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ABSTRACT 

This dissertation examines the political and educational perspectives regarding 
English Language Learner (ELL) education. The broad context is the state of Arizona 
between 2000 and 2004. The specific context is the community of Rio Verde, a border 
town in Arizona. The data for this study consisted of a document review and analysis and 
interviews. The document review was of public documents. The interviews were with 10 
study participants from the community of Rio Verde consisting of teachers, 
administrators, former students, and parents. The document analysis revealed two 
distinct positions regarding the education of ELL students; those in favor of English-only 
policies and practices and those against English-only policies and practices. The study 
participants from Rio Verde focused on beliefs about bilingualism and binationalism, 
immigration, the local history of ELL education, systemic inequities, and the role of the 
teacher in ELL education. Implications from this study that may be used to inform ELL 
policy and practice included: effective methodologies for ELL students based on 
educational research, collaboration in language policy development, placing value on the 
local context and history, discussion, reflection, and research as decision-making, and, 
teacher education programs' focus on ELL education. 



CHAPTER I 

INTRODUCTION: THE SETTING AND THE SITUATION 

There has been great controversy about the characteristics of effective English 

Language Learner (ELL) classrooms among local educational communities (teachers, 

parents, students, and administrators), and participants in the States' political and legal 

forums since I began my career as an educator in Arizona in 1991. The debate has been 

going on since immigration to the U.S. started hundreds of years ago (Suarez-Orozco and 

Suarez-Orozco, 2001). The methods used in U.S. schools to educate ELL students 

became a focal point in schools and politics in Arizona during the late 1960's and early-

to- mid 1970's as the fight for civil rights for minorities in the U.S. was at a high point. 

There has been a more recent revival in the debates in the late 1990's and early 2000's. 

There seems to be an incongruity between the effective ELL practices supported 

by research and the policies and laws enacted by politicians and other parties who hold 

positions of power over our state's public school classrooms. This on-going argument 

about which pedagogical principles should guide instructional settings for English 

language learners has been discussed and written about in multiple contexts and across 

disciplines over many years (Garcia, 2001). In this study, I examine the perspectives 

regarding ELL education within the state of Arizona between January 2000 and 

September 2004. In addition to an outline of the state level politics and policies 

regarding the education of ELL students, I collected and discuss the perspectives of a 



range of participants about the factors that impact ELL classrooms and the role of the 

classroom teacher in mediating these factors in policy and practice for ELL students. The 

data was collected from multiple participants in one border community in the state, the 

City of Rio Verde. 

Through this research, I developed a list of the political and practical issues that 

impact ELL students and classrooms in Rio Verde as described by the research 

participants. I report on how the characteristics are parallel to each other, where they 

intersect, and how they diverge. Several major issues pertaining to the education of 

English Language Learners lingered and evolved during the years 2000, 2001, 2002 and 

2003, and 2004 as I completed this study. The state elections had taken place in the fall 

of 2002, the elected politicians had assumed their new positions, and the 46'*' Legislative 

Session had begun. 

The two issues relevant to this study that were addressed by the new Governor, 

the legislature, and specifically, the new Superintendent of Public Instruction were: 1) the 

level of enforcement of Proposition 203; and 2) the most effective methods, as designated 

by the state, to teach students who do not speak English. I describe the positions that 

the politicians, elected officials, special interest groups, and the courts were taking in 

regard to the education of ELL students in Arizona. These positions, or political stances, 

were reflected in the states' mandated language policies during the four year period from 

2000-2004. This study specifically addresses the positions on ELL education taken by: 
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• Proposition 203 

• The State Superintendent of Public Instruction and the State Department of 

Education 

• Special Interest Groups: Chicanos Por La Causa, English for the Children, 

LULAC, Arizona Educators' Association 

• Federal Court Rulings 

Purpose and Audience 

The purpose of this qualitative study is to record and delineate the various 

positions of the parties involved in determining the political and practical classroom 

characteristics that support or hinder students in the process of language acquisition. For 

this purpose, this research examines the opinions of selected (1) teachers, (2) parents, (3) 

former students, and(4) administrators of the Rio Verde School District (pseudonym). I 

also outline the political and legal discussions of politicians, elected officials, their 

policies, special interest groups, and the courts. I describe the positions these individuals 

and groups w^ere taking in regard to the education of ELL students in Arizona over a four 

year period when there was frequent and on-going debate and discussion about the best 

ways to teach ELL students. 

The participants' varied points of view are compared and contrasted. This data is 

interwoven with a thorough review of the related literature that describes characteristics 

of effective ELL classrooms. I also examine the research on the socio-political context 

in which ELL classrooms exist and how this socio-political context is related to the 
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instruction of language minority students. 

The findings from this study were provided to the Rio Verde School District 

(RVSD) to be used to inform and improve the education of ELL students in the district. 

The RVSD can use the information from this study to support grant requests to improve 

the education of the district's high number of ELL, as well as to provide the RVSD 

School Board with accurate information specific to their school district, balanced with a 

perspective of the socio-political context in the state. This study contributes knowledge 

that is situated in the local social and political norms of the community of Rio Verde. 

Other similar classroom and school contexts in the state of Arizona as well as 

second language learners in other parts of the U.S. and the world may use this study as a 

reference point for examining their ELL programs in a local context. They may use it as 

a model to situate themselves in their state or regional socio-political context in regard to 

the education of language minority students. It also may be published in the form of 

letters to the editor and articles for professional journals. In the fixture, I may write a 

detailed biography about one or several of the research participants. I am particularly 

interested in the stories of the classroom teachers. The intended audience for this study is 

teachers, parents, administrators, policy makers, teachers educators and any others who 

may impact or be impacted by ELL classrooms. 

Research Context 

In 1991, as I began my teaching career, I relocated from the Upper Plains region 

of the U.S. to Rio Verde. I migrated fi-om the Canadian border and the Red River Valley 
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to Rio Verde after accepting a position teaching second grade in a neighborhood school. I 

spent 4 years teaching second grade using a two-way bilingual education model. Rio 

Verde, with its unique culture, families, and students, intrigued me then as it does now. 

My experiences as a classroom teacher, coupled with my doctoral studies in the 

Department of Language, Reading and Culture, and my disdain for the politics impacting 

the education of ELL, motivated me to complete this study. 

One specific incident in my second year of teaching made me interested in the 

socio-political realm of ELL education. At a parent teacher conference one father 

chastised me for teaching his daughter, "Angie", Spanish. He said, "One thing that I am 

concemed about, and that I want stopped, is Spanish in this classroom!" Ignorant as I was 

about the history of the education of Spanish-speaking children in the district, I actually 

thought the father was joking. I soon figured out he wasn't. He felt strongly that his 

daughter should be taught in English only and it was "her only ticket out of Rio Verde." 

This incident has come into my mind for several years and was called to mind each time I 

saw Angie and her mother. It made me realize that not every one thought that knowing 

more than one language was an asset. 

This incident was my "real-life" introduction to a difference or conflict of 

language ideologies (although it was a good ten years after this event that I learned that 

terminology for it). I believed that using both English and Spanish would help children 

become proficient in both languages. Also, I knew from my classroom practice that using 

one language to support the other was an effective teaching strategy. What I didn't know 
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was that there was a bilingual program in the late 1970's and early 1980's in Rio Verde 

that was described as a failure; and that for years students in Rio Verde's schools were 

punished severely for speaking Spanish at school. What I discovered through the 

interviews was that these two issues still impact the way that students are taught English 

in Rio Verde. 

When children were punished for speaking Spanish in school, one of two things 

usually resulted from this treatment of language in the schools. Either students learned 

to look upon their home language and culture as something negative, to be shunned and 

completely abandoned, or as something to cling to; therefore resisting the English 

speaking world's language, norms, and culture (Olsen, 1997). A small handful of the 

generations who attended Rio Verde Schools learned to function in both the Mexican 

culture along the border and within the "Anglo establishment." All of this made me 

curious about the evolution of, and the influences on, the education of ELL students in 

the RVSD. 

As I grew as a professional educator and tried to focus my doctoral studies, I 

became more and more interested in the particular challenges that the Rio Verde School 

District faces in providing a quality education for its large population of ELL. I studied 

the methods that researchers know to be the best to promote language acquisition. I read 

about the politics and policies that impact the state's ELL students. 

Additionally, in order to capture the uniqueness of this setting, to develop the 

"sense of place" that makes this study different from others about second language 
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acquisition, I surveyed the major stakeholders in the educational system of Rio Verde. In 

this study, the voices of these stakeholders in the Rio Verde School system are bold and 

bright, and provide the necessary local perspectives on the education of ELL students in 

the district. The importance of the local culture and history was emphasized in the 

interviews. The key factors that impact the current local beliefs and practices are 

defined, discussed and compared with the professional literature. Since the RVSD 

context is so different from the mainstream research, this study brings the community into 

the study. 

The data for this study was collected within the state of Arizona during the fall of 

2002, and spring and summer of 2003 from participants who are presently active or have 

been active in the RVSD. The beliefs of (1) teachers, (2) parents, (3) former students, 

and, (4) administrators of the RVSD are compared and contrasted with the political and 

legal discussions of the following people and policies: Proposition 203,Unz, Ayala, 

Mendoza, Garcia-Dugan, Tom Home and the State Department of Education, Special 

Interest Groups: Chicanos Por La Causa, English for the Children, and Federal Court 

Rulings that pertain to the policies and practices in ELL classrooms. 

The City of Rio Verde 

As stated earlier, the city of Rio Verde is similar only to a few other towns along 

the U.S./ Mexico border in size, language, culture and population. It is unique in its 

language, traditions, music, and food. In contrast to other locations where students are 

learning English as a second language, the fimctions of language (the where, why, and 



how Spanish and English are used in the community) in Rio Verde are greatly different 

from other research contexts where data about the education of ELL students has been 

collected. Rio Verde differs from other U.S./Mexico border contexts described in 

research similar to the studies of Valdes (1996) and Combs (1995). Because of this 

uniqueness of the population and culture of the Rio Verde Community, research unique to 

the specific context was necessary. 

The percentages of students who speak Spanish as their first language enrolled in 

the Rio Verde schools is about 2-to-3 times higher than in other parts of the state and 

country (Arizona Department of Education website, U.S. Department of Education 

website, 2002). For this study, the component of Rio Verde's culture that is explored is 

the language. Particularly, I examine the thoughts, feelings and beliefs that the 

community of Rio Verde holds about learning English in the schools. 

As mentioned in other parts of this study, since Rio Verde is a rare type of 

community that differs from other parts of the state, particularly the metropolitan areas, I 

wanted to develop a study of the school district that was site specific, yet also situated 

within the broader context. I believed that site-specific data would be useful in 

developing plans to improve learning conditions for students in the Rio Verde Schools. 

The School System 

When I taught at Johnson School in the early 1990's in Room #9, the original 

wood floors from 1917 were still stripped and polished to a shine each summer; and the 

radiator, fueled by a boiler in the school's basement, clanged loudly as it heated the room 
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with 15 foot ceilings in the cool winter months in the high desert. Large windows in each 

classroom opened to a small school yard, which consisted mostly of gravel and dirt with a 

few outdated, and probably unsafe, pieces of playground equipment. Some weeds and 

grass tried to grow here and there when the rains would come. 

All but two of the elementary schools in Rio Verde were built of crimson red 

brick diiring the mining boom in the early and mid 1900's. The layout of all schools is 

relatively the same, with one or two exceptions. All are situated with a north and south 

orientation and are in a cross shape. Each school is named after a city dignitary or 

historical figure and possesses a name of a person with an English surname. 

As stated previously, there are five elementary schools in Rio Verde. At one 

meeting, the superintendent referred to the schools in Rio Verde as "territorial style 

buildings." This statement is not a exaggeration, all of the elementary schools' 

construction dates range from 1905-1982, with the majority of them being constructed 

prior to 1925. Only a few basic and necessary updates and remodels have changed the 

appearance of these schools since they were built (Littrell, 1995). 

The RVSD serves approximately 4663 students spanning preschool to 12"^ grade. 

The population of Rio Verde and the schools is 93% Hispanic and 7% white. There are a 

total of ten schools in the district: one preschool, five elementary schools, one K-12 

severe and profound special education school, two middle schools, and one high school. 

The district has 526 full-time employees. Of this number, approximately 240 are 

classroom teachers, and 25 are administrators. The district is governed by a school board 
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comprised of five board members. 

According to Arizona State Department of Education (2003) website statistics, 

there were 4663 total students in RVSD during the 2001-2002 school year. Of those 

4663 students, 4174 of them had a home language other than English. All of these 

students' home language was Spanish. Therefore, 90% of students in Rio Verde spoke 

Spanish as their primary language and learned English in school and some social settings. 

The percentage of students of who spoke English as their first language ranged from 79% 

to 97% among the schools in the district. That is a difference of 18%. The percentages 

of students whose home language was Spanish at each school site are listed with the 

description of each school. 

At the state level, the school age population of Hispanics in schools was about 

30% of the total population in 2000 (US Bureau of Census, 2000). According to the 

Office of English Language Acquisition, Language Enhancement, and Academic 

Achievement for Limited English Proficient Students (2002), the number of LEP students 

in Arizona schools was more than 100,000 in the 1999-2000 school year. More than 10% 

of the state's total K-12 school enrollment was LEP. The nvimbers of LEP students in the 

state during the 1999-2000 school year were up between 100-200% from 1989-1990 

school year. 

I compared the Rio Verde statistics to the state averages of ELL students 

enrolled in the schools. The Rio Verde School District has, on average, 80%) more 

students who speak Spanish as their first language enrolled in their schools than other 
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locations in the U.S., and about 53% more than the state average. This statistic is an 

important reason to study the unique educational setting in which students are expected to 

acqmre fluent English. 

According to Littrell (1995), Rio Verde was one of the twenty-one school districts 

in the state ruled not in compliance with OCR (Office of Civil Rights) regulations in 

1976. This was under Title 6 of the 1964 Civil Rights Act. OCR stated: 

1) Rio Verde students were not being served by an adequate bilingual program. 

2) Staffing for bilinguals was inadequate. 

3) The student-teacher ratio was too high. 

Littrell (1995) explains, 

In January of 1980, OCR said the district has to do more as the ethnic balance 
was 70% Hispanic (their term). The board did not see how that figure 
influenced the program. They had invested thousands of dollars in testing, 
workshops, and lecture specialists. Extra staffing had been furnished and the 
never ending red-tape forms had all been completed and filed on time. The 
board pointed out they had done everything that was requested by OCR and 
discussed and the possibility of a lawsuit against OCR. In April 1980, OCR 
ruled that Rio Verde was in compliance (p. 16). 

In fall of 2001, the state of Arizona mandated one-year English immersion 

classrooms and expected that all ELL students would become fluent in that one-year time 

period. The average academic school year in Arizona consists of 176 days for students, 

so the total days in school are less than one half of a year of ELL students being exposed 

to English in the classroom. 

The majority of students in Rio Verde, approximately 85%, enter kindergarten 
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speaking only Spanish. Typically, the language used within the community for social 

and business purposes is Spanish. Generally, English is used only at school, and only for 

academic purposes by most of the students. Historically, and presently, the district 

supports an English immersion program for all students acquiring English. Although 

there have been pods of bilingual teachers and classrooms throughout the years, the 

district has never been able to recruit and maintain a qualified teaching staff to foster a 

strong program for ELL students, particularly bilingual education. 

The Schools 

In this section, I briefly describe each of the schools in the district including what 

the student population and the surrounding neighborhood. I also include the percentage 

of students at that particular school who speak Spanish as their first language. 

The Learning League Preschool. The Learning League Preschool is designed to 

prepare students to enter kindergarten. The focus of this pre-kindergarten program is to 

begin the development of early literacy skills and to introduce non speakers of English to 

the English. Learning League Preschool is located in a neighborhood only about 3 or 4 

blocks from the U.S./Mexico border in Rio Verde. It is a small brick building that is well 

equipped with materials and furnishings funded mostly by federal grant dollars. The 

program serves 3 and 4 year-olds using a half day model. Approximately 20 students 

attend in the morning session and 20 in the afternoon session. The population of students 

who speak Spanish at home is 92%. 

Welder Elementary. Welder Elementary is located a few miles out of the Rio Verde city 
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limits, in a little commvinity called Newberry. Welder Elementary's white building is 

adorned with a mission style bell above the stairway that leads to the main entrance of the 

school. The little community of Newberry boasts that it is separate and "better" than Rio 

Verde itself. Newberry has it own tienditas, 'little stores', and its own Catholic chvirch 

called La Iglesia de la Virgen de Guadalupe. The school's student population who speak 

Spanish as their first language is 94%. 

Jeanette Mver Elementary School. Jeanette Myer School is a neighborhood school 

that once housed the transitional bilingual education program. In the basement of the 

school there are endless materials that were once used for the bilingual program which 

"failed" during the 1980's. Jeanette Myer School has traditionally been the school in Rio 

Verde with the highest percentage of ELL students. The current percentage of students 

who speak Spanish in the home is 97%. 

Boulevard Elementary School. Boulevard Elementary School is a neighborhood 

school. It was built in the early 1900's and mirrors the design of Johnson School with its 

brick exterior and cross shape with a central commons area. The current percentage of 

students who speak Spanish at home is 92%. 

William Solheim Elementary School. Solheim Elementary School is housed in the 

same building as the Rio Verde School District's central offices. It houses the most 

students of all of the elementary schools in Rio Verde. This was due to a large influx of 

students when the B Street School closed in 1993 after the building was fovmd unsafe for 

students and staff. 89% of the students speak Spanish at home. 
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Zuger Elementary School. Zuger Elementary School is located in the "upper class," 

more Anglo neighborhood of Rio Verde where the higher priced real estate is located. It 

has long been considered to be the "best" elementary school in town, and had 

traditionally tested the highest of all of the elementary schools in Rio Verde. It is housed 

in the newest building of all of the elementary schools. The percentage of students who 

speak Spanish at home is 79%. 

Johnson Elementary School. Johnson Elementary School is centrally located in Rio 

Verde. It is the sister school of Boulevard Elementary School in its design. The 

percentage of students who speak Spanish at home as their first language is 83%. 

B Street Elementary School. A territorial style building constructed from adobe and 

covered with white stucco, B Street Elementary School was closed in 1993 due to major 

maintenance issues which made the building unsafe for staff and students. It remains 

vacant, empty, and deteriorating to this date. The students who were once zoned to 

attend this school were relocated to several other schools in district. 

John Grishame Middle School. Originally named Rio Verde Middle School, this 

school changed its name to John Grishame in recent years in honor of a former 

administrator and current mayor of the city. It is a three story building constructed from 

the same red brick as many of the other schools in Rio Verde. It once was the high 

school. Of the 2 middle schools in Rio Verde, it is considered the "less desirable" because 

of its lower test scores, higher population of ELL students, and the condition of the 

facility. The percentage of students who speak Spanish at home is 95%. 



Simile Middle School. The second of two middle schools, Smith was constructed in a 

"newer" and more "wealthy" part of Rio Verde. It is located in the neighborhood close to 

Zuger elementary and was built during the same time period. The percentage of students 

who speak Spanish as their first language is 86%. 

Rio Verde High School. Constructed when the previous high school campus (John 

Grishame Middle School) became too small for the numbers of students in the district, 

Rio Verde High School is made up of numerous brick structures or "pods" with multiple 

ramada or patio areas for socialization. It has recently been improved by the addition of a 

large library and technology facility. The percentage of students who attend the high 

school who speak Spanish at home as their first language is 91%. 

Rio Verde High School East Campus. This is a charter high school located near Rio 

Verde High School. It was opened in the late 1990's in order to accommodate students 

who were struggling with the curriculum and/or setting of the high school. It was opened 

in order to prevent students from dropping out of high school and in order to retain 

enrollment in the district. 

Wachter School. Wachter School is a special school for the severe and profound 

mentally and physically disabled student population in Rio Verde. It was constructed 

during the 1980's to serve the severe and profound student population in Rio Verde. 

There were no statistics available on the percentage of students attending Wachter School 

who spoke Spanish as their first language. 



Charter and Private Schools. There are other elementary schools in town. There is one 

parochial (Catholic) school named Santa Maria, which serves students in grades 1-8. 

There are two charter schools, Escuela Bonita, and The Morales Academy. Escuela 

Bonita has grades 1-6 and a high school serving grades 9-12.The elementary and high 

school operated by the Escuela Bonita group are located on two separate campuses. The 

Morales Academy serves grades 1-12 and is located on the same campus. 

Questions 

This study addresses three main questions: 

1. What were the positions of politicians, policy-makers and the public in regard to the 

education of ELL students in Arizona between January 2000 and September 2004? 

2. What were the perspectives of the RVSD stakeholders about the education of ELL 

students ? What are the characteristics of effective ELL classrooms as described by the 

following stakeholders: 

• teachers 

• former students 

• parents 

• administrators? 

3. What are the similarities and differences between the beliefs of politicians and 

stakeholders about the education of ELL students? 
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Research About the Education of English Language Learners Along the 
U.S./Mexico Border 

Other researchers have written about the education of students who are learning 

English as a second language along the U.S./Mexico Border. Combs (1995), in her 

doctoral dissertation entitled Research and Policy: Factors Influencing the Development 

of Bilingual Education in the Valle Encantado School District, examines the influences 

which contributed to the district's policy regarding language minority students in the 

VESD. Combs study also examined how "local flexibility" for educating language 

minorities in the VESD took place according to the key stakeholders in the school district 

and community. 

Four particular influences became evident as major factors that impacted the 

district's approach to language instruction. Through the interviews that Combs (1995) 

conducted, the factors that came to the forefront included; 1) the district wide 

compliance review of alternative language programs by the Office of Civil Rights, 2) 

teacher recruitment and retention for bilingual programs, 3) local politics, 4)Title VII 

funding fluctuations for language minority education, and, (5) community apprehension 

about bilingual education. Combs interviewed a total of 35 people who were involved 

with the education of ELL students. There were 27 face-to-face interviews and 8 

additional participants whose opinions were quoted from newspaper articles. 

Valdes (1996) used an ethnographic approach in the research described in her 

book. Con Respeto: Building the Distances Between Culturally Diverse Families and 



Schools. Valdes describes the thoughts, feeUngs and perceptions that 10 families living 

along the U.S./Mexico border have about the education of their children. The data for the 

Valdes study was collected through in-depth interviews with the families, particularly the 

mothers of the families. Valdes examines what is sometimes perceived to be a lack of 

interest in education by Mexican parents on the U.S./Mexico border, and contradicts that 

perception with extensive quotes and examples of the families and parental values. 

The Valdes study illuminates the perceptions of the ten families who participated 

in the study by using their voices to define their perceptions of what success and failure 

mean in their value systems. Within this narrative, Valdes (1996) challenges the 

traditional parental involvement activities frequently implemented in communities along 

the U.S./Mexico border. She also highlights the challenges that new immigrants to the 

U.S. experience as they adjust to living in a new culture and coxmtry and how this 

adjustment impacts their children's ability to acquire English. 

Valdes (1996) addresses the attitudes that teachers have about their Mexican-

American students and how these attitudes and the subsequent expectations for students 

impact student achievement. The Valdes study challenges educators to reflect on how 

ELL students, specifically the ELL students on the U.S./Mexico border can be educated, 

and asks that the parents and students of Mexican heritage be treated with respect by the 

educational systems that serve them, or that should be serving them. 

My study mirrors the Combs (1995) and Valdes (1996) studies because it uses 

interviews to gather the thoughts, feelings and perceptions of the participants in the 
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education of ELL students in communities along the U.S./Mexico Border. Therefore, the 

context of my study is similar to the Combs and Valdes studies because the cities are all 

located along the U.S./Mexico border. Both studies are also relevant to the education of 

the Mexican-Americans living there, who are typically learning English as a second 

language. 

This study is similar to the Combs' study because it examines the politics that 

impact the education of English Language Learners at various levels and relates the 

politics to a specific community and its school system. It is also similar to the Combs 

study because my main source of data was interviews with the participants in the 

educational community. Additionally, one of the major consultants in the Combs study 

was also interviewed as part of my study. This participant had recently become involved 

with the RVSD, almost ten years after she participated the Combs study in VESD. I do 

not name the specific participant here in order to protect her anonymity. 

This study is quite different from the Valdes (1996) study because the interviews 

in this study were conducted on only one occasion and with various stakeholders from the 

educational community. Valdes conducted interviews with the same ten families over a 

three year period and gathered more extensive and in depth information. Valdes (1996) 

could describe the participants' families, their backgrounds, and their beliefs and values. 

Within the ethical boundaries of my study, I could not reveal this important information 

about the participants. 

This study about the education of ELL students in the RVSD discusses the politics 
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at the state level and how those politics and policies impact the local. Valdes does not go 

much into the politics that impact the education of the educational or language policies 

that impact their schooling. This study is different because the interview process allows 

for participants to reveal the unique local history and politics of the education of ELL 

within their specific context. 

I am quite certain that the data for my study was not collected in the same border 

communities as the Combs (1995) and Valdes (1996) studies. The Valdes study was 

conducted in a border community where the dominant language in the community was 

English. Rio Verde's dominantly spoken language in the community is Spanish. This 

study is different because it was conducted in a different community than the Combs 

study. 

Organization of Dissertation 

In Chapter 1 of this dissertation, I describe the political climate surrounding the 

education of ELL students between 2000 and 2004. I describe the origins of my interest 

in the research, and the specific incidents that spurred my interest in the topic. I describe 

the context of Rio Verde and how and why the research could be useful not only to Rio 

Verde, but to similar contexts of teaching and learning for ELL students. I specify the 

research questions I used to guide the data collection in this qualitative study. Other 

similar studies are reviewed to provide a general overview of studies that have had a 

similar focus. 

In Chapter 2,1 review the professional literature that provided a framework for the 
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teaching and learning with ELL student populations. The literature review is focused in 

two parts. The first part delineates 6 components of effective ELL teaching practices for 

classrooms. The second section of the literature review defines the socio-political factors 

that impact the education of ELL students. These are the two major issues that impact the 

education of ELL students. 

In Chapter 3,1 discuss the research methodology I applied to this study. First I 

expand upon the qualitative, ethnographic approach used in this study, specifically its 

critical stance toward the topic. The issues and processes of gaining access to the 

research participants including the UA Human Subject's Committee approval process and 

informed consent are reviewed. Challenges with the restraints set forth by the Committee 

are highlighted. The data organization and analysis section describes the collection, 

organization and analysis of the data of this study that consisted of a document analysis of 

the positions of politicians, policy makers, special interest groups, and the courts 

regarding the education of ELL students, and questionnaires, interviews, and a group 

discussion with the key stakeholders from the RVSD (teachers, former students, 

administrators, and parents) on their perceptions about the politics and practices of ELL 

education. 

In Chapter 4,1 examine the key positions of politicians, policy makers, special 

interest groups, and the federal courts in regard to the educational practices for ELL 

learners in Arizona. Chapter 4 provides a timeline of the major events in regard to ELL 

education between 2000 and 2004, and a description of Proposition 203 that caused the 
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events to transpire. The debates that surrounded Proposition 203 caused great debate, 

revealing the two distinct positions in regard to English-only policies ad practices. 

Chapter 4 addresses the positions in favor of English-only policies and practices and 

those positions against English-only policies and practices. 

In Chapter 5,1 share the five major perspectives that emerged from the 

questioimaires, interviews, and group discussion with members of the four groups of 

stakeholders from the Rio Verde School District. The five key perspectives include: the 

beliefs about bilingualism and binationalism in the community, immigration, school 

district policies and practices for language acquisition, systemic inequity, and the 

mediating role that the classroom teacher plays in developing the classroom philosophies 

and practices within the ELL classroom. 

In Chapter 6,1 compare and contrast the positions of the politicians, policy 

makers, and the public with the perspectives of the stakeholders in the RVSD in regard to 

ELL teaching and learning. The differences and similarities between the statewide 

positions and the RVSD stakeholders are delineated and discussed. I found 5 major 

differences and 4 major similarities. The differences and the similarities are defined and 

discussion in chapter 6. 

Chapter 7 concludes the study with the findings and implications of the study. 

In chapter 7 of this dissertation, I summarize the findings of this study and suggest 

implications for ELL students and their parents, teachers and administrators who serve 

ELL students, and educational policy makers. Most of the findings and implications are 
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applicable to the educational decisions regarding ELL education at the local level in Rio 

Verde. It will be particularly useful in contexts where similar conditions exist that impact 

the teaching and learning of a second language. 
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CHAPTER 2 

LITERATURE REVIEW 

The review of the literature is focused on two different components of ELL 

education. The first is the characteristics of effective ELL classrooms, and the second is 

the socio-political context in which ELL education exists. The foundation of the section 

about effective ELL education is centered around the research of Virginia Collier, David 

and Yvoime Freeman, and Ira Shor. The basis for the section on the socio-political 

context is based on the research and writings of Joel Spring, Rene Galindo, Tove 

Skutnabb-Kangas, James Cummins, and James Crawford. 

I have chosen these authors because I believe their research is most relevant to the 

focus and context of this project, and because of their extensive professional engagement 

in multiple educational settings in order to improve schooling for ELL students. Their 

work is closely cormected to classroom practice and to the socio-political context in 

which ELL classrooms exist. I provide biographical information on each of the key 

researchers in this study as evidence of their qualifications to be the foundational 

researchers of this study. Of course this information will change as the researchers grow 

and change as professionals, but is provided in order to give the reader an idea of their 

backgroimds, education, and research emphasis. 
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Characteristics of Effective ELL Instruction 

Through an extensive review of the literature, I identified six common themes 

across the literature on the characteristics of effective ELL classrooms. They are: 

1. Thematic Instruction to Teach Language and Content 
ELL students benefit from a naturalistic learning environment using integrated 
thematic instruction wherein they leam content along with reading, writing, 
speaking, and listening in a meaningful context. Teachers focus on teaching 
language from whole to part (whole language). 

2. The Importance of Active, Social Learning 
Research emphasizes the importance of socialization with other students while 
engaged in a wide variety of social and academic activities. These learning 
activities are connected to the real world, and students are actively learning 
through heterogeneous, cooperative grouping. 

3. Student-Teacher Affect and Classroom Environment 
The importance of the affective realm of teaching is described in the literature. 
This affective environment is characterized by a mutual love and respect between 
students and the teacher coupled with an inviting, interesting, and welcoming 
environment. This can be achieved through establishing a caring and 
collaborative classroom community. 

4. Linguistic and Cultural Assets 
The literature stresses respect and value for the home language and culture of the 
students. By using the home language and culture as an asset in the classroom in 
multiple ways, including the practice of bilingual education; the teacher builds 
upon the students' prior knowledge and experiences. 

5. Self-Determination, Reflection, and Metacognition Through 
Experiential Learning 
Strategies that empower students to control their own learning through discovery 
activities, developing critical thinking skills, critical discourse, problem posing 
and problem solving, choice, and self- evaluation are evident across the 
professional literature. (This principle also applies to the empowerment of the 
classroom teacher). 
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6. Competent Teacher 
A qualified, well-read teacher, along with strong foundations and experiences 
with second language learners, is central to effective ELL teaching and learning. 
According to the professional literature, teachers should be able to make 
autonomous and reflective decisions about creating and maintaining effective 
instruction through on-going professional development. The teacher's role is 
facilitator and co-leamer. 

Based on my teaching experiences, professional reading, and experiences working 

with practicing teachers, and teacher preparation students, I believe that these six 

characteristics are central to effective classroom practice for all students, of all ages, 

particularly English language learners. These six characteristics are interrelated, 

interdependent, and overlapping when they serve as the pedagogical foundations of 

effective ELL classrooms. With these characteristics serving as the pedagogical 

guidelines, the literature review includes the work of several key theorists on the 

characteristics of effective ELL classrooms. 

Some of the pedagogical foundations are particular to language acquisition by 

Mexican-Americans, their bilingualism, and second language acquisition. Others 

provide a broader perspective on bilingualism, language acquisition, and the politics of 

schooling for language minority students. The biographies of the key researchers at the 

time of this study are contained here and will change as time passes. The biographies are 

provided in order to give the reader an idea of the professional backgrounds of the key 

researchers in the literature review. These six characteristics are evident across the 

literature. As I developed this list I drew mostly from the research of Virginia Collier and 

David and Yvonne Freeman. 
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Virginia Collier 

The George Mason University's Graduate School of Education website (2002) 

provides the following profile Virginia P. Collier: 

Dr. Virginia P. Collier is Professor of Bilingual/Multicultural/ESL Education 
at George Mason University in Fairfax, Virginia, located in the metropolitan 
area of Washington D.C. She is best known for her work with senior 
researcher. Dr. Wayne Thomas, on school effectiveness for linguistically and 
culturally diverse students. Spotlighted by the national and international 
media, their award-winning national research studies have had a substantial 
impact on school policies in the United States and abroad. A popular 
speaker, Dr. Collier has given 88 keynote speeches and 204 invited 
presentations to international, national, state and local conferences over the 
past 20 years. She and Dr. Thomas have also conducted educational 
leadership training for superintendents, principals, and educational policy 
makers in 26 states and 11 countries. She is co-author with Carlos Ovando 
of the professional reference book. Bilingual and ESL Classrooms: Teaching 
in Multicultural Contexts, with the new second edition published by 
McGraw-Hill in 1998. This book is a well-known, comprehensive reference 
on research, policy and effective practices in U.S. schools for students of 
linguistically and culturally diverse backgrounds. In addition. Dr. Collier has 
over 40 other publications in the field of language minority education, 
including her monograph. Promoting Academic Success for ESL Students. 
In 1989, she received the Distinguished Faculty Award from George Mason 
University for excellence in teaching, scholarship, and service. Proficient in 
Spanish and English, having lived in South America during her childhood, 
she has served the field of language minority education for three decades as 
parent, teacher, researcher, teacher educator, and doctoral mentor, (p.l) 

The major books and articles by Virginia Collier for this project include: Bilingual 

and ESL Classrooms: Teaching in Multicultural Contexts. (1998), The Canadian 

Bilingual Immersion Debate: A Synthesis of Research Findings (1992), Acquiring a 

Second Language for School (1995a), and Promoting Academic Success ESL Students: 

Understanding Second Language Acquisition for School ri995b\ Virginia Collier's 
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research serves as a foundation for this study since she recognizes and extensively 

researches the characteristics of ELL classrooms. 

David and Yvonne Freeman 

The works of David and Yvonne Freeman are particularly relevant to this study 

for several reasons. First, and foremost, they discuss the theoretical basis of effective 

ELL classrooms as well as offer examples and illustrations of the ways classroom 

teachers can institute the characteristics of effective ELL instruction into practice. They 

coimect their Principles for Success for ELL with Ira Shor's description of Problem 

Posing. Thus, a detailed review of Shor's thoughts on effective classroom pedagogy for 

ELL is covered in the literature review. 

The orientation to teaching and learning that Freeman and Freeman(1998) discuss 

in their work is called the Sociopsycholinguistic Orientation. The term describes both the 

individual and social psychological aspects of acquiring language. It includes the 

problem-posing model of education along with content-based language learning. The 

research of Piaget (1955), Rosenblatt (1938), and Vygotsky (1962,1978) provide the 

theoretical foundation for this orientation to teaching and learning. 

At the time of this study, Yvonne and David Freeman are on the faculty of the 

University of Texas, Pan American. They are faculty members in the Department of 

Curriculum and Instruction in the College of Education. Previously, Yvonne Freeman 

directed the Bilingual Education Program and David Freeman directed the TESOL and 

language development programs in the graduate college at Fresno Pacific College in 
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Fresno, California. Both are interested in the language development of bilingual learners.. 

Their experiences as educators, researchers, and leaders in the field of bilingual and ESL 

teaching make them key references for this study. 

Their books include Between Worlds: Access to Second Language Acquisition 

(2001), Teaching Reading in Multilingual Classrooms (2002), and Whole Language for 

Second Language Learners. (1992). They received the Mildenberger Award from the 

Modem Language Association for outstanding research in the field of foreign and second 

language teaching. Their other collaboration. Teaching Reading and Writing in Spanish 

in the Bilingual Classroom (1997) is published in English and Spanish. The central book I 

used for this literature review is ESL/EFL Teaching: Principles for Success ("19981 Their 

new edition of Between Worlds: Access to Second Language Acquisition. QOOD focuses 

on the influence of the teacher's pedagogical style and attitudes about teaching and 

learning affect student's academic language, particularly in the area of language 

acquisition. Each of the characteristics of effective ELL classrooms that serve as the 

foundation of this study are elaborated on throughout their major publications. 

Ira Shor 

Throughout my doctoral studies, the works of Ira Shor seemed particularly 

important to the education of ELL. His principles for creating "empowering classrooms 

for democracy" are based on this broader notion of education as problem posing and 

encompass the six characteristics of effective ELL classrooms in this study. Ira Shor is 

noted for expanding on the works of Paolo Freire and linking them more closely to 

classroom practice. Central in Shor's research is the concept of education as problem 

posing. In this section, I give a brief biography of Ira Shor and an overview of education 

as problem posing. 
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At the time of this study, Ira Shor was a Professor of English at the College of 

Staten Island City and at the University of New York Graduate School. His books 

include: Education is Politics: Critical Teaching Across Differences (K-12) (19991 

Critical Literacy in Action: Writing Words. Changing Worlds: A Tribute to the Life of 

Paolo Freire (19991 Freire for the Classroom: A Sourcebook for Liberatorv Teaching 

(1987), and Empowering Education (1992). He worked with Paulo Freire and 

coauthored with Freire, A Pedagogy for Liberation (1987). 

The book Empowering Education (1992) encompasses Ira Shor's description of 

how schools can be transformed in order to create contexts that encourage students to 

empower themselves. This is achieved through classroom practice that provides students 

with daily opportunities to become active and productive members of a democratic 

society, both within the classroom and in the community outside of the school setting. 

Throughout the text, Shor calls teachers to think critically about what values underpin 

the methods they use in their classrooms. He provides educators with the theoretical 

basis for critical and democratic classroom practice. He envisions a school system where 

students and teachers become empowered to change society through a problem-posing 

model of education. 

The problem-posing method of education is described in the works of Paolo Freire 

(1970) and expanded on by Ira Shor in numerous books and articles. Freire emphasizes 

that traditional schooling stifles creativity in students and is a form of educational 

malpractice. Shor views classrooms as the environments in which students are able to 

develop into critical thinkers and become able to use language fluently to express their 
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points of view. Shor believes if certain values serve as the foundation of all activity in 

classrooms, these classrooms will be the means for students to become liberated and 

empowered in order to actively participate in a democratic society. 

Shor criticizes traditional education or, as Freire called it, the banking model of 

education. The biggest problem with traditional education (the banking model) is that 

there is a lack of student participation in their own learning. Since people leam through 

interacting, experimenting, and using play to internalize meaning and language, passive 

traditional classrooms tend to stifle the students' learning. Shor (1992) defines his 

opinion of the banking model of education in his statement, "Rote learning and skills 

drills in traditional classrooms do more than bore and miseducate students; they also 

inhibit their civic and emotional development" (p. 18). The alternative to the banking 

model of education is the problem-posing model. 

There is a persistent dichotomy in educational theory which has historically 

caused tension, and continues to do so today. This dichotomy is the banking model of 

education versus the problem-posing model. Teachers need to read extensively in the 

field of education and make the important decision of which model they will use in their 

classrooms, the banking model of education or the problem-posing model of education. 

They need to pose the question, " Which model best meets the needs of my students in 

relation to their social, academic, and emotional learning?" 

The banking model of education conceptualizes education as a process through 

which teachers have a fixed body of knowledge which they deposit into the empty minds 
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of students through didactic lectures, and the students then draw on the knowledge later. 

The banking model has its roots in the standardizing measuring and quantifying traditions 

of Thomdike and Taylor. Thomdike and Taylor developed standardized tests, IQ tests, 

and the model of schools as factories. The purpose of their model of education is to pass 

on the traditional and accepted knowledge, values, information, and ways of learning to 

prepare students for their prescribed position in society. This preparation for their 

prescribed place in society is also known as social class reproduction. 

The banking model works best in a highly structured learning enviroimient with 

highly structured curriculum and procedures for mastering the curriculum. It is 

characterized by maintaining the status quo, concern for getting the "righf answer, a 

teacher-centered curriculum, decontextualized study of information, pedagogical methods 

which include lecture, multiple choice tests and lecture, an emphasis on memorization 

and regurgitation, facts learned in isolation, mainstream textbooks, and requiring that 

students accept the knowledge and perspectives of the teacher and the textbooks as 

irrefutable. The banking model works best with a group of homogenous students (does 

this exist anywhere?). 

Conversely, the problem posing model of education conceptualizes education as a 

process through which teachers and students work collaboratively to create knowledge 

and in a variety of contexts. This newly created knowledge is examined by developing 

critical questions and examining them through a wide array of perspectives. This method 

has its roots in Dewey and Piaget. Both Dewey and Piaget called for classrooms in which 
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students actively participate in an inquiry process to construct meaning of the natural 

world outside of the classroom, as well as knowledge about the simulated world inside 

the classroom. 

The purpose of the problem-posing model of education is to both learn and 

question the traditional body of knowledge, information, values and approaches to 

learning (Shor, 1992). Additionally, it aims to develop more diverse and critically 

thinking members of society. This model works best in learning environments which 

offer students a wide variety of activities, opportunities for collaborative learning, and 

materials for learning. It is characterized by challenging the status quo, multiple answers 

and multiple ways to get the answer, a student-centered curriculum, contextualized study 

of perspectives, pedagogical practices which include dialogue, cooperative learning, and 

authentic assessment. The facts, beliefs and questions in the learning are interconnected 

across disciplines, and in diverse and multicultural texts. There is an emphasis on 

enabhng students to explore and apply the knowledge they gain while also questioning 

who has access to what kinds of knowledge, and why and how that is. 

Shor (1992) suggests that teachers need to strive to develop a democratic system 

as an integral part of their classrooms. In order to be successful members of a democratic 

society students explore new knowledge and pose problems to be solved or acted upon. 

The teacher serves as guide and facilitator, balancing the academic content with the 

students' needs to actively gain culture, make culture, and become active, democratic 

citizens. 
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Within the democratic processes in the classroom, the multicultural strand of 

empowering education is developed. Through the problem posing method and dialogue, 

the students' unique familial, linguistic and cultural backgrounds are brought into the 

classroom. The multicultural perspectives of the student, as well as the classroom 

teacher, are brought together in the learning process. It is Shor's hope that through the 

model of education he suggests, the honoring of diversity in the classroom will translate 

into society outside of the classroom. 

Research is one of the key values of empowering pedagogy. Through the critical 

problem posing and cooperative learning, students develop as democratic citizens. 

Critical classrooms need to act as research centers for students. The curriculum is created 

through students' thoughts and themes which is then researched within the context of 

their own culture. Not only is the subject matter researched, the ways in which the 

subject matter is taught and learned is also critiqued through the research process. 

Through research, students are developing their ovwi knowledge, instead of receiving the 

knowledge from a teacher's lecture. The research is done both at the classroom level and 

in the community outside of the classroom. 

Shor (1992) denotes a list of values as the basis for developing a classroom 

which embraces critical teaching for social change. This empowering pedagogy that Shor 

proposes is supported by a group of distinct values: interdisciplinary, affective, 

participatory, activist, dialogic, democratic, multicultural, desocializing, situated, 

researching and problem posing. These values serve as the foundation of critical 



pedagogy. The following sections describe numerous principles of effective classrooms. 

It also cites sources that would agree that the principles are necessary if appropriate and 

effective ELL classroom practice is to take place. In the following sections, I match 

Shor's concept of education as problem posing with the six characteristics of effective 

ELL classrooms. The research of Collier and Freeman and Freeman are also in this 

section. 

Again, the principles of effective ELL classrooms are: 1. Integrated Thematic 

Instruction to Teach Language and Content, 2. The Importance of Active, Social 

Learning, 3. Student-Teacher Affect and Classroom Environment, 4. Linguistic and 

Cultural Assets, 5. Self-Determination, Reflection, and Metacognition Through 

Experiential Learning, and, 6. Competent Teacher. 

Integrated Thematic Instruction to Teach Language and Content 

It is important to teach reading, writing, speaking, and listening simultaneously 

with content. Collier (1995b) makes many references to interdisciplinary thematic 

instruction and the meaningful contexts that are created when language and content are 

taught as a whole. The activities of thematic instruction are developed in order to 

promote the use of language in natural and useful situations which are linked to the 

theme. Collier suggests that a balance of output (speaking and writing) and input 

(reading and listening) is central to effective development of language and content. 

In a summary of effective instruction for all students, particularly ELL students. 

Collier (1995b) lists thematic, interdisciplinary instruction first. She defines thematic 



48 

instruction as, "now considered crucial in second language success," and as the process of 

"teaching second langiiage through meaningful, academic content across the curriculum 

(language arts, mathematics, science, social studies,...)" (p.36). In her monograph 

(1995b), she synthesizes the research of many experts in ELL and bilingual education to 

support the importance of integrated thematic instruction as a mode of teaching and 

learning. 

Freeman and Freeman (1999/2000) emphasize the need to use a wide variety of 

literature as resources to develop a theme. In thematic instruction, there is a focus on 

reading and writing that is cormected to the cognitive, academic, and language 

development of the students and associated with the theme. Freeman and Freeman 

(1999/ 2000) focus on the importance of students being involved in authentic reading and 

writing experiences. "As students explore important questions, they naturally turn to 

fiction and nonfiction texts as sources of information Once students have researched 

their question, they write to present their understandings to classmates or a wider 

audience. Engagement with authentic literacy activities of these kinds promotes literacy 

as well as cognitive, academic, and language development" (p.2). 

Using reading, writing, listening and speaking activities to leam content while 

developing language skills is important for ELL students. Freeman and Freeman 

emphasize the importance of using all four modes of communication while studying a 

theme. The sixth question on their checklist (1999/2000) reads, "Do students read and 

write as well as speak and listen during their learning experiences?" As teachers develop 



their thematic instruction activities they seek to bring a balance of reading, writing, and 

speaking for a real purpose and audience. One activity can encompass all four modes. 

"Language learners acquire knowledge through using all four modes. They should be 

encouraged to read and write as well as speak and listen from the begiiming of their 

experiences with English" (p.2). 

Additionally, Freeman and Freeman (1999/2000) urge teachers to use thematic 

instruction across the curriculum because it is more meaningful to the learners and it 

serves a purpose. "When students engage with significant questions that they have helped 

to pose, they realize that knowledge from different curricular areas-language arts, social 

studies, science, math, and the arts-is essential for solving their problems. At that point, 

academic content is meaningful because it serves a purpose for students" (p.2). 

According to Shor (1992), "When it comes to materials or the learning process, a 

student-centered teacher integrates the subject matter and the methods appropriate at any 

moment" (p. 185). Shor also emphasizes the importance of practicing interdisciplinary 

literacy. Interdisciplinary literacy is teaching language arts skills through the content 

areas. Shor states, "Interdisciplinary education also means integrating reading, writing, 

critical dialogue, and cooperative learning across the curriculum. Linking content areas to 

collaborative language arts is an important step to getting away from the disabling 

separation of language study and academic subjects"(p.l85). 
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The Importance of Active. Social Learning 

Active, social learning is important for all students, particularly ELL students. 

Students need to work collaboratively on academic projects where they can share 

academic and social language in real-life situations. Collier (1995b) regards active, social 

learning in the classroom as key to developing language. "Social language provides extra 

help to the second language learner, through nonverbal communication and other 

contextual clues to meaning. In social language, meaning is negotiated; in other words, 

you help each other through the feedback that you give your partner in the communication 

process" (p.8). This negotiation of meaning between students in heterogeneous, 

cooperative learning groups provides the optimal setting for students to develop new 

vocabulary and to experience many different meaningful exchanges of oral language for 

both social and academic purposes. 

Throughout Collier's writings, she emphasizes classroom settings that are "highly 

interactive" (p. 18). Collier (1995b) defines peers as the, "most important source of input 

to the leamer"(p. 19), and, to clarify her point, she cites numerous references that would 

agree that "Allowing ESL students to engage in extensive interaction with peers is 

crucial to their receiving meaningful input, because it is through commvinication with 

friends that they can influence the type of language spoken to them so that it actually 

becomes meaningful. Oral and written language in which meaning is negotiated between 

ESL learners and native English speakers is central to the language acquisition 

process"(p.l9). 
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The interactions between students as they develop content and social contexts 

helps them to expand their academic vocabulary and to use it in authentic ways. When 

students participate in thematic studies with their peers, social and academic language 

develop. Freeman and Freeman's research (1998) stresses the importance of 

collaboration in the learning process. They cite Holt (1993) for his findings regarding the 

importance of collaboration for ELL students. He found that, "clearly collaboration 

benefits language minority students cognitively and affectively" (p.2). 

Freeman and Freeman's (1998) argue that, "Learners should engage students in 

social interaction. When students share their ideas in social settings, individual 

inventions are shaped by social conventions. By working in groups, students also leam 

the important life skill of collaboration. English language learners develop cognitive, 

academic and language proficiency more easily in classrooms where teachers organize for 

collaborative learning" (p. xviiij. 

The participation of students in the classroom is central to critical pedagogy. Shor 

(1992) feels that student participation in the learning process is significant for effective 

instruction. Shor states, "Participation is the most important place to begin because 

student involvement is low in traditional classrooms, and because action is essential to 

gain knowledge and develop intelligence"(p.l7). 

According to Shor (1992), "democratic education seeks to maximize participation 

in the curriculum, so that students develop intellectual curiosity, scientific thinking, 

cooperative relations, social habits, and self discipline" (p. 35). Dewey's research 
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provides the foundation for Shor's works on democracy in classrooms. Dewey (1966) 

defined democracy as a process of open communication and mutual governance in a 

community of shared power, where all members have a chance to express ideas, to frame 

purposes, and to act on intentions. 

Student-Teacher Affect and Classroom Environment 

The social, emotional, and cultural factors that influence students in the classroom 

are key to effective classroom practice. The relationships developed among the students 

and between the student(s) and the teacher in the classroom are vital to the success of 

ELL students. Collier (1995b) argues that "Teachers who recognize the importance of the 

affective, or emotional side of learning are crucial for students' long-term growth. As we 

respond to our students, we need to create a supportive classroom environment that 

values each student and the individual strengths and resources that he or she brings to the 

classroom" (p.26). 

I believe that a classroom should provide opportunities for an excitement about 

learning to develop. I also believe that the classroom should nurture warm and caring 

relationships among the students and between the students and the teacher. Students need 

to be accommodated with a classroom structure that allows them to fulfill their potential 

both academically and socially. Freeman and Freeman (1998) highlight the importance 

of a comfortable, inviting classroom environment. Freeman and Freeman focus on 

teacher-student affect and the teacher's teaching/learning orientations. 

The eighth question on the Freeman and Freeman's checklist(1999/2000) is "Are 
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the students involved in activities that build self-esteem and provide them with the 

opportunities to succeed?"(p.3). Along with Virginia Collier (1995), and many others in 

this literature review, Freeman and Freeman (1998) value the importance of the teachers' 

learning expectations for students. "When teachers have faith in their students, and the 

students themselves believe they can learn, these high expectations lead to academic 

success" (p.3). 

The affective domain of the classroom, that is, the social emotional climate, is of 

utmost importance in classrooms that exhibit an empowering pedagogy. Empowering 

classroom teachers enact classroom processes and procedvires that foster the development 

of positive relationships between the students and the teacher as well as amongst 

classmates. Shor (1992) asserts that there are often negative student affects generated by 

the pure nature of the traditional classroom. "The unilateral teacher authority is a passive 

curriculum that arouses in many students a variety of negative emotions" (p.23). 

Affective classrooms should also foster a productive balance between patience 

and impatience. Students and teachers take time to reflect and discuss during the learning 

process, but at the same time they do not take an excessive amount of time to complete 

class projects and tasks. According to Shor (1992), the behaviors exhibited by the 

teachers and students in an empowering educator's classroom are: cooperation, humor, 

curiosity, openness, attentiveness, respect, hope, responsibility, and a general concern for 

society and its members. 
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Linguistic and Cultural Assets 

The student's individual strengths and resources that he or she brings to the 

classroom need to become assets in the educational process and to the educational 

community within the classroom. The teacher needs to get to know each student and 

their families in order to become aware of each student's prior experiences and 

knowledge. Collier (1995b) discusses the importance of developing integrated thematic 

units based upon the students' prior experiences. She states, "Teachers and students 

together chose the themes to be developed and together explore knowledge gathering and 

knowledge producing. Themes generally focus on something that is a universal human 

experience, helping students to connect to their past knowledge and experiences" (p.36). 

Collier (1995b) cites Au, Freeman and Freeman, E. Garcia, Genesse, Tharp and 

Gallimore, and Trueba, to support using students' linguistic and cultural backgrounds as a 

resource for new learning. She concludes, "Many research findings in language minority 

education have clearly established that students learn best when lessons cormect to their 

past experiences. Activation of students' prior knowledge is considered the first step in 

any meaningful instructional activity" (p 36). 

Dave and Yvonne Freeman (1998) continuously discuss the importance of using 

students' linguistic and cultural backgrounds as an asset to language acquisition. Two of 

the eight evaluative questions on their checklist call upon teachers to reflect whether or 

not their classroom values, supports, and develops the student's primary language and 

culture. They state, "students who fully develop their primary language acquire L2 more 
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quickly....Knowledge developed in the primary language transfers to an L2. Further, 

bilingualism enriches the individual and the community" (p.2). 

Also, Freeman and Freeman (1999/2000) articulate the importance of drawing on 

students' background knowledge and interests. If a teacher is inattentive to a student's 

real-life experiences and prior learning, whether in school or in settings outside of the 

classroom, the student's learning is disconnected and fragmented in nature. By utilizing a 

student's linguistic, cultural, and familial resources as a foundation for new learning, and 

providing comprehensible language input, students will learn both academic content and 

language. "The best way to make input comprehensible is through use of the first 

language" (p.2). Thus, in contexts where bilingual education is an option, it becomes an 

key component of effective language acquisition methodology. 

Throughout Freeman and Freeman's writings, empowering students to control 

their own learning through discovery learning, developing critical thinking skills, critical 

discourse, problem posing and problem solving, choice, and self- evaluation are regarded 

as best practices to use in order to help students to become independent, involved and 

engaged in their own learning. These approaches are conducive to second language 

acquisition. 

Shor's (1992) concept of empowering education focuses on utilizing the students' 

linguistic and cultural backgrounds. In order to engage students in new knowledge and 

activate their prior knowledge, the students' linguistic and cultural backgrounds need to 

be well known to the classroom teacher and used as a resource in the classroom. If a 
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student is to be involved in dialogue, one of the key tools in Shor's problem posing 

model, students need to be comfortable using the language they know best to engage in 

the social and academic dialogue in the classroom. 

The problem-posing method of education is designed with the particular intention 

to support students in developing the knowledge, skills, and values needed to become 

critical decision makers and to take part in the democratic process. To be democratic in 

the classroom implies orienting subject matter to student culture-their interests, needs, 

speech, and perceptions—while creating a negotiable openness in the class where 

students' input jointly creates the learning process. 

Self-Determination. Reflection, and Metacognition Through Experiential 
Learning 

Choice and self-evaluation are tools for students to determine their own success, 

and to consciously decide the social and academic activities that need more emphasis. 

Students are empowered to become aware of and describe strategies they use to leam. In 

order to create an empowering environment for students, wherein they become conscious 

decision makers about their own learning, the role of the teacher must change to allow 

self-determination and metacognition to take place. Collier (1995b) supports classrooms 

that promote student problem solving, experiential learning, critical thinking, and 

discourse. 

The teacher needs to assume the role of facilitator and co-leamer in the classroom 

setting. The students become the focus of the activity in the classroom, not the teacher. 
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Collier (1995b) writes, "In the research on effective instructional practices with language 

minority students, it is very clear that when students and teachers work as partners in the 

learning process, rather than the teacher serving as dispenser of knowledge, then the 

magic truly happens" (p. 37). 

Collier cites the works of John Dewey, Paolo Freire, Donald Macedo and Ira Shor 

to support this shift in the role of teacher. Collier (1995b) says, "For both Dewey and 

Freire, student-centered, discovery learning is the key. The teacher serves in an important 

role as guide and facilitator, helping to structure the ways that students and teacher will 

explore new knowledge or pose problems to be solved or acted upon" (p. 37). 

Freeman and Freeman (1999/2000) state, " Another way to make sure students are 

learning is to provide them with choices in the questions they investigate, increasing the 

possibility that students will connect their life experiences outside of school with their 

studies in school. This approach allows all students to build on the knowledge and 

experiences they bring to the classroom" (p.2). 

Freeman and Freeman (2001) also discuss the importance of classrooms that 

support the role of student as an explorer. This image of the learner is based upon 

Rosenblatt's (1938) Transactional Theory. Freeman and Freeman believe that students 

are "explorers who continually revise their understandings as they live through and 

reflect on the new experiences" (p.34). They label classrooms that are designed to 

encourage experiential learning as "explorer classrooms" and list distinctive 

characteristics of explorer classrooms. 



Shor (1992) believes that dialogue and experience are tools for self-determination 

and metacognition. He stresses the importance of dialogue as a conductor to empowering 

education, he states, "An empowering teacher does not talk knowledge at the students but 

talks with them"(p.85). He focuses on the importance of two-way reciprocal, respectfiil 

relationship and also believes that dialogue between teachers and students should be 

mutual in nature. This value encompasses his belief that students need to be actively 

participating in the classroom through dialogue. Structured knowledge is integrated into 

students' speech and understandings through dialoguing using generative, topical and 

academic themes. The works of Vygotsky (1978) also support using dialogue as a 

mediating tool for constructing meaning and negotiating learning within the classroom. 

Dialogue is thus central to the problem posing model of education. Shor thinks 

that educational dialogue should develop critical thought and democratic participation. 

This dialogue is student centered and initiated by a critical teacher, and at the same time, 

is an open structure in which the teacher's authority is balanced by the students' input in 

order to make the process democratic and critical. 

Freire (1970, 1973) emphasized the importance of dialogue that is horizontal. 

Horizontal communication is when the teachers' and students' input becomes mutually 

important to the learning process. Horizontal dialogue is central in developing the 

positive affective learning environment. "Through dialogue, reflecting together on what 

we know and what we don't know, we can than act critically to transform reality" (Shor 

and Freire 1987, p. 98-99). 
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Another component of Shor's checklist for empowering education is desocializing 

in order to enable students to change their individual realities as well as the reality of their 

worlds outside of the classroom. Desocializing is described by Shor (1992) as the 

"questioning of social behaviors and experiences in school that make us into the people 

we are (p.78). It involves critically examining learned behavior, received values, familial 

language, habitual perspectives, existing knowledge and power relations, and traditional 

discourse in and out of the classroom. 

Shor (1992) discusses two areas of desocialization. The first is the desocialization 

from traditional schooling or the banking model of education which interferes with 

critical thought. The second type of desocialization is in a broader sense outside of the 

classroom and from mass culture. This desocializing is to help make students aware of 

the values they have obtained through the media and daily life such as sexism, racism, 

prejudice etc. Desocialization, on both levels, is achieved through critical dialogue that 

challenges the status quo. This dialogue is designed and managed by the classroom 

teacher, keeping the students at the center of the discussions. The dialogue is central in 

developing a critical consciousness. 

