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Abstract 
  

This dissertation research showcases six ethnographic case studies that focus on the 

experiences of Puerto Rican transnational youths and their families upon returning from the US 

to Puerto Rico.  Puerto Rico is a remarkable setting to study transnationalism because of its 

particular historical and sociopolitical relationship with the US, which grants Puerto Ricans 

citizenship and thus ease of movement, while retaining a strong attachment to the Island.  It can 

be argued that Puerto Ricans define transnationalism, being simultaneously insiders and 

outsiders to the US national scene.  The youths involved in these dynamics learn to navigate 

different educational and social settings on the Island and the US.  Factors like language and the 

educational contexts are highly influential in the students' lives and their educational outcomes. 

The study was conducted over a period of seven months in two public schools in Puerto 

Rico.  The data were collected through interviews, classroom observations, and home visits with 

return migrant students, their parents, and their teachers and school staff.  The combination of 

these data collection methods and the variety of participants, provided a nuanced portrayal of the 

nature of their transnationalism and the social and educational experiences of the families in and 

out of the school context. 
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Chapter 1: Introduction 

 The emergence of transnationalism as a new lens to examine the experiences of people in 

movement throughout the globe has made way for a plethora of new research.  In particular, it 

has led to inquiries that seek to understand the lifestyles of immigrants as they move from one 

location to another and as they simultaneously foster relationships and networks in their home 

and host countries (Vertovec, 2009).  In a sense, one could say that they live both here and there.  

This transnational lens takes into consideration the ways in which individuals belong to different 

spaces regardless of their physical location.  Puerto Rico is a revealing place in which to study 

such transnational dynamics because practically all of its population is impacted by transnational 

mobility in one way or the other.  Its long-standing relationship with the United States has 

created multiple and durable migration pathways that have led to a particular lifestyle for the 

millions of Puerto Ricans located either on the Island or in the US mainland. 

Background 

 The fact that Puerto Ricans have US citizenship and that the Island is a US territory is 

one of the main differences between Puerto Ricans and other immigrant groups living in the US.  

Unlike other immigrants who cannot easily return to their home countries once they move to the 

US, Puerto Ricans’ citizenship allows them to move freely between these locations as often as 

feasible.  Their citizenship may also call into question the validity of transnationalism as an 

appropriate way to characterize Puerto Rican migration.  It could be argued that Puerto Ricans do 

not experience international relocations.  However, the definition of transnationalism as a 

paradigm that seeks to understand the “here and there” by looking beyond geographic boundaries 

and physical spaces fits accurately with the Puerto Rican experience.  I do not intend to argue 

that all Puerto Ricans live transnationally or foster simultaneous relationships and networks in 



Running head: GETTING USED TO HOME 
	  

	  
	  

12	  

different locations.  However, when one examines the details of Puerto Rican history, society 

and everyday life, there are myriad ways in which the concept of transnationality is applicable to 

the Puerto Rican experience (Aranda, 2007; Duany, 2002). 

In 1898 the Spanish–American war between the United States and Spain ended with the 

Treaty of Paris.  In it Spain ceded the territories of the Philippines, Guam and Puerto Rico to the 

United States.  During the war the United States invaded Puerto Rico and thus began the long-

standing socio-political relationship between the Island1 and the United States (Morales Carrión, 

1983).  Some of the most salient outcomes of this colonial relationship that are still pertinent to 

contemporary Puerto Rican society were the granting of US citizenship to all Puerto Ricans 

through the Jones Act in 1917, the establishment of both Spanish and English as official 

languages on the Island as a result of the commonwealth established in 1952, and the fluid if not 

circular migration patterns beginning in the 1950s that resulted from Puerto Rico to the United 

States and vice versa (Scarano, 2000), aptly called in Puerto Rico as “el vaivén”, the to and fro 

(Duany, 2002). 

 In 1917 all Puerto Ricans, regardless of place of birth or residence, became US citizens 

through section 5 of the Jones Act, a law that is still in effect. 

That all citizens of Porto Rico, as defined by section seven of the Act of April twelfth, 

nineteen hundred, “temporarily to provide revenues and a civil government for Porto 

Rico, and for other purposes,” and all natives of Porto Rico who were temporarily absent 

from that island on April eleventh, eighteen hundred and ninety-nine, and have since 

returned and are permanently residing in that island, and are not citizens of any foreign 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1 Puerto Ricans residing in the United States and elsewhere typically refer to Puerto Rico as 
simply la Isla, the Island.  The reader will hence find this word often capitalized throughout the 
document. 
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country, are hereby declared, and shall be deemed and held to be, citizens of the United 

States. (The Jones Act, 1917) 

 This US citizenship has since allowed Puerto Ricans to move freely between these two 

countries.  In 1952 the Commonwealth of Puerto Rico was created, strengthening the ties 

between the Island and the United States (Scarano, 2000). 

 The commonwealth established a relationship between the United States and Puerto Rico, 

in which the Island gained autonomous status for some matters, like, for example, electing a 

governor and legislators, but is directly bound or restricted by the United States for others, like 

establishing the regulation of commerce or the creation of armed forces.  Since the establishment 

of that commonwealth, Puerto Rico has become an undefined territory that is neither a US state 

nor a sovereign country.  Such ambiguity is found in realms like politics, education, economics 

and other aspects of Puerto Rican society.  In the case of education, for instance, the ambiguity is 

present in the mandatory teaching of English as as second language in public schools on the 

Island (Maldonado, 2000; Negrón-Muntaner, 1997).  All students are required to take an English 

class each year from first though twelve grade, in accordance with the current language policy in 

the public schools.  This is currently the only class taught in English (although very often it is 

really taught in Spanish), although this policy has changed on numerous occasions since the 

American invasion, as a reflection of changes in political ideologies of the governors and 

secretaries of education (Del Moral, 2013; Schmidt, 2014).  English in Puerto Rico is perceived 

as an important skill to have but many students on the Island currently go through 12 years of 

schooling with English classes and graduate high school with very low proficiency in the 

language.  Scholars have used these proficiency levels as an example of resistance to the 
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Americanization process that began through the public education system soon after the American 

invasion in 1898 (Algrén de Gutierrez, 1987; Negrón de Montilla, 1990; Pousada, 1999).  

Statement of the Problem: Why Study Puerto Rican Transnationalism? 

 The constant migration of Puerto Ricans to the United States has led to the emergence of 

complex transnational phenomena, which has become an important issue for those of us who 

study human mobility in disciplines like anthropology and sociology, and if fields of study like 

education.  As the ties between the Island and the United States strengthened, more Puerto 

Ricans moved to the mainland in search for better job opportunities.  By the 1950s 

approximately 20 percent of the Puerto Rican population was living in the United States.  The 

first two waves of migration occurred in Hawaii and Arizona at the beginning of the twentieth 

century (Hernández-Alvarez, 1967; Prewitt-Díaz, 1994), where Puerto Ricans moved to work in 

agriculture fields.  The multiple decades of Puerto Rican migration, which increased significantly 

in the 1950s and thereafter (Meléndez, 1993), have created a circular migratory pattern in which 

many Puerto Ricans foster relationships and actively participate in two or more different 

locations (Duany, 2002). 

 According to the most recent census data, over 4 million Puerto Ricans now live in the 

United States (US Census, Bureau 2010).  Although originally New York City was one of the 

main cities of relocation, Puerto Ricans have continued dispersing through the United States, 

creating new communities in locations like Chicago, where they are known as Chicago Ricans, 

and Orlando, where they are referred to as Orlando Ricans.  One of the justifications used by 

those who argue that a transnational lens is not appropriate for an analysis of Puerto Rican 

migration is that there is no transnationality when a person moves from one US territory to 

another.  However, the case of Puerto Rico is particular in that despite the Island being a US 
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territory and Puerto Ricans being US citizens, there is a clear distinction between people with a 

Puerto Rican identity, culture and language and those of the United States. 

 My interests in studying Puerto Rican migration and how relocations impact migrant 

youths mainly derives from my own experiences as a Puerto Rican migrant.  As someone who 

has maintained simultaneous relationships in several locations for most of my life, I often find 

myself immersed in these dynamics.  Being part of the migrant and transnational population has 

allowed me to perceive and analyze Puerto Rican migration from a perspective that is different to 

those who are not involved in these movements.  I first migrated to the United States when I was 

14 years old.  My mother decided to move to Easton, Pennsylvania with me and my younger 

brother and sister.  The location was chosen in the same way as many other families do, we had 

family there that could help us in our process of relocation.  The process for me was initially 

quite frustrating; so much so that I still remember in detail my initial frustrations with language, 

peers and the changes that our movement brought in general. 

 After three year in Easton, I graduated high school and my mother decided to return to 

Puerto Rico.  When we arrived I soon realized that Puerto Rico was different than I remembered 

it.  Perhaps it had not changed as much as I had, but I felt that it was different than how I had left 

it.  As I advanced in my college years and later on in graduate school, I became more interested 

in returning migrants like me and through some of my undergraduate students and research 

participants who were also returnees I began to see how migration impacts the educational 

experiences of students. 

 For many years I have used my own experiences as the foundation for my understanding 

of Puerto Rican migration.  When I came across the transnational framework, I immediately 

recognized its value for Puerto Rican society because I could easily identify the transnational 
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dynamics of Puerto Rican society.  By then I was already a doctoral student living between 

Tucson, Arizona and Puerto Rico.  As had happened before, I started to make sense of my 

experiences through the transnational lens.  Among other things, I noticed my use of technology 

and social media to stay connected with family and friends on a daily basis, my exchange of 

goods between Puerto Rico and the US, and the emotional connections I simultaneously fostered 

in Puerto Rico, Pennsylvania, and Arizona.  During every trip between Puerto Rico and the US, I 

came across more stories and examples from people I encountered during my travels.  These 

examples that I kept collecting guided my particular inquiries regarding human mobility 

phenomena and resulted in my interest in Puerto Rican transnationalism. 

Purpose of the Study and Research Questions 

 When I started studying Puerto Rican transnationalism, one of the main questions I 

wanted to address was what makes Puerto Rican migrants transnational?  In my search for 

answers I came across different perspectives and topics that could be explored in this area.  I 

soon realized that with the exception of work by Jorge Duany (2002) and Elizabeth Aranda 

(2007), Puerto Rican migration was a field that had hardly been explored by researchers using a 

transnational lens.  Furthermore, studies that were available focused more on adults and few used 

a transnational perspective to explore and document the experiences of children and youths, who 

also form part of these phenomena.  I thus decided to focus my research on that particular 

population and on what Guarnizo and Smith (1998) refer to as transnationalism from below, 

their mundane family and schooling experiences. 

 My study, therefore, focuses on the transnational dynamics of a particular population of 

Puerto Rican migrants, youth and their families.  The study is intended to address a need for 

contemporary research on “return migrants” or originally US-based Puerto Rican migrant 
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students in Puerto Rican schools, a population that is significantly present in public schools on 

the Island and that is constantly replenished by the Puerto Rican “vaivén.”  The most recent 

reports on Puerto Rican public schools do not offer a number for the entire population of 

returning students but they do state that for the academic year 2012-2013 a total of 501 students 

within that population were in the Linguistic Limitations Program2 (Departamento de Educación, 

2014).  It would have been useful to document what this number represented in relation to the 

larger returning student population, because not all of such students were classified as 

linguistically limited.  However, the identification and tracking of all returning students was 

problematic, given that the school system was being held accountable by a federal mandate to 

keep track of the academic outcomes of the “linguistically limited” students but not of the entire 

return migrant student population. 

 I became particularly interested in the experiences of these students in the public 

education system, which serves as a primary “receiving context” for these youth, yet we know 

little about their experiences in school.  From this emphasis came my research questions: 

1. What are the social and academic experiences of Puerto Rican transnational students 

upon returning to the Puerto Rican school system? 

2. What are the experiences and negotiations that take place for the students’ families? 

3. What policies, if any, does the Department of Education in Puerto Rico have regarding 

this population of students? 

Based on previous research on the educational experiences of transnational youth (Moll, Soto-

Santiago, & Schwartz, 2013; Soto-Santiago & Moll, 2014), I felt a need to expand this area of 

research for the Puerto Rican population, utilizing an ethnographic design that would produce in-

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2 The program will be thoroughly discussed in Chapter 6. 
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depth data and analysis.  What I intended to capture with my research questions were the 

experiences of Puerto Rican families with children in their communities and schools and upon 

returning to the Island with a particular focus on the sources of support for the students in the 

schools and the ways in which these families lived transnationally. 

Significance of the Study  

 The public school district in Puerto Rico comprises the third largest school district in the 

US, with a total of 503,635 students, preceded only by New York City with 981, 690 students 

and Los Angeles with 687,534 (Sable, Plotts, & Mitchell, 2010).  Despite being the third largest 

school district in the US, it was one of the districts that received the least amount school funding 

per student.  Only $6,734 were invested per student each year in Puerto Rico.  This was much 

less that what was invested in other school districts with similar numbers of students during the 

academic year of 2008-2009.  In New York City, the yearly expenditure per student was $22,071 

and in Los Angeles, the amount spent per student was $14.768 (Sable, Plotts, & Mitchell, 2010).  

This financial situation impacted the experiences of the youth in my study and determined the 

forms of support available to them in the public schools they attended.  This lack of resources 

was also a central theme in conversations with school staff and parents regarding the challenges 

inadequate funding created for teachers and for the schooling of students in Puerto Rican 

schools. 

 There were several findings in my study that sustained my argument that transnationalism 

is an existent and tangible aspect of life in Puerto Rican society.  Most, if not all, Puerto Ricans 

on the Island can relate to Puerto Rican migration because they have either migrated themselves 

or have family members and close friends who have.  Even teachers in my interviews often 

shared their own migration stories or those of close relatives who lived in the United States.  One 
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of the ways in which migration is often discussed in Puerto Rico is through media.  News about 

migration to the US and how this impacts Puerto Rican society are often found in newspapers 

and newscasts on the Island.  One of the topics currently discussed in the media is the brain-drain 

phenomenon in which the new generations of professionals graduating from higher education 

institutions are leaving the Island in search of better job opportunities and the impact this 

migration has on Puerto Rico’s demography and economy.  It is predicted that in the coming 

years the Island will be mainly populated by elders since the younger generations of Puerto 

Ricans are leaving and birth rates are decreasing dramatically (Figueroa-Rodriguez, 2013).  

However, in the newspaper articles and newscasts reports, I never encountered a particular focus 

on the children who move back and forth and the impact of these movements on their lives. 

 There are other ways in which I perceived the presence of transnationalism in Puerto 

Rican society.  I have chosen to present and discuss three particular examples that show Puerto 

Rican transnationalism and its relation to emotional embeddedness.  During my stay in New 

York City as a Dissertation Fellow at the Center for Puerto Rican Studies (CENTRO), I attended 

the annual Puerto Rican Day Parade in the summer of 2013.  Among the many images and 

people that caught my attention was the float from the airline Jet Blue (Figure 1.1).  This float’s 

slogan read “De Casa a Casa” on one side and “From Home to Home” on the other.  This was a 

fascinating image for me that revealed the presence of transnational ties among Puerto Ricans in 

both locations. 
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Figure 1.1 Jet Blue's Float during the 2013 Puerto Rican Day Parade 

 For one thing, it was interesting that the company had chosen to present its slogan in 

English and Spanish in order to capture a wider audience.  This led me to think about the many 

variations of language use and proficiencies among the population of Puerto Ricans in New York 

and other locations in the United States (Zentella, 1997).  Although language is considered part 

of a person’s cultural identity, it is not necessarily a determining factor in their feeling of 

belonging to a particular group.  Such is the case for many Puerto Ricans who do not speak or 

use Spanish on a daily basis but still attend an event as iconic as the Puerto Rican Day Parade to 

show that they are part of this extended community.  The other fascinating element in this image 

is its slogan, which is where I most vividly noticed the transnationality.  The airline was 

promoting itself as a company that can take an individual from one home to another, implying 

that Puerto Ricans have two homes.  There is no need to select a home and host country, as 

previous migration theories argued (Portes &Rumbaut, 2001).  This was the definition of 

transnationalism on that airline’s float.  One can have two homes, be attached emotionally to two 

or more locations, and still belong to them regardless of where one is physically. 
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 The second example comes from Puerto Rico.  In the fall of 2013 I saw an advertisement 

for a contest from Tres Monjitas (The Three Nuns), one of the major dairy companies on the 

Island.  Tres Monjitas was celebrating its 95th anniversary and was holding a contest where the 

first prize was a trip for two people to visit a family member in the United States.  The 

advertisement for the contest included pictures of children reuniting and hugging with 

grandparents and older siblings.  The images immediately made me think that this contest itself 

was proof of the multiple connections between Puerto Rico and the United States and how 

people in each location maintained such connections.  The company used images of the Puerto 

Rican family, divided by migration but always longing to connect.  I remembered that when I 

was growing up, the common prizes for such contests were trips to Disney World or similar 

destinations.  Seeing how Disney World or other locations had been displaced by the opportunity 

to visit a family member living in the United States solidified my argument that Puerto Ricans 

have maintained simultaneous networks in both locations and that this is a matter that is not only 

relevant to a few members of the Puerto Rican society but a national phenomenon. 

 

Figure 1.2 Tres Monjitas dairy company trip contest 
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 I found the third and final example early in April of 2014, and it also portrayed 

transnationalism and the emotional embeddedness of Puerto Rican migrants.  This one was about 

a new service offered by a funeral home in Cabo Rojo, a town on the west coast of Puerto Rico.  

Funeraria Valle had recently began offering its clients the options of a capilla interactiva or 

interactive viewing room, a virtual space that allowed family members living elsewhere to still 

be present in a viewing.  In the news report the owners of the funerary home explained that the 

service allowed for up to 15 people can participate in the virtual services simultaneously.  The 

funerary home uses Google Plus and Google Hangouts to connect the family members and 

friends who wish to participate in the services. 

Each day there are more Puerto Ricans in the United States, outside of the Island, and if 

they leave it’s because they are looking for progress.  Not everyone necessarily has the 

economic resources to be able to travel immediately.  So this is a good service for people 

who know that it is difficult for them [to travel], so they don't feel bad about this.  You 

will be able to be in the viewing of your relative or of the people that are important to 

you. (Candelaria, 2014) 

The owners saw this as a sensitive service that could benefit a substantial amount of families 

with relatives living in the United States.  It was also good business strategy because of the 

amount of people who would prefer to use the services from this funerary home now that they 

offered the interactive viewing room.  This allowed for individuals to be present in such difficult 

moments for family members and friends even if they were unable to do so physically for 

economic or other personal reasons. 
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Figure 1.3 The interactive viewing room at Valle Funerary Home 

 One of the newspaper articles that covered the story about this service included a video of 

a woman who was using the videoconference to connect with her family in New York.  The 

video presented her as she interacted with her sister and other family members through the 

videoconference.  In the article she expressed how meaningful this service was to her. 

It means a lot to me because I feel their support although they are not present. I know that 

their best thoughts are here with me and I feel very happy because [my sister] would have 

liked to be here with me but wasn’t able to because of her situations.  Whatever these 

may be, in her heart and mind they are here.  To me it is an unforgettable experience 

because I know that those who are here and there are with me in this difficult time. 

(Rodríguez, 2014). 

Her words illustrate the importance of staying emotionally connected to family and friends and 

how family members find ways to show support regardless of the distance.  In addition, this 

example also portrays the typical Puerto Rican families where some members are here and other 
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are there. 

 The data in the present study shows that youth who are involved in transnational mobility 

acquire particular ways of being and belonging, and a set of ideologies that are transferred from 

the adults in their households.  I perceived this as a type of social reproduction, or habitus 

(Bourdieu, 1977) that was passed on from first-generation migrants to the next generation and 

that shaped their own transnationality.  All of the parents who participated in my study were 

Puerto Ricans born on the Island whose first migration experience occurred as adults and all of 

the students who participated were also born in Puerto Rico and moved with their parents or 

caregivers to the United States during their childhood.  They then returned to the Island as 

teenagers after having received most of their education in public schools in the different states to 

which their families moved in the United States. 

 As I will discuss in chapters 5 and 6, the school was the context where the impact of the 

transnational movement was perceived the most for the students.  The communities and 

situations of each family at home were significant in the lives for the students and fostered their 

transnational practices, but it was in the school where the differences in the two locations (US 

and Puerto Rico) were mainly manifested.  Through changes in academic performance and in 

behavior, school staff were able to perceive students’ struggles as they negotiated their presence 

in their new space, as they were “getting used to home”.  Conversations with my participants, 

students, parents and teachers alike often revolved around the issues students face when they 

realized how different life and school were in Puerto Rico and because they understood these 

differences and often contrasted the two spaces, this duality signified that they indeed lived in 

two different locations and learned the rules for each location, and that both spaces were 
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simultaneously present in their minds.  This is a crucial aspect of transnationality, where there is 

a well-established relation or inseparability for the individual between the two locales. 

 When the students in my study moved with their families from Puerto Rico to the United 

States and vice versa it was not a movement between similar spaces.  Such relocations cannot be 

compared to going from one state to the other in the continental US or from one town to another 

in Puerto Rico and this is why I argue that Puerto Rican migrants are transnational individuals.  

There are, however, a variety of ways in which life in each space is different and there were three 

particular aspects shaping the incorporation of the youths who formed part of my study.  These 

aspects were as follows: (a) the emotional embeddedness (Aranda, 2007) that participants 

portrayed for either or both locations, (b) the simultaneity (Levitt, 2009) that led them to 

constantly contrast the two different schools systems and differentiate between them, and (c) the 

variations in the value added to the linguistic repertoires of the students when they moved from 

one space to another (Blommaert, 2005). 

 My use of the term emotional embeddedness refers to the emotional attachment that 

students and families portrayed for either location.  I borrowed this term from Elizabeth 

Aranda’s (2007) work with middle class retuning Puerto Ricans.  In her study she explored the 

reasons that led successful middle class Puerto Ricans to return to Puerto Rico.  She found that 

the emotional attachments they had in the Island, such as family ties and feelings of belonging, 

were stronger factors than their financial stability in the United States.  Because her study 

focused on middle class adults, I wanted to examine if the lower class adults and youth in my 

research portrayed such embeddedness and if the embeddedness of the youths was similar to the 

one portrayed by their parents.  The existent literature on Puerto Rican migrant youth does not 

include research where the emotional embeddedness of the youths is discussed.  I thus decided to 
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apply this framework to my data to elaborate the role of this embeddedness in shaping the 

transnational pathways of the families and students in my study. 

 The contrasts between school systems here and there are an essential aspect of students’ 

experiences.  The educational system in Puerto Rico and the United States are not the same.  The 

school resources, content and the school environment and rules are different in both spaces and 

this is something that is immediately noticed by the returning students and one of the biggest 

factors that impact their lives when the families return to Puerto Rico.  The relocations require 

that students go through a process of adjustment and negotiation upon their arrival at these 

schools.  Studying transnational migrant youth without taking into consideration the schooling 

experiences would unwise. 

 The language factor is one of those drastic changes in the school context and hence I have 

chosen to also examine these processes and their impact on the experiences of the students and 

their academic outcomes.  Although in the 1980s and 1990s several studies focused on Puerto 

Rican migrant students and took into consideration programs that previously existed for these 

students, there are few contemporary studies that examined the new programs or the linguistic 

repertoires of these students within a framework that took into consideration their 

transnationality.  In these three aforementioned areas this research is groundbreaking and 

contributes to the study of Puerto Rican migration from a transnational perspective that has not 

been yet explored for Puerto Rican migrant youths. 

Scope of the Study 

 Chapter 2 encompasses a review of the current literature in the field of transnationalism 

and particularly for the case of Puerto Rico.  This includes its application to youth as well as 

theoretical frameworks about language use by mobile individuals.  Chapter 3 details the 
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methodologies that defined the design of my study and all the elements related to conducting this 

investigation.  The data analysis section is divided in two chapters, based on the type of 

participant and themes in the data. In Chapter 4 I present the research sites and the families that 

participated in the study in brief vignettes that will provide the reader with a good idea of the 

characteristics of the families and the situations they each faced during the time of the study.  

Chapter 5 discusses the most salient themes in the data from students and parents, focusing on 

the ways in which these contrasted their experiences in the United States and Puerto Rico. 

Chapter 6 focuses on the voices of the teachers and school staff in the study and the situations 

migrant students encounter in the public schools on the Island.  Much of the data represented in 

this chapter addresses the challenges that teachers and the school staff encountered on a daily 

basis at their schools and how these challenges impacted the different student populations they 

work with in the schools.  Chapter 7 presents a review and discussion of the findings of the study 

and the implications of these finding for migrants, educators, and policymakers as well as for 

future research. 
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Chapter 2: Literature Review 

Defining Transnationalism 

The transnationalism paradigm was first used in the social sciences as an analytical lens 

in the 1990’s.  Since then academics started to focus more on the ways in which relationships in 

both the sending and receiving countries impact movement and the complexities of these 

connections.  Such relationships between the home and host countries and the simultaneous ways 

in which transient migrants are part of the here and there have become increasingly a topic of 

interest among scholars who study human mobility from different disciplines like education, 

anthropology, and sociology. 

 Several definitions have been offered by scholars in the fields of anthropology and 

sociology, in an attempt to adopt the term and apply its use in migration research (Levitt & Glick 

Schiller, 2004; Levitt & Waters, 2002; Vertovec, 2009).  In general terms, transnationalism 

refers to the dual relationships, networks and sociocultural practices that migrants are able to 

maintain between the homeland and their host country, regardless of the physical space in which 

the individual is located.  Glick Schiller, Basch, & Szanton Blanc (1995), define transnational 

migration more concretely as follows: 

[T]he process by which immigrants forge and sustain simultaneous multi-stranded 

social relations that link together their societies of origin and settlement… 

scholars of transnational migration emphasize the ongoing and continuing ways in 

which current-day immigrants construct and reconstitute their simultaneous 

embeddedness in more than one society. (p. 48) 

These social relations lead to the creation of networks, circulation of goods, ideas and 

information that involve individuals and agencies from different areas and in both locations. 
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 The use of a transnational lens to analyze migration in the social sciences has 

created controversies between scholars holding different perspectives about the term and 

what it implies.  For instance, some academics criticize that the term is used to document 

phenomena on migration in general when the majority of migrants do not live 

transnational lives and thus this label does not fit their experiences (Portes, 2003).  This 

framework has also been contested by scholars who argue that transnational dynamics are 

seldom transferred to the second generation and as such these disappear with the first 

generation of migrants because subsequent generations assimilate to the culture and 

customs of the host country (Rumbaut, 2002).  In response to the claims made by 

scholars like Rumbaut, Levitt and Glick Schiller (2004) state that researchers using a 

transnational lens question the earlier assimilation paradigm which argues that upon 

arrival to the receiving countries families settle and assimilate or incorporate into the new 

culture, breaking ties with their countries of origin. 

 Scholars supporting the transnational framework propose that these ties are never 

completely severed and that families continue fostering relationships in the homeland.  Levitt 

and Jaworsky (2007), for instance, have noted that more scholars now take into account the 

increasing number of individuals who engage in everyday activities in more than one 

geographical location and as such they are recognizing that a significant population of 

immigrants throughout the globe maintains relationships in multiple locations.  As mentioned 

above, transnational lifestyles have always existed for immigrants, even for the first migration 

wave of Europeans to the US early in the 20th century (e.g., Cinel, 2002).  Yet currently there 

are some factors that make such connections more tangible than before as well as easier for 

researchers to document.  Among these are access to affordable transportation and to 
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technologies like the Internet and cellphones, which allow individuals to stay connected and 

communicate with people in other locations whenever they wish or need to do so (Glick Schiller, 

et al., 1995).  

 How space is defined for transmigrants is an important aspect of research on mobility and 

transnationalism.  The notion of space as a static location is now commonly questioned in 

contrast to the current mobility patterns and dual lifestyles of transmigrants.  Appadurai (2000) 

has stated that scholars traditionally have thought about spaces as geographically bound when 

they should be expanding their notions to be able to perceive the complex dynamics of mobility 

that transnationalism produces.  Only by doing so would scholars be able to understand the 

specificities that are proposed by a transnational framework.  Furthermore, Levitt (2009) argues 

for the need to conduct research that goes across space and time in order to account for the 

changes and situations that are embedded in the transnational experiences of individuals.  It is 

hence necessary to leave behind prior notions of space in order to notice and consider the 

complexities of the spaces that transnational migrants utilize in different locations.  In this new 

conception, these spaces would be created based on the relationships that are formed by 

individuals transcending geographical boundaries (Kivisto, 2005). 

 Given that transnationalism is a relatively new framework, scholars continue to 

recommend ways to expand and improve how it is being used in their fields.  Among these is the 

call for new definitions and research methodologies.  One of the ways in which Levitt & Glick 

Schiller (2004 expanded these definitions was by elaborating the idea of social fields.  They 

defined social fields as “a set of multiple interlocking networks of social relationships through 

which ideas, practices, and resources are unequally exchanged, organized, and transformed…” 

(p. 1009).  They thus argue that there are differences between national and transnational social 
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fields, stating that the transnational fields are expanded beyond geographical boundaries.  These 

relationships and practices are maintained in spite of where the individual is physically located 

and the amount of goods and knowledge that is exchanged will also vary for each type of 

relationship and the needs of each exchange. 

 Levitt and Glick Schiller also elaborate on how transnational immigrants are able to 

partake in multiple sociocultural activities and practices in more that one location.  They present 

the idea of simultaneity, meaning that the experiences of migrants should be thought of “as a 

kind of gauge which, while anchored, pivots between a new land and a transnational 

incorporation.  Movement and attachment is not linear or sequential but capable of rotating back 

and forth and changing direction over time” (p. 1011).  They add that from this perspective what 

takes place is not full incorporation upon settlement in the receiving country but rather 

simultaneity where “persons change and swing one way or the other depending on the context, 

thus moving our expectation away from either full assimilation or transnational connection but 

some combination of both” (p. 1011).  This expands to non-physical spaces as well, which 

allows individuals to participate in such dynamics regardless of where they are physically 

located. 

 Smith and Guarnizo (1998) have also expanded on the transnational framework.  They 

used the terms transnationalism from above and transnationalism from below to classify the 

types of relationships that take place in these phenomena.  Transnationalism from above refers to 

relationships established by nation-states such as global corporations, media, and political 

institutions.  Scholars in fields of economy and political science use transnationalism from above 

more commonly as these are the topics they address.  Transnationalism from below considers the 

social relationships of individuals, and activities related to grassroots organizations.  This 
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perspective seeks to understand how individuals create and maintain their social networks in 

both locations and the practices or tools utilized in order to establish them. 

 More recently Vertovec (2007b, 2010) has expanded on his his work on transnationalism 

with the term superdiversity, with the intention of capturing the complexities that 

transnationalism and immigration in general bring to a particular location.  As he explains: 

Immigrant superdiversity is distinguished by a dynamic interplay of variables, including 

their country of origin (comprising a variety of possible subset traits such as ethnicity, 

language[s], religious tradition, regional and local identities, cultural values and 

practices), their migration channel (often related to highly gendered flows, specific social 

networks and particular labour market niches), and their legal status (including myriad 

categories determining a hierarchy of entitlements and restrictions).  These variables co-

condition integration outcomes along with factors surrounding migrants’ human capital… 

(2010, p. 87) 

For him, there are many ways in which societies are impacted and changed by immigration and it 

is important to document these dynamics in our study of human mobility. 

Anthropology, Ethnography, and Transnationalism 

 Ethnography is one of the most common research methods used by qualitative 

researchers.  In his discussion of global ethnoscapes, Appadurai (1999) explains that the new 

ways in which the world is transforming and perceived provides a challenge for ethnographers 

because ethnic groups are no longer in just one territory.  This then requires that ethnographers 

perceive communities differently than they used to.  Appadurai calls for a change in these 

perceptions in order to advance the research addressing contemporary situations. 
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 Academics in the social sciences have argued for the implementation of more qualitative 

methodologies like ethnographies in order to thoroughly understand matters related to 

transnationalism (Glick Schiller et al., 1995; Vertovec, 2007a).  Despite the powerful ability of 

quantitative studies to capture large-scale samples, it might not be the most appropriate 

methodological choice when the intention of the research is documenting the fluid dynamics and 

phenomena related to transnationalism.  They hence suggest that the future of transnational 

studies needs a greater focus on either more mixed research methodologies or qualitative 

investigations. 

 Vertovec (2007a) believes that ethnography is an appropriate methodology to study 

transnationalism because “since the 1990s, the transnational turn in the anthropology of 

migration has provided illuminating ethnographic data and an appreciation of the dynamics of 

migrants’ lives and interests across national contexts and multi-localities” (p. 966).  Glick 

Schiller and her colleagues (1995) have implemented what they call the ethnography of 

transnational migration in several studies that allow them to explore transnationalism from an 

anthropological stance.  Their comparison between Caribbean and Filipino case studies allowed 

them to portray the intricacies of transnational lives and demonstrate the richness that can 

emerge from qualitative data. 

