well, that's another issue to talk about, like who's teaching them and maybe 

they're not being read. 

PORTES: So I clarified, I apologized, and towards the end of the class they told me, 

"You know what, we also need to apologize to you because we never heard about [this 

and] you were so la franqueza (frank) and all that. We never heard it quite said that way, 

but we understand that you probably care, and so on. They said, "We would like to talk to 

Ronald (Sanchez)," and right away I contacted Ronald and Dr. Garcia and had them 

actually come to my class. So this was on Monday, on Wednesday they were there. They 

talked to them about this concern. Ronald wrote on the board all the essay tests and 
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exams they would have to take, and that the grant has money for tutoring. Because they 

started asking me, "How can we have concerns, and everybody knows we have these 

concerns, how come we don't have tutors?" And I said I don't know anything about this 

grant. So I tried to bring someone who can explain it to you. 

CLARK: I don't know, you know, who's, this is a relevant question to ask: "Who's 

responsible for mentoring them?" When I was done with that four-week class, I wrote a 

long memo to Ronald with a lot of these concerns. And I gave him three names, saying 

"You need to track the progress of these three students. They need to be mentored 

because if you don't they are going to fall through the cracks." 

FORTES; But I was baffled about the whole idea of them saying they never heard of it, 

which I know couldn't be true. And what I don't understand is [even if] nobody's ever 

told them, how could a person who is learning a second language be so surprised that 

they have writing issues? 
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