Competent Teacher 

A competent teacher, who is knowledgeable about the characteristics of effective 

ELL classrooms, and knows how to implement these pedagogical principles in the 

classroom, is pertinent to the success of the ELL. Collier (1995b) frequently refers to the 

role that the classroom teacher must assume in order for the characteristics of effective 
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ELL classrooms to be evident in the learning activities facilitated in the classroom, stating 

that, "The teacher can be the facilitator of the [language acquisition] process" (p.7). 

Collier (1995b) states that a teacher needs to be able to implement various 

learning strategies in order to meet the needs of the students' diverse learning styles. "A 

teacher's best strategy is to use many different instructional approaches to meet the 

diverse needs of learners" (p. 26). Collier (1995b) cites Chamot and O'Malley (1998) 

and summarizes their findings stating that, "Conscious development of many types of 

learning strategies is an important new^ approach to teaching language minority students" 

(p. 26). 

Since language acquisition is a complex process rooted in the socio-cultural 

context, teachers of ELL students need to participate in on-going professional 

development to hone their teaching skills. Thomas and Collier (1998) support the role of 

the teacher as "life-long learner" and believe that effective ELL programs are developed 

by highly-skilled, well-read teachers who have knowledge about language acquisition. 

They recommend that school districts "provide ongoing staff development for teachers to 

share and co-develop cooperative learning, thematic lessons, LI and L2 literacy 

development across the curriculum, process writing, uses of technology, multiple 

intelligences, critical thinking, learning strategies, and global perspectives to inform the 

curriculum" (p.78). 

Additionally, Thomas and Collier (1998) recommend that schools involve their 

teachers in a 3-5 year plan that focuses on learning more about characteristics of effective 
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ELL classrooms. Specifically, they suggest that an effective program can be developed 

by " engaging your staff in professional development activities that increase their 

understanding of the theory and teaching practices associated with the ESL-content 

program" (p.78). 

Freeman and Freeman (1998) pose questions for teachers to reflect upon to 

determine the basis of their teaching. Some of the questions they feel are good to 

examine attitudes about teaching and learning include: "Do I teach in response to or 

reaction to the students? What am I required to teach? What am I allowed to teach? 

Why do I teach as I do? Do I teach like I was taught or how I was taught to teach? How 

does/should my own experiences in school influence the way I teach? Is this way the 

most engaging and stimulating model?" (p. 27). A reflective teacher is key to the success 

of second language learner's social and academic growth in the classroom. 

Freeman and Freeman (1998) discuss the lack of knowledge on the part of many 

classroom teachers in regard to teaching ELL students. They believe that teachers and 

administrators want to do a good job of teaching language minority students, but that they 

are often ill-prepared and do not possess enough information about language acquisition 

methodology to do so. " In settings such as the United States, teachers are frequently 

unprepared for students who come from different cultural and linguistic backgrounds and 

do not speak English" (p. xv). Therefore, Freeman and Freeman established the 

Principles for Success for English Language Learners to provide a theoretical and 

practical guide for educators who teach ELL students. 
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Shor (1992) argues that the relationship between students and the teacher needs to 

be cooperative in nature. The teacher's role becomes one of facilitator, mentor, and co-

leamer. Shor believes that students need to become active participants in their own 

learning process; they should be able to make decisions about what they leam, how they 

leam it, and how their progress will be assessed. The classroom teacher, in turn, uses the 

information generated through dialogue with the students to develop the most appropriate 

ways for students to accumulate and demonstrate new knowledge. This is similar to what 

Collier (1995b) refers to as knowledge gathering and knowledge producing. 

The concepts of self-determination and self-evaluation also apply to the ability of 

classroom teachers to critically examine their classroom practice and make changes to 

improve the classroom setting for the students. Critical pedagogy through teacher 

research is a way for teachers to examine their teaching and student learning and 

achievement through a broad lens, while at the same time considering the needs of their 

students at a local level. The research teachers can do to improve their instruction 

includes questioning the status quo of traditional education and implementing iimovative 

methods supported by research. These values of empowering education discussed by 

Shor (1992) serve as a good reflective tool for classroom teachers, specifically those who 

teach ELL students. 

The Socio-Political Context of ELL Education 

The education of ELL students always exists in a socio-political context that 

affects the ways teachers teach and the ways that students leam and/or do not leam. 
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Relationships between culture, power, and knowledge underpin language policies. 

Language ideologies, language policies, and the efforts of the ruling class to maintain 

power, impact the pedagogies that teachers use to teach ELL. Additionally, resistance to 

the ideologies and policies of the ruling class does exist within the socio-political context. 

These groups of resistance severely hinder the attempts to dominate. 

In this section of the literature review, I review the research that focuses on the 

socio-political context surrounding ELL education at the national, state, and local levels. 

The review of the literature in this section is organized by five common themes that are 

common among most of the research. The five themes in this section are: 

1. Culture and Power 
Conflicts over power and knowledge are part of our culture and are closely linked 
with economic advantages that are associated with that power and knowledge. 
The ruling elite maintain power by propagating their dominant culture in schools. 
This power is often associated with prestigious education and upper socio
economic class. 

2. Language Policy to Maintain Power and Social Class 
As a part of the efforts to maintain power through culture, language policies are 
designed to subordinate and separate students who speak a language other than 
English as their primary language. Policies and laws about language maintain the 
social and economic power of the ruling class. 

3. The Disguise of Language Policy: Nationalism and Americanization 
Frequently present in the dialogue in favor of restrictive language policies is the 
notion of Nationalism and Americanism. In the U.S., the English language is 
commonly linked to being a good citizen and a patriotic American. In order to 
gain citizenship, a certain level of Enghsh proficiency is required. 

4. Opposition to the Dominant Culture's Policies: Revolt Against the 
Bureaucracy Coexisting with the dominant culture's fight to maintain social and 
economic superiority, is a contrary ideology to maintain strong cultural and 
ethnic identities and to support bilingualism as a social and economic asset. 
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There are counter-ideologies that challenge the dominant culture's stances on 
language policy. 

5. Lack of Voice and Political Action. 
One factor hindering the oppressed or subordinate culture's power in the social, 
economic and political realms is the lack of voice and representation of ethnic and 
language minorities in the political forums. Some research states that language 
policies are a way to perpetuate this lack of voice and participation in politics. 

These themes were developed from a review of the works of Joel Spring, Rene 

Galindo, Tove Skutnabb-Kangas, James Crawford, and James Cummins. I first describe 

each of these researchers before summarizing their work based on these themes. 

Joel Spring 

At the time of this study, Joel Spring was a researcher whose writings describe 

and define educational politics in the United States. His Ph.D. was from the University of 

Wisconsin in educational policy studies. His many books include: Conflict of Interests: 

The Politics of American Education (20021 The Intersection of Cultures (20011 

Deculturalization and the Struggle for Equality (1991^. and Wheels in the Head ("20021 

In these books, he examines the intersections of the dominant culture in the United States, 

the culture of economic opportunity, dominated cultures, social class, racism, sexism, 

school culture, immigrant cultures, and the global economy. He provides a critique of the 

social and political forces that shape educational politics. The book. Conflict of Interests: 

The Politics of American Education, is the main source of information in this literature 

review. 



65 

Rene Galindo 

Rene Galindo was a Associate Professor at the University of Colorado at Denver in 

the School of Education at the time of this study. Galindo's research includes 

sociolinguistic, minority teacher identity, and bilingual education. Galindo has examined 

Chicane teachers' self identities and has explored the biographies of Chicanos who have 

been successful in mainstream educational settings. Originally from Nogales, Arizona, 

Rene Galindo earned bachelors and masters degrees from the University of Arizona. 

Galindo has nine years of experience teaching first and second graders in Tucson. 

The schools where Galindo taught served a predominantly working class population of 

Mexican origin. Presently Galindo is researching the role of Latino parents in the debate 

over bilingual education in Colorado. Because of Galindo's experience as a student along 

the U.S. Mexico border, the teaching experiences he has had with the Hispanic population 

in Tucson, and the nature of the research he conducts, his work is particularly pertinent to 

this study. Some of his works I reviewed for this study include: Language Wars: The 

Ideological Dimensions of the Debates (1997), and Study to Uncover Parent Attitudes in 

the Bilingual Debate (2002). 

Tove Skutnabb-Kangas 

Tove Skutnabb Kangas writes extensively about linguistic human rights, bilingual 

education, language policy, integration and linguicism. Her most recent publication is 

called Linguistic Genocide in Education-Or Worldwide Diversity and Human Rights? 

She is a professor at the University of Roskilde in Deimiark. 



James Crawford 

James Crawford is well known for his research in the field of bilingual education 

and the politics that surround the education of ELL in the United States. At the time of 

this study, he was an independent lecturer and writer. He had spent more than 17 years 

writing, researching, and presenting on such issues as endangered languages, language 

legislation, the English-Only movement, and bilingual education. His best known books 

are: At War With Diversity: U.S. Language Policv in an Age of Anxietv (20001 Bilingual 

Education: History. Politics. Theorv and Practice (19951 Hold Your Tongue: 

Bilingualism and the Politics of English Only (1992), and Language Loyalties: A Source 

Book on the Official English Controversy (19921 He has also written numerous papers. 

a Diverse Society (20011 An Introductory Reader to the Writings of Jim Cummins 

(20011 and This Place Nurtures My Spirit: Creating Contexts for Empowerment in 
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Linguistically-Diverse Schools (2000). Even though his context and background are 

much different from the Southwestern United States, I believe his extensive and 

encompassing research is very relevant to this study. 

Culture and Power 

Conflicts over power and knowledge are part of our culture and are closely linked 

with economic advantages that are associated with that power and knowledge. Spring 

(2002) writes about the historical uses of education, and therefore knowledge, as a way 

to separate social classes. Those who possessed an education were, and still are, 

considered socially superior to those who do not possess an education. " This lack of 

knowledge can easily slip into a feeling of social inferiority" (p.38). This feeling of 

inferiority comes from the lack of reference points that the uneducated do not have, that 

only the "educated" possess and share among themselves, the tj^es of language used, 

and the way that language is used. Accents and speech usage patterns also contribute to 

this perceived distinction between the educated and the non-educated. 

Those who participate in elitist educational systems are schooled in a shared set of 

values, norms, and experiences, and therefore, at the culmination of their experience, they 

share the same social attributes. People who share these same educational and cultxiral 

backgrounds have an overwhelming advantage in employment in fields that have the most 

power in society, such as banking, finance, corporate, and the justice systems. 

Spring (2002) writes, "Employment in the upper echelons of banking, 

investment, legal, and corporate firms is made much easier for those with the correct 
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cultural backgrounds and friends. Those who attempt to change their cultural patterns are 

faced with the psychological dilemma of possibly branding their cultural heritage as 

inferior"(p.39). He believes that this problem exists for the major ethnic groups in the 

U.S., including Hispanics. 

Language Policy to Maintain Power and Social Class 

Spring (2002) discusses how policies and laws about language maintain the social 

and economic power of the ruling class. He writes extensively about bilingual and 

bicultural education and why it is often viewed as a menace to the dominant culture. 

"Some people feel that bicultural and bihngual education threaten the dominant Enghsh-

speaking culture of the United States. For those whose background is the dominant 

English-speaking culture, promotion and recognition of another culture threatens their 

advantages in the labor market" (p.43). This feeling of anxiety is most likely increasing 

because of the large increase in the Hispanic population in the U.S., particularly in the 

Southwestern United States, the context of this study. 

It would be difficult to continue the current social and economic stratification 

between the Mexican-American culture and the dominant English culture if equal 

opportunity is provided to the Mexican-Americans in their schooling. Spring (2002) 

states that, "If Mexican-American culture is given equal value when compared with the 

dominant English culture, then it is difficult to perpetuate such myths as Mexican-

Americans are basically lazy, and the only type of work they are fit for is migrant farm 

labor" (p.43). Spring (2002) argues that, "In covintries with diverse language groups. 
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language policies are a common means of maintaining political power" (p. 45). 

Segregation of non-English speakers from English speakers was once again taking 

place in many schools in Arizona. Since Proposition 203 passed in the fall of 2000 and 

was implemented in the fall of 2001, students who do not speak English as their first 

language are typically separated out of the regular classroom and are placed into one year 

Sheltered English Immersion classrooms. This segregation of students who do not speak 

English as their first language is another way of keeping non-English speakers in a 

separate social class within the school setting. I believe that it perpetuates the social and 

economic stratification between Mexican-Americans and the dominant English speaking 

class in a visible way. 

According to Rene Galindo (1997), ideologies play a major role in the use of 

language policy to help maintain the power of the ruling class. Galindo describes 

ideologies as "systems of ideas that function to create views of reality that appear as the 

most rational view; a view that if based on 'common sense' notions of how the social 

world ought to be. Although presented as the basis for rational constructions of reality, 

ideologies operate on the basis of values, beliefs, and attitudes-what may be termed as 

unexamined assumptions-that make problematic the controlled comparisons of competing 

perspectives of reality in everyday discourse such as in the newspaper" (p.3). Ideologies 

represent the interests of the dominant culture as the interests of all members of society. 

They serve the purpose of maintaining the status quo and to legitimize the structures of 

power. 
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Ideologies that are specific to ideas about language are called language 

ideologies. Skutnabb-Kangas (1988) terms the ideological struggles, which focus on 

language, as linguicism. She defines linguicism as "the ideologies and structure which 

are used to legitimate, effectuate, and reproduce an unequal division of power and 

resources (both material and nonmaterial) between groups which are defined on the basis 

of language (on the basis of their mother tongues)"(p.l3). 

Skutnabb-Kangas defines linguicism across her writings. When one linguistic 

resource (language) is valued, and another devalued in social or educational settings, it is 

called linguicism. Skutnabb-Kangas agrees with Collier, Freeman, Shor, and multiple 

other researchers in this study, that a student's first language should be valued as an 

asset in the classroom, the community and society. Skutnabb-Kangas (1988) defines 

linguicism as the absence of language rights in society, the community, or in schools. 

She believes that everyone should have language rights including: 

1. Every child should have the right to positively identify positively with her 

original mother tongue(s) and have her identification accepted and respected by 

others. 

2. Every child should have the right to leam the mother tongue(s) fully. 

3. Every child should have the right to use the mother tongue(s) in all official 

situations, (p. 19) 

If the research of Skutnabb-Kangas is applied to the English Immersion trend in 

Arizona, it appears as though a form of linguicism exists in the language policy for 
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instructional settings as defined by state law. By eliminating the use of Spanish in 

classrooms as a mode of instruction, the language rights of LI Spanish ELL students are 

diminished. Also, they are "marked" as being different or as having a problem by being 

separated from the mainstream English speaking students for their academic learning. In 

some school districts in the state ELL instruction is often placed organizationally with 

Special Education. 

Crawford (1996) also examines the social and ideological foundations of language 

policies and laws that restrict the use of language. He describes these ideologies about 

language as "Ideologies, which take on an autonomous life of their ovra, do play a 

significant casual role in intergroup conflicts. They socially constructed. How we think 

about them is grounded in material realities-demographic patterns, political alignments, 

economic conditions-which are ever-changing" (p. 4). 

Crawford notes that terms like bilingual education. Limited English Proficient, 

and language minority have acquired certain meanings that label those students that they 

describe with a deficient tone. Crawford feels this is due to the large increase in the 

Hispanic population and other minority groups in the United States. By creating these 

terms and applying them into school settings, it helps the majority English speaking 

culture to maintain its position of dominance in society by devaluing the language, and 

therefore, the culture of the Spanish-speaking population. 

Crawford (1996) describes two different categories of English only movements in 

the U.S. He believes that language policies can be used as a tool for maintaining the 
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dominant culture's power (social control) and as a means to give one group privilege over 

another (cultural superiority). Crawford states that, "As numerous commentators have 

noted, racism and nativism-in particular Hispanophobia-have featured predominantly in 

the (not so well) hidden agenda of organizations such as U.S. English" (p. 4). 

Crawford (1996) also suggests that those who support the regulation of language 

usage by law or policy in civic life are afraid of the diversity and possible equality it may 

create. One very important statement from Crawford about these fears of making 

reasonable accommodation for ELL students in schools is that, "No matter that such 

accommodations can benefit and, indeed, unify society as a whole. The precedent is what 

troubles the English-only mentality. Who knows where the slippery slope might lead-

social equality? fewer advantages for white Anglo-Americans? Linguistic human rights 

for everyone? These are nightmarish prospects for the privileged and the powerful, and 

for those who share their world view" (p. 15). 

The Disguise of Language Policy; Nationalism and Americanization 

Frequently, the arguments in support of English-Only laws and policies are 

disguised with rhetoric about how speaking English is directly linked to one becoming 

and being a "good American." These arguments are laced with nationalism and 

patriotism. This rhetoric has most likely gained momentum since the 9-11 terrorist 

attacks on the World Trade Center. This argument is flawed in its rational. Speaking 

English does not equate with being a good American or being a good citizen. Speaking 

English does not necessarily mean that one fully supports or is aligned with the 
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government or dominant culture of the U.S. (Spring, 2002). 

Crawford(1996) refers to the rhetoric of using 'Americanism' as an argument in 

support of regulating language usage in public institutions and society at large. He argues 

that, "Language conflicts generally incorporate symbolic struggles over cultural, ethnic, 

or national identity. Yet they represent more than contending philosophies of 

assimilation and pluralism, disagreements about the rights and responsibilities of citizens, 

or debates over the true meaning of 'Americanism'. Ultimately, language policies are 

determined by material interests-struggles for social and economic supremacy-which 

normally lurk beneath the surface of the public debate" (p.4). 

Lack of Voice and Political Action 

One of the problems that has existed in regard to the education of ELL students is 

the level of parental involvement in the education policy-making process. It seems that 

Mexican-American parents and also teachers of ELL children of Hispanic descent are 

often not very active, or least visibly active, or heard, as the debates over what 

methodologies are best to help students gain English proficiency. 

Donaldo Macedo (1999/2000) focuses on the ways in which the English-only 

policies silence students in the schools, which then translates to apathy and lack of voter 

turn out as adults. He states that "language is the only means by which students can 

develop their own voice, a prerequisite to the development of self-worth" (p.65). It is this 

voice that students need to become participants in the democratic process. It is the voice 

that minorities need to empower themselves in a democratic system. 
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Macedo (1999/2000) argues that policies that silence students need to be ended in 

order to maintain and recreate a democratic society. The devaluation of students' 

language and culture in school settings alienates them from the process of democracy. 

Macedo believes that these English-only policies devalue the cultural capital of students 

and creates and recreates a status quo of silencing minority populations. 

Rene Galindo (2002) is researching the absence of Latino and Hispanic parents' 

voices in the debate about bilingual education in Colorado, particularly in the Denver area 

to "uncover new information regarding Latino parents' involvement in the debate" (p.l). 

The findings from Galindo's study on parental involvement in the debate about bilingual 

education is closely linked to that of the parent participants in this study. Aligning myself 

with Galindo's goal of finding out more about the thoughts, feelings, and perceptions of 

"Latino parents' concern's regarding this topic" (p.l.), I gathered information about 

parents' perceptions about the education of ELL students in the RVSD. Galindo hopes 

to document the parent's attitudes about bilingual education and why they either support 

or oppose bilingual education for their children. I hope to accomplish the same goal as 

part of this study. 

Lack of representation and political clout was obvious in the state as I completed 

this study. During 2002-2003, the state legislature was made up of 14% Hispanic 

representatives. The state Hispanic population was at approximately 25% (Marson,2002). 

As the Hispanic population continued to grow, the representation in the legislature did 

not increase at the same rate. As mentioned previously, the Hispanic population in Rio 
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Verde was 97%. A legislature made up of only 14% Hispanic represents the community 

in the votes on the educational funding for the newly enacted laws requiring an English 

Immersion model for educating non-English speakers in their schools. 

This disparity between population and representation is problematic for the 

Hispanic population in the state. According to Marson (2002), Lorraine Lee, of Chicanos 

por la Causa, remarked on this situation: "Unfortunately the agenda that we (Hispanics in 

the state) have many times does not coincide with their (legislatures) agenda. There has 

to be a realization of the numbers that Hispanics have in the state" (p. A15). One of the 

concerns of the Hispanic community that was decided by the state legislature during the 

2003 session is the funding for English Immersion Programs. 

Opposition to the Dominant Culture's Policies: Revolt Against the Bureaucracy 

This section reviews the literature about counter ideologies and the actions that 

parents, teachers, administrators, and scholars are taking to help develop and maintain 

effective educational settings for ELL students. Thompson (1981) uses the term counter-

ideologies to describe the ideologies that act in opposition to the dominant institutional 

positions. 

Hispanics who were active in politics at the state level are trying to translate the 

significant population growth of Hispanics in the state into strong voter turn out. Senator 

Ramon Valdez (D-Tucson) hopes that this could be accomplished by making personal 

contact with voters. Valdez said, "That's the only thing that seems to work. There needs 

to be a direct person to person approach" (p. A15, Marson, 2002). 
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Macedo (1999/2000) calls for a development of political awareness across the 

curriculum for all children in public schools. He feels that this is the means by which 

minorities can achieve social justice for themselves and their children. Macedo suggests 

that schools and teachers can be agents of change. "Adopting a critical posture helps 

teachers advocate for their students. Teachers and students can move beyond the present 

to imagine a future where social justice and humanity are always present in the 

classroom"(p. 67). 

Summary 

In Chapter 2,1 reviewed the professional literature that provided a framework for 

the teaching and learning with ELL student populations. The literature review is focused 

in two parts. The first part delineates 6 components of effective ELL teaching practices 

for classrooms. The second section of the literature review defines the socio-political 

factors that impact the education of ELL students. These are the two of the major issues 

that impact the education of ELL students evident in the professional literature. 



77 

CHAPTER 3 

METHODOLOGY 

" Interviews are a powerful way to gain insight into educational issues through 
understanding the experience of those who participate in education.''^- Seidman, 1998. 

A Qualitative Inquiry 

Because I believe in a participant-centered method for educational inquiry, I chose 

to follow a qualitative approach for this study, utilizing documents and interviews. 

Rossman and Rallis (1998), describe qualitative research as taking place in the natural 

world using multiple methods that are interactive and humanistic. They also define 

qualitative research as an emergent process that is fundamentally interpretive in nature. 

This study is a systematic inquiry to seek new insights into the perceptions of teachers, 

parents, former students, and administrators and other community members of the RVSD. 

Local and specific knowledge from the Rio Verde School District was collected. 

In this study, the perspectives of the various participants in the educational 

community of the RVSD are compared and contrasted with the perspectives of the 

participants in political and legal contexts in the state of Arizona. The themes and 

categories that emerged from the data were juxtaposed with the related research on the 

characteristics of effective ELL classrooms, as well as the research regarding the socio

political context in which the education of ELL exists. 

The advantage to using qualitative methods to collect and analyze data about an 

educational issue is that insights into the thoughts, perceptions, and feelings of the 
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participants are discovered, recorded, and organized in a meaningful way. Qualitative 

research gives readers a snapshot into the socio-cultural aspect of teaching and learning in 

a specific context. I hoped that the information from this project will help the RVSD to 

improve their school district's classrooms for their students. Glense (1999) states, 

"Qualitative research provides many opportunities to engage feelings because it is a 

distance-reducing experience" (p.93). This study gives the reader insight into the 

perceptions of the stakeholders in the RVSD. 

Glesne (1999) describes qualitative methods as "generally supported by the 

interpretivist (also referred to as constructivist) paradigm, which portrays a world in 

which reality is socially constructed, complex and ever-changing" (p.5). Researchers 

who follow a constructivist model believe that social realities are constructed by the 

participants in those social settings. I felt adamant that the voices of the participants in 

the educational system in Rio Verde were not being heard as politicians crafted policies 

to guide the education of ELL students in their schools. Thus, a critical ethnographic 

form of qualitative research matched the purposes of this study. 

A Critical Orientation 

As defined by Glense (1999), there are three specific critical orientations that 

researchers use instead of, and to challenge traditional qualitative research.. They are: 

critical pedagogy. Feminist pedagogy, and action research. This study matches Glense's 

(1999) definition of a critical approach to qualitative research. 

According to Glense (1999), "critical researchers focus on both how knowledge is 



power and political"(p. 11). Glense quotes Quantz (1992) to more carefully define 

critical research: "focusing on groups marginal to the dominant culture, researchers 

attempt to understand and describe the experiences, consciousness, and cultural context 

of people living in asymmetrical power relations" (p. 11). Critical research examines 

socio-cultural practices that interfere with democracy. Critical research seeks to change 

beliefs and practices that constrain those in subordinate cultural positions in our society. 

I used a critical orientation as I gathered the data because this study sought to 

gain insight into the education of ELL students in RVSD. Ultimately, this study provided 

information that could transform ELL education in RVSD to a more just and democratic 

process by incorporating the thoughts, feelings, and beliefs of the research participants 

from the RVSD into the policies that guide classroom practices and attitudes. 

In this study, I first describe the state politics and policies related to the 

education of ELL in the state of Arizona from January of 2000 through September 2004. 

Next, I describe the thoughts, feelings, and perceptions of the participants in the 

educational process in the RVSD. I then compare and contrast the state ELL politics 

with the thoughts, feelings and perceptions of the participants. I also describe how the 

voices of the stakeholders and the policies compare with the professional literature 

regarding the education of ELL. In order to collect a large pool of data that included the 

voices of the participants in the policies and practices of ELL education, I collected the 

following data as the foundation for this study: interviews, questiormaires, a discussion 

group on ELL, newspaper articles, and, website/internet sources. 
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My research questions were marked at eliciting the uniqueness of the setting in 

Rio Verde. I believed that the RVSD's unique context and student population required 

site-specific information. The site-specific data in this study could help guide the 

principles for classroom practices and philosophical guidelines for educating the Rio 

Verde School District's large number of ELL students as well as for other border 

communities. The research questions helped me to gather data that would allow detailed 

insight into the dichotomy that exists between state level language policy, and the practice 

of educating ELL students in a context that varies greatly from the "mainstream majority" 

in the state's metropolitan areas. The questions for this study are: 

1. What were the positions of politicians, policy-makers and the public in regard to the 

education of ELL students in Arizona between January 2000 and September 2004? 

2. What were the perspectives of the RVSD stakeholders about the education of ELL 

students ? What are the characteristics of effective ELL classrooms as described by the 

following stakeholders; 

• teachers 

• former students 

• parents 

• administrators? 

3. What were the similarities and differences between the beliefs of politicians and 

stakeholders about the education of ELL students? 
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Human Subjects Committee and School District Approval 

In the 2 to 3 years preceding the formal initiation of this study, the regulations for 

research involving human subjects/participants became much more heavily monitored 

and regulated by the University of Arizona's institutional review board for research. The 

human subjects' regulations for my study, in essence, hindered my ability to collect my 

data according to my initial proposal. I felt that it also interfered with my ability to 

collect a well-balanced data pool, which I will discuss at length later in this section. 

Because of the regulations, the formal process of completing the necessary steps to 

initiate the study took about 8 months. 

The steps included: 1) studying and preparing for the test to become a certified 

principal investigator, 2) attending a seminar on the proper way to complete the Human 

Subjects Project Approval Form, 3) receiving dissertation committee approval for my 

study, 4) completing and submitting the lengthy Human Subject's Project Approval 

Form, 5) making the necessary revisions as recommended by the Human Subjects 

Committee, 6) resubmitting the proposal, and, 7) receiving the final approval and 

stamped informed consent forms for the participants. The certificate to serve as a 

principal investigator on a research project and the letter of approval for the study is on 

record with the Human Subjects Review Board as well as the Department of Language, 

Reading and Culture at the University of Arizona. 

When the proposal for this study was approved by my dissertation committee in 

December 2002,1 completed the Project Approval From For Ethical Review of Activities 



Involving Human Subjects (Questionnaires, Interviews, Observations, Video/Audio 

Tapes, etc.). This included copies of consent forms for the participants, recruitment 

materials in the form of fliers, and the potential questions for the questionnaires and 

interviews. This study was approved by the Social and Behavioral Sciences Human 

Subjects Committee at the University of Arizona in Tucson, Arizona on March 21, 2003. 

It was assigned the project number and title: BSC BOS.54 POLITICAL AND 

EDUCATIONAL PERSPECTIVES OF EFFECTIVE ENGLISH LANGUAGE 

LEARNER EDUCATION. The approval for the study was renewed in March 2004 in 

accordance for on-going studies involving human subjects. 

I obtained a formal permission to conduct this study from the Rio Verde School 

Board in March of 2003, after receiving the verbal consent of the superintendent. The 

information from this study may be used by the school board and administration of the 

district to provide information for possible grants, to develop on going professional 

development goals, and to inform the school board, teachers, parents, students, 

administrators, and the community of the current socio-political context in the state in 

regard to ELL education. It also provides a strong theoretical foundation of effective 

practices as well as political perspectives of ELL. 

Informed Consent 

When this study was approved by the Social and Behavioral Sciences Human 

Subjects Committee at the University of Arizona, the informed consent form (Appendix 

B) was accepted as the formal consent tool for the participants in this study. In addition 
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to verbally explaining the process to all interview participants and questionnaire 

respondents, they were all provided with a written copy of the interview and/or 

questionnaire process and their rights. 

All of the participants in this study who completed questionnaires or were 

interviewed signed a consent form outlining the study and informing them of their rights 

as a participants. They also were informed that I would use a pseudonym in place of their 

own name. Some of the participants made up their own pseudonym; others I assigned a 

pseudonym. I assured the participants that the tapes and transcripts from the interviews 

would be confidential. Also, if I chose to use passages from their interviews, their name 

or identity would not be associated with it. I reminded the participants of this as I 

initiated the interview. I also let them know if they wished to end the interview before I 

was through with the interview protocol, that was acceptable. 

The informed consent process pertained only to the participants from the RVSD 

who are not involved in the public and political debates, and do not have their opinions 

published in the media and/or public records. The positions quoted from the document 

analysis are attributed to the people who are responsible for them. The key politicians 

and policy- makers involved in the discussion about ELL education are named along with 

the statements about their positions. The interview participants and questionnaire 

respondents may be asked sometime in the fixture to be re-interviewed for a more in depth 

discussion about their thoughts, feelings and perceptions of ELL education in the RVSD 

for fiirther research. 



Research Methods 

Initially, when I proposed this study in the fall of 2002,1 wanted to use a 

participant-oriented model for my data collection. Participant-oriented model for 

research is described by Glense (1999). Glense exerts that in order to gather data that is 

focused on the thoughts, feelings, and perceptions that the people who have been active in 

a given context need to become active in the study, not only as being interviewed or 

questioned about a given topic, but also taking an active role in the decision making 

process about what data is collected and how it is gathered. In order to follow this 

participant-oriented model in the RVSD, I chose methodologies that elicited rich 

responses through dialogue between the researcher and the participants. I also followed 

the participants' advice about what types of data would be useful to inform the questions 

of this study as well as other participants who could inform this study. 

Several types of data are used to inform the questions of this study. The 

documents used as the data for the research questions #1 and #2 consist of: 

Question # 1. What were the positions of politicians, policy-makers and the public in 

regard to the education of ELL students in Arizona between January 2000 and September 

2004? 

Primary sources were: 

• newspaper articles from across the state 

The majority of the information and sources cited in this study were found in 

newspaper articles from across the state between January of 2000 and September of 2004. 



The mainstream newspapers of the metropoUtan areas, including the Arizona Daily Star 

and the Arizona Republic, contributed a wealth of the data along with another large 

portion of the data coming from not as well known newspapers from the rural areas or 

suburbs of the greater metropolitan areas. About 52 different articles were reviewed. In 

order to enlarge the number of sources for this portion of the study and to add to the 

newspaper copies that I collected, I used the internet to search newspaper websites for 

their archives as well as to conduct subject or name searches. 

• websites/internet sources for the Public School Superintendent's Office and the 

Arizona Department of Education 

The second source of data for question #1 was the campaign website of Tom 

Home and the Arizona Department of Education website. Once Tom Home assumed his 

role as public school superintendent, numerous policy statements and declarations about 

the education of ELL students in Arizona were posted on the website. The newspapers 

also contained dialogue about and responses to the declarations and policy statements that 

emerged from the Superintendent's office. 

Secondary sources were: 

• educational and special interest groups' websites 

• a list of school mles for students, teachers, and parents at Welder Elementary 

School 

In my initial research of the political and public positions in regard to the 

education of ELL students in Arizona for the time period spanning from January of 2000 



through December of 2004,1 searched the internet for several different educational and 

special interest websites. These websites were useful not only for the information that 

they provided on the topic of ELL education, they also made reference to additional 

resources on the issues. Few of the initial sources I searched in this category are quoted 

directly, but they did provide a strong foundation for further research. Previously 

conducted interviews and debates in video and/or audio form conducted interviews have 

been by media reporters or special interest group facilitators were reviewed. These 

documents include: 

• television interviews 

• video taped candidate forms 

• video-taped civic sponsored debates or get-to-know-the candidate presentations 

Television interviews with Tom Home, Superintendent of Arizona Public 

Education, during his campaign and 3 video tapes of candidate discussions were used as 

data for this study as well. Similar to the educational and special interest groups 

websites, only a small portion of this data is quoted directly. These recorded interviews 

provided the foundational information for the primary sources of data for this question. 

Additionally, they provided several short, but extremely revealing and powerful quotes 

pertinent to this study. 

Question # 2. What were the perspectives of the RVSD stakeholders about the education 

of ELL students ? What are the characteristics of effective ELL classrooms as described 

by the following stakeholders: teachers, former students, parents, administrators? 
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The primary sources of data were: 

• Interviews: I conducted audio taped interviews with 2 teachers, 3 former 

students, 3 administrators, and 2 parents. Only one of the interview participants 

was selected from the few questiormaires that were returned. When I used the 

questioimaire as the selection tool for the interview, I chose the participant that 

gave the most detailed or striking information in the questionnaires. The interview 

with the particular participants who had returned the questioimaire allowed the 

opportunity for further discussion to expand upon and explain their responses 

from the questiormaires in more detail as well as to show the broad span of the 

perceptions and beliefs about ELL education. 

The interviews with the participants of the study are the main 

source of data. The stakeholders in the educational process of ELL in Rio 

Verde are central to this study. The interviews reveal contradictory 

perspectives among themselves in addition to quite similar beliefs about 

policy and practice particular to Rio Verde. The interviews provide 

expanded knowledge about what the people think about schooling in Rio 

Verde. The interviewing process took the most time and energy in the data 

collection process. (See the interview and questionnaire protocols in 

Appendix A). 

• Discussion Group: A transcribed recording and field notes from a discussion 

group on the topic of ELL education in RVSD were used as data. As I completed 
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the data collection process for this study, a group of teachers, former students, 

administrators and parents allowed me to record a discussion group regarding the 

education of ELL in Rio Verde. It gave me a rich perspective of the issues that 

impact the political and practical side of teaching the large ELL population in 

RVSD. 

The discussion group was an unexpected form of data that emerged from a 

conversation with a colleague of mine, Nadia Sanchez regarding the education of ELL 

students. Nadia was a teacher and an acting administrator at one of the schools. Due to a 

delay of the start date for school in the fall of 2003 in the Rio Verde School District there 

were days that the teachers were required to be at school for the whole day but there were 

not students at school. Nadia was charge with facilitating professional development 

activities for the teachers during this time period. 

As a result of our previous conversation about ELL education in Rio Verde, Nadia 

decided to gather the site coimcil (parents, community members, teachers, administrators, 

and former students), and all of the classroom teachers at the school to have a discussion 

regarding the education of ELL students in the school district. I took field notes and 

recorded the group discussion about the education of ELL students. We met in the 

teacher's lounge of the school. 

During the group discussion I asked some questions and made a comment or two, but 

mostly I took notes and made sure the tape recorder was working properly. The 

information from this discussion was diverse in natvire and encompassed multiple 
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perspectives. The discussion group consisted of parents, teachers, administrators, and 

former students of the district. 

The secondary source of data was: 

• Questionnaires: Questionnaires were sent to twelve classroom teachers spanning 

K-12, twelve former students of RVSD, twelve parents of students currently 

enrolled in the K-12 program in the RVSD, and twelve administrators of the 

RVSD. I found out that questionnaires were probably not the best way to access 

information for this particular study. Only 10 questionnaires were returned, 2 

teachers, 2 administrators, 4 students and 2 parents. 

Document Review and Analysis 

The method used to collect and analyze the data for the first question in this study 

is document review and analysis. According to Mahoney (1997), document studies are an 

effective way to gather "insights into a setting and/or group of people that cannot be 

observed or noted in another way" (p. 10). Lincoln and Guba (1985) defined a document 

as any written or recorded material not prepared at the request of the inquirer. Documents 

can be separated into two major categories: public records and personal documents 

(Lincoln and Guba, 1981). The documents collected and analyzed in this study fall into 

the classification of public docviments. 

Document review and analysis as a form of data has several advantages. 

Typically, the documents are readily available, are inexpensive, and grounded in the 

setting in which they occur. Document analysis is useful for determining value, interest. 
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positions, political climate, public attitudes, historical trends or sequences (Mahoney, 

1997). This study examines these aspects in regard to the education of ELL through 

document analysis. 

Public records are materials created and kept for the purpose of "attesting to an 

event or to provide an accounting" (Lincoln and Guba, 1985). The documents used in 

this study provide an accounting of the positions in regard to the education of ELL in the 

state of Arizona between January 2000 and September 2004. Public records are collected 

from outside of an organization are called external sources. The documents from within 

are referred to as internal sources. According to Mahoney (1997), both eternal and 

internal documents can be useful in better understanding participants' positions and 

making comparisons between groups and communities. 

All of the documents used in this study are from external sources with the 

exception of the list of school rules from Welder Elementary School. Mahoney (1997) 

asserts that internal documents can be used to help "the evaluator imderstand the 

institution's resources, values, processes, priorities and concerns" (p. 10). The school 

rules reveal the schools values, processes, priorities and concerns in regard to the use of 

English at school and for extra-curricular activities. 

Interviews. Questionnaires, and a Group Discussion 

Qualitative research has been categorized into several distinguishable types or 

technique possibilities by various experts in the field. Glense (1999) focuses on 

ethnographic research techniques for seeking insights into cultural phenomenon. One of 
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the ethnographic techniques Glense discusses at length is collecting data through 

participant-interviews. Interviews are central in the data collection process in this study. 

Glense (1999) suggests topical interviewing in order to focus on a issue, process, 

or particular program. Topical interviewing helps to define and clarify the thoughts, 

feelings, and perceptions the participants in a particular context have about a certain 

aspect of that context and the experiences they have had in that context. I focused my 

questions on the topic of English Language Learner Education in RVSD. 

Glense (1999) states, "The opportunity to learn about what you caimot see and to 

explore alternative explanations of what you do see is the special strength of interviewing 

in qualitative inquiry. To this opportunity, add the serendipitous learnings that emerge 

from the unexpected turns in discourse that your questions evoke" (p.69). I chose 

interviews as one of my primary sources of data for question #2 because I knew that the 

interviews would supply me with in depth information from the key stakeholders in the 

education of ELL in the RVSD: teachers, former students, parents, and administrators of 

Rio Verde. 

Indeed, I gained more detailed information about the participants' experiences 

and beliefs about ELL education that are specific to the RVSD. Seidman (1998) supports 

the use of interviews when collecting data for ethnographic studies. Seidman (1998) 

believes that interviews are a powerful way to gain insight into educational issues through 

understanding the experience of those who participate in education. I found this to be true 

as I conducted the interviews. 
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The interviews were conducted in a variety of settings. Some of the interviews 

were in a public meeting room in the public library in Rio Verde, some in the 

participants' homes, offices, and classrooms. I let the participant select the place where 

he or she felt most comfortable to be interviewed. I drove the 100 mile round trip from 

my home to Rio Verde about 15 times during the summer and into the fall of 2003 to 

complete the interviews. 

I used a hand held micro cassette recorder with 90 minute cassettes. Batteries and 

extra cassettes were kept in my traveling bags along with the interview protocol and the 

informed consent forms. The audio quality of the micro cassette recorder was excellent 

and transcribing the interviews from the diverse group of participants was interesting. I 

enjoyed hearing what the participants had to say about the topic of ELL education in Rio 

Verde. 

Some of the participants I knew very well, and others I got to know or got to know 

better through the interview process. I also learned about the participants' thoughts as I 

transcribed their spoken ideas and thoughts into writing and reflected on their meaning. 

The interviews lasted approximately forty-five minutes each, depending on the length and 

complexity of the participants' responses. The longest interview lasted about an hour and 

a half and the shortest about 40 minutes. Ultimately, there were 212 pages of transcribed 

interviews, ranging from 12 pages to 21 pages in length. 

Selection and Interview Process 

The recruiting and consent process for this study was strictly regulated by the 
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guidelines set forth by the committee. As a result, the data collection process and the way 

that the data is presented in this study was altered from my proposed plan. 

Particularly, the interviews with the RVSD participants and how those 

participants were identified or described in the study were limited because of the 

inflexibility of the recruiting and selection process for the interview participants. I also 

faced the challenge of reconciling the ethical obligation of concealing the identity of the 

participants verses providing a comprehensive picture of the experience and education of 

the specific participants. 

hiitially, I thought that I would gain access to these participants in several ways. I 

had established relationships with many teachers, parents, students and administrators of 

the RVSD from prior and on-going professional ventures. Early in my teaching career, I 

was a classroom teacher in the district. I completed the coursework for my master's 

degree with many of the intended participants. From this experiential background and 

knowing some of the history of education of ELL in Rio Verde, I had a solid list of 

perspective interview participants from the four groups— teachers, parents, students and 

administrators— who I knew to be the richest sources of data. 

The plan of having designated participants whom I would make initial contact by 

phone was dissolved when I received written direction from the Human Subjects 

Committee to only recruit participants for the study by soliciting recruitment fliers in the 

schools and the community. This process made getting an adequate participant pool for 

the study difficult. With help from the district administration and teachers, I managed to 
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collect a strong data pool from across the four proposed participant groups. The parent 

participants were the most challenging to recruit. Three hundred and forty recruitment 

fliers were sent out to the teachers and administrators of the district. 

According to Human Subjects direction, the participants' identities were to be 

concealed. The participants' anonymity was my ethical obligation. When I proposed this 

study, I had hoped to give participants the option of whether or not I could use their real 

names in the study. I also wanted to give a detailed description of their experience and 

education as professional educators, a description of the former students' personal and 

familial backgroimds, and the same type of information for the parent-participants who 

are active in the educational process of ELL in Rio Verde. Ultimately, I identified each 

participant by using a pseudonym and did not provide biographical information about the 

participants in order to protect their identities. 

Also, as I participated in the interview and transcribing process, I realized that the 

study may be controversial in nature, at least that it could be interpreted as being 

controversial. I needed to eliminate the distinct background information that I felt would 

reveal the identity of the participants. If I gave any of the unique and quite notable 

personal and professional backgrounds of the majority of the participants, many people in 

Rio Verde would be able to identify who the participants were. 

Interview Participants 

At the time I initially proposed this study, I intended to be able to have a balanced 

pool of study participants from each of the four stakeholders from the Rio Verde School 
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District who I intended would initially complete questionnaires regarding their thoughts, 

feelings, and perceptions about the education of ELL students in the Rio Verde School 

District. After the initial questiormaires, I intended to interview 2-3 teachers, 2-3 former 

students, 2-3 administrators, and 2-3 parents of student enrolled in the Rio Verde schools. 

The interview participants in this study included 2 teachers, 3 administrators, 3 

former students, and 2 parents. Their names are all pseudonjmis that were either selected 

by the participant or myself. The interview participants names in this study who will be 

quoted in chapter 5 include: 

Teachers 
Mable Reilly 
Hank Fimbres 

Former Students 
Pancho Elias 
Dulce Duran 
Francisca Gomez 

Administrators 
Joaquin Brown 
Samuel Mackey 
Isabel Olivares 

Parents 
Ana Acuna 
Teresa Martinez 

Many of the group participants had roles really in several of the categories, 

overlapping and intersecting throughout their lifetimes. Some of the participants had 

been in all of the four groups mentioned above. They had been students in the Rio Verde 

School District, they became teachers as adults and sometimes went on to be 
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administrators, as well as having children who attended the schools. 

Discussion Group Participants 

As discussed previously, the discussion group was formed by a colleague of mine 

to fill some professional development time for the teachers at her school. Construction 

on their school had been delayed and the teachers were contracted to work, so they 

needed activities to fill at least half of their work days. The discussion group was only 

planned a few days before it occurred and Nadia invited the participants. She invited the 

Site-Council and the teachers at the school. 

The discussion group participants who are quoted in chapter 5 were also assigned 

pseudonyms. Participating in the discussion group were 1 administrator, 10 teachers, 3 

parents, and 2 student teachers. The discussion group participants whose responses are 

used in this study include: 

Teachers 
Enrique Sanchez 
Jackie Enriquez 

Former Students 
Tammy Kaye 
John Molina 

Administrators 
Nadia Sanchez 

Parents 
Emily Baca 
Joni Brown 
Luz Moreno 
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Questionnaire Respondents 

A total of 10 questionnaires were returned. The questionnaires were from 2 

teachers, 3 administrators, 3 students, and 2 parents. I did not assign pseudonyms to the 

participants who completed the questionnaires. When I quote from the questionnaires, I 

simply use the letter and numerical code on the questionnaire (i.e.: Tlq or A2q). 

Only one of the interview participants was selected from the few questionnaires 

that were returned. When I used the questiormaire as the selection tool for the interview, 

I chose the participant that gave the most detailed or striking information in the 

questiormaires. The interview with the particular participants who had returned the 

questionnaire allowed the opportunity for ftirther discussion to expand upon and explain 

their responses from the questionnaires in more detail as well as to show the broad span 

of the perceptions and beliefs about ELL education. This participant was Pancho 

Sanchez. 

Transcribing the Interviews 

I tried to transcribe the interviews shortly after recording them. Some had to wait 

only a day or so, and others a week or more. Each forty-five minute interview, on 

average, took between 6 and 8 hours to transcribe. I was tempted at times to hire 

someone to transcribe the interviews. But, after transcribing the first few interviews, I 

found that the best way to recognize the emergent themes and categories from the 

interviews was to listen to the interviews repeatedly as I transcribed them, so I decided 

against the costly, but easy way out. 



Irregularities/Problems in the Process 

There was some diversion from the proposed plan for collecting and analyzing 

data in addition to some challenges presented by the technical and human aspect of the 

interview process. On one occasion, two of the former students who participated in the 

study wished to be interviewed at the same time. So, I followed the same interview 

process that I did for the one-on- one interviews as well as the transcribing process. 

As I planned this study, I believed that the questionnaires would be a primary 

source of data or that they could be used as a selection tool. As I struggled with getting 

volimteers to complete the questionnaires and received a very low return rate of the 

questionnaires that were sent out, I realized that my questiormaires were too complex and 

asked for too much writing for the participants. The narrative or essay style 

questionnaire that I used was not very effective in gathering the depth and breadth of 

information I wanted for this study. In the future, if I chose questionnaires, I would use a 

easier format that does not require extensive writing. 

The group discussion was a pleasant surprise and was a great way to collect a 

large and diverse pool of data on one occasion. There were also the frequent and 

sometime last minute canceled interviews, a few that I never could reschedule, not to 

mention the great amount of time it took to drive to Rio Verde and waiting for the 

participants. Most frustrating was a "lost interview" due to a complication with the auto-

reverse feature on my cassette recorder. 
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Organizing and Analyzing the Data 

The process of collecting, analyzing and interpreting data are often inseparable as 

a process. Therefore, being flexible throughout the process is necessary so the data serves 

as a guide to the research. Several sources support this notion. According to Rossman 

and Rallis (1998), discovery and learning are an integral part of gathering, analyzing, and 

interpreting the data. This principle supports being flexible within the collection and 

analysis of the data. I allowed the data to guide the direction of this study. 

As the data was analyzed and interpreted, the emerging categories and themes 

were highlighted and expanded upon. Because the inquiry is done in order to leam about 

the complexities of which researchers are not totally aware, the design and the focus of 

the study have to be seen as "emergent" (Lincoln and Guba, 1985), and "flexible" (Rubin 

and Rubin, 1995). The process of my data organization and analysis was flexible and 

emergent. 

Listed below are the primary and secondary sources of data for questions 1 and 2 

of this study as described earlier in this section. Followed by the lists, are explanations 

of how each data source was organized and analyzed. The following paragraphs list and 

discuss the organization and analysis for the data: 

• newspaper articles from across the state 

• websites/internet sources for the Public School Superintendent's Office and the 

Arizona Department of Education 

• educational and special interest groups' websites 
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• previously conducted interviews and debates in video and/or audio form (these 

interviews have been conducted by persons other that myself) 

• Interviews 

• Discussion group 

• Questioimaires 

The data for both questions was organized and analyzed using similar methods. 

The organization and analysis for question #2 is somewhat more complex, due to the 

more diverse and detailed nature of the data. I begin with a description of the process 

for question #1 and continue into further discussion on the process for question #2. 

Question #1: document analysis: I gathered all of the relevant newspaper articles 

from across the state that I had collected between January 2000 and September of 2004. 

If they were originals cut directly from the newspaper, I pasted them onto copier paper 

and sequenced them into chronological order along with data from the websites and 

recorded interviews. 

As I sequenced the data, I began noting the categories that emerged across the 

data by making reflective notes in the left margin. I also used indexing to narrow the 

focus of themes and categories that occurred most frequently in the transcripts. The 

indexing process helped to focus this portion of the study. After an initial tally of 7 

emergent themes, the 4 most prevalent themes were selected and some of the remaining 

themes were integrated into one theme. 

The two distinct positions regarding ELL education impacting ELL policy that 
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emerged from the data for question #1 came from a review of mainstream media 

documents and included information about the following events and people or groups : 

Proposition 203, The roles of Unz, Ayala, Mendoza, Garica-Dugas in Proposition 203 

and beyond, Special Interest Groups: Chicanos Por La Causa, English for the Children, 

and, Tom Home, Superintendent of Public Instruction. There were to distinct positions. 

Thus, chapter four provides an overview of the political events between 2000 and 2004 

that created the debates and defined the two distinct positions regarding the education of 

ELL students. Chapter four focuses on the key politicians, policies, and public positions 

that impacted the state level policies regarding the education of ELL in Arizona between 

January of 2000 and September of 2004. 

I organized the data from each data source for question #1 for in the study in a 

three ring binder(s) sequentially according to the date of publication or release to the 

public and then separated them into two distinct positions. I developed a section for 

each position and then highlighted the various platforms in support of the two distinct 

positions. 

Within each section of the three-ring binder was information from each data 

source regarding the education of English Language Learners. Quotes from the central 

politicians and members of educational and special interest groups along with the public's 

responses were highlighted as examples throughout the study. Cormections across the 

data were made throughout the presentation in chapter 4 which focuses on the socio

political context of ELL education over a four year period. I wrote the narrative first by 
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describing the political events in regard to the education of ELL students in the state of 

Arizona between 2000 and 2004 and then using the two distinct positions as organizers. 

Question #2: 

Each interview was labeled with a numeric and alphabetic code to in order to refer 

to it without using the participants' name. For example, the first interview with a teacher 

was labeled TI i, the T for teacher, the Roman numeral I for the first interview with a 

teacher and the lower-case letter i for interview. I used these labels with page numbers 

of that specific interview, questionnaire or the group discussion to identify the various 

topics that emerged from the data, along with the frequency and location of the 

participants responses. 

I began to analyze the data for question # 2 by listing the key themes emerging 

from the data. Initially, I noted emerging themes in a notebook as I read through the 

questionnaires and transcribed the interviews. Next, after reading through each piece of 

data several times, I listed the emergent themes in the margins of the interviews, 

questiormaires, and the transcript of the group discussion. I refined the themes and 

developed sub-themes as the analysis progressed. 

In order to narrow the themes to a manageable set of themes, yet broad enough to 

provide a scope of the range of themes, I developed a chart to show the frequency, but 

also the locations of the themes in the data. The six themes were listed at the right of the 

chart, and on the left there were tally marks to show the frequency, as well as page 

nximbers of the coded data in order to help locate the themes in the data (Indexing ). I 
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also highlighted the six themes across all data items with 6 different colored highlighting 

markers (coding). The highlighted themes helped me to visually identify and distinguish 

the various themes across the transcribed interviews, the questionnaires and the 

transcripts of the group discussion. 

Question #3 of this study is addressed in Chapter 6. The information for these 

questions are a comparison of how the beliefs of the participants involved in the 

education of ELL are different and how are they similar. I also examined 

what from the professional literature supports or contradicts the perspectives of the policy 

makers and the participants from the Rio Verde School District. Within that inquiry, I 

looked for any emerging themes that were absent from the professional literature. 

Timeline 

The timeline for this study was: 

Fall 2002: 

• Took the Test and Received Human Subjects Investigator Certification 

• Read, Reviewed, and Organized Literature Review 

• Began to Collect Data That Didn't Require Human Subjects Approval 

• Began to Write Literature Review Section 

• Developed Interview Protocol 

• Drafted and Wrote Proposal 

• Submitted Proposal to Committee 

• Had Proposal Meeting With Dissertation Committee 
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• Developed Informed Consent Forms 

• Obtained Written Approval and Invitation from the RVSD 

• Submitted Project Approval Form to the Internal Review Board 

• Initiated Data Collection Once Project was Approved by Committee and Internal 

Review Board 

Spring 2003: 

• Collected, Analyzed, and Interpreted Data for Question #1 

• Wrote and Revised Portions of Chapters 1, 2, and 4 

• Recruited and Mailed Out Questiormaires 

• Continued Building Literature Review 

Continued Writing and Revisions 

Summer 2003: 

• Recruited Interview Participants, Schedule Interviews 

• Conducted Interviews 

• On-going Data Analysis and Interpretation 

• Writing and Revisions: Chapter 3 

Fall 2003: 

• On-going Data Analysis and Interpretation 

• Wrote and Revised Chapters 1,3, and 5 

Spring 2004: 

• Wrote and Revised Chapters 5 
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Summer 2004 

• Wrote and Revised Chapters 1-3, and 5 

Fall 2004: 

• Wrote and Revised Chapters 4, 6, and 7 

• Completed All Writing and Revisions 

• Submitted Draft to Committee/Defend Dissertation 

Summary 

Chapter 3 discussed the methodology used for this study. This study is a qualitative 

ethnographic study that examines the social, cultural, and political aspects of ELL education. 

Its focus is on a rural border community in the Southwestern United States. In order to 

insure the confidentiality of the research participants, UA Human Subject's approval was 

gained and maintained through the duration of the study. The data was systematically 

organized and arranged into themes. The data for this research project was document 

analysis, interviews, questionnaires, and a group discussion. 
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CHAPTER 4 

SOCIO-POLITICAL CONTEXT OF ELL EDUCATION IN THE STATE OF 
ARIZONA DURING THE YEARS 2000-2004 

"My success and legacy will depend on teaching students who are not native English-
speakers and how they will learn. Their numbers are growing large ".-Tom Home 

The teaching practices used in classrooms in the Rio Verde School District were 

impacted by the socio-political context in which they existed. As I worked on this 

research project, the ways in which to best educate ELL students in the state were 

intensely debated in the socio-political arena, and many changes were taking place. As I 

completed the study, the debates continued. This chapter examines the positions of 

politicians, elected officials, their policies, special interest groups, and the courts in 

regard to the education of ELL students in Arizona between 2000 and 2004. 

The information in this chapter came from a study of politics and policies that 

impacted the education of ELL students in Arizona. I closely followed the state level 

politics regarding ELL education beginning in the fall of 2000 and continued throughout 

the completion of data collection for this study in the svimmer of 2004. The details of 

Proposition 203, and the public discourse of those who had been active in the campaign 

in favor or against Proposition 203 are outlined. Additionally, the statements and written 

opinions regarding the education of ELL students by Tom Home, the newly elected State 

Superintendent of Public Instruction, are examined in this study. The stances of the 

special interest groups involved in the politics of English-only school policies are also 
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reviewed. 

In this chapter, I first provide the background on language acquisition policies and 

practices. I list and discuss some of the major events that occurred, spurring more 

discussion and dialogue about language acquisition policies and practices within the state. 

I provide background and biographical information for the key individuals and groups 

who were particularly active in the debates about language acquisition policies and 

practices between 2000 and 2004. This backgrovind information provides the context 

necessary to understand the two distinct positions regarding language acquisition policies 

and practices for Arizona's ELL students in schools. A perspective of the positions 

regarding language acquisition policy and practice in other states or in the nation as a 

whole, are discussed briefly to provide a context or reference for the positions revealed 

through the document analysis. 

The two major positions were those in favor of English-only policies and 

subsequent classroom practices, and those in opposition to English-only policies and 

practices in classrooms in Arizona between 2000 and 2004. Interestingly, the key 

arguments in favor of English-only policies and practices and those against English-only 

policy and practice have common ideas or ideologies attached to them. On the surface, 

these ideologies appear similar for the opposing positions, but, according to the 

participants, have very different meanings. 

The two major positions were made evident through a document review of 

newspaper articles from across the state, websites for the Public School Superintendent's 
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Office and the Arizona Department of Education, educational and special interest groups' 

websites, and a list of school rules for students, teachers, and parents at Welder 

Elementary School. Additionally, I used television interviews, video taped candidate 

forms, and video taped civic sponsored debates or get-to-know-the candidate 

presentations as the foundational or "start-up"references as I began to study the politics 

and practices in regard to ELL students. 

Language Acquisition Policy and Practices: Background Information and the 
Progression of Related Events 

In this section, I provide a background on language acquisition policies and 

practices and list some of the major events, key individuals, and groups who were 

particularly active in the debates about language acquisition policies and practices 

between 2000 and 2004. The background information provides the foundation necessary 

to understand the two distinct positions regarding the education of ELL students during 

the given time period. 

Sequence of Events Related to the En^lish-Onlv Movement 

The following time line sequences the major political events regarding the 

education of ELL in Arizona. 