 Amid the difference in thinking regarding research methodologies, others argue that the 

best approach would be interdisciplinary work that utilizes both qualitative and quantitative 

methodologies.  Foner (2003) has stated that “anthropologists have much to contribute – 

particularly through their up-close ethnographic accounts of migrants’ meanings, values, social 

relations and experiences – to large studies entailing surveys, questionnaires and large data sets 

that are the staples of other disciplines” (p. 25).  The ethnographic work of Suárez-Orozco and 
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his colleagues (2008) demonstrate the value of qualitative research in phenomena related to 

immigrant youth.  With the creation of student “portraits”, Suárez-Orozco, achieved a nuanced 

representation of the participants in his study, displaying their educational experiences in US 

schools.  The section on youth and transnationalism in this literature review includes several 

examples that demonstrate the significance of the application of ethnography in work with youth 

that portrays the implications of transnationalism on second-generation migrants.  

Puerto Rican Transnationalism 

 Puerto Ricans are the epitome of transnationalism.  Puerto Rico is a unique location in 

which transnationalism permeates all aspects of life and its people are typically connected to 

individuals living transnational lifestyles (Duany, 2002).  The Island of Puerto Rico has had a 

socio-political relationship with the US since 1898 when the American invasion of the Island 

took place.  Upon the United States defeating Spain during the Spanish-American war, Puerto 

Rico was ceded to the US and it has been, officially, a commonwealth of the United States for 

more than six decades.  The Island is neither a US state nor an independent country but all Puerto 

Ricans, whether born on the Island or not, were granted US citizenship through the Jones Act in 

1917.  Soon after, Puerto Ricans began to migrate to the US as an option for job opportunities 

and a way to improve their quality of life (Prewitt-Díaz, 1994).  Currently there are over 3.5 

million Puerto Ricans on the Island and over 4.5 million more in the United States.  A significant 

number among both populations lives transnational lives.  Just in 2010 over 31,000 individuals 

reported having moved to Puerto Rico from the US during the previous year (US Census Bureau, 

2010) 

 Some scholars have argued that Puerto Rican migration should not be analyzed within a 

transnational framework.  This is mainly because of the Island’s commonwealth with the United 



Running head: GETTING USED TO HOME 
	  

	  
	  

35	  

States and the fact that Puerto Ricans as US citizens do not make international movements. Yet, 

“in spite of the island’s lack of sovereignty, Puerto Ricans’ collective sense of peoplehood has 

challenged scholars to reconsider the nation in non-territorial terms… although Puerto Ricans do 

not cross international borders when they travel to the United States, they do cross geopolitical, 

social, and cultural ones” (Aranda 2007, p.20). 

 Duany has focused much of his work on transnationalism in the Caribbean, concentrating 

particularly on Cuba, the Dominican Republic and Puerto Rico.  He has argued (Duany, 2002, 

2003) that the national identity of Puerto Ricans, both in the United States and on the Island, has 

been replaced by a more transnational identity because of the constant movement of people back 

and forth turning the Island into what he has called a “nation on the move,” in which people 

follow a migration pattern of vaivén.  Vaivén literally refers to a back and forth movement or the 

to and fro that, for instance, is felt while sitting on a rocking chair or at a boat at sea.  Despite 

migration patterns and flows and all US efforts of Americanization and assimilation of its 

people, the majority of Puerto Ricans on the Island and mainland cherish and protect their 

national and cultural identity (Duany, 2003).  Although the same ideologies apply for Puerto 

Rican migrants, they do encounter adaptation difficulties that influence their identities when 

returning to the Island.  Such processes of adaptation have been documented by Flores (2009) 

with his work on the Puerto Rican Diaspora, and it is also analyzed in the present study.  

 This notion of the Puerto Rican vaivén and how it manifests itself among Puerto Ricans is 

addressed well in Aranda’s (2007, 2008) work on middle class transmigrants.  Aranda (2007) 

compiled the stories of several middle-class Puerto Rican return migrants and has been able to 

present a nuanced portrayal of their reasons for migrating and their experiences in the US and on 

the Island, focusing on their struggles of incorporation and the emotional factors that contributed 
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to each move.  Because Aranda’s research focused on middle class Puerto Ricans it also delved 

into other contemporary migration phenomena being studied globally, such as the brain drain 

phenomenon.  Every year Puerto Rican college students search for jobs in the US labor market 

because their professions are saturated on the Island and finding a job is more difficult in Puerto 

Rico than in the US.  Aranda’s participants moved to the United States seeking education and job 

opportunities.  Yet, they returned to Puerto Rico after experiencing discrimination and because 

they lacked emotional support and missed their families.  Some explicitly stated that they wanted 

their children to grow up with their family and to learn the values they were taught when they 

were growing up on the Island.  Hence, she argues that beyond seeking economic advancement, 

there are other factors, like emotional connections, that influence the decisions to move.  Her 

research portrays the intricacies of transnationalism and the factors that can influence each move. 

Transnational Youth  

 Although studies on transnationalism initially focused on adults, more scholars have 

begun taking into consideration youth that are also part of the mobilization phenomena (Levitt & 

Waters, 2002).  Maira and Soep (2005), for example, have stated that the exclusion of youth in 

the study of issues related to globalization and mobilization has left gaps in our understanding of 

these phenomena which, once attended, could lead to the creation of new models and methods 

for studying border politics and change how we view migration.  Other researchers, like 

Orellana, Thorne, & Lam (2001) have argued that those who choose to leave children out of their 

research “neglect a central axis of family migration, and an important reason why families move 

across national borders and sustain transnational ties” (p. 588). In a similar argument, Haikkola 

(2012) stated that:  

[I]n the contemporary world, the transnational field of relations that children have been 
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incorporated into forms a significant context for their everyday lives.  Regardless of 

whether or not children act transnationally themselves, this field should be included in 

research on immigrant children…  The social relationships which children build during 

their childhood can aid understanding of the continuity of transnational engagement in 

the adult second generation. (p. 1202) 

 For Levitt (2009), although children might not experience transnationalism like first 

generation adults, they are part of a transnational environment and are socialized into this 

lifestyle and learn how to utilize such resources when necessary.  Furthermore, Levitt and 

Jaworsky, (2007) have noted that “[t]ransnational activities will not be central to the lives of 

most of the second or third generation, and they will not participate with the same frequency and 

intensity as their parents.  But the same children who never go back to their ancestral homes are 

frequently raised in households where people, values, goods, and claims from somewhere else 

are present on a daily basis” (p. 134).  In other words, transnationalism becomes part of the 

children’s habitus (Bourdieu, 1991). 

 Contrary to other arguments stating that issues of transnationalism only affect first the 

generation and thus children are not influenced by such dynamics, more scholars are now 

arguing that children are at the center stage of matters related to transnationalism.  One of the 

most concrete ways to perceive transnational practice among younger generations is through 

their use of technologies and social media as tools to stay simultaneously connected to several 

locations (Lam & Warriner, 2012; Moll, et al., 2013).  Scholars have also documented how the 

homeland has become an option for parents to send their children as a way to ensure that they do 

not lose their mother tongue, cultural practices and even to be disciplined for conduct in the host 

country of which their parents disapproved (Dustmann, 2003; Menjívar, 2002; Orellana, et al. 
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2001).  Even scholars who argue that second generations are not generally involved in 

transnational processes accept that a large population of migrants belong to the 1.5 or second 

generation and there is still much research to be done to capture transnationalism for these 

generations (Rumbaut, 2002). 

 Such arguments have led scholars like Levitt (2009) to call for an inclusion of children in 

the study of phenomena related to transnationalism.  As part of the family, children and youth are 

embedded in situations that affect them as much as any other relative. 

This is the context of the second generation experience.  Even if they rarely visit 

their ancestral homes or are not fluent in its language, they are often raised in 

settings that reference the homeland ideologically, materially and affectively each 

day.  They are socialized directly and indirectly into the asymmetries and 

disjunctures inherent in the transnational social field and are part of the cast of 

characters who resolve them (p. 1231). 

In spite of the geographical distance between the home and receiving country, second generation 

immigrants are often raised learning about the homeland, and its cultural practices and ideologies 

are still embedded in their everyday life.  Hence, even if they never live transnational lives by 

moving physically from one location to another, their space is still embedded in transnational 

dynamics.   

 Sánchez and Machado-Casas (2009) further discussed this idea of the different ways in 

which children can be involved in transnational livelihoods.  They propose that: 

[T]here are many children and families who actually lead a transnational 

lifestyle, engaging in a wide transnational social space that includes continued 

contact and interaction with their countries of origin, a non-linear back and forth 
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between different worlds, sometimes across physical borders and sometimes 

within spaces that only include difficult social borders. (p. 10) 

Orellana and her colleagues (2001) contribute to this argument through their ethnographic work 

in which they portray the direct participation of children and youth in transnational dynamics.  In 

the situations presented by these authors, children were active agents in the reasons for 

maintaining such transnational ties between the host and home country.  Their sample consisted 

of different migrating populations, which allowed them to represent situations that involved 

children directly as part of transnational movement.  Some families reported that one of the 

reasons for children to move back and forth was ensuring their that children appreciated what 

they had in the host country and controlling their behaviors, sending children as “parachute kids” 

to ensure their access to colleges in the United States which may lead to a upward social 

movements for the family.  Their findings align with other research, such as Dustmann’s (2003) 

work on migration and children, which demonstrated that the well being of children is a 

primordial reason for moving between home and host countries. 

 In her article Allá en Guatemala, Ek (2009), provides as example of the fine details and 

nuanced understanding of transnational livelihoods that can be grasped and portrayed by 

conducting ethnographic work.  The author utilized the case of Amalia, a second-generation 

Guatemalan girl, to delve into issues of transnationalism as these relate to language and to 

identity.  Her constant visits to Guatemala helped her maintain her language and religious 

identity.  This longitudinal case study was conducted over a period of eleven years and was 

complemented by ethnographic work of the youth’s church community.  Ek utilized her data to 

emphasize the need for a more explicit focus on the experiences of second-generation youth who 

are part of transnational dynamics.  The author discussed some situations pertaining to education 
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in relation to Amalia’s trips to Guatemala and the impact of educational opportunities on her 

parents’ decisions of location.  Despite her freedom to move back to Guatemala or stay in the 

US, she decided to stay in the latter for educational reasons.  This ethnographic approach 

allowed Ek to document shifts in linguistic, religious, and cultural identities throughout Amalia’s 

life as her connections to Guatemala became stronger or weaker. 

Puerto Rican Transnational Youth 

 In light of the previous section on how transnationalism affects youth, the present section 

of this chapter elaborates more on the existent research regarding the role of transnationalism in 

the educational experiences of Puerto Rican migrant youth.  Positing transnationalism as a 

relevant factor in education is essential to understand the roles it can play in the lives of youth.  

When the transnational lens is applied to an educational framework for Puerto Rican youth, it 

can be easy to imagine the possible ways in which this lifestyle may impact students in and out 

of the schools contexts.  The movements back and forth from one location to another disrupt 

schooling for these students, whose school year is sometimes segmented according to the 

priorities of their families.  There are changes that come attached to the moving and, as reflected 

in the work of Prewitt-Díaz (1994) with Puerto Rican migrant youth, transnational lifestyles can 

be harsh for children who are involved in the constant movement.  One of his participants 

explains what the adaptation and re-adaptation processes feel like. 

When you have to move, you feel bad!  Because you leave everybody and you 

don’t know when you’ll ever see them again.  And you know you’re gonna miss 

all your friends!  And then you’re over there and you don’t want to come back 

here again.  Yeah, it’s the same thing for wherever you have to leave.  It’s hard to 

always have to leave, and come back and say good-bye all the time.  Like when 
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you are over there, you don’t want to come here.  It’s just the changing part that is 

different.  Once you get used to it, you adjust, right?  And then you like it.  

Sometimes you get nervous about it, though, you feel sick.  You know, like an 

upset stomach (everyone laughs).  You know, not really sick.  Oh just sometimes.  

It takes time to adjust, it takes time (p. 46). 

Moving tends to always be a difficult event for students who are aware that they will leave 

friends behind and will be encountering new social end educational contexts.  However, once 

they get used to that new environment, it might be time to return to their previous location. 

 One of the situations that these students encounter is how others perceive them when they 

are in their homeland or in their host country.  They are seen as different because of their 

bilingualism or lack of use of Spanish, their appearance and their behaviors (Lorenzo-Hernández, 

1999) and these are characteristics that need to be negotiated in both locations.  When they are in 

the United States, Puerto Rican students are required to learn and accommodate to a new 

language and lifestyle so that they are received well by their teachers and their peers.  However, 

when they return to Puerto Rico, they also have to modify in accordance with the Puerto Rican 

environment (Nieto, 2000).  It thus becomes necessary for them to learn about lifestyles, 

language and customs in both locations and to modify these things depending on where they are.  

Since families often relocate between the US and Puerto Rico on several occasions during their 

lifetime, youths in these household must always be prepared for the changes that these 

relocations may bring. 

 The work of Vega de Jesus and Sayers (2007) contributed to our understanding of these 

experiences for youth of different ages who live between Puerto Rico and the United States.  

These researchers conducted several interviews with Puerto Rican youth and teachers in both 
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locations in order to provide them with a voice to capture their experiences as students living in 

Puerto Rico and the US.  As a result of their research they concluded that these migrant students 

developed bicultural identities that allowed them to navigate both locations although they do 

clarify that it seems common for students to feel that while in Puerto Rico they felt more 

American and in the mainland they felt more Puerto Rican, a common and paradoxical situation 

for transmigrants.  Besides issues of language and peer rejection perceived by the students, Vega 

de Jesus and Sayers also noted a problem with schools that were unresponsive to their needs.  

This is another aspect that significantly influenced the experiences of these students, the lack of 

information in teacher preparation programs and trainings in general, for teachers and school 

staff regarding Puerto Rican migration and transnational livelihoods. 

 Reyes (2000) explained that the perceptions that Puerto Rican teachers tend to have about 

returning students include that these have a “lack of knowledge of language and culture, 

disrespect toward teachers and Puerto Rican values, and an overall attitude of viewing their new 

environment as inferior to the United States” (p. 43).  As consequence, teachers may marginalize 

these students if they perceive them negatively or if they feel that investing additional time  them 

might not be worth it.  They are not aware that such decisions can reduce the students’ chances 

of academic achievement and of getting used to the new school system.  On many occasions the 

only source of support available in a school is a return migrant teacher, usually an English 

teacher, who understands what the student is experiencing and is willing to help.  These teachers 

are commonly the only resources that returning students find in their new schools and that is just 

in the case that they are able to find them.  Otherwise, they might not have any source of support 

in the school to helps them in their process of adjustment. 
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Transnationalism and Emotions 

 There are several research foci related to transnationalism that have been undertaken by 

scholars over the past years.  These include both theoretical and research based works that have 

contributed to the expansion of the study of transnationalism (Lam & Warriner 2012; Vertovec, 

2009).  However, the majority of work related to transnationalism is on perceptible factors like 

education, language, employment, and social class, and less emphasis on other aspects of their 

lives that are less tangible.  This emphasis has led to a gap in the study of emotions and the roles 

these play in transnationality.  However, these dynamics have begun to be addressed recently by 

scholars who have become increasingly interested in the emotional aspect of migration and 

transnationalism (Baldassar 2007; Skrbis, 2008; Svazek, 2008; Zembylas 2012).  Anderson’s 

(1991) concept of imagined communities, where individuals are attached through their 

imagination to communities that they are unable to access physically, may also be useful in 

addressing the emotional aspects of transnationalism.  Especially so in understanding migrants’ 

attachment to and investment in communities they imagine but no longer inhabit, a common but 

transient experience among the students in the present study, as I shall show. 

 It can be argued, then, that “migrant stories are linked with the experiences of adjustment, 

settlement, nostalgia, a shattered sense of belonging, renewal, loss, discrimination, abrupt 

endings, new beginnings and new opportunities – all potent sources of emotions” (Skrbis 2008, 

p. 236).  And as Conradson and Mckay (2007) have stated, “the happiness, sadness, frustration, 

excitement and ambivalence that accompany emplacement and mobility are central to social life, 

shaping our experiences of the world and relations with others.” (p. 169).  All of these emotions 

are part of the experiences of adults as well as youths.  Understanding these feelings and how 

they link to movement and the personal outcomes of individuals is an important aspect to address 
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in studies of transnationalism (Zembylas 2012). 

 The work of Elizabeth Aranda (2007) is situated in this framework of emotions and 

movement.  I draw from her work with Puerto Rican middle class migrants to analyze the 

emotional aspects of migration in my participants.  Aranda’s work focuses on middle-class adults 

who returned to Puerto Rico mainly for emotional reasons.  She found that familial situations and 

ties in Puerto Rico, as well as missing home or feeling out of place, were common reasons for 

returning regardless of the economic success or stability of the migrant in the United States.  

Although her work focused on adults, the small amount of conversations with her participants 

that related to family and the children in the household revealed ambiguity and embeddedness 

for youths as well. She hence states that: 

Further research is needed on the effects of circular, episodic settlement on children’s 

levels of emotional embeddedness and how identity changes regarding migration are 

integrated into their developmental stages.  This may help us further understand family 

dynamics among Puerto Rican households whose members have spent their lives living 

transnationally. (pp. 166-67) 

I thus sought to expand on her research by focusing on Puerto Rican transnational migrant youth 

and the role of emotions and feelings of belonging in their lives. 

 Understanding the emotional processes of transnational youths is as important as 

understanding these processes in the lives of adults and on many occasions these are quite 

different (Wolf, 2002).  Minors’ feelings of embeddedness and belonging to the different 

locations they are part of are pivotal in their educational experiences and outcomes.  This is not 

only essential for researchers to document but for the more pragmatic purposes of aiding students 

in schools and communities.  Zembylas  (2012) has argued that migration and transnational 
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mobility “influences emotional dynamics and notions of self and belonging for both migrants 

and members from the receiving country.  Consequently, attending to feelings linked to 

transnational migration is essential, if educators are to understand the new manifestations of 

racism and nationalism and the resulting implications for educational institutions in multicultural 

societies” (p. 7). 

Human Mobility and Language 

 Language is an important aspect of mobility that is pivotal to our understanding of the 

experiences of transnational migrants and hence necessary to study.  Language can be a 

determining factor in the ways migrants are received in a new space and even in future decisions 

of movement.  As Collins (2012) puts it:  

As anthropologists and language analysts we are interested in how people experience 

global processes like migration and new forms of cultural and linguistic diversity and 

how that experience is given shape and meaning by the way the use language and the way 

language is used with them. (p. 192) 

Oftentimes, the value or role of a language is not decided by the individuals using it but rather by 

the contexts in which the individuals are using it. In these situations, understanding the social 

space in which the individual is located is essential in the study of language value in relation to 

mobility.  In his work on language and globalization, Blommaert (2011) draws from Vertovec’s 

(2007b, 2010) term of superdiversity to explore the language dynamics of spaces that are 

impacted by immigration.  

 Blommaert (2005, 2010) focuses particularly on the role of languages in the global world 

and the relationship between the values of these and shift of these values as people move from 

one space to another, what he refers to as language and mobility in the framework of space and 
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scale.  Blommaert draws from Bourdieu’s (1991) ideas of social fields, adjusting them to a more 

global perspective that takes into account the contemporary mobility dynamics and how such 

movements are impacted by language.  As Bourdieu has written: 

When individuals act, they always do so in specific social contexts or settings.  Hence 

particular practices or perceptions should be seen, not as the product of the habitus as 

such, but as the product of the relation between the habitus, on the one hand, and the 

specific social contexts or 'fields' within which individuals act, on the other…. A field is 

always the site of struggles in which individuals seek to maintain or alter the distribution 

of the forms of capital specific to it. (p. 14) 

For Bourdieu an individual’s habitus is only one of the factors that need to be considered when 

examining language or other aspects of a person.  Other scholars have used the term social fields. 

For instance, Levitt and Glick Schiller (1994) expanded Bourdieu’s definition of social fields to 

address the particular dynamics of individuals who live transnational lives. 

 In their discussion of multilingualism and the value of speaking several languages, 

Blommaert and his colleagues (2005) state that the space determines the scale of each language 

an individual speaks.  They argue that multilingualism should not be perceived as a set of skills 

that individuals have or lack but instead as what is accepted as valuable in the environment 

which the individual inhabits.  It would hence not be of much value for a person to speak 

multiple languages if he or she is in a space where none of those languages are spoken.  This 

person can be considered to have no language if none of the languages he or she speaks have 

value in that particular space.  This follows Bourdieu’s idea regarding the role of context in the 

forms of capital that people hold.  In such instances a “change in spatial environment clearly 

affects our capacity to deploy linguistic resources and skills and imposes requirements on us 
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which we may fail to meet – a quite common globalization experience which we accept as a 

sociolinguistic problem” (Blommaert, et al. 2005, p. 198). 

 Blommaert’s work is encased in a global or transnational perspective.  His theory is a 

helpful tool in understanding shifts in the values we add to languages and how these can 

immediately change upon an individual’s relocation to a new space. 

 We want to identify the larger frames within which such moves are possible, get 

enabled, get denied, and have effects.  And we shall do so from within ethnography, an 

ethnography that contributes to argumentation about language competencies and what 

counts as competencies in real environments.  The issue of competencies is far too rarely 

dealt with as something which is connected to situated occurrences in an environment 

which has its own spatio-temporal characteristics.  Ethnography forces us to address this 

situatedness and thus, to destabilize the seemingly static notion of competencies as a set 

of attributes of individuals.” (Blommaert, 2005, p. 199) 

My ethnographic case studies, include data that show how the role and value of Spanish and 

English change when the migrant students are in schools in Puerto Rico.  This is part of the set of 

rules the students learn and to which they have to accommodate in order to be successful in 

school.  These two sets of rules, which vary based on whether the students are in the United 

States or Puerto Rico, are yet another marker of their transnationality.  While in the United 

States, English is the language of higher value in the school context; in Puerto Rico it is clearly 

Spanish.  I hence chose to draw from Blommaert’s theory of space and scale to examine the 

language-related data in my study and explore the impact of uses of language in the educational 

experiences of the participants and their transnationality. 

 Language is then an aspect of relocation that concerns the field of education, in particular 
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its role of inside schools.  Despite students’ knowledge of one or more languages, there are 

specific language-related requisites in the school context that they must follow in order to 

preform well in their classes.  Some researcher in fields such as sociolinguistics and 

anthropology have explored language practices in the school context, explaining that there are 

specific language processes that take place in schools, and dynamics between teachers and 

students, which may be different to those taking place outside the school context (Duff, 2010; 

Rockwell, 1997; Schleppegrell & O’Hallaron, 2011).  These processes are more salient for 

returning migrants who encounter a set of rules while in the United States and a different one in 

Puerto Rico.  These differences, such as the level of knowledge of English or Spanish required to 

perform in schools in each location, are central to their academic experiences.  In the case of 

migrant youths, these processes might also involve the practices of translanguaging, how 

bilinguals use their available linguistic and cultural repertoires as resources for meaning making, 

which have been recently discussed by Garcia and Li (2014).  Mazak and Herbas-Donoso (2014) 

have also explored the topic of translanguaging and academic language but in the Puerto Rican 

university context.  These works explains the complexities and ways in which in which students 

negotiate both languages and how these serve as tools for thinking inside the classroom. 

Language in Puerto Rico 

 Puerto Rico has a particular language context, a site of both conflict with and 

accommodation of English, while Spanish retains its influence as the predominant language 

(Negrón-Muntaner, 1997).  Despite the fact that currently English and Spanish are listed as co-

official languages in Puerto Rico, over 80 percent of Island Puerto Ricans report low proficiency 

in English (US Census Bureau, 2010).  Although in Puerto Rico one can easily find people using 

English in specific settings, such as areas that are commonly visited by tourists and college 
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communities, English is not used as often as the bilingual policy might reflect.  Spanish is clearly 

the dominant language in Puerto Rico, used in everyday communication and social life (Pousada, 

2008).  The possibility of needing to use English in Puerto Rico is rare, such a need may occur 

more often during computer-based transactions or when doing business with companies and 

agencies in the United States.  In such cases, people who do not feel comfortable with the 

language tend to find someone with a higher English proficiency to aid them with the task at 

hand.  A person can live their entire live in Puerto Rico without ever needing to speak English. 

This particular language situation has a direct relationship with the sociopolitical 

ideologies of Puerto Ricans.  Over the decades there have been different movements either 

resisting or supporting the use of English because of its association with Americanization 

(Algrén de Gutiérrez, 1987; Clachar, 1997).  These matters are also clearly present in public 

schools on the Island, which have suffered multiple language policy changes since the American 

invasion in 1898 (Schmidt, 2014).  The language conflicts are reflected in schools and can be 

observed being reproduced among migrant youth who speak a Spanish that is different to the one 

spoken by non-migrant Puerto Rican students.  Language is thus determinant of the school 

experiences of migrant youth. 

Transnational Migrants and the English Language 

As previously mentioned, the political relationship between the US and Puerto Rico has 

led to massive migration of Puerto Ricans to the mainland.  Oftentimes, the transnational 

population includes 1.5 and second generation members who either only speak English or speak 

a Spanish that is marked by English and thus perceived as different or unacceptable by Island-

based Puerto Ricans standards.  Experiences related specifically to language use have been 

documented in the past by scholars in their work on migrant Puerto Rican youth (Reyes, 2000; 
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Vega de Jesús & Sayers, 2007).  In such interactions the ideologies of non-migrant Puerto Ricans 

can be noticed in how they think about Puerto Rican migrants and their use of both languages.  

This matter is a salient aspect of the experiences of transnational students and how they are 

perceived and often ostracized by their peers.  These peers might not understand that English is 

the students’ first language and can think of them as people who are trying to present themselves 

as better than peers who do not know English (Soto-Santiago & Moll, 2014). 

For transnational Puerto Rican youth, in the US and on the Island, being bilingual is part 

of their identity as Puerto Ricans (Zentella, 1997a).  Spanish represents a link with their family 

and their community.  It grants them access to knowledge about their family background and 

Puerto Rican history and way of living.  English, on the other hand, represents the ability to do 

well in school, to communicate with English speaking peers and to belong to their new location.  

For these youths, being bilingual and drawing from both languages on a daily basis is natural; it 

is part of who they are.  On the other hand when they arrive in Puerto Rico, especially in the 

school context, their use of English is not well received by adults and peers because it becomes a 

problem for them to have to use English to communicate with a student who does not speak 

Spanish proficiently.  This forces such youth to go through a process of accommodation and 

resistance (Zentella, 1997b) where they negotiate their language use.  This process with their use 

of Spanish in Puerto Rico is similar to their use of English in the US.  Transnational Puerto 

Ricans then often face judgment for their linguistic repertoires in each space and tend to have to 

accommodate to the value of each language based on whether they are in Puerto Rico or the 

United States. 

Transnational youth from different nationalities living in the US use both English and 

their mother tongues to perform tasks at school and home (Hornberger, 2007).  Among the 
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activities in which they employ bilingualism are the maintenance of blogs and other social 

platforms in which they upload of files and videos in both languages.  However, in contrast to 

these dynamics, the schools where these students attend do not provide for similar experiences 

for these youth.  Hornberger argued that social spaces serve as a place that allows youth to 

manifest their identities and employ bilingual dynamics.  The social space accounts of these 

youths, for instance, exhibit how this happens by showing usernames related to their nationality 

and bilingualism.  Hornberger notes that the current use of the transnational lens as a tool to 

understand migrant youth has allowed researchers to perceive bilingualism differently and to 

notice the need to create spaces tailored for this population.  Although bilingualism is generally 

considered a valuable skill, in the specific contexts of transnational youths in the US and Puerto 

Rico, the spaces force them to choose which language to prioritize.  While in the US the focus 

leans clearly towards English, in Puerto Rico their use of English is not well received and their 

Spanish proficiency often becomes an issue for social and educational reasons.  
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Chapter 3: Methodology 

Design 

 This qualitative investigation was designed as ethnographic case studies of six Puerto 

Rican migrant students returning to Puerto Rican public schools.  The purpose of this design was 

to provide an opportunity for the participants to express their thoughts and feelings regarding 

Puerto Rican migration and particular situations faced by youth upon returning to the homeland. 

The methodology allowed me as a researcher to delve deeply into the lives and migration stories 

of these students and their families in order to better understand their experiences.  Their 

experiences include life in the United States and in Puerto Rico and the reasons for moving 

between these two locations.  Each case study was comprised of a returning student, his/her 

parents or caregivers, three of the student’s teachers and one or more school support staff 

working with that student. 

Data Collection 

 Data collection took place for seven months over the course of one academic school year. 

My three data collection methods were school observations in and out of classrooms, semi-

structured interviews (Merriam, 2009), and the collection of documents pertinent to the students’ 

academic profiles and support offered to the students in school (i.e., class notes, exams, and 

assignments).  These three methods served as a way to triangulate my data in order to enhance 

the validity of the findings as well as in acquiring a nuanced understanding (Geertz, 1973) of 

students’ lives and academic profiles while in the US and Puerto Rico. 

 Interviews. The interviews were my main source of data collection.  All participants in 

the study, except for one student, were interviewed.  This particular student returned to the 

United States before I was able to coordinate his interview and upon the family’s relocation to 
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the US I was unable to schedule the interview.  However, I did have several conversations with 

the student and completed the interviews with his mother and his teachers and hence decided to 

include his data, as his case is significant to the study.  As a researcher proficient in both Spanish 

and English, I explained to all participants that they could speak in either language.  All 

interviews were conducted either in Spanish, English, or both, depending on the preference of 

each participant.  All teacher staff and parent interviews were conducted in Spanish, with some 

including a scarce use of English, particularly with the English teachers.  The student interviews 

were in Spanish and English.  Students often switched back and forth between the two languages 

during our conversations, as did I depending of the language choices of the participants.  One 

student chose to do the interview in Spanish only.  However, for the purpose of formatting I have 

chosen to present the data in English regardless of the language originally used in each interview 

(see Appendix A for all translations).  There were different semi-structured interview protocols 

for parents, students, and teachers and staff (See Appendix B for all interview protocols).  

Besides utilizing the different protocols for different participants, each interview was also 

tailored to the topics and situations relevant to the student being discussed and this was the 

purpose for using a semi-structured protocol. 

 All teacher and staff interviews took place on school premises.  The interviews with the 

teachers were scheduled during their preparation hour and for the staff these were scheduled 

whenever the participant had the time to do so.  The parent and student interviews were 

conducted in the schools or households, depending on the preference of the parents.  In three of 

the cases the parents preferred the household and in the other three the school was chosen as the 

meeting place and location for interviews.  The two parents who lived in public housing projects 

chose to conduct the interviews at the school and three of the four living elsewhere chose their 
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households.  The other participant who chose to meet at the school had just moved into a rented 

house.  The three families that invited me into their homes where living in more stable homes 

that belonged to their parents.  In two of the cases the parents, that is the grandparents of the 

migrant students, were still living in the house.  One family was living with the migrant student’s 

great-grandmother as their caretakers, another was living with her parents and the third was 

living in the house that belonged to the migrant student’s grandparents. 

 My thoughts regarding the choice of interview settings is that the environment and living 

conditions of the families in the housing projects were less stable and probably poorer than those 

of other families and hence these parents felt less comfortable allowing a stranger into their 

home.  It is also possible that they did not want me or anyone related to the school to become 

aware of some of the situations that the students were facing at home.  These are factors that can 

affect this type of research design and should be taken into consideration when planning 

household visits.  Undoubtedly, visiting the household provided another level of understanding 

of the realities, needs, and support networks of these families.  Although teachers spoke about 

life in the public housings and the role of this for the students and their families, not being able to 

visit the homes of those participants was indeed a hindrance as a researcher.  

 Classroom observations.  The classroom observations provided an opportunity to learn 

about the students’ peer networks, their academic experiences, the availability of resources, and 

use of language for academic and social purposes.  A maximum of 9 observations (3 one hour 

observations for each class) took place for each student, whenever possible.  The different 

classrooms included their Spanish and English classes and a class, chosen by the students, in 

which language was not the subject matter.  The classes chosen by the participants were a 

parenting elective, history, and math.  The observations only took place for those participants 
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whose teachers agreed to allow for my presence in the classroom.  There were also cases in 

which the students were not attending the class and there was no opportunity for me to observe 

them.  

 Compilation of documents.  The documents that were collected for the students were 

mainly copies of class notes and exams for the classes that I was observing.  This was a way to 

understand how their notes related to the class material and if there were differences between 

their rapport and participation in the class and what they were doing in their notebooks.  I also 

found that the notebooks included personal statements, drawings, games, phrases, and the like, 

that allowed me to learn more about each student’s hobbies, characteristics, and feelings.  

Besides the notebooks, I also collected documentation on the Linguistic Limitations Program 

that was being implemented as a support system for the migrant students returning to the Island 

from the United States.  These documents included circular letters to teachers and school staff 

about the program, questionnaires and measures used to determine student eligibility for the 

program and other documents related to teacher training and program implementations. 

Research Sites 

 The study took place in two schools, Paseo Junior High School and Main High School3.  

Both schools are in Mayagüez, one of the largest towns in Puerto Rico, located on the west coast 

of the Island.  Given its large population, Mayagüez receives a significant amount of migrant 

families each year; only in 2010, over 1,200 individuals reported that they had recently moved to 

this town from the United States (US Census Bureau, 2010).  Each of the schools serving as my 

research sites has at least twenty migrant students.  The schools were selected for their location 

and socioeconomic profiles of its students.  The junior high school serves students from four 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
3	  The names of the schools have been substituted for the pseudonyms Paseo and Main to ensure 
the confidentiality of all participants in the study.	  
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adjacent housing projects and several impoverished neighborhoods.  The high school was 

selected in order to maintain similar student profiles since the junior high school feeds into that 

high school.  It is worth noting that 100% of students enrolled in public schools in Puerto Rico 

are eligible for free/reduced lunch. 

 Although the school is the main research site because it is where the students’ main 

adjustments take place, visiting the household allowed me to take into account both the school 

and home context.  Considering familial relations is essential in order to acquire a holistic 

understanding of the students’ transnational experiences and the households are an important 

setting for understanding family dynamics and cultural practices they have brought from living 

in the US and how these influence the student’s experiences (González, Moll, & Amanti, 2005).  

Familial matters may also lead them to return to the US and it was essential for me to understand 

them since they were pertinent to students’ past, present, and future scenarios. 

IRB and Access 

 Gaining access to the research sites was more challenging than I anticipated.  I was 

required to obtain authorization by both the Human Subjects Committee at the University of 

Arizona and the Department of Education in Puerto Rico and there were more bureaucratic 

hurdles to overcome with the Department of Education than I expected.  Although I had started 

inquiring about the application or research several months before I submitted my proposal it was 

difficult to understand the process and every time I spoke with a different employee at the 

Department of Education (at the schools, regional office, and main headquarters), the process 

was explained differently.  While I was initially advised by the school to submit my 

documentation at the regional office, when I arrived there I was told I had to do so at the 

headquarters in San Juan.  Despite submitting my documents in July my research project was not 
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approved until October.  There were several revisions and phone meetings, which included an 

evaluation of the study to determine whether or not I would be allowed to conduct classroom 

observations because this was not customary at the Department of Education.  In the approved 

proposal the hours of observation were limited to no more than ten hours per student for all 

classes. 

 I sensed that my project was perceived as too ethnographic and the staff in charge of 

research at Department of Education were more used to researchers administering quick surveys 

and working with more quantitative methodologies.  Throughout the process of application and 

approval for research, I only spoke with the staff person assigned to my case and never to the 

director of this division.  Whenever a decision had to be made about my study, the staff person 

contacted me via email or phone and acted as an intercessor between the director and myself.  By 

the time my investigation was approved it was already the middle of the first academic semester.  

Upon my arrival to each school I went to the directors with my letter of approval with the 

intention of explaining my research to them.  In both schools I only spoke briefly with the 

directors and was referred to the social workers or counselors, and was told they would help me 

with whatever I needed for the study.  After I met the social workers and counselors, they were 

quite diligent and helpful with everything I needed.  In the junior high school I only worked with 

one of the social workers, which was actually the social worker for the special education sector.  

In the high school I worked more closely with one of the social workers and one of the school 

counselors. 

Participants 

 The selection of my participants began with the guidance of school counselors and social 

workers that identified migrant students who had returned recently to Puerto Rico and who were 
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enrolled in the school that I selected.  They also specifically suggested students who had been 

determined to have what the Department of Education in Puerto Rico refers to as limitaciones 

lingüísticas (linguistic limitations).  This classification implies that the student is not proficient 

enough in Spanish to perform well in his/her classes and as such language becomes a possible 

barrier for academic achievement.  It is important to clarify that I did not ask for students who 

were in the Linguistic Limitations Program, yet in both schools, the term migrant seemed to 

equate to linguistically challenged since the staff kept clarifying which students were in the 

program and which were not.  The participants’ ages ranged from 13 to 17 years.  Although 

minors of all ages experience these processes and have much to say about them, one of the 

reasons for choosing this age range is that these students can reflect on and discuss their 

experiences more thoroughly than younger students.  This age range also brings crucial changes 

on its own and I was particularly interested in how these experiences help shape the identities of 

students who are already struggling with the changes and needs pertinent to their ages (Maira & 

Soep, 2005). 

 A total of thirty-three individuals participated in the study.  Between the two schools 

there were six students, eight parents, fifteen teachers and four school support staff, including 

one school director.  After selecting the students that I wanted to invite to participate in the 

study, I went through a process of explaining my study and giving each student a consent form 

that explained everything to take home and discuss it with their parents.  Then the parents were 

asked to come by the school or give me permission to visit them at home to explain the study to 

them and then sign the consent if they agreed to participate.  This was also when the students 

signed the assent form once the parents had approved of their participation.  Participants’ names 

have been substituted for pseudonyms chosen by the participants during their interviews. 
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Time Period 

 The data collection for these ethnographic case studies (Yin, 2009) took place over a 

period of seven months.  This included the recruitment period, interviews and classroom 

observations.  The first weeks in the schools were dedicated to becoming familiarized with the 

school staff and students.  This was an essential part of the study that helped me establish rapport 

with the participants and key members of each research site, which also aided in the recruitment 

process.  After the recruitment had concluded the student and parental interviews took place.  

These were completed in February and soon thereafter the teacher and staff interviews began.  

  The reasons for following this particular order were twofold.  First, to ensure I had 

information on students’ experiences in the schools and thoughts about their classes, teachers, 

and services received in the school, in order to ask their teachers about these.  I also needed to 

ask the students about what classes they wanted me to visit besides Spanish and English before I 

could approach these teachers, inform them about the study, and ask if they were interested in 

participating in it. When the teacher interviews where completed, I scheduled with them the 

classroom observations based on their availability and days they thought were more pertinent.  

All parents, students and teachers had a say in whether or not the observations could take place, 

as this was one of the requirements of the Department of Education to allow me to conduct these 

observations.  The observations were the final part of my data collection and these were 

completed in May with the end of the school year. 

Data Analysis 

 After each interview was completed I would write a memo about it, focusing on the 

issues and themes discussed with the participant as well as any thoughts I had about the 

interview.  The memos became the initial stage of data analysis for the interviews, most of the 
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salient themes used for data analysis originated from the memoing.  The interviews and backups 

were uploaded immediately into my computer to avoid losing any of them.  Once all interviews 

were completed they were transcribed verbatim and kept in the original language.  A list of codes 

was created based on the project’s research questions and other emergent themes that had 

become important during the study.  The interviews were coded and organized using 

HyperResearch, a data analysis software.  The data were then classified by topics and divided by 

cases. 

Researcher Role 

 Through the duration of my study there were many hats I wore, some I expected while 

others came about as I advanced with my study and interacted with families and school staff.  I 

was well aware that I would be perceived as an outsider to these schools and households, 

because indeed I was, and as someone who had never worked in either school I knew I would be 

a non-participant observer.  Yet in many instances I became a participant observer due to the 

circumstance that sometimes came up in the schools or in my conversation with the families. 

Sometimes I found myself helping a social worker complete tasks or looking for psychological 

services for parents.  In all of these instances I often found myself pulling from my networks, life 

experiences and backgrounds to establish rapport, show sympathy and in many ways to truly 

attempt to aid participants in different ways.  But I also had to deal with the challenge of working 

with very different populations within my participants.  I even realized that I moderated my 

vocabulary and tone depending on with whom I was speaking.  I adopted a more professional 

tone while speaking with school staff and much more colloquial when speaking to parents and 

students. 
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 Teachers and staff. Whenever I spoke with school staff and teachers I presented myself 

as a doctoral student who was also an English teacher.  I initially thought that the word 

“doctoral” could come across to some as arrogant or cautionary and could even lead to a first 

impression different to the one I was seeking.  I soon found that several teachers were part of 

investigations at the local University, some had pursued master’s degrees and one was close to 

completing her doctorate and was a college professor as well as a teacher.  I learned what to 

discuss with whom based on their background and their interests.  I did not decide to do this as a 

way to be liked or helped by everyone, I just found this to be a good strategy as a researcher.  

Yet sometimes I questioned whether I was being hypocritical by highlighting or avoiding certain 

topics or aspects of my life. 

 The one participant with whom I became closer was the social worker at one of the 

schools.  Since the beginning of my visits to the school, the director asked her to help me with 

the research and she dedicated much time to my study.  As the social worker she knew how to 

reach families and of particular situations that were of my interest.  Ana was a sweet middle-

aged woman who was always available when I needed her. She was the only staff member who 

gave me her private cell phone number so I could reach her whenever I needed to do so.  Ana 

seemed to feel comfortable around me and soon our relationship became a friendship. Managing 

the roles of researcher and friend was challenging at times because I felt that part of what 

facilitated my research at Ana’s schools was the relationship I had developed with her.  I cared 

about her and her personal situations but I also felt I needed to be careful with merging these two 

roles since part of her struggles were related to her job at the school.  She shared many personal 

situations, cried and laughed with me, and I found myself trying to cheer her up and providing 

the kind of personal advice I would give one of my sisters.   
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 Ana was asked to do a variety of tasks in the school and as a result was usually 

overwhelmed. She was the one employee that the director trusted more than anyone else and she 

often had to run the school and attend to any situation that took place when he was absent or in a 

meeting.  Although Ana was only the social worker for the special education sector, she ended 

up working on many more areas and tasks than that.  There was another social worker and other 

support personnel in the school but no one seemed to be able to do what Ana did, so everyone 

relied on her.  On one occasion I tabulated hundreds of questionnaires with her in a rushed 

attempt to help her meet a fast approaching deadline for a meeting, so I personally experienced 

the load of work and stress she had on a daily basis.  I felt in debt with Ana and even thought I 

had my own pile of work to do, helping her was the least I could do after all she had done for me 

and knowing how much work she was asked to do. 

 Families and students.  My introduction to the families was different to the way I 

introduced myself to the teachers and staff.  The conversations that took place between us were 

the most difficult part of the study.  Even during data analysis and reporting, I found it 

impossible not to feel upset or emotionally shaken when I thought about some of these parents 

and students and revisited their stories.  I must clarify that some of the families had stable homes 

and sufficient income to meet their needs, yet others were facing harsh situations. 

 When I started designing this study I felt clear about how I related to these families.  I 

had been a migrant youth who had lived in public housing projects or impoverished communities 

for most of my life.  I was raised in a single-parent household with four siblings in precarious 

circumstances and with scarce resources.  I could remember all the teachers and individuals who 

somehow contributed to my eagerness to thrive and my desire to attend college and later on 

graduate school.  As with many of these students, I was raised in an environment mainly 
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matriarchal and could identify with single mothers and the reasons that make families like the 

ones participating in the study move back and forth between Puerto Rico and the US.  However, 

when I started to interact with the families it took me very little time to realize that for some of 

them I was nothing like them. 

 The experiences that I had perceived to be similarities between us had long passed for me 

while they were right in the midst of them.  I stood before them as a married woman in her late 

twenties, with a steady income, and no children. Even the clothes I wore, hobbies and interests 

were different from theirs.  Regardless of what I said or how I said it I was not a girl from el 

caserío (the housing projects), at least not to them.  I was not like them and I was afraid that as 

much as I shared my experiences they would not identify with my story, I feared that this could 

weaken my rapport with participants that saw me so differently. 

 During my interviews with parents and students I ended up sharing much more about 

myself than I had originally planned.  I would initially explain that like them I had moved to the 

US with my family and then returned to Puerto Rico and as such I was interested in hearing 

about their experiences.  Yet, as reality hit me, as I sat there with mothers crying and students 

sharing their situations at home, I began to share more about me, my mother, our situations, as a 

way to show them that I truly understood, that I was not a stranger to what they shared and I was 

not there to simply take advantage of their situations in order to complete my degree.  Sometimes 

I went home and cried, avoided transcribing memos or reviewing fieldnotes so that I did not have 

to relive the stories.  I found myself evading the data that reminded me and obligated me to face 

my own stories; stories I had forgotten or thought I had overcome.  As it turned out, there were 

still some wounds that had not completely healed and it took a lot of strength and time during my 

research to accept that I had chosen to study my own Achilles heel and I had to reconstruct and 
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analyze pieces of my own life in order to understand these data and do justice to the narratives 

and voices of these families.  It was only after I accepted that I was part of my research, and that 

in that sense I was an authentic participant-observer that I was ready to analyze and report the 

findings.  Once I overcame that, I realized that my background and how vulnerable I still felt 

about it, were strengths in my role as researcher.  My life experiences allowed me to perceive my 

data with a meticulous and unique eye. 
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Chapter 4: The Transnational Families and Their Schools 

 This chapter has the intention of introducing the reader to the families that were part of 

the study and the schools I visited during my data collection.  After much consideration I decided 

to divide my data by themes rather than by cases.  As a result each case has been deconstructed 

and the narratives of the participants are included throughout the entire manuscript.  This section 

provides brief vignettes of each family as a way to introduce the reader to each family, the most 

salient aspects of their migration stories, and the situations that the caregiver and youths 

encountered through their transnational lives.  Likewise, I also included a description of each 

school to provide an account of the characteristics of the two schools that I visited during my 

study and the particular characteristics of each.  I begin the chapter with the research sites and 

then present the six families, which are divided by school. 

The Research Sites 

 Paseo junior high school.  The junior high school that I selected for this study had an 

enrollment of 366 students and 36 teachers.  The school also had a large population of students 

who received special education services. Paseo was an old school with an outdated infrastructure 

and very little resources.  The school was surrounded by several public housing projects and as 

such most of the students enrolled in the school were part of these communities.  This made the 

student population mostly cohesive in SES and many of them shared similar situations at home, 

which created a challenging environment for teachers who often communicated in our 

conversations the difficulties they encountered as they worked with the students.  Despite these 

challenges, I found that most teachers at Paseo were highly committed to working with the 

students and many went out of their way to support students in academic and non-academic 

matters.  Teachers who decided to work at this school did so accepting the challenges that came 
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with the job.  The teachers who had been in the school the longest knew the families well and 

understood their situations; some had even taught several generations of the same family.  They 

positioned themselves as teachers whose job entailed much more than teaching a particular class 

material.  The social context in which students lived and the realities of these families were 

inevitably extended to the school and teachers learned to understand this and try to contribute to 

the improvement of the living conditions of their students in one way or another. 

 Although I had spent seven months at Paseo, talking with staff and learning about their 

students and about what it was like to be a teacher in this environment, I did not have a clear 

picture of this school as a community until I went to the school’s talent show.  I arrived at the 

cultural center where the talent show was to take place and selected a place with a good view and 

two available seats, one for me and one for Ana, the social worker.  At this point my data 

collection in the schools had been completed but Ana and I were no longer just acquaintances.  

She was not only a participant in my study and I was not just that random researcher that she was 

asked to help.  As I explain in Chapter 3, this relationship was not something I anticipated when I 

first met Ana, but through it I learned about the different roles that one might have to fulfill when 

conducting ethnographic research and how blurred the lines between one role and the other can 

be, let alone how personal relationships can become. 

 That night I was looking forward to the talent show because teachers and staff had 

emphasized how good it always was and how much fun it was to see the teachers participating 

with the students.  The teachers really took pride in the talent show and explained that this was 

one of the few opportunities to see how talented some of the students were and that sometimes 

these performances led to students realizing their capabilities and engaging in new goals.  The 

show began with a group of teachers dancing to Beyoncé’s new hit song, another example of the 
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connections between Puerto Rico and the United States, in this case the influence of US Pop 

culture.  The crowd went crazy with the teachers, their moves and the creative ways in which 

they made their performance memorable.  

 When their number was over, they announced that the talent show was being dedicated to 

the school director, who was retiring that year after many years of service as a teacher and 

director.  He had been a key factor in the improvement of this school in terms of academics and 

safety and some years ago was selected by a community organization as one of the heroes of our 

times for his commendable work at this school.  The theme song to He-Man, the cartoon 

character, came up and the teachers brought the director to the stage.  Then they played a video 

of old talent shows where he participated and newspaper clippings about his award.  The video 

also played the song “Hero” by Mariah Carey and at this point I noticed that the social workers, 

among other school staff, were crying. 

 I had become quite attached to this school and the staff and students in it because of the 

hard work that so many teachers and staff members put in to help their students.  It was then that 

I understood better than ever that this school was a unique community.  A space where every day 

the staff did what they could to help students, to support them, and to contribute to their 

development as human beings and as students.  That night the special education students were 

part of the mainstream population and together they showcased their talents; they danced, did 

imitations and even modeled.  Parents, sibling and grandmothers clapped and laughed supporting 

the students on stage. I saw a true community, and a unity in the school and the families.  I then 

understood why the talent show was so important –  it harnessed the support and caring that was 

much needed in that school. 
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 Main high school.  The high school that I selected as one of my research sites was the 

principal high school in the town and part of its history.  The sense of belonging at this school 

and the town was so strong that the graduating classes from several years ago still met and were 

active in social activities and conducting community service in the town.  There were also 

instances where parents paid for private schooling for their children until 9th grade and then 

enrolled them at Main High.  This was indicative that the school was a safe environment and 

parents believed the education was of high quality.  When I was visiting the school it had an 

enrollment of 833 students and 51 teachers. 

 Contrary to Paseo, this school’s facilities were fairly new and had many resources.  These 

new facilities had been inaugurated a couple of years ago and the old school was no longer being 

used.  This new school was located in the heart of the town and, unlike Paseo, its student 

population was quite varied in SES and in the communities that students came from.  This school 

also had two school directors, two social workers and two school counselors.  The school 

directors divided the workload and the staff divided the students. The number of students 

enrolled in this school was higher so this division was necessary.  Teachers in this school also 

had two professional hours of planning time each day whereas the teachers in the Paseo school 

only had one.  At Main High there were many student associations and opportunities for students 

to engage in extracurricular activities. 

 During the months I spent in the school, I was always well received by the staff, which 

always went out of their way to help me with my research.  However, I did not establish a 

relationship with any of them as close to the one I had with Ana, the social worker at Paseo, so 

my interactions with the staff were not as friendly or informal as with Ana.  Another significant 

difference for me was that although Paseo had fewer resources and spaces than Main High, Ana 



Running head: GETTING USED TO HOME 
	  

	  
	  

69	  

always provided me with a quiet room to conduct my interviews and do my fieldwork.  At Main 

high I felt like I was more on my own and often had to sit at the library when I was interviewing 

someone outside of the classroom.  This had its challenges, mainly because talking to 

participants in an open space lessened their privacy and how comfortable they felt during the 

interview.  Yet it was also nice to be in so much contact with the students as I worked on my 

fieldnotes.  It did, however, make me feel different when I was at each respective research site. 

 The other aspect I noticed about my visits was that the staff at Main High initially felt 

that I was there to hold them accountable for the population I was studying and often tried to 

showcase the work they did and how well they did it, or avoided providing too much 

information, as if what they shared had consequences for their careers.  Although some of the 

teachers that participated in my study at Main High were highly committed and very accessible, 

others were resistant to my presence in their classrooms and were less welcoming than the 

teachers at Paseo.  For these reasons I always felt more invited to visit Paseo, although there was 

nothing wrong with Main High as a research site.  Yet, I felt that Paseo was a closer school 

community than Main High.  Ana, of course, had much to do with that, and surely the ways I 

was treated by everyone at Paseo had much to do with how I felt about the school.  At Main 

High there was no heroic school director to admire and I did not come across the committed 

teachers who paid from their own pocket to make sure students had a cap and gown to attend 

their graduation and celebrate being the first in their family to graduate 9th grade.  I am sure these 

stories also existed at Main High, but teachers at Paseo mentioned them more because they were 

common and a significant part of their school context. 



Running head: GETTING USED TO HOME 
	  

	  
	  

70	  

Vignettes of Families from Paseo Junior High School 
 
 Nani and Dolores.  Nani was in 8th grade and Dolores was her mother.  Nani was the 

youngest of three girls and had a sister in the same school where she was enrolled.  Dolores was 

a single mother who grew up in the public housing projects located right behind Paseo junior 

high school.  She finished her high school and a nursing program but never worked as a nurse.  

Dolores moved to Philadelphia with her three daughters in 2006, some time later she returned to 

Puerto Rico and moved back again to Philadelphia in 2010.  Upon returning to the Island she 

applied for an apartment in public housing and was given priority because she had previously 

lived in that particular public housing project and this is where she lived with her daughters when 

I met the family.  Her mother and sister also lived in that housing project and they were Dolores’ 

main sources of support.  Her sister and her were actively involved in the community and 

coached the girls’ volleyball and soccer teams at the housing project. 

 Dolores did not want to share the personal reasons she had for returning but cried when 

she was talking about this experience and hinted that it was related to a relationship that ended 

badly.  When I asked Nani why they had returned to Puerto Rico, she said they did so because 

she and her sisters  had asked Dolores to return.  Nani felt comfortable in Puerto Rico and did not 

want to go back to Philadelphia, mainly because in Puerto Rico she could see her family often, 

particularly her grandmother and father.  In our conversations she mentioned that her father was 

the person she went to whenever she had a problem or questions.  She was one of the participants 

who reflected a strong emotional attachment to the Island. 

 Dolores described Nani as the daughter with the strongest character.  Dolores did not like 

some of the changes she had noticed in Nani.  One of the things that she was concerned about 

was the amount of freedom that her girls had in Puerto Rico.  She felt she has less control over 
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them and that they spent more time outside than when they were in Philadelphia.  There was also 

an issue with the freedom at the school and the easiness with which any student could walk in 

and out of the school.  She complained about how long it took for the school to let her know 

about Nani cutting class.  By the time she knew about the problem, it was already a significant 

issue and this had already hurt Nani’s grades.  Dolores reacted by being stricter and visiting the 

school more often.  As a result, Nani started going to her classes regularly but she was still 

failing some of them.  In her math class, for instance, the classes she had skipped and 

assignments she had missed had taken her grade down to 17 percent and she was inevitably 

going to fail the class. 

 In my observations I noticed that Nani only spoke Spanish and was very popular among 

her peers.  The only instance in which I have saw her using some English was in her English 

class when she was helping her friend with class work.  Even when her English teacher asked her 

something in English she replied in Spanish.  I perceived this as part of her attachment to Puerto 

Rico and of wanting to stay there. 

 William and Wanda.  William was in 8th grade and when I first met him I was 

impressed by his politeness and good manners.  He moved back to Puerto Rico in the summer of 

2013 with his mother Wanda, his brother and sister.  His brother had sickle cell anemia and one 

of the reasons for migrating to the US was to find better medical attention for him. Wanda had a 

bachelor’s degree in psychology but had never worked in that field.  She explained that the 

reason for returning to the Island was her family.  Her mom and dad were facing a difficult 

situation in which her mother was a victim of domestic violence and she came to help the family 

with this problem.  She described her mother as her “everything,” her best friend and confidante.  

The problem was solved when her father moved to the US and her mom stayed in Puerto Rico.  
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Wanda wanted to take her mother to live with her in the United States but her mother refused to 

move, mainly because one of her sons still lived with her and she felt responsible for him. 

 Wanda and her children lived in New York for 2 years since 2005 and then in Florida for 

5 years.  She described herself as a nomad who was not afraid of trying new things and who 

would do anything to make sure her kids had what they needed.  She also said her children were 

spoiled in the US since she had enough money to buy them what they wanted.  Although Wanda 

enjoyed the social aspect of living in Puerto Rico living in the US was more convenient for her 

and her children and she felt obligated to come back because of the family situation. 

 William was transferred from the school where he was originally enrolled upon arriving 

in Mayagüez because schoolmates were bullying him and this situation escalated to a heated 

argument between Wanda and the school director.  The director called the police on her and 

Wanda took William out of the school and moved him to another school because she had studied 

there and knew the director.  Throughout my study I noticed a negative change in William’s 

attitude; at some point around mid fall semester he began to skip English class.  The first time 

the social worker and I noticed his absences was on the day we had arranged for our first 

interview.  The social worker went to his class to remind him that we were meeting that day and 

was surprised when the teacher said he was not there and that he had been skipping her class for 

a while.  I spoke with him about it and he said he was bored and did not like the teacher.  During 

our second attempt to meet he also skipped the class and did not show up for our meeting. 

 Wanda had originally planned to wait until May to move back to Florida but this changed 

immediately after she saw William’s most recent report card.  His grades had dropped 

significantly and he continued to cut some classes, like English.  The last time I spoke with him 

he was different; he seemed upset.  Next time I visited the school I was informed that Wanda had 
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looked at the report card and immediately removed him from the school, bought the plane 

tickets, and went back to Florida.  The situation with her family had been resolved and she did 

not want to stay in a place that seemed to be hurting her children.  These drastic changes in 

William were a wake up call for Wanda.  I contacted Wanda after they left and she said she knew 

she had to go back to Florida to regain control of her family.  Despite several attempts I was, 

unfortunately, unable to reach the family again after they returned to Florida. 

Diana and Robert.  Diana also lived in one of the public housing projects close to the 

school.  She was raised there and when she returned from the US she applied for an apartment in 

the same location.  She moved to New Jersey in 2004 seeking better opportunities but decided to 

return to Puerto Rico because both she and her boyfriend had lost their jobs and neither was able 

to find another employment.  As a result, the family was facing harsh financial struggles that did 

not improve when they returned to the Island.  After almost a year in Puerto Rico her boyfriend 

decided to return to New Jersey to find a job and help the family but when the study ended he 

was still in the process of leaving.  The money that was used to purchase his plane ticket was 

intended for the electricity bill.  Since it was not paid the power company shut off their service 

and the family had to move in with a friend temporarily until this situation was solved. 

 Robert was supposed to receive special education services but when the family moved 

back Diana decided not to tell the school that he was receiving these services to see how he fared 

without them in the new school.  When Diana saw that his grades had decreased she told the 

social worker about the services he received to see if they could evaluate him and reinstate the 

services.    

 His evaluation took several months and when it was finally completed Robert was 

evaluated for a linguistic condition but he did not receive a psychological revaluation, which was 
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the area where he needed services.  He needed to be evaluated again because of that mistake.  

Robert was doing well in school when he was initially enrolled in the spring of 2012 but after the 

summer break something happened that made him change and when the new school year arrived, 

Robert was a different student.  His behavior and engagement in the classes were not the same 

and he stopped going to class altogether.  He went to school everyday but stayed on the 

basketball court or just walked around the school premises.  He could not really explain to me 

exactly why he did not go to his classes but he mentioned peer pressure and not liking his 

teachers as possible factors.  Several of his teachers discussed the sudden change that they saw in 

him.  Initially he was attentive, did his work, and participated in class.  The teachers and I felt 

that the change in setting and the situations that the family was facing after moving were in part 

responsible for these changes.  Robert shared accounts related to his stepfather selling drugs and 

even hitting his mother once.  He spoke about these things with an easiness that made me think 

he was either consumed by it all or wasn’t completely aware of the gravity of these issues.  He 

was quite talkative but also seemed distant or disconnected from his thoughts. 

 Robert had an older brother in the school and his oldest sister was in high school.  On the 

day that we scheduled our interview the social worker and I saw his brother at the school and 

asked if he was around.  His brother said Robert was at home sick but he showed up to the 

interview in the afternoon, wearing his uniform as if he had been in school all day. He told me he 

got bored at home and decided to come to school.  One of his teachers shared with me that he 

came to school to eat breakfast and lunch, which is a free service on the Island for all students in 

public schools. 

 At the end of April I learned that Diana was planning to move back to New Jersey in the 

summer.  These plans changed suddenly after men entered her apartment and threatened her 
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sons.  The social worker told me that some men came into her apartment and said they were 

going to kill her oldest son.  He was apparently being confused for someone else but the social 

worker and I had felt that this was a consequence of their stepfather’s drug dealing affairs. The 

family left before I was able to speak to Diana again to clarify the situation. 

Vignettes of Families from Main High School 

Carlos, Don Pedro, and Doña Lidia.  Carlos was in 10th grade and was raised by his 

grandparents, both in their sixties. Don Pedro and Doña Lidia were his caregivers and he had 

lived with them since he was a young boy, but his mother and father were still present in his life.  

Because they were Carlos’ grandparents I have decided to add Don (for male) and Doña (for 

female), to their pseudonyms.  In Spanish these prefixes are added to names to denote respect for 

the elderly.  Carlos spoke Spanish well and chose to do his interview in that language.  The 

family moved from North Carolina during the summer before my study took place so when I 

spoke with Carlos he was experiencing his first months after returning and his first year in high 

school in Puerto Rico. They lived in an urban area of Mayagüez,  in a house that belonged to 

Don Pedro’s mother.  This is the house where Don Pedro grew up and some of his neighbors 

were childhood friends.  They moved back to Puerto Rico because Doña Lidia preferred being on 

the Island and because Don Pedro’s mother was ill and they were taking care of her.  He still had 

sons/daughters and grandchildren living in the US.  One of the things that they missed the most 

about living in the US, besides their family there, was the access to services and things like 

supermarkets close by. 

 Carlos seemed to be more introverted.  In school I had seen him with a group of friends, 

playing games and hanging around the school.  Carlos was doing very well in school and 

according to the test that was used to determine linguistic competence he did not need the 
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services since he was proficient in both languages.  Although he liked being close to the beach 

and traveling around the Island, Carlos liked the US better and wanted to go to college there.  His 

grandfather also thought the US was a better place for Carlos. 

 Don Pedro was retired and Doña Lidia had always been a homemaker.  Don Pedro 

worked in a variety of jobs and was also in the Air Force for several years.  The family seemed 

to be financially stable.  They owned a car and Carlos had a laptop, video consoles, cable TV and 

Internet access. Although it cannot be stated that they had everything they needed, they did have 

much more than several other families that participated in the study. 

 Gabriel, Kiro and María.  Kiro and María had three children, Gabriel who was in 12th 

grade and a younger brother and sister who were in junior high. María had a master’s degree in 

the field of education and was an elementary school director in Mayagüez.  Kiro was working on 

his PhD and worked for a private company that offered teacher-training services.  The family 

moved to Boston, Massachusetts because María was offered a position as a Spanish teacher 

there.  She actually thought that she was applying to a position in Mayagüez because when she 

read the description of the position online the location of the school was abbreviated as MA, so 

she thought it would be perfect for her.  If she had known the job was in Massachusetts she 

would not have applied, but when she learned that she had been chosen, she said her and her 

husband closed their eyes and ventured into a new life.  They left their recently purchased home 

and belongings and packed whatever they could fit in their luggage.  She left first and some 

weeks later the husband and children followed.  For her the experience was initially shocking 

because she had never lived in the US and was expecting, as she put it, “a perfect world.”  She 

could not believe her eyes when she saw trash in the streets and homeless people.  Kiro was born 
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and raised in New York and moved back due to family issues, so he was more used to life in the 

US.   

 María felt guilt for moving to Boston and then for returning. In the US she and her 

husband were both making good money and were financially stable.  The kids soon got used to 

their new life and things got better.  However, Gabriel started displaying changes in his behavior 

and María struggled as she tried to discipline him and to remind him that regardless of how other 

families lived, at their home Kiro and her were still in charge.  When I interviewed Gabriel he 

said he came back because he begged his parents to send him back since he missed Puerto Rico 

so much.  Yet his mom told me they decided to send him back back as a solution to his 

behavioral changes.  Gabriel moved back to the Island when he was in 9th grade and he was sent 

by himself to live with his maternal grandparents.  That year he went to a private school in 

Mayagüez and although he liked the fact that he could speak English with many people he did 

not like the school so much.  After a couple of months on the Island his grandmother was 

diagnosed with cancer. María quickly flew to Puerto Rico and upon her mother’s death she 

called Kiro and said she was not going back and that the family had to return to Puerto Rico.  

She was very affected by her mother’s passing but also regretted having pulled her children 

again from an environment that they liked.  Kiro stayed until the school year was over, sold their 

things and moved.  Gabriel’s grandfather moved out of his house in the suburbs in Mayagüez so 

that María and her family could live in that house.  From their experience, Kiro and María 

learned that home is wherever they are, be it here or there. 

 Gabriel identified as being from Boston and told me he did not like identifying as Puerto 

Rican because of bad experiences with other Puerto Rican kids in Boston.  He came across as 

someone who was very confident; he played sports and had many hobbies like dancing and 
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playing instruments.  Upon graduation he wanted to go to college and had already applied to the 

local campus of the University of Puerto Rico (UPRM) for its program in civil engineering.  He 

accepted that his weakness was being lazy and never doing more than he needed to do.  This 

affected his grades and his GPA so he was not sure if he would be admitted to UPRM. 

 Nashalie and Kiki.  Nashalie was in 10th grade and she returned to Puerto Rico with her 

mother Kiki in the summer of 2012.  After Kiki’s partner became ill and lost his job things were 

not going so well economically for her and she decided to move back with her daughter 

Nashalie.  She lived in Atlantic City, New Jersey and stated that she loved her life there.  Kiki 

worked as a cashier, salesperson, and security staff at a nightclub, and her last job was as a 

croupier at the casinos.  When she arrived in Puerto Rico she moved to her parent’s home in a 

community of Mayagüez, in the house and neighborhood where she grew up.  Despite all of her 

skills and job experiences, she had not been able to find a job in part because she did not have a 

car and lived in an area that was far from downtown or places where she could access the scarce 

public transportation available in Mayagüez. 

 Kiki’s main concern was the difference in schools in the two locations.  She mentioned 

the resources available to students in the US and the safety of the school as the biggest 

difference.  She seemed to be very involved in her daughter’s education and kept many 

documents from her previous school years in New Jersey.  Before moving Nashalie had been 

accepted in a technical school in the culinary arts program.  She told me she had a hard time 

getting used to school here, especially because her mom just told her they were coming to Puerto 

Rico for a visit and she did not know she was moving.  She also found it difficult to take all 

classes in Spanish and mentioned that her Spanish teacher has been particularly helpful in that 

process. 