Table 4.1: Time Line of the Politics and Policies Influencing the Education of ELL 
in Arizona: January 2000-July 2004 

Month and Year Policy and/or Politicians 

January 2000-November 2000 Debate over Proposition 203 

November 2000 Proposition 203 passes 



August 2001 Law enacted by 203 goes into effect: 
ARS 15-751 through 15-756 

January 2002 Race for Superintendent of Public 
Instruction begins 

January 2002-
November 2002 

Discussion about the level of 
enforcement of Proposition 203 was at 
the forefront of the debates for 
Superintendent of Public Instruction 

November 2002 Tom Home elected Superintendent of 
Public Instmction 

January 2003 Tom Home appoints Margaret Garcia-
Dugan as Associate Superintendent of 
Public Instmction 

February 2003 Tom Home announced that he will 
develop a way to monitor schools to 
assure that they are placing ELL in 
English Immersion Programs 

February 2003 Tom Home established guidelines for 
English Immersion instmction 

February 2003 Tom Home mailed the guidelines to 
all public school superintendents with 
a letter explaining the guidelines 

April 2003 Department of Education announced 
that no parents in Arizona's largest 
border communities had requested 
waivers to allow their children to use 
Spanish to leam 

May 2003 Tom Home published a letter to the 
editor of the Arizona Republic citing 
"research" that shows English 
immersion is clearly superior 

May 29, 2003 Tom Home announces Super Seminar 
on Stmctured English Immersion to be 
held on May 31, 2003 



July, 2003 The States' Attorney General 
reviewed the guidelines for ELL under 
Proposition 203 

July 2003 Home stated that he was vindicated of 
challenges regarding his authority to 
interpret and enforce Proposition 203 

July 2003 Challengers of English-only policy 
warned that the Attorney General's 
opinion cautions Tom Home and the 
ADE in their approach to ELL 
students 

July 2003 Tom Home and the ADE announce 
the training of 45 monitors to ensure 
the guidelines of Proposition 203 were 
complied with by school districts 

July 2003 Charter schools declared exempt from 
the English-only policies of 
Proposition 203 by the Attorney 
General 

August 2003 Hispanic parents file civil rights 
complaints when their children's test 
scores are deemed deficient 

August 2003 Home "clarified" some issues in 
regard to the enforcement of English-
only guidelines in response to the civil 
rights complaints 

August 2003 Tom Home announces that "Arizona 
schools were in 100% compliance 
with his bilingual standards: districts 
heed state laws" 

September 2003 Bilingual education classes in Tucson 
decreased rapidly in order to maintain 
funding 
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January 2004 Tim Hogan, attorney for the Center 
for Law in the Public Interest, filed a 
complaint in federal court requesting 
that the state of Arizona and the ADE 
be held in contempt of court for not 
establishing guidelines for teaching 
credentials of teachers who work with 
ELL students 

February 2004 Phoenix technical school investigated 
by the U.S. Department of Education 
Office of Civil Rights for violating 
free speech by restricting the use of 
Spanish in school 

April 2004 Hispanics for a Better Education and 
English for the Children honored Tom 
Home for his "leadership in providing 
quality education for all students" 

May 2004 Sal Galbadon challenged Tom Home 
to provide quality professional 
development for teachers of ELL 
students 

June 2004 Home adopted a proposal for ELL 
training for teachers and 
administrators 

July 2004 Proposal for ELL /SEI training for 
teachers and administrators approved 
by the AZ Board of Education 

Central to the debates in this study was Proposition 203. In the fall of 2000, 

voters in Arizona passed Proposition 203 which enacted into law the elimination of 

bilingual programs for ELL students. It mandated a one-year English Immersion Model 

of ELL education using SEI methods for all public schools in the state. The law went 
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into effect in the fall of 2001 as the new academic year began in schools across the state. 

This law was the center of the language acquisition debates between 2000 and 2004 in the 

state of Arizona. The following sections discuss the Proposition, the key participants in 

the debates, and their positions in regard to the education of ELL students. 

Olsen (1997) states that language policy is the one component of immigrant life in 

the U.S. that stirs the most debate, much like Proposition 203 did during 2001-2004. 

No other aspect of immigrant adjustment to life in the United States receives 
as much programmatic attention or generates as much political focus and 
controversy as the matter of language. Politics has intervened despite both 
common sense and research that established that students learn best fi*om 
language that they can comprehend, and a research base on second language 
acquisition that has shown that literacy in one's home language is the best 
basis for developing literacy in a second language. The use of a child's home 
language in schools has become a politically charged idea (p. 91). 

Proposition 203: A Ballot Initiative 

In the fall of 2000, voters in Arizona passed Proposition 203. The proposition 

banned bilingual education in the state of Arizona and required the mode of instruction in 

all K-12 public schools to be English. The proposition allowed for a waiver process if 

parents wanted their children to remain in a bilingual education setting. This law was 

enacted in the fall of 2001 in classrooms across Arizona. This initiative, the subsequent 

public school laws, and the implementation of policies and practices that were developed 

out of the impact of Proposition 203, spurred great dialogue and debate about the best 

ways to educate ELL students in the state of Arizona. This dialogue and debate, and the 

reporting of this discourse in the media served as the data for this chapter. The dialogue 
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revealed the opposing positions as well as presented many similarities in the platforms 

used to support their arguments. 

Proposition 203, an initiative statute in the State of Arizona, required that all 

public school instruction be conducted in English. Children who were not fluent in 

English were to be placed in an intensive one-year English immersion program to teach 

them the language as quickly as possible, while also learning academic subjects. Parents 

were able to request a waiver of these requirements for children who already knew 

English, were ten years or older, or had special needs best suited to a different educational 

approach. 

Proposition 203 was passed by voters in Arizona 63% to 37% in November 2000. 

The law required classroom instruction to be conducted in English and outlawed all 

models of bilingual education. It went into effect as the 2001-2002 academic year started 

in August of 2001. The laws mandated by Proposition 203 were Arizona Revised 

Statutes 15-751 through 15-756. 

Educators and administrators spent the limited amount of time they had between 

the time the bill passed and the time it went into effect, deciding how they would handle 

the changes required by law. Some school districts yielded their bilingual programs and 

struggled to implement the new English Immersion programs, while others maintained 

that bilingual education was the best educational practice for the students, and assisted the 

parents who wanted their child(ren) to remain in, or be placed in a bilingual education 

program to complete the waiver process (Go, 2002). 
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In the Monday, November 26^\ 2001 edition of the Arizona Daily Star, a Tucson, 

Arizona newspaper, the front-page headline read, "English-only backers ready to sue". 

The English-only activists, led by Ronald Unz planned to retain an attorney (to be funded 

by Mr. Unz). According to Unz as quoted in the article, "some districts make it too easy 

for students to stay in bilingual education classrooms" (p. Al). Unz and the group 

English for the Children believed that some parents were experiencing difficulty 

removing their child from bilingual education classes in school districts within Arizona. 

Specifically named in the article were the Surmyside School District in Tucson, and the 

Glendale District in the Phoenix metropolitan area. 

Ronald Unz wrote that "these districts are committing educational fraud, and will 

be held accountable (p. Al)." He also maintained that districts were intentionally 

classifying students as having good working knowledge of English, when in reality they 

were not proficient in English. Unz says that school districts were ignoring the law and 

therefore, the voters' wishes. 

According to Ms. Jeanne Favela, Director of Language Acquisition in the 

Sunnyside School District, approximately thirty percent of the students who had received 

waivers to participate in bilingual education were native English speakers. Favela argued 

that the parents of these students wanted them to participate in bilingual education in 

order to develop language skills in English while continuing to acquire and develop their 

Spanish. Ms. Favela asserted that the school district was advised by an attorney before 

implementing any process by which students in the district have been allowed to remain 
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in bilingual education. (Go, 2002). 

Meanwhile, the Arizona State Legislature was holding a special session during the 

winter months of 2001-2002. One of the issues lawmakers were trying to settle was the 

Federal Court Order by Judge Alfredo Marquez for the state of Arizona to adequately 

fund programs for English as a Second Language students. In addition to funding, the 

proposals requested guidelines and funding for teacher training and increasing state 

monitoring of district's compliance with federal and state demands. All proposals by 

both the Republicans and Democrats had been rejected and new proposals were being 

developed. 

Ultimately, the state was ordered to fund ELL education at the rate of $340 per 

ELL student, per year. Additionally, to satisfy the professional development needs of 

teachers, all teachers in the state were required to have 15 contact hours of professional 

development in Sheltered English Immersion strategies to receive their initial teaching 

certificate and then 60 hours of professional development in Sheltered English Immersion 

strategies in order to renew their teaching certificates. 

Active Proponents of Proposition 203 and English-Onlv Policies 

Between 2000 and 2004 several key people and groups were active in support of 

the English-only policies and practices required by Proposition 203. This subsection 

discusses the individuals and special interest groups who voiced their opinions in the 

media including: newspaper, websites, television, and public forums in favor of English-

only policies and Proposition 203. 



Unz. Alava. Mendoza. Garcia-Dugan. The major supporters of Proposition 203 

included Ronald Unz, Hector Alaya, Maria Mendoza, and Margaret Garcia Dugan. They 

all belonged to an organization called English for the Children. Their names were 

prominent in the state's major newspapers, on numerous websites, and on the local 

television news programs during the later part of 1999 and well into 2004. These 

supporters provided all information discussed in this section to public media sources. 

This subsection provides some biographical information on these supporters of English-

only policies and practices. 

Beyond their participation in the political action group English For the Children, 

these four people were in the media as visible leaders in the movement against students 

using their first language at school for any instructional purpose. English For the 

Children also supported an English-Immersion Model for all second language learners. 

Additionally, the same four individuals were active in supporting the campaign of Tom 

Home for State Superintendent of Public Instruction. 

Ronald Unz, as mentioned previously, was a wealthy businessman from 

California who provided much of the financial support for Proposition 227 in California 

in 1998, Proposition 203 in 2000, and several others around the United States since that 

time. Unz was an avid supporter of Tom Home when he was a candidate for 

Superintendent of Public Instmction in the Fall of 2002. Unz continued to support Tom 

Home as the acting Superintendent of Public Instraction when Home took office in 

January 2003. 
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At the time of this study (2000-2004), Hector Ayala had been a high school 

English teacher at Cholla Magnet High School in Tucson, Arizona for fifteen years. He 

had also been visibly active in the campaign for Proposition 203, as well as in the 

campaign to elect Tom Home as Superintendent of Public histruction. He wrote 

numerous letters to the editor, commentaries on the education of ELL in Arizona, as well 

as other educational topics. Ayala was active in the political action group English for the 

Children at the time they advocated for Proposition 203. 

Maria Mendoza was a former educator and the chair of the initiative campaign for 

Proposition 203. Maria claimed to have been active in the anti-bilingual education 

movement for the past thirty years. She was also a supporter of Tom Home and his 

mission to more stringently enforce the terms of Proposition 203. In a July 2002 article 

produced by English for the Children of Arizona, she criticized Jaime Molera's (former 

State Superintendent of Public Instmction 2000-2002) as being too lax in his level of 

enforcement of the proposition and claimed that students in Arizona were being taught in 

all Spanish classrooms. 

Margaret Garcia Dugan was active in the movement to pass Proposition 203, elect 

Tom Home to the position of Superintendent of Public Instmction, and then became one 

of the Associate Superintendents of Public Instmction serving under Tom Home. She 

was a co-chair of the political action group English for the Children, and also was very 

critical of the level of enforcement of Proposition 203 by the Arizona State Department of 

Education under the leadership of Jaime Molera. 
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State Superintendent of Public Instruction: Tom Home. In the fall of 2002, the voters 

in Arizona elected Mr. Tom Home as Superintendent of Public Instruction. The 

following biographical information was from the Arizona Republic's State 

Superintendent of Public Instruction Questiormaire (October 2002). At the time of his 

election as Superintendent of Public Instruction, he was 58 years old. He was a Harvard 

educated attorney and a Republican. He lived in Phoenix, Arizona, and was on the school 

board in Paradise Valley, Arizona for 24 years, serving 10 of those years as board 

president. Home also served four years (1996-2000) as a Republican House 

Representative. 

During his term in the Arizona State Legislature, Home was active in the 

Education Committee, serving as vice chairman of the committee and chairman of the 

academic accountability committee (Go, 2002). His major campaign platforms included 

back-to-basics education, mandates for school accountability through high stakes testing, 

restoring discipline in classrooms, and enforcement of Proposition 203. 

Home believed that there was a gross lack of enforcement of Proposition 203. 

Home's TV campaign ad criticized Jaime Molera, his major competitor and also the 

incumbent of the office of Superintendent of Public Instmction, for not adequately 

enforcing Proposition 203 through the authority of his office at the Arizona Department 

of Education. 

In Febmary 2003, shortly after being swom into office. Home was interviewed by 
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a reporter for the Arizona Daily Star. Kossman (2003) found that Home was determined 

to continue his agenda regarding the enforcement of the law enacted by Proposition 203. 

Home also alluded to the fact that he would like to be remembered as the state 

Superintendent of Public Instruction who changed the quality of education for ELL in 

Arizona. Kossman (2003) quotes Home as saying, "My success and legacy will depend 

on teaching students who are not native English-speakers and how they will learn. Their 

numbers are growing large" (p.lA). 

Home also discussed the three ways he proposed to improve education for ELL 

students. First, he wanted to disallow students who barely spoke English to be placed in 

bilingual classrooms. Home said that schools were placing groves of students in 

bilingual classes against their parents wishes. Second, Home wanted schools to become 

more responsible for documenting why students shouldn't attend English immersion 

classes. And thirdly, he vowed to develop a stmcture or system within the Arizona 

Department of Education to monitor schools for compliance with the law. As of Febmary 

2003, Home and his staff were in the planning stages of how to implement these three 

goals. These plans included a statewide conference to present the best English-immersion 

teaching methods. (Kossman, 2003) 

Ronald Unz contributed a healthy sum of money to Tom Home's campaign. The 

platform that moved Ronald Unz to support Tom Home was his English-only stance for 

students learning English as a second language in public schools in the state. Ronald Unz 

also wrote letters in support of Tom Home which were published in major newspapers 
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across the state, as well as on Tom Home's campaign website. Additionally, the letters 

stating the reasons he supported Tom Home were on special interest groups websites as 

well as a variety of educational and research websites. 

During the last six months of the campaign, the issue of which program was best 

for educating ELL was one of the major platforms debated among the candidates for State 

Superintendent of Public Instruction. The opinion of the candidates ranged from calls for 

strict compliance and heavy monitoring of schools who serve ELL, to insistence on 

revising the state's policy enacted by law and supporting programs that take the local 

context and student population into consideration when developing language policy and 

practice. 

The organization, English For the Children, led an active and vocal campaign in 

support of Tom Home for State Superintendent of Public Instmction. Specifically, 

English For the Children endorsed Tom Home for State Superintendent of Public 

Instmction based on his stance regrading the education of ELL in the state. Tom Home 

had said that he would more strictly enforce the law enacted by Proposition 203. 

Tom Home accused Jaime Molera, the incumbent of the office of State 

Superintendent of Public Instmction, of being lax in using the Arizona Department of 

Education as the entity to enforce the terms of Proposition 203. Tom Home insisted that 

thousands of students across Arizona were being held in bilingual education against their 

parents' wishes. Although the law provides for waivers to provide for exceptions to the 

law, Home asserted that schools were taking too much advantage of these provisions and 
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extending the waivers to students who do not technically qualify for a waiver. Home 

stated that the placement of many of these students in bilingual education through the 

waiver process were illegal. Home felt the role of the Arizona Department of Education 

was to monitor schools to assure compliance with the law. 

According to Todd (2002), Home stated in his campaign commercial that, 

"unlike Jaime Molera, I will enforce the ban on bilingual education, and ensure that all 

students leam English" (p.l). In that same article, Home's supporters, including the 

organization English For the Children, and two of its top leaders, Maria Mendoza and 

Margaret Garcia Dugan, also denounced Molera's enforcement of Proposition 203 in 

their campaign efforts for Tom Home. 

Tom Home was criticized for his platform regarding the education of ELL in 

Arizona. According to Todd (2002), Molera issued a press release condemning Home's 

campaign tactics and accused him of being deceitful and hypocritical. Molera admitted 

that he opposed aspects of Proposition 203 and stated that he felt that it was a mistake, 

and that he felt uncomfortable with the proposition's requirement of a "one-size-fits-all" 

approach to the education of ELL students. 

Some teachers and administrators took strong stances in support of bilingual 

programs in their schools, insisting that they are the best models to help ELL acquire 

English. They consulted with attomeys on the waiver process to assure that they were 

following the law. Many parents of students enrolled in bilingual programs willingly 

signed the waivers for their child(ren) to remain in bilingual settings. 
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Tom Home was elected as State Superintendent of Public Instruction November 

5, 2002. He was sworn into office in January of 2003. As part of his inaugural speech, 

he reaffirmed that one of his main priorities for his term in office was to more strictly 

enforce the English Immersion Model for the majority of ELL in the state's public 

schools. He stated that he would use his leadership position in the Department of 

Education to accomplish this goal. 

When Tom Home started his term as State Superintendent of Public Instruction, 

he appointed Margaret Garcia-Dugan as his Associate State Superintendent of Public 

Instruction. Garcia-Dugan served as one of the co-chairs of English For the Children 

during the fall of 2000 when Proposition was on the ballot. During February 2003, it was 

announced that one of her main focuses as Associate State Superintendent of Public 

Instruction was to formulate a plan to monitor schools' ELL programs to ensure that they 

are in compliance with the law. In Febmary of 2003, Home and Dugan also announced 

that they would be sponsoring a statewide conference to discuss the most effective 

models of English Immersion sometime later in the year of 2003. 

On April 9^'', 2003 an article in the Sierra Vista Herald obtained from the 

Associated Press, announced that the state's border town school districts reported no 

requests for waivers requesting bilingual education for their children. "In two border 

communities where most households speak Spanish, school officials report no requests 

for waivers to allow students to leam in the language they speak at home" (p. A2). 

Therefore, none of the approximate 8,000 students enrolled in the two largest border 
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communities were being taught in bilingual programs. This statistic compares to 

approximately 10% of ELL students remaining in bilingual classrooms statewide. Also, 

the article states that "in Arizona border communities, a lack of requests for waivers that 

would enable students to be taught in bilinguals classrooms serves to illustrate that many 

parents accept the state's mandated English-only policy"(p.9). 

Active Opponents of Proposition 203 and En^lish-Onlv Policies 

Between 2000 and 2004 several key people and groups were actively opposing the 

English-only policies and practices required by Proposition 203. This subsection 

discusses the individuals and special interest groups who voiced their opinions in the 

media including newspaper, websites, television and in public forums against English-

only. These individuals and groups include: Sal Galbadon, Tim Hogan, Ignacio Ibarra, 

Silvario Garcia, and Jose Luis Rodriguez. The special interest groups who were in 

opposition included: Arizona Educators Association, Arizona English Teachers' 

Association, the Mexican-American Political Association, English Plus More, the 

Arizona Hispanic Community Forum, Chicanos Por La Causa, Center for Law in the 

Public Interest, and LULAC. 

Galbadon. Garcia. Hogan. Ibarra, and Rodriguez. 

The major supporters of Proposition 203 included Sal Galbadon, Silvario Garcia, 

Tim Hogan, Ignacio Ibarra, and Jose Luis Rodriguez. They belonged to organizations 

that spoke out against the English-only policies and practices mandated by Proposition 

203. Their names were prominent in the state's major newspapers, on numerous 



124 

websites, and on the local television news programs during the later part of 1999 and well 

i 

into 2004. This subsection provides some biographical information on these opponents 

of English-only policies and practices. 

Beyond their participation in the special interest and political action groups, these 

five people were in the media as visible leaders in the movement against restricting 

students and teachers using Spanish at school for instructional and social purposes. They 

supported a dual language model for all second language learners. Additionally, the 

same individuals were active against the campaign of Tom Home as candidate for State 

Superintendent of Public Instruction, with his anti-bilingual agenda. 

Sal Galbadon, originally from an impoverished, Hispanic and Spanish speaking 

community in California, became a teacher at the time when there were many federal 

grants to prepare students from minority populations to become teachers. Sal had been 

active in promoting effective language acquisition policies and practices that would 

impact ELL students in a positive way in the community of Tucson since he became a 

teacher sometime during the mid-seventies. Sal was active in the Arizona English 

Teachers Association, had presented at multiple conferences concerning the language 

acquisition of ELL students, and wrote multiple letters and articles regrading the issues 

resulting from Proposition 203 and its English-only policies and practices. At the time of 

this study Sal worked for Tucson Unified School Disfrict as a Language Acquisition 

specialist and as a grant writer. 

Silvario Garcia was active in the movement against English-only policies and 



125 

practices. A member of the League of United Latin American Citizens (LULAC) and the 

chairperson for its education committee, Silvario was the leading man for filing 

complaints and lawsuits challenging school districts to provide students with a more 

equitable educational setting. He helped to establish and activate groups of parents 

within schools and school districts where Hispanics were a large portion of the school or 

districts population. 

Tim Hogan was the lead attorney for educational issues that were challenged in 

the federal courts in regard to equity in education. The two major issues Tim Hogan 

focused litigation on were adequate funding for all schools in Arizona and the equitable 

education of ELL students. Hogan was supported by a legal action group called Arizona 

Center for Law in the Public Interest. The major court case that he presented, and won a 

ruling on, was the Flores vs. the State of Arizona case. This court ruling the forced state 

lawmakers, the Arizona Department of Education, and the Superintendent of Public 

Instruction to address issues of funding, professional preparation and on-going 

development of teachers who work with ELL students, and the low test scores of the ELL 

populations in schools. 

Ignacio Ibarra, a reporter for the Arizona Daily Star, was originally from a border 

community in Arizona. At the time of this study, Ignacio resided along the border, living 

binationally and using his bilingualism as a asset to collect information for his articles. 

The majority of his articles focused on issues impacting the border including 

immigration, education, social services, and the role of the government in regard to these 
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social issues. Ibarra's articles provided balanced information on the issues by examining 

the diverse positions of those who resided along the border who were most impacted by 

his topics of focus. 

Jose Luis Rodriguez, who had a background as a language acquisition specialist in 

the Paradise Valley School District, and was a counselor for the district at the time of this 

study. During his tenure as a ELL director, he initiated a complaint that he brought to the 

district's school board. The complaint asked the school board to address the low test 

scores of Hispanic, Spanish-speaking students in the district. At the time of Rodriguez's 

complaint, Tom Home was a member of the school board in Paradise Valley. Jose also 

rallied parents and teachers who stood firm against the English-only policies and practices 

mandated by the state. 

Positions in Regard to English-Only Policies and Practices 

The following sections in this chapter discuss the positions that were defined by 

the often heated debates resulting from the events surrounding Proposition 203. The 

debates and the subsequent policies and practices impacted the context in which ELL 

students were learning English. Each position is described in detail using information 

fi-om multiple data sources. The data analysis revealed the two distinct positions. The 

range within these two positions and the supporting ideologies were expressed in the 

socio-political arena regarding the education of ELL in the state between January of 2000 

and the fall of 2004. The data was a review of public documents. Table 4.2 outlines the 

two major positions and the supporting ideologies that were frequent in the public 
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discourse regarding ELL education and obvious in the data. 

Table 4.2: Positions Regarding Language Acquisition Policies and Practices 

In Favor of English-Only Against English-Only 

1. Americanism and Nationalism 

* compliance and enforcement 

* civil rights and parental choice 

2. English-Only is Research-Based 

*test scores and drop-out rate 

*measure of English proficiency 

3. Bilingualism as a Problem or Deficit 

1. Americanism and Nationalism 

* compliance and enforcement 

* civil rights and parental choice 

2. Bilingual Education is Research Based 

*test scores and drop-out rate 

*measure of English proficiency 

3. Bilingualism as a Resource or Asset 

The ideologies supporting the two positions were organized aroimd the three key 

categories listed above. These two major positions and the three supporting ideas listed 

in Table 4.2 are examined in the following sections. As stated previously, these two 

positions and the supporting ideas were developed from many documents surrounding the 

discussions and replies to Proposition 203 and how it was implemented and enforced in 

Arizona's schools. 

Positions In Favor of English-Only Policies and Practice 

This section discusses the positions held by those in favor of English-only policies 

and practices in accordance with Proposition 203. The subsections that describe the 
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platforms in favor of the English-only position encompass: 1. Americanism and 

Nationalism (includes the association of speaking English and being a "good" American 

citizen, issues of enforcement and compliance, and civil rights and parental choice), 2. 

English-only policies and practices are research based (includes tests scores being used as 

research and the drop-out rate as data supporting the notion that English-only will help 

the immigrant), and, 3. bilingualism and bilingual education as a problem or deficit. The 

following subsections examine these key ideologies that emerged from the document 

analysis. 

Americanism and Nationalism 

Those in favor of English only polices and practices argued that the supporting 

foundation for their stance was the ideology of Americanism and Nationalism. 

Americanism is defined as "the feelings or characteristics of nationalism which 

distinguish American citizens (Webster, 1992). Nationalism is described as the 

characteristics common to a nation. These characteristics of nationalism are usually 

associated with a common history, language or culture. One characteristic of Nationalism 

that distinguished an American citizen, according to proponents of English-only policies 

and practices, was English proficiency in both social and professional settings (Spring, 

2002). 

Also, the enforcement of English-only policies and practices was reinforced with 

the undertone of Americanism and Nationalism. "Obeying the law" that restricted the 

use of Spanish in classrooms and schools seemed to be linked with good citizenship. 
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Supporters of English-only also argued that bilingual education separated Hispanics from 

their Anglo, English speaking peers. Advocates of English-only suggested this 

segregation was interfering with the ELL students' ability to interact with their English 

speaking peers to use English. They believed that this situation violated the students' 

rights to an equal education. 

Advocates stated that parents' of ELL students were being forced to keep their 

children in bilingual education settings against their will, which violated the parents' right 

to free choice in their children's education. There were multiple examples of this 

argument evident in the document review. This section addresses these arguments 

against bilingual education evident in the document review supported by the ideology of 

Americanism. 

Politicians used the term "American Dream" in association with their English-

only campaign. This was well-illustrated in Matt Salmon's comments on an internet 

website. Matt Salmon (2000), a state legislator, and also a candidate for governor in the 

state of Arizona in the Fall 2002, declared "the best way to leam English is to be taught in 

English. It's time to rescue non-English speaking students from the academic Siberia of 

bilingual education and provide them with the tools they need to fully realize the 

American dream" (p.4). 

Ronald Unz, a successful and wealthy businessman from California, financially 

supported Proposition 203. He led the 1998 campaign for Proposition 227 in California, 

which was similar to Arizona's Proposition 203. One of his major arguments included 
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the platform of Americanism and Nationalism based on English usage and proficiency. 

He argued that successful American citizens who achieve the American dream were 

English speaking. Unz (2000), was quoted on the English for the Children-Arizona 

Website as saying, 

English is the language of opportunity and economic advancement and 
immigrant parents want their children taught English. I believe that 
immigrant children should be taught English as soon as they start school in 
America, and I believe that the voters of Arizona should have the right to 
decide this instead of the politicians. That's the reason I've helped Arizona 
parents, Arizona teachers, and Arizona community activists put the "English 
for the Children" initiative on the ballot. Please vote for "English for the 
Children" to provide intensive sheltered English immersion classes for 
immigrant children and thereby ensure the unity and prosperity of the nation 
(p.3). 

In her research on the education of immigrants in the U.S., Olsen (1997) 

highlights the importance of speaking English in order to be considered an American. 

According to formal school policy, court law, and program design, the 
educational task of becoming American is viewed as a matter of becoming 
English speaking. The role of the school in Americanizing immigrants and 
addressing issues of national origin is viewed as a matter of taking non-
English-speaking students and making them fluent English speakers (p.91). 

Olsen (1997) also focused on the need to demand allegiance to the nation and the 

use of English as a requirement for living in the United States. She cites the public 

demands to assimilate new immigrants quickly in the U.S. culture, and the fear of the 

growing diversity that the immigrant creates as reasons that underpin English-only policy 

and practice. "Framed in demands for strengthening English as a common or only 

language of the nation, legislation and initiatives throughout the country have focused on 
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the need to demand allegiance to and use of English as a requirement for those living in 

the United States" (p.91). 

Similar to what the participants said about immigrants trying to leam English and 

distance themselves from their first language, the works of Suarez-Orozco and Suarez-

Orozco (2001) discuss the disassociation of American citizenship from bilingualism or 

speaking a language other than English. Suarez-Orozco and Suarez-Orozco address the 

opposition that the predominant politicians or activists in favor of English only policies 

and practices used to support their positions. Their philosophies were linked to being a 

good American and serving the best interest of the nation. 

Bilingual education has had strong critics since its initial legislation. While 
some object to the costs involved in such programs, others are 
philosophically opposed to the idea of teaching language-minority children 
in American schools using a language other than English. These critics fear 
that teaching children in a language other than English will undermine the 
American culture and doom the student to academic failure, eventually 
handicapping them in the job market (p. 140). 

Embedded in the requirement of speaking Enghsh as soon as possible in order to 

be a good American was the strong push to enforce compliance with the laws restricting 

language use in school. Many in favor of English-only policies and practices in the 

docviment review focused the majority of their "media time" discussing the need for 

enforcement and compliance with English-only policies and practices in public schools. 

Enforcement and compliance with the law was viewed as key to the success of the 

immigrant in school. 

In addition to their insistence that bilingual education violated the civil rights of 
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ELL students and their parents and that Sheltered English Immersion was a superior 

method, English-only advocates argued that there was significant research in support of 

English-only. This research in support of English only or English immersion instruction 

for ELL students included mostly test scores and drop-out rate statistics and comparisons 

of English immersion and bilingual programs. The following section discusses the 

research cited by some in favor of English-only. 

Civil Rights and Equal Opportunity 

Supporters of English-only cited the importance of civil rights for ELL students 

and asserted that bilingual education was causing segregation of Hispanics from their 

peers. They felt that bilingual classrooms separated ELL students from their English 

speaking peers in the school. This perception presents bilingual education as classrooms 

with only ELL, Spanish-speaking students in them. It also implied that there were no 

English speakers in bilingual classrooms. 

In July of 2002, an article penned by the group English For the Children 

described the groups distaste for Jaime Molera's approach to enforcing Proposition 203 

and focused on the segregation of ELL students from their English speaking peers when 

they are placed in English immersion classrooms. According to Mendoza (2002), 

Bilingual education is racial segregation against Hispanic students, I've been 
fighting it for thirty years. Maybe Molera thinks that Hispanic parents want 
their children to remain segregated in Spanish-only classes, but I think he'll 
find out how wrong he is on election day. A vote for Home is a vote for 
English (p.l). 

In addition to saying that bilingual classroom segregated ELL students from their 
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English-speaking peers, proponents of English-only argued that Hispanic parents prefer 

sheltered English immersion over bilingual education for their children. Embedded in the 

discussion that no parents in the two major border towns in Arizona requested waivers for 

their children to be placed in bilingual classrooms in school was the idea that parents in 

those communities "chose" English immersion for their children. The proponents of 

English-only bolstered this information in the media across the state to support their 

position that Hispanic parents did not want their children in bilingual classrooms. 

According to Joanna Haver (2003), 

Poll after poll indicates that Hispanic parents prefer immersion method for 
their children. In school districts such as Valle Encantada Unified, Isaac 
Elementary and Alhambra Elementary, all with large nvimbers of Hispanic 
English learners, there have been none but two requests at most from parents 
that their children leam through bilingual methods (p.A8). 

Haver blamed bilingual activists for providing false information to parents and coercing 

parents into keeping their children in bilingual education and keeping substandard 

bilingual education programs afloat. Haver stated that parents were "hoodwinked into 

signing waivers" for their children to remain in bilingual education. Haver was described 

as being the author of a textbook for teachers regarding SEI instruction. 

According to Ibarra (2003), "The reason that no one in Valle Encantada or Rio 

Verde has tried to get out from under the requirement, some educators say, might be that 

so many parents along the border speak little or no English themselves and view learning 

the language well to be just as important as learning math, reading and other subjects" 
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(p.Bl). Also that, "Many parents are very good Spanish speakers, better than the 

teachers, and they feel Spanish is prevalent enough" (p. Bl). Ibarra cited a principal in 

the Valle Encantada School District who was also a former bilingual teacher. 

The same article citing the quotes about the perspective of Hispanic parents in one 

border community also contained the quote that Bajaras, the principal in the interview 

who speculated as to why parents did not request bilingual education as an option, 

suggested that bilingual education was the best practice for ELL students according to 

most parents' beliefs. Ibarra (2003) added the comment that 

Bajaras, who still believes bilingual education is more effective than the 
state-mandated English-only, oversees a campus where the mandate appears 
to apply only in the classroom as bilingual rules in most informal situations, 
such as student-teacher interaction, ceremonies and assemblies (p.Bl). 

Ibarra concluded that "still there is no push to bring Spanish back into the classroom" 

(p.Bl). Frequently, bilingual education settings were referred to as Spanish language 

classes by the advocates of English-only in this argument. 

Principals and teachers interviewed by Ibarra (2003) cited the great demand to 

learn English as their reason to support English-only policies and practices. A second 

principal interviewed from the Valle Encantada School District said that Hispanic parents 

wanted their children to have the same educational opportunities to achieve at the same 

level as native English speakers, and thought that English immersion was the best 

approach. 

The professional literature on language policy referenced this call to protect the 
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civil rights of immigrant students and their parents. The issue of segregation of 

immigrants who do not speak English was a concern for those interested in students' civil 

rights in educational settings. In certain contexts, bilingual education may have separated 

Spanish-speaking children from their English-speaking peers if there were low numbers 

of English speaking children enrolled in the school, or more specifically, in the bilingual 

program(s). This argument against bilingual education was discussed by Suarez-Orozco 

and Suarez-Orozco (2001). 

There is danger in segregating large numbers of immigrant children into 
bilingual programs. First, in most such programs, children have almost no 
meaningfiil contact with English-speaking peers; without such contact, an 
important source of linguistic modeling is wasted. Moreover, because many 
bilingual programs are ambivalently supported throughout the nation, they 
simply do not offer the breadth and depth of courses that immigrant students 
need to prepare for college. Hence, there is danger that once a student enters 
the "bilingual" or "ESL" track, she will have difficulty switching to the 
college-bound track (p. 142). 

Along with the argviment that the civil rights of students and parents were being 

violated by bilingual education and its advocates, was the need for enforcement and 

comphance with the laws regarding bilingual education. A huge focus of the ADE under 

Tom Home was the enforcement of the terms of Proposition 203. Home continuously 

referenced the lack of enforcement of the Proposition under his predecessor and vowed 

to bring all schools into compliance. Home (2003) emphasized the importance of gaining 

the compliance of the "out of compliance school districts with the help of 45 monitors 

from the Arizona Department of Education". This compliance was supported as vital to 

the success of the nation. It appeared as though those in favor of English-only believed 
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that compHant citizens were good, and even better if they spoke English fluently. 

In July of 2002, an article penned by the group English For the Children 

described the groups distaste for Jaime Molera's approach to enforcing Proposition 203. 

The group proposed that Tom Home would bring schools into compliance through strict 

enforcement of the law. This compliance would make conditions better for Hispanic, ELL 

students. According to Mendoza (2002), 

Two years ago, the voters of Arizona overwhelmingly passed Proposition 
203, requiring that Hispanic students be taught in English. Yet today there are 
still thousands of Hispanic children in Arizona being forced into Spanish-
only classes. Jaime Molera, Arizona's top educational official, has done 
nothing to make schools comply with our new law. That's why we're 
supporting Tom Home, who will make full enforcement of Proposition 203 
a top priority in his administration (p.l). 

Additionally, the same article by English For the Children (July 2002) stated that, 

Although Arizona voters passed Proposition 203, dismantling bilingual 
education, by nearly a 2-to-l margin in November 2000, news reports have 
indicated that thousands of Hispanic students still remain in bilingual 
education classes throughout Arizona. Most of these students have been 
placed in Spanish-language classes after their school districts declare them 
to have a good knowledge of English. Proposition 203 leaders have 
repeatedly declared this waiver procedure an illegal fraud and have bitterly 
denounced it for most of the last year. Tom Home, a Harvard-educated 
attomey and long-time school board official, has made full enforcement of 
Proposition 203 one of the centerpieces of his campaign against Molera in the 
Republican Primary (p.l). 

In his inaugural speech in January of 2002, Home spoke of his appointment of 

Margaret Garcia Dugan, as Associate Superintendent of Public Instmction, and 

emphasized that she would be assisting him in keeping schools in compliance. 

My appointment of Margaret Garcia-Dugan, one of the co-chairs of English 
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for the Children, as an Associate Superintendent, makes clear that I will keep 
my campaign promise to enforce the initiative. We must make sure that 
every school is serious about teaching English as intensely, and as rapidly as 
possible. Once students become truly proficient in English, we will be 
supportive of efforts to have them maintain their proficiency in the second 
language as well (p.2). 

In February of 2003, Home released his new guidelines for implementing English 

immersion education for ELL students. He cited the law and the means for enforcement 

more frequently than he cited the methods and their effectiveness. On the Arizona 

Department of Education (2003) Tom Home was quoted as saying, " It is not enough to 

just enforce the law. This department wants to make sure that every school is serious 

about teaching students English as quickly as possible, so that they become fluent, and 

they can soar academically as individuals" (p.l). The paragraph following that statement 

reverts back to the compliance and enforcement issue by saying, " Under ARS statute 15-

756.B, the Department is required to develop guidelines for the monitoring school 

districts and charter schools for compliance with all federal and state laws regarding 

English language learners" (p.l). 

After being criticized in the media by those opposed to English-only policies and 

practices, the Arizona Department of Education (2003) under the leadership of Tom 

Home, announced that they were there to help the ELL students and their teachers by 

assisting schools in creating the best possible create the best academic settings for ELL 

students. A news release from the Arizona Department of Education and Tom Home 

stated that enforcement and compliance were secondary functions of the Department and 
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that instructional assistance was number one. Tom Home was quoted on the ADE 

website: 

It is the new philosophy of this department that its compliance function is 
secondary, and that its primary function is service to the schools," said 
Superintendent Home. We want to do everything we can to help the schools 
do the best possible job academically for students. To this end, the 
Department will be sponsoring a seminar this spring on best practices for 
Academically Successful English Immersion, and hopes all relevant schools 
will participate (p. 2). 

On May 29, 2003, Tom Home, under the auspices of the Arizona Department of 

Education, announced the first "Super Seminar on Structured English Immersion" that 

was held on May 3P\ 2004 in Phoenix, AZ. Home's announcement, released to the 

public 2 days before the seminar, reiterated the focus on assisting school district's to 

"help schools effectively bring students to English fluency as quickly as possible" and 

also "for the purpose of ensuring compliance with all federal and state laws" (p.l). 

In addition to their insistence that bilingual education violated the civil rights of 

ELL students and their parents and that Sheltered English Immersion was a superior 

method, English-only advocates argued that there was significant research in support of 

English-only. This research in support of English only or English immersion instmction 

for ELL students included mostly test scores and drop-out rate statistics and comparisons 

of English immersion and bilingual programs. The following section discusses the 

research cited by some in favor of English-only. 
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English-Only is Research-Based 

Advocates for English-only policies and practices argued that English immersion 

and English-only language programs were proven effective by research. They also said 

these studies show that bilingual education was ineffective. The research they cited was 

generally based on standardized test scores and drop-out rates. They also mention studies 

on total years of schooling, college entrance rates, income, and entry into high-status 

occupations. This section discusses these key arguments regarding research in support of 

English immersion, and the research that discounts bilingual education. An example of 

this was encompassed in the English-only movement's presentation of research to the 

public represented by Tom Home's (2003) newspaper article. In his article he stated. 

The most recent comprehensive study of English immersion vs. bilingual 
education is in the winter 2002 edition of Education Next, a magazine 
published by Harvard, Stanford and two research institutions 
(www.educationnext.org). It found that English immersion students 
outperformed bilingual education in that 1) they had more years of schooling, 
2) more of them entered college, 3) they had a higher average income; and 4) 
they exceeded the bilingual students in entry into high-status occupations by 
almost 2 to 1 (p. A13). 

Test Scores and Drop-Out Rate 

Bilingual education was viewed as a failure by those in favor of English-only 

policies and practices due to low test scores and the high drop-out rate among Hispanics 

who spoke English as their second language. They felt that their position was based in 

their own failed experiences in bilingual settings, or the experiences that were relayed to 

them by former students of bilingual education, or feedback from former or current 

http://www.educationnext.org
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students, their parents and/or guardians. They maintained that school districts were 

forcing ELL students in bilingual classrooms to support their selfish agendas. 

Those in favor of English-only argued that because of bilingual education, 

Hispanic students who speak Spanish as their first language have low test scores and a 

high drop-out rate (Garcia, 2001). They used test score research from selected 

populations in selected geographic areas as support for their argument that students in 

Sheltered or Structured English Immersion classes performed better on standardized tests 

and that they had a lower drop out rate. They also argued that ELL students of English 

immersion were more competitive and successful in their careers in higher education and 

the professional world. 

In a State Superintendent of Public Instruction Candidate Questiormaire published 

on the Arizona Republic's website in the fall of 2002, Tom Home stated his beliefs about 

the methodology that help ELL students to leam English. Question number 5 in the 

section labeled, "Student Performance" asks. How would you improve the education 

opportunities for Latinos? What would you do to decrease their dropout rate and improve 

test scores? Home cited "studies" that use standardized tests scores as the main source of 

data for this finding and also includes his statement about enforcement. 

Tom Home's response (2002) reads as follows, 

Latino culture emphasizes the values of family and hard work. This is a good 
recipe for success in school. But first, the student must leam English. On my 
website, www.tomhorne. com. I reproduce studies that show that students 
perform much better in English Immersion programs, rather than bilingual. 
I supported the initiative requiring that English immersion replace bilingual 

http://www.tomhorne
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so that every student learns English. If elected, I will reverse the current 
policy of not properly enforcing that initiative and will vigorously enforce it. 
Once a student learns English, his or her academic achievement becomes an 
individual matter, and the student should not be thought of or dealt with as 
an anonymous member of an ethnic mass, but should be challenged as an 
individual student (p.3). 

Proponents of the initiative argued that bilingual education was the cause of the 

low test scores and the high dropout rate among Hispanics in the state. They also 

believed that bilingual classrooms segregated students from their English-speaking peers. 

They maintained that in California, where the English only initiative had been in place for 

three years, students were thriving in English-Immersion settings according to test scores. 

Tom Home was sworn into office in January of 2003. In his inaugural speech, 

posted on the Arizona Department of Education's website (February 2003), he stated the 

following regarding the education of ELL in Arizona. Again, he cited "research" from 

Harvard and Stanford to support his position. 

For students who come to school not speaking English, the first priority is 
that they must learn English as fast as possible. Then there is no limit to their 
ability, as individuals, to achieve academic excellence. My support for 
English immersion has been vindicated by the most recent edition of 
Education Next, a publication of Harvard, Stanford, and two research 
institutes. It found that students who had been in English immersion 
outperformed students who had been in bilingual programs (p.2). 

In a letter to the editor in the Arizona Republic Home (2003) cited his personal 

observations with English immersion as research in support of English-only. It read, 

I have been in a number of English immersion schools where at least 85 
percent of the students become orally proficient in English in one year, and 
fully proficient in reading and writing within three years. Leonard Basurto, 
director of Arizona's largest bilingual program, testified at the legislature that 
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in a bilingual program that it takes seven years for a student to become 
proficient in English. A student who came to the United States at age 12 
would graduate from high school without even becoming fully proficient. 
That any one would try to perpetuate a program that takes seven years to 
bring students to proficiency is scandalous (p. A5). 

Test Scores to Verify English Proficiency 

There was great contention about the testing instrument and the minimal scores on 

the tests that would determine whether or not a student had the level of proficiency to 

qualify for a waiver into bilingual education. The Language Acquisition Survey (LAS 

test), published by McGraw-Hill, was one of the state approved tests to verify this 

proficiency level. Initially, some school districts considered a score of 3 out 5 on the 

LAS Test as the standard for determining the proficiency level of students necessary to 

qualify to be placed in a bilingual setting. When Home entered the office of 

Superintendent of Public Instruction, he set the standard at 4 out of a possible 5 points for 

proficiency. 

Those in favor of English-only policies and practices were adamant that Tom 

Home, under the advisement of the State School Board, had the power to determine the 

tests and scores that determine English proficiency acceptable to be placed in a bilingual 

classroom. This was another form of research used to support the position in favor on 

English-only policies and practices, and to support the position that bilingual education is 

a failure. The next part of this section discusses the perception that bilingual education 

has been a failure, and, thus, that English immersion is the superior program for ELL 

students. 
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When those in opposition to the terms of Proposition 203 challenged this higher 

standard to qualify for a waiver into bilingual education, Home responded that he did 

have the authority to increase this standard, and argued a score of 4 on the LAS was what 

the state required as a state average score for English proficiency. Two state legislators 

asked the Attorney General for his opinion about the minimal test scores for qualifying 

for the (B)(1) waiver. In response to the attorney general's opinion, Home released a 

statement regarding this opinion. On the ADE website (July 22, 2003) it said. 

The setting of scores to determine "good English language skills"was held 
to be within the Superintendent's "monitoring" powers. The Attomey 
General's opinion specifies that "the minimum test scores for a (B)(1) waiver, 
although an appropriate subject for monitoring guidelines [and therefore 
within the powers of the superintendent], must be supported by facts that 
establish that the scores are the average for students at the appropriate grade 
level, as required by statute." Home indicated today that the data from the 
publisher of the most commonly used test (LAS), satisfying this requirement. 

The approval of the test scores is for the Board of Education. Home 
indicated that the Board has done that. "In the absence of any approved tests, 
there would be no way to establish good English language skills, and no 
waiver would be available at all," Home said. "However, the State Board of 
Education had in fact adopted all four available tests, and I have set the cut
off points for those scores within the requirements now set forth in the 
Attomey General's opinion. This opinion is a total vindication of my 
guidelines (p.l). 

The major supporters of the English-only initiative argued that bilingual education 

in Arizona had been unsuccessful. According to Mendoza, Ayala, and Dugan (2000), 

"Arizona's failed system of bilingual education has inflicted educational harm on 

thousands of Hispanic children." (p. 3). They claimed that ninety-five percent of 

Limited English Proficient students who start a given school year v^th that label of 
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Limited English Proficient were still not proficient after a fiill year's instruction. 

Supporters also stated that those who were in positions to make money from the 

method support bilingual education. Dugan (2002) was reported as saying "About the 

only people who support bilingual education are those who make money from this huge 

failed government program—^the bilingual teachers and the bilingual administrators and 

the bilingual professors—and the politicians they control" (p.3). Coupled with the 

negative perceptions about bilingual education and the related research, was the larger 

issue of bilingualism as a problem or deficit. 

Bilingualism as a Problem or Deficit 

Underpinning the argument for English-only policies and practices was the 

ideology that bilingualism, and specifically bilingual education, was a problem for ELL 

students. This way of thinking about bilingualism and bilingual education may be 

referred to as "language as problem or deficit" (Ruiz, 1990). Many of the documents in 

the review of ELL positions and practices revealed the perspective that ELL students 

were deficit in their language abilities. 

Spring (2002) wrote that bilingual education was viewed as a threat to the 

dominant English-speaking culture in the U.S. Spring argued that those who supported 

English-only policies were trying to maintain social power. 

Some people feel that bicultural and bilingual education threaten the 
dominant English-speaking culture of the United States. For those whose 
background is in the dominant English speaking culture, promotion and 
recognition of another culture threatens their advantages in the labor market. 
Since the English-speaking culture is dominant in the economic system, 
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people raised in English-speaking culture have clear advantages over people 
from other cultures. In addition, recognition of another culture threatens 
myths of cultural inferiority used to justify economic exploitation (p.43). 

Along with the theory that those in opposition to bilingual education were hoping 

to maintain social and political power through controlling schooling of non-English 

speakers, was the negative connotation assigned to the ELL student through language 

policy and practice required by law. Bilingualism, and particularly the use of the home 

language (Spanish in this study), was seen as something undesirable and not useful for 

teaching and learning. 

Hispanic speakers of Spanish on the border who qualified as LEP (Limited 

English Proficient) according to school district guidelines were often viewed as special 

education or special needs students. This categorization of ELL students as special 

education or having a learning deficit was evident. Many school districts placed ELL 

education under special education in their organizational structures (Olsen, 1996). 

Documents retrieved fi-om the Arizona Department of Education's website in 

2003, referenced statistics on the state's ELL population during the 1998-1999 school 

year. The document refers to the education of ELL students in the state who do not test at 

a grade and or age appropriate level on national norm-referenced tests in English. The 

ADE states that ELL students who do not meet the appropriate standards need 

compensatory education. 

Compensatory was described as the need to make up for a weakness or a deficit. 

Thus, when students enter school, or shortly after entering school as an ELL student, they 
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were frequently labeled as having a deficit or academic weakness. Their first or home 

language— Spanish in the case of the context of Rio Verde-was viewed as detrimental to 

the learning process by the implementation of English-only policies and practices. 

The ADE document's title highUghted the perceived nature of ELL students. The 

document was called "Compensatory Education for ELL Learners" (2003). The 

docximent contained a list of frequently asked questions about compensatory education 

for ELL learners. Number 4 on the list asks, "What is considered a "satisfactory 

compensatory instruction program" as stated in HB2010? The response read, " A 

satisfactory compensatory instruction program is "aimed at curing the skill or knowledge 

deficits revealed by the reassessment results (Flores, 2001)" (p.2). Compensatory 

education was also defined in the document as "Compensatory education is instruction 

for ELL students that are not meeting the standards on making academic progress. The 

instruction should be aimed at the identified areas. It can include before or after school 

tutoring, summer school, intersession, etc" (p.2). 

Compensatory education roots were in the civil rights movement of the 1960's. 

According to Spring (2002), because the nature of compensatory education emphasizes 

what students lack when they enter school (English proficiency, social and economic 

clout, access to literacy, etc.), the programs established under the Elementary and 

Secondary Education Act of 1965 were viewed as programs for the poor and minorities. 

Thus, the programs lacked what they needed at their inception—recognition as exemplary 

programs. When bilingual education became a component of compensatory education, it 
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was marked as a program for the poor, non-English-speaking immigrant. 

Sometimes students also view their bilingualism or use of a language other than 

English to be undesirable. Olsen (1997) also found that groups of non-English speaking 

students in dominantly English-speaking schools and communities move away from 

speaking their first language in order to gain acceptance and turn their identities into 

"Americans." Thus, in some geographical areas in the U.S. there was also a movement 

from within the student body of schools to eliminate the first language of students and 

replace it with English. Of the non-English speakers in her research, she said. 

But the desire to become English speaking students and accepted by 
Americans, and to avoid the sting of being laughed at or put down are 
powerfixl incentives. They (students) not only become English seekers, these 
students abandon their mother tongues relatively quickly, becoming English 
prefers. The students seem immune to the messages that adults at the 
Newcomer School attempt to get across, that bilingualism is an asset and is 
something that students should strive for. It appears that very few immigrant 
students put any premium or value on continuing to develop their native 
tongue (p.99). 

These perspectives of students in regard to bilingualism adds a layer of opposition 

to bilingualism and bilingual education within the schools. This opposition by the ELL 

students themselves was in addition to the strong opposition against bilingual education 

from those in favor of English-only policies and practices who were politicians, school 

administrators, and teachers. Beyond the opposition to bilingual education by those who 

support English-only exists strong resistance to English-only policies and practices. This 

resistance existed on many levels by various groups and individuals. The next section in 

this chapter addresses the resistance to English-only policies and practices, and in favor as 
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using the first language as an asset in the classroom. 

Positions Against English-Only Policies and Practices 

This section discusses the position against the English-only policies and practices 

that were in accordance with Proposition 203. The positions against English-only policies 

and practices were developed through the data analysis of the public documents I 

reviewed for this study. The platforms against the English-only position encompassed the 

following philosophical platforms: 1. Americanism and Nationalism (includes the strict 

enforcement of and compliance with laws protecting parental choice and students' equal 

access to education), 2. Bilingual policies and practices are research based (includes a 

challenge of test scores being used as "research" and the drop-out rate as data to support 

English-only, research in favor of using bilingual education or Spanish as a resource in 

teaching English, and the test scores to determine English proficiency), and, 3. 

bilingualism and bilingual education as a resource or asset. The following subsections 

examine these key themes that emerged from the document analysis. 

Americanism and Nationalism 

Much like those in favor of English-only policies and practices, those who 

opposed English-only policies and practices used the foundations of Americanism and 

Nationalism as support for their position. They believed that American citizens in the 

United States possessed a fundamental right to an appropriate and equal education. The 

opponents of English-only believed that when government mandated how students were 

taught English in the classroom, it interfered with an appropriate education, parental 



149 

choice, and the decision-making practices of professional teachers. 

Proponents of bilingual education, or those who simply supported using Spanish 

to explain concepts and ideas in the classroom or to augment the curriculum and ways of 

understanding, argued that using Spanish in the classroom provided ELL students with a 

better chance at equal access to the curriculum. They believed that the restrictive policies 

and practices required by Proposition 203 were a violation of the civil rights of Spanish-

speaking citizens in America, and did not allow language minorities access to an equal 

opportunity to succeed in school. They believed that exposure to two languages enhanced 

all learners' experiences in school. 

Opponents of English-only argued for enforcement of civil rights and equal 

opportunity laws in favor of students who do not speak English as their first language. As 

part of this argument, there were accusations against Tom Home as not being interested 

in the rights and equal opportunity for Hispanics and creating an educational system that 

favored Anglo, English-speaking children. The next section discusses these concerns for 

equal opportunity and civil rights as part of the educational process for ELL students. 

This concern existed in a context where enforcement and compliance with English-only 

policies and practices were at the forefront of the discussions on ELL education. 

Civil Rights and Equal Opportunity 

The arguments about diversity, civil rights, and parental choice by those in 

opposition to English-only policies and practices were evident in the document review. 

This subsection examines the positions supported the argument that English-only policies 
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and practices support student's civil rights and provide for equal educational opportunity 

and experiences, along with parental rights to chose an appropriate setting for their ELL 

children/students. Some argued that segregation was occurring by placing ELL students in 

Structured English Immersion classrooms; their English speaking peers were not in the 

SEI classrooms. Proponents argued that Tom Home was a racist, and that the high 

enforcement profile and the interpretations of Proposition 203 that he was facilitating 

through the ADE was a result of his profile as a racist. 

The Arizona Educators Association stood against English-only legislation. In 

their statement written by Penny Kotterman and Charles Lentz (2000) and released to the 

public, they stated the following. 

All students deserve an education that culminates in their fluency in English 
and their mastery of academic content. For students learning English, a 
foundation in literacy and academic concepts in their native language 
provides them equal footing as they move through a program of language 
acquisition. Denying students this opportunity relegates them to a second tier 
of achievement as they fall behind in their content studies while struggling 
with a foreign language (p. 4). 

The superintendent of the Isaac School District in Phoenix argued against 

English-immersion of ELL students. He believed that in English-immersion classrooms, 

students were cut off from the ability to understand much of anything beyond basic 

commands and directions thus cutting the students off from their ability to understand and 

learn content. Kent Paredes Scribner, was quoted by Kossman (2003), as saying, "I think 

that it is criminal to put a kid in a class and leave them totally disconnected to words 

flying around the room" (p.A.16). 
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Opponents of the English-only movement were critical of the movement's 

insistence on the enforcement of English-only policies. They also criticized Tom Home 

for using the enforcement of English-only policies as the platform for the race for 

Superintendent of Public Instruction. Ruelas (2002) discussed Home's campaign and 

was critical of the insinuations that Home made about Molera's (Superintendent of Public 

Instmction prior to Tom Home) stand regarding Proposition 203. The article illustrated 

the fact that Tom Home spent more than $200,000 for the TV ads that accused Molera of 

not enforcing the ban on bilingual education. Ruelas questioned Home's plan to have an 

(legal) opinion issued that says the waiver process that some districts followed was in 

violation of the law. Molera argued that the waivers were in compliance with the law and 

that the law was poorly worded. 

The Tucson Weekly (August IS^**-August 2P' 2002) refers to Tom Home's 

campaign strategies as 'Muy Estupido '-Very Stupid. The article stated that Tom Home, 

as of August 2002, had spent over $280,000 on the single-minded campaign platform 

regarding the enforcement of the ban on bilingual education. They balked at the fact that 

one of Tom Home's favorite targets had been the Pendergrast School, which he said 

handed out too many waivers. Interestingly enough, the Pendergrast School District 

issued waivers to about 4 percent of the district's students while in Paradise Valley 

School District (where Tom Home was once a school board member), the percentage of 

waivers granted there was fourteen percent of its English Language Learners. 

MacSwan (2002) used Home's relationship with Ronald Unz to imply that Home 
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was a racist, and remarked that Home said that he would return Unz's campaign 

contribution after Unz made comments considered by some to be racist. MacSwan wrote 

the following about the Home-Unz partnership: 

Tom Home is nmning for Arizona school chief, and vows to "enforce" Prop. 
203, the state's anti-bilingual law bankrolled by Califomia millionaire Ron 
Unz. Home sought and received Unz's endorsement at a press conference 
last month. However, just a day before the press event, Unz shot off a fiery 
email to journalists in which he mentioned the race and questioned the 
intelligence of African-American U. S. Secretary of Education, Rod Paige, 
calling the Bush official "a black former football coach" and "dimmest 
member" of the cabinet. Unz also complained in his email that incumbent 
Superintendent Molera's "Hispanic background" is responsible for the 
candidates endorsements from "Arizona's Republican establishment" (p.l). 

When interviewed for the Arizona Republic by Kristin Go (July 2002), Jose Luis 

Rodriguez, former Director of the Paradise Valley English as a Second Language 

Department, stated "Tom Home ignored the needs of Hispanic students in the Paradise 

Valley School District" (p.2). In that interview with Go (July 2002), Rodriguez also 

asserted that when Home sponsored a bill that did not support affirmative action for 

minorities, he (Home) proved that he is not interested in the needs of Hispanics and is 

only interested in "catering to the White middle class" (p.2). 

According to Go (July 2002), "the Arizona Hispanic Community Fomm filed a 

complaint with the U.S. Department of Education's Office of Civil Rights against the 

Paradise Valley district. The investigation foimd that the district did not fially comply 

with some special education laws" (p.2). Among the findings of the Department of 

Education was that the district failed to communicate with parents in their native 
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language and that the district did not provide documentation that it evaluated ELL 

students for reading and math deficiencies. 

Supporters of bilingual education argued that bilingual education was a valid and 

valuable way for students to leam English. They asserted that Proposition 203 limited the 

choices of Hispanic and Native American parents (as well as those parents of native 

English speakers who believe bilingual settings are the best way for their child to leam 

Spanish). They argued that Proposition 203 overmled and undermined the judgment and 

experience of professional educators and school boards, and interfered with the 

sovereignty of Indian nations trying to save their languages from becoming extinct. 

(Kotterman and Lentz, 2000). 

Diana (2003), argued to protect the professional judgement of teachers in the 

education of ELL as well as honoring parental choice in the matter. 

Let's give parents a choice, and not let politicians, the media and the public 
make decisions for children. Let's allow teachers and researchers that study 
the best methods for second-language acquisition to inform the parents- who 
ultimately should have the right to choose what program they want their child 
to attend (p. A8). 

Parental choice in the decision making process of what program was best suited 

for their children, was argued as a right, not a privilege for just proficient English 

speakers. Kossman(2003) cites two advocates for bilingual education in support of 

choice for parents. "Kurt Davis, a member of the State Board for Charter Schools, is 

pleased that parents who disagree with the English-only, law have options". Davis was 

quoted as saying, "For certain parents who want to see their children walk out of school 
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fluent in two languages, this is their choice" (p.A8). Another parent, Silvia Benitez, a 

parent who fought against English-only said that she thought that language policy needed 

to honor parents' requests for bilingual education and doubts that there were enough 

schools still offering the option. 