Running head: GETTING USED TO HOME 
	  

	  
	  

79	  

 In my observations I noticed that Nashalie was well liked by her peers and spoke Spanish 

fluently.  She had a couple of close friends from her peer group and seemed to be influenced by 

them.  I particularly saw this in her behavior around the school and when I often found her 

outside of the school premises skipping class; she was always either with the group of girls from 

her class or with her boyfriend, who went to a different school.  Her mom mentioned not wanting 

her to have a boyfriend yet because she wanted her to focus in school so I believe she was not 

aware of this young man that Nashalie was seeing. 

 Nashalie stated feeling really happy to be close to her family and expressed enjoying 

being around them very much.  She felt safe in her community and enjoyed being close to the 

beach and all the activities in which she got to spend time with her older brothers and family.  

She also liked living with her grandparents because she missed them a lot. 
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Chapter 5: Experiences of Parents and Students Upon Returning to Puerto Rico 
 

The Experiences of the Transnational Students 
 
 Including the perspectives of parents and students in the data collection process resulted 

in a rich set of data that allowed for an in-depth understanding of each family in the study.  In my 

conversations with the students and parents regarding their experiences upon returning to Puerto 

Rico, I learned about the particular circumstances that each family was facing and how those 

situations influenced their everyday lives, the youths’ education and their transnationality.  This 

section focuses on those situations by presenting some of the most compelling data from my case 

studies.  Among the most salient themes in the data are (a) the connections and emotional 

attachment to Puerto Rico and the United States reflected in the participants’ narratives, (b) the 

contrast between school systems in each location, (c) and how these differences impact the 

families and youths. 

Emotional Embeddedness to the United States and Puerto Rico 

 Both parents and student demonstrated an attachment and connection to the United States 

and to Puerto Rico.  Participants shared how they stayed connected to one location while being 

on the other.  Technology played a central role in these dynamics as participants used phones, 

social media, and other resources to maintain friendships and also be aware of news and events 

in the other location.  These strategies employed by the participants are also a portrayal of their 

attachment to both places and the ambivalence that was also part of their embededdness (Lam & 

Warriner, 2012; Moll, et al., 2013). 

 Emotional embeddedness in the lives of the adults.  Part of the reasons that parents 

discussed for returning to Puerto Rico related to their attachment to family and life in Puerto 

Rico.  This attachment, coined by Aranda (2007) as emotional embeddedness, is an important 
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factor in adults’ decisions to return to Puerto Rico.  Like the returning Puerto Ricans in Aranda’s 

research, parents in my study shared what being in Puerto Rico meant to them and the 

importance of being close to family.  The conversations about this matter shed light unto the idea 

that for parents Puerto Rico is more of a permanent home and the United States is a temporary 

home that they chose to live in for the benefit of the family.  As first generation migrants they 

were willing to make sacrifices and live elsewhere to increase the family’s quality of life, yet 

they still felt a strong attachment to Puerto Rico. 

 Wanda was the participant who portrayed the strongest emotional attachment to Puerto 

Rico.  She moved to New York primarily to gain access to better health services for her oldest 

son who had sickle cell anemia.  After New York she moved to Florida and liked that state better 

because the weather and lifestyle were more similar to Puerto Rico.  In New York she struggled 

with the harsh winter and after a while felt isolated.  However, despite having found a state 

where she felt more comfortable, she still longed for her mother and the company of her family.  

I loved Florida.  It doesn’t snow a lot, the cold is reasonable, you can go through winter 

with a sweater.  I always liked to dedicate the free time I had to my children, so we went 

to the parks.  There is access to go everywhere, like beaches, we have options. There did 

come a time when I got bored, because when you have already visited all the places to 

visit and you get used to staying at home there comes a time when loneliness gets to you.  

I don't like loneliness, I don't know how to live alone and although I am with my 

children, I am an adult; it is not the same thing.  So because of the situation with my dad, 

and I really missed my mom, I wanted to come back and so I moved back here. –Wanda 

When Wanda decided to return to Puerto Rico, she did so to help her mother with a situation she 

was facing with her father.  There had been an incident of domestic violence in the household 
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and she moved back to the Island to help both of her parents in the process of separation.  Yet 

besides this situation, she was also facing a struggle of her own; she missed her mother and could 

not wait any longer to spend time with her.  Amidst this scenario, her son’s health, her financial 

stability, and the quality of the schools that had led her to live in Florida, all had less priority.  

Nothing had more weight than her desperation to be with her mother and she immediately 

returned to Puerto Rico. 

 Wanda’s situation was complex.  She had an extremely strong relationship with her 

mother and needed to be in contact with her constantly but her children also had needs that 

forced her to return to the United Sates. This family was torn between what they needed 

emotionally and all the other needs they had.  

We are all practically looking for that warmth of the home.  They all say the same thing 

“grandma, grandma, grandma”, everything is my mom.  Grandma, uncle, grandma.  But 

when my son was at the hospital in Río Piedras for Christmas, he told me he wanted to 

leave because he knew his health was over there.  And that he was going to try to deal 

with missing his grandmother because his health came first and perhaps that is what 

forces me to go back.  Maybe if my son was normal and did not have a catastrophic 

health condition I would be able to deal with the situation [and stay] here. –Wanda 

Even Wanda’s oldest son recognized that his health had to come before his need to be close to 

his grandmother.  Wanda knew that regardless of how she felt about her family in Puerto Rico, 

her son needed the medical attention he could get in the United States and constantly worried 

about this while she lived on the Island. 

 Wanda’s relationship with her mother was so strong that she could not let one day pass 

by without talking to her, sometimes not even an hour.  Regardless of her location in the United 
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States, she maintained constant communication with her mother.  For her, breaking away from 

that bond was impossible. 

I speak with my mom like 45 times a day (laughs).  I would wake up and say good 

morning, “mom, are you having lunch? Me to, I love you”.  At 3:00 when I got off work, 

at night, at all times.  Because my mother is practically… she is my friend, my advisor, 

my mother, my confidant.  She is my everything, she is my everything.  My mom would 

travel, if possible every 3 months.  When the money situation was a little tighter I would 

send for her every 6 months.  She would come visit at least twice a year.  Sometimes it 

was 3, sometimes it was 4, depending on how my financial situation was because it 

wasn’t always the same.  But she always came to visit and whenever she came back to 

Puerto Rico she left an emptiness in my home.  The kids had this face of sadness and that 

week I practically did not go to work.  Because it had this maternal attachment, I have not 

yet been able to cut the umbilical cord with my mother.  It is impossible. –Wanda 

When Wanda could not travel to Puerto Rico she saved money to send for her mother so she 

could spend some weeks with her and her children in the United States.  Her mother did not want 

to move to the United States with her and this complicated things for Wanda because if her 

mother moved she would feel better knowing that the most important person for her was 

physically close to her all the time.  Since her mother was still in Puerto Rico, she had to 

continue nurturing the strong ties between them in anyway she could. 

 Another case where emotional embeddedness to both locations was highly present was in 

Carlos’ family.  Carlos’ grandmother, Doña Lidia, preferred to stay in Puerto Rico but there were 

family members living in the US. who made it difficult for her to relocate to the Island despite 

her desires to do so.  She did not like life in the US although she did like the access she had to 
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services.  For her, being close to family, friends and to the Puerto Rican scenery was more 

important. 

I got used to it, I got used to it but I missed being here because over there I did not have 

any friends.  I was only surrounded by Americans, and I don't like English.  I can read it 

and I understand it but speaking it, no…I really missed it.  I missed spending time with 

other people and I also have other grandchildren here.  I have many grandchildren all 

over the place.  I like it here.  I am by the beach, I go to the beach or I go shopping. –

Doña Lidia 

Her case shows the complexity of what it means to live in two spaces to belong to more than one 

location simultaneously and to always long for something or someone on the other side 

regardless of where one is physically.  Doña Lidia got used to life in the US but she was never 

completely happy there.  She knew it was the best thing for them at the moment but always 

waited for the day when she could return to the Island.  The family returned to take care of her 

mother in law when she became ill.  Both her husband Don Pedro and grandson Carlos prefer to 

be in the United Sates, but she clearly states that she wanted to stay in Puerto Rico. 

 Kiki also enjoyed her life in New Jersey and stated that she could have stayed there for a 

long time if she had not faced financial struggles after her partner lost his job.  However, despite 

her feelings about New Jersey, she missed her family and the time they used to spend together. 

I really missed the family a lot; the family gatherings like for Christmas or Thanksgiving 

when the family always came together and cooked and we joked around and shared.  That 

I missed over there, I didn’t have it. –Kiki 
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Family, again, was the one aspect that could not be replaced in the United States.  Sharing with 

loved ones had a great impact in how the parents in the study felt about their locations and in 

their decisions to relocate. 

 For María these feelings were harshly shaken after a traumatizing event that changed her 

perspective immediately.  When María moved with her family to Boston, she was thinking of 

what would be most beneficial for her husband and children.  After several years in 

Massachusetts she became used to the idea that her immediate family, children and husband 

were what mattered most and that wherever they were was where their home was.  However, 

when her mother became ill with cancer, María’s emotional struggles changed her perspective. 

 I arrived at 3:00 in the morning and my mother was already agonizing (Pause, cries).  

After that I did not return, I told [my husband] to sell everything, the same way we did 

when we moved to the US, because I was not going back.  I was not going back, I was 

staying here. 

Her mother passed away without her being able to spend time with her and she had been away 

for the past years.  She was so distraught by the situation that she decided not to return to 

Boston.  The pain of losing her mother was such that she did not think about her children or her 

husband the way she had done so before, she could only focus on her personal feelings.  

Although she shared that she constantly struggled with having removed her family from Puerto 

Rico and then did the same thing when they were happy with their life in Boston, she did what 

felt right at the moment.  This is where María portrayed ambivalence and simultaneity. 

 Students’ Emotional Embeddedness.  Like their parents who participated in this 

research, the students also reflected an emotional attachment to the locations they were part of in 

Puerto Rico and some in the United States.  I found that like the adults, what drew students to the 
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Island and to wanting to stay there was family.  Those who showed attachment to the United 

States did so more after comparing the two locations and feeling that life in the United States had 

a better quality.  The most salient comments about where home is were related directly to the 

location of the students’ family. 

 Nani.  Nani was one of the participants who expressed wanting to stay in Puerto Rico 

because that was where her family was and she wanted to be able to be close to her grandmother 

and her father.  Since she moved back to Puerto Rico with her sister and her mother, she had 

been able to see her father often and enjoyed the time she got to spend with him.  This was 

something she longed for while living in the United States.  When I asked Nani why she wanted 

to return to Puerto Rico her response was “cause, I had 6 years without seeing my grandma. And 

I wanted to live with her.  [And] being with my father. I see him a lot”.  Family was the only 

reason she mentioned.  After that I asked her about home and where she felt her home was. 

(S) When you think about home, where do you think your home is?  

(N) Here. 

(S) Here?  And if you could choose to live here or there, what would you choose? 

(N) Here. 

(S) Here?  Even if you could take your family over there, you could take your 

grandmother over there, you would still prefer here?  Why? 

(N) My grandmom never been to the US. She doesn’t like airplanes. 

(S) Ok. So, what makes you say, “I want to be here?” 

(N) My family. 

Nani was happy to be in Puerto Rico, where she felt at home, at ease, free.  She liked the 

freedom she had at home and schools and the fact that she could see her family all the time. 
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 Nani was very attached to life in Puerto Rico, she felt very comfortable at school and 

wanted to stay on the Island.  When I started observing her in her classes I realized that the art in 

the front cover of her notebooks had a heart shaped with the Puerto Rican flag inside it (Figure 

5.1).  I thought this might have just been coincidence and this had just happened to be the 

notebook her mom purchased for her.  After we started talking I asked her about this and she said 

she had picked those herself.  She liked the Puerto Rican flag and wanted those notebooks. 

 

Figure 5.1 Nani's notebook design 

This image was what led me to focus my work more on the emotional aspect of movement and 

how this is reflected in the younger generation of Puerto Rican migrants. 

 Robert.  Robert was also a student who liked living in Puerto Rico and wanted to stay.  

As discussed in the vignettes of the families, Robert’s family faced difficult challenges at home 

and was barely surviving.  When Robert and I talked he explained these situations but said that 

despite all of that he still wanted to stay on the Island but he knew that this was not his choice to 

make.  
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(S) What happens if your mom says you’re going back? 

(R) She might, I’ll discuss it with her, cause I don’t wanna go to The States. 

(S) You don’t want to go to The States? 

(R) Nope. 

(S) So if you move, would you prefer just to stay here? Or do you have to go with her? 

(R) I have to go with her, obligao’ (forced to go). 

He felt forced to return and indeed the family moved back to New Jersey in May, before my 

study ended.  Robert left with his mother and his brother but his sister stayed.  She was already 

in high school and apparently refused to leave so the mother agreed to leave her with the 

grandmother.  I never knew what happened to this family in the end but what I was sure of was 

that Robert wanted to stay in Puerto Rico.  It is possible that he felt more control over his life on 

the Island and had at least a safe home that did not depend on whether or not the family could 

pay the rent, whereas in New Jersey he had suffered a lot because of how much the family was 

forced to relocate. 

 Gabriel.  When I spoke to Gabriel I quickly sensed the ambivalence and simultaneity that 

are part of transnationalism (Levitt & Glick Schiller, 2004; Zembylas, 2012).  As discussed by 

Conradson and McKay (2007), ambivalence is part of the emotions that are part of human 

mobility and of the transnational dynamics that keep individuals connected to more than one 

location.  While in Boston, Gabriel faced serious challenges with peers in school that led to 

behavioral changes and ultimately to his parents deciding to send him back to Puerto Rico.  

Although his parents explained that they had made this decision because they feared his 

behavioral changes might not be reversible, Gabriel stated that this had been his choice because 

he missed Puerto Rico and asked his parents to send him back. 
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Moving back here was the worst mistake I could actually make; you know what’s the sad 

part it was my decision to come back.  When I, when I finished 9th grade, that summer, 

oh yeah I’m going to 10th grade, I’m gonna be a sophomore, I’m all pumped up, I’m 

going to school and then, I’m like, it just hits me, I’m like saying, I’m so happy in 

Boston, I could have never been happier, I had everything that I ever wanted, we were so 

stable.  I was sitting in the living room and it hits me, I miss Puerto Rico, I miss my 

Island, I want to go back, mom, dad, I want to go back. What?  I want to go back, I 

missed over there, I wanna go to school over there.  Are you sure of what you’re saying? 

yeah I want to back, but this is the difference, I thought I was coming back to what I left 

in 2007.  So I’m fighting against my parents to come back and this and that, so they send 

me a year before they come, so I can live with my grandfather, with my grandparents, 

cause my grandmother was still alive back then, and I get here. I get here July 30th, in the 

morning, so I come here and once I start seeing what this is, all the changes I have been 

through I’m like wow! What happened here? Now I’m having second thoughts about it 

you know. –Gabriel  

The emotions, feelings of belonging here and there, and the disillusions that might be part of the 

realities of each space are important to the overall experiences of human mobility.  Gabriel felt 

deceived when he returned to the Island because he remembered things differently.  For him the 

way people behaved and the lifestyle in general were different than he remembered.  Quite 

possibly life in Puerto Rico had not changed that much in five years but Gabriel left Puerto Rico 

as a child and returned as a teenager, so it is likely that upon returning he would perceive things 

differently than when he was a child.  Once he realized Puerto Rico was not what he expected, he 

wanted to return to Boston.  Unfortunately, soon after his return his grandmother became ill and 
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passed away.  This caused for the family to return and Gabriel was not able return to Boston.  

Regardless of whether the Island had really changed or if it was his perception, it was clear that 

he felt out of place, like he no longer belonged in Puerto Rico and wanted to return to what was 

known to him, where he felt comfortable.  Ironically, it was in that space that he recognized as 

the place where he belonged, that he decided he wanted to move back to Puerto Rico.  

 Gabriel’s case demonstrates the complexities of movement and the emotional struggles 

these entail, even more so for youth.  Despite his preference of location when asked about where 

home was for him, he did not choose either location.  Instead, he envisioned home as the place 

where his family was, be it in Puerto Rico or the United States.  This was a clear example of how 

transnationality expands beyond geographical borders and instead becomes a matter of emotions. 

Home is where my family is when I’m with my family.  I feel like I’m home because 

when I was here, I had my mom, my grandfather, everyone, when I used to live in Puerto 

Rico, once I left Boston, it was just my mom, my dad, my brother sister and I, no uncles, 

no aunts.  We’ve managed… just us 5 got from here, then we got to Boston to way over 

here, just us 5.  We had no help from anyone, and it can be anyplace right now and if I’m 

with him or her, I’m home. –Gabriel 

The struggles of his family and challenges they overcame in both locations made him feel that 

home was not about where one was but about who was with you in that location and how that 

made you feel.  This was a feeling shared by his parents as well.  They did not limit themselves 

to think that they were staying in Puerto Rico or returning to the United States.  Instead they 

expressed that they were fine going where they had to go as long as they were together as a 

family. 
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 Nashalie.  When I first met Nashalie she expressed feeling comfortable in her school and 

her community.  However, this had been a recent change.  She had moved in August of 2013 and 

when I met her in December of the same year she was still experiencing many adjustments.  Her 

incorporation to Puerto Rico was difficult to the extent that I would argue it was traumatic.  

When Nashalie returned with her mom she was not prepared to start a new school and had not 

studied in a school in Puerto Rico since she was a little girl.  Initially she thought she was just 

visiting her family and did not know that the move was permanent. 

I was sad because I didn’t want to leave cause I had a lot of friends and best friends and I 

had a boyfriend and we were like together for 7 months and when I told him that I was 

leaving he started crying.  And then mami drove me to his house and then his dad started 

crying and his dad’s mom started crying. –Nashalie 

Knowing that she was going to move and leave her life in Atlantic City behind was not easy for 

Nashalie.  She was leaving many years of friendships and a place she liked. 

 Her process of getting used to her new school was difficult.  As shown in the images 

below (Figure 5.2) the difference in schools and not being in New Jersey affected her 

profoundly. 
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Figure 5.2 Nashalie's English notebook 

These images from several pages from her English notebook throughout her first year in school 

portray her process of adjustment to Puerto Rico and to the school.  In the first page on the left 

side of the image is a picture of a biographical poem that was a class assignment very early in 

August, just weeks after her arrival.  In it she had to fill the spaces left blank with her own 

information.  The line that I found most revealing was “who hates being here”, “who wants to go 

back to Jersey”, and “who wishes I could go back to my old school”.  These lines portray her 

desire to return to New Jersey and to be with her friends in the school that she liked.  

 The next page on the upper right corner of the image is a note she wrote on her notebook 

to herself.  The date of this note is August 27, 2012, again, only several weeks after she had 
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started her new school.  In in she drew two bored faces with the phrase “I wanna go back to 

Jersey FML”.  The abbreviation FML in contemporary slang means f*** my life.  She underlined 

that abbreviation substantially, which gave me the impression that she was very frustrated with 

what she was experiencing at the moment. 

 The last page is a set of questions she had to answer. This was an assignment they had in 

January, right after returning from Christmas break.  My attention went to questions 1 and 3.  

Question 1: “What is you number one goal this year?” was answered with the sentence “My goal 

this year is to get my grades up”.  In question 3: “Are you content, why?”  She initially wrote, “I 

am not really happy right now but overall yes I am”  Then she scratched that and wrote, “No, I 

am not satisfied because I failed three classes”.  This last image shows how crucial the 

differences between school settings can be for returning migrant students when they relocate.  

The change was so drastic that Nashalie failed three of her classes and was very frustrated.  By 

the end of the school year she was doing better and felt more in place.  Yet these notes are a 

reminder of how difficult it was for her to adjust. 

 As with other participants, the only factor that made Nashalie feel happy about returning 

to Puerto Rico was that she knew she would get to see her family.  Her statements were also an 

example of ambiguity and simultaneity across spaces.  

It was really hard because I wasn’t used to living here cause I grew up over there and 

when mami told me we were moving here I was sad, I was mad, but at the same time I 

was kinda happy too.  I was happy because my family… all my family lives here and I 

haven’t seen my family in a long time.  I barely remember my family I rarely remember 

my own father.  When I first saw him here I didn’t recognize him, I said who’s that guy? 

–Nashalie 
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When asked what she liked the most about returning to Puerto Rico she referred to all her 

childhood memories coming back to her, particularly the time she used to spend with her father 

and her family. 

All the memories, when I saw my dad, and my uncles, and my cousins, I don’t know my 

grandparents, this house.  Cause I used to stay here all the time when I was little…  I 

remember when I was little my dad and my mom used to take me to the beach a lot and 

almost like every day and we used to go to the beach.  We would go to parties, we would 

throw parties…birthday parties like all types of parties like we would spend all like 

everything that we came up with the family, yeah cause my family is big. –Nashalie 

Time spent with family once again came up in the data as the best part of being in Puerto Rico.  

This was presented by participants, like Nashalie, as the opportunity to reconnect, to gain the one 

thing that could not be found in the United States. 

 Nashalie’s location preference, like Gabriel’s, was back in the United States.  “Personally 

I would be there because I think it’s better in a way because everything in Puerto Rico is not as 

exactly as good as you think it is.”  Yet, her perception of home is not necessarily linked to that.  

I feel that the definition of home is when you can be with your family surrounded by the 

people you love and friends, family whatever like… I feel that this is home… the real 

home.  I thought [New Jersey] was a temporary home, cause I knew sooner or later we 

were gonna move back here because mami was always talking about how she wanted to 

move back cause she now has a granddaughter and she wants to be with her and the 

family again. –Nashalie 

Like Gabriel and Nani, Nashalie’s definition for home is not so much about a particular location 

but who is there with you.  In her case, she seemed to be clear that despite her wanting to live in 
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New Jersey that was more of a temporary home for her mother.  According to Nashalie,  her 

mother, was more interested in staying in Puerto Rico but Nashalie felt more attached to New 

Jersey.  This is a common disparity between first generation and 1.5 or 2nd generation youths. 

Educational Experiences and the School Context 

 School Comparisons.  When speaking about the educational experiences of the returning 

migrant students in Puerto Rico both students and parents compared the schools on the Island 

and the United States.  Parents often expressed more satisfaction with the academic content of 

schools in the US and the control these schools had in terms of students’ attendance.  They also 

demonstrated worry about the Puerto Rican school system and how the flaws in the system easily 

led migrant students to lose motivation and feel less engaged in the classroom.  Students mainly 

complained about the material being covered in most subjects.  This was often content they had 

already learned at their previous schools.  However, in terms of the school environment and 

safety, the students felt satisfied overall.  They generally felt safe and liked the level of freedom 

they had in schools in Puerto Rico.  In that sense it was interesting to see the ways in which 

parents and students contrasted the schools context and also what they focused on when speaking 

about schools in Puerto Rico.  This also demonstrated the contrasts between the expectations and 

needs of parents and those of the students. 

 During the months I spent in the schools I was able to personally observe the behavioral 

changes of most of my participants.  I began my study in October 2013 and three of my 

participants had arrived in August while two had arrived in the previous semester (January-May 

2013).  The other student had been in Puerto Rico for two years already and his process of 

adjustment to the school had taken place already.  However, the other five participants were still 

in the midst of that process and I was able to document the changes that arose as part of this 
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process of adjustment and to do so from the perspectives of the students, their parents, and their 

teachers. 

 Parents’ perceptions of academics.  In both schools parents’ main concern was how the 

transition into a new school environment that was drastically different was affecting students’ 

academic performances.  All the students in the study experienced changes in their grades, which 

were lower after a couple of months at the schools.  In terms of the academic content, parents 

mainly complained about the material being taught at the Puerto Rican schools, which was often 

material that the migrant students had already learned in previous school years in the US so they 

felt that they were wasting their time by being in the classroom because they were not learning 

anything new. 

 William’s mother, addressed this situation and its relation to migrant students becoming 

disengaged in schools while in Puerto Rico, because the academic content is repetitive. 

His grades went down a little but I understand that this is while he gets used to 

everything.  The system is practically completely different to what he is used to.  The 

classes are much more basic and he has already learned the material they are teaching so 

he gets bored and doesn't feel like doing anything, so his grades are low.  He doesn't have 

the motivation to do anything because he already knows what they are teaching.  I saw 

his grades in January; in January they told me he got a D…  The thing is that they already 

come with habits and they are advanced, education over there is very advanced.  So then 

when they are set back, like any child or young person would, they get bored and they 

don’t pay a lot of attention to school.  So that leads them to lowering their grades. They 

only come because they have to but since they are bored they are going to be 

contaminated with what surrounds them. –Wanda 
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As Wanda explained, the changes in motivation and behavior that some returning youth 

experience begin with the contrasting educational environments in both locations.  When they 

notice that they already know the material being covered and that the classes are not challenging 

they begin to feel disengaged.  This then leads to a change in academic performance and possibly 

also a change in the students’ behavior.  When Wanda and I had this conversation her son was in 

the middle of this situation.  William did not feel that he was learning and then started skipping 

some classes.  After a couple of weeks we all began to see a change in his behavior and by the 

end of the semester he was failing several classes.  When his mother saw his report card she 

immediately terminated his enrollment in the school and relocated to Florida.   

 This happened in a matter of days.  When I met Wanda and William in October I was 

immediately impressed with William’s politeness and how mature he seemed to be.  I conducted 

the interview with Wanda just several days after our initial meeting.  When I went to meet with 

William, he did not show up to the interview.  The social worker thought this was odd and went 

to get him from his English class.  She returned with the news that he was not in class and the 

teacher told her he had been skipping the class lately.  When she found William, he said he was 

not going to the class because he was not learning anything there and the teacher was treating 

him badly.  He seemed upset that we had found out that he had been cutting class and said he had 

an assignment for his science class to complete so we needed to re-schedule.  We were never 

able to complete the interview because during my next visit I was told of the situation that had 

taken place and that the family had already left, in a matter of days.  I tried to reconnect with the 

family and was told by Wanda that in a couple of days they would be settled in Florida and we 

could set up the interview.  Despite several attempts, I was not able to reach her again. 
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 Parents’ perceptions of non-academic factors.  Parents also discussed factors outside of 

the academic content that impacted students’ educational experiences.  These were equally 

important to the classroom content and to the outcomes of the students.  The students 

immediately absorbed the social environment of the schools and they tried to find a place where 

they felt welcomed.  It is no surprise that they follow the behaviors of other peers to do so.  This 

situation was, however, not something that was only present in Puerto Rico.  The environment in 

the United States also influenced students. 

Gabriel started acquiring habits from over there and he started telling me stories like, “my 

friend told this bad word to his mom” and I was like “well, you better never even think 

about doing that to me”, and he started changing.  When Gabriel left Puerto Rico he was 

a 4.0 student and graduated from 6th grade with high honors.  In 7th and 8th grade he was 

such an excellent student that we started getting letters from universities because they 

were already looking for talented students…. Gabriel’s grades started to go down, to the 

point where he almost had to repeat the grade.  His life started crumbling halfway 

through the 8th grade.  So then Gabriel’s attitudes started changing, his personality began 

to change and I did not like what I was seeing. “Mom remember that you can’t yell at me 

because my friend told me that if a mother yells at her son the police comes and this and 

that”.  And I told him, “don't try to come and threaten me because you are my son and if 

you disrespect me there will be consequences for you.”  “Oh mom, that is a threat.”  And 

so he began changing to get information from his friends about what parents could and 

could not do and I did not like that.  Because here one has control over them but over 

there it is more difficult.  So at that point, when we started having serious problems with 

Gabriel, we sent him to Puerto Rico with my mother and father. –María 
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For María, Boston was the place where she noticed a change in her son Gabriel.  She did not like 

the way that Gabriel’s peers behaved and when she started noticing changes in his behavior she 

did what she could to stop this conduct. 

 Unlike other parents who stated feeling that schools in the United States were safer and 

that there was more control over students, María felt like schools in Puerto Rico were safer.  It is 

not that she was completely satisfied with the schools in Puerto Rico but that she felt that her 

children were safer on the Island than in schools in Boston.  This was because of the experiences 

she had lived with Gabriel in Boston. 

Many things happened in 9th grade.  Many unpleasant experiences that he observed, many 

things, a lot of abuse, a lot of bullying.  Here kids change classrooms by themselves.  

Over there when it was time to change classrooms teacher would walk out to the 

hallways and regardless of how many teachers were in the hallway they still managed to 

exchange drugs and Gabriel would tell me “mom they are offering this to me but now 

they are being more persistent.”  We are lucky that he always trusted us.  He then 

confessed to us that he walked into the locker rooms in the school’s basement and four 

African American students had a white kid on the floor and were giving him a bad 

beating.  They told him “if somebody knows what happened we are coming after you”.  

And that is when I told my husband “no”.  Soon after that someone was murdered in front 

of the school and I had enough.  Here in Puerto Rico, thank God, despite the violence on 

the Island there is still control in the schools. –María 

The situation with bullying, violence, and drugs in the schools in Boston made her very 

uncomfortable and made her fear for her son’s life.  When it came to the point were he was 

personally threatened, she knew the best option was to send Gabriel back to Puerto Rico. 
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 Dolores felt the other way around about Nani.  While María felt that schools in Puerto 

Rico were safer, Dolores stated that on the Island Nani had more freedom and that this, along 

with her new friends, had caused a change in behavior. 

She has been acting more freely; here in the school she is always skipping class.  Her 

friends, they say that friends don't influence but they do.  I think that maybe the change, 

and she has more freedom here.  Over there they did not let any student leave the school 

premises. Here I have had to come check on her.  Like I told you I come every week 

because of that.  Because Nani is like… you tell her “hey, you don’t have to be skipping 

school, you can be with your friends after school,” and she comes home late. She leaves 

with her friends and gets home late, I don't know. –Dolores 

Nani had always had a strong personality but Dolores felt that the freedom she had in school in 

Puerto Rico had caused her to lose control because she could not watch Nani all day long and the 

school did not inform her in a timely manner when Nani was absent or skipped class.  Dolores 

had been visiting the school more often and talking to Nani’s teachers because she was failing 

several classes because of her chronic absenteeism. 

 Students’ perceptions of academics.  Not surprisingly, students’ perceptions of the 

academic content of their classes in Puerto Rico were similar to their parents’.  They expressed 

that in Puerto Rico the schools and the class content were outdated and this impacted their 

approach to the classes and their learning. 

There are things that are in Puerto Rico that are so backed up, that used to be so up to 

date in Boston that over here is like 30-40 years back in time and I feel like I’m in Back 

to the Future, cause in Boston I have all this technology, and all this stuff and everything 

is, like up to date, then I come to Puerto Rico and it’s like I went back in time, to the 
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middle ages, when we don’t have as much technology as we used to have, and then they 

think I’m a know it all and I’m just because I already studied it, cause what we get in 6th 

grade over here we are getting it in 4th grade over there.  So I’m like, I don’t feel like I 

produce anything at all.  It’s like, I’m on a treadmill, I’m running and running but I’m not 

getting anywhere…. It sucks.  I felt like I was a caveman, there’s no technology, they are 

teaching me stuff that I already know, teachers who don’t know how to give out the class.  

It’s like I’m a math teacher, were in 11th grade but I’m teaching you how to put together 

a tree, and you’re like it’s just too, everything is too basic, sometimes they rely so much 

on one topic and they don’t move on. –Gabriel 

In the previous statement Gabriel clearly described what it felt like for him to be in a Puerto 

Rican public school after having studied in schools in the US for several years.  His descriptions 

of the process portrayed feelings of stagnation that made him feel frustrated at the school. He did 

not feel he was learning because the material was basic and he had learned it in other grades so 

nothing about the school was new or challenging to him. 

 One of the most significant outcomes of the changes in school contexts was the change in 

behavior and academic progress that students reflected.  These were the tangible ways in which 

teachers, parents and the students themselves acknowledged that the change in location had 

impacted the educational experiences of the students. 

 Nashalie was one of the students who experienced a drastic change in grades immediately 

after moving to Puerto Rico.  The content of the classes was the factor that she mentioned as 

mainly responsible for her change in grades. 

My grades weren’t as good as they were before as soon as I got to high school.  They 

weren’t as good as they were before but my grades over there were like normal, As, Bs 
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and Cs.  The school that I used to go to was hard cause since it was like regular classes 

like physics and chemistry and math but it was like an advanced math I had to take 

Spanish language arts and I had like 5 classes.  Cause all the stuff they gave me in math 

class right now is the stuff I already learned like in 8th grade, so maybe... right now 

biology we’re learning about cells and I learned about cells like when I was in middle 

school so yeah… I think the schools over there are better than over here. –Nashalie 

The school that Nashalie went to in New Jersey was very advanced academically and she felt 

challenged in her coursework.  In Puerto Rico she felt that the material was old and that she was 

revisiting material from previous grade levels.  As a result of the language situation and the 

disengagement that came with being taught material that she already knew, Nashalie failed two 

classes and passed others with D’s during her first semester in the high school in Puerto Rico.  

This was something that frustrated her and her mother because she was not used to getting these 

grades.  

 Robert was also a student who admitted having changed from the student he was in the 

US.  Although he had never been a straight A student, in Puerto Rico he was failing all of his 

classes and was at a high risk of having to repeat the 8th grade. He shared that he felt ashamed of 

this situation but also spoke of it with normality. 

Oh, I’m bad. Um, me da vergüenza decirlo, estoy colgao’ (I am ashamed to say it, I am 

flunking)…. I only cut like 3 or 4 classes; it’s still a lot though. [I got to] science and 

music even though sometimes, all the time, in Music all he gives is movies.  I go to 

school and do the first class, which is science and second class music, and then just stay 

in school and playing basketball on the court. –Robert 
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Robert could not pinpoint the reasons why he had decided to stop going to his classes but 

mentioned just not liking the classes or the teachers.  He skipped class everyday but stayed in 

school, hanging out by the basketball court. 

 Students’ perceptions of non-academics.  The experiences that shaped the educational 

outcomes of the returning youth in my study did not only take place inside the classrooms.  

These also extended to other aspects of the school context.  Students were heavily impacted by 

the new school environment, which included the organization of the school, the new set of rules 

they encountered in these schools, and their new peers.  As I observed, study the peers played a 

pivotal role in the lives of the returning students and it was through them that they learned which 

rules to follow and which to break.  It was in their process of socialization that that the 

behavioral changes emerged.  

 Robert was one of the most extreme cases where the influence of peers was perceived.  When 

I asked Robert about his new school and how he felt going there he discussed his own behavior 

and the changes he had noticed in himself.  Despite this, he could not explain why he had 

changed but he did discuss being influenced by his peers. 

I don’t know for me [school] it’s getting worse.  I don’t know, I feel like, um, I feel like, I 

have changed because of the friends I have now.  I skip class and I behave badly.  I don’t 

know, I always think that I changed myself.  My friends, because of peer pressure, they 

make me do things… they bring Coors Lights and Gasolina4 to the school and they get 

drunk.  I don’t know how they are able to go to class like that.  Here in school with 

cigarettes, they also smoke marihuana.  They smoke weed by the basketball court, you 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
4	  Gasolina means gasoline in Spanish.  Here Robert refers to an alcoholic beverage with that 
name that is sold in pouches so it is easy for students to carry around and disguise.	  
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know there is like a stage over there.  I have never smoked weed, I smoke cigarettes but I 

stopped already.  And it was because of the peer pressure. –Robert 

Robert could not explain what caused him to stop attending his classes.  He acknowledged some 

peer pressure but according to him this had not gone further than smoking a cigarette or hanging 

out with some peers who were also skipping class.  His teachers all agreed that he was usually by 

himself when he cut class so he did not seem to be doing it because he had fallen to peer 

pressure.  The only way in which he stated that he was influenced by peer pressure was when he 

smoked cigarettes but he stated only smoking cigarettes although his peers also smoked 

marijuana and often drank alcohol on the school premises. 

 Robert himself discussed some of the main factors that made schools in the United States 

feel more rigorous and successful than schools in Puerto Rico. 

In the States it was boring, I’m telling you it was boring, but the school is better than here 

because there’s more security and you can’t cut class.  And if you cut, the security guard 

sees if you are around school cause they have good security in schools.  And they see 

you’re outside and that you’re cutting class they tell you go straight to the office and take 

down the list of your other classes and they’ll ask the teacher if you came.  And the thing 

is, the thing is, if the teachers don’t come, they get a substitute teacher. –Robert 

Robert felt a lot of freedom in the school in Puerto Rico and knew that he could easily skip class 

without anyone reporting this soon enough for his mother to know.  By the time Diana was made 

aware that her son Robert had a chronic absence problem he had already been missing school for 

several months and was failing all his classes.  As Robert stated, this would not have happened in 

the United States because the school staff would have noticed right away if Robert had skipped 

class and they would have told Diana immediately.  It was his perception that there was no way 
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to cheat the schools in the US but many to do so in Puerto Rico because the system had many 

flaws, like not notifying parents immediately when students cut class. 

 Despite the difference is the two systems students generally reported feeling safer in 

schools on the Island than in schools in the United States.  They explained that although there 

was more security in the schools in the US there were more fights and situations that made them 

feel less safe among their peers.  In Puerto Rico they felt that there was less security but they felt 

less at risk.  Four of the five students that were interviewed shared this opinion.  Nashalie was 

one of the students who discussed this and said she felt “normal, there’s not a lot of fights cause 

I’ve only seen like two fights but like not there’s not a lot of fights”.  Although the schools in 

Puerto Rico had many situations described by the participants that could be improved, students 

felt safer in these schools than in the United States. Nani also spoke about this and said that 

“over there, there was a lot of problems.  They get a lot of problems.  The people, kids.  The 

kids, they get problems.  Over here, not that much.” Carlos also shared the perception that in 

Puerto Rico there were not as many fights and he felt safer.  He said “there has only been one 

fight and it wasn’t a big deal.  Over there in the United States there were fights 2 or 3 times each 

week”. Incidents involving guns, riots or drastic violence are not common in Puerto Rican 

schools, especially not in regions that are distant from the metropolitan area.  It is likely that 

students felt that although some of their peers might choose to be involved in a fight, they would 

not be personally harmed as a result of this.  It was also very unlikely than someone would try to 

harm the general student population in an incident like a shooting.  This is something that has 

never happened in a school in Puerto Rico but has occurred on several occasions in US schools 

in recent years. 
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Language in the School Context 

 All the students who participated in my study were bilingual.  They each had their own 

language repertoires, proficiency levels and language preferences, but in my view they all spoke 

Spanish and English well.  However, when language was being considered in their new 

educational context, the repertoires of the students and how these were received and approached 

by the school staff was different.  The experiences also had a direct impact on the students’ 

educational outcomes.  My participants had spent most of their school years in schools where 

English was the medium of instruction and thus although they spoke Spanish at home with their 

parents and relatives, in school they used English.  The students had some recollection of what 

school was like in Puerto Rico, yet they were all too young to remember it well and although 

they were returning to the place where they originally began their education, this was really a 

new experience for them. 

 Going to school in a space where Spanish was the sole medium of instruction. With the 

exception of their Englihs class, was a difficult situation for the migrant students.  They soon 

realized that although they spoke both languages, they did not have the “right” type of Spanish 

for school in Puerto Rico, the vocabulary, grammatical rules and formality that were particularly 

part of the Spanish required for schooling.  They immediately noted this in their classes, the way 

their teachers approached their linguistic repertoires, the change in their grades and their labeling 

as linguistically limited students by a newly implanted program (fully discussed in the following 

chapter). It was in this context that I noticed how other members of the school determined the 

language that was acceptable for the students in the school.  Several of the teachers who 

participated in the study expressed that Spanish was the language students had to learn and use 

because they were in Puerto Rico.  This aligned with Blommaert’s (2005) account that 
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individuals who are in a higher position of power determine the value of the languages that are 

part of people’s repertoires.  Through the discourse of the teachers and the linguistic limitations 

program (discussed in Chapter 6), migrant students immediately received the message that 

Spanish was more important than English. 

 In this context bilingualism was valued but not monolingualism in English.  If the student 

spoke both languages, this was perceived as an asset but if he or she did not speak Spanish the 

way teachers expected them to then this was a problem.  This was how one of the school 

directors himself stated it. 

The difficulty is language.  You know that the only class taught in English is English and 

the rest is in Spanish.  Teachers, like all Puerto Ricans, don’t have the fluidity.  And we 

are afraid of approaching a student whose first language is English, that is where there is 

a clash.  And that is where a lot of assistance is needed.  If the student speaks both 

languages there is no problem because [teachers] know what accommodations have to be 

provided; they all have knowledge on the accommodations.  The only thing is language. 

So they have to look for a teacher specialized in the area to help them. –School Director 

Teachers are in a higher position than students and thus their language preferences are given 

more importance than the students’ preferences.  If the teachers are unable to communicate with 

the students they cannot provide the assistance.  Ironically, this means asking students who have 

been labeled by the schools and the Department of Education as linguistically limited to use 

Spanish for the benefit of the teachers. 

 Some teachers shared their positioning regarding the value of Spanish.  They understood 

that students needed to learn Spanish and it was their responsibility to do so, not for the teachers 

to have to use English to provide services to the students.  When sharing the case of a student 
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who spoke very little Spanish a parenting5 teacher from Main high school said “I did not speak to 

him in English, I would tell him you have to learn the language of where you are, in the place 

where you are.”  Another teacher explained that he would never be able to speak English with a 

student that did not speak Spanish. 

I would not be able to communicate in English with a student if it is all in English.  I 

communicate in Spanish because it is my language.  When I was in college I would get C 

[in English] because I had to (laughs), to pass the class.  So I don’t know how to speak to 

this type of student in English to help him/her learn Spanish. –Spanish Teacher 

In his case, any student who is not proficient enough in Spanish to communicate with this 

Spanish teacher would have a hard time because the teacher has clearly stated that he would be 

unable to communicate in English.  

 These statements reinforced Blommaert’s argument that the space and the people in 

control of that space determine which languages are acceptable for those who are new to the 

space.  These data are not presented to argue that teachers are responsible for the situations that 

migrant students encountered in the schools but rather to highlight a problem that should be 

addressed by the Department of Education.  As will be discussed in the following chapter, 

teachers do their best with the knowledge and resources they have but the system needs to 

provide better opportunities and tools for teacher to be better prepared to work with this student 

population as well as with others. 

 Language as a Determining Factor in Academic Outcomes.  All the students 

mentioned language as a factor that was present in their educational experiences and for several 

that factor negatively contributed to their grades being lower in Puerto Rico.  They commented 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
5 This participant was a Family and Consumer Sciences teacher who taught an elective course on 
parenting.   
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that one of the positive aspects of being in Puerto Rico was having the opportunity to learn more 

Spanish but they recognized that it was difficult to be in a school where they had to do 

everything in Spanish, especially their school work.  

 In Gabriel’s case he was perceived as a bilingual student who could speak and perform 

well in both languages.  However, when we spoke about language he shared that it was 

frustrating from him to be considered fully bilingual by teachers and peers because he felt that he 

missed many years of Spanish classes and there were many topics and rules about the language 

that he did not know.  This impacted his grades and he felt that this situation was invisible to his 

teachers.  

I wished I would have had help with my Spanish.  Even though I can communicate 

myself pretty good in Spanish and everything, what does it mean?  I’m right to be where I 

am in Spanish, you know, cause I’m, right now I’m taking in 12th grade Spanish class, 

and in some things I get an A, some things I get a C sometimes.  It goes like the things I 

know fine, I know them, the things I don’t know they are teaching me like they are 

teaching a normal Puerto Rican who knows what they are talking about. –Gabriel 

He felt that his grades were based on his strengths and weaknesses in Spanish and since his 

teacher saw him as a student with a good proficiency in Spanish they did not provide any help to 

continue strengthening his skills and expand his language development.  Gabriel was part of the 

linguistic limitations program but besides taking the test each year, he was not receiving any 

other form of assistance because his teachers felt that he was competent enough in Spanish.  This 

was something that his mother also complained about when we spoke. 
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  Nashalie was the case where I most clearly saw this process.  As presented in one of the 

images from 5.2 in the emotional embeddedness section of this chapter, after one semester in 

Puerto Rico she had failed three classes and was struggling with her grades. 

To me the hardest would probably be the school ‘cause it’s all Spanish and I’m not used 

to being in like an all Spanish school.  And the first semester of school was really hard 

for me because I didn’t really know how to speak Spanish that much and I had to do a lot 

of projects that required me to have to stand up in front of the class and give a 

presentation and I couldn’t do it cause my Spanish wasn’t that good and, my grades 

aren’t exactly as good as they were back in New Jersey but it’s getting better.  I started 

feeling depressed ‘cause I know my mom wanted to see me getting good grades but it it 

is hard for me to speak Spanish, like some of the words won’t come out right, like I can’t 

say them right and it’s really hard ‘cause I have to do everything in Spanish here, 

everything.  But I’m getting help in school from teachers, from the counselor, from pretty 

much everybody.  –Nashalie 

She showed frustration for not being able to maintain the grades she had in New Jersey and 

explained she was depressed because of this situation.  Her mother asked the school staff for help 

and Nashalie began to receive the support she needed in order to improve her grades. 

 In Nashalie’s case the role of her Spanish teacher was pivotal to her success.  As I argued 

earlier in this section, teachers have the power to determine the value of the languages that 

students bring into the classroom.  Mr. C was a teacher of many years who was well liked by the 

students because of his personality.  He also dedicated one of his professional hours to tutoring 

those students who needed extra help.  Nashalie benefitted greatly from this assistance. 
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My Spanish teacher.  Mr. C., when when he gives us a test, and I like sometimes I don’t 

understand some words in Spanish, like, they are just like long, or I don’t know how to 

say them, I ask him for help.  He tells me what it is and what it means, or what it’s asking 

for.  And then he helps me out with my test, and my homework, and my projects. When I 

first started, the first couple of months I had like a D in his class, ‘cause, you know, my 

Spanish wasn’t really good.  And then I asked him for help, and my mom asked him for 

help, and then my counselor asked him for help.  Everybody asked him for help.  So, he 

helps, he helps me out a lot.  Now I have an A in his class. –Nashalie 

With his help Nashalie has been able to improve drastically her grade in his class. From a D she 

went up to an A because he dedicated additional time to her and also chose a different way to 

evaluate her.  

 

Figure 5.3 Nashalie's Spanish exam example 1 
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 The image above shows example from two different tests that Nashalie took in Mr. C’s 

class.  The first one is from the first semester that she was in the school. In it we can see that she 

left a whole section blank and in Spanish wrote “no entiendo,” which in English means I don't 

understand.  This seemed to have been an indicator to Mr. C that Nashalie was struggling with 

Spanish and needed other ways to be evaluated.  In part three of the exam students were asked to 

write a paragraph about their morning routine.  Mr. C allowed her to write it in English, 

evaluating her prose in that language, and gave her full credit for it. Because of that she was able 

to get a B in that exam. 

 

Figure 5.4: Nashalie's Spanish exam example 2 

 The other example is from an exam in April where we see some of the translanguaging 

practices (García and Li, 2014; Mazak & Herbas-Donoso, 2014) in which Mr. C and Nashalie 
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engaged.  The Spanish teacher allowed Nashalie to use the language she preferred to answer her 

exams.  He also would revise her exams and then ask her whatever she had left blank orally.  If 

she could provide an answer in either language he gave her credit for it and added it to her 

original test score.  In the test from April 2013 one can see that Nashalie’s original score was a 

60 but after the teacher went over the exam with her again and added the new score her grade 

changed to a 90.  However, as shown earlier in the comments by other teachers, not all teachers 

were willing to implement these strategies or felt comfortable enough reading and speaking 

English around students. Let alone for Spanish teachers to allow students to use English in their 

classrooms, something that is not traditionally found in schools in Puerto Rico.  In Mr. C’s case 

he was thinking more about Nashalie’s needs than in how the material should be taught and 

learned.   His strategy was successful since Nathalie’s grade improved and she regained her 

confidence as a student. 

Reflections from the Findings 

 The data in the language section portray the particular language situations encountered by 

transnational migrant youth.  Despite their bilingualism and the different ways in which they 

used Spanish and English in different spaces in their life, in the context of the schools in Puerto 

Rico, Spanish was the language they needed.  This was something clear to them because their 

initial interaction with teachers and staff played a significant role in their academic outcomes.  

Part of the transnationality of their academic experiences was learning that in each location there 

are language-related norms needed to perform well in the academic context. In the United States 

it was in English and in Puerto Rico in Spanish.  Despite some teachers’ efforts to help returning 

students transition into Puerto Rican schools and sued both languages, the students were still 

required to learn Spanish that was appropriate for the school context and to acquire it as soon as 
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possible.  The responsibility for this mainly fell into the shoulders of the students who were the 

ones being held accountable for this transition.  This was seen in their grades and the frustration 

that came with being forced to use Spanish.  The data also show that teachers do have the ability 

to determine how to approach the language repertoires of the students.  With Nashalie’s example 

we saw the difference that the teachers’ approach to these situations can make in the outcomes of 

students.  This is one of the reasons why teacher professional development in these areas is so 

critically important. 

 As the data presented in this chapter have shown, the parents and students involved in 

migration have many ways of being transnational.  One of the most concrete manifestations of 

this was their emotional attachment to one or both locations regardless of where they were living 

physically.  These emotional attachments and location preferences may be different for the 

youths and their parents.  As in the case of Diana and Robert, when she decided it was in the best 

interest of the family to return to New Jersey, Robert expressed that he did not want to go back to 

the US but knew that he would be forced to do so.  Other students like Nashalie and Gabriel 

demonstrated a strong simultaneous attachment but also ambiguity.  On the one hand, their 

location preference was in the states they lived before returning to Puerto Rico, yet their families 

and their memories of the Island drew them back and led to them missing being in Puerto Rico. 

 In terms of the educational experiences of these youths, the data also showed 

transnationality in the ways in which students learn the differences in the educational system in 

Puerto Rico and the United States and adjust to these rules depending on where they are 

studying.  Although they do learn to adjust, these changes do have a strong impact on their 

engagement and academic outcomes.  All of the students in the study showed a lack of 

motivation and felt that they were not learning anything new.  Five of them experienced drastic 
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behavioral changes that led to them to skipping classes and the lowering of their grades.  The 

case of William is particularly compelling in this regard.  In a matter of months, William went 

from being a student that was considered to be well behaved and excellent by his teachers, to a 

student who skipped school, disrespected teachers and was failing several classes.  He was so 

disengaged from school that his mother felt the need to return him to his previous school setting 

in the United States immediately, to try to regain control over the situation.  The lives of these 

families are very dynamic and hence their movement back and forth will continue to be 

determined by the situations they encounter.  There is no way to predict when one of these 

families will decide to move again and what will be the particular situation that will determine 

that movement.  What is clear is that the ties they have in each location will not be severed but 

instead will continue to be fostered as an important resource precisely because Puerto Rico is a 

nation on the move shaped by transnationalism (Duany, 2002). 
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Chapter 6: Teachers and Staff Working with Returning Migrant Youth 

The Teachers’ Perspectives 

 The accounts of the teachers who were part of this study contributed significantly to my 

understanding of the experiences of the migrant students in their schools and of themselves, as 

they worked with this population on a daily basis.  Teachers had much to share about the 

challenges they face in general and how these challenges influence the type of support they 

provide for migrant students in their classrooms.  Teachers had different levels of knowledge 

about the migrant families and their social context and household situations, this mainly 

depended on the amount of experience they had and the location of the schools where they had 

taught.  Despite their experiences, they displayed a willingness to help the students thrive in their 

classes and learn about the new school system as soon as possible.  This willingness contrasted 

with their discussions regarding a general lack of information about returning migrant students 

and training to work with them.  Teachers also often used our conversations as a venting space to 

discuss how their workload and working conditions often contributed to their inability to further 

help their students in general, and the returning migrant youth in particular. 

Challenges for Students in the Public School System 

 When I asked the teachers about availability of formal services or training they had 

received regarding the needs and situations of the returning students, they mainly discussed the 

newly established Programa de Limitaciones Lingüísticas en Español (Linguistic Limitations in 

Spanish Program).  This was a set of mandatory services for migrant students in Puerto Rico and 

thus all the school staff seemed to at least know of its existence, although the amount of 

knowledge they had about it varied greatly among the interviewees.  However, when asked about 

the situations that migrant students faced when they returned to schools and communities on the 
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Island and how they tried to help them address these situations, they had much more to say.  It 

was in these conversations that teachers revealed the gaps that existed in terms of services and 

support for migrant students and how they handled these situations in their classrooms. 

 “Hay muchas cosas muy diferentes”: Contrasts of school systems.  One of the 

situations that teachers discussed was the difference between the school systems in the United 

States and in Puerto Rico and how this affected students upon returning.  Although the 

Department of Education in Puerto Rico (DE) utilizes federal funding and it hence has to comply 

with the federal mandates of the US Department of Education, the way the department and its 

schools are structured is not the same as US schools.  A school in Puerto Rico is very different 

from a school in the United States in terms of systems, resources, programs, curriculum, 

regulations, and the like.  According to the teachers and staff, when returning students notice 

how different these two are this can lead to frustration, lack of engagement, and behavioral 

changes.  During my research, I was able to observe these variety of situations encountered by 

the returning migrants who participated in the study.  There are many resources that students 

have in schools in the US that do not exist in the schools on the Island, making it sometimes 

more difficult to feel motivated to learn and to attend school.  Among these is access to 

computers with Internet connection, availability of materials for the student to use in the school, 

and technology-enhanced classrooms.  Some teachers perceived this as detrimental to the 

educational experiences of the returning students because the differences between schools in 

both locations are often drastic. 

 The following account contrasts the “here and there” for these students as a possible 

reason for why it is difficult for them to get used to the new school system in Puerto Rico. 



Running head: GETTING USED TO HOME 
	  

	  
	  

118	  

This type of student comes to a system that is too different to what they are used to.  I 

studied in an American school and I know there are many things that are different to what 

they’re used to.  There is a cultural shock…  The teaching programs of the educational 

system in Puerto Rico are not attractive enough for the students, and what I mean by that 

is that there are no student associations, or extended programs where they can be helped.  

There is no commitment from many teachers, unfortunately, teachers who live from the 

15th to the 30th of each month and do not go the extra mile at all.  This creates a contrast 

for these youths that come from a different educational system. –English Teacher 

As this teacher pointed out, the differences in the two educational systems are significant in the 

experiences of these students.  Students are affected by factors such as the lack of resources in 

schools, and teachers who are only waiting for their paychecks on the 15th and 30th of each 

month.  As the teacher stated, these teachers are not fully committed to doing extra work in order 

to provide support for the students.  It is interesting that she positioned herself as someone who 

was knowledgeable of the US school system because she studied in an American school on the 

Island that was like schools in the US.  In that sense she perceived herself as an insider of this 

system who had a clear understanding of the needs of the return migrants because she understood 

the schooling system from which they came. 

 Another teacher explained that she had noticed that this process of becoming used to the 

new school system went beyond school differences.  For her the cultural shock extended beyond 

the classroom and into the lifestyles and preferences of these students.  She thought it was 

important for students to receive counseling and psychological services to go along the academic 

support, as they went through this process of becoming used to the new setting in and out of 

school. 
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We have customs that they don't have and they have customs that we don't have.  When 

they want to implement their lifestyles, even the way they dress, or answer, it is different.  

And they not only need support from the teachers, but also from other school staff, which 

sometimes don't have the time to help them.  But the program should be complete.  Not 

only the academic component, there should be a social worker, a guidance counselor, a 

psychologist, so they have a full support network and are able to adapt, just like we 

would like to receive if we go there. –Spanish Teacher 

Although the circular letter explained that the program for migrant students would have a 

component where this type of support was also provided, this had not yet been developed and 

teachers seemed to not know about it.  They only recalled the academic support that they were 

required to provide to the students.  The social workers and school counselors did provide this 

support but in a very limited way. 

 Language as a challenge for teachers and students.  The topic of language was also 

ever-present in my conversations with the teachers.  Speaking English was always mentioned as 

a clear identifier and differentiator of students here and there.  Although the fact that these 

students knew English was perceived as a valuable skill, it was also discussed as a problem for 

the teachers who either did not speak the language well and felt unprepared to work with the 

students or the English teachers who felt that because students spoke English with a higher 

proficiency, they felt disconnected in their English class. 

 For these teachers, English class was the first class that led to boredom and 

disengagement because students were not challenged.  The disengagement that possibly began in 

an English class extended to other classes and led to other behavioral situations. 
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These are students who know a lot of English, and you know that what they teach in 

fourth grade there is perhaps what I teach in seventh grade there.  For them it is too easy, 

and they kind of they get bored, although I try to give them something else to help them.  

And in Spanish they should lower the level a bit. –English Teacher 

For her, these students should have a particular class where those who are more advanced in 

English can continue to expand their knowledge.  Otherwise, they sit in the regular English 

classes with nothing that interests them because the material is too basic for them.  The 

curriculum for English courses in schools on the Island often used books and materials that were 

used in the United States in lower grade levels.  Hence, students in 7th grade in Puerto Rico could 

use books that were intended for use in 4th grade classrooms in the United States.  It is likely that 

upon returning to Puerto Rico, the material being covered in their classes has already been 

covered in their previous grades.  This is why the teacher believed that it would be more 

beneficial for them if the students had a different English class that was more advanced and 

tailored to their level of proficiency in English, while their Spanish class needed to be more 

sheltered so it was easier for them to learn the language and apply it to the rest of their classes.  

Several other teachers mentioned these language situations as problematic for migrant students 

and suggested having an advanced English class available so migrant students could continue to 

learn instead of feeling like they were not learning anything. 

“Se aprende trabajando”: Teachers’ Knowledge on the Return Migrant Students 

 When I asked teachers and school staff about the training and education they had 

received to work with returning students they mainly reported having received none.  This topic 

led to discussions about where they became “real” teachers.  Teachers had much to say about the 

idea that the university did not prepare them with the skills they really needed to be teachers.  As 



Running head: GETTING USED TO HOME 
	  

	  
	  

121	  

this math teacher stated, the real learning took place after he graduated from college and started 

working in the public school system.  “The reality is that in college you don’t learn much. You 

learn through practice.  When I got to the classroom I asked myself ‘Did I study? What am I 

doing here?’ So you learn through your work.”  These accounts on how one becomes a teacher 

added a layer to my understanding of the realities of teachers in public schools on the Island and 

how these realities impact the support they are able or unable to provide to their students.  In the 

groups of teachers that were part of my study, many were educators with over twenty years of 

experience in the public schools and hence their discussions of the realities of public education 

on the Island were highly valuable.  

 Teachers seemed to agree that their teacher preparation programs focused more on theory 

and less on the pragmatic skills that they needed when they started working.  The teachers 

focused much of their thoughts regarding teacher preparation programs on the differences 

between the content of their courses and what they had to learn themselves after starting working 

for the public education system.  Not surprisingly, the population of returning migrant students 

was barely, if ever, mentioned in those courses and hence teachers stated that they felt 

unprepared to work with migrant students. 

You finish your bachelor’s but you are not ready for the job you are going to do.  That is 

why I say that teachers who do their teaching practice in this school can teach anywhere 

in Puerto Rico.  If they finish the whole semester here, if they are able to engage their 

students, if they accomplish getting those students interested in their class, they can teach 

anywhere.  On many occasions we have had practicing students who leave here crying.  

Crying because they want nothing to do with teaching, because students here challenge 

you.  Here you have to be mentally stable to face the challenges that you will face.  And 
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that is what happens with the pre-service teachers.  If they don't have that strength there is 

no way.  We try to guide them and tell them “look you have to handle things this way” 

because here you cannot only be a teacher.  Did you see that girl that came in with curly 

hair? Did you hear her when she came in? She came in to ask for a hug, she told me 

“Miss, I need a hug.”  It’s a reality.  The one sitting here, that girl is a mom.  She has a 

two-month-old baby.  With that one I suffered through the whole pregnancy until she 

gave birth.  And those are the things that universities often do not teach. –English 

Teacher 

This teacher discuses the realities of students, the issues they have to face at home and how they, 

as teachers, also have to handle these situations because they are part of the students’ lives.  This, 

according to her, can be the most shocking part for new teachers and those still in the teacher 

preparation program or starting out.  If teachers are unable to handle these situations and to 

understand that the behaviors of some students in school are often a result of the household 

situations, then they might not be successful in their job. 

 One of the teachers shared what it was like for him to teach high school students, 

particularly highlighting the way in which those who were unacquainted with the realities of 

teachers in Puerto Rico criticized them.  Often people complain about the work that teachers do 

and imply that they are mediocre.  In this example the teacher explained what it really felt like to 

be a teacher to these students and how that contrasts to what he was taught in college. 

Over there [at the university] they talk in general terms.  Psycho-educational theories, 

what the great theorists say about education, about this and that.  You don't become a 

teacher at the university; it’s here.  When you start seeing that you went home, you 

prepared for your classes, you taught, then you go back home worried about how you are 
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going to teach the next day.  And then you have to invest a couple more extra hours of 

your time to get ready for the next day.  One becomes a teacher here.  You hear a lot of 

critiques of teachers, on the radio, on the television, the press.  But people think that you 

have five groups of students with 25 to 20 students in each group, that they are well fed, 

that they are happy kids who are loved, who receive a lot of love at home and that what 

you have here [in school] is a blooming garden.  When you come here, that is not the 

reality.  You learn of so many experiences, you see so many things that you would be 

amazed if I told you about the experiences I have had through my years as a teacher.  That 

is not what you have here; those are very few.  I had a homeroom once where of 30 

students only 2 lived with mom and dad, 28 came from a divorced parent household.   

These things in one way or the other influence the ways they feel.  Others come from 

homes where there is violence, others come from homes where their parents don't want 

them; they want them to leave as soon as possible.  Some girls come here crying because 

they are facing situations like that, and you can refer them to the social worker, but there is 

not much that can be done.  That is why I tell you that one learns many things here that are 

not taught at the university.  So then you have to treat them with a lot of love, they don’t 

know what love is, what it feels like to be treated well.  And when you treat them well, 

you earn their love and you start achieving things.  They get closer to you because you are 

treating them with respect, with dignity, the way they deserve to be treated.  Which is 

something that perhaps they have not seen in their homes or their communities.  I think 

that a teacher is formed here, in the university it’s just simple theories.  But here is where 

you really learn, what is happening and how to fight for it. –History Teacher 
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As presented by this teacher, the social and emotional situations of students overwhelm their 

academic needs.  It is unlikely that students will focus on learning history or math if they are 

thinking about what is happening at home, or how to help parents solve situations that their 

family face.  These are all things that teachers deal with on a daily basis because they are the 

most important part of the students’ lives.  These are the instances that require real commitment 

from teachers because sometimes they are the only adults outside the family that can provide 

some form of support to the students. 

 Another issue that was mentioned by several participants was the tasks that teachers had 

to do besides teaching their classes, which took time that could be employed for planning and 

student support.  The amount of paperwork and administrative tasks teachers and staff had to do 

on a daily basis took a sifnificant amount of their working hours.  The more time and effort used 

to complete paperwork and write reports, the less time everyone in the schools had to dedicate to 

the students. 

There are many things happening that could really be improved and it all starts with the 

supervision.  The director has too much work; it’s excessive, excessive, excessive.  I 

think that in a school like this one there should be two directors and one should be 

supervising the teachers but supervising in the sense that the teacher receives support.  

There is too much work, teachers have too much work.  There is a lot planning, so many 

things to do that one is drowning in work.  I think that they need to free the teacher up a 

little so that he or she can work more effectively with students like [the return migrants]. 

But if my time is being consumed doing other things and this and that. The truth is that it 

is easy to write everything so it looks pretty; everything in writing is pretty.  But when we 

are in the classroom things are different because first of all we have a difficult population 
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and the second thing is group management.  You have to work everyday with that, you 

waste a lot of time with that. –Math Teacher 

What the teacher described above is a domino effect.  The amount of work that the Department 

of Education requires of school directors is overwhelming and it overloads them with paperwork 

and reports, among other things.  School directors often distribute the amount of work between 

other school staff and hence the school staff has less time to dedicate to their responsibilities with 

students in the school. This also impacts teachers who don't have much time to develop lesson 

plans and address their students’ needs. 

 The same teacher continued to explain how the students are affected directly by the 

amount of work they have to complete besides their teaching.  Not only do these tasks take time 

from the teacher, but the support personnel in the school does not have time to provide the 

services they are supposed to provide to the students either. 

There are many things that fail here, honestly.  The system in general fails; it fails from 

top to bottom.  Since the student gets here, we all fail.  What can I say?  I believe that the 

work that the support staff does is fundamental…  The problem in this school is that the 

support staff has too much work and the work that is essential doesn't get done…  The 

load of the teacher is really too much.  Everyone has to assume their responsibility, their 

work.  And here the problem is that the social workers and school counselors, well they 

do other things that are assigned to them.  But then where is their work?  I think that if 

you are here your priority is the student, the student.  It is seeing what is happening in the 

classroom, if the student is going to class or not.  But they never come here to ask “I have 

this student, what is happening with him or her?”  I never get that. –Math Teacher 
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During my visits to this particular school I personally observed the great amount of work that 

staff had to do.  The social worker that collaborated with my study was an example of this, as 

mentioned in Chapter 3. The school director delegated many tasks to her that did not relate to her 

role as social worker and in the meantime she had students she needed to work with but had no 

time to do so.  The teacher’s observation about how the staff’s roles shifted according to what the 

school and its director needed were accurate.  During my visits I also observed teachers being 

interrupted during their professional hour for different reasons and being asked to work on other 

tasks, leaving them with no time for planning.  

 Another observation of this Paseo Junior High teacher was that with only fifty minutes of 

professional time each day, it was impossible to complete all the additional tasks and also plan 

his classes.  Between planning and grading there was enough work but when he added to that all 

the situations he had to address and the documents he needed to fill out and complete for 

students, parents, the director etc., time just flew by making it impossible for him to complete 

everything within his working hours.  He felt as though he had to choose between completing all 

the paperwork that he was required to do each day or focus on his teaching.  He explained how 

these situations led to people being mediocre and completing what they can – however they can 

– because there is not enough time to do it all.  For him if teachers are able to do all the 

paperwork and tasks they are required to do besides teaching, they are probably not planning or 

teaching effectively because something has to be sacrificed. 