Opponents of English-only also argued that segregation was occurring in SEI 

when non-English speakers were separated from their English speaking peers by placing 

them in one-year English immersion classes. They argued that this separation was against 

the civil rights argument that "separate is not equal" in regard to educational experiences. 

In a east Phoenix school that was foliovdng Superintendent Home's English-immersion 

guidelines, the numbers of students enrolled in bilingual education with English-speaking 

peers decreased. Some parents worried about the segregation of Spanish speakers into 

English immersion classrooms with other Spanish-only speaking peers (Kossman, 2003). 

With this segregation of students into English immersion classrooms came the 

argument that student's civil rights were being violated. According to Kossman (2003), 

"This year, trying to obey the law, the Phoenix Elementary District changed Garfield 

Elementary from a bilingual school to and English immersion school. But Garfield 

Elementary Principal Teresa Covarrubias said, "It's a law that has festered into a civil 

rights issue for many, who claim children are falling behind in other subjects whole 

confined to English immersion classrooms" (p. A16). 

The Arizona Educators Association stood against English-only legislation. In 

their statement written by Penny Kotterman and Charles Lentz (2000), they stated the 
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following. 

Students who are learning English as a second language have the fundamental 
right to the most appropriate and suitable method for learning English in 
school; this proposition eliminates that right. All students deserve an 
education that culminates in their fluency in English and their mastery of 
academic content. 

Parents, not state government, should make decisions regarding their 
child's education. This proposition tells parents who want the opportunity of 
a bilingual education that the bureaucracy knows better - they cannot make 
that choice. Such a limitation of choice and prospect must be considered a 
violation of civil rights as one class of citizens finds a door to opportunity 
slammed in their faces. 

Furthermore, teachers could find themselves threatened by the law for 
using their professional judgment. If a teacher determined that a student did 
not understand a concept explained in English, this proposition would legally 
prohibit her fi-om teaching that concept in the child's native language. State 
government has no business intruding into professional decisions made in the 
classroom (p. 4). 

Olsen (1997) also found that students in sheltered English immersion classes were 

keenly aware that they were being segregated from their English speaking peers and that the 

course and its content were being "watered down". 

On the first day of Lisa Stem's "sheltered" world history class, she introduced 
herself and said: "This is a sheltered-content world history class." One of the 
students called: "What's sheltered?" Before Stem could answer, another 
called out: Sheltered, that's lower, right?" She tried then to explain that it was 
not "lower." The textbooks are the same, the content is the same. She 
showed them the textbooks were from her "regular" world history class trying 
to convince them that the curriculum was the same. But the students would 
not believe her. It seemed confirmed in their minds that classes for "LEP" 
students were "lower" (p. 102). 

In addition to the arguments about diversity, civil rights, and parental choice, 

those in opposition to English-only policies and practices insisted that bilingual education 

or dual-language education was supported by research. They believed that using 
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Spanish in the classroom to explain terms or concepts, give directions, and/or enhance the 

cvirriculum was a necessary component of effective teaching and learning for ELL 

students. 

Bilingual Education is Research Based 

Similar to those in favor of English-only, supporters of bilingual education also 

cited standardized test score results from California as verification that English 

immersion programs had not worked well for students there since Proposition 227 had 

been enacted. They cited other research that contradicted the research of those in favor of 

English-only practices. This section examines the research in favor of bilingual 

education or in favor of using Spanish as a resource for teaching and learning. It also 

references the research cited against English-only practices like Structured English 

Immersion. The document review referenced test scores and the drop out rate in support 

of their argument against English-only policies and practices. 

Political and social groups, including the Arizona English Teachers Association, 

the Mexican American Political Association, English Plus More, and the Arizona 

Hispanic Community Forum, opposed the English immersion model. They felt that since 

research in language acquisition shows that using the first language of students as an asset 

to learning English, and that one year is never enough time for students to become fluent 

in English, that Proposition 203 was self-defeating. 

These groups believed that the solution mandated by Proposition 203 would only 

make conditions for second-language learners more devastating. They believed that the 
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exact problems that the supporters of Proposition 203 proposed to eliminate or alleviate 

through a one year English immersion program for English language learners would 

cause the drop-out rate to become even higher, fewer students would go on to college, 

and that test scores would go down. Also, there was great contention about the LAS 

scores set by Tom Home to designate students as English proficient or "having good 

knowledge of English" in order to file a waiver requesting to be placed in or remain in a 

bilingual education classroom. 

Test Scores and Drop-Out Rate 

Opponents of English-only not only challenged the research based on test scores 

and drop-out rates cited by those in favor of English-only, they also had their own ideas 

of what research supported their position. They believed that there was sufficient research 

that supported bilingual education and with English-only policies and practices that test 

scores would decrease for ELL students and that the drop-out rate would increase. 

MacSwan (2002), a associate professor of education at Arizona State University, 

strongly opposed Home's campaign to become Arizona's Superintendent of Public 

Instmction. According to his article, he believed that Tom Home needed to cite some 

reliable research to support his stance on the education of ELL students in Arizona. 

McSwan argued that the research cited by Tom Home in support of an English-only 

stance was not research. Mac Swan (2002) wrote about the research Home used to 

defend his English-hnmersion model for ELL in Arizona: 
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Home cites a "study" which backs his key issue, total English immersion for 
all immigrants. But he doesn't mention the "study"-his primary piece of 
evidence in defense of his key campaign issue-as penned by the same guy 
whose check he returned (Unz). For instance, the Unz-Home report provides 
comparative test scores for children in "bilingual" and "nonbilingual" 
program from 1997-2001. But, California did not keep track of which test 
scores were associated vdth which program types until 2001. Thus, there is 
no way to compare how well English language learners performed in 
"bilingual" and nonbilingual" programs before that date. In other words, the 
Unz-Home numbers are at best deceptive, at worst straight-out fabrications 
(p.l). 

The studies that English-only advocates cited to show that parents prefer English 

immersion programs for their ELL children were challenged by those in opposition to 

English-only. Diana (2003) stated, 

I would love to see the polling data that Haver (2003) referred to support her 
argument that Hispanic parents want their children to be in English 
immersion classrooms. Most questions about bilingual education are loaded 
to elicit a negative response. Working on my master's, I recently conducted 
a survey at my school, which is 85% Hispanic. I asked the question," If there 
was a program available that taught your child how to speak, read, and write 
in English and Spanish, would you like your child to participate in the 
program?" Ninety-eight percent answered yes (p.AS). 

Beyond the issue with using standardized test scores as research, administering 

tests in only English was also another area of great concem to educators. The new law 

created by Proposition 203 mandated that all students will take the AIMS and Stanford 9 

tests in English. Many educators felt that test scores would be lower than before. This 

was in direct opposition to what the proponents of English-only stated in their arguments. 

In years past, students who were leaming English as a second language could be 

exempt from taking the standardized test or could take the test in their first language. For 
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example, the Spanish speaker could take the Aprenda, the Spanish counter-part to the 

Stanford 9. Teachers who work with English language learners know from experience 

that to get the most valid information on student achievement, that a test in the student's 

first language, particularly during the first three to four years of learning English would 

provide the most reliable information on a student's academic progress. (Arizona 

Educators' Association Website, 2002). 

Many educators believed that the testing issue, in addition to a change in the 

type of language instruction students were to receive, would really make things more 

difficult for English-language learners. Many educators worried that the solutions 

mandated by law as a result of the passage of Proposition 203 only complicated the 

struggles that language minority students face, and would create more problems for the 

educators who were charged with teaching Limited English Proficient students. 

Test Scores to Verify English Proficiency 

Another issue that the opposing positions argued over was the use of minimal 

scores in order for a student to qualify as "English proficient" or with "good English 

language skills" in order to receive a waiver to be placed in, or remain in a bilingual 

setting instead of an English immersion classroom. As discussed in the previous section, 

Tom Home set the scores for a rating of "good English language skills at a 5, where in the 

past some school districts were using a score of 3 or 4 on the LAS (Language Acquisition 

Survey) to verify proficiency and qualify for a waiver. 
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There was great contention about the testing instrument and the minimal scores on 

the tests that would determine whether or not a student had the level of proficiency to 

qualify for a waiver into bilingual education. The LAS Test was one of the state 

approved tests to verify this proficiency level. Initially, some school districts considered 

a score of 3 out 5 on the LAS Test as the standard for determining the proficiency level of 

students necessary to qualify to be placed in a bilingual setting. When Home entered the 

office of Superintendent of Public Instruction, he set the standard at 4 out of a possible 5 

points for proficiency. 

According to Kossman (2003), "Home sharply raised the grade students must eam 

on a national English fluency tests before parents can sign waivers. Through the opinion 

issued by the Attomey General in Arizona regarding the test used to measure English 

proficiency, it was confirmed that the State Board of Education was responsible for 

determining the English fluency standards and determine which state test would be used 

to measure fluency. "One of Home's guidelines ran into trouble. A state legal opinion 

issued last week, says it is up to the Board of Education to set English fluency standards 

for students, which must be based on state, rather than national test scores" (p.Al). 

Pete Rios, a democratic state senator who petitioned for the opinion at the request 

of a group in opposition to English-only policies, argued that Tom Home could not 

legally enforce the standards that he set for English proficiency. According to Kossman 

(2003), Pete Rios said of the test scores, " I don' think that Tom Home can move forward 

with his English-immersion guidelines" (A. 13). After the attomey general's opinion in 
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July of 2003, districts continued to interpret "good English skills" and how that standard 

would be measured in order to issue waivers (Kossman, 2003). 

In addition to the concerns with testing and the drop-out rate, opponents of 

English-only argued that bilingualism was an asset to all students. They thought that 

using the home language was vital to learning English for Spanish-speaking ELL 

students. The next section addresses the ideas that bilingualism, and more specifically, 

bilingual education as a resource for teaching and learning as well as beyond the 

classroom discussed in the document review. 

Bilingualism as a Resource or Asset 

Bilingualism was noted a resource or asset several times in the document review. 

This perspective of "language as resource"was discussed by Ruiz (1990). The documents 

revealed parents, teachers, and administrators in favor of bilingual education in the 

classroom. If not specifically in favor of bilingual education, they were in opposition to 

strict English-only policies and practices in the classroom. They felt this stance against 

speaking Spanish would impact ELL students in a negative way and make them feel 

deficient or defective as learners. The opponents of English-only policies and practices in 

the document review called for language policies and practices that viewed the first or 

home language as an asset. 

Initially, the most vocal complaints about the English-only initiative were brought 

forward by Anglo parents who wanted their English-speaking children to be in bilingual 

classrooms in order to develop their Spanish literacy skills. In response to this plea. 
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Ignacio Ibarra (2003) reported, "In the month since he announced new English immersion 

guidelines, Home said, most complaints have come from Anglo parents upset that their 

children-native English speakers-might not benefit fi-om dual-language program that they 

hoped would make them bilingual" (B.2). 

Tom Home stated that he was in favor of bilingualism and bilingual education and 

that it held merit, particularly for Anglo students who were already proficient in English. 

According to Ibarra (2003), "In the months since he aimoimced his new English 

immersion guidelines. Home said, most complaints have been from Anglo parents upset 

that their children-native English speakers-might not benefit from dual-language 

programs that they hoped would make them bilingual" and that, "They want their kids to 

learn Spanish from Latino kids. I can see their point. It is good to be bilingual...but not 

at the expense of the Latino kids. They need to be in an English immersion classroom" 

(B.2). In addition to the dualistic standard of what group of students would benefit from 

bilingual classrooms, there were groups of parents who thought a bilingual classroom 

would benefit all students. 

Ibarra (2003) mocked this stance wondering if the only students who would 

benefit fi-om a "dual language" program would be Anglo, English speakers. In the same 

article. Home acknowledged the importance of bilingualism, with a qualifier. Ibarra 

(2003) quoted Home as saying that he recognized the value of speaking two languages 

and had no problem with dual language instmction-so long as the students first meet 

tough English fluency standards at their grade level. Ibarra (2003) focused on the 
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importance of the message sent about speaking Spanish that accompanies the English-

only policy implemented by the state. 

In an interview with Ibarra (2003), a parent of a second grader in a Valle 

Encantada elementary school, argued that bilingual education was an asset for teaching 

and learning along the border. Particularly he mentioned that bilingual classrooms 

honored the home language of the students as a positive foundation on which to build 

English literacy skills. He also argued that the negative connotation that was applied to 

speaking Spanish and developing bilingual skills under Proposition 203, was a detriment 

to education large populations of Spanish-speaking ELL. Guzman, the parent in the 

interview, was quoted as saying "that while he agrees that learning English is the first 

objective, he worries that the English-only mandate in the classroom could spill over into 

other aspects of school and community life" (B.2). 

Another parent in the Ibarra (2003) article, Margarita Hernandez, a new 

immigrant and parent of three school-aged children living in a border community, 

stressed that the message sent by Proposition 203 was that Spanish does not have value. 

The position against using Spanish in school was thought to undermine the students pride 

in the Spanish language and their Hispanic culture. Also, she felt the schools had the 

obligation to teach literacy in Spanish and English. Ibarra (2003) quotes her as stating, 

"My husband and I never finished school in Mexico; how can we teach them writing and 

reading in Spanish at home? I think that it is important that they teach both languages" 

(B.2). 
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Galbadon (2004) called attention to the growing number of parents were choosing 

bilingual programs for their children, citing the economic and social rewards for 

bilingualism. "Now a growing number of parents are choosing a even higher standard, 

realizing that bilingualism combined with biliteracy offers even greater opportunity" 

(p.A10). He also argued that bilingual education helps students to comprehend the 

content area. "Bilingual education accelerates language acquisition for most children and 

also learning the content" (p. A. 10). 

Galbadon (2004) argues that bilingualism is gaining prestige both on the national 

and international levels as the demand for a bilingual workforce increased due to 

economic demands of the work world. "Mexico is justly proud of the bilingual education 

programs it provides for the thousands of citizens developing literacy in such languages 

as English, Nahuatl, and Zapotec while they also acquire Spanish" (p.7). 

Dave and Yvonne Freeman (1998) continuously discussed the importance of 

using students' linguistic and cultural backgrounds as an asset to language acquisition. 

Two of the eight evaluative questions on their checklist call upon teachers to reflect 

whether or not their classroom values, supports, and develops the students primary 

language and culture. They state, "students who fully develop their primary language 

acquire L2 more quickly....Knowledge developed in the primary language transfers to an 

L2. Further, bilingualism enriches the individual and the community" (1998, p.2). 

According to Garcia (2001), "Hispanic bilingual children have been found to score higher 
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on specific Piagetian, metalinguistic, concept formation, and creative cognitive tasks" (p. 

139). 

Garcia (2001), describes the optimism that Mexican-descent students have in 

regard to the possibility of success based on their bilingualism. Garcia states, "Mexican-

descent students felt that being bilingual and biliterate will contribute to their future 

success. These students frequently expressed very positive attitudes toward bilingual 

ability. They feel that knowing Spanish and English will benefit them later in various job 

opportunities, citing the advantages of being able to communicate with monolingual 

speakers of each language" (p. 169). 

Through the document review it was evident that resistance to English-only 

policies and practices existed in the state of Arizona between 2000 and 2004. There were 

also ideologies that supported the arguments in favor of English-only policies and 

practices. The same ideologies were used in the arguments against English-only policies. 

On the surface, the arguments of the opposing positions sounded similar. Through the 

document review and analysis, the arguments or ideologies in support of the two distinct 

positions were found to be defined or described as completely different. The variance in 

the definitions of the ideologies was also revealed through the public perceptions about 

what was taking place in classrooms across Arizona as a result of Proposition 203. I 

found this to be both interesting and perplexing. 
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Summary 

Chapter four examines the political events regarding language acquisition policy 

and practice during the years 2000-2004. Proposition 203, the ballot initiative that 

restricted the use of the native or home language student for instructional purposes and 

technically eliminated bilingual education caused much debate. From the discussions 

about Proposition 203, two distinct positions emerged from the document review. The 

two positions and examined in this chapter included: those in favor of English-only 

policies and practices and those against English-only policies and practices. The 

ideologies supporting the two distinct stances were discussed in this chapter. The most 

significant revelation in this chapter was that the two distinct positions were supported by 

similar arguments. 
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CHAPTER 5 

VOICES OF THE STAKEHOLDERS IN THE RIO VERDE EDUCATIONAL 
COMMUNITY 

"Aprendemos mejor en la lengua que mamamos"-Vorm&c ELL Student 

The interviews, group discussion, and questionnaires revealed the complex nature 

of educating English Language Learners in the Rio Verde School District at many levels 

transversing through the political, historical, practical, and philosophical. The voices in 

this section are those of teachers, administrators, former students, and parents. Several 

key themes emerged from the primary and secondary data sources. The key themes 

included: 1) beliefs about bilingualism and binationalism, 2) the impact of immigration 

on the local educational system, 3) the local perspectives of language acquisition policy 

and practice of the past and present in the RVSD, 4) the problem of systematic inequity 

in pohcy and practice (mismatch between policy and local context), and, 5) the role of 

the classroom teacher: philosophy and practice. 

The first three themes in the data related to bilingualism, immigration, and 

language acquisition policies and practices in the Rio Verde School District. The fourth 

theme, systemic inequity, was the situation that was partially created as a result of the 

prevalence of these three factors. The systemic inequity caused tensions about 

instructional practices for ELL in Rio Verde. 

The fifth theme is the role of the classroom teacher. The teacher is, in theory, the 

most important factor that influences the educational in the classroom (see Figure 5.1: 

Data Model). This theme was most important in the model because, ultimately, the 
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classroom teacher serves as the "filter" or "affective mediator" of the first four themes in 

the classroom. According to the participants, the teacher decides on the approach to 

teaching and learning English based on his/her own personal perspectives about the other 

four, as well as the community's perceptions about these themes. 

In this chapter, I combine the participants' thoughts, feelings, and perceptions as 

described in the interviews, a group discussion, and questionnaires. I arranged their 

opinions according to the key themes listed above. Within each theme, the testimonies of 

the stakeholders of the RVSD educational system illustrate the unique local culture. They 

also show contradictory thoughts, feelings and perceptions about the past, present, and 

future of ELL education in the district. Figure 5.1 shows the inter-relationship between 

the themes in the data and represents the major factors that impact the education of ELL 

in the Rio Verde School District. The following sections describe each theme. 

As a qualitative researcher, a past employee of the school district, and someone 

who still has strong professional and personal ties to the community of Rio Verde, my 

interpretation of the interviews and questionnaires is interwoven with the views of the 

participants. This chapter is aimed at defining the perspectives of the participants, 

showing the range of perspectives, interpreting their meanings, and providing quotes from 

the professional literature related to the perspectives. 
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Figure 5.1: Data Model 
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Beliefs About Bilingualism and Binationalism In Rio Verde 

This section describes the context of bilingualism and binationalism in Rio 

Verde. The broader definitions of bilingualism and binationalism outside of Rio Verde, 

but relevant to this study, are briefly reviev^ed. This section also examines the perceived 

advantages and disadvantages of bilingualism and binationalism. Inherent to an 

asset/deficit model of thought, a dichotomy of beliefs about bilingualism and 

binationalism was apparent in the data. The commimity and the educational system were 

impacted by these opposing ideas about bilingualism and binationalism in Rio Verde. 

The importance of bilingualism and binationalism was mentioned by most of the 

participants. Several of the participants thought that if someone resides along the 

U.S./Mexico border that they need to be able to function bilingually and binationally. 

They described the necessity of bilingualism and binationalism in commerce and 

business, as well as in the schools and social settings. 

Conversely, the participants shared their awareness of the great opposition to 

bilingualism and binationalism. In portions of the U.S., and among certain people or 

groups of people, bilingualism and binationalism is viewed as a threat to our country and 

its stability; economically and educationally, socially and politically. Both of these 

viewpoints are common, and create tension both within the community of Rio Verde as 

well as at the state and national levels. 
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Bilin^ualism in Rio Verde 

Bilingualism was a phenomenon that was an integral part of the Rio Verde 

community. People who resided in the community were able to function for most 

purposes in either Spanish or English, although Spanish tended to be more prevalent in 

the community. Most importantly, the participants felt that fulfilling the purpose of 

communication was more significant than what language was used to commimicate. 

Hamers and Blanc (2000) describe bilingualism as "the state of a linguistic 

community in which two languages are in contact with the result that the two codes can 

be used in the same interaction and that a number of individuals are bilingual (societal 

bilingualism), it also includes the concept of bilinguality (or individual bilingualism)," 

(p.6). According to an informal survey, approximately 95% of the people residing in Rio 

Verde were bilingual. "Societal bilingualism" as defined by Hamers and Blanc, existed in 

Rio Verde. 

Mable Reilly (teacher) talked about how bilingualism in Spanish and English was 

a common trait among the people who live along the border. Mable noted that the 

function of language is communication and it doesn't really matter how you transfer the 

message, understanding is the key. 

We move back and forth between one and the other (Spanish and English). 
And of course sometimes they overlap, and on the border that is perfectly 
fine, because it is the language of the border. Its like anything else, if you go 
to the shopping mall and you see some friends and you want to find out what 
has been happening with them in the last couple of months, you really have 
to talk. Whether it is English or Spanish or something else, it is just keeping 
the world fiill of constant, fun, meaningful communication. 
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Hank Fimbres (teacher) relayed how and when he had used Spanish and English 

throughout the day of the interview. He said that in the morning he had gone to the 

grocery store. While he was at the grocery store he saw three or four friends or 

acquaintances and that most of those conversations were in Spanish. The only 

conversation that was not in Spanish at the grocery store was with someone who he knew 

did not speak Spanish. Before Hank met with me for the interview, he said that there was 

a repair man at his house fixing a gas line. He said that they spoke Spanish as well, not 

only for social purposes but for discussing the plan for the repair work that was to be 

completed. 

Hank described himself as a bilingual, binational citizen. He contributed much of 

his success to the fact that he could communicate with people in either Spanish or English 

or a little bit of both. Hank described how he chose English or Spanish in his 

conversations and how important being bilingual in Rio Verde was for him on a daily 

basis. He said: 

It doesn't really make any difference to me which one I use, but I do really 
need both to live here and be active in the community. What is most 
important is the comfort level of the person talking to me. Generally the way 
I gage it, and I have a lot of contacts, it depends on how the person initiates 
the conversation. If they start in English and jump to Spanish, that is fine with 
me. If the conversation is going to be more in Spanish, that's what we stick 
with. 

Hank also described a recent interview that he had done for Mexican TV. He 

said that the interviews are always in Spanish, but that in a previous week, he had an 

interview with a reporter firom Mexico City that had surprised him because the reporter 
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started to conduct the interview in English, even though all of their previous interactions 

had been in Spanish. About the conversation we had during the interview Hank said: 

When you came in here to interview me, we spoke in English before we 
started the formal interview. We used a little bit of Spanish here and there 
initially, but since you mostly spoke English, we stuck with English for 
business. 

Mable added some depth to the description of the bilingual setting in Rio Verde. 

She described how the two languages are used in day-to-day life and how one, either, or 

both suits the situation fine for the most part. She said that everybody in Rio Verde 

speaks Spanish and English and is happy going back and forth. Mable said that she 

didn't know many people from Rio Verde who were suffering because of the language 

they use. 

Binationalism in Rio Verde 

Many people living in Rio Verde consider themselves to be binationals. 

According to Suarez-Orozco and Suarez-Orozco (2001), there is a relatively new type of 

temporary immigrant in the U.S. that they call binationals. Binationals "continually 

shuttle between "here" (the new country) and "there" (the old country)" (p.30). They 

assert that, "This new pattern is said to define the lives of growing numbers of 

immigrants" (p. 30). This trend of binationalism as is appKcable to many of the 

immigrants in the Rio Verde community. The immigrants shuttle between Rio Verde, 

U.S. and Rio Verde, Mexico as well as other areas in the interior of these countries. 
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Contrary to the definition of binationals provided by Suarez-Orozco and Suarez-

Orozco (2001), the phenomenon of binationalism is not a new pattern for Rio Verde. The 

immigrant population in Rio Verde has been made up of a large population of binationals 

since the time when the geographical area called Arizona, was Arizona Territory. 

Mexican citizens living in the newly acquired U.S. lands, suddenly found themselves in 

bilingual, binational situations. Since that time (and probably before), people residing in 

the borderlands lived bilingual and binational lives, gradually adapting to both cultures 

that they came in contact with on a daily basis. People living along the border continued 

to be bilingual and binational through the time of this study. 

Some immigrants lived part of the year in one country and part of the year in 

another, shuttling transnationally between the U.S. and Mexico. Frequently, this is based 

on the seasonal availability of work, academic calendars, and the needs of their families 

on either side of the border. For undocumented immigrants, it also included the constant 

assessment of the possibility of financing and surviving the ever-increasing brutal 

conditions they experienced while trying to gain entrance into the U.S. after a visit to 

their homeland, Mexico. 

More specifically, the binational immigrants actively participate in their new 

communities as well as their communities of origin, and move back and forth between the 

old country and the new country. The immigrant children who participate in this 

phenomenon of going back and forth are involved in "transnational shuttling". Suarez-

Orozco and Suarez-Orozco (2001) stated that this type of immigrant is rare and that there 
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is not much research on transnational immigration and its impact on the transnational 

immigrant child and their education. This study contributes knowledge about a 

community where "transnational shuttling" is common. 

Many people in Rio Verde live binationally. The residents of Rio Verde often 

work, socialize, attend school, and participate in business transactions on both sides of 

the "line" (border). They speak English and Spanish in various settings throughout their 

days. The participants described their bilingual/binational lives with pride and joy in 

their voices and in their eyes. Citizens of Rio Verde frequently have dual citizenship, 

both Mexican and United States, and can identify with the cultures of both the Mexican 

and American people. 

Dulce Duran (former student) talked about her bilingual, bicultural, binational 

status. She said that she spent a lot of her time "across the line" in Rio Verde, Mexico 

because there is more to do there and because she has many friends and family there. She 

said that she spoke Spanish better than English because she spent more time "living in 

Spanish". Dulce said: 

I am across the line in Rio Verde, Mexico all of the time. See, that is the 
situation with Rio Verde; having Rio Verde, Mexico right next to us and 
since they have more social activities, we always go there to socialize. That 
is where we use is Spanish all of the time. And there are so many Spanish 
speakers there. Sometimes you need one more than the other (English or 
Spanish) depending on your situation. 

Most importantly, the participants believed that because of the increasing numbers 

of Mexican-Americans residing in the Southwest region of the United States, bilingual 
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and binational communities are of utmost importance to the success of the nation's 

economical, educational, social, and political arenas. It appeared as though the 

participants felt that a change in the way bilingualism and binationalism was perceived by 

the mainstream majority was necessary in order to maintain strength in economics, 

education, politics, and social settings. They thought that the negative perception 

associated with bilingualism and/or speaking Spanish was still prevalent and that it 

needed to change. They thought the change was necessary in order to keep up with the 

increased use of Spanish the Southwest and the change in the economic demand due to 

this linguistic and cultural shift. 

Although the participants were cognizant of the value of bilingual and binational 

citizens, they did talk about the negative perception of bilingualism and binationalism. It 

seemed that even though most members of the community placed a high value on their 

bilingualism and binationalism, the negative perspectives about bilingualism and 

binationalism had permeated into the social structures of the community and dominated 

many people's belief systems. The participants talked about the two appositional belief 

systems about bilingualism and binationalism. 

Dichotomy in the Beliefs About Bilingualism and Binationalism 

Although Rio Verde is somewhat geographically, politically, and socially isolated 

from the mainstream population of the state and nation, the two distinct ideologies about 

bilingualism and binationalism were obvious in the interviews. Also, even though all of 

the participants, with the exception of one, were bilingual, and several currently live, or 
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have lived, binationally at one time in their lives, they were keenly aware of the negative 

connotations associated with bilingualism and binationalism. These belief systems filter 

into the community and impact the way that schools fimction. 

While Enrique Sanchez (teacher) pointed out the economic importance of the 

borderlands with its bilingual, bicultural, binational population, he also noted the negative 

perception about immigrants from Mexico into the U.S. (The standard for news media 

coverage about immigration in the U.S. at the time of this study was to emphasize the 

federal and state tax burden being created by illegal immigration). And, although he was 

aware of the prevalence of the negative perspective of the immigrant and their language, 

Enrique thought that bilingualism and bicultviralism was important and should be a part of 

the school district's mission. 

Mixed with the strong support of bilingualism and binationalism by participants 

were contradictory points of view, or the perception of the contradictory points of view in 

relation to bilingualism and binationalism. These contradictions were mentioned by 

several participants. On one hand of the argument is the promise and potential of 

bilingualism; on the other hand of the argument is the long-standing association of the 

Hispanic/Spanish speaker with the lower class and poverty. Hank Fimbres (teacher) 

referred to this dualistic thinking in his interview. He called the opposing views on 

bilingualism and binationalism and the values placed on them a "contradiction in both 

thought and practice." 
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The Perceived Advantages of Bilingualism and Binationalism 
"The only ones who seem not to realize that speaking Spanish is "vogue" are the state 

lawmakers in Arizona." - Gill Armenia (UA Student, former ELL student) 

Hispanics were the fastest growing population in the southwestern U.S. at the time 

of this study. The population projections for 2005-2025 showed that Whites would soon 

become the minority population, not only in the southwest U.S., but eventually 

nationwide. Population projections show that by 2026, schools will be made up of 75% 

non-white and Hispanic students, Hispanics being about 56% of that number (Garcia 

2001). 

Hispanics were becoming a powerful group in the country: economically, socially, 

and politically. With this known, bilingualism and, in certain situations, binationalism 

are becoming important factors to society because of the sheer numbers of Hispanics. 

There are signs that bilingualism (Spanish/English) is ever-increasingly becoming a tool 

for social prestige, political power, economical success, much like English is currently 

and has been in the past (Garcia, 2001). 

The Spanish language and culture have flowed into the mainstream, not only in 

the Southwest, but throughout the U.S. in recent years. Obvious in the popularity of the 

music of Ricky Martin, Selina, Mark Anthony, Jennifer Lopez, Santana, Julio Iglesias Jr., 

and Christina Aguilera; and in the growing number of Hispanic televison and radio shows 

like Dora the Explorer, Brothers Garcia, and the George Lopez Show, bilingualism is 

becoming a more popular, predominant, and powerful "way of being" in our society. 
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Hank said that he was a strong supporter of bilingualism and binationalism. Hank 

thought that being bilingual was important for the community of Rio Verde. He said that 

when he spoke to community groups, he always reminded the Hispanic parents to 

maintain the home language and culture with their children. Hank said: 

Well, you are talking to someone who believes very much in a bilingual, 
bicultural, binational environment and setting. I think that I mentioned that 
every time I speak with parents at graduation or whatever, I make sure to 
remind them to maintain their Spanish language and that their children do the 
same. We do want the students to become English proficient, but not at the 
expense of losing their biculturalism, which includes their language and their 
history. Binationalism and biculturalism is a foundation of a strong 
community and economy not only here along the border, but also nationally 
and globally. 

Similar to what Hank discussed, Garcia (2001) also describes the optimism that 

Mexican-descent students have in regard to the possibility of success based on their 

bilingualism. Garcia states, "Mexican-descent students felt that being bilingual and 

biliterate will contribute to their future success. These students frequently expressed very 

positive attitudes toward bilingual ability. They feel that knowing Spanish and English 

will benefit them later in various job opportunities, citing the advantages of being able to 

communicate with monolingual speakers of each language" (p. 169). 

Pancho Elias (former student), Luz Moreno (parent), and Joaquin Brown 

(administrator) talked about how being bilingual was important for employment purposes 

ranging fi-om Pancho's work with the large corporation, Metzger, to those who want to 

work at Wal-Mart or Taco Bell, hi the Southwestern U.S. and in Northern Mexico there 

is a need to be bilingual in Spanish and English because of international commerce and 
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consumerism. Pancho, Luz, and Joaquin thought that in the Southwest, and anywhere 

along the U.S./Mexico border that it was necessary to speak both Spanish and English in 

order to be able to communicate. Beyond the economic demand for Spanish, they 

discussed the demand for it in social situations and in politics. Therefore, they thought 

it should be the mission of the schools to create a bilingual workforce for the region. 

Luz continued to emphasize the importance of bilingualism and how the district should 

value the home language and culture as an asset, not only to learning English, but also to 

the economy. Luz said: 

A lot of kids that go through our schools could and should be becoming 
bilingual. It is so sad that we have this resource, a culture and a language that 
we are not using as an asset or tapping into. The state should tap into this 
resource as a way to create more jobs. In Europe it is prestigious and all 
students are mandated to leam another language. They are going to leam 

. English, French, and or German. 

Joaquin echoed support for bilingual students and the importance bilingualism 

holds for all students, including the English speaker. He discussed some of the benefits 

of being bilingual in an educational setting and in cognitive development: 

I can guarantee that if students were in an effectively implemented bilingual 
program, that the students who followed the program K-8 would test higher 
than their English only speaking peers at the same grade level. Once you 
know both languages you can understand things at a deeper level, like the 
concepts I discussed earlier, because you have two languages to access or 
draw from when you conceptualize something. 

Joaquin said that there is a saying in Spanish, "ser bilingue es ser inteligente," to 

be bilingual is to be intelligent. He thought that many jobs, colleges and prestigious 
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universities require second language proficiency. Joaquin suggested that bilingualism 

was useful in social, academic, and work environments. 

Both Hank and Pancho believed that the use of Spanish in all social settings had 

become more prevalent in recent years in Rio Verde, as well as other parts in the country. 

Because of the projected increases in the Hispanic population in the Southwest United 

States, as well as nationwide, many of the participants acknowledged that the Spanish 

language may be gaining more status along with the people and their culture. They 

mentioned that school curriculum, goals, and methods for language development and 

acquisition in schools need to be developed based on this information. Pancho said: 

The parents and the community are predominantly Hispanic and speak 
Spanish. Now English has become the secondary language of usage in all 
places in the community. They are all speaking their language and living 
their culture. All of the students who are in the mainstream classroom now 
are mostly speaking Spanish, except for at school. Even though we are in the 
United States, Spanish is becoming a dominant language in this area and soon 
most people here will speak Spanish. How can we change our schools to 
meet the needs of this growing population? Certainly not by cutting them off 
from their language and culture. 

The economy and demand for a particular workforce also dictates how 

bilingualism and binationalism is perceived. Several participants pondered: "If business 

creates a demand for a well-educated bilingual work force in our part of the world, then 

should schools create cvtrriculum and instruction to meet the demand?" Also, since 

NAFTA took effect in 1994, the demand for an educated, bilingual workforce along the 

U.S./Mexico border has increased. Pancho noted this in his interview: 
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Through the years economics has dictated what is going to be desired. What 
I am talking about is any business or company that is going to be dealing with 
or employing different nationalities because of the global economy. Say if 
your business deals with Mexico, which it could very well be because of the 
free trade agreement (NAFTA), you need educated people who are bilingual, 
it is an economic asset. For example you need marketing agents, customer 
service personnel, computer techs, managers, accountants, and laborers who 
are bilingual. What the labor market is dictating in this part of the country is 
contradictory to what language policy from the state is telling our schools to 
do. 

It seemed as though all of the participants were quite aware of the extensive 

benefits to being bilingual. The increasing need for a bilingual work force was discussed 

at length by several of the participants. Laced within these conversations about the 

growing population of Spanish speakers in the U.S., and the new clout and prestige 

attached to the language, was the acknowledgment of the ever-powerful negative 

perception of bilingualism and binationalism. Hank (teacher) said that this negative 

perception of bilingualism was linked to educational policy making like barnacles on an 

old ship. 

Perceived Disadvantages of Bilingualism and Binationalism 

This subsection describes the perceived disadvantages by participants of 

bilinguaUsm and binationalism. The disadvantages of bilinguaUsm and binationahsm 

were centered around issues that include, but not limited to: 1) Americanization of the 

Immigrant, 2) Issues of Power and Politics, 3) Dominance and Importance of Speaking 

English and, 4) the History of Failed Bilingual Programs and their Funding. 
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Americanization of the Immigrant 

According to some of the participants, bilingualism and binationalism were 

sometimes viewed as detrimental to the process of Americanizing the immigrant. Several 

of the participants referred to the socio-political history of the sentiment about 

bilingualism in U.S. society as well as in the schools. They also referenced the current 

policies regarding ELL education in schools. They thought that the policies were loaded 

with the mission of Americanization, and how Americanization is directly linked to the 

English language. 

According to Olsen's (1997) research, "There are many paths and aspects of 

becoming 'American', though they all involve becoming English speaking. And to listen 

even briefly to conversations among newcomers about becoming American immediately 

illustrates the tight connection in their minds among race, religion, and language as 

inextricable and often interchangeable identifiers that mark one as American or not 

American"(p. 43). This push for Americanization was evident in the data. Mable talked 

about the role of the school to Americanize the immigrant: 

The schools were there to Americanize the immigrant. They would have 
their religious training and their home language training with their families 
and when they went to school, they were to leam the state language, the state 
government, the state expectations. And I don't think that the parents in Rio 
Verde think that the public school needs to worry about bilingual education. 

According to some participants, the Rio Verde School District has historically 

employed a model of education that stresses Americanization through schooling, and 

continue in this same path today. Some of the participants did mention the correlation 
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between Americanization and the push for English-only policies and practices and the 

notion of Americanization and maintaining social and political status. Garcia (2001) 

talks about the institution of "Americanization" as one of the primary issues that impact 

the negative perception of bilingualism. This is similar to what the participants were 

talking about. "The desired effect of 'Americanizing' students was to socialize and 

acculturate the diverse community. In essence, if schools could teach these students 

English and 'American' values, then educational failure could be averted. Ironically, 

social economists have argued that this effort was coupled with systemic efforts to 

maintain disparate conditions between Anglos and "minority" populations" (p. 49). 

Issues of Power and Politics 

Many participants referenced the link between language policies and maintaining 

social stratification between the mainstream, middle-class Anglo and the impoverished 

minority population. Spring (2002) discusses the same issue of how policies and laws 

about language are all about maintaining the social and economic power of the ruling 

class. He wrote extensively about bilingual and bicultural education and why it is often 

viewed as a menace to the dominant culture. "Some people feel that bicultural and 

bilingual education threaten the dominant English-speaking culture of the United States. 

For those whose background is the dominant English-speaking culture, promotion and 

recognition of another culture threatens their advantages in the labor market" (p.43). This 

feeling of anxiety is most likely increasing because of the large increase in the Hispanic 
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population in the U.S., particularly in the Southwestern United States, the context of this 

study. 

Joaquin and Nadia Sanchez (administrator) though that it would be difficult to 

continue the current social and economic stratification between the Mexican-American 

culture and the dominant English culture if equal opportunity was provided to the 

Mexican-Americans in their schooling. Spring (2002) references this struggle to maintain 

power. He states that, "If Mexican-American culture is given equal value when 

compared with the dominant English culture, then it is difficult to perpetuate such myths 

as Mexican-Americans are basically lazy, and the only type of work they are fit for is 

migrant farm labor" (p.43). Spring (2002) argues that, "In countries with diverse 

language groups, language policies are a common means of maintaining political power" 

(p. 45). 

Joaquin discussed the negative connotation associated with being Mexican and 

speaking Spanish and how it is perpetuated in order to maintain the dominant culture 

even though Anglos are a minority in Rio Verde: 

In some places, people sell their homes and move to another place if 
Hispanics or Blacks move into their neighborhoods. They don't want their 
property values going down if there are too may minorities in their 
neighborhood. Since 911, even going back way before then, it is all about 
Patriotism and becoming American. Even Mexicans immigrating to the U. S. 
sometimes believe that in order to attain their goals and their dreams for their 
children, that they need to assimilate into the American culture and learn 
English. It is usually too late when they realize that being bilingual would 
benefit them, not to be seen as problematic. Like right now, being bilingual 
helps me in this job because I can serve two populations that exist here-the 
English speaking and the Spanish speaking. 
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Pancho also thought that many immigrant families try to disassociate themselves 

with the Mexican language and culture when they immigrate to the United States. Pancho 

said that they do this in order to provide their children with the opportunity to succeed, 

and to also disassociate themselves with conditions of hardship and poverty they 

experienced in Mexico. The language and culture often reminds them of the conditions 

that forced them to immigrate to the U.S. 

Specific to schooling and bilingualism, Spring ( 2002) asserts that public schools 

typically exist in ways that reproduce or recreate the present social structures. Thus, the 

social, economical, and political elites maintain their power and status. "Schools can be 

used to control others by distributing knowledge that builds allegiance to ruling elites and 

convincing individuals to accept their subordinate position in society and in existing 

power relations" (p. 34). 

Spring (2002) continues this discussion about maintaining power with, "Although 

diversity exists in the nation, the ruling elite share a common culture, language, and 

religion. The ruling elites try to perpetuate its political power by allowing only its 

culture, religion, and language to be taught in government operated schools" (p.35). The 

elimination of the use of Spanish and the existence of bilingualism in the schools in Rio 

Verde is a result of these ideologies and subsequent policies. The policies have created a 

setting where bilingualism and Spanish are not viewed as part of the social, economical, 

and political elites, thus subordinating the majority of students who are Spanish speakers 

when they enter school. 



Dominance and Importance of Speaking English (Level of Prestige) 

The dominance of the English language in all sectors of U.S. society and the 

prestige that is attached to English create unbalanced and inequitable situations. Spanish 

is not only viewed by policy in schools as a deficit by the ruling elites, it is frequently 

viewed as such by the immigrant or Spanish speaker themselves. Often, the immigrant is 

aware that English holds the dominant position over Spanish and that it is most 

prestigious because of its use in business and social and higher educational settings 

within the U.S. (Spring, 2002). This was the situation in Rio Verde according to several 

of the participants. 

Particularly, the participants talked about the different ways that bilingualism was 

viewed in different parts of the coimtry. In some places, bilingualism was viewed as an 

asset, something the elite were privileged to have. In the Southwestern U.S., this was 

generally not true. Joaquin talked about this dualistic perception of bilingualism from 

context to context. He said: 

Now, if you go to New York City and there is a person who speaks say 
English and German fluently, then it is considered an asset. Here, it is 
considered to be a problem. Not only does that mean that the language has 
no value, nothing about the Mexican identity is of value-the language, my 
food, our songs, our ways of being, our culture is all looked down upon as 
being something less than desirable. Actually, it is a very undesirable 
quality. People have this in their minds here. Even the Hispanic does not 
want their own culture and language because it is seen as something negative. 
It all has to do with people not wanting to live or sociaUze with people that 
are different than them. 
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In Rio Verde, the Spanish language and the Mexican culture of the immigrant 

have been associated with poverty, hardship, and the working class. This was true of not 

only mainstream Anglos that have been in the U.S. for several generations, but was also 

common among immigrant people. Many times immigrants wish to disassociate 

themselves with their language and culture and identify with the mainstream, English-

speaking American culture. 

Similar to Rio Verde, Olsen (1997) fovmd in her research with immigrant students 

that they would often try to separate themselves from their first language and culture in 

order to assimilate and succeed in the U.S. "Learning English is a fiindamental 

requirement for acceptance and participation in an English-taught curriculum and 

English-dominant social world. Teachers, immigrant students, and native bom U.S. 

students alike, all agree that to be American, to be part of the fabric of school, one must 

speak English" (p. 91). 

Joaquin spoke frequently and in depth about his feelings about the level of 

prestige the Spanish and English languages hold in the Southwestern United States: 

Spanish speaking families care about getting their child(ren) to speak English. 
EngUsh means that their children will have better opportunities in jobs, 
education, social status. The Spanish language has never had much prestige 
here in the Southwest. It has always been about someone looking better, or 
raising themselves to a higher level than someone else. The Mexican, or the 
Hispanic, the Spanish speaker has always been the underclass in these parts. 

As I worked on this study an interesting revelation about the contradictory 

perceptions about the prestige and necessity of bilingualism in different contexts came to 
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the forefront. While facilitating a full-day workshop for student teachers that consisted of 

two half day sessions, the dualistic perception of prestige/no prestige associated with 

bilingualism beckoned our attention. The morning workshop was on effective ELL 

methodologies, and also covered the current policies regarding language acquisition in 

public schools in Arizona. The discussions about language policy in Arizona realized the 

negative perceptions attached to speaking Spanish and Spanish-English bilingualism in 

the Southwestern U.S. 

On that same day, the afternoon keynote speakers were principals from Alaska. 

One of the speakers was a principal at a upper-middle class, mostly Anglo, elementary 

school. The school had just began a Spanish/English dual language program as a result of 

parental demand. Parents wanted their children to have some bilingual abilities and they 

viewed bilingualism as an asset. 

The Spanish language is not directly correlated with the Mexican immigrant and 

the challenges that come with that immigration in Alaska. Most immigrants don't make 

it that far north. Because bilingualism and the knowledge of a second language was 

perceived as a great benefit to the students and viewed as prestigious, it was requested by 

the parents. Beliefs about bilinguaUsm are heavily dependent on the location on the globe 

and whether or not it is linked with social and economic clout. Within the same district 

they had Russian and Japanese dual language programs as well. The program was 

designed K-12 and was overseen by a World Languages Director. 
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Added on to these varied perceptions about the prestige of bilingualism was the 

history of unsuccessful bilingual and bicultural programs in education. In addition to the 

specific challenges and perceptions of the bilingual program that once existed in Rio 

Verde, the national perception and attitudes toward the validity and necessity of bilingual 

programs has been challenged in the professional literature by Hispanics and Anglos 

alike. 

Past History of Unsuccessful Bilingual Programs and the Related Funding 

Many participants in this study cited multiple challenges that the RVSD bilingual 

program faced as reasons that bilingualism was assigned a negative connotation. The 

challenges of an under-qualified teaching staff, excessive grant money, too much Spanish 

in the classroom, and association of the bilingual program with the poorest, immigrant 

group of students in the district because of the school location where the program was 

housed. These disparate conditions fed the controversy about bilingualism and bilingual 

education. The negative perceptions about bilingualism and bilingual education today are 

rooted in the past programs. This is true not only for Rio Verde, but for other places that 

have met great challenges with their bilingual programs. 

Similar to these negative experiences with bilingual programs of the past in Rio 

Verde was a broader recognition of the failure of other bilingual programs across the 

United States. Linda Chavez (1991) argues that the bilingual education movement that 

came out of the 1960's civil rights movement, created problems with assimilation into the 

U.S. society for Hispanic immigrants. She said that these movements have damaged 
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Hispanic students in their pursuit to educational, economical, political and social success. 

Chavez asserts that through the civil rights movement Hispanics were labeled as a 

disadvantaged minority. This classification as disadvantaged minority, and the 

compensatory education that follov^ed, eroded the Hispanics ability to attain equal 

opportunity and status. 

Chavez (1991) affirmed the arguments that Hank had about the bilingual program 

in Rio Verde. Chavez maintained that "Hispanic leaders promoted the disadvantaged 

syndrome so that their organizations could profit from the local, state, and federal 

resources aligned with the civil rights efforts. In this scenario of the Hispanic 

circumstance in this coimtry, Hispanics failure to assimilate is to be judged as the cause 

of limited economic, social, and educational advances. The failure to assimilate, in turn, 

is placed in the influence of Hispanic leaders who envisioned, much like the pied piper, 

as leading mesmerized followers to their own demise, all for their personal gain." (p. 2). 

Because past and present bilingual programs have been perceived as failures, 

whether that is a valid assessment or not; the current hope and success for bilingualism in 

school settings as well as social settings has been undermined. The participants viewed 

this history as important and brought to mind the types of issues that need to be examined 

when formulating language acquisition policies and practices. These past experiences 

with bilingual education in Rio Verde are examined in the section on the local language 

acquisition policies and practices in the Rio Verde School District. 
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The largest issues that arose out of the discussion on the beliefs about 

bilingualism and binationalism were the questions about how education needed to adjust 

its curriculum, instruction, and assessment to meet the demands of the changing 

demographics and economical demands of society. The oppositional beliefs about 

bilingualism and binationalism discussed in this section are partially a result of the 

broader issue of immigration in the Southwestern United States. Thus in order to give an 

accurate and complete explanation of the factors that impact education in the RVSD, 

immigration is defined and considered in the next section. 

Immigration's Impact on the Local Educational System 
"Migra, migra, dejame en paz"- "Immigration, Immigration, Leave me In Peace" -

Carlos Santana 

Immigration was emphasized as a major issue that impacts the education of 

students in the Rio Verde School District by the majority of the participants. At the time 

of this study, Rio Verde was one of the most active ports for legal and illegal immigration 

from Mexico into the United States. Specifically, the participants talked about the 

following categories unique to the local context of immigration in Rio Verde: 1) 

descriptions of the nature of immigration in Rio Verde, 2) the politics surrounding 

immigration policy and language policy, and, 3) the typical immigrant's regard for and 

appreciation of the educational system. 

The nature of immigration in Rio Verde is similar to what is discussed in the 

professional literature. Suarez-Orozco and Suarez-Orozco (2001) examined immigration 

in their book Children of Immigration. They describe immigration as "one of the most 
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important social developments of our time" and as "a transformational process affecting 

families and their children" (p.l). They also discussed the possible immigration status 

that the immigrants may have, stating that "both asylum seekers and immigrants can have 

either documented ("legal") or undocumented ("illegal") status in their new country" 

(p.l). 

Immigrants in the Rio Verde area have immigration status ranging from illegal, 

residing in the U.S. under work visas, waiting to obtain permanent legal standing, to legal 

and documented. There are also many people who live transnationally, living on one 

side of the border and working on the other, socializing on one side of the border and 

living on the other, and visa versa. Many community members have dual citizenship, 

both Mexican and U.S. 

Immigration in Rio Verde 

This section describes immigration and the characteristics of the immigrants who 

enter the United States in the Rio Verde area. The participants provided their insights 

into the challenges that immigrants face. These challenges were associated with 

immigration's impact on the school district. The participants had much to say regarding 

the northward movement of immigrant people into the United States. They discussed the 

tendency of second and third generations to move northward into the U.S. They explored 

how this northward movement impacts schooling. 

At the time of this study between 2000 and 2004, immigration into the 

southwestern United States came to the political forefront not only nationally, but at the 
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state and local levels. Changes in immigration policy were proposed and debated. 

Meanwhile, the flow of immigrants into the Rio Verde community soared to an all-time 

high. According to Hess (2004), 52% of all of the illegal immigrants taken into custody 

between October 2003, and March 2004 were in the Border Patrol Sector which 

encompasses Rio Verde. Approximately 148,186 were apprehended during this time 

period. Estimates suggest that at least this same number of illegal immigrants (148,000) 

gain entry into the area within a six-month time period without Border Patrol or U.S. 

Customs intervention, many remaining in the Rio Verde area. 

Often on the highway to Rio Verde as I drove there for this study or for my job, 

immigration became a visible phenomenon. On one occasion, I saw three people by the 

side of the road, a man and a woman appearing to be in their late twenties or early thirties, 

and their small child, who looked to be about 5 or 6 years old. They stood beside the 

road, carrying only two small backpacks. The man held the young child facing forward, 

the child's back pressed to his chest. They reminded me of my own family. I thought of 

what their experience was like. What would force you to leave your home with minimal 

possessions and walk across the desert and mountains into a new country? 

The dangers of attempting to cross the borderlands during the first four years of 

the twenty-first century where numerous. Hundreds of illegal immigrants died from the 

elements-heat exhaustion and dehydration in the summer, freezing to death in the winter 

months. The coyotes who "assisf illegal immigrants in their journey into the U.S. were 

noted for their ruthless behavior with the immigrant. Frequently, large numbers of 
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immigrants were cramped into vans or trucks body-to-body and often driven for hours 

through the desert where temperatures often soared well above one-hundred, making the 

temperatures inside the vehicles disastrous for the immigrants. 

Martinez (2001) speaks of these eminent dangers that challenge the immigrant. 

"This is breathtaking and treacherous country, landscape of eerie, lunar like beauty, the 

perfect backdrop for a new Western noir. Here on the border bandits lie in wait for the 

vulnerable migrants, and of course there are the Boarder Patrol, corrupt Mexican police, 

narcotics smugglers, and DEA agents" (p. 198). 

The roadsides along the border within the first 20 miles north were frequently 

traveled by large groups of immigrants, and were covered with the remnants of their 

journeys. Along the stretch of highway that parallels the U.S.-Mexico border entering 

Rio Verde, the ground along the roadside was often covered with empty plastic water 

bottles. The water bottles were left behind by illegal immigrants just before they jumped 

into vehicles that would transport them to "el norte"- the north. It was a frequent sight to 

see large groups of immigrants emerge from a deep ditch or from behind a group of 

mesquite trees and all climb into a van or other large vehicle, which then sped away. 

Martinez (2001) describes the immigration conditions in the Rio Verde area and 

sounded similar to what several participants said. He states, "Everywhere I look there is 

evidence of migrant journeys. In the brush I come across dozens of discarded bottles of 

Mexican purified water. Shreds of newspaper lined with shit. A tattered Mexican comic 

book. A tube of Mexican Colgate" (p. 199). 
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As immigrants entered the United States from Mexico, they generally moved 

northward from the border after a short period of time, which often changed their 

environment from rural to a metropolitan setting. This constant flow of immigrants in 

and out of Rio Verde, and the levels of exposure to education across the various 

generations of immigrants, impacted the educational setting as it did in only a few other 

places in the United States. Rio Verde was a rural immigration community along the 

border. The conversations with the participants about immigration in Rio Verde were 

focused around its impact on education. 

Hank Fimbres (teacher) described immigration in Rio Verde with great detail. 

Hank referred often to the uniqueness of the setting along the U.S./Mexico border and 

how immigration needs to be considered when developing policy for schools. He stated: 

Rio Verde is an immigration community, it has a huge impact on our schools 
and should have a huge impact on how we teach and evaluate our students 
here, not only for those who came over and stayed with family, while they 
were immigrating or while they were here illegally, or those who immigrated 
and stayed here. Then there are those who just immigrated, and then there are 
the older families that have been here for a while. But the largest population 
with children are the new and recent immigrants. These are the children who 
are attending our schools. The dynamics of illegal immigration, and 
immigration itself are very, very prevalent in the educational system. 

Joaquin Brown (administrator) did not provide as much detail about immigration 

as the other participants, but did mention immigration as a factor impacting the schools in 

Rio Verde. He also stressed that the immigrant population in Rio Verde is similar to 

only a few other places in the United States, mentioning the lack of education that often 

plagues the immigrant. He also spoke of the hardships that caused the immigrant to come 
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to the U.S. Along with the need to immigrate to escape poverty, was the language barrier 

coupled with tentative living quarters and pending immigration status. 

Much like the participants in this study, Suarez-Orozco and Suarez-Orozco 

(2001) described the Mexican immigrant children as challenged by the characteristics 

linked to immigration. Their description matched what the participants told me. "Many 

of the children come from poor backgrounds, have had little or interrupted schooling in 

their country of origin, move often from district to district, and are dealing with traimia or 

loss involved in the immigrant journey" (p.l41). 

In addition to the lack of stability, the social challenges that the majority of 

immigrants from Mexico experience including poverty, pending immigration status, and 

the language barrier were mentioned by the other participants as well. Coupled with the 

discussion about the challenges facing the immigrants, most of the study participants 

believed that many of the complications that first and second generation immigrants have 

are often alleviated after a few generations of being in the country. Hank said: 

When you look at those different levels, the generations that have been here 
the longest are generally the ones who have become more a part of the 
Anglosized conmiunity, and have been the most successful in the schools. 
It takes a few generations for the immigrant families to assimilate and 
become proficient in their use of English. For the most part, the Rio Verde 
school system, along with the Valle Encantada School District, are very, very, 
very unique. They are unique because of the immigrant population that they 
serve. The students generally are the children of maybe first, second, or third 
generation immigrants. Most are recent inmiigrants, along with their 
families. The children in the schools are not only new immigrants, but they 
could be the first generation in that family that have been exposed to that 
level of formal education. 
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It seemed as though the biggest issue related to the education of the new 

immigrant in Rio Verde was the fact that there was a constant "turn over" of the new 

immigrants flowing into Rio Verde. Mable Rielly's (teacher) interview coincided with 

Hank's descriptions of the immigration situation in Rio Verde. Mable referred to the 

large influx of immigration into Rio Verde as the "gatekeeper situation" throughout her 

interview and said that she thought that the district needed to have an ESL program at 

every level, every year, and probably would always need it because of the content flow of 

new immigrants. 

Pancho Elias (former student), in his interview, described the local immigration 

situation much like Hank. He referenced the constant flow of new immigrants and the 

characteristics typical to the immigrant population that moves through Rio Verde. 

Pancho believed that in a context with a consistently a large nvimber of new immigrants, 

it is all the more important to employ sound philosophies and approaches to teaching 

English. Pancho, along with the other participants, emphasized that the programs 

implemented in the schools need to be flexible and change to meet the needs of the 

changing population. Because the Rio Verde community had changed due to the high 

numbers of new immigrants it was serving, maintaining effective programs was a bit 

more difficult. 

As a classroom teacher in the RVSD, I searched for research or models of 

educating large groups of Mexican immigrant children in a rural setting located on the 

border. Additionally, the context of the research had to be a place where Spanish was 
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spoken as the dominant language in most social settings except school. At the time I 

completed this study, I had only encovintered a small amount of research from the Rio 

Verde setting or similar settings that described an effective ELL model given the 

particular population and context. 

The floM^ of immigrants to the north, and usually from rural Rio Verde to a 

metropolitan area, was discussed by all of the participants. They described Rio Verde as a 

place where immigrants come and then eventually move north to the metropolitan areas 

of the state. When the immigrants do this, they become more integrated into the 

mainstream, English speaking society. As a part of the immigration to the north, many of 

the students and families that have gained some English proficiency leave Rio Verde. 

Through the interviews it became clear that immigrants who come into the United 

States through Rio Verde are pushing the second and third generations north to other 

places where English is more commonly used in the community at large. Some 

participants thought that due to this constant northward flow from Mexico to Rio Verde, 

and then on further north into the U.S., the border schools need to continuously try to 

educate students with little or no English proficiency along with other students with 

varied levels of English and Spanish proficiency in the same classroom settings. 

Due to the phenomenon of immigration and migration to the North, Rio Verde has 

a student population that is not stable for any notable period of time (usually only a 

generation or two remain in Rio Verde). This is because of RVSD's location on the 

border, and because it serves as a major port of entry for both legal and illegal entry in the 
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U.S. Therefore, the population in Rio Verde is, and will remain, a community where the 

majority of its citizens are new or begirming speakers of English. 

The Politics of Immigration, Education, and Language Policy 

The participants spoke of immigration, education, and language politics at the 

federal, state and local levels. They discussed how the issue of immigration was often 

missing from the decision making processes for educational policy, specifically language 

policy. The discormect between the lawmakers and the magnitude of immigration's 

impact on the community of Rio Verde, particularly the schools, was enunciated. This 

section talks about the political climate at the state level, including the state governing 

model and its decision-making bodies. The lack of political action or participation in 

politics by the Rio Verde population is also discussed. 