 This situation of the amount of work teacher and staff had inevitably impacted the 

support that they were able to provide to their students and that included the particular needs of 

the returning migrant students.  Finding the time to address all the students and to tailor to their 

individual needs was a real challenge for some teachers. 
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What happens is that the students in your classroom have so many problems that it is 

difficult to dedicate yourself only to [the return migrants].  They are part of your problem 

because they are in your classroom, you have to support them, but perhaps you don't have 

as much time because there are so many other things.  There is not a lot of time to work 

with students who need the additional help.  And that is why probably on many occasions 

they leave, they don't receive the help they need.  You try but you have 23 students that 

need different types of help.  There are other problems, especially in this type of school, 

and there is not enough time to help them the way they should be helped…  It's difficult, 

you know, because they do represent an additional load.  But here they all represent a 

load and you are a teacher.  When you are a teacher and love your profession and love 

these kids you have the responsibility, the commitment, the desire, and the will to help 

them.  But as I said, your time is limited and there are so many problems.  What can you 

do?  I can't divide myself into so many pieces!  Sometimes we do things so quickly, we 

have to complete our planning, we are expected to do certain things we need to complete, 

also the standardized testing, and we miss some of these other things.  –Spanish Teacher 

Amidst the working conditions and the problems that so many students face, finding time to 

work particularly with the migrant students was almost impossible because there was no time to 

focus on the particular needs of each student.  As much as teachers wanted to address their 

needs, as this teacher explained, there are too many situations to address and the amount of work 

and requirements were so many, it was simply impossible to focus on students individually.  For 

her, the only thing that made teachers continue working each day was the love they felt for their 

profession and their commitment to their students.  Without that, it would be impossible to do 

their work they do each day. 
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 One of the social workers also shared his perspective on what should happen when he 

provides services to a student and the type of attention he is able to provide in the end.  

The initial interview is to collect information, to meet them and establish a process of 

empathy, of cohesion.  Then I establish a plan of action… Perhaps in my plan of action 

with Juanita Perez, to give her a hypothetical name, my goal was to see her at least every 

two weeks.  But in reality I have to modify that.  I can't see her every two weeks, I do the 

best I can but I postpone it. –Social Worker 

This narrative explained what sometimes happens when the support personnel develops a plan of 

action but other responsibilities take over and void for the completion of that service for a 

student.  In this particular example, it led to less time to help migrant students with their process 

of becoming used to the new school setting.  

Resources and Support for Returning Students 

 The conversations with the teachers and staff included discussions on the past and new 

sources of support available in public schools for Puerto Rican students returning from the 

United States to the Island.  Their comments about this matter revolved around three main topics. 

One was the availability of resources they remember had previously existed for returning 

students.  The second were the services available at the time in which the study took place, 

focusing on the implementation of a new program called Programa de Limitaciones Lingüísticas 

en Español or Linguistic Limitations in Spanish Program (LLE). The third topic related to how 

the teachers and staff in the schools negotiated and designed the help that they provided on a 

daily basis for the returning students.  The data included in this section details some of the most 

significant comments with teachers and school staff regarding student support in their interviews. 
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 Availability of resources in the past.  Many of the participants I interviewed could 

remember that in the past there was a program for migrant students called PEM (Programa 

Estudiante Migrante).  They recalled that this program included a teacher who fluctuated 

between many schools visiting migrant students in the region they were assigned and pulling 

them out of the classroom to work with them on language skills individually.  With the exception 

of the social worker, they, did not know exactly what other services the program offered besides 

the teacher that went from school to school.  During the time in which the study took place, the 

only information available about this program in the Department of Education’s website was a 

section with a statement about a program meant to address the needs of immigrant students with 

contact information for schools in the San Juan area that offered the services.  The program 

seemed to be targeted to immigrant students who were from other nationalities, not Puerto 

Ricans, and it seemed to focus on supporting the immigrant students in their process of learning 

about the new culture and educational system they were to encounter in Puerto Rico.  Nothing 

was said about Puerto Rican migrants as part of that program.  It seemed as though the program 

continued to exist but only for immigrant students.  Puerto Rican migrant students were just 

perceived as a regular population transferring for one school to another without taking into 

consideration that these students were moving from a very different educational system. 

 One of the social workers discussed what she remembered about the program and 

highlighted the services that extended to the students’ families.  These included help with 

coordination of services and doctor’s appointments. 

I know that before there was a program for migrants, PEM, but I think it is over, because 

I have not heard about it.  I had a friend who worked at PEM and she used to visit all the 

schools in Cabo Rojo, looking for migrants to offer dental and medical services and 



Running head: GETTING USED TO HOME 
	  

	  
	  

130	  

things like that…  I think the last time I heard about PEM it was like 10 years ago.  It 

stood for Migrant Student Program or something like that. The social workers that 

worked there had to do a proposal and there were teachers besides the social workers who 

visited the schools to offer services to the students. It was great.  Why can’t they 

implement that again?  That is something that I find interesting, I know that all students 

are treated the same way with the same procedures but these students are treated the same 

ways, I have seen it, as if they were internal transfers.  As if they came from another 

school here.  But they are very particular cases that are different. –Social worker 

No one provided more detailed information about the PEM program than the social worker but 

even she did not know with certainty about its purpose and the reasons why it no longer existed. 

She had more information because she had received it directly from an acquaintance that worked 

for the program, not because she had been informed about it by anyone in the Department of 

Education.  She questioned the decision to end a program that seemed to be effective not only for 

the academic needs of the students but also for the support that migrant families often need when 

returning while also reflecting on why migrant students are treated like internal transfers when 

the change of schools for them are not like the change of schools for a student moving from one 

town to another in the same educational system. 

 One of the teachers also remembered some details about the PEM program because his 

wife had also worked as a teacher and had mentioned to him some details about it.  Yet, besides 

the information that his wife gave him, he did not know anything else about the PEM program. 

My wife was a teacher, she retired already.  I started teaching after she did.  She would 

tell me about a teacher that went from school to school tending to the needs of this 

population.  They use to call it PEM, I don't know what it means.  The PEM teachers they 
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would call them, and the teachers would work directly with these students.  But I have 

never seen that here.  In the school where my wife worked there was a teacher that went 

from school to school.  They were not there for eight hours, a little bit one day and a little 

bit another day, because they could not work with everyone.  But I cannot tell you any 

details because I don’t know them. –History Teacher 

In his case, he had some knowledge about the program because his wife recalled it but he had 

never seen these teachers personally and had no knowledge of such a resource being available in 

his school.  The name and the teacher that went from school to school were the only details that 

school staff could recall about the PEM program. 

 Current support for the returning youth.  The new resource that everyone discussed 

was the Programa de Limitaciones Lingüísticas en Español or Linguistic Limitations in Spanish 

Program (LLE).  Although this was the program’s full name many of the school staff shortened 

the name and referred to it only as Linguistic Limitations and the students who were part of it 

were labeled as linguistically limited students.  Despite Circular Letter 7-2008-2009 having been 

distributed in August 1, 2008, under the direction of Secretary of Education Rafael Aragunde, 

the program had recently been implemented in the schools and the Secretary of Education had 

already changed five times since 2008.  The program was part of the No Child Left Behind Act 

(NCLB) and it was funded with Title III federal funds.  

 Although the available literature and guidelines originally provided by the Department of 

Education in 2008 pointed to this being an initial stage of the program with more projects and 

sources of support to come in the future, when this study took place in 2012 the program was 

barely starting.  Teachers and staff had been made generally aware of the program and 

workshops had just been started intended to be offered to teachers from different teaching levels 
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interested in learning more about the program.  When my data collection ended with the school 

year in May 2013, only the elementary level workshop had taken place.  The secondary level 

workshop was scheduled but was cancelled several days before it was supposed to take place.  

These workshops were arranged in the form of residential or weekend workshops that usually 

took place in the metro area, where teacher’s travel and lodging was covered for them to attend 

the workshops over the weekend.  It seemed that this was an easier way to assemble large 

numbers of teachers at once.  

 Since everything was still being developed and implemented, not all the forms of support 

that were stated in the letter were available for the students when I was visiting the schools.  

What had been established at the school when I was there consisted of a test administered to the 

students to determine whether they were proficient enough or needed help to acquire more 

Spanish.  The idea behind the program seemed to be to ensure all students were able to excel 

academically without language as a barrier. 

Title III Program (Language Instruction for Limited English Proficient and Immigrant 

Students), under law “No Child Left Behind” 2001 (NCLB), offers services that are 

necessary for students whose first language is not Spanish.  The purpose of the program 

is that these students are able to speak, write, read, and understand the Spanish language, 

while performing effectively in the coursework with academic content.  It is the 

responsibility of the Department of Education (DE) to offer the services they need in 

order to achieve academic development and sociocultural integration to the country. 

(Departamento de Educación, 2008) (My translation). 

This program hence emulated or was rather a direct transfer of the program directed at non-

English proficient students in the US.  In a personal communication with the district coordinator 
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for the program, he told me that the program did not seek bilingualism.  Their goal was for the 

students to acquire Spanish proficiency as quickly as possible so they could perform well 

academically.  The program was not really an initiative of the Department of Education in Puerto 

Rico bur rather a regulation they needed to comply with under the No Child Left Behind Act.  

The DE implemented this LLE program in the same way that many states developed programs to 

ensure that immigrant students learn English as quickly as possible. 

 The program established four characteristics that defined a linguistically limited student.  

In order to be classified as an LLE student he or she had to meet at least one of these criteria.  

1. Students born outside Puerto Rico whose vernacular language is not Spanish. 

2. Students whose vernacular language is not Spanish and who show difficulties to 

understand, read, or write, and portray limitations in his/her: 

a. ability to reach the minimum level of proficiency required in Spanish at the grade 

or level in which he/she is enrolled; 

b. ability to obtain an efficient and effective academic performance at the grade or 

level in which he/she is enrolled. 

c. Equality in access to participation opportunities. 

3. The student comes from a household in which the use of a language other than Spanish is 

predominant. 

4. The student is an American Indian or Alaska Native. (Departamento de Educación, 2008) 

(My translation). 

The information to determine students who need to be in the program was drawn from two 

sources.  (1) A home language survey that documented the language spoken by the students at 

home, school, with parents and the country of origin of the student. This was complemented with 
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(2) a proficiency test that students took twice each year, one at the beginning of the school year 

and one during April.  This was a way to determine if the student had shown progress in Spanish 

language acquisition.  

 There was a protocol that was established for migrant students when they arrived at the 

schools.  According to what the letter and the school staff reported, the first step was to complete 

the home language survey.  This survey determined whether the student was likely to have 

linguistic limitations in Spanish.  The test was administered to those students identified as such.  

This test was supposed to be administered as a pre-test in September in order to determine the 

level of proficiency of the student in Spanish.  The post-test was supposed to be administered in 

April as a way to measure students’ progress.  

 Once it was determined that a student required support, parents were informed of the 

needs of the students and they had to authorize the student to receive these services.  The next 

step was the CoRel (Comité de Revisión de Lenguaje) or Committee for the Revision of 

Language.  The CoRel worked very similarly to the meeting that takes place to discuss a 

students’ Individualized Education Program (IEP) for special education services.  During this 

meeting the proficiency of the student and the services and special assistance he or she needed in 

order to perform well in school were discussed.  The meeting was composed of the parents, the 

student, the school social worker, the Spanish teacher, and the district person in charge of the 

program.  When these services were determined, all teachers were informed of the needs of the 

students and asked to provide the required accommodations.  However, from that point on such 

accommodations relied on the teachers and whichever ways they chose to provide them. 

 There were several issues with this program. For once, the test was not administered by a 

trained teacher from the school as the letter explained.  Instead an external company 
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administered it.  I did not get a chance to see the administration of the pre-test but I was present 

when the post-test was taking place in one of the schools.  It was not scheduled at a specific time 

of the day, as it should have been.  Instead, students were unexpectedly pulled out of their 

classrooms at a random time in the afternoon when the test administrator arrived at the school.  

There was a specific slot of time allotted for the test so if the students arrived a bit later than 

others they had less time to complete it.  This was the case of two students who were in their 

Spanish class working on a review for their exam the next day.  As I was observing the class, a 

student was sent from the social worker’s office to notify the teacher that two of her students 

needed to report to the office to take the exam.  She asked the students to complete their work 

before they left to make sure they had the material they needed for their exam but this also meant 

that they had less time to work on the test.  Although all the students who took the test that day 

finished in the allotted time there was no set schedule or structure where all students started at a 

specific time.  This was in part because the administration of the test was not coordinated 

appropriately and students were unaware that they would be taking the test at that time and on 

that day.  The social worker reported knowing that the administrator was going to stop by the 

school on that day but she did not know the time. 

 The other challenging aspect of this program was the way in which the assistance was 

provided.  Despite all the different ways in which the circular letter stated that migrant students 

returning to public schools would be helped, nothing had been done except the establishment of 

the test and the meeting to determine what help and support the students needed.  Yet there was 

particular way to provide this help.  The type of support that the students got from their teachers 

depended mostly on the teachers they had, the knowledge and training they had received and 

how they decided to attend to the needs of these students.  This implied that students in the same 
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school could receive different help if they had different teachers.  While one could choose to pair 

the students with another bilingual student, others might believe that getting the students a digital 

translator was enough and thus some might choose strategies that were more successful than 

others.  The following section discusses the teachers’ knowledge on the LLE program and how 

they chose to aid migrant students. 

 Staff accounts on the program.  Although the new program seemed to have created 

more awareness of the needs of the students and how to work with them, the people who 

appeared to have a better grasp on the program were the schools directors and social workers.  

This was because they worked with the program on a daily basis and from an administrative 

standpoint.  All teachers who participated in the study mentioned the program but some could 

not elaborate on it.  They did remember that there was a circular letter that had been sent to all 

schools some years ago about this program.  One of the school directors explained in detail the 

process that took place from the moment a student arrived at the school and how the new 

program was set in place. 

As soon as the student arrives we do the language evaluation, which is the language 

survey, to see which is the primary language.  If the student has a language problem we 

assist him through the social worker and school counselor, because language is 

foundational for academic achievement.  If the student does not have a problem with 

language, fantastic, we do an analysis of the documents the student brought…  If he or 

she has problems with the language then the protocol is that we have to do what is called 

the CoRel.  This is done along with the Spanish supervisor and a CoRel is established and 

this information is placed in the students’ SIE and then someone comes to give the 

student a test from the DE, the test is Laslink and it determines if the student is or not 
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proficient and if he or she is going to be part of the program.  But we cannot wait until 

they come to give the student the test.  We provide the accommodations.  If the student is 

not proficient in the language, we provide dictionaries, we give instructions in English, 

we read the exams in Spanish and we help them in this area.  Once the test is 

administered and we have the results we meet with the CoRel to discuss the results.  If 

the results show that the student is not proficient then we maintain or expand the 

accommodations we are providing. –School Director   

His position required more responsibilities and he was more accountable for these services than 

the teachers were so it is understandable that he would know more about LLE than most teachers 

did. 

 The following is the other most elaborate conversation about the program, which not 

surprisingly came from one of the social workers.  As the other person in this school who worked 

directly with the migrant students, she was more informed about the program and the 

requirements that the school had to comply with in order to fulfill the requirements under NCLB. 

If the student has linguistic limitations in Spanish then, as the program stipulates, the 

student gets dictionaries in English or English-Spanish so they can look for words they 

don't understand, they get more time to answers exams in Spanish and they are assigned a 

tutor that is with him or her until the student is able to work on their own.  The tutor can 

be another student.  We identify someone who can help them.  Then it is a matter of 

creating awareness with the teachers the student has.  We meet for what is known as the 

CoRel, which is a committee that evaluates the linguistic limitations.  That committee is 

composed of the counselor, the social worker, the school director, the student’s Spanish 

teacher, and we also invite a representative from the district, in this case the regional 
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supervisor for the Spanish courses, so that she evaluates the needs that the student has 

and then we determine the support he or she requires.  I should also mention that besides 

the Spanish-English dictionary, we provide a pictorial dictionary that has illustrations. 

Because, sometimes, if the student does not know the language well, finding or 

translating a word will be a difficult task.  This way the student can find the image of 

what he or she is looking for.  They will always have this with them; that dictionary will 

always be with them. –Social Worker 

Since the tests that verified the proficiency of the students were not given on a regular basis, the 

school started offering whatever services they could to the students before the test if they thought 

the student needed them.  How that support took place was decided by each school, its directors 

and teachers. 

 Aid strategies and support.  When teachers discussed the types of support that existed 

for returning migrant students, they shared the ways in which they tried to accommodate to the 

needs of the new migrant students and the types of support they offered as they learned about the 

new school system or got used to the new school.  The most salient ones were using the students 

as aides, giving them more advanced material, and pairing them with other bilingual students 

who could help them learn Spanish and become accustomed to the new school system quicker. 

 Using students who were bilingual or English-dominant as aides or tutors in class was 

one of the ways in which some teachers used returning migrants.  This was a strategy that helped 

teachers keep students engaged and interested in class.  Often, when students were more 

advanced in the materials and language in the US coming to a school in Puerto Rico caused a 

lack of interest because students’ learning became stagnant.  By using them as resources in the 
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classroom there were still ways for them to be part of the class.  One of the social worker 

explained why assigning new roles to the students could be helpful.  

The migrant student is a resource that the teacher has, especially for English, which is so 

difficult for our students.  That student could be a resource for his or her peers so they 

can stay on track, to help their classmates love, or at least try to learn another language 

besides the one they are trying to learn because sometimes they don't even have 

command of their first language, or other subjects.  On many occasions the students feels 

like they are falling behind because perhaps they are more advanced in the material and 

they say why should I go to class.  So then thinking about how to focus on those students 

if we used them as resources maybe their motivation can change, they become more 

interested in learning – Social Worker 

When students arrive from US schools, they can feel disengaged because they already know the 

material being covered in their classes in Puerto Rico.  The students might find themselves 

unmotivated and using them as a resource can help them feel useful and engaged. 

 One of the English teachers further developed this idea of utilizing students as resources 

in order to keep them interested. 

I use the student that comes from the US as a peer, as my helper.  I talk to the parents and 

and tell them he is my student mentor because he is knowledgeable and he helps me with 

the students who are not doing so well.  And many of them are very, very willing to help 

out because remember that as you know, they get bored and they start “Teacher, can I go 

to the bathroom, teacher…” And I am like ok lets use them, “help me with this, what do 

you think about this vocabulary?”  I have two students that are studying to be English 
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teachers.  They were from here, they know the language, and they moved over there and 

came back. –English Teacher 

This was the strategy that she used to avoid students feeling bored and other English teachers 

mentioned it as well.  For students who are proficient in the English language, being in an 

English class that has been designed as an ESL class might not be challenging and hence using 

them as peers or teacher aide was a way to assign them tasks that were appropriate for their level 

of proficiency. 

 Another way in which teacher aided students was by pairing them with other students 

who spoke English and served as mentors.  These students could help students understand the 

new system and the class material. 

I generally identify in my classroom that knows English and I use him or her as a tutor 

when I have that situation.  I have had a couple of students and it can work very well, I 

have the tutor with them and I give them bonus points so they feel motivated to help 

those who have problems with the language and I have no problem, everything works 

wonderfully.  Both students benefit and I benefit as well because I have to try to keep my 

group at the same pace.  So then the student mentor helps me keep the other student at the 

same pace…  This is what I could do, I could not do anything else, I had no other tools to 

work or tools to handle the situation.  The tool was my tutor.  I remember when I was in 

college in math class and I did not understand the material and I had a classmate who 

came and said “this is how it’s done”.  How easy! Sometimes with a peer you learn much 

more…  I let them sit together when they are working on class assignments.  He is my 

student mentor.  –History Teacher 
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As explained above, it is sometimes easier to learn with a peer and this was a strategy that 

seemed to have worked well for this teacher.  Assigning an English speaking student to a new 

migrant student was helpful to the teacher and to both students since one felt that he was being 

helpful and using his skills in the classroom, while the other was receiving the help he needed in 

order to understand the class material and complete assignments.  

 This other history high school teacher explained that as part of the accommodations she 

gave one her students, she allowed him to hand in work in English and she translated for him in 

the exams. 

If he needed to do an assignment in English, like an essay, I would allow him to do so. If 

the exam had questions I would write them in English for him and he could answer them 

in English.  In the case of the exams on several occasion he sat with me and if he did not 

understand something I would tell him, “this is what this means .”  It was individualized 

but there are 25 to 30 students.  I could not translate all the time.  That is why I looked for 

help from a peer that served as a tutor and he worked with him.  He would also raise his 

hand and I would go to him, I would even sit with him and read the exams.  For the first 

exams I would read them for him item by item.  Since all the students were taking the 

exam, the one from special education, if they request their accommodations, they go to 

another room to take the exam so I could dedicate time to him and would read the exam 

to him.  This was for the first exams, after that he kept progressing.  Towards the end he 

would ask very little questions.  But he did like to do his assignments in English and I 

accepted them like that.  There was no problem with that. –History Teacher 
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In this case the teacher had a student with very little proficiency in Spanish.  She was able to 

dedicate more individual attention to the student and was flexible in the language the students 

used in assignments and exams. 

 English teachers who are bilingual often become essential to the new students.  In this 

account a teacher explained how one teacher might become the only person that a student can 

communicate with and this can make a difference if he or she can at least talk with someone else 

in English. 

I had a case here of a student who did not know Spanish, so then I became his teacher for 

science, for social studies.  I learned to teach all of those classes so I could translate for 

him.  For his assignments and for everything I was his tutor and sometimes he came to 

my classroom with everything he had to do plus he had severe special education 

problems.  Sometimes I saw him coming here with all his books and he wanted me to 

help him with everything and I would say “oh my God, here we go again.” I had to sit 

down with him to explain all the classes.  There were moments where he did not 

understand.  There were moments where teachers would call me because the students just 

shut down and they would call me.  So I would go to the classroom an I would ask him, 

“What is going on?” and he would tell me “they don’t understand me” so I would say 

“What is happening? You have your class materials, the things you need, this and that.”  I 

think he felt anxiety because he felt that people did not understand him. –English Teacher 

As an English teacher she understood how difficult it could be for a student who does not speak 

Spanish when only a few people in the school speak English.  Although she understood that she 

was the only person with whom this student felt comfortable it was also frustrating for her to 

have to help the students in all his classes.  As one of the most active teachers in this school, this 
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situation added more work to an already overwhelming amount of tasks and roles she had to 

fulfill each day. 

 The social worker from the same school as this English teacher coincidently also spoke 

about what it meant for these students to find someone else who could communicate with them 

in English.  In this case she referred particularly to the English teacher and their classroom. 

That is their refuge.  “At least I have someone that understands me and I can go there; 

who listens, who understands me.  The English teacher is like that fountain, that stream, 

that fresh water that… “Oh how nice to be here!  They are speaking what I understand! 

How great!” –Social Worker 

On occasions the English teacher is the only person who can make a migrant student feel more 

comfortable.  As the social worker indicated, it is the person with whom students feel at home 

because they can speak English and feel at ease.  This can be crucial for a student who has 

recently arrived to the school and is unfamiliar with the new environment and the Spanish 

language.  

 Recommendations for future support.  When asked to provide recommendations of 

ways in which services for returning migrant students could be improved, teachers mainly 

discussed what could be done in the schools.  Most of the recommendations focused on tutoring, 

and academic and emotional support that could be designed to to ensure students felt more 

welcomed and guided.  

 One of the first recommendations made was for the Department of Education to 

recognize that this population is significantly present in all schools on the Island and they have to 

provide teachers with the right tools to address the needs of the migrant students. 
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I think it is necessary for the Department of Education to give more importance to this 

because I think the amount of students who come from over there is increasing.  Many 

are Puerto Ricans that were raised here and are here from two or three years.  But I know 

that there is a higher population of students that come and go.  And with the economic 

crisis that is also being felt over there many families are coming back to Puerto Rico, so I 

think that the Department of Education should recognize this reality in case that in the 

future we have a massive amount of students returning here.  Because there are Puerto 

Rican parents who have children that were raised over there and they only speak English. 

But if the parent wants to return for x reason, then the schools are going to have 

difficulties addressing their needs.  In light of that I think there is a need for the 

Department to be cognizant of this matter, so they can provide teachers with the tools we 

need because we need tools to work with this matter.  We are so immersed in our 

curriculum, for example I teach two different classes each semester, I need to find time to 

prepare for the two classes.  That is additional time to what I spend in school, so I leave 

the school at 3:00 and I am home by 4:00 and I need to dedicate a couple of hours to my 

classes for the next day.  But then we would need to have the opportunity to grow so we 

can help these students that come with goals to progress and do well, also grow.  –History 

Teacher 

This teacher, who had been teaching in the public system for many years, believed that Puerto 

Rican migration to the United States will continue to escalate but return migration will also grow 

since there are many reasons that lead parents to return to the Island and to live transnational 

lifestyles.  This was for him a situation that will always be present in Puerto Rican society and 

the Department of Education had to do more than what they were doing for these students. 
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 Another teacher from the same school also pointed to the lack of orientation and 

resources available for them.  They expressed wanting more workshops or training related to the 

migrant students populations. 

We would like to be oriented more.  I would like that, if possible, they gave us a 

workshop to work with this type of student; we need more guidance.  Because in the 

future we could receive more migrant students.  You don't know if next semester there 

will be more students and they won’t be like the ones we have now that speak Spanish, 

because they speak Spanish fairly well.  So, [I want to learn] how to help that student 

more, so his or her academic performance is better, how do we impact them more? –

Spanish Teacher 

As this Spanish teacher explained, there is no way of foretelling the characteristics or needs of 

migrant students that might arrive in the school in the future.  Hence he argued that if teachers 

were not well trained in the best practices for teaching and supporting returning migrants, they 

might not be able to attend to those needs properly. 

 Although the implementation of the new program had created more awareness among 

school staff regarding migrant students, it also seemed to have made teachers reflect on the areas 

where they still needed more information to better serve the students.  The circular letter 

explaining the LLE program included a section stating the Department of Education would be 

offering training for teachers, but these had not been offered when the study took place.  Only 

one elementary level workshop had been conducted and the workshops for the other educational 

levels had not been scheduled. 

They should be able to provide a workshop, or professional enhancement courses to be 

able to work with this population…  It would help us as staff since sometimes we are so 
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immersed in other things that we don't realize the particular needs of this population.  

Because like I said, it is not only a matter of language, but socially and emotionally there 

are big differences when you compare what they had over there.  And we need to learn 

more about how to work with them, how to help them adjust to what they are living now.  

Because the change is not easy, even more so if they were born or raised over there and 

you cut that umbilical cord they had there when you bring them here – Social Worker 

The social worker elaborated on how difficult it can be for a student to move to a new school and 

learn a new system.  If the staff is unaware of the challenges that these students encounter and 

that language is only a fraction of the matters they need to face, they will not be able to aid them 

accordingly. 

 Other teachers focused their recommendations on the role of the teachers and staff and 

what things could be done in each school to better the situations for the migrant students.  One 

teacher suggested that teachers could organize a support group to help migrant students.  As he 

explained, the strengths of each teacher could be used to ameliorate the weaknesses they also had 

and to cover all the areas in which a student might need help. 

The first thing that needs to be done is to meet as a team and delineate what we are going 

to do with this student when the student is really having problems.  I believe that if there 

is a problem the team needs to meet and identify those teachers who perhaps can help the 

student, who have better control of the language because not all the teachers have good 

proficiency in the language.  So for example, I can work, I can contribute, and I can work 

with the science class, I like science and it is tied to math so it helps with my class.  We 

would be able to help that student a bit more.  And the English teacher can work with the 

Spanish class because there is a relationship between those two, same thing with social 
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studies.  You know, to establish a team that works with this and where the science teacher 

tells me “I am working with the student and this is the book we can use.”  So then we can 

sit down with the students and say “you are here with all of your teachers and we are here 

to help you .” –Math Teacher 

This type of support would help students feel that there are teachers who can support them in any 

academic subject.  As a teacher with a strong background in math and science, he said he could 

be the person working on those areas whereas the English teacher could team up with a Spanish 

teacher to target the language area.  As has been discussed already, on many occasions the 

English teachers end up helping these students in all their classes because they speak English. 

What this math teacher recommended was that other teachers unite efforts so that even if they 

did not feel comfortable teaching in English, they could still contribute to the support provided to 

the students and alleviate the load of the English teacher so he or she is not the only one helping 

the student. 

 Another recommendation provided by teachers was to ensure the students felt welcomed 

and supported since the first day they arrived at the school.  One of the teachers mentioned that 

the way in which the student was received in the school was crucial because it immediately told 

the new student how the new school was.  A good first impression sent a clear message that 

everyone was there to help in any way they could. 

I think the school should have a program that receives them, so they feel good and feel 

that they have arrived at a place where they are not different.  That they perhaps have 

other types of knowledge but you have the same age as your peers and you are Puerto 

Rican like them.  I think the school should have a welcoming committee so when this kid 

is lost and has not yet made any friends there are these students, teachers or social worker 
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who asks them “How is it going?” and not wait until October or three months later when 

the kid is already in a crisis. –English Teacher 

An important point this English teacher made was the risk of waiting until the student showed 

some type of problem to intervene.  According to her, the sooner the school staff started to 

provide the services and support, the less likely it would be for these students to display changes 

in attitude or lack of interest in school as a result of the culture shock he or she might face in the 

new school.  

 Another one of the teachers had similar concerns about school arrival and the process of 

getting used to school but in her case the focus was more academic.  She discussed the issue of 

students whose Spanish proficiency was below what was expected of them and how this could be 

detrimental to their academic achievements. 

The class where they have more difficulty is Spanish, but the social sciences class is 

taught in Spanish, the science class is taught in Spanish, the math class is taught in 

Spanish, all are taught in Spanish except for English class.  So then they should either 

establish a different curriculum or a different set of readings for the migrant students so 

they can apply the same skills that are required for the rest of the students but with 

something that is tailored for them.  To work at their level and if this is not possible for 

all the classes at least for some of them because the impact is strong and that can frustrate 

them. It makes them not want to go to class because they don't understand.  And this 

specially happens in Spanish class because that is where you have to teach in Spanish so 

they learn Spanish.  You can't teach that in English, but there should be a focus on 

vocabulary so they acquire the vocabulary, which is important for them.  They could also 

have a person that teaches them after school or something so they feel like they can come 
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talk to someone.  There are some things they are capable of doing but there are readings 

that are tough for those who know Spanish, imagine what is is like for those who don't 

know Spanish.  Throwing them there is like signing their death sentence.  They are going 

to fail. –Spanish Teacher 

Her recommendation was to reinforce the language learning for migrant students and to ensure 

they have extra help for their classes as they advance in their Spanish proficiency.  Her concern 

is that placing these students in the mainstream classroom will hurt them academically because 

all classes except for English are taught in Spanish.  This observation was also an indication that 

the LLE program did not provide enough support. 

 The history teacher added to this idea by explaining that the lack of funding is part of the 

reason why there are no more resources to handle this issue.  Ideally, there would be a full 

program with staff dedicated only to reinforcing language learning just like teacher aides and 

classrooms dedicated to special education. 

I think the school should have, but due to the economic situation the Department faces it 

is difficult, perhaps it should have a team of teachers who are prepared, fully bilingual, 

who can provide a direct help to these students.  But the financial situation here does not 

allow for that.  I think there should be a team of bilingual teachers for each subject that 

you request, just like it’s done for special education but for the migrant students.  But I 

don’t see in the horizon that this can happen because of the critical economic situation 

Puerto Rico is facing.  So I don’t think there will be… we have to deal with it ourselves. 

–History Teacher 

This was one of the rare instances in which the financial situation of public education was 

brought up as part of the problem of why there is such a lack of resources in general.  This 
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recommendation was more of an explanation as to why teachers were so overwhelmed with all 

the teaching and non-teaching tasks they had to complete on a daily basis and why on many 

occasions they were unable to provide more help and time to students who needed it, such as the 

migrant students in their schools. 

Reflections from the Findings 

 The teachers and support personnel who participated in the study demonstrated 

commitment to their profession and their students.  They had a variety of personal and 

professional experiences that shaped the ways in which they assisted their students and 

approached the challenges they faced in their classrooms.  However, as experienced, educated, 

and committed as they might have been, they were also frustrated and overwhelmed with the 

system and this was detrimental to their efforts.  Regardless of what programs were established 

or eliminated throughout the years, teacher have been and will continue to be the ones who have 

the direct contact with students and who personally shape their experiences in the school.  They 

determine the support that students receive and thus their voices, claims and recommendations 

are essential to fully understand the experiences of the migrant students and families that are part 

of a school community. 

 The teacher data portrayed the overwhelming situation that teachers in the public school 

system face as they try to teach while managing the bureaucratic processes and other 

administrative tasks they are required to do.  In my conversations with the teachers and staff I did 

not detect any animosity towards the students returning to the Island.  Instead, there was 

frustration with the system overall.  Teachers and staff try, as best as they can, to help the 

returning students and other particular populations in the schools, yet the system forces them to 

decide between completing tasks or focusing on their students.  Although the LLE program has 
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raised awareness of this student population and their particular needs, it has not yet gone beyond 

that in providing specific tools or programs for teachers who would like to provide a better 

service to their students.  That many of the interviewees discussed in this chapter used their 

interviews as a forum to express their frustrations and ways in which the systems fails them and 

their students, is an indication that the current educational system and particularly the system of 

support for teachers, parents, and students needs much restructuring.  This point was also 

underscored in Chapter 5, which discussed similar issues from the perspective of the students 

and the parents. 
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Chapter 7: Discussion, Conclusions, and Suggestions for Future Research 
 

Discussion of Findings 

 This study showed some of the many ways in which Puerto Ricans are transnational 

migrants.  All Puerto Ricans, of course, do not live transnational lives but it is evident that 

transnationalism is a pervasive aspect of life on the Island.  As presented in this research, the 

families show simultaneity in their connections and attachments to locations in Puerto Rico and 

the United States and find way to engage in both these spaces.  The students’ definitions of home 

are an example of how transnational migrants’ perceptions of belonging can expand beyond the 

geographic spaces they are part of and instead focus on what home feels like.  As explained by 

Gabriel and Nashalie in Chapter 5, home is where family is, regardless of what that location may 

be.  This means that to them home can change based on where the people one cares for are 

located.  This is part of the reason why emotional embeddedness is such a complex phenomenon 

and why it is manifested differently in each participant. 