Language and immigration policy are closely linked by underpinning ideologies 

about immigration. Shortly before the election which had Proposition 203 on the ballad, I 

saw a poster on the University of Arizona campus. The sign read, "Stop illegal 

immigration into Arizona! Vote "yes" on Proposition 203, and eliminate bilingual 

education in our schools." The poster is an example of the link between ideologies about 

immigration and language policy in Arizona. The author(s) or groups that permed the 

poster link illegal immigration to the existence or availability of bilingual education 

settings for students. The same connection between the attitudes about immigration 

policy and language policy was obvious in the interviews. 
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Hank talked about "political posturing" and the lack of action taken by state 

politicians in regard to illegal immigration. Hank spoke of the legislature's role in the 

politics of immigration. He said that most politicians have "no idea" of what is going on 

along the border in regard to immigration and bilingualism. Hank felt that the legislators 

only used the issue of immigration to get votes. He associated immigration policy with 

language policy, and said the policies are designed to get votes, not really help with the 

issues. 

While the issues of immigration and its overall impact on the social setting in Rio 

Verde seemed to be on the minds of the participants in this study when discussing 

language acquisition, it appeared as though most of the participants thought that the issue 

of immigration was not often discussed by policy makers as a major issue in education at 

the state or local levels. Particularly disconcerting to the participants was the lack of 

addressing the issue not only at the state level, but also at the local level. 

Theresa Martinez (parent) added to this critique of the disconnection between 

policy makers and the conditions that exist on the border as a result of immigration. 

There is a completely different student population here in Rio Verde as a 
result of immigration. Even so, when educational policies are designed, 
particularly language policy, inmiigration, in the way it is taking place here, 
is not even taken into account, especially when you consider our numbers of 
Spanish speaking students. 

Hank thought that in addition to the fact that law makers were often disconnected 

from the realities of immigration along the border, the politics of campaigns and elections 

often blurred the real issues and changed them into election platforms. For the most part. 
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only discussions and speeches about the issues of immigration and language policy take 

place in political settings. Usually, further action and implementation of the policies were 

usually left up to the legislature, the Arizona Department of Education and the Arizona 

Board of Education, school boards, school district administrators, and ultimately, the 

classroom teachers. Hank continued his discussion on the lack of credence immigration 

is given in educational policy making by the state legislature and the Arizona Department 

of Education, and the role that the State Board of Education plays in policy development. 

Similar to what Hank discussed about the "political posturing" of lawmakers 

when developing immigration and language policies, Portes and Rumbaut (2001), 

Mexican immigrants have been the focus of governmental policies regarding immigration 

and language policies. 

Because of their numbers, poverty and visibility, Mexican immigrants were 
targets of repeated waves of nativist hostility throughout the twentieth 
century. These attacks included government campaigns aimed at their 
repatriation or at forcefully preventing their settlement. Mexican immigrants 
have thus experienced a negative mode of incorporation not only at present 
but for over 100 years (p.277). 

Luz Moreno (parent) cited the government's approach toward immigrants in the 

Southwestern United States as a problem that impacts the schools in Rio Verde, 

particularly language policy. She also thought that the attitude or disposition that the 

federal government is taking in regard to the immigrant from Mexico was a contributing 

factor in the development of language policy as well. Luz said: 

It is just that the government treat these immigrant people who speak 
Spanish like animals. The governmental policies and attitudes need to 
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change. Learning more languages is going to only be a positive thing for your 
child. Here it (speaking Spanish) is seen as a problem that needs to be 
eliminated and prohibited. 

The approach to the immigrant and their language as a problem was also viewed 

by some of the participants as a way of maintaining power and social class of the white, 

upper to middle class male who makes up the majority of our state and national 

legislative bodies. Joaquin spoke of the politics of maintaining social class through 

educational policy. He believed the Proposition 203 was a way to keep the Hispanic in 

the poor, minority, working class. Joaquin that the policies were "really not about 

pedagogy, but about politics and maintaining social class." 

According to Joaquin another piece to the political issue surrounding immigration 

and language policy was the level of political action among immigrants and the Hispanic 

population as a whole. It became obvious through the other participants' interviews that 

they felt that there was a lack of involvement in political action to protect the rights of the 

immigrant, ELL students in schools, not only in Rio Verde, but in the Southwest United 

States. 

Lack of involvement in politics, particularly regarding the politics surrounding 

language acquisition and language policy, was discussed by several of the participants. 

Not only did they believe that new immigrants are not likely to participate in the U.S. 

political process, but also that those citizens of Rio Verde who may have been there for 

generations do not feel compelled to vote in elections or challenge the Anglo power 

structures of political arenas. Secondly, there was mention of the Flores vs. Arizona 
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federal court case and the district's unwillingness to participate in the case as a plaintiff. 

This lack of action in the political and legal realms was seen as signs of apathy, 

disengagement, and the resistance to monitoring and compliance checks on the district's 

programs for ELL. 

Considering the high numbers of immigrants residing in the community of Rio 

Verde, Pancho named lack of involvement in politics as a factor impacting education. He 

believed that the new immigrant typically does not involve themselves in the democratic 

process of voting or becoming active in politics. He thought this was because of the 

social, cultural and geographical disconnect of Rio Verde from the mainstream 

population and the lack of emphasis on voting in schools and families. 

To illustrate the complacency of the community, particularly the administrators of 

the school district regarding the education of ELL in Rio Verde, Isabel Olivares 

(administrator) noted that in 1992 the Flores vs. the State of Arizona case was initiated 

by a small group of parents and administrators in Rio Verde. The case addressed issues 

regarding the lack of quality services for ELL in the Rio Verde and students in other 

similar border communities, as well as issues of funding, assessment, and monitoring of 

the progress of ELL in the state as well as teacher preparation and professional 

development. 

The case was represented by Center for Law in the Public Interest. The two 

attorneys representing the plaintiffs were Tim Hogan and Bill Morris. Isabel stated in her 

interview that several administrators in the district stood firm against the district 
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participating as a plaintiff in the case, and convinced the school board not to participate. 

She said, 

In 1992 a group of parents and administrators, some from Rio Verde initiated 
a lawsuit against the State of Arizona in federal court. The lawsuit asserted 
that their were non-English speaking children just sitting in classrooms and 
that their special instructional needs were not being met with special 
instructional techniques. The lawsuit called for adequate funding by the state, 
improved services for ELL and proper, more intense state monitoring of ELL 
programs in districts with large ELL populations. Several administrators here 
in Rio Verde stood firmly against participating. I believe it was because they 
did not want to have to comply with new mandates, did not want to follow 
more intense assessment and student progress monitoring techniques. They 
knew that no one came to Rio Verde to check on the programs, and the 
reports that they submitted were never monitored too heavily by anyone in 
any regulatory agency of the state or federal government. 

According to Isabel, this context-specific information about political action in Rio 

Verde showed lack of interest in political, in or in the case of the Flores vs. The State of 

Arizona, legal action to ensure equal education for the RVSD high numbers of ELL. 

Isabel's viewpoint was that the district did not want more mandates or monitoring applied 

to the district's schools due to the settlement of a lawsuit regarding funding and 

monitoring of ELL programs. Isabel thought that the administration decided not to join 

the Flores vs. Arizona lawsuit as a plaintiff due to the past history of the OCR's 

intervention and the negative impact that had on the district. More state or federal 

intervention was not wanted. 

Ultimately, several other school districts with high nvimbers of ELL students 

joined the lawsuit and won additional funding and program services. The program 
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services included assessments of language acquisition, state mandates and definitions of 

the programs to serve ELL students, and additional state monitoring of these programs. 

Immigrant Parents' Experience with and Regard for Education —  — i — P — ^ — — i i — — — ^ — i  —  —  —  — —  

In this subsection on immigration, I discuss the immigrant parents' experience 

with, and regard for, education. The educational levels of Mexican immigrants and their 

experiences with, and attitudes about, education were noted by the participants as factors 

that impact how the immigrants approach schooling when they entered the United States. 

Social factors typical of the new immigrant in Rio Verde constrained how they interacted 

with the school. These included: lack of previous experience with schools and 

bureaucratic structures, lack of information about educational rights, and the financial 

stress they often experience after their arrival in the U.S. 

The participants discussed the issues the immigrant faces when their children 

enroll in school in the U.S. as immigrants. Portes and Raumbaut (2001) speak of the same 

challenges the new immigrant experiences as some of the participants did. 

For parents working two or three jobs, it is simply impossible to attend school 
activities in the middle of the day as teachers often expect. Lack of English 
skills among many immigrant parents makes the expected participation in 
school activities quite problematic. Lower-status immigrant parents with 
little formal schooling may feel self-conscious and socially uncomfortable 
when interacting with authority figures in schools. Undocumented parents 
must overcome other barriers: the ever-present fear of being caught by the 
INS is sometimes generalized to all authorities, including school personnel 
(p. 150). 
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Experience With Formal Education in a Democratic Nation 

The participants discussed the Mexican immigrants' struggles because of the 

limited levels of education they had in their home country, Mexico. According to Jensen 

(2001), "The country specific differences in educational attainment are glaring. For 

example only 3.7% of Mexican-bom adults have a college degree; 69.8% do not have a 

high school degree" (p.41). Most of the immigrants coming into Rio Verde from Mexico 

do not have much formal education, and this is the reason they left their homeland to seek 

a better opportunity. 

Joaquin described the experience that typical Mexican immigrants in the Rio 

Verde area have with formal education have in their homeland. As part of this 

description of the typical immigrants' experience with formal schooling, Joaquin did 

mention that there was a population of well-educated Mexican families who were 

successful in schools on both the U.S. and the Mexico. Joaquin noted that this success 

was linked directly to social and financial status of the students' families. He also 

correlated the student success to the access to literature and literacy and worldly 

experiences that the upper-class, more educated, immigrant family had. Joaquin noted 

that the typical immigrant did not have those important interactions with literacy: 

But here in Rio Verde, that is not case for the most part, they (immigrants) 
are not from that tj^e of environment of money, class, and experience. There 
are many poor immigrant children here in Rio Verde. Additionally, their 
parents do not know the norms, customs and environments of English 
speaking U.S. schools. If you compare the English speaking families in Rio 
Verde level of proficiency in English and the Spanish speaking parents 
proficiency in their use in Spanish, the Spanish speaking parents levels are 
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much less. So, the problems here in Rio Verde have more to do v^ith 
educational levels and class. 

Similarly, Joaquin and Dulce Duran (former student) believed that this lack of 

experience with education contributed to struggles with schooling that immigrants may 

face. As a result of this lack of experience with formal education in a capitalistic and 

democratic society, most immigrants do not have knowledge about the basic procedures 

related to school attendance in the U.S. Simple tasks like registering for school and 

mandatory attendance are major challenges for the immigrant families. Most of the 

participants felt that the school board and the school district did not inform parents about 

their right to request particular school services or programs for their children. Joaquin 

(administrator) said: 

Many of the times, the parents are not well educated or informed enough 
about language acquisition or models of educating ELL students to make an 
informed decision, even if they were assured that it was acceptable to make 
pedagogical requests of the school. They trust in the teachers to teach their 
child English. 

Pancho spoke of the challenges that the new immigrant faces and how those 

challenges impacted the level of participation in the education of their children. Pancho 

said that he felt that the immigrant parent was not aware of language policies in the 

schools and that parents were frequently too occupied with issues of survival to become 

involved with the school. Also, Pancho felt that the immigrant parent was reliant on the 

school to do the right thing for their children and teach them English; 

These people are probably not even aware of Proposition 203 and what it 
means for their children at school. The people that this law mostly impacts. 
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they are heavily impacted by economic status, they are usually very poor. 
Education is very important to them, but the most important thing is where 
is the next meal going to come from, how are the rent and utilities are going 
to get paid. To be realistic most of the border communities including Rio 
Verde, they are very, very, poor. So these parents are probably not aware of 
any legal changes about how their children are being taught. 

They do care, but because of where they are financially, it really 
becomes secondary, and the parents rely on the school to do the right thing 
for their child. They know that their kids are getting an education. How they 
get it is not important. Many times parents are not involved. Not because 
they are not interested, but what you see in areas like this is that the parents 
are interested in survival. Also, there is frequently a language barrier. That 
is why parents are not out there yelling for waivers. The parents do not even 
know what a waiver is. 

Jackie Enriquez (teacher) believed that the lack of information and discussion 

about the district's large numbers of ELL were not without purpose. Jackie felt that in 

order to avoid the efforts and costs related to developing quality programs for ELL, the 

student and community demographics were not frequently discussed by policy makers or 

administrators. Jackie said: 

Well, with our student population and the social and economic status of the 
parents, it is easier if they are not informed of their rights. It is just like 
special education, we do not inform parents fully of what their rights are in 
plain English, or in Spanish for that matter. We just give them complicated 
paperwork with legal jargon they can't understand. That way, the less they 
know, the less they will demand, which saves the district money. They don't 
want the parents to know that there is something more that they can get, then 
the district's obliged. 

My experiences in the schools also indicate that in addition to the lack of 

knowledge about the educational system and the right to an accessible and equitable 

education for their children, the custom of respect for education and educators often 

prevents the new immigrant from questioning or challenging the educational system. 
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Also, the fear of being deported to Mexico prevented parents from being too vocal about 

their child's education. 

Respect and Fear 

The way in which new or recent immigrants viewed the educational system in the 

United States was discussed by many of the participants. The participants mentioned the 

respect that immigrant parents had for education. Fear of being deported also was 

discussed as a factor that hinders immigrant parents from being too vocal about their 

child's education. Nadia Sanchez (administrator) and Hank talked of the new 

immigrants' respectfiil disposition toward the school system. Hank discussed the 

immigrant parents' stance: 

Recently immigrated parents are very dependent and very respectfiil of the 
schools and teachers. They do not question what the school does and how 
they teach their children. They are most grateful for the opportunity to attend 
school. In Mexico, not everyone has that right. Maybe after two or three 
generations they are not that way when they become part of the democratic 
society. They are very respectful, so if a counselor or principal would in 
anjway hint that bilingual education is not the way to go, then the parent, I 
am sure, could easily be swayed. The same if they hear that the state says 
"no" to Spanish in schools by using a law like Prop. 203, because technically 
that is what it is saying. Then they will not question what the government 
says. Often if they are illegally immigrated and/or in the process of legally 
immigrating, they do not want to attract attention to themselves or their 
families, feeling that they may be deported from the country. 

When I probed for more discussion regarding the lack of requests for parental 

waivers asking the RVSD to place students in bilingual education programs. Hank 

replied that he felt that school administrators may have swayed parents against the 

decision. Hank thought that the parents were well-informed about the choices and that 
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they believed that ESL was the best model. Hank later said he also felt that there are 

several other reasons that new immigrant parents did not, and do not request bilingual 

education for their children: 

I think that they are in tune with what is going on politically, the trend 
toward Americanism and Anglosization. I think that school officials have a 
lot to do with what is going on, because when you go to get the waiver you 
speak with school personnel. You have to talk to school officials. If anyone 
has any interest in getting the waiver, they go into the school and it depends 
how strong the counselor or the principal is, how they feel about the student 
having that waiver. 

Hank was the only participant who suggested that the new immigrant was 

knowledgeable about the climate toward Americanism and Anglosization. The rest of the 

participants believed that most parents did not challenge the school or the teachers not 

only out of respect, but also because of the fear of interference in their immigration status. 

Also, due to the lack of previous experiences with education and educational rights, 

parents did not feel that they should impose their views on the school. 

Joaquin's interview resonated the same descriptions of the new immigrant's 

stance toward schools and teachers. Respect, but also fear of jeopardizing their residency 

in the United States, were cited as factors in preventing immigrant parents from not 

challenging the system or requesting certain things that their children need to be 

successful in school. Social class and the educational levels of the typical immigrant 

family were cited by Joaquin as issues that impact schools in Rio Verde. 

Mexican parents and families have to be the most respectful of education and 
teachers than anyone. So of course, the do not feel it is appropriate to 
challenge how the school is going to teach their child English. Also, 
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educators and policy makers do not ask the right question. They ask parents, 
"do you want your child to speak English?" They say, "yes". Then we end 
up with English-only programs and say that the Hispanic parents support it. 
I don't know if we could call that scenario support for English only. I wonder 
if it is just the respect for the system that keeps parents from being 
"disrespectful" of the educational system. Parents see education as their 
child(rens') way to a better life through learning English, they don't want to 
ruin that. 

Emily Baca (parent) agreed with the general attitude of respect of the schools, as 

well as the hesitation of immigrants to call attention to themselves by creating a tense 

situation at school. 

If you look at the majority of our students' parents, they think "our kids are 
in school in the U.S., that makes us happy. Don't ask us about school, they 
are there, that is good enough, it is much more than what we had." So a lot 
of the people in the community do not want to play around with it or 
complain. This is especially true of the new, undocumented immigrant or 
those waiting to obtain citizenship or residency. They don't want to call 
unwanted or negative attention to themselves or their family. 

Due to the huge challenges before, during, and after the border crossing takes 

place, the migrant has specific characteristics that impact their children's schooling and 

the level of parental involvement in education. Frequently the politics of immigration, 

respect for the educational system, and fear of deportation prevent the immigrant from 

acting in a manner that is viewed as mainstream or normal in their relations with the 

education of their children. 

Local Language Acquisition Policy and Practice in the Rio Verde School District: 
Past and Present 

According to Joaquin Brown (administrator) and Hank Fimbres (teacher), ever 

since the Rio Verde School District was formed in the early 1900's, it had been 
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challenged with how to best educate students who do not speak English as their first 

language. Up until the mid-to-late 1950's, the students who did not speak English were 

simply placed in the same classroom along with their English-speaking peers and 

expected to acquire the English language. During the late 1950's through the late 1960's 

students were placed in IC classrooms which segregated the Spanish-speaking children 

from their English-speaking peers. 

Partially due to the civil rights movement during the late 1960's and early 1970's, 

educators in the RVSD begin to study and implement programs specially designed to 

help ELL students leam English, including a bilingual program designed to use the 

primary language as a support or bridge into English. In the late 1970's and early-to-mid 

1980's, Rio Verde attempted to implement a transitional bilingual program at one of the 

schools in Rio Verde. (Littrell, 1995) 

The changes in classroom policies and practice during the 1970's were also 

impacted by the Office of Civil Rights intervention in the school district's policy and 

classroom practices with ELL students. By the late 1980's, the bilingual education 

program was eliminated due to lack of community and parental support, loss of funding 

for the program, and multiple political concerns. According to school officials, the 

RVSD has supported and implemented a district wide ESL model of educating ELL 

students since the late 1980's. 

As I read the interview transcripts, I realized that the participants' opinions and 

perspectives of the history of bilingual education were quite different. Also the 
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implementation and financing of the bilingual programs that the district once had were 

discussed frequently. I knew that the participants who are most predominantly quoted in 

this section had been acquaintances, if not friends throughout the years, and that they held 

similar positions of prestige, power, and respect in the community. Knowing that they 

were not adversaries, I was surprised at the different beliefs that they held about the 

history of the education of ELL students in Rio Verde. 

The history of the education of ELL was mentioned in almost all of the primary 

data sovirces by the participants from the RVSD, and frequently in the secondary data 

sources. The two participants who spoke the most about the historical impact on the 

education of ELL in Rio Verde were Joaquin Brown and Hank Fimbres. They both could 

be considered to be some of the most influential figures in the local school system in the 

past 20-30 years. Additionally, Isabel Olivares (administrator), who was also 

interviewed for the Combs (1995) study, gave her unique perspective on socio-historical 

issues regarding the education of ELL in Rio Verde. Many other participant voices are 

woven through this narrative. 

This unique history contributes to the current attitudes and beliefs held by the 

community at large; including parents, teachers, administrators, and former students of 

the schools. The history of the policies and practices of language acquisition are still 

apparent in the ELL policy and practices of today in the RVSD. 

This section describes the participants' perspectives of: 1) the impact of English 

Only legislation, including Proposition 203, 2) the Office of Civil Rights and other 
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federal intervention in the Rio Verde School District's programs for ELL, and 3) the 

bilingual program. These sections explain why an ESL model was chosen and was 

supported in the district and the community through the time of this study. 

English Only Policies and Proposition 203 

This subsection discusses the past and present policies and practices of ELL 

instruction in Rio Verde. English-only policies and the subsequent classroom practices 

are examined. The participants' insights and experiences with these policies and the 

classroom practices are combined with interpretations of the issues regarding English-

only policies raised by the participants and the specific related events that they recalled. 

English-only policies have been part of schools and education in the U.S. since the 

first immigrant people began to come here from Europe and elsewhere. Students in the 

U.S. who spoke a language other than English at home were usually not allowed to speak 

their first language at school. The school was viewed as a tool of the government, 

designed to Americanize students and to integrate them into the culture by teaching them 

English (Garcia, 2001). 

Locally, in Rio Verde, there is also a long history of English-only policies in 

schools. Students who attended school from about 1940 through the early 1970's were 

not allowed to speak Spanish at school. At times, the punishments were severe for using 

Spanish at school. As mentioned previously, for a short time between 1978-1986, some 

students in the RVSD were in a bilingual program at Jeanette Myer School. Also during 

that time, the use of Spanish at school, particularly for social purposes, was allowed 
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throughout the district. With the exception of a few classrooms and teachers at various 

schools during different time periods, and the short lived bilingual program, Spanish has 

not been used for academic purposes in the Rio Verde schools (Littrell, 1995). 

At the time of this study, Proposition 203 had been mandated at the state level for 

all public schools. The proposition baimed bilingual education in the state of Arizona and 

required the mode of instruction in all K-12 public schools to be English. The 

proposition allowed for a waiver process if parents wanted their children to remain in a 

bilingual education setting. This law was enacted in the fall of 2001 in classrooms across 

Arizona. 

Joaquin relayed stories of past English-only policies and practices in Rio Verde. 

Joaquin, who was obviously in favor of a bilingual education model for ELL, spoke of the 

past practices and programs that existed in Rio Verde and why and how they came into 

existence. He spoke of the challenges and the triumphs of the programs. As Joaquin 

recalled his role in the process, and reflected on the past and present, his tone was strong 

and sure, but disappointment in the whole educational system came through in the 

interview. Joaquin, also a former ESL student who was from an immigrant, Spanish-

speaking home relayed his traumatic experience as a student in the RVSD, and 

generalized his insights to other ELL students in the district. He also spoke of how the 

current English-only in schools policy is similar to what he suffered in school years ago. 

Joaquin said. 
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Demanding that students and teachers speak English only in school is taking 
a step backward to like it was when I went to school in Rio Verde. No one 
was allowed to speak Spanish anywhere at school. If they caught you 
speaking Spanish, they would shake you up, punish you. I was really 
physically threaten by some of my teachers. It made me fearful. Learning 
and fear do not go together. It was so humiliating. 

Other participants relayed their opinions that English-only policies for schools 

were obsolete in nature and belonged in the past. The participants felt that using Spanish 

in school for both social and academic purposes was necessary in the RVSD. Hank, who 

said he was not in support of a bilingual education model, but did support using Spanish 

in the classroom to enhance instruction as necessary, also mentioned the obsolete ban on 

using Spanish in the schools: 

You know, historically they would not allow children to speak Spanish at 
school, even outside of the classroom. And those were the dark ages when 
people didn't really realize what they were doing; and it was a form of 
discrimination as well. 

Enrique Sanchez (teacher) also spoke of the past English-only policies and his 

experience as a student in the RVSD. Because of his experience as a ELL student, he did 

not want to see new English-Only policies come about in the new century. Enrique, like 

several other participants, linked the effects of English-only policies to low achievement 

rates among Hispanic students, high drop-out rates, and low college attendance statistics: 

When we went to school, we would get into trouble if we spoke Spanish. It 
was awful, just an awful situation. We did not like it at all. Maybe that is 
why so many kids dropped out. By having disdain for our language, it 
showed a disdain for who we were. By not speaking Spanish, we were losing 
part of a positive relationship with our teachers and the other students. I think 
that it is form of discrimination. I think that the underlying meaning is 
getting away from being Mexican and poor. 
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The participants discussed the language policy and practices of the past and 

present that restrict the use of Spanish in the classroom and/or school for both academic 

and social purposes. They made several key points. They believed that the language 

policies v^ere obsolete, and that they caused ELL students to become disinterested in their 

education and in attending school. Because language was closely related to culture, 

oppressive language policies and practices in the classroom were viewed as a way of 

degrading Mexican-Americans through policy or by law. The language policies of the 

past and present were considered to be discriminatory in nature. 

The language policies and practices of the past and the present were viewed not 

only as a form of discrimination and degradation of the Hispanic culture and the Hispanic 

student, but also against the research on language acquisition. The participants believed 

that language policy was a way of keeping the Hispanic parents disconnected from the 

school setting and their children's education. Also, English-only policies hindered 

students' academic achievement because of their inability to understand the content in 

English when they are first learning English. Joaquin said: 

So, not only did the Hispanic suffer the humiliation and fear of self-his 
language, food, songs, and ways of life that were special and rich; these 
things were viewed as useless. We also lost a lot of content knowledge in our 
first few years being exposed to English. This law (Proposition 203) about 
not speaking Spanish takes us back to that time in a way, which is not good. 
It is more subtle and better conceived than the overt persecution of the 
language that we suffered thirty and forty years ago, but still the same. 
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Joaquin thought that without the opportunity to use Spanish for educational and 

social purposes within the school setting, students who speak Spanish as their first 

language lost their opportunity for an equal education. He said that when the Spanish 

language is treated as a problem in the school, students are not being empowered by the 

educational system to achieve the "American Dream". Joaquin thought that ELL students 

loose their opportunity to succeed in higher education if they do not have access to the 

curriculum in their primary language: 

It still conveys the message that the Spanish speaker has not prestige, clout, 
or ability to have either. It is a legal form of discrimination. It is a 
degradation and downgrading of the Hispanic by treating their language, 
culture, and way of being as a problem. The mode through which this 
downgrading is achieved is through the one institution that is supposedly 
helping them to become empowered to achieve the American dream and 
educating them for a better future-the educational system. It is not an equal 
opportunity to succeed for them. 

Some of the participants linked the resurgence of English-only policies to the 

trend against affirmative action in the college admissions process. The participants also 

felt that both English-only policies and the federal covirt ruling against the use of 

affirmative action in college admissions was to keep minorities out of good educational 

settings. They thought that these events were a step backward for civil rights and were 

discriminatory. 

Joaquin, Enrique, and Hank thought that the push toward eliminating the Spanish 

language from educational systems was a way to exclude Mexican-Americans and other 

Hispanics from higher education, thus, an elimination from the social and economic 
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status that usually comes with higher education. Along with the discussion about 

English-only policies of the past, the participants linked that history to the state mandated 

language policy-Proposition 203 in 2002 

The Implementation of Proposition 203 in Policy and Practice (2001-2004): 
Misinterpretation. Compliance. Resistance 

In the first four years of the new millennium (2000-2004), English-only policies 

for classrooms in Arizona were at the forefront of legislation, education, and litigation. 

Across the state, as well as within the Rio Verde schools there were examples of 

misinterpretations of what the law required in classrooms regarding the use of Spanish in 

schools. There were also examples of complete compliance with the interpreted terms of 

Proposition 203, as well as resistance to the interpreted guidelines. Enrique described 

what happened at his school when Proposition 203 was enacted: 

So we had to make ourselves aware of what was natural for us, we had to be 
careful of being who we are, Spanish speakers. We had to think, you know 
what, we are not suppose to do that (speak Spanish). Talk to them in English. 
If they talk to you in Spanish, respond in English. Try to get away from 
speaking Spanish. What was going on was that most of the aides and some 
of the teachers were bilingual. Spanish comes to us naturally. It is hard to 
have to try to change who you are. I had to bring to mind the resistance to 
speak Spanish. We were told to try to speak English everjwhere in school, 
on the playground, in the lunchroom, if they needed to use the restroom, 
everywhere. I am not sure we can do this rationally and ethically speaking. 

As I observed Proposition 203 being implemented in schools across the state, as 

well as in the RVSD, the biggest problem that occurred was the misinterpretation of the 

law, and the way these misinterpretations were being activated in classrooms and schools. 
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Too frequently the law was interpreted as "no Spanish allowed at school, in the classroom 

or elsewhere." 

A list of guidelines provided to all teachers and substitute teachers at one 

elementary school read, "Speak English to students at all times. This includes the 

cafeteria and on the playground, as well as extra-curricular activities." Some participants 

felt that this took the policy of "English as the mode of instruction" as required by 

Proposition 203, and extended the restriction of the use of Spanish beyond the walls of 

the classroom. The interpretation of the policy established by Proposition 203 was being 

implemented in the classroom and beyond into the more social settings at school. 

English-only, everywhere, was how the law was being interpreted and implemented into 

practice at most schools in Rio Verde. 

Dulce Duran (former student) and teacher's aide for the district, relayed a recent 

classroom situation she witnessed. This example illustrated how the misinterpretation of 

Proposition 203 is activated into classroom practices: 

When I was working for the district as an aide, there was a little girl that had 
just come to the U.S. from Chihuahua, and she didn't know a bit of English. 
The teacher would help her in Spanish and look at me and later say," I know 
that I am not suppose to be speaking in Spanish to the students, but look, she 
is helpless if I don't use some Spanish to explain. I can't cut her off from 
understanding anything." Someone in the district office has told teachers and 
administrators that they should not be using Spanish at school at all. You 
would think that speaking Spanish was like molesting a student or something. 
That is wrong. 

Many teachers feared translating or explaining concepts in Spanish even after the 

initial lesson was delivered in English. At times the teachers and administrators in the 
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district interpreted Proposition 203's language policy to mean Spanish was not allowed in 

the classroom, at all. In reality, the state of Arizona still had a mandate requiring second 

language instruction for all students in grades K-6. Also, Proposition 203 required that 

the mode of instruction be in English. It did not restrict the use of Spanish outside of the 

classroom, on the school grounds or in the cafeteria, nor did it restrict the use of Spanish 

to explain concepts or to enrich the curriculum. 

Since the RVSD no longer had a biUngual program at any of its schools at the 

time Proposition 203 passed, the elimination of bilingual education programs was not the 

major issue the district faced as the law came into effect in the fall of 2001. While Rio 

Verde did not need to eliminate bilingual education programs, or even really alter the 

structure of instructional practices in their classrooms. Proposition 203 still had a major 

impact on classroom practices and school climate. 

Although most of the participants initially said that Proposition 203 didn't impact 

their schools when asked about it directly, many of the other interview questions spurred 

discussion about the English-only climate created by Proposition 203. Joaquin described 

the situation taking place in schools and classrooms since the implementation of 

Proposition 203: 

I think because of its legal and criminal implications for teachers and 
administrators it has made educators more careful when and how they use 
Spanish in the school than they were before. Some schools and teachers are 
interpreting the law to mean that they may not use Spanish at all even if a 
student does not understand a concept when explained in English. That is 
foolish. 
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It appeared from the interviews that many teachers and administrators feared the 

potential consequences of not following the powerful language mandates established by 

Proposition 203 in their schools. There was a subtle threat that the state might audit 

schools for compliance. As a result of this hysteria about the new law, and also due 

partially to lack of knowledge about the proposition, the policies of Proposition 203 were 

enforced in a misinterpreted manner. 

In his interview, Enrique recalled what his principal told the staff at the school 

where he was working as an aide at the time the proposition went into effect. He said: 

All I can remember is that there was a meeting and our principal told us to be 
"very careful" in the way that we approached Spanish speaking kids. "Try to 
speak them to English first and try to speak to them always in English. If you 
have to, then speak to them in a little Spanish". The principal told us that 
there may be people coming dovm from the state and they may be looking at 
that (how much and when we use Spanish). 

Apparently, at other school sites in Rio Verde, administrators and teachers were 

also fearful of the perceived consequences of using Spanish at school. This apprehension 

combined with a lack of awareness of the terms of Proposition 203, prevented some 

teachers fi-om using Spanish as a tool for social and academic purposes at school. This 

practice was also contradictory to the way Spanish is used outside of the school setting in 

the community of Rio Verde. 

Although a strained situation for teaching and learning for ELL had been created 

by the misinterpretation of the law and the classroom practices that followed, there were 



225 

signs of resistance to the norm of eliminating Spanish completely from the classroom or 

the extended school context. This resistance was discussed by a few of the participants. 

This resistance to certain policies that have intrinsic language ideologies attached 

to them (i.e.: language as problem) are referred to in the professional literature as counter-

ideologies. Counter-ideologies are explained by Thompson (1981) as the ideologies that 

act in opposition to the dominant institutional positions. The participants spoke of 

counter ideologies that exist in the Rio Verde Schools in opposition to the English-only 

climate that Proposition 203 established in the schools. 

Enrique Sanchez talked about the importance of using Spanish in classrooms, why 

it was important for the students at the school where he taught, and why he would resist 

the English-only stance of the schools in Rio Verde: 

Because we are in a school and a community where a lot of kids speak 
Spanish, many of the aides and teachers speak to the students in both Spanish 
and English. So, it is like our second nature. Actually, it is our first nature, 
it is our first language. Aprendemos mejor en la lengua que mamamos-wQ 
learn best in our mother tongue. Children leam best in a language that they 
understand. So at the initial stages, say at least the first 3-4 years for students 
new to an English setting, the classroom teacher should be able to use some 
Spanish to explain terms and concepts. That is what we'll do quietly in our 
classrooms. 

Although most of the participants knew that many teachers and administrators in 

the district did not believe in using Spanish in the classroom for instructional purposes, 

they felt that this view of the Spanish language was wrong. They believed that teachers 

needed to use Spanish to teach the students. Therefore, even with the prevalent English-

only perspective held by many teachers and administrators, the looming threats of the 



226 

guidelines set forth by Proposition 203, and the submission of teachers to using English 

only; resistance still existed. The teachers who resisted English-only in their classrooms 

knew that speaking some Spanish was best for the students. They knew this from their 

personal learning experiences as students, their teaching experiences, and from the 

educational research about ELL student achievement. 

Francisca (former student) concurred with the importance of using Spanish in the 

classroom and agreed with resistance to English-only policies in classrooms in Rio Verde. 

Francisca spoke against English-only policies and practices in the classroom that are 

aimed at completely eliminating the use of Spanish. Francisca said: 

We need bilingual education in our classrooms in Rio V erde. If not bilingual, 
then we at least need to be able to use Spanish some. I, for one, as a teacher, 
I will be using Spanish. I will do what I have to do. I feel kind of like, if they 
are telling me that I cannot use Spanish, well then I am going to use it more. 
Cause, you know what, it is a language, it is not a terrorist or something. The 
language is to help people understand, it is not a problem. Why do you speak 
to people in English? It is to understand someone. That is the point of using 
language. If you are in Mexico, no one there is going to say, don't bring 
English here. I think that it (language policy) is linked to the disdain for 
immigrants in this part of the country whether they are legal or illegal. In 
Mexico they say, bring English so that we can use more. The district is 
viewing Spanish as a deficit. 

Ruiz (1990) theories support what Francisca said about people's positions in 

regard to language policies and practices. Ruiz discussed stances toward language policy 

and identified several orientations to language policy: language as problem, language as 

right, and language as resource. As made obvious by the participants, the Spanish 

language was usually viewed by policy as a problem in the community of Rio Verde as 
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well as in the state of Arizona. When language was seen as problematic through language 

policy, the implementation of that policy in classrooms became discriminatory by 

separating students not only from academic content, but from their culture and sense of 

pride in that culture and in themselves. 

As part of the discussions about the discrimination and inequalities in the school 

system regarding English-only policies unfolded with the participants, the role of the 

Office of Civil Rights in the education of ELL in RVSD was discussed by several of the 

participants. This part of the interviews focused on the intervention by the OCR and 

other federal government entities in the RVSD from 1976-1980 that impacted language 

acquisition programs and policies in the district. 

Office of Civil Rights (OCR). Federal Mandates, and Rio Verde School District's 
Programs for ELL Students 

Federal government intervention in the RVSD practices and policies regarding the 

education of ELL students impacted the programs the district made available to serve its 

high numbers of ELL students. The programs that evolved out of the OCR compliance 

order, continued to impact the way the district and community chose to educate the 

students in its schools at the time of this study. 

The participants' views on the federal government's intervention in the education 

of ELL in the RVSD varied greatly. Some of the participants felt that governmental 

intervention in their programs was necessary to improve conditions for ELL while others 

felt that the interventions hindered the educational process and that they were political in 
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nature. They all agreed that the OCR intervention still impacted language policy and 

practice in the schools. 

The compliance order of the Office of Civil Rights in 1976 for the RVSD was 

discussed by the participants. According to Littrell (1995), Rio Verde was one of the 

twenty-one school districts in the state ruled not in compliance with OCR (Office of Civil 

Rights) regulations in 1976. This was under Title VI of the 1964 Civil Rights Act. OCR 

stated: 

1) Rio Verde students were not being served by an adequate bilingual program. 

2) Staffing for bilinguals was inadequate. 

3) The student-teacher ratio was too high. 

Littrell (1995) explained, 

In January of 1980, even after completing four years of rigorous staff 
development and training and completing the compliance paperwork, the 
OCR said the district had to do more, since the ethnic balance was 70% 
Hispanic (their term). The board did not see how that figure influenced the 
program. They had invested thousands of dollars in testing, workshops, and 
lecture specialists. Extra staffing had been furnished and the never ending 
red-tape forms had all been completed and filed on time. The board pointed 
out they had done everything that was requested by OCR and discussed and 
the possibility of a lawsuit against OCR. In April 1980, OCR ruled that 
Douglas was in compliance (p. 16). 

Joaquin reminisced about the role that OCR played to improve conditions for 

ELL in Rio Verde. He said that there was a complaint by a group of citizens who 

thought that the school district was not being fair to the students with a home language 

other than English. (In Rio Verde the first language of 97% of the ELL population is 
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Spanish.) As a result of that complaint, the OCR came to review the district's practices 

and found that the school district did not have effective instructional programs for ELL 

students. The OCR declared that the teachers were not properly trained, and that the 

district was not providing ELL students with an equal education. 

Joaquin cited the Lau vs. Nichols case to assert the need for bilingual education 

or well designed ESL programs to ensure students leam the curricular content while they 

acquire English. The Lau vs. Nichols case was Joaquin's foundation for agreeing with 

the position of OCR concerning the lack of opportunity to an equal education for ELL 

students in Rio Verde. 

The Lau vs. Nichols case in 1974 stated that school districts had a obligation to 

provide their ELL students with alternative language programs that would provide them 

with "equal access" to the curriculum. Lau vs. Nichols also called for districts to provide 

ELL students with a meaningful education. In response to Lau vs. Nichols and pressure 

from the community, the district developed a ESL program as well as a bilingual program 

to meet the needs of the students. Joaquin said that he thought that Lau. vs. Nichols set 

the framework for how schools were to proceed in terms of language and ethnicity in 

schools: 

In Rio Verde's context, if you don't take into account the language, culture, 
and history in education; the schools are not providing the students with the 
opportunity to an equal education. Therefore, the students are being put at 
a disadvantage in comparison to their English-only speaking peers. They are 
not able to go to college, succeed in life because they do not have the right 
support system in school to prepare them for school and good jobs. OCR 
came to Rio Verde and found that our practices were in violation of our 
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students' civil rights. The OCR's visit helped improve conditions for the 
ELLintheRVSD. 

Hank's position on OCR's compliance order for the RVSD was completely 

opposite of Joaquin's perspective. While Joaquin believed that OCR's visit was 

necessary to achieve equal opportunity for the ELL students in RVSD, Hank gave his 

perspective on OCR's visit to Rio Verde, painting a much different picture of the nature 

and goals of the OCR's time spent in Rio Verde with the compliance process. 

Hank highlighted the political nature of OCR's involvement in the RVSD's 

practices for ELL students. Hank thought that there were some changes that needed to be 

made in the regard to ELL education, but also believed that OCR's intervention was 

disruptive. Hank said that the district did a good job of implementing necessary changes 

to improve instruction for ELL students in the district at the time of OCR's visit: 

The educational administration and the community had some serious 
discussions about educational issues. But mostly, the OCR came to town for 
political purposes. They had reports that said we were discriminating and 
that we didn't do this or we didn't do that. We "blew through" that OCR 
program. The district had a program writer who worked right under the 
superintendent and wrote all of the rules and regulations, every phase was 
accepted, we had no problems. Then it kind of fizzled out because we had 
complied with every phase. We had did everything that they wanted us to, 
we put in writing, and then they went away. 

The OCR had the district set up a compliance report. Through the compliance 

report, curriculum and phases for an ESL and bilingual program were developed. The 

district had to state how certain goals for the ESL and bilingual programs were going to 
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be met. According a few participants, there has only been review of that compliance 

report. 

Hank believed that the biggest problems created by federal intervention in the 

district's practices were caused by the OCR mandated ESL and bilingual program 

evaluations and were rooted in money and power: 

There were a lot of other ramifications of OCR's visit that cost money too. 
They had the civil rights group, the OCR; and the people who monitored Title 
VII. These monitors would always say the programs were going well, even 
if they weren't. That way, they would protect their jobs by protecting the 
programs that they were due to monitor. It is similar to DEA reports to the 
public, they are winning the war on drugs. They say this so that they can 
justify their jobs. 

Hank was critical of the large sums of federal money that were available and 

awarded to programs for ELL, including the teachers, administrators, consultants, and 

researchers who monitored and studied the programs. Hank believed that the civil rights 

movement was turned into political sham, and that the programs were used only to 

advance the personal and professional gain of the teachers, administrators, consultants, 

and researchers. Meanwhile, the ELL students did not receive a more equal education. 

And, in the case of the bilingual program in Rio Verde, Hank felt that those programs 

may have been worse than the programs previous to the OCR mandates for compliance. 

The Bilingual Education Program in Rio Verde 

Most of the participants of this study referenced the bilingual program that existed 

in the late 1970's and early 1980's in Rio Verde at Jeannette Myer School. Hank (teacher) 

best described the philosophical foundation for support of bilingual education programs. 
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He believed the reason that Hispanics fought so hard for bilingual programs was because 

they thought that the bilingual program would provide communities and schools with the 

root, el raiz, for a better educational opportunity for Hispanics who were learning 

English as their second language. Instead, what Hank said happened, was just the 

opposite of the bilingual education movement's original intent: an inverted program 

where the raiz (the root) was tiny and the top (the tree) was too heavy. This subsection 

describes the bilingual program according to the perspectives of the participants. 

The bilingual program was developed as a result of the OCR's "out-of-

compliance" designation of the RVSD in 1976. Joaquin discussed the challenges of 

implementing an effective bilingual program in Rio Verde. He believed that the school 

district finally chose the ESL model for educating its large ELL population because of the 

difficulties the bilingual program suffered during its initial years of operation. It could 

not achieve immediate success. Joaquin thought that as a result of the various program 

challenges, the bilingual program could not remain in existence. 

The OCR gave us a mandate saying that you must correct this. What they 
did then was get the bilingual program going and/or do a component of ELL 
like ESL methods or bilingual education, they gave different options and so-
forth. All the programs were to underscore the fact that students who came 
from a home language other than English (almost all Spanish here) need to 
have a certain type of instruction in school. But the problem was not very 
easy to fix in practice, in theory, yes; but when the district tried to implement 
good programs, there were lots of problems. 

Most of the participants agreed that there were too many challenges with the 

program, and that sustaining a bilingual program was impossible at that time. At the time 
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of this study, the wide-spread opposition to a bilingual program in the RVSD was 

partially a result of the unsuccessful bilingual program. Only two participants thought 

that bilingual education was a viable option for Rio Verde's classrooms now. 

Interestingly, they were the two youngest participants who were former students of the 

RVSD, and who were in their early 20's. They had been bom at the time the bilingual 

program was in existence, and were not familiar with the great controversy that 

surrounded it. 

The objections to the bilingual program were numerous. Most importantly, the 

community did not support the bilingual program and called for its elimination. The lack 

of community support for the bilingual program stemmed from an unqualified teaching 

staff, excessive grant money, no prestige associated with the program, lack of economic 

rewards for bilingualism, too much Spanish in the classroom, and pressure from local, 

state, and national level politics. 

Similar to what the participants discussed, this opposition to bilingual education 

was aligned with the national trends. According to Spring (2002), " Bilingual education 

has been controversial ever since it was created. In 1968 President Lyndon Johnson 

signed the Bilingual Education Act to provide educational support to children who were 

educationally disadvantaged because of their inability to speak English" (p.138-139). 

Under-Qualified Teaching Staff 

The participants talked about the challenge of finding well-qualified teachers for 

the RVSD. Suarez- Orozco and Suarez-Orozco (2001) corroborate this problem and 
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provide a reference for the challenges with having enough well-qualified teachers for 

bilingual education programs. "Perhaps the most common problem in the day-to day 

running of bilingual programs is the dearth of folly certified bilingual teachers who are 

trained in second language acquisition and who can serve as proper language models for 

their students" (p.141). 

Hank described a bleak picture of the bilingual program that once existed at 

Jeanette Myer School. Some of the issues he described were related to administrative and 

teacher quality. Most of the other participants echoed this critique of the teachers in the 

program. Samuel Mackey (administrator) said that the university courses that prepared 

bilingual teachers at the time were too easy and included a course on "bulletin board 

construction." Although I believed that Samuel's statement was sarcastic, poor teacher 

quality was a point of discussion throughout the interviews. Hank said: 

One of the things I was against in the early 1970's was when there were 
teachers in our district who we were ready to fire and they would get a grant 
for bilingual education or to forther their education with a master's or 
doctorate degree, and then they would come back. That is one of the reasons 
for the bad image of bilingual education, because of all of the give away 
programs and monies. I am a strong believer in earning what you get, in there 
needs to be merit in it and you need to earn it. 

Due to the fact that the Rio Verde School District did not use Spanish in academic 

settings for many years leading up to the bilingual program, the community found itself 

with a lack of bilingual and biliterate teachers who had mastered reading, writing, 

speaking and listening skills in both Spanish and English. Joaquin agreed that many of 

the teachers in the bilingual program were not strong teachers: 
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It is like trying to fix a Corvette, there may be guys who just like to change 
tires, and change oil here and there, but when you're talking about building 
a whole Corvette from A to Z, they can't do it. A lot of the teachers were 
certified teachers, but many did not know Spanish and English well enough, 
nor could they effectively implement a bilingual program model. So, we had 
to opt for an ESL program, which is a lot more flexible, and nobody really 
checked on it. 

Hank said that the OCR and grant evaluators would verify that a certain 

administrator or the teachers were wonderful and very capable in their position. Many 

times, the person wasn't doing their job according to the district, but since their positions 

were fimded by a grant and evaluated by people from the outside, it was allowed to be a 

substandard program. Hank said that the bilingual program was a great idea in writing, 

but in practice there was too much political patronization. 

Excessive Grant Money 

In addition to the concerns about a poorly skilled teaching faculty for the bilingual 

program were questions about the large sums of federal grant money and how they were 

being spent in the programs. The overhead and related program expenses created by the 

new bureaucracy at the time were problematic because too much money was spent on 

administration and monitoring instead of the students in the program. Hank was most 

vocal in his critique of the system's structure and the use of funds: 

The bilingual programs took the form of a huge tree that was top heavy with 
small roots. The bilingual programs supported the teaching staff, the 
Hispanic administtators, the university professors, the people who were 
writing the grants, all the way up to the OCR and other federal monitoring 
agencies. Many minorities obtained good govemmentjobs through bilingual 
education, whether they be competent or not, and they perpetuated 
themselves. Meanwhile, the language minority students and classrooms still 
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not getting what they needed. It was a big business and it was all based on 
the bilingual child in school who needed good ESL education, and never got 
it. We were fighting both ends, not only the people making money from the 
programs, but the very strong parental support groups that they had 
brainwashed into supporting the substandard program. That bad history still 
impacts decision making about language acquisition policy and practice in 
Rio Verde's schools today. 

Several participants said that when the government started cutting the funding for 

all of the bilingual programs, a lot of jobs were lost because the government wanted the 

school district to absorb the costs, and they couldn't afford it. Hank said that there were 

people picketing in front of the school district office about the lost programs and jobs. 

The end of the bilingual program and extra funding for ELL students came to an abrupt 

halt and has not had much discussion since that time. 

No Prestige Associated with the Program & Lack of Economic Rewards for 
Bilingualism 

In addition to the great controversy regarding the funding and political 

patronization associated with the bilingual program in Rio Verde, the next largest 

challenge facing the school district was the lack of prestige associated with bilingual 

programs, particularly the program at Jeanette Myer. This lack of prestige was linked to 

the lack of economic rewards for bilingualism in Spanish and English in the past. 

Mable Rielly (teacher) talked about this general perception about the economic 

reward for and perceived costs of bilingual education. 

You know it is the people who went through the University of Arizona 
program and that understood that there was some reward for being bilingual. 
They used both Spanish and EngUsh and it gave them economic reward in 
their job. I am sure that there are a lot of business people in Rio Verde , and 
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elsewhere for that matter, that need to be bilingual in order to run their store, 
their service, or whatever they do. 

Isabel, a central figure in the education of ELL along the U.S./Mexico border 

throughout her lifetime with experience at all levels of the educational system, brought 

another perspective to the reason why she thought that an ESL model was best for the Rio 

Verde community. Although philosophically she believed that a bilingual education 

model worked best for students, what she knew about Rio Verde's history swayed her to 

believe that bilingual education was not a viable option. Isabel cited the influence that 

Metzger (a huge mining company that once was the main employer in Rio Verde) had on 

the community's negative perception about bilingualism and/or speaking Spanish. She 

said: 

Because of Rio Verde's history as a "company store town", I believe that 
bilingual education or using Spanish in the schools much for instruction is 
not a good choice. What I mean by this is that because of Rio Verde's 
industrial corporation legacy, wherein the "bosses" in the big business that 
supported the commimity's economic foundation are Anglo, speak English, 
and belong to the upper echelons of the community, and wherein the workers 
and laborers of the big business are Hispanic, or Mexican in this case, speak 
Spanish, and belong to the lower socio-economic class in the cormnunity; 
Spanish is associated with the lower class. Therefore bilingualism or 
speaking Spanish is believed by the majority of the population not to have a 
place in school or any academic setting that holds prestige or is of value or 
importance. It is unfortunate, but that is just the way it is. Someone who 
does not understand the intricacies of the local history might think that 
bilingual education is "a must" here, an obvious choice; but I am certain that 
is not the case. The development of bilingualism and bilculturalism is left 
outside of the school setting. 

Isabel continued to state the fact that she was a proponent of bilingual education 

and the benefits that could be reaped from developing a bilingual/bicultural workforce. 
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She also cited lack of commimity interest in developing the assets of bilingualism and 

exploring how Spanish could be utilized in the classroom to help students learn English. 

She thought that it was of utmost importance to forget about a bilingual model and to 

focus the district on an effective ELL model for language acquisition. 

Too Much Spanish in the Classroom 

Similar to what the other participants discussed, Hank elaborated on the problems 

with adequately implementing a successfiil bilingual program in Rio Verde. Hank also 

spoke extensively about the controversial nature of bilingual education in the community. 

The community perception of what occvirred in the bilingual classrooms when they 

existed was that too much Spanish was being used to the bilingual classrooms. Many 

participants felt that students were not exposed to EngHsh at an acceptable rate in those 

bilingual classrooms. Hank said: 

There was a major controversy in the school district over the bilingual 
program, per say. It was a transitional-maintenance program. The school 
district would spend a lot of time in the bilingual maintenance program 
bringing the students into English as they saw appropriate. Not a lot of 
instructional time was being spent on English. The students would go home 
and the Spanish would be compounded and there wasn't any reinforcement 
of English in the home or community. To me, that prolonged the students 
ability to start to be fluent in English. 

Opposite of the perception that the transition into English proficiency was not 

occurring, or not occurring fast enough, Dulce insisted that the argument was without 

merit: 

A lot of the teachers in Rio Verde are against bilingual education and also 
speaking Spanish. It is a bit of a prejudice or stupidity. But one of the 
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reasons that Rio Verde does not have a bilingual program is that a lot of 
people wanted to take it out because they thought that it was useless. They 
were saying, "Oh how are they ever going to really learn English when they 
are still using their Spanish and adapting it to English and also adding 
Spanish to their Spanish?" I don't really get that argument. 

Ultimately, the challenges with the bilingual program overwhelmed the district 

and they opted for an ESL model. Hank remember the decision as a difficult one, not 

only for himself as a teacher, but the community at large: 

And I, at the time, wasn't really convinced that eliminating the bilingual 
program was the best way to go because we had so many children in the 
RVSD that had recently immigrated and knew no English at all. I initially 
thought that it would be detrimental if we did not get them into English as 
quickly as possible. But, on the other hand we did have some students that 
did speak English, and I thought that it was beneficial to them, because it did 
maintain the language and the culture as well as help the English only speaker 
to leam Spanish. 

Along with the discussion about too much Spanish being used in bilingual 

classrooms. Hank talked about the existing dichotomy in the beliefs about bilingualism 

within himself, the community, the state and the nation collectively. These things, 

coupled with the complications the district faced with the bilingual program, caused the 

school district to opt for an extensive ESL model for instruction. 

Interwoven with the local perspectives about language acquisition policy and 

practice of the past and present were the extreme ideologies about bilingualism, 

bilculturalism, and binationalism. Underpinning all of the participants' perspectives were 

the broader positive and/or appositional stances toward bilingualism and binationalism. 
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The decision to have an ESL model for educating the district's large numbers of ELL 

students were rooted in these beliefs. 

The first three factors in this chapter (the beliefs about bilinguaUsm and 

binationalism, the impact of immigration on the local educational system, and, the local 

perspectives of language acquisition policy and practice of the past and present in the 

RVSD) contribute to the systemic inequity that exists for the ELL students in Rio Verde. 

The next section examines these inequities as described by the participants. 

Systemic Inequity in Policy and Practice: The Mismatch of Policy and the 
Local Context 

Resulting partially from the impact that the beliefs about bilingualism and 

binationalism, the the impact of immigration on the local educational system, the local 

perspectives of language acquisition policy and practice of the past in the RVSD, and the 

large numbers of ELL students served by the RVSD serves, systemic inequities existed in 

its educational system. The inequities stemmed from a mismatch between the local 

student population and the state and federal educational policies. According to some 

participants, this mismatch between policy and the local context impacts the student 

population of the Rio Verde School District in a negative way. 

The inequities that the participants described resulted, in part, from issues 

associated with a large population of immigrants and ELL students. The issues were: 

l)access to the curriculum, success in standardized testing, and the ability to participate 

in higher education; 2) inequities between local schools; and, 3) school funding and 
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school resources. Generally, these inequities were created because of the large number 

of immigrant students enrolled in the RVSD who spoke Spanish as their primary 

language. The participants believed that policy and practice needed to be examined and 

designed at the local level, both district wide and individually at each school site. 

Some participants were concerned about the mismatch between policy and the 

local context. They gave examples of some of the mismatches and why the policies were 

not appropriate when put into classroom practice with the local student population. The 

participants' interviews and questionnaires showed consensus that state, federal, and even 

local school system policies and practices created a setting that was designed for the 

English speaker. 

The first chapter of this study describes the ELL population in the Rio Verde 

School District. In order to provide statistics that support the exact numbers of students 

who speak Spanish as their primary language in Rio Verde and to emphasize how the 

student population varies from the national and state numbers, the following information 

serves as a reminder of the large differences. 

According to Arizona State Department of Education (2003) website statistics, 

there were 4663 total students in RVSD during the 2001-2002 school year. Of those 

4663 students, 4174 of them had a home language other than English. All of these 

students' home language was Spanish. Therefore, 90% of students in Rio Verde spoke 

Spanish as their primary language and have learned English at school and in some social 
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settings. The percentage of students who spoke English as their first language ranges 

from 79% to 97% among the schools in the district. That is a difference of 18%. 

At the state level, the school age population of Hispanics in schools was about 

30% of the total population in 2000 (U.S. Bureau of Census, 2000). According to the 

Office of English Language Acquisition, Language Enhancement, and Academic 

Achievement for Limited English Proficient Students (2002), the number of LEP students 

in Arizona schools was more than 100,000 in the 99-00 school year. More than 10% of 

the state's total K-12 school enrollment was LEP students. The numbers of LEP students 

in the state during the 99-00 school year were up between 100-200% from 89-90 school 

year. 

Statistics on the numbers of legal and illegal immigrants living in Rio Verde at the 

time of this study were not readily available. The statistics on the illegal immigrant 

population that were available were mostly estimates due to the social and legal 

complications of revealing illegal status. The numbers of illegal immigrants residing in 

the Rio Verde area were quite high based on available statistics on illegal immigrant 

apprehensions and deportations, along with the participants' comments and my own 

personal observations. 

Nadia Sanchez (administrator) questioned the lack of consideration given to the 

district's high numbers of ELL when local, state, and national policies are developed and 

enacted. She stated: 
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We don't think that there has been much mentioned or discussed about the 
fact that we have one of the highest, if not the highest ELL population in our 
schools than any other place in the state, maybe the U.S. Local, state and 
national policy makers are thinking about the mainstream majority when they 
develop policies. They are not thinking about the context of Rio Verde when 
they mandate how we teach and how we assess student progress. 
Interestingly enough, I don't think it has been addressed enough even locally, 
and we know our population. 

Similar to what Nadia talked about, Suarez-Orozco and Suarez-Orozco (2001), 

state that educational polices intended to improve conditions for ELL students in schools 

often have the opposite effect. "Through ethnography, we have learned that abstract 

educational policies are often not implemented in classrooms in ways that help immigrant 

students. And what takes place in the classroom has an immediate effect on the child's 

experiences, behaviors, and developing attitudes" (p. 145). 

When policies were designed, a particular context or student population was 

implied or assumed to be the "norm" or "mainstream." Rio Verde had several examples 

of how it was impossible to implement these "abstract educational polices" in classroom 

settings in Rio Verde. Rio Verde had a different context and student population from 

the assumed standard that was applied broadly when creating educational policies. 

The educational issues in Rio Verde were completely different than those of the 

mainstream metropolitan areas of the state. The educational issues in Rio Verde varied 

greatly because of the demographics of the community's population. The participants 

gave several good examples of policy mismatches between the state policy and the 
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classroom practice in the Rio Verde school district. The examples bordered on 

humorous, and certainly were synonymous with the absence of common sense. 

There were some examples of policy and practice mismatches that occurred in 

Rio Verde over recent years. The participants said that they believed that policy makers 

and administrators had been looking for good programs to serve students, but some of 

the policies were absolutely unfit for the students in Rio Verde. A mismatch occurred 

when the state made it mandatory that all teachers in grades K-6 teach a second language 

in the classroom. Nadia said: 

The state provided schools with a beginning Spanish video series with 
lessons. La Escuelita was one of the video sets and the other was Muzzy. 
That was not what our students needed. Most of them knew the beginning 
Spanish words, it seemed dumb and boring to the students. Teachers were 
wondering why they were doing it. The students knew their colors and 
numbers in Spanish. It was a total mismatch for our students here in Rio 
Verde, but the decision was not determined by our local needs. 