 In addition, participants’ discussion on their emotional attachment did not only focus on 

Puerto Rico.  Instead, some were more attached to one of the locations while others portrayed 

emotional embeddedness for both locations.  An interesting finding, and part of the reasons why 

I conducted this study, was that the location preference and emotional attachment of the parents 

and the youths were different for several of the case study participants.  Some students portrayed 

a simultaneous emotional attachment to the United States and Puerto Rico.  Although Puerto 

Rico was the place where they could see family that they missed while they lived in the United 

States, the states where they lived in the US were the locations where their friends lived and 

where they had access to better education and social services, or so they claimed.  
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 The parents displayed a strong attachment to Puerto Rico mainly because of their family, 

and it is where they were born and raised.  The exceptions to this were Don Pedro and Wanda, 

who preferred living in the US, but even they had returned to the Island to care for their mothers. 

The parents in this study, all working- or low-class Puerto Ricans, reflected the same attachment 

to the Island than did Aranda’s (2007) participants in her research with middle class return 

migrants.  The way the María decided to stay in Puerto Rico after her mother passed away or that 

Wanda rushed back to the Island because her mother needed her are indications that feelings and 

the emotional well being of the family surpasses other needs like financial stability.  Hence the 

educational level or SES of the migrants does not necessarily determine their emotional 

embeddedness.   

 The students in my study demonstrated that the emotional embeddedness of the adults 

can be transferred to the younger generations, who also become attached to Puerto Rico and the 

family members they have there.  However, these youths had lived most of their lives in the 

United States and while some felt emotionally attached to Puerto Rico they also wanted to return 

to the United States, displaying a stronger simultaneity than the parents.  The parents seemed to 

choose to live in the United States out of necessity whereas most of the youths who preferred to 

live there did so because they felt comfortable with their lives in the US.  A clear example of this 

was Wanda, who felt the need to speak with her mother several times a day and tried to send for 

her once or twice a year because she was extremely important to her and she could not spend 

more than a couple of hours without at least hearing her voice.  Yet Wanda knew that living in 

the United States was the best option for her family so that her son could receive the medical 

attention his condition required and for the family to have financial stability. 
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 This location preference of parents brings up another important point, which is that the 

students recognized that their preferred location was not as important as that of their parents.  

Examples of this are Robert’s statement that he did not want to return to the US but if his mother 

decided to do so he would be forced to go with her; he had no option.  Likewise, Nashalie 

explained that although she preferred to live in New Jersey she always knew that state was a 

temporary home because her mother always wanted to return to Puerto Rico to be closer to her 

family.  Both examples clearly state that the decision of where to live was made by the parents 

and the youths adjusted to this reality regardless of how they felt about the relocation. 

 Educational Experiences and Outcomes.  The changes in the school context proved to 

be pivotal in the experiences that students had in Puerto Rico.  The school system on the Island is 

drastically different than the one in the United States and students felt out of place soon after 

arriving at the schools.  This situation led to disengagement, lack of motivation, and behavioral 

changes that impacted negatively the academic outcomes of the students.  For two of the students 

the changes were so drastic that parents decided to return to the United States in the hopes that 

returning to their  prior educational setting would counteract their experiences in Puerto Rico and 

would normalize their academic performance and behaviors.  That students recognized the 

differences in the systems and learned how to navigate both depending on their locations was 

proof of their transnational awareness.  They developed the ability to change their behavior and 

perceptions about their schools based on where they were.  Parents’ decisions to return to the 

previous location as a strategy to regain control of the students also shows transnationalism, in 

the sense that parents drew from both locations according to their needs. 

 There were several ways in which the school system contributed to the experience and 

outcomes of the students.  I found that teachers did their best to assist students in their process of 
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adjustment to the schools.  However, the Department of Education worked in a way that made it 

difficult for the school staff to do more than what they were doing.  Surely, the LLE program had 

a positive impact in the schools creating awareness among school staff of the migrant student 

population and their needs.  Because this program was a mandatory federal regulation, the LLE 

population began to appear in reports and the schools had to keep better track of the amount of 

migrant students they had and their academic progress.  However, despite these positive changes, 

there still was no systematized way in which services were provided and the program only 

focused on those return migrant students who had been classified as linguistically limited.  This 

meant that students who were proficient enough to not be part of the program were integrated 

like any other regular student moving from a school in one town to another.  As I discussed in 

the introduction, moving from a school in the US to a school in Puerto Rico cannot be compared 

to an internal movement of schools within the Island.  There are differences in systems, 

structures, services, language, and class content, just to mention a few.  Hence those students 

who did not need the additional language services in Spanish were not receiving any type of 

support for the other types of adjustment that they were experiencing with the change of school. 

 My findings indicate that the context of reception in the schools was favorable for the 

students, at least in that there was no resistance by the teachers to providing help.  However, 

teachers did express much frustration with the system and the challenges that it created for them 

as they tried to assist the students.  Teachers used our conversations as an opportunity to criticize 

the Department of Education and how its flaws affected them and their students.  The workload 

was the main factor teachers discussed to explain why it was so difficult for them to dedicate 

more time to their students and in a particular to the returning migrants.  Along with this 

difficulty they complained about the lack of training and information about migrant students. 
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 In terms of the services and source of support that the teachers were required to provide 

to the migrant students, there was no structured or systematized way to provide this help.  This 

meant that the services each student received varied depending on the level of education, 

training, availability of time, and ideologies of each teacher.  This translated into different 

academic experiences and outcomes for each student.  While Nashalie received the help she 

needed from her Spanish teacher, Robert, Nani and William did not and the consequences of the 

difference in approach was reflected in their grades and engagement.  Even in Nashalie’s case we 

clearly see a change in grades and attitude from before and after she received help.  

 Despite the implementation of the program and the changes that were made in the 

schools, there was still much to do in terms of the services available for the returning migrant 

student population.  In the year in which my study took place, there were at least seven students 

at the Paseo school who had recently returned to Puerto Rico and around twelve at Main High.  

With the exception of those who were siblings and two students who were friends, returning 

migrant students did not know each other.  Although they were all recent returnees who were 

probably facing similar situations and had the same needs, the school had not created a group or 

meeting where they were at least introduced to each other.  This might have been a good 

initiative to create a support network among the migrant students but neither school had done 

this although students mentioned that this arrangement would have been helpful to them when 

they first arrived at their new schools.  

 The other aspect is the lack of professional development available to teachers.  Previous 

to the circular letter and the implementation of the LLE Program, none of teachers had received 

any preparation or materials that focused on returning migrant students.  What they knew about 

this population was either from their experiences working with these students or what they 
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recalled about previous programs.  Unless the teachers themselves had been migrants, they did 

not understand the particular situations and needs of migrant students.  This played a significant 

role in their approach to the students and the help they provided.  Those who had lived in the US 

and had children who had studied in schools there dedicated more time to these students and 

often showed more empathy than those who had not. 

 All the parents in the study discussed some of the worries they had about schools in 

Puerto Rico.  The most salient ones that emerged from my data were the lack of safety in the 

schools in the sense that students could walk in and out of the school as they pleased, the 

inefficient attendance tracking, and the quality of education.  They were however pleased with 

the teachers and staff and overall felt that they were treating the students well and felt 

comfortable visiting the school.  Their concerns were not really with the staff but rather with the 

educational system.  Parents often contrasted the school in the US and Puerto Rico and explained 

that when they sent their children to school in the United States they knew if anything wrong 

happened they would be notified right away.  In their conversations, however, none of of the 

parents took into account the differences in financial resources between school districts in Puerto 

Rico and the United States. 

 What I observed, and what parents discussed, was that because students perceived that 

the quality of education in Puerto Rico was lower than in US schools they lost motivation 

because they felt they were not learning anything new.  This lack of motivation led to a 

disengagement that drove students to skip classes because they were not interested in what was 

happening in the classroom.  Once students began skipping class and finding other things to do 

with their free time, it produced a change of attitude that became more severe as time passed.  

Because it took so long for the school staff to take action and notify parents about these 
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situations, by the time they were informed, the problem was critical.  This was the case of Nani, 

Robert and William and during the study I observed this process for Nashalie as well.  In her 

case, her mother had not been told that she had been skipping class often and left the school 

premises to see her boyfriend or to hang out with her peers.  In more than one occasion I visited 

the school to observe her classes and she did not attend but I had seen her just some minutes 

earlier outside of the school.  I also began to notice these changes for Carlos towards the end of 

the school year. 

Conclusions and Implications 

 This study documented the intricacies of  being a Puerto Rican migrant parent and 

student returning to Puerto Rico.  Furthermore it demonstrated that Puerto Rican families who 

are transnational migrants exhibit simultaneity, belonging to more than one location at the same 

time.  That is, the individuals in this study shared several ways in which they were 

simultaneously part of communities in the United States and Puerto Rico and they nurtured 

relationships and networks that made them part of each location.  The lives of the families who 

were part of this study were filled with characteristics that make mobile individuals transnational 

(Duany, 2002; Vertovec, 2009).  The strategies they employed to stay connected to each location 

and the ways in which their embeddedness to these different spaces was manifested mark these 

families as transnational.  

 The main effects of mobility observed in my findings related directly to the schooling 

experiences of the younger members of these families.  When the students moved to Puerto Rico 

they were accustomed to or socialized into the US educational system and they soon realized that 

schooling in Puerto Rico was different.  From this realization students began a process of 

negotiation and adjustment to their new educational setting and to factors such as language, 
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social relations, and a new set of rules in the schools. This led to the changes that teachers and 

parents noticed shortly after the students’ arrival.  Parents worried and tried to intervene to 

correct the conduct of their children but in some cases by the time they noticed that there was a 

problem, the change was too drastic and the students’ behaviors and academic outcomes were 

affected.  

 Amidst these situations, returning to their previous location was a solution employed by 

some parents as a strategy to regain control over the children.  This could be done in either 

direction.  In the case of Gabriel for instance, María and Kiro thought that sending him to Puerto 

Rico with his grandparents was the best option to correct his behavioral problems and the 

situation of violence and bullying he was facing in school with some of his peers.  Wanda, on the 

other hand, returned to Florida after realizing that her son was changing at a fast pace and his 

grades had dropped significantly.  Each location represented an escape, an opportunity for the 

parents or the children to start over when something failed in their current location.  A particular 

characteristic of these families was that they were all working- or lower-class families and none 

of them owned property on the Island or the United States.  If the adults have no properties or 

stable jobs to put at risk, the decision to move can be easier and the process faster. This ease of 

movement contributes to the minors’ instability because less planning is required to relocate and 

hence changing places can occur almost immediately. 

Limitations of the Study 

 Although this study provided significant ethnographic data that documented the lives of 

transnational Puerto Rican families, there were also limitations in the way the research was 

conducted.  The scale of the project was small because the purpose of it was to produce in-depth 

accounts of the families and their experiences.  As a result, the study focused on two schools and 
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six families in the same town.  If more resources and time had been available, selecting more 

families or schools would have further enriched the data.  Although the household visits were an 

important component of the study, I was not able to visit all the homes.  Not all families felt 

comfortable allowing me to visit the home and I did not want this access to be a decisive factor 

in the participation of families.  I believe these decisions were related to the locations of the 

homes and the conditions of the household because the families living in relatives’ homes were 

the one’s who invited me to visit whereas the ones who had just moved to rented houses or lived 

in public housing were the ones who preferred to meet at the school.  Dedicating more time to 

developing rapport with the families might have facilitated my access to those home but 

unfortunately my timeline did not allow me to strengthen these relationships to the point where 

all the families felt comfortable inviting me into their homes.  Another limitation of this 

investigation is that it focused in the experiences of the families in Puerto Rico and I was not 

able to continue following those families who returned to the United States.  A study considering 

both locations as research sites would have enriched the data significantly by allowing me to 

collect data in both school and community settings instead of just in Puerto Rico. 

 A component that is missing in the investigation is the perspective of peers.  I initially 

planned to conduct interviews with some of the students’ peers as a way to include the voices of 

non-migrant students and their perceptions about the migrant students.  This process was more 

challenging than I had anticipated because I first needed to see who were the students’ closest 

peers and then speak with them and their parents to explain the study and ask for written consent.   

This also meant scheduling a different set of interviews in the school and taking more time from 

students and staff.  The Department of Education in Puerto Rico only allowed me a year to 

complete the study and I therefore decided to focus more on the families and the migrant 
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students and omit the peer interviews.  Likewise, I wanted to interview staff members from the 

Department of Education that worked with the Linguistic Limitations Program but I was never 

able to reach them and coordinate the interviews. Their opinions were important to my analysis 

of the program since they would have represented the Department of Education, but I was unable 

to conduct these interviews. 

It is also clear that the movement of migrants to and from Puerto Rico is framed by the 

colonial relationship between these two countries.  Other than to recognize that all movements 

between the Island and US are shaped by the existing colonial context, notably the US 

citizenship of Puerto Ricans, addressing other ramifications of colonialism, or its consequences, 

was beyond the scopeof the present study.  It is, however, an inescapable topic for any study of 

Puerto Rican transnationalism, including any future research that I may conduct. 

Implications of the Investigation 

 One of the most significant implications of this study is its contribution to the 

theorization of transnationalism in relation to youths and Puerto Rico.  The other salient 

contribution of the investigation is that it included the voices of students, parents, teachers, and 

school staff, which complemented each other and allowed for the documentation of the 

experiences of these transnational families like no other study had done so before in the case of 

Puerto Rico.  The experiences narrated by all the participants suggested that there was still much 

room for improvement in the services that the students needed and were not being provided.  The 

LLE Program simply labeled the students as limited in Spanish but other than notifying teachers 

about the students that needed help in this area it did not provide any other concrete form of 

support for the students or sufficient professional preparation for the teachers.  This is indeed an 

issue that needs to be considered by staff in the Department of Education and policymakers who 
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work in this area in Puerto Rico.  The program was not complying with what the circular letter 

stipulated in 2008 and when my study took place in 2012-2013 the Department of Education still 

had not provided the services that the letter stated would be provided four years earlier.   

 The main implication of these findings for teachers was that, as the data demonstrated, 

they are a pivotal factor in the experiences of the students in the schools and the services they 

received.  The fact that the program was limited in its services did not mean that teachers’ hands 

were tied.  The accounts of the students and teachers showed how the teachers could make a 

significant difference in the lives of students if they so chose or were able to do so.  However, 

this was only if the teachers were committed and cared enough to make the sacrifices that came 

as part of that decision.  It is important to clarify that despite these efforts, the financial 

limitations of the school district definitely impacted the availability of support and resources.  

This leads to another important implication for policymakers: teachers needed more support and 

tools to be able to help their students.  As discussed in Chapter 6, the overwhelming amount of 

work they had to do in addition to their teaching made it difficult for them to find the time to 

provide adequate support to the students.  Many teachers discussed the need to restructure the 

Department of Education so that it reflected the realities of the teachers in the public schools 

system and allowed them to focus on their students instead of other bureaucratic and 

administrative matters. 

Suggestions for Future Research 

 This study documented the lives, situations, and decisions of transnational migrant 

families and youth, especially in relation to the youths’ schooling.  Its findings provide an 

opportunity to expand the inquiry to address other ramifications of this topic.  One of the main 

areas that requires further attention is the existent forms of support for migrant students.  The 
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present findings can serve as a basis to establish a program in collaboration with the Department 

of Education and the schools that complement the services of the ELL program.  This program 

would be a way to provide other sources of teacher education and student support given that this 

was a central topic of concern that teachers discussed in the study. 

 This study focused on a small amount of participants, thus expanding its scope would be 

a way to continue documenting Puerto Rican transnationalism and the experiences of migrant 

students in and out of the school contexts.  Future research on this topic should follow families as 

they go from one location to the other as it would be a way to further understand the individuals’ 

emotional embeddedness to each location and how the youths’ academic outcomes and behaviors 

change with the relocations.  It is clear from the findings that schooling practices and policies 

make schools a consequential receiving context for migrants with implications for both youths 

and adults.  Sharing the narratives and experiences of transnational migrants helps create 

awareness of these phenomena and it implication for youth, a population that needs more 

attention in our research.  It is hence important to continue providing spaces where the voices of 

the migrant families are documented and utilized to further understand and theorize human 

mobility. 
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Appendix A: Translations 
 

Introduction 
Cada vez hay mas Puertorriqueños en 
Estados Unidos, fuera de la Isla, y si se 
van es porque estan buscando progreso. 
Que no necesariamente todo el mundo 
tiene los recursos tambien economicos de 
poder viajar de ahora para ahora para aca. 
Y pues esto es un buen detalle para las 
personas que saben que se le hace dificil 
que no se sientan mal. Usted va a poder 
estar en el velorio de su familiar o de su 
ser querido. 

Each day there are more Puerto Ricans in 
the United States, outside of the Island, 
and if they leave it’s because they are 
looking to progress.  Not everyone 
necessarily has the economic resources to 
be able to travel immediately.  So this is a 
good service for people who know that it 
is difficult for them [to travel], so they 
don't feel bad about this.  You will be 
able to be in the viewing of your relative 
or of people that are important to you.  

Significa muchisimo porque me siento 
apoyada aunque no este presente. Se que 
sus mejores pensamientos estan, de ella 
hacia mi y me siento muy feliz porque ella 
hubiese querido estar conmigo pero no 
pudo por las condiciones. Sean las que 
sean, pero esta en su corazon y en su 
mente estan aqui. Para mi es una 
experiencia inolvidable porque se que los 
que estan aqui y lo que estan alla estan 
conmigo en estos momentos dificiles 

It means a lot to me because I feel their 
support although they are not present. I 
know that their best thoughts are here 
with me and I feel very happy because 
[my sister] would have liked to be here 
with me but wasn’t able to because of her 
situations.  Whatever these may be, in her 
heart and mind they are here. To me it is 
an unforgettable experience because I 
know that those who are here and there 
are with me in this difficult time. 

 
 

Chapter 5 
Ese tipo de estudiante viene a un sistema 
que es muy diferente a lo que están 
acostumbrados. Yo que estudié en escuela 
Americana y se que hay muchas cosas 
muy diferentes a lo que ellos están 
acostumbrados. Y hay un choque de 
cultura…. Los programas educativos del 
sistema educativo de Puerto Rico no son 
los suficientemente atractivos para los 
estudiantes, y me refiero atractivo de que 
aquí no hay actividades extra curriculares, 
no hay agrupaciones de estudiantes, no 
hay un horario extendido donde se les 
pueda atender. No hay el compromiso de 
muchos maestros, por desgracia los 
maestros de 15 y 30 que no dan la milla 
extra para nada. Y eso crea un contraste 
en estos jóvenes que vienen de un sistema 

This type of student comes to a system 
that is too different to what they are used 
to.  I studied in an American shool and I 
know there are many things that are 
dfferent to what they used to.  There is a 
cultural schock… The teaching programs 
of the educational system in Puerto Rico 
are not attractive enough for the students, 
and what I mean by that is that there are 
no student asssociations, or extended 
programs where they can be helped.  
There is no commitment from many 
teachers, unfortunately teacher who live 
from the 15th to the 30th of each month 
and do not go the extra mile at all.  This 
creates a contrast for these youths that 
come from a differen educational system. 
-English Teacher 
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diferente de educación.   
Nostros tenemos unas costumbres que no 
las tienen ellos y ellos tienen unas que 
nosotros no tenemos. Entonces el que 
ellos quieren implantar sus formas de ver 
la vida, inclusive de vestir, contestar, es 
diferente. Y para ellos, no solamente 
necesitan el apoyo del maestro, sino del 
otro personal, pues que a veces no tienen 
tanto el tiempo; para darles todos los días 
una ayudita. Pero el proyecto debe ser 
completo. No solamente la parte 
académica; debe haber trabajador social, 
orientador, sicólogo, que ellos tengan, 
todo un engranaje. Para que ellos puedan 
adaptarse, al igual que nos gustaría a 
nosotros que cuando llegásemos allá nos 
pasara.  

We have customs that they don't have and 
they have customs that we don't have. 
When they want to implement their 
lifestyles, even the way they dress, or 
answer, it is different. Ans they not only 
need support from the teacher, but also 
from other school staff, which sometimes 
don't have the time to help them. But the 
program should be complete. Not only the 
academic component, there should be a 
social worker, a guidance counselor, a 
psychologist, so they have a a full support 
network and are able to adapt, just like we 
would like to receive if we go there. 
-Spanish Teacher 
 

Son muchachos que saben demasiado 
inglés, que usted sabe que las escuelas de 
allá afuera lo que quizás yo doy aquí en 
cuarto año allá se lo dan en séptimo. Para 
ellos es como que es demasiado fácil, 
como que they get bored. Aunque yo trato 
de dar clases dinámicas, pero... sabes, yo 
creo que debe ser un pre-avanzado, darles 
algo mas para que ellos puedan. Y en 
español, pues bajar un poco.  

These are students who know a lot of 
English, and you know that what they 
teach in fourth grade there is perhaps what 
I teach in seventh grade there.  For them it 
is too easy, and they kind of they get 
bored.  Although I try to give them 
something else to help them.  And in 
Spanish they should lower the level a bit .- 
English Teacher 
 

Realmente en la universidad, tu no 
aprendes mucho. Tu aprendes a través de 
la práctica. Cuando yo llegué al salón de 
clases yo dije, ‘¿Yo estudié? ¿Yo que 
hago?’ Así que se aprende trabajando. 

The reality is that in college you don’t 
learn much. You leanr through practice. 
Wen I got to teh classroom I asked myself 
‘Did I study? What am I doing here?’ So 
you learn throuhg your work. 

Tú haces tu bachillerato, pero tú no estás 
preparado para lo que vienes a trabajar.  
Por eso digo que los maestros que hacen 
práctica en esta escuela, pueden dar clases 
en cualquier sitio en Puerto Rico. Si logra 
el semestre aquí completo, si logra 
enganchar a esos niños, si logra que ellos 
se interesen por la clase; da clase en 
cualquier sitio.  Muchas veces hemos 
tenido practicantes que salen llorando de 
aquí. Llorando que no quieren saber del 
magisterio, porque aquí los niños te retan. 
Aquí uno tiene que estar sano 

You finish your bachelors’ but you are not 
ready for the job you are going to do. That 
is why I say that teacher who do their 
teaching practice in this school can teach 
anywhere in Puerto Rico. If they finish the 
whole semester here, if they are able to 
engage their students, if they accomplish 
getting those students interested in their 
class, they can teach anywhere.  In many 
Os we have had practicing students who 
leave here crying.  Crying because they 
want nothing to do with teaching, because 
students here challenge you.  Here you 
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mentalmente para afrontar el reto de que 
te vas a enfrentar con ellos. Entonces tú 
ves que eso mismo nos pasa con los 
practicantes. Si llegan, no tienen el 
temple, no tienen la forma. Uno trata de 
dirigirlos, de decirle “mira, tienes que 
bregar así”. Porque aquí tú no puedes ser 
solamente maestro; tú aquí eres maestro. 
Tu viste la niña que entró de pelo rizo. ¿ 
No la escuchaste cuando entró?  A pedir 
una abrazo, me dijo “maestra: yo necesito 
un abrazo”. Es una realidad. Entiendes. 
La que estaba sentada aquí, esa niña es 
madre. Tiene una bebé de dos meses. Y 
esa yo me sufri el parto, hasta que parió. 
Y eso es lo que muchas veces ninguna 
universidad te lo enseña.  

have to be mentally stable to face the 
challenges that you will face.  And that is 
what happens with the pre-service 
teachers. If they don't have that strength 
there is no way.  We try to guide them and 
tell them ‘look you have to work things 
out this way’ because here you cannot 
only be a teacher.  Did you see that girl 
that came in with curly hair? Did you hear 
her when she came in? She came in to ask 
for a hug, she told me ‘Miss I need a hug’. 
It’s a reality. The one siting here, that girl 
is a mom. She has a two-month-old baby. 
With that one I suffered through the whole 
process until she gave birth. And those are 
the things that universities often do not 
teach.- English Teacher 

Allí [en la Universidad] se habla de 
términos generales. Teoría psico-
educativa, lo que dicen los grandes 
teóricos de la educación con respecto a 
esto, con respecto a aquello. Cuando uno 
se hace maestro no es en la universidad, 
es aquí. Cuando tu empiezas a ver que; te 
fuiste a tu casa, te preparaste para dar 
clase tal día. Diste la clase, entonces ya te 
vas preocupado cómo voy entonces a dar 
la de mañana. Y tienes que sacar un par 
de horas de tu tiempo, para prepararte 
para el otro día. Uno se hace maestro 
aquí. Tu oyes muchas críticas en la radio, 
en la televisión, en la prensa de los 
maestros. Pero la gente piensa que tu 
tienes 5 grupos de estudiantes de 25 o 30 
estudiantes cada grupo, que ellos están 
bien alimentaditos, que son niños bien 
felices, que son niñitos que están bien 
contentos; que son niñitos que los cuidan 
bien, que los aman bien, que están llenos 
de amor en su casa y que tu tienes aquí un 
jardín florido. Cuando tu llegas acá, esa 
no es la realidad. Tu conoces tantas 
experiencias, tu ves tanta cosa, que si yo 
le contara, usted se quedaría asombrada. 
Las experiencias que he tenido a lo largo 
de los años como maestro. Que no es eso 

Over there [at the university] they talk in 
general terms.  Psycho-educational 
theories, what the great theorists say about 
education, about this and that.  You don't 
become a teacher at the university; it’s 
here.  When you start seeing that you went 
home, you prepared for your classes, you 
taught, then you go back home worried 
about how you are going to teach the next 
day. And then you have to invest a couple 
more extra hours of your time to get ready 
for the next day.  One becomes a teacher 
here.  You hear a lot of critiques for 
teachers, on the radio, on the television, 
the press.  But people think that you have 
five groups of students with 25 to 20 
students in each group, that hey are well 
fed, that they are happy kids, who are 
loved who receive a lot of love at home 
and that what you have here [in school] is 
a blooming garden.  When you come here, 
that is not the reality. You learn of so 
many experiences, you see so many things 
that you would be amazed if I told you 
about the experiences I have had through 
my years as a teacher.  That is not what 
you have here; those are very few.  I had a 
homeroom once where of 30 students only 
2 lived with mom and dad, 28 came from 
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lo que uno tiene aquí, son los menos. Yo 
tuve un salón hogar en una ocasión, que 
de 30 estudiantes, 28 eran de hogares 
divorciados. Solamente 2 vivían con papi 
y mami. Y eso de alguna manera corroe el 
estado de ánimo de ellos. Hay otros que 
vienen de hogares donde hay violencia; 
hay otros que viven en hogares donde los 
padres no los quieren, que quieren que se 
vayan de sus casas lo mas pronto posible. 
Hay nenas que vienen llorando, porque 
tienen esa situación. Y tu los puede referir 
al trabajador social, pero no es mucho lo 
que tu puedas hacer. Por eso te digo que 
uno aprende acá muchas cosas que en la 
universidad no se aprende. Entonces hay 
que tratarlos con mucho amor, y con 
mucho cariño, porque muchos de ellos 
desconocen eso. No conocen lo que es el 
amor, no conocen lo que es el cariño; que 
los traten bien. Y cuando uno los trata 
bien, uno se los gana. Tus los tratas con 
amor y cariño, te los ganas. Y tu ves que 
vas logrando cosas, se apegan mas a uno; 
porque uno los está tratando con respeto, 
con dignidad, como se merecen. Cosas 
que quizás nunca han visto en el entorno 
donde viven, en su casa, en su vecindario. 
Pienso que el maestro se hace acá; en la 
universidad unas simples teorías. Pero 
aquí es donde uno aprende de verdad. Lo 
que hay y como uno tiene que batallar. 

a divorced parent household.   These 
things in one ways or the other influence 
the ways they feel.  Others come from 
homes where there is violence, other come 
from home where their parents don't want 
them; they want them to leave as soon as 
possible. Some girls come here crying 
because they are facing situations like 
that, and you can refer them to the social 
worker, but there is not much that can be 
done. That is why I tell you that one learns 
many things here that are not taught at the 
university.  So then you have to treat them 
with a lot of love, they don’t know what 
love is, what it feel like to be treated well.  
And when you treat them well, you earn 
their love and you start achieving things. 
They get closer to you because you are 
treating them with respect, with dignity, 
they way they deserve to be treated.   
Which is something that perhaps they 
have not seen in their homes their 
communities.  I think that a teacher is 
formed here, in the university it’s just 
simple theories. But here is where you 
really learn, what is happening and how to 
fight for it. – History Teacher 
 

Realmente hay pues muchas cosas que 
pasan dentro que se pueden mejorar y 
todo parte de la supervisión. El director 
tiene demasiado trabajo; es una cosa 
exagerada, exagerada, exagerada. Yo digo 
que por lo menos en una escuela como 
esta debería haber dos directores y uno 
que realmente este supervisando al 
maestro pero supervisándolo en el sentido 
de que el maestro reciba apoyo.  Y hay 
demasiado trabajo, el maestro tiene 
demasiado trabajo. Hay muchos planes, 
tantas cosas para hacer que uno está 
ahogado de trabajo. Yo digo que hay que 

There are many things happening that 
could really be improved and it all starts 
with the supervision. The director has too 
much work; it excessive, excessive, 
excessive.  I think that in a school like this 
one there should be two directors and one 
should be supervising the teachers but 
supervising in the sense that the teacher 
receives support.  There is too much work, 
teachers have too much work.  There is a 
lot planning, so many things to do that one 
is drowning in work.  I think that they 
need to free the teacher up a little so that 
he or he can work more effectively with 
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soltar un poco al maestro para que pueda 
hacer el trabajo mas efectivo con 
estudiantes como esos, donde yo pueda 
realizar, crear otras actividades para ellos. 
Pero si el tiempo lo voy a consumir 
haciendo estas cosas y esto otro. La 
verdad es que es fácil todo escrito bien 
bonito; todo escrito es hermoso. Pero 
cuando estamos en un salón de clases la 
cosa es distinta. Porque tenemos una 
población primero difícil y lo primero es 
el control del grupo. Hay que trabajar 
todos los días con eso, se pierde mucho el 
tiempo con eso 

students like [the return migrants]. But if 
my time is being consumed doing other 
things and this and that. Truth is that it is 
easy to write everything so it’s pretty; 
everything in writing is pretty.  But when 
we are in the classroom things are 
different because first of all we have a 
difficult population and the second thing is 
group management.  You have to work 
everyday with that, you waste a lot of time 
with that. - Math teacher 

Aquí hay muchas cosas que fallan, de 
verdad. El sistema en general falla, falla 
desde arriba hasta abajo. Desde que llega 
el estudiante hasta aquí, fallamos todos. 
Que le puedo decir. Entiendo que el 
trabajo del personal de apoyo, es bien 
fundamental…. El problema que hay en 
la escuela, es que el personal de apoyo 
tiene demasiado trabajo y el trabajo 
fundamental pues no se hace… 
Realmente la carga del maestro es 
demasiada. Cada cuál tiene que asumir su 
responsabilidad, su trabajo. Y aquí el 
problema es que los trabajadores sociales 
y los orientadores, ellos pues hacen otras 
cosas que se les asignan. Pero entonces el 
trabajo de ellos dónde está. Yo digo, tu 
estas ahí, tu trabajo primordial es el 
estudiante, es el estudiante. Es ver que 
está pasando que está pasando dentro del 
salón de clases, si están asistiendo o no 
están asistiendo. Pero aquí nunca vienen a 
decirme “tengo este estudiante en 
particular, qué está pasando con él”? Yo 
nunca recibo eso.  