I was teaching second grade in Rio Verde at the time the state required schools to 

teach a second language in the classroom. Myself, along with the many of the other 

classroom teachers at the school, were somewhat confused as to how the law applied to 

our unique student population. We all were teaching a second language in the classroom, 

and it was English. Most of the students in our classrooms already spoke Spanish at an 

age-appropriate level and did not need to learn the colors, numbers, and beginning 

vocabulary. Looking back on using the Spanish videos, I know why the students thought 

it was silly and for preschoolers. I thought that the students needed more instruction in 

English supported by the use of Spanish. 



245 

Nadia continued her critique of the policy and practice mismatch 

with the second language mandate: 

The mandate or policy that created this requirement was designed for English 
speakers in other parts of the state, mostly Phoenix. That just goes to show 
that the politicians that make these laws do not even consider what the 
population is like here in Rio Verde. Come on, we are mostly all Mexican-
Americans. We all speak some or a lot of Spanish, generally speaking. The 
policy makers have their perspective on the type of people that they are 
representing. We are not part of their perspective. That is a narrow minded 
way to think. 

Nadia thought that the requirement to teach a second language in the schools had 

a basic weakness of an assumed or presumed student population (all English speakers) 

that made it practically non-applicable in schools with largely Spanish-speaking 

populations like the RVSD. She thought that the programs, videos, and curriculums that 

the state produced to match the mandate were designed for English-speaking children in 

public schools in Arizona. No regard was given to the large Spanish speaking population 

in the schools. 

Limited Access to the Curriculum and Lack of Success in Testing and Higher 
Education 

Major difficulties that immigrant ELL children experience in their schooling 

include the lack of access to the curriculum due to the language barrier, and therefore, the 

lack of success with standardized testing, and with participation in higher education. This 

subsection describes and examines these difficulties in the RVSD. It also provides some 

of the suggestions that the participants made to improve the conditions. 



Joaquin Brown (administrator) spent a great deal of his interview speaking about 

the systematic inequities that existed at the local, state, and national levels that impact the 

success of ELL in U.S. school systems, particularly Rio Verde. Joaquin cited 

immigration and the large numbers of Spanish-speaking students as the two major 

differences in the demographics of the community of Rio Verde verses the rest of the 

state of Arizona and the United States as a whole. These particular conditions that 

existed within Rio Verde were unique to the U.S./Mexico borderlands and varied greatly 

from the "mainstream norms": 

The problem is that many K-12 systems that serve ELL are not giving the 
same education to their ELL as they are their English speaking peers. This 
is because the system is designed to serve the English speaker only. So it is 
so difficult for ELL to compete with their peers when it comes time for 
college entry with SAT scores and GPA because the system that prepared 
them for SAT, and where they earned their GPA was not equal, so how can 
we say that they have equal educational opportunity at higher education? 

Access to the Curriculum 

Students who were ELL did not have equal access to the curriculxrai as did their 

English-speaking peers in the Rio Verde setting. This was true for several reasons. First, 

when a student speaks a language other than English as their first language during their 

first few years in school and sometimes beyond that, the curriculum fi-equently was not 

accessible due to the ELL student's inability to imderstand the English terms and 

vocabulary being used to explain the content of the cvirriculum. Secondly, the curriculum 

was often designed for the mainstream culture of the state or of the U.S. as a whole. This 

mainstream population of white, middle class, and second, third or fourth generation, 
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Verde population. Joaquin explained this disparity in the access to the curriculum that 

existed between the ELL students and the native speakers of English: 

Students are not receiving an equal opportunity to a good education in Rio 
Verde. Absolutely not. I believe that still those students who come from a 
home language other than English are and will continue to fall behind 
academically in comparison to their English speaking peers. There is no 
doubt in my mind that oxir kids are not getting the best education, because 
they don't understand enough in the early grades, particularly grades K-6 in 
critical concepts, the foundations for the curriculum in future years. They do 
not understand because the content is being delivered in a second language 
that they do not grasp well enough to understand concepts at their grade level. 

According to Joaquin, because the English speaker has many more years of 

exposure and experience with the language than the new ELL student in a school setting, 

the system was really skewed against the ELL students and in favor of the English 

speaker. Joaquin asserted that the Mexican kids were in no way any less intelligent than 

the English-speaking children as standardized testing may have suggested, it was just that 

the English language gave them a big advantage over the Spanish speaker. He believed 

that the school district was not providing the ELL students with an equal opportunity to 

succeed at school because of the way schools were structured around policies not fit for 

the classroom settings. 

Testing as a Form of Labeling 

The use of standardized testing to show student achievement in schools was 

viewed as biased, and was believed to be used as a tool to socially stratify students 

within public school settings. According to Nadia, the test scores of school districts were 
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compared across districts and across schools within districts. As a result, schools with 

high populations of ELL students in primarily economically deprived areas received 

labels such as "failing" or "needs to improve." The schools that perform well on the tests 

are labeled as A+ Schools or "excelling." These systems of labeling schools perpetuate 

the social stratification of poor minority students from their middle or upper class Anglo 

peers. 

These findings were similar to the research of Garcia (2001). Their research 

shows that high-stakes testing creates problems for immigrant students. They felt that the 

use of standardized tests created special problems for immigrant students. And although 

tests were known to not be good measures of academic progress for ELL students, they 

significantly influence students' futures. Mable Reilly (teacher) also critiqued the use of 

standardized tests in Rio Verde: 

Now the tests have been mandated by the state, i.e. the AIMS and Stanford 
9 tests. Maybe the AIMS and Stanford 9 tests don't meet local cultural 
demands on the border? I don't think it is much different on the Navajo 
Reservation or in certain parts of Tucson. The state curriculum and tests 
don't match the local population and goals. 

Samuel Mackey (administrator) also had a lot to say about the skewed testing 

system for ELL in the Rio Verde Schools. He said: 

The new immigrant children not only need to become accustom to the 
classroom and language, but also prepare them for testing. We get children 
who come to us, say in fourth grade in the fall, say November, and we are 
suppose to prepare them to test in April on a test in English at their grade 
level. It is just impossible. How can we ask a child that has been only 
exposed to English for 5 months at school to score well on a grade level test 
in English? The English-only speaking children at that grade level have a 9-
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10 year foundation in English to support their test taking ability. It is like 
comparing apples to fish. I think with all of that pressure teachers try to focus 
all that they can on that new English speaker, but with 20-some other 
students, how can the state expect these children to score as high as their 
English speaking peers? 

The participants quoted in this subsection believed that in addition to the obstacle 

of not having much proficiency in the language during their first few years in school in 

the U.S., students are faced with the challenge of unfamiliar or unknown terms, 

vocabulary, and processes for the test. For a mainstream child in the U.S. some of these 

terms, vocabulary, and processes are assumed to be a natural thing. For immigrant 

children, they all may be unfamiliar. Thus, testing becomes more complicated for them 

on multiple levels. 

Olsen (1997) cites these cultural biases inherent in standardized testing as 

problematic for the immigrant ELL student as well. She states that tests are typically 

developed and normed on "mainstreamed" students. She also emphasized the fact that 

many of the tests are "cultural bound" and are not without bias. The participants also 

thought that tests pose questions that are often framed around issues and content that are 

not as familiar to children not brought up in the dominant culture. 

Need to Address the Local Population 

The participants in this subsection spoke about the need to examine the local 

student population, determine their academic needs, and develop local policies and 

practices structured to meet their needs. Methodology shown by research to best support 

the needs of the immigrant ELL student needed to become familiar to all teachers and 
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administrators of the RVSD and to be implemented district wide, across schools and 

grade levels. The unique context of Rio Verde required "place-based" policies and 

practices. 

Hank Fimbres (teacher) stressed the inequalities that exist at the state and national 

levels regarding the education of ELL students in the nation's schools. He felt that the 

issues of inequity could partially be addressed locally by recognizing the population of 

the community and reflecting that knowledge in policy and practice: 

The curriculum in any district should reflect the needs of the community and 
the population. Given that, the parents and the community itself should 
ensure with the school district that what is being taught in the classroom, 
whatever that may be, reflect the needs of the community. The school district 
should be meeting that community need. The community needs to hold the 
school district accountable for that. The school board needs to be cognizant 
of that community need. 

The importance of developing site-based policies and practices to meet the needs 

of the unique student population in a context extremely different from the mainstream 

was discussed by some participants and also framed in the professional literature. Smith 

(2002) believed that place-based curriculum and the teaching methods appropriate for the 

student population need to be studied and implemented by school districts. " Because 

place-based education by its nature specific to particular locales, generic curricular 

models are inappropriate" (p.587). 

Nadia also thought it would be helpfiil if there was more discussion about the 

large ELL population, and how to better serve their educational needs. 
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I don't think that the ELL subject gets addressed enough. We are in the 
trenches, so we know what the students need and what we need to give them 
it. But, we don't think that the administration really addresses it at all. I 
don't think that the school board addresses it much either. We should be 
having more discussion, because that is our population, ELL, almost all of 
our students. 

Nadia thought that, ultimately, each school site should be able to monitor and 

adjust their teaching and learning structures to adapt to student and community demand. 

Smith (2002) research supported school-site decision making. Smith felt that place-based 

education helps to close the disconnect between children's lived experience and the 

school experience. "Educators who ground their curriculum in place are now offering 

alternative approaches to the students' unique needs" (p.587). 

The participants believed that policies and practices for students in the RVSD 

needed to be differentiated from the state and political core. The need to secure a sound 

education for the immigrant ELL student in Rio Vere was important to the participants. 

Central to their quest for equal educational opportunities for students was the foundation 

for policy and practice based on the knowledge and realization that most RVSD students 

come from immigrant families and Spanish-speaking homes. Many participants believed 

that the expectations for students in the district need to be determined by the community. 

Mable described the need to set linguistic outcomes for students in the district. 

Mable thought that district needed to solve the dilemma of the linguistic skills needed by 

students in Rio Verde to become successful in life pursuits. She said: 

The question is: are we preparing students in the schools with enough 
standard English, and standard Spanish for that matter, to be able to put them 
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in a position in the work force where they can make a middle class living. 
We had kids that finished school in Rio Verde who go to Mexico and go into 
business and were perfectly bilingual, the same with going to Tucson or 
Phoenix or another metropolitan city. Sometimes people from Rio Verde 
had a difficult time passing a professional certification or licensing test, but 
other than that, they were fine. The language that is used for most functional 
uses in the community really varies greatly in Rio Verde verses other 
communities both near and distant from Rio Verde. How can we apply one 
standard type of English as correct and the dominant form, when that form 
is no longer really used in a functional manner in very many places in our 
society? 

Resulting from the rapidly growing numbers of Mexican-American students who 

speak Spanish as their first language and the changing needs of society, the need to 

develop these linguistic goals for students was seen as more important than ever before. 

Hank said: 

The way that Hispanics are functioning today in this country both in financial 
and political realms, and considering that they are the fastest growing ethnic 
group in the U.S., there are going to be some drastic changes in our culture 
over the next few decades. The Hispanic, the Mexican American will be 
very politically powerfiil and influential in the very near future and they 
should earn the respect of people. 

Hank also stated the need to provide quality to the rapidly growing population of 

Hispanics in the state in order to maintain economic stability. 

Hispanics that are coming out of this commvinity are going to be a force to be 
reckoned with. And rightfully so, because they will be the majority. They 
need to know who they are and where they came from and they need a good 
education to achieve that merit and status. Whether it is ESL or a bilingual 
model that we use, it needs to be quality. We need to produce a quality 
bilingual student who can be successful in bring commerce into our 
community and the country. It is necessary to have a well-educated populous 
into order for the democracy and capitalism to succeed. 



253 

In order to achieve quality education for the ELL student, Pancho Elias (former 

student) thought that both English and Spanish needed to be developed. But, he believed 

that it was the function of the schools to develop the home language, Spanish, while 

teaching English. This was because of the large shift in the population. Pancho thought 

that a ELL program that balanced using Spanish in the early stages of a child entering the 

RVSD and an initiation into English for ELL students was important. In order to 

communicate with parents he felt that it was pertinent to have bilingual teachers: 

We need to start at the lower grades, and this is going to be a little more 
difficult for the teachers. This is the only way that we can change the way in 
which we are dealing with Spanish speakers in our schools. We need 
bilingual teachers to start communicating with the students in Spanish. 
Another important factor is to get the parents and to tell them the goals that 
the teacher has for their child, the student. If the parents are Spanish 
speaking then we need teachers who can communicate with them in Spanish. 

The discussion of the importance of defining what the "standard language" is in 

the community of Rio Verde was common across the interviews. Also, the importance of 

defining what the curriculum goals and instructional methodologies to meet the linguistic 

outcomes for all students was evident. 

Embedded with the participants' discussion about the disparities created by the 

mismatch between state and federal policy and the local context and student population 

was the issue of the disparity among the five elementary schools in the district. For 

nearly 40 years, there had been debate about the obvious variance of the ethnic and 

linguistic backgrounds of the students at Zuger Elementary and the other elementary 

schools in the district. This local inequity was a tension felt by the participants. The 
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difference in student populations from school to school was linked to perceived 

educational quality; teacher ability, the facility itself, and student achievement based on 

tests scores. 

Local Inequities Between Schools 

Most of the participants in this study discussed the disparities at the state and 

national level. Frequently they came back to, and focused on, the disparities at the local 

level between the ELL student populations among the elementary schools. The numbers 

of ELL students varied enough to make a significant difference on test scores. They felt 

that these local differences impacted the educational system as much, if not more than, 

the state and national policies. This disparity, or the perceived disparity, impacted the 

schools because of how the schools were viewed by the community. It seemed as though 

the participants didn't have much hope to solve the inequities created by state and 

national policy if the local inequities could not be solved. 

Not only were there noticeable differences in achievement and access to higher 

education for English speakers at the state and national level, this difference was also 

made obvious at the local level due to the diverse ELL populations among the six 

elementary schools in the district. Five of the six elementary schools have ELL 

populations above 90%. Zuger Elementary has a ELL population of 78% (ADE website). 

Zuger consistently had the highest standardized test scores in Rio Verde, thus, a 

community perception existed that Zuger is a "better" elementary school than the other 

schools in town. 
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During the group discussion, Nadia spoke about the different student populations 

at the elementary schools within Rio Verde. Zuger Elementary has long been known as 

the "best" elementary school in Rio Verde with the "best" teachers and the "best" test 

scores. Nadia cited the students' home and family language as the main factor that 

impacted this fictitious perception about which schools were "good" and which were not. 

If you look at the Arizona Department of Education stats on test scores for 
our schools here you will find that students at Zuger Elementary are scoring 
much better collectively than the middle school that they attend. People 
assume that the teachers and the students there are doing a better job of 
teaching and learning. So those schools, students, and teachers gain the 
perspective that they are "better". When in reality, the tests scores are linked 
to the fact that there are more English speakers and have a higher socio
economic status than the rest. Test scores can be directly correlated to the 
percentage of ELL population each elementary school serves. The more 
Spanish speakers and the more poor students a school has, the lower its test 
scores are. 

But if you really look it the situation, the kids on that side of town are 
doing well and the kids on this side are not? We have to ask what is the 
reason for that? We have to look at how we came to that conclusion. The 
obvious reason is that more students speak English as their first language at 
those schools, in that part of town. They have been exposed to English since 
birth. Where as our students have only been exposed to English in school 
since age five or six, and then in no other contexts outside of school. Our 
community speaks Spanish for most purposes besides school. 

Several of the participants agreed that the district needed to address the 

educational issues related to the high ELL and immigrant population and to examine how 

those issues impacted teaching and test scores. The participants felt that because Rio 

Verde had an obvious disparity in the distribution of ELL students compared to the state 

and national levels, and within the district among elementary schools, that the district 
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needed to directly address and make accommodations and changes in the ways they 

taught and assessed student progress. 

A few participants suggested that the solution to the differences in test scores and 

the consequent perceptions of the various elementary schools could be remedied by more 

equally distributing the ELL population among schools. Because the elementary schools 

were "neighborhood schools" (students attend the elementary school in their 

neighborhood or general geographic location in Rio Verde), the schools were somewhat 

segregated according to socio-economic class and, in Rio Verde's case, that meant by 

home language. The students who lived in the Zuger Elementary School area typically 

lived in the best homes, their parents had higher paying jobs, as well as the social capital 

that came with those characteristics. 

Additionally, even the ELL students who do attend Zuger Elementary had more 

opportunities to interact with English speaking peers within the classroom and other 

social contexts related to schooling. Joaquin thought that this gave the advantage of 

using English in various settings for various purposes, whereas their ELL peers at other 

elementary schools did not have that same opportunity. There were about 25% English 

speakers at Zuger, where some of the other elementary schools had only 3-5% of the 

students as primarily English speakers. 

Joaquin voiced his concern about the local differences in the ELL population 

between elementary schools and discussed how it impacted language acquisition: 
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Another problem that we experienced with the disparity between schools 
within the district as far as language acquisition is the amount of English that 
is being spoken, not only at home and in social settings after school hours, 
but in the time spent at school using English. At lunch, at recess and in the 
halls at Jeanette Myer students speak Spanish. The students there play in 
Spanish. Where as the students at Zuger play in English because there were 
enough English speakers (students and staff) that the social language was 
English. 

Luz Moreno (parent) was adamant about how the high numbers of ELL students 

impacted the education and performance on tests at various schools within the district. 

The variance between elementary schools was linked to standardized test scores. 

Just the other day a teacher and I were having this discussion about the 
differences between our elementary schools here in Rio Verde. She has taught 
at 3 different elementary schools here in town. She is now at Zuger 
Elementary School and her students test scores are double what they were at 
the two other schools where she taught. She told me, "you know what, I am 
not teaching any different or any better than I did at Boulevard School and at 
Jeanette Myer School. The reason my students test scores are twice as good 
here is because there are more English speakers and more students from more 
financially secure families". 

Enrique Sanchez (teacher) said that the context at Zuger gave students more 

practice in speaking English for functional and social experiences that students had at 

Jeanette Myer. He said that difference gave the students at Zuger an advantage over 

those at Jeanette Myer because they were provided with a context in which students spent 

more time speaking, practicing and learning English, both in the classroom, on the 

playground and in their neighborhoods: 

I imagine if you took the teachers from Zuger and moved them to Jeanette 
Myer and the teachers from Jeanette Myer to Zuger. The test scores would 
remain the same at both schools respectively. My point is that because of 
other factors in the students' lives beyond their challenge of learning English 
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as a new language, the students at Jeanette Myer had other socio-economic 
factors that also impacted their learning in addition to less time spent using 
English in various social and academic settings. The expectations for the 
students to be successful were probably also higher at Zuger because of it's 
history as being the "best" school in Rio Verde. 

Joaquin said that at one time there were some proposals to better integrate the 

ELL students with English speaking peers by moving them to different elementary 

schools. He said that there was too much opposition to the idea by the affluent parents 

who lived in the Zuger Elementary attendance area. Joaquin Ramirez did mention in his 

interview that at one time either the school board or the school district administration had 

thought about doing just that, integrating the students or the staffs between schools, 

particularly Zuger and Jeanette Myer. Joaquin said that the initial discussions became so 

heated that the proposition did not go past that initial stage: 

It really created more conflict than the good it created. People who were 
educated professionals didn't want their child socializing with their 
gardener's children at school. So, it went back to the segregated pattern 
according to social race and class, which in Rio Verde is mostly connected 
to the Mexican language and culture. So we are just back to the status quo. 
The students bom with the most social and economic benefits continue to 
receive a better education. Those who live in certain areas of Rio Verde have 
a better opportunity. 

Joaquin felt that the parents of the Zuger Elementary School students did not want their 

children going to one of the schools in town that served the highest populations of ELL and 

immigrant children. 

Some of the other participants in the group discussion mentioned the same issues 

with the disparity in student performance among the elementary schools in Rio Verde. 
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Enrique and Luz both had more comments about the huge disparity between Zuger and 

Jeannette Myer test scores and the way in which the community perceives the two 

schools. Enrique said: 

What I would suggest is rotating the teachers to the different schools in town. 
Let's take the teachers from Zuger and put them here at Welder and see if the 
students score as high. With the testing situation it gives Zuger Elementary 
school, its teachers and students more clout and prestige than they already 
have. It is a way to confirm their superiority culturally, socially, and 
financially and also confirms the inferiority of ELL learners, our school and 
the teachers here. It is not helping us. 

Luz responded to this idea by saying; 

We really couldn't do a transfer of students or staff between schools, I know 
you are just being sarcastic. But what we do need is lower class size. That 
would make all the difference if we had lower class size. The schools with 
the highest ELL populations should have the lowest class sizes. 

The interviews made it obvious that huge disparities existed at the local level 

between elementary schools. The biggest issue that created this situation was the 

demographics of the population that surrounded and attended Zuger Elementary School. 

Zuger Elementary School had more English speakers, more financial and social assets, 

and better tests scores. With those things in place, Zuger had a more prestigious 

reputation. Solutions of integrating the student bodies and rotating teachers among 

elementary schools were mentioned, but were recognized as impossible. The best 

solution participants could suggest was to lower class size at the schools with the highest 

ELL populations. At the least, the participants hoped that collectively the district would 
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acknowledge and search for possible solutions for improving the educational setting for 

their high number of ELL students. 

School Funding and School Resources 

In addition to limited access to the curriculum, lower test scores, fewer 

opportunities to participate in higher education and the local disparities between schools, 

school funding and school resources came up time and time again from participants as a 

disparity caused by inequities in the system. School funding from the state and federal 

governments, and the management of those fiinds at the district level were cited as issues 

impacting the quality of instruction of ELL in the Rio Verde School District. Disparities 

in the distribution of funds to school districts, lack of school-site control of funds, and 

lack of political power were all cited as challenges with fiinding quality programs for 

ELL. 

This subsection addresses the issues of Rio Verde's school finances being 

decreased due to the fact two of their schools were under a "school improvement plan." 

Also, there is critique of school funding that comes from the community's property 

taxes, the access to the use of, and instruction with technology including phones, internet, 

copying, and computer applications. The quality and availability of a competent, caring, 

well-qualified teaching staff was also thought to be a "major resource challenge" facing 

the schools. 



Funding Disparities 

The issues of adequate school funding was not only an issue facing the local 

community of Rio Verde, but also was occurring in other places across the U.S. Like the 

participants, the professional literature indicates the issue of disparity of school finance 

has been a political struggle between metropolitan and rural areas. Spring (2002) states, 

The growing political power of metropolitan communities in state 
legislatures adds to the plight of low-income rural communities.... One result 
of the rural communities political isolation from state power is continued 
dependence on local property taxes for educational spending. With the 
erosion of the tax base in low-income districts, the reliance on local property 
taxes means a decline in their educational services and buildings (p. 59). 

This statement was true for the RVSD according to the participants. 

Enrique thought that one of the reasons for the inequities in funding had to do 

with the limited tax base in Rio Verde. Additionally, he cited lack of political 

representation of the community at the state and federal levels for reasons of inadequate 

funding for their ELL programs. He noted the political power in the metropolitan areas of 

the state verses the rural communities and how that impacted funding for schools in Rio 

Verde: 

Well think about it, who is running the show in the legislature? Who is 
calling the shots? We (Mexican-Americans) are not calling the shots, plain 
and simple. We are not going up there. It is called Maricopa (county). They 
haven't been here to see what we go through. How do they know what is 
going on in our schools down here in a border town? I think that is not fair, 
because again, look at our tax base. Our homes, property and businesses do 
not generate large sums of revenue for our schools. Maricopa has a lot of 
money from taxes for their schools. 

Nadia contributed a few last remarks about the inequities in state funding. 
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You know, the higher the tax base in the community, the higher the cash flow 
to schools. That should be the opposite. The lower socio-economic schools 
and district should receive more funding. By saying we have funding 
equalization, were not painting a true picture of what is happening in practice. 
The states model of equal funding is really creating disequilibrium. The 
funding issue add to the existing disequilibrium due to the fact that our 
students are in their first years of learning English. The students in more 
affluent neighborhoods and schools have books at home, they have computers 
at home, they go on vacations, they speak English, they hear English in all of 
their social settings. They have the edge in every single way, and then we 
give them the same amount of money for their schools, or usually more. 

Also, it was the belief of the participants in the discussion group that funds were 

removed from their school because of their qualification as an "underperforming" school. 

They thought that removing schools from an impoverished school with about 95% ELL 

and 95% free and reduced lunch population was ludicrous. 

Tammy Kaye (former student) focused on the inequity that is created by the large 

numbers of ELL students that their school serves. She named some of the things that 

could help improve instruction for the students: 

From my point of view, when schools are under a school improvement plan, 
and because we have so many ELL, we should get a larger chunk of funds to 
put into our school and programs. We need to have smaller class size, more 
materials, and additional access to professional development. It doesn't make 
sense to give us less money and resources than the schools that are receiving 
better rankings from the Arizona Department of Education. Our class sizes 
should be smaller than those schools as well, but they are larger. 

Luz had more to say about school funding: 

It all has to do with the population of students that you are dealing with. Our 
school is not performing too well on the tests because of our ELL population, 
so they take our money, when we already have the least resources and the 
most needy students. The schools that have the more affluent students who 
speak English as their first language are getting more money to support their 
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programs. It is just not fair. It is like taking money from welfare recipients 
to pay more for professional football players. That is the level of inequity. It 
is just not equitable. 

Nadia explained why she thought the money for the school she was associated 

with could be best spent by the faculty, staff, administrator(s) at a particular school site. 

She thought that professional development was a good use of funds: 

The district can make a lot of different choices in how we use our money as 
far as state and federal regulations are concerned. But a lot of times it is not 
up to us, the "big wigs" in the main office often decide for us. Also many 
times the administrators point of view is different than the individual 
classroom teacher's perspective on the professional development needs. I see 
the needs of all of the teachers here at the school. I think that we could better 
use the money on staff development, rather than teacher's aides. If the 
classroom teacher is better equipped to handle the students, then they can do 
a better job of teaching verses bringing in an aide that has no background 
knowledge to support their teaching. Then you or the principal needs to take 
time to train that person on how to work with the students, which detracts 
fi:om their teaching time or preparation time. I'd rather that the classroom 
teacher fiirther develop themselves as a teacher than hiring an aide. So, yes, 
more control of our site funds would be great. 

Along with the concern about the issue of funding equity came the discussion about lack 

of adequate resources for the classroom. 

Lack of Adequate Resources 

Lack of adequate school resources including materials, technology, the availability 

of qualified, caring teachers, and the school facilities due to limited school ftinding were 

all discussed as limited resources in the Rio Verde School District. Most problematic 

was the issue of the quality and availability of classroom teachers to serve the high 

number of ELL students in the district. 



264 

There are legal definitions that describe the necessities for an adequate education. 

In his work, Spring (2002) cites a court case in New York state that defined what was 

necessary for students to receive an adequate education. According to Spring, the judge 

was "very explicit in the relationship between money and resources by creating a detailed 

list that included the necessity of schools having enough money for sufficient numbers of 

qualified teachers and principals, appropriate class sizes, adequate and accessible school 

buildings, sufficient and up-to-date books and supplies, and an expanded platform of 

programs to help at-risk students" (p.56). All of these qualifiers of an adequate education 

were mentioned by the participants as deficient in the RVSD due to lack of funding. 

Compounding the troubles in the district, several participants talked about lack of 

up-to-date technology that is available to students and teachers in Rio Verde. Enrique 

said: 

Another deficit or inequality we have here on top of having so many ELL 
students is our lack of good libraries and technology. I went to the ASSET 
Technology training at the UA and they were asking us how many computers 
we had per classroom. And all of the sudden I realized how far behind we 
were with technology. Some people responded 3,4, or 5. I guess that is what 
the ratio is suppose to be 3 or 4 students per computer, and that is not 
happening here. The two facilitators from ASSET in Phoenix, they were 
surprised to hear what we were telling them. It was an obvious disparity in 
the technology in classrooms between Rio Verde and Phoenix. We are 
obviously about 10 years behind the times. But we did have that problem 
with the technology monies being misspent and stolen, basically. What the 
ASSET program offers is really good for students. But because of our lack 
of technology, we can't even get access to it. Our service lines are finally up, 
but we don't have any computers connected to the system. 
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Nadia voiced her concern about the numbers of applications that the district 

receives for teachers for open positions. This is also a problem because the district cannot 

reduce the average class size without teachers to fill the openings. In response to a 

suggestion of another of the group discussion participants, she said: 

Well the problem with that is there are not enough applications for teaching 
in our district. With the last position that we had to fill for this upcoming 
year, there were ZERO applicants, not to even consider the quality, there was 
no one. I know that there is research that shows that a lower student-teacher 
ratio is conducive to higher student achievement. Yes, I think that we would 
all agree, but we just can't find anyone to teach here and fill our last few 
positions district wide. We (RVSD) searched for teachers not only locally 
and throughout the state, but also nationally and we were still short 
applications for many positions. 

According to the participants in this study, limited resources were a challenge that 

the Rio Verde schools faced. The professional literature states that this is common in 

schools that serve high numbers of ELL and immigrant students. Portes and Rimibaut 

(2001) recognize the limited resources that the immigrant population frequently has in 

their schooling opportunities and experiences. They said that school buildings are often 

poorly maintained and run down, and classrooms are typically overcrowded. Textbooks 

and curriculum are outdated and computers are few and obsolete. Many of the teachers 

may not have the background in the subjects that they teach. 

Most central to the lack of resources was the issue of a caring, competent, well-

qualified teaching pool to draw from to serve the student population in the RVSD. In the 

next section of this chapter, the participants' perceptions about the tremendous impact 

that the classroom teacher has on the education of ELL students in the RVSD are 
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examined. The challenge of not having enough teachers to even fill the open positions in 

the district was a huge obstacle, not to mention the availability of caring, competent, and 

well-qualified teachers. 

The Role of the Classroom Teacher: Philosophy & Practice 

All of the participants in this study emphasized the crucial role of the classroom 

teacher in the development of students' language skills. The participants' comments were 

mostly about the teacher's ability to build rapport with students and to create a 

comfortable learning environment conducive to language acquisition, while 

simultaneously using effective ELL methodologies. This section addresses the 

characteristics of a competent teacher for the ELL classroom as identified by the 

participants. It looks at the two vital components for effective ELL teaching and learning 

as identified by participants: 1) the classroom teachers beliefs and philosophies in an 

affective environment in the classroom and school, and, 2) the methodologies most 

conducive to second language acquisition. 

As stated previously, the role of the classroom teacher was, in theory, the most 

important factor that influenced the educational effectiveness of the ELL classroom. The 

teacher served as the chief decision maker about classroom philosophy and the practices 

that resulted from those beliefs about learning. The teacher managed the external factors 

that impacted educational thought and practice. The teacher had the responsibility of 

providing an appropriate and quality education for ELL students in their classrooms. The 
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teacher serves as the sole mediator of these outside factors and decides how, when, and if 

certain beliefs or practices will be evident in the classroom (see Figure 5.1). 

Hank Fimbres (teacher) thought that the teacher had the ethical responsibility to 

provide a quality setting for the students. At times the teacher may serve as the 

"insulation" from the outside factors that provide challenges for ELL instruction. Hank 

stated the role of the teacher as central to an effective ELL program: 

With an ESL program it is important that you have a very effective teacher. 
That is number one. And second only to the effective teacher, is the 
environment that the teacher creates an environment where students not only 
get the academic side of language, but also the practical side of it through 
practical usage for learning. 

The first half of this section discusses the perception that the classroom teachers 

need to build classroom community by establishing an environment where mutually 

respectfiil, trusting and caring relationships exist between the students and the classroom 

teacher and among the students. The classroom teacher's beliefs or philosophies about 

teaching and learning were viewed as impacting student learning and as reflected in the 

classroom environment. 

The second half of this section explores the methodologies or classroom practices 

that the participants believed to be key in providing optimal language learning activities. 

Several specific methodologies or practices were named by participants. The different 

methods mentioned as effective practice for ELL included: l)using Spanish as a "bridge" 

to English; 2) collaborative learning; 3)leaming language through content by using the 

four modes of language, 4) individualized curriculum and assessment. 
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The Classroom Teacher's Beliefs about Teaching and Learning 

The classroom teacher was named as the most powerful influence in the education 

of ELL students by all of the participants in this study. The teacher's beliefs and 

philosophies were thought to be apparent not only in the physical environment in the 

classroom, but was also in the affective realm of teaching (the tone and feeling in the 

classroom). A bilingual teacher was thought to be optimal. The teacher needed to be a 

life-long learner who participated in on-going professional development. 

Some participants felt that the socio-cultural aspect of learning was often ignored 

by teachers in classrooms both past and present. This lack of attention to socio-cultural 

factors was due to a traditional approach to teaching and learning wherein the teacher 

served as the solid authority in the classroom and the students were there simply to ingest 

the knowledge dispensed by the teacher. Students are limited in their ability to speak in 

the classroom, except for when responding to the teacher's rote questioning. Students 

usually do not work in collaboration with each other or present their work to the class or 

to other audiences. The days are filled with worksheets, pretests, tests, post-tests, canned 

reading programs with scripted teacher dialogue and direction for instruction (Shor, 

1992). 

What the participants had to say about developing a classroom environment that 

focused on the affective realm of teaching and learning was comparable to Garcia's 

(2001) research examining school practices that put ELL students at risk for to academic 



269 

vulnerability. Garcia argued that the " monolithic culture transmitted by the schools in 

the forms of pedagogy, curricula, instruction, classroom configuration, and language" 

emphasize "the lack of fit between the student and the school experiences". 

Garcia suggested that practices that exclude students' experiences and their 

linguistic, cultural, and familial background from the classroom curricula and activities; 

"do not foster academic development and socialization and perception of self as a 

competent learner; and limited opportunities to engage in developmentally and culturally 

appropriate learning that are outside teacher-led instruction" (p. 234). The students 

should be asked about their thoughts, feelings or perceptions about their learning, their 

interests, their families, their lives outside of the classroom. The teacher should also 

reveal personal details about their families, their interests and their personal experiences. 

The participants felt that an affective teacher shows interest in the students as 

whole persons. The feeling and tone is mostly informal and personal. The classroom is 

filled with the children's work and projects. This is similar to what Garcia (2001) says 

about the affective classroom environment that is set up for respect based on a cohesive 

classroom community. (Garcia, 2001) 

Affective Classroom Environment 

Many participants discussed the social, emotional, and cultural factors that 

influenced students in the classroom. These factors are similar to the key assertions about 

effective classroom practice found in Collier's (1995b) research The relationships 
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developed among the students and between the student(s) and the teacher in the 

classroom were vital to the success of ELL students. Collier argued that 

Teachers who recognize the importance of the affective, or emotional side of 
learning are crucial for students' long-term growth. As we respond to our 
students, we need to create a supportive classroom environment that values 
each student and the individual strengths and resources that he or she brings 
to the classroom (p.26). 

The participants used a wide variety of vocabulary used to describe the affective 

ELL classroom were extensive. The interview questions led to discussions about these 

teacher and classroom qualities at several junctures in the interviews, questionnaires, and 

the group discussion. Table 5.2 is a list of the vocabulary extracted from the data in this 

study. 



Table 5.2: Vocabulary Describing 

1. connections to other teachers and 
classrooms 

2. collaboration 

3. caring 

4. concern 

5. trust 

6. understanding 

7. interested 

8. individualization 

9. comfortable 

10. happy 

11. stress-free 

12. comradery 

13. natural learning environment 

14. student-centered environment 

Affective Classroom Environment 

15. inviting 

16. team approach 

17. patience 

18. listening 

19. homelike 

20. teacher as co-leamer 

21. home and cultural knowledge 

22. connection to children 

23. good personality 

24. high expectations 

25. importance of the student and of 
learning 

26. relaxed 

27. connection to the community 

These were the most frequently terms used to describe the classroom environment that 

possesses the qualities to help all learners to be more successful, particularly ELL 

students. 
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Pancho Elias (former student) discussed the importance of the teacher building a 

climate of trust and respect in the classroom. The foundation provides the basis for 

effective instruction. Pancho believed that the teacher's ability to create this affective 

environment was the key to success. 

I would say developing a mutual respect, making a coimection with students, 
understanding their behavior and have good communication with them. If 
a teacher does this first, then success in instruction is more attainable. We're 
in a different society now that keeps changing, and students come from 
different backgrounds. In order to make the connection with students and 
develop that trust that will allow us to teach the language, we have to 
understand them. We need to give them the individual attention and show 
them that we are interested in their learning. Once they realize that this 
instructor cares about me, maybe the students will be more open to your 
teaching. Once you make that coimection with students, then they are yours... 
manipulate, mold, whatever you want to do in their favor, where they can be 
successful students. You cannot teach anyone imless they want to learn. The 
only way to make them learn is for them to open up to you and say, "ok here 
I am, teach me". If they do not do that, then you cannot teach. 

Beyond the confines of the classroom, the participants spoke of the importance of 

having the affective environment extend into the school community at large. This 

extension of an inviting environment into the school community and to the parents of the 

students who attend the school was mentioned several times. Enrique Sanchez (teacher) 

said: 

It all has a lot to do with the school and classroom environment or climate. 
We have a great chemistry here at our school which really helps us though. 
I would really take our schools climate and feeling over other schools any 
day. I think the feeling and the way the teachers, students, and parents feel 
about the school, their classrooms and learning is also very important to ELL, 
we have that here. We have created a natural environment for learning in the 
classroom as well as developing comradery between students and their 
teacher, student to student, teacher to teacher, and the principal to the 
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teachers. Our environment is as stress-free as possible and we have happy 
and comfortable surroundings in our classrooms and schools. 

Francisca Gomez (former student) mentioned that she thought that teachers have 

to care about the students and to convey the importance of the student as a person and as 

a learner. She thought that classroom teachers needed to let students know that they were 

concerned about them and their learning. Francisca spoke of some of her middle school 

and high school teachers as an example: 

First of all, I think that the teacher needs to be very open-minded to the fact 
that we are all there to leam, even the teacher. We are all there to learn, we 
are all going to leam together, everyone has something to offer, we are going 
to work as a team, we will help one another. 

Like Francisca's ideas about the teacher acting as co-leamer and mentor, Shor 

(1992) highlights that the relationship between students and the teacher needed to be 

cooperative in nature. The teacher's role became one of facilitator, mentor, and co-

leamer. Shor believed that students needed to become active participants in their own 

learning process; they should be able to make decisions about what they will leam, how 

they will leam it, and how their progress will be assessed. The classroom teacher in tum 

will use the information generated through dialogue with the students to develop the most 

appropriate ways for students to accumulate and demonstrate new knowledge. This was 

similar to what Collier (1995b) refers to as knowledge gathering and knowledge 

producing. 

Francisca and some of the other participants spoke about the classroom 

environment. They felt that the classroom needs to belong to the students as well as the 
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teacher. The room should be filled with the students' work. The way the teacher 

approaches the students is very important. The classroom needed to be very inviting, 

homelike, and comfortable for the students. Whether it was pictures, plants, teddy bears, 

pets, something else that the students like and are interested in the environment. It just 

has to make each individual child comfortable. 

Team work and collaboration in the classroom was emphasized. Mutual respect 

among the students and the teacher should exist. As educators, reflection on how a 

collaborative enviroimient be created for both the students and the teacher was 

foundational to successful teaching and learning. Students and teachers need to work 

together as a team to make the classroom work. A teacher needs to be very patient and 

listen to what the child is saying and try to understand before they draw any conclusions 

like this kid just doesn't understand, or this kid just doesn't care. Teachers have to be 

understanding of where kids come from. Francisca had more to offer on the role of the 

teacher not only as educator, but as friend and mentor. 

A good teacher is never on a time clock, they are always concerned and 
caring about their students. They need to take the time out to pay attention 
to the individual child. That commitment and caring is going to help some 
how some way, whether it is tutoring or just talking with the student about 
whatever they want to talk about. I think about being aware of the students 
in your classroom and how that makes the classroom work. Teachers need 
to know about what they are suppose to be doing as an educator. Teachers 
are not there just to teach. They are there to comfort, mother, parent, to be 
like a friend and a mentor. It is everything almost, teachers are there to be 
role models for students in every way. 

I think that teachers have to be open-minded in their vocabulary, 
activities, ideas, discussion, and being willing to hear what the students' 
vocabulary, activities and ideas are. But also there needs to be a good 
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personality. Teachers need to know everj^hing and also be able to connect to 
the child. Whether it is academics or not. I think that when I was growing up 
that if the teachers would have connected to me that I would have done better 
in the academics. I would have felt more like, hey teachers are okay, not like 
they were the enemy. 

Many of the participants gave examples of positive and negative experiences they 

had as students with their teachers. The positive events and interactions with their 

teachers were the most memorable experiences from their education. Likewise, the most 

traumatic experiences at school with teachers marked the participants minds. 

Mable Reilly (teacher) discussed the importance of the classroom teachers role in 

developing a environment conducive language acquisition. She felt that open and 

constant communication in a relaxed, inviting climate was important. Mable said: 

I think that the teacher has to be constantly be in communication with the 
students. They have to be able to speak to you in an informal level, and they 
have to be to talk and write in the formal, so they are going back and forth 
from the informal to the formal. I think that they need to be in an 
environment where they want to talk, the teacher likes them, everybody feels 
happy, we do things together, we on projects together, we connect with the 
community, we use language for everything. Not just for reading literature, 
but for doing things. 

Dulce Duran's (former student) stories about her experiences in school in RVSD 

as an ELL student illustrate the difference a teacher's affect in the classroom has on 

student learning and student's feelings about attending school and learning English. 

Dulce reminisced about her first and second grade experiences in schools. She described 

her first grade teacher and how the teacher humiliated her in front of the other students 

when learning the letters of the alphabet and the sounds. 
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Dulce remembered her teacher telling her parents that she might flunk first grade 

because she wasn't learning English fast enough. Dulce said she was afraid to talk and 

that the teacher didn't know what she could do because of this fear. She said that she 

hated first grade and that she did not want to go to second grade when the time came 

because of this negative experience in first grade. She described how the second grade 

teacher made a big difference. Dulce continued to say that her second grade experience 

turned out to be more positive than first grade because of the classroom teacher: 

My second grade teacher was Mrs. Baker. Oh, she was wonderful. It was a 
completely different atmosphere in there. She made all of the difference for 
me. One thing that I always noticed when I was in grade school was that 
environment in the classroom. It was very bright, very colorful, it was very 
welcoming. It made it very different from Ms. Solheim. Just her smiling, 
just being quite different than first grade. And after that, things turned out to 
be much better, but I still had difficulties than the other students who had 
English all their life. I expressed myself better in Spanish and understood 
better in Spanish. 

Similar to what Dulce, Pancho, Joaquin, and Nadia had to say about affective 

teaching. The American Psychological Association's Learning Centered Principles 

(Alexander and Murphy, 1998) are also based on the affective realm, or the feeling and 

tone set in the classroom by the teacher in the classroom. The principles linked to the 

affective realm include, but are not limited to some of the following: 1) affect, emotion, 

and general states of mind, 2) self awareness and beliefs about personal control and 

abilities, 3) clarity and salience of personal values, 4) social acceptance, self esteem and 

learning. Learning and self esteem are heightened when teachers and students are caring 

and respectfiil in their relationships. 
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Professional Development: Guidelines and Evaluation of Performance 

The role of professional development and the teacher's self-motivation to 

participate in on-going professional development was mentioned in several of the 

interviews. Participants thought that the professional development for teachers who 

worked with ELL students should begin in teacher preparation programs at the university 

level and should continue through the teacher's career as an educator. The participants 

felt that teacher quality and performance should be closely monitored and teachers should 

be held accountable for using methodologies that serve their student populations. Hank 

said: 

I think that in any program the teachers should continue with professional 
growth. Then the teaching should be monitored and evaluated to see that 
teachers ate using the suggested methodologies for effective ELL teaching. 
There should be guidelines to be met according to whatever the main thrust 
of the program is. The teacher can not become lax and be allowed to not be 
thorough in their teaching. It is to easy a lot of times with teaching a second 
language to take the easy way out and not balance each language as you 
should. 

Pancho began his discussion on the topic of professional development with the 

teacher candidates who are preparing to become teachers. Pancho thought that 

professional development of ELL teachers needed to began in teacher preparation 

programs. He continued through with that same discussion linking it to practicing 

teachers; 

The student who is preparing to become a teacher is thinking that this is what 
I am going to be facing in the classroom, then I need to prepare myself for 
what is coming in the profession be reading, reflecting, and discussing the 
issue. When students declare their major of education, they should be made 
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aware of the students that they will be teaching and the student and the 
teacher education program should prepare them to teach students who are 
learning English as a second language. It is up to the teacher also once they 
start teaching, they need to think that this is what I got myself into, how am 
I going to do a good job? How am I going to prepare myself and do any 
justice to the students? If teachers have the students future in mind, then they 
want to prepare themselves to be good teachers and to continue to grow as 
professionals through their careers. 

Like Hank and Pancho, Olsen (1997) discusses the importance of professional 

development of teachers who work with ELL populations. She says that teachers need to 

focus their dialogue, reflection, and reading on developing a responsive learning 

community in their classrooms tailored to meet the needs of their students. Olsen asserts 

that the professional development be centered on issues of cultural and linguistic diversity 

and the practices that are most effective. 

Garcia (2001) also names the classroom characteristics that teachers need to 

develop in order to serve the growing numbers of Hispanic students in our nation's 

schools. He lists them as the five R's. They are: "respectful, responsive, responsible, 

resourcefiil, and reasonable" (p. 252). 

Nadia Sanchez (administrator) spoke extensively throughout the discussion group 

about the great need for, and the possibilities for professional development. Nadia 

believed that the central factor in whether or not a teacher participates in professional 

development has to do with the intrinsic motivation to grow as a professional. Nadia 

suggested several possibilities for professional development: 

We need more quality professional development activities for teachers in our 
schools. I also think that a lot of us are always looking for new and better 
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ways to teach our students. That self motivation in the teacher(s) is always 
very important as well. We want our teachers and other folks to bring and 
share everything that they have. I had to beg for years to get a well-
experienced, knowledgeable presenter to come and present on reading 
methods for our staff. It took about 3 years of persistent begging for us to get 
her workshops here. We need teachers who are avidly searching for new 
information in the field of education. It all has to do with if the teacher is a 
self-motivated life long learner or not. If a teacher is going to be good at their 
job, they need to want and like to get better at it. If the teacher needs help at 
improving something, then they need to search for those answers, both 
independently and with the help of others. 

Many of the participants thought that professional development should be 

determined by site based needs. Nadia made suggestions as to what her school site in 

particular could benefit from. She thought that it was important for the teaching staff to 

become more familiar with ESL and bilingual methods in their professional development. 

Nadia thought that the university could provide more face-to-face opportunities for 

professional development in regard to educating the ELL students. Nadia also felt that a 

large component of the undergraduate and graduate studies needed to be focused on the 

practice of teaching and learning for ELL students: 

Activity in the classroom based on the theories that the teachers or teacher 
candidates are learning about is important. Only about 1/4 of our staff has an 
ESL or bilingual endorsement and basically all of our students are ELL. 
There has never been a consistent or sure poUcy regarding the ratio of 
teachers with the endorsements to the numbers of ELL students who we are 
teaching. 

Nadia also argued that in teacher preparation there needs to better prepare teachers 

for working with this ELL student population. She thought that usually ELL was touched 

on a little in special education, but really nowhere else. She said: 
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Come on, these students are not special education students. They need to 
learn a second language and that takes time and good teaching. ELL 
methods should be a requirement. The state certification test has a lot of ELL 
questions. Students need to be motivated and curious about learning, not 
treated like a special education student. 

Supporting what Nadia said about professional development for teachers, Garcia 

(2001) insisted that staff networking is key to professional development and that site-

based decisions about a language acquisition program or model needed to be revisited and 

re-examined by the teaching staff as part of their professional development. Garcia 

suggested that "The lines of communication to inquire, suggest, or constructively criticize 

a program" (p. 185) needed to be opened as a part of staff development. 

Joaquin Brown (administrator) spoke extensively about the need for a well-

prepared teacher who knows a lot about language acquisition theory. Joaquin also 

emphasized the importance of the classroom teacher being able to effectively implement 

the theory-based language acquisition model that they are using and thought that the 

foundation needed to start in teacher preparation programs. 

It all has to do with the teacher. They have to have been well prepared in 
their teacher preparation program. They have to have a firm grounding in 
effective teaching practices and know how to implement them. Not only do 
teachers need to have a firm background in methodology, one part is knowing 
about language acquisition and how it really works, but they also have to 
truly believe in the models they are using. 

Another thing is that they have to be implement the models in the 
right way. A lot of times we blame the model for school failure or student 
failure when the real problem was the way in which the model was taught. 
It is not an ineffective model usually, it is the way the teacher delivers the 
model that is the problem. It is not the students cultural or linguistic 
background either that causes failure, it is the way in which teachers teach. 
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If people are required to teach a model they don't believe in it never works. 

Similar to what Joaquin discussed, Garcia (2001) describes the professional 

development goals in a project called Achievement for Latino Students Through 

Academic Success (ALAS). The program used the following model for professional 

development. 

1. Project teachers participated in preservice and inservice training activities 

specific to LEP-effective instructional strategies particularly related to cooperative 

learning, peer tutoring, literacy as sociopsycholinguistic phenomenon, and the 

cognitive foundations of literacy, mathematics and science. 

2. Project teachers met monthly to network regarding the implementation of 

instructional strategies. 

3. Project teachers observed in each others' classrooms and participated in 

discussions regarding their observations, (p. 163) 

Correlating with what the participants discussed about professional development, 

the professional research notes that pools of well-qualified, competent and caring teachers 

for those schools with high ELL populations are not common in most places and that 

professional development opportunities are limited. Nadia mentioned that one of largest 

challenges that the RVSD's faces is the shortage of teachers, not to mention those 

teachers who have training and experience with ELL students and are truly motivated to 

provide a quality ELL experience. 
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Olsen ( 1997) also found that attracting, providing professional support and 

retaining effective teachers to be a challenge in her research context. She heard from the 

participants in her study that working with ELL populations was viewed as undesirable, 

and thus, there was a large turn over with ELL teachers as well as issues of quality. "The 

difficulties of teaching students with whom one does not share a common language, the 

lack of training available and material and resources for those teachers, contribute to this 

resistance (to teach ELL populations)"(p. 167). 

Lan^age and Cultural Orientation 

The way in which the classroom teacher acknowledged the Spanish language and 

culture, and the "different ways of knowing"within a culture was thought to be important 

by multiple participants. Different ways of knowing means that members of a particular 

culture sometimes have different ways of perceiving the world or have different 

approaches to problem solving than is true of the mainstream. They also may have 

different ways of interacting with each other. The way the teacher addressed these 

differences in the classroom was pertinent to student motivation and success. Francisca 

relayed a negative experience that she had with one of her teachers: 

Sometimes students have different ways of understanding. The more ways 
of understanding that are discussed in the classroom the better. Some 
teachers idea of teaching was either you understand it my way or too bad, 
you don't get it, you are dumb. Like, this is my math and this is how you have 
to do it. In Mexico, the methods of learning math are different, so the way my 
mom showed me how to figure out some problems was different than the way 
at school. Many times myself or another Mexican student would say, well 
this is how we solve the problem, we will get the same answer. But, no the 
teacher wanted to get the right answer her way only. 
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We would say, "Miss, this how we learned to do it in Mexico". She 
would say, "No you must do it this way". That is what I mean by a closed-
minded teacher. There are many ways of knowing how to do things based on 
your experiences. She would not accept our ways of being or doing things 
and therefore would not accept who we were. 

We would always wonder, why only your way?, there is a whole 
different way of doing these activities or solving problems. When they do 
that in math it is not good. And imagine when they do that with learning 
English, there is not only one way and one certain amount of time that it 
takes. If it is only one way, then how boring. If that was how the teacher 
was, then it discredited me as a student and my identity as a Mexican person. 
It was just there ideas and they didn't even really acknowledge our ideas or 
ways. Then we were not interested. 

Sometimes that made it even harder for us to learn than the English 
speaking students because not only was it in a different language, it was a 
whole different approach to solving problems. We maybe knew 2-3 different 
ways to approach something, but the teacher often wanted it there way and 
wouldn't know that we already had ways of doing things. 

Francisca's story indicates that students' individual strengths and resources that he 

or she brought to the classroom needed to become assets in the educational process and to 

the educational community within the classroom. The teacher needed to get to know each 

student and their families well in order to become aware of the students prior experiences and 

knowledge. Like Francisca, Collier (1995b) discusses the importance of developing the 

integrated thematic units based upon the students' prior experiences. She states, 

Teachers and students together chose the themes to be developed and together 
explore knowledge gathering and knowledge producing. Themes generally 
focus on something that is a imiversal human experience, helping students to 
connect to their past knowledge and experiences (p.36). 

During the discussion group, Joni Brown (parent) talked about the need to 

recognize individual student learning needs. Joni thought that the teacher should focus on 

what works for the students, not for themselves. Joni said: 
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Teachers we need to realize that students are all different, they are not the 
same, they learn differently. We need to be flexible and be able to bend a 
little. Teachers need to think that, all right that didn't work I need to try 
something else; not think that this is the only way that I am going to do it and 
if they don't get it, well it is my way or no way at all. The attitude of a 
teacher, "well it works for me" is not acceptable. It needs to be does it work 
for students as individuals. This includes respecting and using the child's 
background experiences, including their language and culture. 

Emily Baca (parent) also said something quite similar about honoring the 

individual needs of the students: 

We also need to remember that every child learns in a different way, 
including the ELL student. So, it is important as a teacher to keep changing 
the way you teach year to year, but also day to day and child to child. 

Some participants felt that effective ELL education was based on the integration 

of language and culture into the classroom that honors and integrates the students' 

backgrovind and experiences. This discussion is directly linked to the earlier section on 

the value assigned to bilingualism and/or the Spanish language and culture. A component 

of using the home language and culture as an asset in the classroom is the potential of a 

bilingual teacher for ELL populations. 

Bilingual Teacher 

My experience teaching in a ELL classroom in Rio Verde gave me great insight 

into the importance of a bilingual teacher for ELL students. Central to the students' 

development of English was my ability to communicate with them in Spanish. Also of 

great importance was my willingness and enthusiasm to learn more Spanish from the 

students. The interviews reflected the belief that a bilingual teacher, or one who is 
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willing to began their journey to bilingualism, should be an important consideration 

when hiring teachers for an ELL program. 

Dulce spoke many times about the importance of having a bilingual teacher who 

was willing to use Spanish and English in the classroom as needed to teach key concepts 

and meanings. Initially, she spoke of her experience in kindergarten. She again talked 

about a teacher she had in the upper elementary grades: 

In kindergarten it was okay because the teacher knew Spanish. She would 
come up to our table and tell us the colors of our paper choice in Spanish like, 
"este papel es amarillo". I remember the teachers speaking Spanish and 
English in kindergarten and head start, but then the first grade, it was like I 
got cut off from what was going on for a while. It made a definite difference 
that the teachers spoke Spanish and English and that they were nice. 

If the teachers could speak Spanish, or if at least they accepted 
Spanish I paid more attention in the class. But if they didn't speak Spanish, 
I would try only to get by. So when I would actually leam something is 
when the teacher would say, well you don't understand okay, let me explain 
it again in a different way or use Spanish to explain. 

Like when Mrs. Encinas knew that we didn't understand she would 
say and think, let's see what we can do. Some us those who would know 
English and Spanish together would say, "pues es como si" in the classroom 
we would all work together. I would think, well if I didn't know in Spanish 
or in English I knew that one of my friends was going to know and be able 
to explain to me. 

Freeman and Freeman (1999/2000) support Dulce's statements about the 

importance of drawing on students' background knowledge and interests. If a teacher is 

inattentive to a student's real-life experiences and prior learning, whether in school or 

other settings outside of the classroom, that student's learning is disconnected and 

fragmented in nature. By utilizing a student's linguistic, cultural, and familial resources 

as a foundation for new learning, and providing comprehensible language input, students 
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will leam both academic content and language. "The best way to make input 

comprehensible is through use of the first language" (p.2). Thus, in contexts where 

bilingual education is an option, it becomes an key component of effective language 

acquisition methodology. 

Pancho emphasized the importance of a bilingual teacher using Spanish as a way 

to build relationships with students and parents. Pancho thought that the initial bilingual 

contact or contact in Spanish was the foundation to a good education: 

It is important for the teachers here to be bilingual. This law saying that there 
should not be bilingual programs, well that is being interpreted that teachers 
can not speak any Spanish to the children who do not understand English in 
our schools. That is not what it means, it means that we should expose and 
transition students in English as quickly as possible and not speak only 
Spanish to them. 

Many participants believed that having Spanish-speaking teachers and classroom 

aides is one of the reasons why some students do well in the RVSD. The language and 

culture is the link between the students and the teachers; they have something in common 

with each other. Almost all of the participants described themselves as speaking Spanish 

as their first language and English as their second language. They felt that students 

should not be intimidated to talk to the teachers and aides in Spanish if they needed to. 

Francisca also talked about the importance of a bilingual teacher to provide education for 

ELL in the Rio Verde Schools. 

Both languages are necessary for teachers to know for different reasons. 
Teachers here should need to know both well so that they can help the kids 
in their classes. Even if it means extra time or money for the teacher to leam 
both languages well, it is important. In the long run if the teachers think 
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about the impact that using both languages in the classroom to develop 
literacy, they will know that it helped the students. They will think, "you 
know that was good for students to use both languages". 

Freeman and Freeman (1998) also reinforce the importance of using students' 

linguistic and cultural backgrounds as an asset to language acquisition. Two of the eight 

evaluative questions on their checklist call upon teachers to reflect whether or not their 

classroom values, supports, and develops the students primary language and culture. 

They state, "students who fully develop their primary language acquire L2 more 

quickly....Knowledge developed in the primary language transfers to an L2. Further, 

bilingualism enriches the individual and the community"(p.6). 

Methodologies That are Key to ELL Success 

This second part of this section describes participants' views about the 

methodologies and practices based in the classroom teacher's beliefs and philosophies 

about teaching and learning. They believed that in an effective ELL classroom, the 

teacher creates a learning environment conducive to language acquisition based on those 

beliefs and philosophies. This section looks at the teaching practices that are reflective of 

this specific stance toward teaching and learning. 

Using Spanish as a "Bridge" to English 

The participants indicated that the classroom teacher has to view Spanish as an 

asset in the classroom. The participants thought that Spanish could be an asset to 

education in Rio Verde. They thought that Spanish could serve as the bridge to 
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communication, and therefore, understanding in the classroom. Using Spanish can serve 

as that social/emotional cormection with the students and their families. 

The participants stated that once the classroom teacher's philosophy encompasses 

a value of the Spanish language and the Mexican culture, the practice of using Spanish in 

the classroom for academic purpose becomes an important practice to enhance language 

acquisition. The professional literature. In order to view and use Spanish as an asset in 

the classroom, the teacher must be bilingual or trying to become bilingual to some 

functional degree at the grade level they teach (Collier, 1995b). 

Mable discussed the importance of using Spanish in the classroom to provide 

content support and the transition into English. Mable also saw Spanish as a more 

desirable way to communicate certain meanings or to express oneself: 

If students only know Spanish, then my goodness, how else are you going to 
bridge them over to English except to start with Spanish, what they know. 
Yes. We used Spanish at the high school to explain concepts. Heck, if the 
kid was stuck I would ask someone to ask him if he understood it, if not, 
"could you tell him in Spanish?" And then we would rephrase it in English. 
That is what happens in the schools in Rio Verde all the time. I saw it 
everywhere. The teacher would develop an important concept in English, then 
in Spanish. Then he would give an example in English, then explain it in 
Spanish, then v^ite it in either language we could write. I think that you have 
to do that when the kids first enter the system. You must do this vmtil they 
are able to communicate whatever they need to communicate without the 
bridge, yo don't need it so often (Spanish). But many times we find that 
there is a word from one or the other language that works better in a certain 
situation anyways....or an expression or song or something. Most importantly, 
continuing to develop the Spanish language in students, particularly those in 
the early grades is crucial to their social and academic development. 
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Corroborating what the participants had to say about using Spanish in the 

classroom, Suarez-Orozco and Suarez-Orozco (2001) discuss the importance of the 

ongoing development of the first language in the classroom in order to preserve the 

child's development. "A real danger to cognitive development occurs when children 

rapidly lose their first language without receiving adequate training and practice in the 

new language" (p. 137). They also suggest that knowledge of the first language is the 

strongest factor in determining the success in the second language. "Research in second 

language acquisition suggests that the best predictor of success is the skill amassed in the 

child's first language" (p. 137). 

Collaborative Learning 

Active participation in the learning process with peers is an important foundation 

of ELL education. Several of the participants talked about the importance of 

collaboration among students as well as between the students and the teacher. In addition 

to collaborative learning in the classroom, cross-age mentoring and tutoring were also 

mentioned as assets for the ELL classroom. 

Collier (1995b) regards active, social learning in the classroom as key to 

developing language. "Social language provides extra help to the second language 

learner, through nonverbal communication and other contextual clues to meaning. In 

social language, meaning is negotiated; in other words, you help each other through the 

feedback that you give your partner in the communication process" (p.8). This 

negotiation of meaning between students in heterogeneous, cooperative learning groups 
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provides the optimal setting for students to develop new vocabulary and to experience 

many different meaningful exchanges of oral language for both social and academic 

purposes. 

During the group discussion, the necessity for cooperative learning among 

students in the classroom, as well as cross-age learning between students in grade levels, 

was mentioned as an important methodology to be used with ELL students. Joni initiated 

the discussion about cooperative learning with the group: 

Well, I think that we should do a buddy system with students from upper 
grades. Say, we could partner an older, more English fluent student with a 
younger, less fluent student for some activities during the week where they 
would use a lot of oral language for practice. Say, maybe pair a high school 
or middle school student up with an elementary student. Kind of like a big 
brother, big sister program or buddy system. A true mentoring program 
where older students could tutor the younger ones. It would really help the 
older students take some pride and ownership as well. 

Enrique gave an example from his teaching when he used collaborative learning; 

In my room I try to put students into cooperative learning groups, so I put 
students who are new English speakers in with kids that have more 
experience with English, but whom can also speak Spanish as well. So then 
the peers can help each other. 

Joni Brown completed her idea on the cross-age tutoring, buddy program: 

Yes, it is great in the classroom, but I am thinking of something more formal 
that is pairing up students from different classrooms. This would help pair 
kids who are just starting to leam English with students who are a little more 
versed in English. If we did it with the high school, maybe it could be like an 
elective class for the high school students. I am not too sure about the high 
school curriculum, but I am sure it could be integrated in somewhere. 
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Tammy Kaye (former student) contributed so additional information on existing 

cooperative learning activities that exist between the high school and the elementary 

schools in Rio Verde. 

Well, the high school librarian does a RIF program where the high school 
students bring books to our students a few times a year and reads with them. 
We just could build upon that model. They bring books in both Spanish and 
English for the students to read and take home. 

Like the participants, Freeman and Freeman's research (1998) also stresses the 

importance of collaboration in the learning process. The interactions between students as 

they develop content and social contexts help them to expand their academic vocabulary 

and to use it in authentic ways. When students participate in thematic studies with their 

peers, social and academic language develop. They cite Holt (1993) for his findings 

regarding the importance of collaboration for ELL which indicate that, "clearly 

collaboration benefits language minority students cognitively and affectively" (p.2). 

The interviews and the professional literature, collaborative or cooperative 

learning should be evident in ELL classrooms. The participants suggested whether it be 

two students working as a team to read a book or informational reading selection, or a 

group of students working on the multiple steps of a science project; interaction, dialogue 

and discussion is central to language development. 

Teaching Language Through Content Using the Four Modes of Language •  •  — I  I  I  ^  •  . — ^ ^ 1  .  I —  . 1  I  I  

Using the four modes of language— reading, writing, speaking, and listening— to 

leam the curriculum is central in linguistic and cognitive development. The participants 
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talked about the importance of educating students by teaching content through using the 

four modes of language to create purposeful communication for specific audiences. 

Comparable with what the participants said about using language to teach content, 

Collier (1995b) discusses at length the importance of teaching reading, writing, speaking, 

and listening simultaneously with content. She makes many references to 

interdisciplinary thematic instruction and the meaningful contexts that are created when 

language and content are taught as a whole. The activities of thematic instruction are 

developed in order to promote the use of language in natural and useful situations which 

are linked to the theme. Collier (1995b) suggests that a balance of output (speaking and 

writing) and input (reading and listening) is central to effective development of language 

and content. 

Mable talked about the importance of teaching language through content and 

content through language: 

It all has to do with how much time you have on task reading, writing, 
discussing, talking through, and probing for ideas. Kids have got to create 
their own ideas. They have to have an opportunity to inquire, read, to look 
for pieces of information, to find things that are interesting to them, to discuss 
those with someone, to produce something that they consider their own 
product-whether it is just a poster, or a memo, or a probe, or a picture or 
something. They need to learn the content while they leam the language and 
visa-versa. 

Mable also talked about the importance of an active language acquisition model 

and an example of when she taught content through language. 

The only way you could get ELL students to understand concepts and leam 
language at the same time is to have hands-on, art related, or activity related 
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projects, and so, we did that. We drew the judicial system, and the executive, 
and finally I convince them to let us take a field trip to Phoenix. We visited 
the state capitol, which was the first time most of those kids have ever been 
to Phoenix. We listened to the senate debate. Before we went, we read 
information about the government. 

They had all sorts of things to talk about on the way home. There 
were a lot of things that they could write about. There were short sentences 
or paragraphs, or statements, or maps, things that are related to their reading 
and the trip. That experience proved to me that you need to use a real-life, 
whole language, talking, analyzing, thinking and having students write model 
to learning language and content. 

Matching with what Mable said about teaching language through content, 

particularly ELL students. Collier (1995b) lists thematic, interdisciplinary instruction first 

in a summary of effective instruction for all students. She defines thematic instruction as, 

"now considered crucial in second language success," and as the process of "teaching 

second language through meaningful, academic content across the curriculum (language 

arts, mathematics, science, social studies,...)" (p.36). In her monograph (1995b), she 

synthesizes the research of many experts in ELL and bilingual education to support the 

importance of integrated thematic instruction as a mode of teaching and learning. 

Summary 

hi this chapter, I reviewed the five key themes that emerged from the data. Figure 

5.1 arranges these key themes into a visual representation of the findings from the 

interviews and questionnaires. Evident in the data were the 3 main factors effecting 

policy and practices in the RVSD. These three factors were: l)beliefs about bilingualism 

and binationalism; 2) the impact of immigration on the local educational system; and, 3) 
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the local perspectives of language acquisition policy and practice of the past and present 

in the RVSD 

The importaince of bilingualism and binationalism was mentioned by most of the 

participants. Several of the participants thought that if someone resides along the 

U.S./Mexico border that they need to be able to function bilingually and binationally. 

They described the necessity of bilingualism and binationalism in commerce and 

business, as well as in the schools and social settings. 

Conversely, the participants shared their awareness of the great opposition to 

bilingualism and binationalism. In portions of the U.S., and among certain people or 

groups of people, bilingualism and binationalism is viewed as a threat to our country and 

its stability; economically and educationally, socially and politically. Both of these 

viewpoints are common, and create tension both within the community of Rio Verde as 

well as at the state and national levels. 

Immigration was emphasized as a major issue that impacts the education of 

students in the Rio Verde School District by the majority of the participants. At the time 

of this study, Rio Verde was one of the most active ports for legal and illegal immigration 

from Mexico into the United States. Specifically, the participants talked about the 

following categories unique to the local context of immigration in Rio Verde: 1) 

descriptions of the nature of immigration in Rio Verde, 2) the politics surrounding 

immigration policy and language policy, and, 3) the typical immigrant's regard for and 

appreciation of the educational system. 
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This unique local culture contributes to the current attitudes and beliefs held by 

the community at large; including parents, teachers, administrators, and former students 

of the schools in relation to language acquisition policy and practice. The history of the 

policies and practices of language acquisition are still apparent in the ELL policy and 

practices of today in the RVSD. The section on the local perspectives describes the 

participants' perspectives of: 1) the impact of Enghsh Only legislation, including 

Proposition 203, 2) the Office of Civil Rights and other federal intervention in the Rio 

Verde School District's programs for ELL, and 3) the bilingual program. These sections 

explain why an ESL model was chosen and was supported in the district and the 

community through the time of this study. 

Resulting from these three factors was systemic inequities that created struggles 

for the students and the teachers in the school district. LFltimately, it was discussed that 

the teacher makes most of the decisions on how policies and practices rooted in these 

factors that create systemic inequity are implemented in the classroom. Methodologies 

and philosophies of the effective and affective ELL teacher were discussed. 
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CHAPTER 6 

COMPARISON OF THE STATE POLITICAL POSITIONS AND THE RVSD 
STAKEHOLDERS' PERCEPTIONS REGARDING ELL EDUCATION 

The third question in this study calls for a comparison of the state politics and 

policies regarding the education of ELL students with the RVSD local perspectives on 

ELL education as discussed in the interviews by former students, teachers, parents, and 

administrators. The third question asks, What are the similarities and differences between 

the state level positions and the perceptions of the RVSD stakeholders about the 

education of ELL students? This chapter compares and contrasts the state political and 

public positions with the local perceptions of the RVSD stakeholders regarding the 

education of ELL students. Similarities and differences revealed in the data are 

discussed. 

The document review of the state politics and policies for the education of ELL 

students between 2000 and 2004 were discussed in great detail in chapter 4. The two 

distinct positions were those in favor of English-only policies and practices and those 

against English-only policies and practices. The two positions are reviewed here to 

remind the reader of the positions. Those in favor of English-only policies and practices 

argued that English-only policies and practices support Americanism and Nationalism, 

that research in the field of language acquisition supports their argument, and that 

bilingualism and/or using Spanish was a detriment to acquiring English. Those who were 

against English-only policies and practices argued their position using the foundations of 
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Americanism and Nationalism, that bilingual education is research-based, and that 

bilingualism and/or using Spanish is an asset. 

The former students, teachers, parents and administrators who participated in the 

questionnaires and interviews discussed the education of ELL students in the Rio Verde 

School District. The questiormaires and interviews defined five key components that 

impacted the education of ELL students in the RVSD. These five components were: 1) 

bilingualism and binationalism, 2) immigration, 3) local perspectives on language 

acquisition policies and practices, 4) systemic inequity, and, 5) the role of the classroom 

teacher. 

In order to identify commonalities between the state positions and the local 

perspectives, I compared and contrasted the two major positions evident in the document 

review and the perspectives of the participants from the RVSD. The state positions were 

juxtaposed with the local perspectives using a list format and a Venn diagram. I refer to 

the similarities between the state and local as common causes. The headings are titled 

common causes and differences in the following sections. 

Common Causes 

Although separated by geographic distance as well as social, economic, and ethnic 

differences, there were some common causes that were discussed at both the state and 

local levels. These similarities included the 1) recognition of the different perceptions 

regarding bilingualism and binationalism, 2) the need for ELL students to acquire English 

in order to achieve the "American Dream", 3) civil rights and equal opportunity for ELL 



298 

students, 4) stories of compliance and resistance with Proposition 203, and 5) the 

controversy over using test scores for measuring the yearly growth and the proficiency 

level of ELL students. 

Recognition of the Different Perspectives on Bilingualism and Binationalism 

Common to the discussions about the education of ELL students, both at the state 

level and the local level in Rio Verde, was the recognition of the dualistic perceptions that 

existed regarding the value of bilingualism and binationalism. The lack of value or 

prestige associated with bilingualism and binationalism seemed to prevail at both the 

state and local levels. Regardless of the position or perspective that the participants held 

personally about bilingualism and binationalism, part of the discussions often referred 

back to the "split" in thinking about the usefulness of bilingualism and binationalism, and 

how context impacts these perspectives. Hank Fimbres (teacher) referred to this 

dichotomy as a "contradiction in both thought and practice." 

Associated with this dualistic thinking about the value of bilingualism and 

binationalism in a broad sense and encompassing the demand for bilingualism in 

international business and social situations, were the more specific and local perspectives 

about which language acquisition model worked best for ELL students. At both the state 

level and the local level within the RVSD, some argued that bilingual education worked 

best for learning English, that an ESL model with some use of Spanish worked best, or 

that Structured English Immersion completely void of the Spanish language was the 

superior method for English language teaching and learning. This range in beliefs about 
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effective models for language acquisition policies and practices was evident across the 

data, both in the document analysis of the state politics and practices and the perspectives 

of the participants from the RVSD. 

In his interview, Enrique Sanchez (teacher) spoke of the contradiction of 

perception about the value of bilingualism and binationalism, 

You know we'll (the state) take the money and labor from Mexico, and 
exploit the bilingual person. If it wasn't for Mexico, we would loose a lot 
of money. We wouldn't exist here in Rio Verde. Other parts of the state and 
nation would also could loose out financially without a bilingual work-force. 
The state would also loose a lot of money in taxes. While there is strong 
economic need and a value assigned to bilingualism and binationalism in 
daily life, the state is at the same time trying to place a negative cormotation 
on bilingualism, binationalism, and/or immigration by outlawing bilingual 
education. 

Suarez-Orozco and Suarez-Orozco (2001) describe the dichotomy in the beliefs 

about bilingualism. 

"In the United States, the controversies surrounding the teaching of a second 
language suggest a number of paradoxes. While many view the mastery of 
a second or third language to be a clear advantage in this era of global 
capitalism and transnationalism, the public has deep reservations about 
teaching immigrant children in their native languages. Rather than being 
viewed as a potential asset to be cultivated, the linguistic skills brought by 
newly arrived immigrants are seen by many as a threat to the integrity of the 
English language and as a symbolic refusal to accommodate to American 
culture" (p. 136). 

Disagreement on How ELL Students Can Be Successful in School 

The state positions regarding the education of ELL students focused on academic 

success through learning English. The RVSD participants also associated academic 

progress with using English proficiently. This was the common denominator for 
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deteraiining success in education, both at the K-12 level and higher education, and 

eventually, in the job market. From an outside perspective, both the state level 

discussions and the local discussions emphasized that the best interests of the ELL 

students were at the forefront of their decisions about ELL policy and practice. The 

question that caused the controversy was, "what is the best way to help ELL students 

acquire English?" 

At the state level, Tom Home eluded to the fact that he would like to be 

remembered as the state Superintendent of Public Instraction who changed the quality of 

education for ELL in Arizona. Kossman (2003) quotes Home as saying, "My success and 

legacy will depend on teaching students who are not native English-speakers and how 

they will learn. Their numbers are growing large" (p.lA). Home placed great importance 

on the academic success of ELL students and thought that they needed to leam English as 

quickly as possible to achieve success. 

At the local level, the participants spoke of the need for students to acquire a high 

level of English proficiency in order to succeed academically and in the work force. 

Joaquin (administrator) said, "Spanish speaking families care about getting their 

child(ren) to speak English. English means that their children will have better 

opportunities in jobs, education, social status." Pancho (former student said): "Higher 

education systems are not designed for Spanish speakers. Students need to get a strong 

grasp of English during their K-12 school experiences." 
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The necessity of English proficiency in order to be successful in academics was 

often emphasized in the professional literature. Olsen (1997) discusses the importance of 

English proficiency in order to succeed in both academic and professional settings. They 

describe the importance of acquiring English proficiency in order to be successful in 

school along with the difficult situation ELL students face while trying to develop their 

English skills while learning the content as well. " Yet while children are mastering 

English, they must keep up with the content of their classes so that by the time they can 

function in English they are not hopelessly behind in their other subjects" (p.l42). 

To give perspective to the necessity of knowing English well in the U.S., Suarez-

Orozco and Suarez-Orozco (2001) discuss an immigrant couple from Guatemala and their 

experiences with gaining employment in Los Estados Unidos (The United States). They 

described the immigrants' feelings when they could not gain employment in the United 

States commensurate with their education and experience they had in their work in 

Guatemala due to their lack of English proficiency. "Most upsetting was their realization 

that their very limited English skills, it would be almost impossible for them to find work 

commensurate with their education and skills" (p.24). 

Arguments for Civil Rights and Equal Opportunity 

Evident in both the state-level positions and the local perspectives were the 

arguments for civil rights through equal opportunity to a quality education for ELL 

students. When both of the arguments in support of students' civil rights were compared 

(those in favor of English-only policies and practices for ELL students, and those against 
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English-only policies and practices), the arguments had a different perspective on what 

conditions for ELL students were in violation of their opportunity to an equal and 

appropriate education. 

One issue was the question of what teaching and learning conditions would 

provide ELL students with equal access to the curriculum, the ability to perform well on 

standardized tests, and possibly to enjoy the privilege of higher education. Another issue 

was the question of what teaching and learning conditions would deny ELL students 

equal access to the curriculum, the ability to perform well on standardized tests, and to 

enjoy the privilege of higher education. 

Those in favor of English-only policies and practices argued that bilingual 

education created a civil rights violation for ELL students by segregating them from their 

EngUsh-speaking peers. In July of 2002, an article penned by the group English For the 

Children described the group's distaste for Jaime Molera's approach to enforcing 

Proposition 203 and focused on the segregation of ELL students from their English 

speaking peers when they were placed in bilingual education classrooms. According to 

Mendoza (2002), "Bilingual education is racial segregation against Hispanic students, 

I've been fighting it for thirty years" (p.Al). 

Those against English-only policies and practices argued that one year Structured 

English Immersion(SEI) classrooms separated Spanish speaking students from their 

English speaking peers. They argued that this separation was contrary the civil rights 

argument that "separate is not equal" in regard to educational experiences. In an east 
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Phoenix school that was following Superintendent Home's English-immersion 

guidelines, the numbers of students enrolled in bilingual education with English-speaking 

peers decreased. Some parents worried about the segregation of Spanish speakers into 

English immersion classrooms with other Spanish-only speaking peers (Kossman, 2003). 

With this segregation of students into English immersion classrooms came the 

argument that student's civil rights were being violated. According to Kossman (2003), 

"This year, trying to obey the law, the Phoenix Elementary District changed Garfield 

Elementary from a bilingual school to and English immersion school. But Garfield 

Elementary Principal Teresa Covarrubias said, "It's a law that has festered into a civil 

rights issue for many, who claim children are falling behind in other subjects whole 

confined to English immersion classrooms" (p. A16). 

Disregarding these two distinct positions on what specific educational settings 

constituted a violation of students civil rights, the insistence that ELL students should 

receive an equal opportunity to education existed both at the state and local levels. The 

biggest challenge that existed was determining what situations caused civil rights 

violations through segregation: Structures English Immersion (SEI), bilingual education, 

both, or neither. 

According to Joaquin (administrator), English-only curriculum in a context like 

Rio Verde violates a large number of students' right to an "equal education". Olsen's 

(1997) research would agree that, " When primary language instruction is not provided to 

LEP students, it means that they are being denied access to an education. A student who 
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speaks no English and is given instruction only in English; is really being given no 

instruction at all" (p. 101). 

Olsen (1997) continued her discussion about the violation of the civil rights of 

students who do not speak English who are placed in English-only classrooms, 

referencing her study where 1/4 of the student population was not English-proficient; 

"Instruction continues only in the majority language of English, preventing one-fourth of 

the student body who are immigrants limited in English fluency from fully acquiring 

educational resources and content" (p. 101). Considering Olsen's findings, and if her 

perspective is applied to the Rio Verde context, approximately 90% of the student 

population would not be receiving access to the same "educational resources and content" 

as their English-speaking peers. 

Controversy About Using Standardized Test Scores to Measure ELL Student 
Progress and English Proficiency 

Controversy surrounding the use of standardized test scores to measure ELL 

students' academic progress and their level of English proficiency was discussed both at 

the state and local levels. Some thought that standardized tests were the best measvires of 

academic progress and English proficiency. The opposing group believed that 

standardized tests were a biased way to measure academic progress and English 

proficiency, and did not give an accurate measure. 

Many state level policy makers and educators argued that standardized test scores 

were informative measures of academic growth for ELL students. They compared test 



305 

scores of ELL students in Structured English Immersion programs with those enrolled in 

bilingual programs and determined from the test scores that the English immersion model 

showed a clear superiority over a bilingual education model. 

Tom Home argued that standardized tests were good measures for ELL student 

progress in academics and in language acquisition. This was evident during his campaign 

for Superintendent of Public histruction in Arizona in 2000, and well into his tenure as 

superintendent after his election. Home cited studies that use standardized tests scores as 

the main source of data for this finding. 

In Tom Home's response to a question about how he would increase the success 

of ELL students in Arizona's public schools (2002), he cited test scores in support of his 

English-only stance. In that argument, he implied that standardized test scores from year 

to year are, in isolation, the best way to measure ELL student progress. 

Latino culture emphasizes the values of family and hard work. This is a good 
recipe for success in school. But first, the student must leam English. On my 
website, www.tomhome.com. I reproduce studies that show that students 
perform much better in English Immersion programs, rather than bilingual. 

When I examined this study on his website, it noticed it presented standardized tests 

scores without any demographic, contextual, or background information on the various 

student populations, their teachers, their schools, or their number of years enrolled in the 

U.S. school system. 

Standardized testing was linked to more local (state) control by the Bush 

administration during 2000 (Spring 2002). According to Spring (2002), this was done in 

http://www.tomhome.com


306 

order to continue mandating testing while also creating the illusion of more local control. 

Standardized testing was viewed by many in the mainstream as a way to force 

accountability for student performance and year-to-year achievement in public schools. 

Test publishers touted their standardized tests as ways to improve education. 

They claimed that tests were developed to measure excellence in the areas of language, 

math and higher-order thinking skills (Spring 2002). Meanwhile, others argued that 

standardized tests were not fair measures of academic progress or of language acquisition. 

In opposition to the belief that standardized test scores were adequate measures of 

ELL students' academic achievement was the belief that standardized tests were just one 

measure of student progress. Some believed that the tests contained great bias inherent to 

a test that was designed using a national norm referenced test. This norm was used for 

developing high, average, and low ranges on the test results. Those against using tests 

scores as the sole measure of academic success argued that using the tests to compare an 

ELL student with English speaking peers was unfair, at best. 

Samuel Mackey (administrator) had a lot to say about the skewed testing system 

for ELL in the Rio Verde Schools. He said; 

The new immigrant children not only need to become accustom to the 
classroom and language, but also prepare for testing. We get children who 
come to us, say in fourth grade in the fall, in November, and we are suppose 
to prepare them to test in April on a test in English at their grade level. It is 
just impossible. How can we ask a child that has been only exposed to 
English for 5 months at school to score well on a grade level test in English? 
The English-only speaking children at that grade level have a 9-10 year 
foundation in English to support their test taking ability. It is like comparing 
apples to fish. I think with all of that pressure teachers try to focus all that 
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they can on that new EngUsh speaker, but with 20-some other students, how 
can the state expect these children to score as high as their English speaking 
peers? 

This discussion at the local level mirrored similar conversations taking place 

among groups of parents and educators at the state level arguing against standardized 

testing to measure academic progress of ELL students. They argued in favor of using 

multiple evaluative and assessment tools to measure the success of students, teachers, and 

programs for ELL students. 

The professional literature emphasizes the issues created by standardized testing 

for ELL students. Suarez-Orozco and Suarez-Orozco (2001) cite these cultural biases 

inherent in standardized testing as problematic for the immigrant ELL student. "These 

measures are typically developed and normed on "mainstreamed" students. Many of 

these tests are not only not "cultural free," but are indeed "cultural bound." Tests pose 

questions that are often framed around issues and content that are not as familiar to 

children not brought up in the dominant culture. Language difficulties compound the 

problem of a timed test for some immigrant students because some take longer to read 

materials intended for English monolinguals" (p. 144). 

Compliance and Resistance to Proposition 203 

Evident in both the state level positions and the local perspectives were examples 

of both full compliance with the terms of Proposition 203 and resistance to the terms of 

Proposition 203. At the state level some school districts eliminated their bilingual 

programs in accordance with Proposition 203 in fear that they would lose their fiinding 
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for ELL programs. Other districts or schools completed the compliance paperwork and 

satisfied the Arizona Department of Education ELL monitors when they visited the 

schools. When the monitors would leave, they continued dual language programs or used 

Spanish as necessary in the classroom to explain terms or concepts and augment the 

curriculum. 

As Proposition 203 went into effect in the fall of 2002, some school districts 

yielded their bilingual programs and struggled to implement the new English Immersion 

programs (Go, 2002). The challenges faced were numerous, but some districts' 

leadership felt compliance was necessary to avoid intervention from the state including 

the ELL monitors, removal of funding for ELL programs, and potential lawsuits. The 

ADE was focused on compliance with the terms of Proposition 203 as one of its primary 

functions in the initial stages of Tom Home's term as Superintendent of Public 

Instruction. 

At the state level, many school districts in Tucson and Phoenix reduced or 

completely eliminated their bilingual education programs in the years following the 

implementation of Proposition 203 (Kossman, 2003). Changing programs from bilingual 

to Sheltered English Immersion caused confusion, controversy, and more difficult 

conditions for teaching and learning. Also, school districts faced new challenges in 

supporting and maintaining bilingual classrooms under Proposition 203. The great 

pressure from the state overshadowed the philosophical and ethical principles of the 

schools' stakeholders about language acquisition policies and practices. 
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Although there were no formal bilingual programs in existence at the time 

Proposition 203 went into effect in Rio Verde, the proposition did create a noticeable 

change in the way some teachers and administrators viewed using Spanish in the school 

or classroom. According to the interviews and my observations, many administrators 

pressured their teaching staffs to reduce, or completely eliminate, the frequency that they 

used Spanish in the classroom to explain terms or concepts or to enhance the curriculum. 

Outside of the classroom, there was pressure to eliminate Spanish from the playground, 

lunchroom, and extra-curricular activities. 

The resistance to certain policies that have intrinsic language ideologies attached 

to them (i.e.; language as problem) are referred to in the professional literature as counter-

ideologies. Counter-ideologies are explained by Thompson (1981) as the ideologies that 

act in opposition to the dominant institutional positions. There was both overt and covert 

resistance at the state and local levels. In Rio Verde, the resistance was more covert in 

nature according to my observations and from what the participants told me about their 

experiences since the enactment of Proposition 203. 

At the state level, some school districts maintained that bilingual education was 

the best educational practice for the students and assisted parents who wanted their 

child(ren) to remain in, or be placed in, a bilingual education program to complete the 

waiver process (Go, 2002). Some school districts that were alleged by the ADE to be out 

of compliance were the Sunnyside School District in Tucson and the Glendale Unified 

School District in Phoenix. This was most likely due to their active and vocal resistance 
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to the proposition, and their carefully crafted use of legal opinion to keep within the 

mandates of the proposition while maintaining quality bilingual education settings for 

their students. 

In Rio Verde, the participants spoke of counter ideologies that existed in 

opposition to the English-only climate that Proposition 203 established in the schools. In 

hindsight, it seemed as though the participants thought that their voices of opposition 

seemed like whispers in comparison to the strong voice of the Arizona Department of 

Education with its demands and threats to gain compliance with English-only mandates in 

the state's schools. 

Enrique Sanchez (teacher), talked of the importance about using Spanish in 

classrooms, why it was important for the students at the school where he taught, and why 

he would resist the English-only stance of the schools in Rio Verde: 

Because we are in a school and a community where a lot of kids speak 
Spanish, many of the aides and teachers speak to the students in both Spanish 
and English. So, it is like our second nature. Actually, it is our first nature, 
it is our first language. Aprendemos mejor en la lengua que mamamos-^Q 
leam best in our mother tongue. Children learn best in a language that they 
understand. So at the initial stages, say at least the first 3-4 years for students 
new to an English setting, the classroom teacher should be able to use some 
Spanish to explain terms and concepts. That is what we'll do quietly in our 
classrooms. 

The professional literature argues that English-only policies contribute to a system 

of silencing those who speak a language other than English as their first language, and 

that it is a way of maintaining political and social power ( Crawford, 1992, 1995, 1996; 

Cummins, 1989, 1994; Galindo, 1997; Garcia, 2001, Skutnabb-Kangas, 1998; and. 
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Spring, 2002). I believe that maybe that was why the voices in opposition to English-

only were so quiet at the local level. It seemed as though the participants felt that their 

opinions were not valid or important enough to be heard. 

Spring (2002) discusses how policies and laws about language maintain the social 

and economic power of the ruling class. He writes extensively about bilingual and 

bicultural education and why it is often viewed as a menace to the dominant culture. 

"Some people feel that bicultural and bilingual education threaten the dominant English-

speaking culture of the United States. For those whose background is the dominant 

English-speaking culture, promotion and recognition of another culture threatens their 

advantages in the labor market" (p.43). This feeling of anxiety is most likely increasing 

because of the large increase in the Hispanic population in the U.S., particularly in the 

Southwestern United States, the context of this study. 

It would be difficult to continue the current social and economic stratification 

between the Mexican-American culture and the dominant English culture if equal 

opportunity was provided to Mexican-Americans in their schooling. Spring (2002) states 

that, "If Mexican-American culture is given equal value when compared with the 

dominant English culture, then it is difficult to perpetuate such myths as Mexican-

Americans are basically lazy, and the only type of work they are fit for is migrant farm 

labor" (p.43). Spring (2002) argues that, "In countries with diverse language groups, 

language policies are a common means of maintaining political power" (p. 45). 
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In a sense, this study gave me the perception that the state and federal government 

had been successful in its mission of keeping the large minority populations silenced, 

particularly in a rural place like Rio Verde. This was reflected in the covert whispers the 

participants in Rio Verde used to voice their the positions resisting English-only 

schooling in their community. I wondered how these whispers were influenced by past 

English-only policies and practices, as well as Proposition 203's English-only mandate. I 

was sure that the critical mass or majority of Rio Verde's population had been impacted 

by this silencing of minority populations through the legal system. 

Differences Between the State Positions and Local Perspectives 

Pronounced differences between the state positions and the local perspectives 

were obvious throughout the study. Some of the most evident differences were: l)the 

lack of debate or resistance regarding the elimination of bilingual education at the local 

level while at the state level there was great debate and controversy over the elimination 

of bilingual education 2) the RVSD perspectives enunciated the local history and social 

issues that impacted the unique context of Rio Verde while the state positions had little 

to say about the unique population in Rio Verde, immigration, bilingualism and 

binationalism and their impact on the education of ELL students, 3) the role of the 

teacher was addressed in depth at the local level, but not at the state level; and 4) systemic 

inequities were discussed at length at the local level while not much discussion of 

inequities was evident at the state level in the mainstream media. 
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Great Debate at the State Level. Not Much at the Local Level 

Discussions involving the education of ELL students were filled with controversy 

and debate over multiple aspects of ELL education. The debate between those in favor of 

English-only policies and those in favor of a bilingual model or a dual-language model 

was much more prevalent at the state level than within the community of Rio Verde, at 

least in a public forum like the media. The local newspaper in Rio Verde did not have 

any articles describing the two sides of the debate over language acquisition policies and 

practices or Proposition 203 between 2000 and 2004. It was as though there was nothing 

to debate or to be informed about regarding the education of the large ELL population in 

Rio Verde. Conversely, the media at the state level bombarded the public with stories 

about the debate over Proposition 203 and its mandate to eliminate bilingual education 

and implement Structured English Immersion for one-year to help ELL students leam 

English. 

After careful analysis of the data in this study, I believe that this could attributed 

to several major factors: 1) the Rio Verde School District did not have a bilingual 

education program at the time Proposition 203 went into effect; 2) a large non-English 

speaking student population existed in the schools as a result of immigration and so the 

pressure to leam English and assimilate into the American-English speaking culture was 

at a higher threshold in Rio Verde than in comparison to other parts of the state; and, 3) 

the resistance to English-only policies and practices was more subversive in Rio Verde in 

comparison to the rest of the state. 
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Also absent from the state mainstream media debates was much, if any, discussion 

about the impact that the local history of schooling had on policies and practices within a 

school district. The next section discusses the pronounced emphasis that the local history 

and culture of Rio Verde had on the predominantly held beliefs about appropriate 

language acquisition policies and practices. Within this discussion about the xmiqueness 

of the local history and culture were the influences of bilingualism, binationalism and 

immigration. Their impact on the local history and culture were major parts of the 

interview participants' discussions about language acquisition. At the state level, any 

discussion about the uniqueness of place and how that impacts schooling was mostly left 

out of the publicized debates over Proposition 203 and how it was implemented and 

enforced between 2000 and 2004. 

Local History and Social Perspectives on Bilingualism. Binationalism. and 
Immigration 

A great deal of the participants in the interviews discussed the local history and 

culture in regard to the education of ELL students in the Rio Verde Schools. When I 

analyzed the data and started to form the main themes from the participant interviews, the 

first theme that was most notable was the extensive discussion about the local history and 

culture surrounding ELL education. The participants discussed how bilingualism, 

binationalism, and immigration were all attached to the local history and culture. The 

issues were separated in order to better explain them and to give some structure to the 
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presentation of this study. This separation of the perceptions about bilingualism, 

binationalism, and immigration was quite difficult at times due to their integrated nature. 

The local history and culture described by the participants was interesting and 

fascinating. This unique history contributed to the attitudes and beliefs held by the 

community at large; including parents, teachers, administrators, and former students of 

the schools. The history of the policies and practices of langxiage acquisition were still 

apparent in the ELL policies and practices of the RVSD at the time of this study. 

The section on the local history and culture regarding the language policies and 

practices in the RVSD described the participants' perspectives on: 1) the impact of 

English Only legislation, including Proposition 203; 2)the Office of Civil Rights and 

other federal intervention in the Rio Verde School District's programs for ELL students 

and 3) the bihngual program. That section explained why an ESL model was chosen and 

had been continued to be supported in the district and the community through the time of 

this study. 

Hamers and Blanc (2000) describe bilingualism as "the state of a linguistic 

community in which two languages are in contact with the result that the two codes can 

be used in the same interaction and that a number of individuals are bilingual (societal 

bilingualism), it also includes the concept of bilinguality (or individual bilingualism)," 

(p.6). According to an informal survey, approximately 95% of the people who resided in 

Rio Verde were bilingual. "Societal bilingualism" existed in Rio Verde. 
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Bilingualism was a phenomenon that was an integral part of the Rio Verde 

community. People who resided in the community were able to function for most 

purposes in either Spanish or English, although Spanish tended to be more prevalent in 

the community. Most importantly, the participants felt that fulfilling the purpose of 

communication was more significant than what language was used to communicate. 

There were multiple examples of RVSD participants' viewpoints on the 

viniqueness of the Rio Verde setting because of immigration. Hank Fimbres (teacher) 

described immigration in Rio Verde with great detail. Hank referred often to the 

uniqueness of the setting along the U.S./Mexico border and how immigration needs to be 

considered when developing policy for schools: 

Rio Verde is an immigration community, it has a huge impact on our schools 
and should have a huge impact on how we teach and evaluate our students 
here, not only for those who came over and stayed with family, while they 
were immigrating or while they were here illegally, or those who immigrated 
and stayed here. Then there are those who just immigrated, and then there are 
the older families that have been here for a while. But the largest population 
with children are the new and recent immigrants. These are the children who 
are attending our schools. The dynamics of illegal immigration, and 
immigration itself are very, very prevalent in the educational system. 

Similar to many of the participants in the interviews, Suarez-Orozco and Suarez-

Orozco (2001) described immigration as "one of the most important social developments 

of our time" and as "a transformational process affecting families and their children" 

(p.l). This statement was particularly evident in the community of Rio Verde with its 

large immigrant population. 
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The Role of the Teacher in ELL Education 

Another key theme articulated by the majority of the RVSD interview participants 

was the paramoimt importance of the classroom teacher in relation to the success of the 

ELL student. All of the participants in this study emphasized the crucial role that the 

classroom teacher had in the development of the students' language skills. The 

participants' comments were mostly about the teacher's ability to build rapport with 

students and to create a comfortable learning environment conducive to language 

acquisition, while simultaneously using effective ELL methodologies. 

The fifth section of chapter 5 addresses the characteristics of a competent teacher 

for the ELL classroom as identified by the participants. It looked at the two vital 

components for effective ELL teaching and learning; 1) the classroom teachers' beliefs 

and philosophies in an affective environment in the classroom and school; and, 2) the 

methodologies most conducive to second language acquisition that emerged fi'om the 

interviews. 

As stated previously, the role of the classroom teacher is, in theory, the most 

important factor that influenced the educational effectiveness of the ELL classroom. The 

teacher serves as the chief decision maker about classroom philosophy and the practices 

that results from their beliefs about learning. The teacher manages the external factors 

that impact educational thought and practice. The teacher has the responsibility of 

providing an appropriate and quality education for ELL students in the classroom. The 
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teacher serves as the sole mediator of these outside factors and decides how, when, and if 

certain beliefs or practices will be evident in the classroom (see Figure 5.1). 

The importance of having a caring, competent, well-qualified teacher for ELL 

students was not a large part of the state level discussions, particularly by those in favor 

of English-only policies and practices. The role of the teacher and the need for their 

professional development in the area of SEI, was addressed by Superintendent Tom 

Home only after pressure was put on the Arizona Department of Education to establish a 

professional development model in Structured English Immersion for teachers and 

administrators as required by the Flores lawsuit. 

At the state level, the perspectives of English-only opponents regarding the 

necessity of having a caring, competent, well qualified teacher were discussed only 

briefly during the campaign for Proposition 203. After Tom Home's rigid enforcement 

of Proposition 203 without a focus on professional development for teachers, public and 

legal challenges forced the ADE and the state board of education to address the 

professional development needs of ELL teaching. The frequency of professional 

development at the state level in the initial document analysis was not significant enough 

to create a section in chapter 4. Thus, the issue of a caring, competent, well-qualified 

teacher was only a major issue at the local level and was made obvious in the interviews. 

The professional literature also discussed the ever-important role of the teacher in 

working with ELL students. A competent teacher, who is knowledgeable about the 

characteristics of effective ELL classrooms, and knows how to implement these 



pedagogical principles in the classroom, is pertinent to the success of the ELL. Collier 

(1995b) frequently refers to the role that the classroom teacher must assume in order for 

the characteristics of effective ELL classrooms to be evident in the learning activities 

facilitated in the classroom, stating that, "The teacher can be the facilitator of the 

[language acquisition] process" (p.7). 

Collier (1995b) states that a teacher needs to be able to implement various 

learning strategies in order to meet the needs of the students' diverse learning styles. "A 

teacher's best strategy is to use many different instructional approaches to meet the 

diverse needs of learners" (p. 26). Collier (1995b) cites Chamot and O'Malley (1998) 

and summarizes their findings stating that, "Conscious development of many types of 

learning strategies is an important new approach to teaching language minority students" 

(p. 26). 

Freeman and Freeman (1998) discuss the lack of knowledge on the part of many 

classroom teachers in regard to teaching ELL. They believe that teachers and 

administrators want to do a good job of teaching language minority students, but that they 

are often ill-prepared and do not possess enough information about language acquisition 

methodology to do so. " In settings such as the United States, teachers are frequently 

vinprepared for students who come from different cultural and linguistic backgrounds and 

do not speak English" (p. xv). Therefore, Freeman and Freeman established the 

Principles for Success for English Language Learners to provide a theoretical and 

practical guide for educators who teach ELL students. 
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In addition to the struggles with preparing teachers of ELL students to be caring, 

competent, and well-qualified, the system that was designed by state and federal policies 

created challenges for teachers and students. Particularly, this was true for ELL students 

and their teachers who were outside of the mainstream population and lived in a context 

that varied from the norm in the U.S. They were faced with inequities that the state and 

federal policies created. 

Systemic Inequities in Schooling For ELL Students 

Resulting partially from the impact of beliefs about bilingualism and 

binationalism and the impact of immigration on the local educational system, the local 

perspectives of language acquisition policy and practice of the past in the RVSD, along 

with the large numbers of ELL served by the RVSD, systemic inequities existed in its 

educational system. The inequities stemmed from a mismatch between the local student 

population and the state and federal educational policies. According to some participants, 

this mismatch between policy and the local context impacted the student population of 

the Rio Verde School District in a negative way. 

The inequities that the participants described resulted, in part, from issues 

associated with a large population of immigrants and ELL. The issues were: 1) access to 

the curriculum, success in standardized testing, and the ability to participate in higher 

education; 2) inequities between local schools; and, 3) school funding and school 

resources. Generally, these inequities were created because of the large number of 

immigrant students enrolled in the RVSD who spoke Spanish as their primary language. 
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The participants believed that policy and practice needed to be examined and designed at 

the local level, both district wide and individually at each school site. 

At the state level, the positions regarding the education of ELL students made 

public in the mainstream media did not discuss the systemic inequities faced by schools, 

teachers, students, and parents in school districts that served large populations of ELL 

students and immigrants. There was some discussion and debate about the testing 

processes being flawed, and some protest from groups opposed to English-only policies 

about the way the state funded ELL programs and how they trained teachers to work with 

ELL students. These discussions were so few that there was not enough information to 

create a discussion from the document analysis regarding the perceived inequities. 

At the local level in Rio Verde, the participants spent a great deal of their 

interview time discussing the challenges that state and federal policies and practices 

create when applied in a context like Rio Verde. Nadia Sanchez (teacher) questioned the 

lack of consideration given to the district's high numbers of ELL students when local, 

state, and national policies are developed and enacted: 

We don't think that there has been much mentioned or discussion about the 
fact that we have one of the highest, if not the highest ELL population in our 
schools than any other place in the state, maybe the U.S. Local, state and 
national policy makers are thinking about the mainstream maj ority when they 
develop policies. They are not thinking about the context of Rio Verde when 
they mandate how we teach and how we assess student progress. 
Interestingly enough, I don't think it has been addressed enough even locally, 
and we know our population. 
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When policies were designed, a particular context or student population was 

implied or assumed to be the "norm" or "mainstream." There were several examples of 

how difficult it was to implement abstract educational polices in the schools in Rio 

Verde. Rio Verde had a different context and student population from the assumed 

standard that was applied broadly when creating educational policies. 

The educational issues in Rio Verde differed from those of the mainstream 

metropolitan areas of the state. The educational issues in Rio Verde varied greatly 

because of the demographics of the community's population. The participants gave 

several good examples of policy mismatches between the state policy and the classroom 

practice in the Rio Verde school district. The examples bordered on humorous, and 

certainly were synonymous with the absence of common sense. 

Similar to what was taking place in Rio Verde, Suarez-Orozco and Suarez-Orozco 

(2001), found that educational polices intended to improve conditions for ELL students 

in schools often have the opposite effect. "Through ethnography, we have learned that 

abstract educational policies are often not implemented in classrooms in ways that help 

immigrant students. And what takes place in the classroom has an immediate effect on 

the child's experiences, behaviors, and developing attitudes" (p. 145). 

Summary 

This chapter discusses the similarities and the differences between the state level 

positions and the local perspectives in regard to the education of ELL students. Common 

themes to both the state level discussions and the local discussions were: 1) recognition 
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of the different perceptions regarding bilingualism and binationalism; 2) the need for ELL 

students to acquire English, to achieve the "American Dream"; 3) civil rights and equal 

opportunity for ELL students; 4) stories of compliance and resistance with Proposition 

203; and 5) the controversy over using test scores for measuring the yearly growth and the 

proficiency level of ELL students. 

Issues that were more predominant at the local level in the interviews, and almost 

absent from the state level discussions were: l)the lack of debate or resistance regarding 

the elimination of bilingual education at the local level while at the state level there was 

great debate and controversy over the elimination of bilingual education 2) the RVSD 

perspectives enunciated the local history and social issues that impacted the unique 

context of Rio Verde while the state positions had little to say about the unique 

population in Rio Verde, immigration, bilingualism and binationalism and their impact 

on the education of ELL students, 3) the role of the teacher was addressed in depth at the 

local level, but not at the state level; and 4) systemic inequities were discussed at length at 

the local level while not much discussion of inequities was evident at the state level in 

the mainstream media. 

This compare and contrast between the state positions that were obvious in the 

media with the perceptions of the local stakeholders revealed through the interviews 

served as a strong foundation for the significant findings and implications of this study. 

The significant findings and implications for this study are described in chapter 7. 
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CHAPTER 7 

SIGNIFICANT FINDINGS AND IMPLICATIONS: 
A MOVE TOWARD BETTER POLICIES, PHILOSOPHIES, PROGRAMS, AND 

PRACTICES FOR ELL STUDENTS 

The purpose of this study was to identify the state level positions in regard to ELL 

education in the state of Arizona between 2000 and 2004 and to collect the perspectives 

of local stakeholders regarding the education of ELL students in the Rio Verde School 

District. I also wanted to compare and contrast the state-wide positions to the local 

perspectives of the study participants regarding the education of ELL students. 

The purpose of this qualitative study was to record and delineate the various 

positions of the parties involved in determining the political and practical classroom 

characteristics. Several participants thought that these positions, perspectives, policies, 

and consequent practices supported or hindered ELL students in the process of language 

acquisition. I outlined the political and legal discussions of politicians, elected officials, 

their policies, special interest groups, and the courts. This research also examined the 

opinions of selected teachers, parents, former students, and administrators of the Rio 

Verde School District (pseudonym). I described the positions these individuals and 

groups were taking in regard to the education of ELL in Arizona over a four to five year 

period when there was frequent and on-going debate and discussion about the best ways 

to teach ELL students. 
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The statewide positions and the perspectives of the RVSD participants were 

compared and contrasted with each other. The data was interwoven with a review of the 

related literature that describes characteristics of effective ELL classrooms. I also 

examined the research on the socio-political context in which ELL classrooms exist and 

how this socio-political context was related to the instruction of language minority 

students. 

The questions for this study were rooted in my teaching experiences in Rio Verde 

as a new teacher in 1990 and 1995, my graduate studies in the Department of Language, 

Reading and Culture at the University of Arizona, and my personal interest in politics and 

policies that impact educational practice. These experiences, coupled with a review of 

the professional literature regarding the education of ELL students, spiked my interest in 

the issues of ELL education in the community of Rio Verde. 

I reviewed the professional literature that provided a framework for the teaching 

and learning with ELL student populations. The literature review was focused on two 

parts. The first part delineated 6 components of effective teaching practices for ELL 

students. The second section of the literature review defined the socio-political factors 

that impact the education of ELL students. The components of effective ELL teaching 

and the socio-political factors were the two of the major issues that impacted the 

education of ELL students. They were also evident in the document review, the 

questiormaires, the interviews, and the group discussion. The professional literature 
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referenced the knowledge about ELL classroom practices or methods and knowledge 

about the socio-political impact on ELL education. 

This study is a qualitative study that examines the social, cultural, and political 

aspects of ELL education. Its focus is on a rural border community in the Southwestern 

United States, hi order to insure the confidentiality of the research participants, UA 

Human Subject's approval was gained and maintained through the duration of the study. 

The data was systematically collected, organized and arranged into themes. The data for 

this research project was document analysis, interviews, questionnaires, and a group 

discussion. 

The majority of the data in this study was collected from three major sources. The 

information on the statewide positions regarding ELL education was obtained from a 

document review and analysis of a variety of sources from the mainstream media. It 

included newspaper articles, special interest groups websites, television news' video 

clips, and video tapes of candidate forums for the fall 2002 elections. The perspectives of 

the stakeholders in Rio Verde were collected through questionnaires, interviews, and a 

group discussion. These two distinct data collection processes provided a broad picture 

of the state level positions and, also, a local or "inside" view of the perspectives held by 

the stakeholders in the education of ELL students in Rio Verde. 

Through the document review and analysis, I defined two distinct positions in 

regard to the education of ELL students at the state level. There were groups in favor of 

English-only policies and practices, and groups against English-only policies and 
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practices. The platforms they used to support their positions were also defined and 

discussed. The questionnaires, interviews, and group discussion provided insights into 

the complex and overlapping issues that impacted the education of ELL students in Rio 

Verde. These issues included beliefs about bilingualism and binationalism, 

immigration's impact on Rio Verde and the local history and culture of the RVSD. 

Together, these three issues cause a system of inequity, leaving the classroom teacher to 

serve a the mediator of those factors in the classroom philosophy and practice. 

The data revealed complex and interwoven issues that impacted the education of 

ELL students. The research process was used to define the issues impacting the 

education of ELL students. The research was a method of explaining the complex nature 

of the educational context in Rio Verde and describing the unique ELL population that it 

serves. Through the research process of this study, the findings were used to develop 

implications for policies and practices. The recommendations for policies and practices 

may serve as a guide for ELL students learning English along the U.S./ Mexico border. 

In the final chapter of this dissertation, I summarize the findings of this study and 

suggest implications for ELL students and their parents, teachers and administrators who 

serve ELL students, and educational policy makers. Most of the findings and 

implications are applicable to the educational decisions regarding ELL education at the 

local level in Rio Verde. It will be particularly useful in contexts where similar 

conditions exist that impact the teaching and learning of a second language. 
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This study provides a slice of the history and some of the participants' 

perspectives regarding ELL education the Rio Verde schools during a given period of 

time. The unique perspective it provides about the Rio Verde School District, its 

Hispanic ELL population, and education on the borderlands may be useful to other 

communities that face similar challenges with a large immigrant population in a border 

context. State and national policy makers may be informed of what their constituents in 

one border community have to say about the education of ELL students in their 

community's schools. 

The following sections describe the significant findings and suggest the 

implications for ELL policy and practice. The first section summarizes the findings from 

the review of the state level positions that were obtained ftom a review of public 

docimients including internet sources, newspaper articles, and videotapes. The second 

section summarizes the findings from the interviews of the stakeholders from the Rio 

Verde School District. The interviews revealed the stakeholder's unique perspectives on 

the education of ELL students. The third section summarizes the findings from the 

comparison between the statewide positions and the local perceptions. 

The findings for each of the 3 questions of this study are followed by 5 

implications. The implications were deduced from the findings, a review of the 

professional literature, and my personal experiences. Followed the implications and 

recommendations for ELL policy and practice for each of the intended audiences is a 
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summary of the implications. Questions for further exploration and a summary of the 

study end the chapter. 

A Review of the Findings of the Research 

In this section, I review the findings for each question of this research study. This 

review includes the positions of politicians, policy makers and the public at the state 

level. It also examines the perspectives of former students, teachers, administrators, and 

parents regarding the education of ELL students in Rio Verde. The state level positions 

are compared and contrasted with the local perspectives of the stakeholders. 

Significant Findings From the Analysis of the State Level Positions in the 
Mainstream Media 2000-2004: Question #1 

What were the positions of politicians, elected officials, their policies, special interest 

groups, and the courts in resard to the education of ELL students in Arizona between 

January 2000 and September 2004? 

In this section, I summarize the key findings from question #1. The analyzed 

data fi-om question one served as the foundation for the findings of this study. The 

document review of the state politics and policies for the education of ELL students 

between 2000 and 2004 revealed two distinct positions in regard to the education of ELL 

students. There were many political and public events and discussions regarding 

language acquisition policy and practice during the years 2000-2004. Proposition 203, 

the ballot initiative that restricted the use of the native or home language student for 
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instructional purposes, and, technically eliminated bilingual education, caused much 

debate. 

The two distinct positions were those in favor of English-only policies and 

practices and those against English-only policies and practices. Those in favor of English-

only policies and practices argued that English-only policies and practices supported 

Americanism and Nationalism, that research in the field of language acquisition 

supported their argument, and that bilingualism and/or using Spanish was a detriment to 

acquiring English. Those who were against English-only policies and practices also 

argued their position using the foundations of Americanism and Nationalism, that 

bilingual education was research-based, and that bilingualism and/or using Spanish was 

an asset. The ideologies supporting the two distinct stances are listed in Table 4.2. 

Americanism and Nationalism was described by the proponents of English-only. 

Their description included the association of speaking English with being a "good" 

American citizen. They also addressed issues of enforcement and compliance with the 

law in order to achieve equal civil rights and parental choice in education. Supporters of 

English-only policies and practices said that English-only is research based. Their 

research includes tests scores and the drop-out rate as data to support the notion that 

English-only will help the immigrant. The proponents of English-only seemed to view 

bilingualism and bilingual education as a problem or deficit. 

The other position held at the state level was against English-only policies and 

practices that were in accordance with Proposition 203. The platforms against the 
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English-only position encompassed the same philosophical platforms as those in favor of 

English-only. They used Americanism and Nationalism to support their position. They 

thought that the state should be concerned about the ELL students and their right to 

receive an equal education under the law. They though that SEI methods did not provide 

ELL students to an equal education. They thought that the enforcement and compliance 

focus of the ADE should focus on the ELL students' rights to receive some instruction in 

their first language. Opponents of English-only argued that bilingual policies and 

practices were research based, challenged the use of test scores as research, and cited the 

drop-out rate as data in support of bilingual education. They cited research that was in 

favor of using bilingual education or Spanish as a resource in teaching English. Those in 

opposition to English-only though that bilingualism and bilingual education was a 

resource or asset to help ELL students leam English. 

Proponents of bilingual education, or those who simply supported using Spanish 

to explain concepts and ideas in the classroom or to augment the curriculum and ways of 

understanding, argued that using Spanish in the classroom provided ELL students with a 

better chance at equal access to the curriculum. They believed that the restrictive policies 

and practices required by Proposition 203 were a violation of the civil rights of Spanish-

speaking citizens in America, and did not allow language minorities access to an equal 

opportunity to succeed in school. They believed that exposure to two languages enhanced 

all learners' experiences in school. 
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Significant Findings from the Local Stakeholders' Perceptions About the Education 
of ELL Students: Question #2 

What were the perspectives of former students, teachers, parents and administrators in 

regard to the education of ELL in the Rio Verde School District? 

The former students, teachers, parents and administrators who participated in the 

questionnaires, interviews, and group discussion talked about the education of ELL 

students in the Rio Verde School District. Through systematic organization and analysis 

of the questioimaires, interviews, and group discussion, I defined five key components 

that impacted the education of ELL students in the RVSD. 

These five components were: 1) bilingualism and binationalism, 2) immigration, 

3) local perspectives on language acquisition policies and practices, 4) systemic inequity, 

and, 5) the role of the classroom teacher. Figure 5.1 represents these factors in an 

organizational chart to show their influence on the education of ELL students in the Rio 

Verde schools. 

Bilingualism and Binationalism 

According to the participants and my personal experiences, bilingualism was a 

phenomenon that was an integral part of the Rio Verde community. People who resided 

in the community were able to function for most purposes in either Spanish or English, 

although Spanish tended to be more prevalent in the community. Most importantly, the 

participants felt that Mfilling the purpose of communication was more significant than 

what language was used to communicate. 
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Many people in Rio Verde live binationally. The residents of Rio Verde often 

work, socialize, attend school, and participate in business transactions on both sides of 

the "line" (border). They speak English and Spanish and in various settings throughout 

their days. The participants described their bilingual/binational lives in the Rio Verde 

community. Citizens of Rio Verde frequently had dual citizenship, both Mexican and 

United States, and could identify with the cultures of both the Mexican and American 

people. Binationalism and transnationalism (Suarez-Orozco and Suarez-Orozco, 2001) 

existed in Rio Verde because of its location on the border. 

There was a dichotomy in the beliefs about bilingualism and binationalism in Rio 

Verde. The majority of the population residing in Rio Verde was bilingual and 

binational. The participants stressed the necessity of their bilingualism in order to 

function in the community. Despite the evident necessity for the daily use of Spanish, it 

appeared as though the dominant ideologies that English was superior to Spanish and that 

you needed to speak English to be American and to be successful in higher education and 

the work force were as prevalent in Rio Verde as they were within the mainstream 

majority of the state and the U.S. 

On the border (at least the U.S. side in Rio Verde), opposing beliefs about the 

value and prestige of Spanish still existed. And although Spanish was more prevalent in 

Rio Verde for all uses in the community with the exception of school, the dichotomy of 

beliefs about bilingualism was prevalent. This dichotomy in the belief about bilingualism 

were noted in the professional literature, at the state level, and in the interviews. 
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English proficiency may never become the norm in Rio Verde. Spanish dominant 

and bilingualism was and is the existing context in Rio Verde due to its unique 

population. Some participants suggested that there may be a language shift from English 

dominant to Spanish dominant that had taken place during the years between 1985 and 

2004. Some participants also suggested that Spanish may become more dominant in the 

state during the years 2005-2025 as the Hispanic population continues to grow rapidly. 

Immigration's Impact on Rio Verde 

At the time of this study, immigration was at an all-time high in the border patrol 

section that encompassed Rio Verde. Rio Verde was one of the most active ports for 

legal and illegal immigration from Mexico into the United States. The level of activity by 

the U.S. Border Patrol had also grown well beyond its capacity of past years. Vehicles, 

equipment, hundreds of new agents, horses, dogs, and facilities covered the landscape of 

the area. Thousands of illegal immigrants died in the desert. 

hnmigration was emphasized as a major issue that impacted the education of 

students in the Rio Verde School District by the participants. Specifically, the participants 

talked about the following categories unique to the local context of immigration in Rio 

Verde: 1) descriptions of the nature of immigration in Rio Verde, 2) the politics 

surrounding immigration policy and language policy, and, 3) the typical immigrant's 

regard for and appreciation of the educational system. 

The educational levels of Mexican immigrants and their experiences with, and 

attitudes about, education were noted by the participants as factors that impact how the 



335 

immigrants approach schooHng when they entered the United States. Social factors 

typical of the new immigrant in Rio Verde constrained how they interacted with the 

school. These factors include lack of previous experience with schools and bureaucratic 

structures, lack of information about educational rights, and the financial stress they often 

experience after their arrival in the U.S. 

According to some participants, the immigrant faces numerous challenges when 

their children enroll in school in the U.S. Parents work two or three jobs and it is simply 

impossible to attend school activities in the middle of the day as teachers often expect. 

Lack of English skills among many immigrant parents sometimes causes them to refrain 

from going to the school to speak to the teacher or attend PTO meetings. Immigrant 

parents with little formal schooling may feel self-conscious and socially uncomfortable 

when interacting with authority figures in schools. Also, undocumented immigrant 

parents have to overcome other barriers like the ever-present fear of being caught by the 

INS and being deported. This fear is sometimes generalized to all authorities, including 

school persoimel. 

The Local History and Perspectives on ELL Education in Rio Verde 

The unique history of language policies and practices in the Rio Verde School 

District contributed to the attitudes and beliefs held by the community at large; including 

parents, teachers, administrators, and former students of the schools. The history of the 

policies and practices of language acquisition was apparent in the ELL policy and 

practices at the time of this study in the RVSD. 
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In the interviews, the participants' described their perspectives of: 1) the impact of 

English Only legislation, including Proposition 203, 2)the Office of Civil Rights and 

other federal intervention in the Rio Verde School District's programs for ELL, and 3) the 

bilingual program. These sections explained why an ESL model was chosen, and had 

been continued to be supported in the district and the community through the time of this 

study. 

Some of the most significant findings about the implementation of language 

policies in Rio Verde were revealed in the interviews. Proposition 203 was being 

implemented in some schools in Rio Verde by requiring only English in all contexts at 

school (cafeteria, extra-curricular activities, playground). Because the language policy 

was designed without consideration of the vinique Rio Verde context, participants state 

that the dominant language of the community was eliminated from the schools, and 

students and teachers were placed at a disadvantage for teaching and learning. 

When language is seen as problematic through language policy, the 

implementation of that policy in classrooms becomes discriminatory by separating 

students not only from academic content, but from their culture and sense of pride in that 

culture and in themselves. By baiming the use of Spanish in schools, it sends the message 

to students that they, their language and culture, are some how subordinate to the 

dominant English language and culture. The participants felt like this was taking place 

because of the heightened enforcement of English-only poUcies in classrooms that were 

also extending into other parts of school life outside of the classroom. 
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Many participants thought that Proposition 203 with its heightened focus on 

EngUsh-only instruction and communication in the classroom and at school functions was 

like revisiting or reliving the discrimination that students faced in the RVSD thirty or 

forty years prior to this study between the 1940' and the early 1970's. The participants 

thought that English-only policies and practices were a way of discriminating and keeping 

non-English speaking students separate from the curriculum, and therefore, success in 

standardized testing and higher education and the work world. And although the majority 

of the participants thought that English-only policy and practice was discriminatory on 

multiple levels, the practice was once again becoming widely accepted and practiced 

during 2001-2004 as a result of Proposition 203. 

The Office of Civil Rights came to Rio Verde in the 1970's to review complaints 

that the district was not doing an adequate job in serving its high Hispanic population 

who spoke Spanish as their first language and English as their second language. Federal 

government intervention in the RVSD practices and policies regarding the education of 

ELL students impacted the programs the district had to serve its high numbers of ELL 

students. The programs that evolved out of the OCR compliance order, continued to 

impact the way the district and community chose to educate the students in its schools at 

the time of this study. 

The participants' views on the federal government's intervention in the education 

of ELL in the RVSD varied greatly. Some of the participants felt that governmental 

intervention in their programs was necessary to improve conditions for ELL while others 
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felt that the interventions hindered the educational process and that they were political in 

nature. They all agreed that the OCR interventions during the mid 1970's impacted 

language policy and practice in the schools up until and through the time of this study, 

conducted almost 30 years after the OCR's intervention. 

The district's bilingual program that existed between 1976 and 1984 was 

developed partially out of the options OCR offered the district in order to better serve Rio 

Verde's ESL population. By all accounts, the bilingual program was not successful for 

many reasons and was eliminated due to lack of community support. There were 

allegations that the program exploited the ESL students and that only the teachers, 

administrators and those who oversaw the grant money that supported the programs 

benefitted from its existence. There was also strong evidence that many of the policies, 

programs, and practices for ELL students that were designed for different contexts with 

different student populations. Many of these policies, programs and practices have not 

proven effective in the past for this reason. 

The common strand of knowledge in this section that 1 found most significant to 

this study was the common ideology that English was superior to Spanish for educational 

purposes, and that most in Rio Verde agreed that Spanish should be left out of schooling 

in Rio Verde, generally speaking. Although their reasoning for this belief varied greatly 

as described in their accounts about language policy and practice in the RVSD, the 

consensus with few exceptions thought that English as the mode of instruction was most 

feasible. 
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Systemic Inequity 

Systemic inequities exist within the educational system, resulting partially from 

the impact that the beUefs about bilingualism and binationalism, the impact of 

immigration on the local educational system, and the local perspectives of language 

acquisition policy and practice of the past in the RVSD, and the large numbers of ELL the 

RVSD served. The inequities stemmed from a mismatch between the local student 

population and the state and federal educational policies. According to some participants, 

this mismatch between policy and the local context impacted the student population of 

the Rio Verde School District in a negative way. 

The inequities that the participants described resulted in part from issues 

associated with a large population of immigrants and ELL. The issues were: l)access to 

the curriculum, success in standardized testing, and the ability to participate in higher 

education, 2) inequities between local schools, and, 3) school funding and school 

resources. Generally, these inequities were created because of the large number of 

immigrant students enrolled in the RVSD who spoke Spanish as their primary language. 

The participants believed that policy and practice needed to be examined and designed at 

the local level, both district wide and individually at each school site. 

Some participants were concerned about the mismatch between policy and the 

local context. They gave examples of some of the mismatches, and why the policies were 

not appropriate when put into classroom practice with the local student population. The 

participants' interviews and questionnaires showed consensus that state, federal, and even 
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local school system policies and practices created a setting that was designed for the 

English speaker. Many policies developed outside of immigrant communities only 

recognize the mainstream Anglo child and the experiences and needs of immigrant 

children are left behind (Suarez Orozco and Suarez-Orozco, 2001). 

This holds true as well for the Rio Verde School District where about 93% of the 

students speak Spanish as their first language, and a large percentage are first or second 

generation immigrants fi:om Mexico. Given the ethnic, linguistic, and cultural 

background of the students and families in the Rio Verde area, an educational system 

designed for the middle class, mainstream, English speaking student is certainly not a 

"insignificant oversighf (Suarez-Orozco & Suarez-Orozco, 2001). Generally speaking, 

the participants were concerned that the language and culture of the community seemed 

to be absent from the schools' policies and practices. 

With these systemic inequities in place, participants felt that the ELL students had 

limited access to the content and concepts of the curriculum and were less successful on 

standardized tests when compared to the "norm" of English speaking students who took 

the tests. Thus, limited access to the curriculum and the resulting low scores on tests 

created a disadvantage for the ELL student to enter, and to be successful in higher 

education settings. 

Other concerns in the findings surrounded the inequities between the local 

elementary schools. The issue was with the percentage of ELL students at the different 

elementary schools, test scores, and the community perception of the different elementary 
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schools in town. At 2 schools the ELL students made up 97% of the student body. At 

one elementary school ELL students made up 78% of the student body. The standardized 

test scores at the schools with the higher percentage of ELL students were lower than the 

school with 78% ELL students. Along with this disparity in test scores came the 

community perception that the students, teachers and the school with 78% ELL students 

were 'better'. 

School funding and school resovirces were also something that many of the 

participants talked about. They felt that Rio Verde received less money to fund their 

programs even though they had extremely high numbers of ELL in their district, and that 

the property tax base in their city (which was partially used to fimd the local public 

schools) was too low to generate adequate fimds for their schools. The issue of 

inadequate funding complicated teaching and learning conditions for ELL immigrant 

students. 

The Role of the Classroom Teacher 

The role of classroom teacher was seen as the most important in the model 

because, ultimately, the classroom teacher serves as the "filter" or affective mediator of 

the first four themes in the classroom. The participants thought that the teacher decides 

on the approach to teaching and learning English based on his/her own personal 

perspectives about themes 1-4. The participants said that the factors that contribute to 

systemic ineqmties were created by a mismatch between policy and practice. The factors 

that impact ELL students permeate through the classroom teacher and into the classroom 
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setting. Figure 5.1 illustrates how participants thought that the teacher mediates the soci-

political climate that permeates into the classroom philosophies and practices. 

The classroom teacher creates a classroom environment that either implements 

philosophies and practices that are conducive to successful language acquisition 

opportunities for the unique ELL student population, or whether the students struggle 

with gaining English proficiency due to philosophies and practices that contradict what 

research supports as effective ELL. The teacher has great influence over whether students 

become successful with using the English language or whether they will struggle with 

proficiency. 

All of the participants in this study emphasized the crucial role that the classroom 

teacher had in the development of the students' language skills. The participants' 

comments were mostly about the teacher's ability to build rapport with their students and 

to create a comfortable learning environment conducive to language acquisition, while 

simultaneously using effective ELL methodologies. The two vital components for 

effective ELL teaching and learning as described by the participants were: 1) the 

classroom teachers beliefs and philosophies in an affective environment in the classroom 

and school, and, 2) the methodologies most conducive to second language acquisition that 

emerged from the interviews. 

The classroom teacher's need to build classroom community by establishing an 

environment where mutually respectful, trusting and caring relationships exist between 

the students and the classroom teacher and among the students was emphasized. The 
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classroom teacher's beliefs or philosophies about teaching and learning impact student 

learning and are reflected in the classroom environment. 

The methodologies or classroom practices that the participants believed to be key 

in providing optimal language learning activities were also emphasized by the 

participants. Several specific methodologies or practices were named by several of the 

participants. The different methods mentioned as effective practice for ELL by the 

participants included: l)Using Spanish as a "Bridge to English; 2) Cooperative Learning; 

3)Leaming Language Through Content by Using the Four Modes of Language; and 4) 

Individualized Curriculum and Assessment. 

Significant methodologies or practices recommended in the professional literature 

were: 1) thematic instruction to teach language and content; 2) the importance of active, 

social learning; 3) student-teacher affect and classroom environment; 4) linguistic and 

cultural aspects of teaching and learning; 5) self-determination, reflection, and 

metacognition through experiential learning; and 6) the role of a competent teacher 

(Collier 1995b; Freeman and Freeman 1992, 1997, 2001, 2002; Galbadon, 2004; Garcia, 

1994; andNieto, 1996). 



344 

Significant Findings From the Comparison and Contrast Between the State Level 
Positions and the Local Level Perspectives: Question #3 

How do the state level positions compare to the local perspectives resardin? the 

education of ELL students? 

The third question in this study called for a comparison of the state politics and 

policies regarding the education of ELL students with the RVSD local perspectives on 

ELL education as perceived by former students, teachers, parents, and administrators. I 

compared and contrasted the state political positions with the perceptions of the RVSD 

stakeholders regarding the education of ELL students. 

In order to identify commonalities between the state positions and the local 

perspectives, I compared and contrasted the two major positions evident in the document 

review and the perspectives of the participants from the RVSD. The state positions were 

juxtaposed with the local perspectives using a list format and a Venn diagram. I refer to 

the similarities between the state and local as common causes. The differences are 

referred to as the divergent differences. 

Although separated by geographic distance as well as social, economic, and ethnic 

differences, there were some common causes were discussed at both the state and local 

levels. These similarities included the 1) recognition of the different perceptions 

regarding bilingualism and binationalism; 2) the need for ELL students to acquire 

English, to achieve the "American Dream"; 3) civil rights and equal opportunity for ELL 

students; 4) stories of compliance and resistance with Proposition 203; and 5) the 
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controversy over using test scores for measuring the yearly growth and the proficiency 

level of ELL students. 

Pronounced differences between the state positions and the local perspectives 

were obvious throughout the study. Some of the most evident differences were 1) not 

much debate or resistance regarding the elimination of bilingual education at the local 

level, at the state level there was great debate and controversy over the elimination of 

bilingual education; 2) the RVSD perspectives enunciated the local history and social 

issues that impact the unique context of Rio Verde, the state positions did not have much 

to say about the unique population in Rio Verde, immigration, bilingualism and 

binationalism and their impact on the education of ELL students; 3) the role of the teacher 

was addressed in depth at the local level, not much at the state level; and 4) systemic 

inequities were discussed at length at the local level, not much discussion was evident at 

the state level. The next section in this chapter discusses the implications of the findings 

for language acquisition policy and practice. 

Implications of This Study 

I divide this section of this chapter according to several overlaying impUcations. 

The implications apply to both broad audiences in the educational commxmity as well as 

the local educational community in Rio Verde. I decided to organize the implications in 

this way because the major issues that emerged from the findings seemed to be of 

relevance to several audiences in different contexts. These contexts are the local, state, 

and national educational community. The intended audiences at the local, state, and 
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national level for this study include: 1) politicians and policy-makers; 2) teachers and 

administrators; 3) teacher educators at the undergraduate and graduate levels and 

professionals who facilitate professional development activities for teachers and 

administrators; and, 4) parents and special interest groups. Ultimately, these audiences 

have the power to influence the educational experiences of ELL students in their 

classrooms or schools. 

The implications in this study are focused on five major issues. The issues that 

the implications discuss are 1) effective policies and practices for ELL students to leam 

English; 2) political involvement in educational policy-making; 3) the need for local 

control over the policy, philosophy, program(s); and practices for ELL students (site 

based decisions); 4) discussion, reflection, research, and action in the development of the 

policy, philosophy, programs, and practices; and 5) teacher preparation and on-going 

professional development of teachers and administrators who work with ELL students. 

Each of the implications are defined and discussed in relation to the findings, the 

professional literature, and my personal experiences. After the implication is defined in 

relation to the findings and the professional literature, I describe how the implications 

may be acted upon by each of the intended audiences. Each of the five sections follow 

this pattern and conclude with a transition into the next section. 
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Implication #1:ELL students need learning environments that employ methods 
supported by the professional literature on language acquisition. 

The necessity of learning English was evident across the data in this study and 

was emphasized in the professional literature. Also the policies and practices that were 

supported by the participants and by the opponents of English-only supported developing 

a strong literacy foundation in the child/students' first language. In order to achieve 

academic success in the K-12 system, students need to learn English quickly and gain 

proficiency rapidly in order to have access to the curriculum, test well on standardized 

tests, succeed in higher education, and ultimately to be employed in a good-paying job or 

profession. One particularly noticeable finding from the data was the increased pressvire 

to acquire English rapidly and proficiently. 

According to some study participants, the pressure to acquire English had become 

ever more important during the years 2000-2005. It seemed that the maximum level of 

pressure for the immigrant to speak English and to Americanize was along the border. I 

believed that this was due to the high volume of immigration in the Rio Verde 

community and the additional stress immigrant people were facing due the increased level 

of immigration enforcement on the border. The Spanish language seemed to become 

more valuable to the immigrant, as well as society at large, as the immigrant moved 

northward to the metropolitan areas. 

During this time period, passing scores on high-stakes tests were mandated for all 

students in order to graduate from high school with a diploma recognized by the state of 
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Arizona. Thus, the tests were deciding who earned a state approved high school diploma, 

who went on to higher education, and who did not. This testing policy, in addition to the 

English-only stance of Proposition 203, hindered ELL students at a much higher rate than 

their English-speaking peers. 

The findings to support this implication were woven throughout the three 

questions of this study. The demand for English proficiency was discussed at the state 

level and at the local level in Rio Verde. Many participants in Rio Verde talked about the 

importance that the English language has in education and politics. In order for active 

participation in English dominant social institutions and functions, a strong command of 

English is necessary. 

At the state level, politicians, policy makers, educators, parents and special 

interest groups called for educational settings that prepare students for higher education 

and the work force. English proficiency was a center piece of the discussions. 

Nationally, there was also a huge movement to promote English literacy and proficiency 

to maintain a democratic society and a strong economy. Joaquin (administrator) said 

that English was the language of higher education, and therefore, students need to gain 

English proficiency to be successful in that setting. 

In the professional literature, there is evidence of the high demand for English 

proficiency. Higher education, business, finance, and politics demanded an English 

speaking population, and, therefore, in order to be 'successful' in any of these domains, 

the mastery of English is essential. This necessity to be English proficient is discussed in 
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the professional literature by Chavez (1991), Crawford (1996), Cummins (1994), 

Martinez (2001), Olsen (1997), and Spring (1997). The demand for English was also 

evident in the document review of the state level positions regarding ELL education. 

Therefore, it is critical that policies, philosophies, programs and practices that 

promote the proficient acquisition of English for both social and academic purposes are 

available for ELL students. The modes of instruction should also help to maintain and 

strengthen the home language of ELL populations. This study showed that a model that 

meets the demand for rapid and proficient language acquisition, is supported by research, 

and can be implemented effectively in a specific context to best meet the educational 

needs of the student population in is necessary for the academic success of the ELL 

student. This applies not only to the local context of Rio Verde, but to all other contexts 

that serve large populations of ELL students. It is even more specific to locations that are 

located on the U.S. Mexico border and serve a large ELL population. 

Politicians and policy-makers need seem to be highly conscious of the demand for 

English proficiency in order to achieve the 'American dream'. This implication suggests 

that politicians and policy-makers need to go beyond the basic belief that English 

proficiency is necessary and examine the best ways to achieve English proficiency. Since 

the majority of politicians and policy-makers have a constituency that they are 

representing, they need to gather, research, and consider the knowledge about the best 

policies, philosophies, programs, and practices for acquiring English. Along with a 

study of ELL issues and methodology needs to come the understanding of how the 
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application of those methods of acquiring English will happen in a particular context with 

a particular population. 

Collectively, teachers, administrators, and educational researchers recognize the 

demand for students in their schools to leam English. They realize that knowledge of 

English is key to success in school since language is the mode through which the content 

or curriculum is obtained. Teachers and administrators also realize that in times of high 

stakes testing, the more rapidly students master English, the more able they will be to 

reach passing scores on the tests. Ultimately, students need to be English proficient to 

pass the tests required for high school graduation and to go on to higher education. 

Teachers and administrators should focus their efforts on gathering, researching, and 

considering the existing knowledge about the best policies, philosophies, programs, and 

practices for acquiring English and how to implement them in their schools given their 

unique populations. 

Teacher preparation programs, graduate programs in education, and providers of 

on-going professional development for teachers and administrators need focus on 

assisting teacher candidates, teachers, and administrators to be aware of ELL students and 

their educational needs. These programs need to develop ways to assist teachers and 

administrators in gathering, researching, and considering the existing knowledge about 

the best policies, philosophies, programs, and practices for acquiring English and how to 

implement them in their schools given their unique populations. They also need to 

provide effect models for formative and summative program evaluation. 
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Parents and special interest groups are aware of the high threshold of the demand 

to leam English rapidly and proficiently. There have been challenges by parents and 

special interest groups regarding the methods required by the state to teach students 

English. At the local level there was not much parental or special interest group 

involvement in the decisions about the best policies, philosophies, programs, and 

practices for acquiring English. Many parents, students, educators and researchers 

believe that a program designed to teach English and maintain the first or home language 

would benefit students. 

Increased parental involvement and continued or new action by special interest 

groups could help change the ways the state regulates ELL education. Rene Galindo 

studies parental involvement in ELL education in the state of Colorado and how it 

impacts the education of ELL students. Galindo's (1997, 2002) research may provide a 

good foundation for what forms of parental involvement have been usefiil in Colorado. 

In order to develop the sound educational policies, philosophies, programs and 

practices to best suit the needs of a given ELL population in a designated school district, 

the data suggests that politicians and politics should collaborate with educational 

researchers, teachers, administrators, parents and students in the process of educational 

policy making. For the purposes of this study, the politicians and their politics should be 

barred from mandating language policies and practices that require all schools in the state 

to employ the same policies, philosophies, programs and practices for ELL students. 

These policies are often developed without regard for the percentage of the ELL 
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population, and also the size of the population of ELL students in relationship to the state 

average or norm. The next implication explores this need for a 'collaboration between 

state and school'. 

Implication #2: Politicians and politics should collaborate with educators, 
researchers, students and parents in educational policy- making. 

The participants from the Rio Verde School District, some special interest groups, 

and activists at the state level suggested that language policies should be made in 

collaboration with educators, researchers, students and parents who are knowledgeable 

about the practice of ELL education. The socio-political climate strongly influences 

ELL students in their schools. 

Often the politicians who make language policies at the state level are not aware 

of the local demographics, culture, and history of certain parts of the state. They also have 

political motivations. This is what Spring (2002) refers to as an 'educational politician'. 

Because elections are won or lost based on the candidates' platforms or how they present 

the platforms, the political decision-making process about educational policies is skewed 

because of politicians' desire to gain a particular political position. Therefore, if 

educators, researchers, parents and students would inform elected officials of their 

perspectives on ELL policy, informed and improved policies may be made. 

The judgement process, when politics are involved, complicates policy making 

and the policy's consequent implementation. Also, because of a lack of awareness on the 

part of politicians who act as language policy-makers, the policies that they develop and 



353 

require to be implemented in schools are often not an appropriate match for the local 

setting. In the case of Rio Verde, the state level policies often did not even make good 

sense when implemented in the classrooms. Some of them bordered on humorous. 

It is essential that policy makers allow for local input and control regarding 

educational policies, philosophies, programs, and practices. The data implied that the 

implementation of Proposition 203 which eliminated bilingual education and established 

English-only policies and practices in schools and an Sheltered English Immersion model 

for one year, could not be implemented in all schools across the state according to how it 

was designed. This suggests that politicians should work in partnership with educators, 

researchers, parents and students to develop policies that serve ELL students. 

Many participants, and some of the groups at the state level thought that 

Proposition 203 was doing exactly the opposite of what it was planned to do—assist the 

ELL student to acquire English rapidly and proficiently. A good example of a mismatch 

between policy and practice was discussed by Nadia on page 245 in Chapter 5. The data 

suggests that the design of language policy is actually hindered by uninformed decision -

making in the development and implementation of policies, philosophies, programs, and 

practices for ELL students. Specifically, it was generally thought that policies designed 

with a mainstream or "average" population in mind, like the law created as a result of the 

voting population approving Proposition 203. The law enacted as a result of Proposition 

203 created many problems when implemented with a different population from what it 

was designed. The implementation of the policies at a local level were practically 
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impossible. At best, Proposition 203 and its subsequent law, became an impediment to 

ELL teaching and learning. 

The message in this implication for politicians and policy-makers is to partner, or 

rely on the advice of educators, researchers, parents and students when designing 

educational policies. Politicians could also focus their energies on obtaining adequate 

funding and providing clean, safe and similar school settings for all students, particularly 

ELL students. Even though the demand for students to gain English proficiency is at an 

all time high and there is a large and growing populations of ELL students in the Rio 

Verde as well as the states' and nation's schools; politicians should confer with educators, 

researchers, parents and students when making the decisions about the policies, 

philosophies, programs and practices used for ELL students. 

Teachers and administrators need to join forces to inform their political 

representatives that they want to be trusted to work with parents to develop the policies, 

philosophies, programs, and practices used for ELL students. Through unions, 

professional organizations, and individual and collective efforts, teachers and 

administrators can rally for responsible, informed, and ethical educational policy-making. 

They need to insist on a collaborative approach with politicians in regard to making 

language policy for schools. Parents and special interest groups could join the movement 

for reduced, reformed, and informed educational policy-making by politicians. 

Teacher educators need to ensure that the teacher candidates in their programs are 

made aware of the political impact on the education of ELL students. They need to study 
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the current policies and practices required for ELL students and leam to inquire about the 

policies and practices critically. This can be done by following discussion, reflection, and 

research on ELL education and by examining their own beliefs about language. Teacher 

candidates need to be prepared for school systems that may employ policies and practices 

that contradict what they have been taught to be effective ELL policy and practice. They 

need to know how to apply an effective model for educating ELL students in a restrictive 

and inequitable system. 

The data suggested that it is pertinent that society work in collaboration with 

politicians and policy makers in managing their duty of developing school policies and 

practices. In partnership with politicians, the educational commxmity should place caring, 

competent, and well qualified teachers and administrators are assisting politicians to 

develop policies, philosophies, programs and practices for ELL students. The educators 

would collaborate with parents, special interest groups and researchers to develop a 

model that is best suited for the local student body and the community. This change in 

the way that policies, philosophies, programs and practices for ELL students are 

developed and implemented may change ELL education for the better (Collier, 1995b; 

Galindo, 2002; and Garcia, 1994; Garcia, 2002). 
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Implication #3; Develop a state and local system that considers and values the local 
context and its history. 

As mentioned briefly in the previous sections, the participants' accounts of failed 

policies and practices of the past provided evidence that many of the policies, programs, 

and practices for ELL students were designed for different contexts with different student 

populations. In the past, and, in the case of Proposition 203, many policies, philosophies, 

programs and practices had not proven effective for this reason, among others. The data 

suggested in many ways, and in different parts of the findings, that the RVSD needs to 

develop a program specifically designed for its unique context and student population. 

There was debate, and some confusion as to whether a bilingual community like 

Rio Verde needed bilingual education in the schools, or whether speaking Spanish should 

be a function of home. It appeared from the interviews that clarification of the linguistic 

goals for the students in the RVSD needed to be determined by the community, 

enunciated by the school board, and implemented in the schools. The participants felt 

that it was pertinent to carefully consider the future 10-20 years and determine what the 

local and global economy will demand of the RVSD's students. The students will need to 

be successful in a multitude of work settings and interact with diverse colleagues. 

A local model can be achieved by forming a site-based decision-making 

committee to determine the curriculum, teaching methods, modes for assessment of 

student learning, and measures of teacher and school success based. The decisions of the 

site-based committee would base their decisions about curriculum, teaching methods. 
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modes for assessment of student learning, and measures of teacher and school success on 

the knowledge of the past and present language acquisition policies, philosophies, 

programs, and practices. They would also place great emphasis on the local history and 

culture of their community and the present demographics and nature of the population in 

the area. 

The professional literature suggests in places where there a high numbers of ELL 

students, that it is pertinent to use the first language as a way to learn English and keep 

students cormected to learning the curriculum. When first language instruction is not 

provided to ELL students, they are not allowed access to the curriculum. In Rio Verde 

this means that approximately 85% of the students are being denied access to the 

curriculum. Olsen (1997) asserts that, "when a student who speaks no English is given 

instruction in only English; is really being given no instruction at all" (p. 161). 

Through site-based educational committees either at the school or district level, 

collaborative and collective decisions about curriculum, teaching methods, assessment of 

learning, and teacher and school success need to be made. Central to this study was the 

participants' call for a thorough examination of precisely what the language curriculum 

and goals should be for the students enrolled in the RVSD. Noted in the 5 themes that 

emerged from the interviews with the stakeholders of the RVSD, knowledge about 

bilingualism and binationalism, the nature of immigration in the area, the local history 

and culture related to language acquisition polices and practices are major issues to 
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consider when designing a program to meet the needs of the student population in Rio 

Verde. Recommendations that emerged from the local data were: 

1. Develop a local system of ELL education around the knowledge that the 

majority of people in Rio Verde are bilingual and binational and that bilingualism 

and binationalism need to be acknowledged and valued as a important part of the 

community and therefore the school. The district needs to develop a common 

philosophy about bilingualism and speaking Spanish that places value on both. A 

sense or tone of prestige for a bilingual programs needs to be established and 

implemented. If a bilingual program is not possible, as the data suggests, then the 

value or prestige of using Spanish in the classroom needs to be established. 

Spanish needs to be accepted and validated as an asset to teaching and learning 

the curricular content and the English language. Teachers need to continue the 

development of the first language, Spanish in the case of Rio Verde (Collier 

1995b; Cummins, 1981; Freeman and Freeman, 2001 and 2002; Shor,1992). 

2. Immigration needs to be acknowledged as a factor that impacts the community 

and its schools. The curriculum, teaching methods, modes for assessment of 

student learning, and measures of teacher and school success need to recognize 

the impact of immigration in their design. A local system of ELL education needs 

to be developed around the knowledge that the majority of the students in the 

RVSD are first or second generation immigrants who have legal, temporary, or 
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illegal status. Immigrants need to be socialized to know their children's 

educational rights and to become politically active. 

In a broader sense, in other settings outside of Rio Verde, it is important to 

develop policies, philosophies, programs and practices that are tailored by local 

stakeholders in the educational system. The vinique qualities of that community would 

need consideration when developing the policies, philosophies, programs and practices 

that are best suited to their student body. 

For politicians and policy-makers this means that they should delegate the 

decisions about the policies, philosophies, programs and practices used for ELL students 

to educators and parents. Policies that require a site-based council or committee to 

develop models for educating should go through a discussion, reflection and research 

model. Politicians and policy-makers should support a site-based model. 

For teachers and administrators, this implication suggests that they work as a site-

based committee to develop and design policies, philosophies, programs and practices. 

Teachers and administrators could start the process by forming site-based committees and 

starting to examine their ELL model and determine what issues with the present model 

are causing tension or need to be fiirther developed or changed. The unique needs of their 

student population should be given full consideration when making language policy and 

practice reforms. 

Teacher educators, both in the public and private sectors, need to help prepare 

new teachers to work with ELL students as well as provide stimulating and research-
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based models for the development of language acquisition policies, philosophies, 

programs and practices. A model of discussion, reflection and research about language 

acquisition policies, philosophies, programs and practices needs to be employed in course 

work for the teacher candidate, so that they may observe the model in action. Active 

participation in a site-based decision making committee could be a valuable experience 

for teacher candidates. This field-based experience could introduce them to a concrete 

example of how site-based committees identity particular areas that need improvement, 

and how they work collectively to provide solutions. 

Parents and special interest groups could become active in making decisions about 

language policy, philosophy, programs and practice within the political realm by asking 

politicians to become informed by educational research, local teachers and administrators. 

These groups could work together to help adjust policy to match the needs of a particular 

community's student body. Parents and special interest groups could also support 

educational or informational meetings that are conducted in both Spanish and English in 

order to reach the non-English-speaking parents and inform them of their child's 

educational rights and processes of schooling in the United States. Parents and special 

interest groups may also want to lobby their state representatives to better fund 

professional development and program development models that draw upon the local 

educational communities assets in developing effective models for ELL students. 

The unique context of immigration in Rio Verde called for its own model to 

educate students. Common in the professional literature were models or case studies from 
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metropolitan areas that were not necessarily located on the border with a large Mexican 

immigrant population. These models did not fit the context of Rio Verde. Because the 

context of immigration is so unique in Rio Verde, there are not many other models to 

look to as examples of effective models for large populations of Mexican immigrants in 

the borderlands. I believe that Rio Verde needs its ovm model to educate its large 

immigrant population, or needs to develop one in conjunction with the 4 or 5 other border 

communities along the U.S. Mexico border that are not large cities. Until this consortium 

or networking is created, decisions about policy, philosophy, programs, and practices 

need to be determined by a site-based committee. 

Garcia (2001 ) provides guidelines for achieving this mission of site-based control 

of ELL programs. Five questions that help districts determine "usefiil strategies for 

schools that serve Hispanics" (p.236). The questions could help focus the curriculum, 

methodologies, and goals for language acquisition and proficiency district-wide or at the 

school or classroom level. 

• What is the school vision and mission? How are the issues of language culture 
and diversity addressed in these? How are these articulated with teachers, 
students, district and school administrators, policy bodies, and parents? 

• How is language, culture, and student diversity incorporated into the curriculum, 
instruction, and assessment practices? 

• What are the resources, experiences, and structures that contribute to the 
professional development of the school community? How are these related to 
student achievement? 

• How do power relationships in society and the educational and local communities 
get embedded in school? 
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• What are the prevailing norms and underlying beliefs that shape roles, 
expectations, and standards? How do these change as schools create and 
implement new policies and practices aimed at developing responsive learning 
communities? (Garcia 2001, p. 236). 

To evaluate programs that serve a large population of ELL Hispanics, Garcia 

(2001) suggests exploring the responses to the following questions about language policy 

and practice: 

• Which educational practices maximize benefits for Hispanic children and families 

with different characteristics under what types of circumstances? Why? 

• Are gains sustained for children and families after the educational experience? (p. 

237). 

This sequence of questions may serve as the foundation for discussions that will 

help guide the decision making process for the development of clearly defined 

curriculum, methods, and goals for the ELL programs in Rio Verde. As a part of the 

site-based decision making, the best model for ELL education based on a review of the 

professional literature and federal case law regarding the education of students learning 

English as their second language could help teachers define the foundations for an ELL 

program. 

This section addressed the need for teachers, administrators and parents to become 

the authors of policies, philosophies, programs and practices for ELL students. It 

provides a foimdation for how the goal of creating site-based programs can be achieved 

through decision-making committees. The committees would have representation of 
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teachers, administrators, parents, special interest groups and students. The next section 

addresses the need for discussion, reflection, and research as part of the decision making 

processes for ELL students and classrooms. 

Implication #4: There needs to be discussion, reflection, and research as part of the 
decision-making process for ELL students and classrooms. 

As discussed in the previous section, this study showed that there needs to be 

discussions about the education of ELL students at school sites among teachers, students, 

former students, parents and administrators. Language policies and practices should 

become one of the focal points for discussion, reflection, and research as part of the 

decision-making process for ELL students and classrooms (Shor, 1992). I refer to this 

process as a cycle of discussion, reflection and research. 

Nadia Sanchez (teacher) emphasized that at the local level in Rio Verde there was 

a lack of discussion, reflection, and research as part of the decision-making process for 

ELL students and classrooms. Mable Reilly (teacher) thought that it was necessary to use 

discussion, reflection, and research as a tool for developing language policies, 

philosophies, programs and practices for ELL students. Through the process of this 

research, it was evident to me that there was much dialogue and debate at the state level 

regarding the education of ELL students, but not much reflection and research on the 

policies, philosophies, programs, and practices for ELL students. 

At the local level, the only time that there was discussion, reflection and research 

about the education of ELL students was during the group discussion that was designed to 
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generate data for this study, and, at the school level between one or two colleagues. The 

only local discussions about this topic referenced in the study was what one principal told 

their teaching staff about "being careful how much and when they use Spanish with 

students". Beyond that, the issue of educating a large ELL population under the current 

state-mandated policies was not obvious in the RVSD. 

Freeman and Freeman (1998) place great emphasis on the importance of 

discussion, reflection and research in the development and on-going monitoring and 

improve of ELL classrooms. They pose questions to reflect upon to determine the basis 

of teaching. They provide questions to examine attitudes about teaching and learning. 

The questions could help to bring focus to the mission of the school and the value placed 

on the home language and culture of students through school language policies, 

philosophies, programs, and practices for ELL students. 

This implication sends the message to politicians and policy-makers that if they 

must be involved in educational policy-making, then they should focus their educational 

policy-making efforts on the process of effective development of teaching and learning 

environments and the methodologies used for ELL teaching and learning. The focus of 

language policies should be to develop and implement flexible guidelines to be used by 

educators and parents to develop the language policies, philosophies, programs and 

practices for ELL students in their local context. The guidelines would explain and 

provide a format for a discussion, reflection, and research model for inquiry about 



365 

language acquisition policy and practice. School districts would be charged with the 

responsibility to monitor its programs through the same cycle of inquiry. 

For teachers and administrators, this implication suggests that they use a model of 

discussion, reflection, and research when they work as a site-based committee to develop 

and design policies, philosophies, programs and practices. Teachers and administrators 

could start the process by seeking professional literature on how to better serve ELL 

populations. They also need to examine the socio-political impact on the education of 

ELL students and take those issues through the discussion, reflection, and research cycle 

in collaboration with parents and other interested members of the community. 

Teacher educators need to help prepare new teachers to work with ELL students 

as well as providing stimulating and research based-models for the development of 

language acquisition policies, philosophies, programs and practices. A model of 

discussion, reflection and research about language acquisition policies, philosophies, 

programs and practices needs to be employed in course work for teacher candidates. 

They may observe the model in action at a school site. 

During the initial preparation of teachers, teacher candidates also need to 

experience internships in schools with ELL students and have the opportunity to 

experience the different ways districts, schools, and teachers help their ELL students to 

leam English. At the graduate level, teacher educators should provide practicing teachers 

with a broad range of professional literature on effective ELL practices, the history of 

ELL education, and the current policies impacting teaching and learning. Graduate 
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students who are also teachers of ELL students need to focus their research projects on 

using the cycle of discussion, reflection, and research in the development of site-based 

policies, philosophies, programs and practices for ELL students and to follow these 

programs by collecting a broad range of qualitative and quantitative data. 

This implication notes that it is essential for parents and special interest groups to 

participate in the cycle of discussion, reflection, and research in the development of site-

based policies, philosophies, programs and practices for ELL students. Parental and 

community involvement and support are central to an effective program for ELL students 

(Garcia,1994; Galindo, 2002; Valdes 1996). Parents and special interest groups could 

also support and advocate for graduate work or on-going professional development 

models for teachers and administrators that facilitate discussion, reflection, and research 

regarding the education of ELL students. 

Through the discussion, reflection, and research, key understandings about the 

teaching and learning with ELL students, the key components of effective ELL education 

will become more obvious to the participants. Not only can a working group of 

educators, parents, and special interest groups come to shared understandings about the 

education of ELL students, they can name the specific language policies, philosophies, 

programs and practices for ELL students they want to implement in their schools (Garcia, 

2001). Once the implementation process for the designated policies, philosophies, 

programs and practices begins, the cycle of discussion, reflection and research continues 

as an on-going process through which evaluation of the methods for ELL teaching and 



367 

learning are evaluated and improved. New questions and fiirther research help teachers 

and administrators to come to new understandings about policies, philosophies, programs 

and practices are also revealed through the process (Ramirez, 1995). 

This section discussed a model for integrating and/or increasing the discussion, 

reflection and research component of improving schools for ELL students. It examines 

how the process can be used by the educational community and all relevant stakeholders 

in the teaching and learning of ELL students. One of the intended audiences that needs to 

be involved with the cycle of discussion, reflection and research was teacher preparation 

programs, graduate studies, and on-going professional development in the public and 

private sector. The next section describes the crucial role that teacher preparation 

programs, graduate studies, and other forms of professional development for practicing 

teachers have in the development of effective policies, philosophies, programs and 

practices for ELL students. 

Implication #5: Teacher preparation programs and ongoing professional 
development programs or activities need to focus on serving ELL populations 

Teachers are the facilitators of classroom philosophies and practices. They 

serve as the mediator of all external and internal factors that contribute to student success 

or students' struggles. Therefore, the preparation of teachers and their on-going 

professional development is pertinent to their ability to effectively work with ELL 

students. Evident in the RVSD participants' interviews was the common issue of lack of 

preparation in the area of ELL instruction in teachers' initial preparation. Additionally, 
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many teachers, particularly in rural settings like Rio Verde feel that their graduate studies 

or on-going professional development needs to be focused on ELL theory and practice. 

Issues of cultural and linguistic diversity need to be one focus of teacher preparation and 

professional development for preservice and practicing teachers (Garcia, 2001). 

Teachers who will work with populations of ELL students, particularly in contexts 

similar to Rio Verde, need extensive preparation and foundations in the practice of ELL 

teaching and learning. Hank, Nadia, Pancho and Joaquin (interview participants) 

discussed at length the initial preparation and on-going professional development needs 

of teachers who work with ELL students. They thought that the teacher was one of the 

most influential components of an effective teaching and learning experience for ELL 

students. 

The on-going professional development of teachers who work with ELL students 

should be focused on improving instructional policies, programs, and practices to meet 

the needs of the unique student populations in their schools. Teachers and administrators 

should be cognizant of the needs of the students who they teach. Teachers should know 

how important it is to build an affective and nurturing environment for ELL students 

(Garcia, 1994; Olsen, 1997; Valdes, 1996). This knowledge should be an integral part of 

teacher preparation and on-going professional development. 

Similar to the other implications in this study, it is recommended to politicians 

and policy-makers do not make language policy, and instead focus their educational 

policy-making efforts on improving the preparation and on-going professional 
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development of teachers. Politicians and policy makers need to focus on developing a 

method of supporting quality, research-based models to allow that classroom teachers and 

administrators participate in a decision making model that incorporates a cycle of 

discussion, reflection and research. It is also important that new teachers and practicing 

teachers have access to new research and professional literature regarding ELL teaching 

and learning. Goal setting and professional development activities should be cormected 

to the specific needs of the classroom teacher and their student. A quality professional 

development model calls for implementing activities that help teachers focus on goals 

they help set for themselves with the guidance of their school principal. 

Teachers and administrators need to engage themselves in on-going professional 

development that will help them to provide the best educational experience for all 

learners in their classrooms and schools. Nadia (administrator) said that teachers need to 

be self-motivated, lifelong learners who search for new knowledge about teaching and 

learning. Teachers and administrators also need to be able to apply that new knowledge 

to their specific educational settings. 

Initial teacher preparation programs and continuing education studies in graduate 

programs need to be aware of the student population that they serve and try to 

accommodate for individual differences and monitor and adjust the programs and the 

method(s) of delivery of the content. Theory needs to be tied to practice in very real and 

specific ways. Foundations of effective ELL teaching and a critical dialogue about 

language politics and policies should span the initial teacher preparation program. The 
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graduate level studies need to build on prior or previous foundations regarding the socio

political and the practical levels of ELL teaching and learning. 

A center piece for both the undergraduate and graduate studies in education is a 

study of the affective realm of classrooms and how important developing a comfortable 

and safe learning community is to the success of students, particularly ELL students. ELL 

students need to have teachers who act as co-leamers in the classroom and collaborative 

creators of new knowledge. 

The teacher needs to believe that each student enters the classroom with unique 

talents, interests, personalities, and diverse social and familial backgrounds. These 

unique qualities are brought out in the classroom and are utilized as assets or resources 

for learning. Students are actively encouraged to interact with each other and the 

classroom teacher in classroom projects. The creations of learning by students are 

displayed in the classroom and the work is shared with varied audiences. The classroom 

teachers' beUefs and philosophies in an affective environment in the classroom and 

school. Teachers and administrators in schools with ELL students should be 

knowledgeable about practices found to be most effective for ELL students. 

Questions for Further Exploration 

Second in importance only to the key findings and implications for this study are 

the question for further inquiry about ELL education. The questions were developed out 

of tensions in the study or "missing pieces" of information in the data, the professional 

literature, or both. There are probably at least a hundred questions that emerged from 
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the 3 questions of this study. For this section, I chose just a few of the questions that 

came to mind as I reviewed the findings and implications of the study. Specific issues 

that came into question through the data, findings and implications from were: 

1. What are the best language acquisition models to support ELL students in a 
context like Rio Verde? 

2. What beliefs or ideologies about language need to be reexamined or redefined in 
order to make schools for ELL students more successful? 

3. What ELL instructional models cause segregation of ELL students from their 
English-speaking peers? 

4. What ELL instructional models separate students from the curriculvim and 
academic progress? 

5. Could a bilingual or dual language model for ELL students be effective in a 
context similar to Rio Verde with an extremely high ELL population who speak 
Spanish as their first language? Who would be the language models for English 
in schools where 97% of the students are learning English as their second 
language? 

6. Are standardized tests comprehensive measures of language acquisition, academic 
progress and academic success? If so, what tests are the best measures of 
language acquisition and academic progress? What other measures could provide 
more comprehensive information about ELL student progress? What assessments 
provide a complete picture of students' academic, social and emotional growth? 

Of great importance to this study is the suggestion that Rio Verde and places 

similar to Rio Verde need "place-based" education. This means that schools that are 

very different from the mainstream considering their location, their student population, 

and the unique qualities exclusive to their part of the state, nation or world must have 

their own policies, philosophies, programs and practices. The policies, philosophies. 



372 

programs, and practices need to be designed with theory and practice recommended in the 

professional literature as the foundation and then tailored to meet the local need. 

From this awareness of the need for place-based education, questions 1-5 

emerged. They were tensions that arose from the data and analysis process. The 

questions were based on the positions at the state level regarding ELL education and how 

the positions have impacted schooling in Rio Verde and in Arizona. The questions were 

also defined using the participants' perspectives about ELL education in Rio Verde and 

the compare and contrast of the participants perspectives with the state level positions. 

Further research of questions 1-5 would help define what type of policies, philosophies, 

programs, and practices would work best for the Rio Verde School District and school 

districts that have a similar context and student population. The further research would 

also contribute to the broader knowledge about teaching and learning in ELL contexts. 

Secondly, I feel that it is pertinent to examine high-stakes testing and how these 

tests are impacting our ELL population, particularly since Proposition 203 was approved 

by voters requiring that all students take their standardized tests in English. Thus, the 

sixth question examines alternative measures to assess student progress. Here again, the 

questions about testing have numerous possibilities and are studies within themselves. 

Just a few of the possibilities are contained here. 

The questions listed in number 6 are those that I felt were most important to 

examine, given the state and local politics regarding testing between the years 2000 and 

2004. The questions about testing are some of the inquiries that need more dialogue. 
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reflection, and research in order to understand more about them. These questions will be 

the foundation of my future research on the subject of ELL education in the borderlands. 

Study Conclusion 

In closing, I would like to discuss the three key points of this study. Simply stated: 

It is the thesis of this study that policies, philosophies, programs and practices for ELL 

students need to be designed, implemented, and evaluated by the local educational 

community and in partnership with politicians and other policy makers. First, I believe 

that the study directs educators, stakeholders in the educational process, and communities 

toward developing place-based policies, philosophies, programs, and practices for their 

schools. Particularly those schools that are unique and outside of the mainstream norm as 

discussed previously. As part of the design of the policies, philosophies, programs and 

practices, Spanish needs to be included as a mode of instruction. 

Secondly, in order to develop exemplary programs that are tailored to the local 

and diverse student population, educators need to be prepared to take an active role in 

developing the policies, philosophies, programs, and practices for their schools. 

Program success becomes reliant on the attitudes, beliefs and abilities of the classroom 

teacher and how they take those attitudes, beliefs, and abilities and implement them into 

classroom practice. In addition, this study suggests that teachers need to be "well-

schooled" in the policies, philosophies, programs, and practices for ELL students. 

Teachers need to also become aware of the language ideologies that impact the teaching 

and learning in their schools. This suggestion of becoming aware of language ideologies 
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also should influence parents, politicians and special interest groups. This is particularly 

applicable to settings similar to Rio Verde and other similar contexts with high ELL 

student populations. 

This study has not only clarified my own understandings about the complex and 

multifaceted social structures that impact the education of ELL students, but has 

established a history of the state level politics regarding language policy and practices 

between 2000 and 2004. It provides a place where a few of the stakeholders in the 

education of ELL students in Rio Verde may be heard. This understanding is context 

specific to Rio Verde, but also provides information on the state level positions in regard 

to ELL education. I hope it serves the purpose of defining theory and practice for ELL 

students in the community of Rio Verde and elsewhere. 
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As agreed previously, I am sending you this questionnaire to ask you about your thoughts, 
feelings and perceptions about the education of ELL in your school district/your 
classrooms. I want to learn more about what you beUeve to be the most important 
characteristics of schools/classrooms that have an effective environment and modes of 
instruction that help students acquire English. I want to know what you think can be done 
to improve the education of ELL in you schools. Please complete the following questions 
and return this form back to me in the enclosed envelope. If you need additional space, 
please feel free to add more paper to this questionnaire. 

1. Tell me about your education background and your professional experiences as an 
educator. 

a. years experience as an educator 

b. different positions you have had as an educator 

c. degrees 

d. describe any "defining" moments in your career as an educator 

2. What do you believe to be the main characteristics of an effective ELL classroom 
and/or school? 

3. Give me some specific examples of how these characteristics can be implemented in 
the classroom and/or school. 

4. What from your experiences or education supports these characteristics? What from 
the professional literature/research supports these characteristics? 

5. What can be done to improve schools and/or classrooms for ELL? 

6. How can these goals be accomplished by the educational community? 
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7. What challenges do you/yoxir school have in providing quality education to ELL? 

8. How have the schools/classrooms in the RVSD changed since Proposition 203 has 
passed; requiring the that mode of instruction be English only? 

9. What languages do you speak? 

10. Do you think that Spanish should be used in RVSD classrooms to help students leam 
English? 

11. Any thing else you would like to tell me about your thoughts, feelings, or 
perceptions about the education of ELL? 
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Parents 

As agreed previously, I want to know you opinions about the education of students who 
are learning English, possibly as a second language, in the RVSD. I want to hear about 
your experiences as a parent of a child(ren) who are learning to become proficient in 
English in the RVSD. I am also interested in your experiences if you were once a 
student in the RVSD. I want to understand your thoughts, feelings, and beliefs about 
what characteristics are important in ELL schools/classrooms in order that students are 
successful. I hope that the information I gather in this study will help the RVSD to 
improve schools and classrooms. Please complete the questionnaire and return it in the 
enclosed envelope. If you need additional space, please feel free to add more paper to 
this questiormaire. 

1. Tell me about yourself and your family. 

2. Your children are currently enrolled in the RVSD, tell me about their experiences in 
their classrooms/schools. 

3. Is there anything about their schools/classrooms/teachers/principals that you feel is 
particularly important to help them succeed in becoming proficient in 
English? 

4. Why do you believe that these things are important to ELL? 

5.. Are they any specific occasions that illustrate these characteristics? 

6. Did you go to school in the RVSD? 

7. Tell me about your experiences as a student in the RVSD? 
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8. What years did your attend school in the RVSD? 

9. What can be done to improve schools and/or classrooms for ELL? 

10. How can these goals be accomplished by the educational community? 

11. What challenges do your children's schools have in providing quality education to 
ELL? 

12. How has the school/classrooms changed since Proposition 203 has passed; requiring 
that the mode of instruction be English only? 

13. What languages do you speak? 

14. Do you think that Spanish should be used in RVSD classrooms to help students leam 
English? 

15. Any thing else you would like to tell me about your thoughts, feelings, or 
perceptions about the education of ELL? 
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Former Students 

As previously discussed, I want to find out about your experiences that you have had as a 
student in the RVSD. I am interested in your thoughts, feelings, and perceptions about 
the classrooms you have been in, the teachers you have had, what has helped you to learn 
English, and what things have not worked for you as a student. I want you to tell me how 
schools could help students to learn English. I hope that this information will help 
improve schools and classrooms in Rio Verde. Please complete the following 
questionnaire and return it in the enclosed envelope. If you need additional space, please 
feel free to add more paper to this questiormaire. 

1. Tell me about yourself and your family. 

2. How old are you? How long did you go to school in the Rio Verde School District? 

3. What things do you think made school an interesting and inviting place for you? 

4. Can you give me any examples of specific activities you have participated in your 
schools/classrooms that have been particularly useful to you in learning EngUsh? 

5. Has there been anything in school or about your classrooms that made you not 
interested in learning (English)? 

6. Give me an example of an event that made you disinterested in learning 
(English)? 

7. Tell me about what characteristics about a teacher makes him/her good at teaching 
students to read, write, speak and listen. 
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8. I would like to hear more about a specific teacher that you had that was like 
this. 

9. What do you think schools can do to help students leam English? 

10. What languages do you speak? 

11. Do you think that Spanish should be used in RVSD classrooms to help 
students leam English? 

12. Anything else you would like to tell me about your thoughts, feelings, perceptions 
about the education of ELL? 
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SUBJECT'S CONSENT FORM 
QUESTIONNAIRES 

POLITICAL AND EDUCATIONAL PERSPECTIVES OF EFFECTIVE ELL 
EDUCATION 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM 
INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I WILL 
PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS FORM WILL INDICATE 
THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY CONSENT. FEDERAL 
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION 
IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A 
FREE AND INFORMED MANNER. 

PURPOSE 

I am being invited to participate voluntarily in the above-titled research project. The purpose of 
this project is to gather data to help improve the education of English Language Learners in the 
Rio Verde School District. 

SELECTION CRITERIA 

I am being invited to participate because I am a teacher, former student, parent, or administrator 
who is involved/has been involved in the education of English Language Learners in the Rio 
Verde School District and am an adult over the age of 18. 

PROCEDURE(S) 

If I agree to participate, I will be asked to consent to the following: complete and return a written 
questionnaire that will take approximately one to two hours. I may be asked to participate in a 
follow-up interview based on the answers from the initial questionnaire at a later time. I have 
been selected randomly by a drawing from a pool of 30-50 possible participants from a group of 
teachers, former students, parents, and administrators of the Rio Verde School District. 
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RISKS 

I understand that as a participant of this study I may feel uncomfortable or upset when 
discussing some of my experiences as a teacher, former student, parent, or administrator 
who has been involved, or is currently involved in the Rio Verde School District's 
English Language Learner (ELL) Program. I may not want to respond to some of the 
questions in the questioimaire because I may feel uncomfortable discussing my feelings 
or experiences as they relate to a specific question. I may choose to discontinue my 
participation in the study because I feel that by expressing my opinions about the 
education of ELL in the school district may cause difficulties for me personally; at work, 
home or in the community. 

BENEFITS 

The findings from this study will benefit the school district's students, teachers, parents, 
and administrators in many ways. Primarily, it will provide a broad perspective of the 
various opinions on the education of English Language Learners in their specific location. 
This information will be useful to the district in order to define and delineate the best 
ways to provide good education to the ELL in the district. It will provide a foundation of 
support for the various professional development activities geared toward improving 
classroom instruction for the high percentage of ELL in the district. It can serve as a 
partial written history of the education of ELL in Rio Verde. 

CONFIDENTIALITY 

My confidentiality will be maintained throughout the duration of the study in several ways. 
Once my questionnaire is received by the Principal Investigator my name will be removed from 
the questionnaire and be labeled with a number. 
These questionnaires will be stored in a locked file cabinet when not in use. Darla M Brown, the 
Principal Investigator for this study, and Dr. Kathy G. Short, Professor, Department of Language, 
Reading, and Culture will be the only persons to have access to the data. My signed Informed 
Consent Form will be kept in Room 512 in the Department of Language Reading and Culture 
Departmental Office at the University of Arizona in Tucson, Arizona. 
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Appendix B: Human Subject's Consent Forms 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 

I understand that the questionnaire will take from one to two hours to complete. 
I xmderstand that there is no compensation for the time I spend completing the questionnaire for 
this study. 

CONTACTS 

I can obtain further information from the principal investigator: Darla M. Brown, Ph.D. Candidate 
at (520) 458-8278 ext. 2131. If I have questions concerning my rights as a research subject, I may 
call the Human Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY 
QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT ANY TIME AND I 
AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW INFORMATION 
DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT MY 
WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME 
AS IT BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED 
TO THE PRINCIPAL INVESTIGATOR, DARLA M. BROWN, OR AUTHORIZED 
REPRESENTATIVE OF THE DEPARTMENT OF LANGUAGE, READING, AND 
CULTURE. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING THIS FORM. 
A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature 

Date 
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Parent/Legal Guardian (if necessary) 

Date 

Witness (if necessary) 

Date 

INVESTIGATOR'S AFFIDAVIT 

I have carefully explained to the subject the nature of the above project. I hereby certify that to 
the best of my knowledge the person who is signing this consent form understands clearly the 
nature, demands, benefits, and risks involved in his/her participation and his/her signature is 
legally valid. A medical problem or language or educational barrier has not precluded this 
understanding. 

Signature of Investigator 

1/2000 

Date 
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SUBJECT'S CONSENT FORM 
INTERVIEWS 

POLITICAL AND EDUCATIONAL PERSPECTIVES OF EFFECTIVE ELL 
EDUCATION 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM 
INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I WELL 
PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS FORM WILL INDICATE 
THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY CONSENT. FEDERAL 
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION 
IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A 
FREE AND INFORMED MANNER. 

PURPOSE 

I am being invited to participate voluntarily in the above-titled research project. The purpose of 
this project is to gather data to help improve the education of English Language Learners in the 
Rio Verde School District. 

SELECTION CRITERIA 

I am being invited to participate because I am a teacher, former student, parent, or administrator 
who is involved/has been involved in the education of English Language Learners in the Rio 
Verde School District and am an adult over the age of 18. 

PROCEDURE(S) 

If I agree to participate, I will be asked to consent to the following: to participate in a follow-up 
interview based on the answers from the initial questionnaire that I have completed. I have been 
selected from a group of 48 participants from a group of teachers, former students, parents, and 
administrators of the Rio Verde School District that completed a questionnaire in the initial 
stages of this study. I understand that the interview will be audio-taped. Specifically, I have been 
chosen for an interview to further discuss my answers from the questionnaire in more detail. 
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RISKS 

I understand that as a participant of this study I may feel uncomfortable or upset when 
discussing some of my experiences as a teacher, former student, parent, or administrator 
who has been involved, or is currently involved in the Rio Verde School District's 
English Language Learner (ELL) Program. I may not want to respond to some of the 
questions in the interview because I may feel uncomfortable discussing my feelings or 
experiences as they relate to a specific question. I may choose to discontinue my 
participation in the study because I feel that by expressing my opinions about the 
education of ELL in the school district may cause difficulties for me personally; at work, 
home or in the community. 

BENEFITS 

The findings from this study will benefit the school district's students, teachers, parents, 
and administrators in many ways. Primarily, it will provide a broad perspective of the 
various opinions on the education of English Language Learners in their specific location. 
This information will be useful to the district in order to define and delineate the best 
ways to provide good education to the ELL in the district. It will provide a foundation of 
support for the various professional development activities geared toward improving 
classroom instruction for the high percentage of ELL in the district. It can serve as a 
partial written history of the education of ELL in Rio Verde. 

CONFIDENTIALITY 

My confidentiality will be maintained throughout the duration of the study in several ways. 
Once my interview is video taped by the principal investigator, it will be transcribed and my 
name will not be associated with the transcribed form of the interview, it be labeled with a 
number. 
These transcribed interviews will be stored in a locked file cabinet when not in use. Darla M 
Brown, the Principal Investigator for this study, and Dr. Kathy G. Short, Professor, Department 
of Language, Reading, and Culture will be the only persons to have access to the data. My 
signed Informed Consent Form will be kept in Room 512 in the Department of Language 
Reading and Culture Departmental Office at the University of Arizona in Tucson, Arizona. 
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PARTICIPATION COSTS AND SUBJECT COMPENSATION 

I understand that the interview will take from one to two hours to complete. 
I understand that there is no compensation for the time I spend participating in the interview for 
this study. 

CONTACTS 

I can obtain further information from the principal investigator: Darla M. Brown, Ph.D. 
Candidate at (520) 458-8278 ext. 2131. If I have questions concerning my rights as a research 
subject, I may call the Human Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY 
QUESTIONS HAVE BEEN ANSWERED. I MAY ASK QUESTIONS AT ANY TIME AND I 
AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW INFORMATION 
DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT MY 
WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME 
AS IT BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED 
TO THE PRINCIPAL INVESTIGATOR, DARLA M. BROWN, OR AUTHORIZED 
REPRESENTATIVE OF THE DEPARTMENT OF LANGUAGE, READING, AND 
CULTURE. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING THIS FORM. 
A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 

Parent/Legal Guardian (if necessary) Date 
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Witness (if necessary) Date 

INVESTIGATOR'S AFFIDAVIT 

I have carefully explained to the subject the nature of the above project. I hereby certify that to 
the best of my knowledge the person who is signing this consent form understands clearly the 
nature, demands, benefits, and risks involved in his/her participation and his/her signature is 
legally valid. A medical problem or language or educational barrier has not precluded this 
understanding. 

Signature of hivestigator 

1/2000 

Date 
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