There are many things that fail here, 
honestly.  The system in general fails, it 
fails from top to bottom.  Since the student 
gets here, we all fail.  What can I say? I 
believe that the work that the support staff 
does is fundamental…. The problem in 
this school is that the support staff has too 
much work and the work that is essential 
doesn't get done…. The load of the 
teacher is really too much.  Everyone has 
to assume their responsibility, their work. 
And here the problem is that the social 
workers and school counselors, well they 
do other things that are assigned to them.  
But then where is their work.  I think that 
if you are here your priority is the student, 
the student. Is seeing what is happening in 
the classroom, if the student is going to 
class or not.  But they never come here to 
ask “I have this students, what is 
happening with him or her? I never get 
that” –Math teacher 

Lo que pasa es que tu tienes dentro del 
salón de clase ahora mismo, tanto 
problema dentro de los que están aquí, 
que es muy difícil, tu dedicarte 
específicamente a esos. Es parte de tu 
problema, porque está dentro de tu salón, 
tienes que atenderlo; pero quizás no tienes 

What happens is that the students in your 
classroom have so many problems that it 
is difficult to dedicate yourself only to [the 
return migrants].  They are part of your 
problem because they are in your 
classroom, you have to support them, but 
perhaps you don't have as much time 
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tanto el tiempo, porque hay tanta cosa. 
Porque no es tanto el tiempo que tienes 
para atender ese tipo de estudiante que se 
queda rezagado; y quizás por eso muchas 
veces se van, no se le da la ayuda 
necesaria. Uno intenta, pero tiene 23 que 
necesitan otros tipos de ayuda. Hay otros 
problemas, especialmente en este tipo de 
escuela, que no te da el tiempo para 
atenderlos a ellos como se debería.… Es 
difícil, sabes, porque si representan una 
carga mas. Pero aquí te representa una 
carga el estudiante de salón recurso, 
representa una carga mas el estudiante 
que es hiperactivo. Aquí te representan, 
ellos son parte de una carga mas, pero tu 
también eres maestro. Y cuando uno es 
maestro y ama esta profesión, y amas a 
estos nenes y están ahí, tu tienes el deber 
y el compromiso y las ganas de ayudarlo. 
Pero después, es como te digo. Tiempo 
tan limitado y hay tantos problemas. Qué 
hago? No me puedo dividir en tantos 
cantitos. A veces estamos haciendo tan 
rápidos las cosas, tenemos algo que 
cumplir en el plan, tenemos una 
expectativas que tenemos que cumplir, 
que si las pruebas puertorriqueñas y 
entonces se nos van esas cosas.   

because there are so many other things.  
There is not a lot of time to work with 
students who need the additional help.  
And that is why probably on many 
occasions they leave, they don't receive 
the help they need.  You try but you have 
23 students that need different types of 
help. There are other problems, especially 
in this type of school, and there is not 
enough time to help them the way they 
should be helped…. It's difficult you 
know, because they do represent an 
additional load.  But here they all 
represent a load and you are a teacher.  
When you are a teacher and love your 
profession and love these kids you have 
the responsibility, the commitment, the 
desire, and the will to help them.  But as I 
said your time is limited and there are so 
many problems. What can you do? I can't 
divide myself in so many pieces! 
Sometime we do things so quickly, we 
have to complete our planning, we are 
expected to do certain things we need to 
complete, also the standardized testing, 
and we miss some of these other things.   

La primera entrevista inicial es para 
recopilar información, conocerlos, 
verdad, establecer un proceso de empatía, 
de cohesión. Luego yo establezco un plan 
de acción… A lo mejor en mi plan de 
acción con Juanita Pérez, por decirte un 
nombre hipotético; mi meta era verla por 
lo menos cada 2 semanas. Pero realmente 
eso lo tengo que modificar. Mira no la 
puedo atender en dos semanas, hago todo 
lo posible, pero lo postergo. 

The initial interview is to collect 
information, to meet them and establish a 
process of empathy, of cohesion. Then I 
establish a plan of action… Perhaps in my 
plan of action with Juanita Perez, to give 
her a hypothetical name, my goal was to 
see her at least every two weeks.  But in 
reality I have to modify that.  I can't see 
her every two weeks, I do the best I can 
but I delay it.  

Sé que anteriormente había un programa 
de migrantes, PEM, pero yo creo que eso 
murió, porque jamás he vuelto a oír 
hablar de el. Tenía una amiga que 
trabajaba en PEM y ella recorría todas las 
escuelas en Cabo Rojo, buscando esos 

I know that before there was a program for 
migrants, PEM, but I think it is over, 
because I have not heard about it. I had a 
friend who worked at PEM and she used 
to visit all the schools in Cabo Rojo, 
looking for migrant to offer dental and 
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migrantes para darles servicios dentales y 
médicos y todas esas cosas. …. Creo que 
la última vez que escuche hablar de PEM 
fue hace como 10 años. Era Programa de 
Estudiante Migrante, o algo así. Había 
que hacer una propuesta, las trabajadoras 
sociales que trabajaban allí, incluso había 
unas maestras aparte de las trabajadoras 
sociales que visitaban esas escuela, para 
darles los servicios. Era un éxito. ¿Por 
qué no se puede implantar eso 
nuevamente? Eso es algo que a mi me 
llama la atención, yo entiendo que todos 
los estudiantes se tratan de la misma 
forma y los mismo procesos, pero estos 
estudiantes se los trata de la misma 
forma; yo los he visto, como si fueran 
traslado de internos. Como si vinieran de 
otra escuela mas para acá. Pero son casos 
bien particulares y es distinto.  

medical services and things like that… I 
think the last time I heard about PEM it 
was like 10 years ago. It stood for Migrant 
Student Program or something like that. 
The social workers that worked there had 
to do a proposal and there were teachers 
besides the social workers who visited the 
schools to offer services to the students. It 
was great. Why can’t they implement that 
again? That is something that I find 
interesting, I know that all students are 
treated the same way with the same 
procedures but these students are treated 
the same ways, I have seen it, as if they 
were internal transfers. As if they came 
from another school here.  But they are 
very particular cases that are different. - 
Social worker 

Mi esposa es maestra, ya se jubiló y yo 
empecé después de ella en el magisterio y 
mi esposa me decía que había un maestro 
que iba de escuela en escuela y atendía 
esa población. Le llamaban PEM, no sé lo 
que significa. El maestro PEM le decían.  
No sé lo que significa la sigla PEM, y el 
maestro se pegaba a ese tipo de 
estudiante. Pero yo nunca he visto eso 
aquí. En la escuela donde trabaja mi 
esposa, si, había un maestro que iba de 
escuela en escuela, y no es que estuviera 
8 horas, un día un ratito, otro día otro 
ratito, porque no podía atender a todo el 
mundo. Pero los detalles no te los puedo 
decir porque no los sé. Desconozco.  

My wife was a teacher, she retired 
already, I started teaching after she did.  
She would tell me about a teacher that 
went from school to school tending to the 
needs of this population.  They use to call 
it PEM, I don't know what it means.  The 
PEM teacher they would call it, and the 
teacher would work directly with this 
student.  But I have never seen that here.  
In the school where my wife worked there 
was a teacher that went from school to 
school.  They were not there for 8 hours, a 
little bit t=one day and a little bit another 
day because they could not work with 
everyone.  But I cannot tell you any 
details because I don’t know them. 

El Programa de Titulo III (Language 
Instruction for Limited English Proficient 
and Immigrant Students), según la ley 
“No Child Left Behind” de 2001 (NCLB) 
ofrece los servicios que son necesarios 
para los estudiantes cuyo primera idioma 
no es el español. El objetivo del Programa 
es que estos estudiantes logren hablar, 
escribir, leer y comprender el idioma 
español, además de desempeñarse 

El Programa de Titulo III (Language 
Instruction for Limited English Proficient 
and Immigrant Students), según la ley “No 
Child Left Behind” de 2001 (NCLB) 
ofrece los servicios que son necesarios 
para los estudiantes cuyo primera idioma 
no es el español. El objetivo del Programa 
es que estos estudiantes logren hablar, 
escribir, leer y comprender el idioma 
español, además de desempeñarse 
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efectivamente en las asignaturas de 
contenido académico. Es responsabilidad 
del Departamento de Educación (DE) 
ofrecerles los servicios que necesitan para 
lograr su desarrollo académico y la 
integración sociocultural al País. (Carta 
Circular 7, 2008- 2009) 

efectivamente en las asignaturas de 
contenido académico. Es responsabilidad 
del Departamento de Educación (DE) 
ofrecerles los servicios que necesitan para 
lograr su desarrollo académico y la 
integración sociocultural al País. (Carta 
Circular 7, 2008- 2009) 

Nosotros, tan pronto llega hacemos el 
estudio del idioma, que es la encuesta del 
idioma, a ver cuál es el idioma primario. 
Si tiene el problema del idioma, le damos 
la asistencia del trabajador social y el 
consejero escolar, porque el idioma es 
básico para el aprovechamiento. Si no 
tiene problema con el idioma, fantástico, 
hacemos un análisis de los expedientes 
que él trae…. Si tiene problemas con el 
idioma, entonces el protocolo es que 
tenemos que hacer, lo que se llama el 
CoRel. Pero se hace junto al supervisor de 
la materia y se establece un CoRel y 
entonces se registra en el sistema de 
información estudiantil en el SIE. Y 
vienen a darle una prueba del 
departamento, que la prueba es Laslink; si 
el estudiante es proficiente o no y si va a 
participar o no. Un estudiante con 
limitación lingüística. Pero no podemos 
esperar a que vengan a darle la prueba, 
sino que nosotros le damos los acomodos. 
Si el estudiante no domina, le damos los 
diccionarios, le damos las instrucciones 
en inglés, le leemos los exámenes en 
español y lo ayudamos entonces en esa 
destreza. Una vez que administra la 
prueba, tenemos los resultados, nos 
tenemos que reunir con el CoRel, y ver 
los resultados. Si el estudiante resulta que 
no es proficiente, se mantiene o se amplia 
los acomodos que le vamos a dar al 
estudiante.   

As soon as the student arrives we do the 
language evaluation, which is the 
language survey, to see which is the 
primary language.  If the student has a 
language problem we assist him through 
the social worker and school counselor, 
because language is foundational for 
academic achievement. If the student does 
not have a problem with language, 
fantastic, we do an analisis of the 
documents the student brought…. If he or 
she has problems with the language then 
the protocol is that we have to do what is 
called the CoRel.  This is done along with 
the Spanish supervisor and a CoRel is 
established and this information is placed 
in the students’ SIE and then someone 
comes to give the student a test from the 
DE, the test is Laslink and it determines if 
the student is or not proficient and if he or 
she is going to be part of the program. But 
we cannot wait until they come to give 
thee student the test.  We provide the 
accomodations.  If the student is not 
proficient in the language, we provide 
dictionaries, we give instructions in 
English, we read the exams in Spanish and 
we help them in this area. Once the test is 
administered and we have the results we 
meet with the CoRel to discuss the results. 
If the results show that the student is not 
proficient then we maintain or expand the 
accomodations wer are providing. – 
School Director   

Si tiene limitaciones en el idioma español, 
que es lo que dice el programa, pues se le 
da como dice el programa, diccionarios 
en inglés o inglés-español para que pueda 
buscar las palabras que no entiende; se le 

If the student has linguistic limitations in 
Spanish then, as the proram stipulates the 
student gets dictionaries in English or 
English-Spanish so they can look for 
words they don't understand, they get 
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da mas tiempo para que pueda contestar 
los exámenes de español y se le asigna un 
tutor para que pueda manejar y estar con 
el para que se pueda adaptar.  [El tutor] 
puede ser un mismo estudiante. Se le 
identifica a alguien que lo pueda ayudar. 
Entonces es crear conciencia en el 
maestro que lo tiene. Se reúnen, como lo 
que se conoce como un CoRel, que es 
como un comité de evaluación de 
limitaciones lingusiticas.  Allí se supone 
que esté el consejero, la trabajadora 
social, el director, la maestra de español y 
también se invita a un representante del 
distrito; en este caso se invitó a la 
supervisora del área de español para que 
ella evalúe la necesidad que tiene ese 
estudiante y determinar cual es la ayuda 
que amerita. Ademas debo decirte que 
ademas de ese diccionario inglés-español, 
se le da un diccionario pictórico, que es 
de láminas. Porque muchas veces, si el 
estudiante no conoce muy bien el idioma 
se le va a ser muy difícil buscar la palabra 
o de traducirla. Asi que pictóricamente él 
busca la lámina. Siempre lo va a tener con 
él; ese diccionario siempre lo va a tener 
con él. 
 

more time to anwers exams in Spanish and 
they are assigned a tutor that is whit him 
or her until the student is able to work on 
their own.  The tutor can be another 
student. We identify someone who can 
help them. Then it is a matter of creating 
awareness with the teachers the student 
has.  We meet for what is known as the 
CoRel, which is a committee that 
evaluates the linguistic limitations. That 
committee is composed of the counselor, 
the social woerker, the school director, the 
student’s Spanish teacher, and we also 
invite a representative from the district, in 
this case the regional supervisor for the 
Spanish courses, so that she evaluates the 
needs that the student has and then we 
determine the support he or she requires.  I 
should also mention that besides the 
Spanish-English dicitionary, we provide a 
pictoric dictionary that has illustrations. 
Because sometimes if the student does not 
know the language well finding or 
translating a word will be a difficult task.  
This ways the student can find the image 
of what he or she is looking for. They will 
always have this with them; that 
dictionary will always be with them. –
Social Worker 

Es un recurso que tiene allí el maestro, 
especialmente en [inglés] que es tan 
difícil para nuestros estudiantes. Que ese 
estudiante pueda ser un recurso positivo 
para sus pares; para que ellos puedan 
encaminarse, hacer que sus compañeros 
amen y dominen o por lo menos puedan 
tratar de dominar otro idioma; además del 
que están tratando de dominar que a veces 
tampoco lo dominan u otras materias. 
Muchas veces pasa que el nene terminan 
sintiéndose rezagado porque quizás ellos 
ya estaban mas adelantados. Y dicen para 
qué voy a ir a clases. Entonces pues, 
pensando en el enfoque de esos 
estudiantes, si se utilizara el nene como 
un recurso, quizás podría cambiar la 

The migrant student is a resource that the 
teacher has, especially for English, which 
is so difficult for our students. That 
student could be a resource for his or her 
peers so they can stay on track, to help 
their classmates love or dominate, or at 
least try to dominate another language 
besides the one they are trying to 
dominate because sometimes they don't 
even dominate their first language, or 
other subjects. In many On the students 
feels like they are falling behind because 
perhaps they are more advanced in the 
material and they say why should I go to 
class.  So then thinking about how to 
focus on those students if we used them as 
resources maybe their motivation can 



Running head: GETTING USED TO HOME 
	  

	  
	  

173	  

motivación; me interesa saber.  
 

change, they become more interested in 
learning – Social Worker 

El estudiante que viene de Estados 
Unidos yo lo pongo como peer, como mi 
ayudante. Hablo con mamá y papá y le 
digo él es mi ayudante tutor, mi 
estudiante mentor porque él tiene el 
conocimiento y me ayuda con esos 
estudiantes que están un poquito flojos. Y 
muchos de ellos están bien, bien 
dispuestos porque acuérdate que como ya 
tu sabes, se aburren. Y “maestra puedo ir 
al baño, maestro...” Y yo ok, pero vamos 
a utilizarlo, ayúdame con esto, que tu 
crees de esto, este vocabulario. Yo ya 
tengo dos estudiantes que están 
estudiando para maestros de inglés.  Eran 
de aquí, conocen el idioma, viajaron 
afuera y regresaron.  

I use the student that comes from the US 
as a peer, as my helper. I talk to the 
parents and and tell them he is my student 
mentor because he is knowledgable and he 
helps me with the students that are not 
doing so well. And many of them are very, 
very willing to help out because remember 
that as you know, they get bored and they 
astart “Teacher, can I go to the bathroom, 
teacher…” And I am like ok lets use them, 
“help me with this, what do you think 
about this vocabulary?” I have two 
students that are studying to be English 
teachers. They were from here, they know 
the language, and they moved over there 
and came back. – English teacher 

Por lo general identifico en el salón quién 
domine bien el inglés y se lo pongo como 
tutor cuando hay esa situación. He tenido 
varios estudiantes y puede funcionar 
maravillosamente bien, tengo el tutor con 
él y yo les doy unas bonificaciones extras 
para que se sienta motivado a ayudar al 
que tiene problema con el lenguaje y no 
tengo ningún problema, me resulta todo 
maravillosamente bien. Los dos se 
benefician y yo me beneficio también; 
porque como el grupo tengo que tratar de 
llevarlo a la par. Entonces el estudiante 
mentor me ayuda a tener a la par al otro 
estudiante… Era lo que podía hacer, no 
podía hacer mas nada, yo no tenía mas 
herramientas para trabajar ni herramientas 
para bregar. La herramienta era mi tutor. 
Uno se acuerda cuando estábamos en la 
universidad y era matemáticas y yo no 
entendía, venia tu compañero que te 
decían “mira eso se hace asi”. Que fácil!  
Y a veces con un compañero uno aprende 
mucho mas.... Yo dejo que se sienten 
juntos cuando hacen tareas. El es mi 
mentor.  

I generally identify in my classroom that 
knows English and I use him or her as a 
tutor when I have that situation. I have had 
a couple of students and it can work very 
well, I have the tutor with them and I give 
them bonus points so they feel motivated 
to help those who have problems with the 
language and I have no problem, 
everything works wonderfully. Both 
students benefit and I benefit as well 
because I have to try to keep my group at 
the same pace. So then the student mentor 
helps me keep the other student at the 
same pace…. This is what I could do, I 
could not do anything else, I had no other 
tools to work or tools to handle the 
situation.  The tool was my tutor.  I 
remember when I was in college in math 
class and I did not understand the material 
and I had a classmate who came and said 
“this is how it’s done”.  How easy! 
Sometimes with a peer you learn much 
more… I let them sit together when they 
are working on class asignments.  He is 
my student mentor.  –History Teacher  

Si el necesitaba hacer una asignación en If he needed to do an assignment in 
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inglés, un ensayo, yo se lo permitía. Si 
había preguntas en el examen, yo se las 
redactaba en inglés para que él me las 
contestara en inglés. En el caso de los 
exámenes, en varias ocasiones, él se 
sentaba aquí conmigo. Y si no entendía, 
yo le decía “esto quiere decir esto”. Si 
era individualizado; pero son de 25 a 30. 
Y yo no podía estar traduciendo todo el 
tiempo. Por eso es que busqué ayuda, de 
un compañero tutor y él le facilitaba. Si 
no él levantaba la mano, y yo iba donde 
él, me sentaba con él e incluso le leía el 
examen. Los primeros exámenes yo se 
los leía, item por item. Como todo el 
mundo está tomando examen, los de 
educación especial, si solicitan su 
acomodo, se van a hacer el examen 
según su acomodo. Pues yo me dedicaba 
a él y se lo leía. Fueron los primeros, 
después de eso, él se fue 
desenvolviendo. Al final lo que me hacía 
era una que otra pregunta. Pero sus 
tareas, eso si le gustaba hacerlo en 
inglés; y así mismo yo se las aceptaba. O 
sea que no había problema con eso. 

English like an essay, I would allow him 
to do so. If the exam had questions I 
would write them in English for him and 
he could answer them in English. In the 
case of the exams on several occasion he 
sat with me and if he did not understand 
something I would tell him  “this is what 
this means ”. It was individualized but 
there are 25 to 30 students.  I could not 
translate all the time.  That is why I looked 
for help from a peer that served as a tutor 
and he worked with him. He would also 
raise his hand and I woul go to him, I 
would even sit with him and read the 
exams.  For the first exams I would read 
them for him item by item. Since all the 
students were taking the exam, the one 
from special education, if they request 
their accomodations, they go to another 
room to take the exam so I could dedicate 
time to him and would read the exam to 
him. This was for the first exams, after 
that he kept progressing.  Towards the end 
he would ask very little questions.  But he 
did like to do his assignments in English 
and I accepted them like that. There was 
no problem with that. –History Teacher 

Que yo tuve aquí el caso de un nene que 
no sabía español; entonces yo me convertí 
en la maestra de ciencias de estudios 
sociales. Yo aprendí a dar todas esas 
clases para poder traducirlas a él. Los 
trabajos y las cosas; yo soy la tutora de 
este niño. Y a veces venía aquí con todo y 
ese niño tenía problemas de educación 
especial fuerte. Y a veces yo lo veía llegar 
a la puerta con todo los libros, todas las 
cosas y es como que quería cargar todo; y 
yo decía “ay Dios mío, ahí voy otra vez”. 
Me tenía que sentar con él a explicarle 
todas las clases. Había momentos en que 
no entendía. Había momentos en que los 
maestros me llamaban, porque se le 
trancaba cero, y me llamaban. Y yo iba y 
le preguntaba “¿qué pasa?”. Y me decía 
“es que no me entienden” y yo le decía “ 

I had a case here of a student who did not 
know Spanish, so then I became his 
teacher for science, for social studies. I 
learned to teach all of those classes so I 
could transnalte for him. For his 
assignemtns and for everything I was his 
tutor and sometimes he came to my 
classroom with eeryhtign eh had to do 
plus he had severe special education 
problems.  Sometiems I saw him comng 
here with all his books and he wanted me 
to help him with everything asn I would 
say “Oh my God, herewe go again” I had 
to sit down with him to explain all the 
classes.  There were moments wre he did 
not udenrstnad..  Tehre wre mometns were 
teachers would call me because the 
studnets just shut down and they would 
call me.  So I would ogo to the calsroom 
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¿qué pasa?; tez tienes tus materiales, tiene 
tus cosas, tiene lo otro.” Yo creo que él se 
sentía como ansioso, porque sentía que no 
lo entendían.  
 

an I would ask him “What is going on?” 
and he swould tell me “They don’t 
understand me” so I would say “What is 
happening? You have your class materials, 
the things you need, this and that”.  I thing 
he felt anxiety because he felt that people 
did not understand him. –English Teacher 

Se refugian allí. Y por lo menos tengo a 
alguien que me comprende, que me 
entiende y puedo ir allí; que me escucha, 
que me entiende. El maestro de inglés es 
como la fuente, ese manantial, esa aguita 
fresca que; ¡Ayyy que rico llegar aquí! 
¡Esta hablando lo que yo entiendo, que 
bueno! 

That is their refuge. “At least I have 
someone that understands me and I can go 
there; who listens, who understands me. 
The English Teacher is like that fountain, 
that stream, that fresh water that… “Oh 
how nice to be here! They are speaking 
what I understand! How great!” –Social 
Worker 

Yo creo que si, hace falta que el 
departamento le de mas importancia a 
esto, porque yo creo que está aumentando 
la cantidad de estudiantes que vienen de 
afuera. Muchos son puertorriqueños que 
se criaron acá y están acá dos o tres años. 
Pero se ve que hay un flujo mas de 
estudiantes que van y vienen.  Y con la 
crisis económica que también se ha 
apretado allá muchas familias están 
regresando acá a Puerto Rico; por lo tanto 
yo pienso que el departamento de 
educación debiera abrir los ojos ante esta 
realidad, para si en algún momento dado 
hubiera una avalancha de este tipo de 
jóvenes que llegara acá. Porque hay 
padres puertorriqueños que tienen los 
nenes que los criaron allá y hablan 
completamente inglés. Pero el papá es 
puertorriqueño que quiere regresar por x 
razón, entonces en la escuela va a haber 
dificultades para atenderlos. Por lo tanto 
yo digo pues, que haría mucha falta que el 
departamento se conciensara sobre este 
aspecto . Para entonces darle las 
herramientas a los maestros; porque los 
maestros necesitamos herramientas para 
poder bregar con eso. Porque nosotros 
estamos inmersos en que ya tenemos un 
currículo, por ejemplo yo doy 2 cursos 
distinto cada semestre, tengo que sacar 

I think it is necessary for the Department 
of Education to to give more importance 
to this because I think the amount of 
students who come from over there is 
increasing. Many are Puerto Ricans that 
were raised here and are here from two or 
three years.  But I know that there is a 
higher population of students that come 
and go. And with the economic crisis that 
is also being felt over there. Many families 
are coming back to Puerto Rico so I think 
that the Department od Education should 
recognize this reality in case that in the 
future we have a massive amount of 
students returning here. Becaue there are 
Puerto Rican parents who have children 
that were raised over there and they only 
speak English. But the parent wants to 
return for x reason, then the schools are 
going to have difficulties addressing their 
needs. In light of that I think there is a 
need for the Department to be cognizant 
of this matter, so they can provide teachers 
with the tools they need because us 
teachers need tools to work with this 
matter.  We are so immersed in our 
curriculum, for example I teach two 
different classes each semester, I need to 
find time to prepare for the two classes.  
That is additional time to what I spend in 
school, so I leave the school at 3:00 and I 
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tiempo para prepararme para esta clase y 
para aquella clase. Tiempo extra del que 
estoy en la escuela, o sea yo salgo a las 3 
llego a casa a las 4 y tengo que sacar un 
par de horitas para la clase al otro día. 
Pero entonces tendríamos que también 
tener la oportunidad de enriquecernos de 
alguna manera para nosotros poder 
enriquecer a estos estudiantes que vienen 
con la meta de salir adelante y progresar.  

am home by 4:00 and I need to dedicate a 
couple of hours for my classes the next 
day. But then we would need to have the 
opportunity to grow so we can help these 
students that come with goals to progress 
and do well, also grow.  –History Teacher 

Nos gustaría que nos orientaran mas. Me 
gustaría que nos dieran un taller si es 
posible para trabajar con este tipo de 
estudiante; necesitamos mas orientación. 
Porque puede que en un futuro vengan 
mas estudiantes, tengamos mas 
estudiantes de este tipo. Uno no sabe si el 
próximo semestre van a venir mas 
estudiantes y no van a ser como los que 
tenemos ahora que hablan español; 
porque ellos se expresan en español 
bastante bien. Pues cómo ayudar al 
estudiante mas. Para que sea mejor su 
aprovechamiento; cómo poder impactarlo 
mas. Spanish teacher 

We would like to be oriented more.  I 
would like that, if possible, they gave us a 
workshop to work with this type of 
student; we need more guidance. Because 
in the future we could receive more 
migrant students. You don't know if next 
semesmter there will be more students and 
they won’t be like the ones we have now 
that speak Spanish, because they speak 
Spanish fairly well. So, [I want to learn] 
how to help that student more, so his or 
her academic acievement is better, how do 
we impact them more? –Spanish Teacher  

Pues que puedan ofrecerles un taller; una 
educación continua que les pueda ayudar 
para poder trabajar con esta población…. 
[Nos ayudaria] a nosotros como personal 
que a veces estamos tan envueltos en 
otras cosas que no nos percatamos de las 
necesidades particulares que tiene esta 
población. Porque como te dije en el 
principio, no solamente es cuestión de 
idioma, sino que socialmente, 
emocionalmente; las diferencias son 
grandes comparativamente con lo que 
ellos tuvieron allá. Y nosotros 
necesitamos aprender mas como 
manejarlos, como bregar con ellos; como 
adaptarlos a lo que ellos están viviendo 
ahora. Porque no es fácil ese cambio; y 
mas si ellos nacieron y se criaron allá y de 
momento tu cortas ese cordon que tú 
tenías allá al tu traerlo aquí.  

They should be able to provide a 
workshop, or professional enhancement 
courses to be able to work with this 
poplation… It would help us as staff since 
sometimes we are so immersed in other 
things that we don't realize the particular 
needs of this population.  Because like I 
said, it is not only a matter of language, 
but socially and emotionally ther are big 
differences when you compare what they 
had over there.  And we need to learn 
more about how to work with them, how 
to help them adjust to what they are living 
now. Because the change is not easy, even 
more so if they were born or raised over 
there and you cut that umbilical cord that 
you had there when you bring them here – 
Social worker 

Bueno, lo primero es que hay que reunirse The first thing that needs to be done is to 



Running head: GETTING USED TO HOME 
	  

	  
	  

177	  

como equipo y establecer el trabajo qué 
vamos a hacer con el estudiante cuando 
realmente el estudiante tiene problemas. 
Yo entiendo que si hay un problema, el 
equipo se tiene que reunir y reconocer a 
los maestros que tal vez puedan ayudar al 
estudiante, que puedan dominar un 
poquito mas el idioma porque no todos 
los maestros dominan el idioma. Y pues 
un ejemplo yo puedo trabajar, yo puedo 
aportar, y yo puedo trabajar con la clase 
de ciencias.  Yo domino bastante bien la 
clase de ciencias, me gusta, va a fin con 
las matemáticas, ayuda en mi clase. Poder 
ayudar un poquito, verdad a ese 
estudiante y la maestra de inglés pueda 
trabajar con la clase de español. Porque 
pues tenga un poquito de relación; 
estudios sociales lo mismo. Tu sabes, que 
se establezca un equipo de trabajo que 
pues mira pues la maestra de ciencias me 
diga mira maestro yo estoy trabajando 
con ella y este es el libro que podemos 
utilizar. Entonces pues nada, si el 
estudiante, hay que sentarse con el 
estudiante y decirle “tu estas aquí frente a 
todos los maestros y estamos aquí para 
ayudarte”.  

meet as a team and delineate what we are 
going to do with this student when the 
student is really having problems. I 
believe that if thre is a problem the team 
needs to meet and identify those teachers 
who perhaps can help the student, who 
have a better dominion of the language 
because not all the teachers have a good 
proficeny in the language. So for example 
I can work, I can contribute, and I can 
work with the science class, I like science 
and it is tied to math so it helps with my 
class.  Being able to help that student a bit 
more. And the English teacher can work 
with the Spanish class because there is a 
relationship between those two, same 
thing with social studies.  You know, to 
establish a team that works with this and 
where the sciencie teacher tells me “I am 
working with the student and this is the 
book we can use”.  So then we can sit 
down with the students and say “you are 
here with all of your teachers and we are 
here to help you ” - Math Teacher 

Yo creo que debe haber en la escuela 
como un programa de acogida, que se 
sientan bien. De que has llegado a un 
lugar que no eres diferente. De que tal vez 
conoces otras cosas, pero eres de la 
misma edad, nos parecemos, 
puertorriqueños casi siempre. Yo pienso 
que la escuela debe tener un comité de 
bienvenida, mira, y cuando ese niño esté 
perdido por ahí y no ha hecho amiguitos 
al principio, están estos estudiantes o 
maestros o trabajador social que le 
pueden preguntar ¿ mira, y cómo te ha 
ido, cómo te va?. Y no esperar hasta 
Octubre o tres meses a que el nene esté en 
crisis.  

I think the school should have a program 
that received them, so they feel good and 
feel that they have arrived at a palce werhe 
they are nto different.  That they perhaps 
have other knowledge but you have the 
same age as your peers and you are Puerto 
Rican like them. I think the school should 
have a welcoming committee so when this 
kid is lost and has not yet made any 
friends there are these students, teachers 
or social worker who asks them “How is it 
going?” and not wait until October or 
three motnhs later when the kid is already 
in a crisis. –English Teacher 

En la clase donde ellos mas problemas 
tienen es en español. Pero la clase de 

The class where they have more difficulty 
is Spanish, but the social sciences class is 
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sociales se da en español, la clase de 
ciencias se da en español, la clase de 
matemáticas se da en español; excepto la 
clase de inglés, todo lo demás se da en 
español. O sea que ellos tienen ahí el 
problema en todas las clases. Entonces o 
debería establecerse un currículo aparte, o 
unas lecturas aparte para ellos y que ellos 
puedan utilizando las mismas destrezas 
que utilizan en el salón con los demás, 
ellos puedan utilizar algo para ellos. 
Trabajar a su nivel, claro en la clase, con 
niveles. Y si no se puede con todas, por lo 
menos, con algunas. Darle eso, mientras 
ellos se acostumbran. Porque el golpe es 
fuerte y eso los puede frustrar, los hace no 
entrar a los salones, porque no entienden. 
Y especialmente en español, pues es 
donde uno tiene que enseñar español para 
que ellos sepan español. Tampoco se le 
puede dar en inglés, verdad, pero debe 
haber el uso del vocabulario, para que 
ellos adquirir vocabulario importante, ves. 
Algo que puedan, puedan, sino una 
persona que los reúna o que les de clases 
después de las 3:00, algo. Que ellos se 
sientan que si pueden venir a hablar con 
el que está aquí. Porque hay algunas cosas 
que las pueden hacer, pero hay lecturas 
difíciles para los que saben español, 
imagínate para los que no. Tirarlos ahí, es 
mandarlos a matar. Se van a colgar.  

taught in Spanish, the science class is 
taught in Spanish, the math class is taught 
in Spanish, all are taught in Spanish 
except for English class. So then they 
should either establish a different 
curriculum or a diferent set of readings for 
the migrant students so they can apply the 
same skills that are required for the rest of 
the students but with something that is 
tailored for them. To work at their level 
and if this is not possible for all the classes 
at least for some of them because the 
impact is strong and that can frustrate 
them. It makes them not want to go to 
class because they don't understand. And 
this specially happens in Spanish class 
because that is where you have to teach in 
Spanish so they learn Spanish. You can't 
teach that in English, but there should be a 
focus in vocabulary so they acquire the 
vocabulary, which is important for them.  
They could also have a person that teaches 
them after school or something so they 
feel like they can come talk to someone.  
There are somethings they are capable of 
doing but there are readings that are 
though for those who know Spanish, 
imagine what is is like for those who don't 
know Spanish.  Throwing them there is 
like signing their death sentence.  They are 
going to flunk. –Spanish Teacher 

Yo creo que la escuela debiera tener, pero 
dadas las circunstancias económicas, el 
departamento es difícil, quizás debería 
tener un equipo de maestros preparados, 
bilingüe, full bilingüe, que pueda darle 
una ayuda mas directa a estos estudiantes. 
Pero las circunstancias económicas aquí 
no las permiten. Creo que debiera haber 
un equipo de maestros de cada materia 
que fuera bilingüe y tuviera uno que 
pedirlo, como se hace con educación 
especial pero para ellos. Pero no veo en el 
horizonte que eso pueda suceder, dadas 
las circunstancias, la situación crítica 

I think the school should have, but due to 
the economic situation the Department 
faces it is difficult, perhaps it should have 
a team of teachers who are prepared, fully 
bilingual, who can provide a direct help to 
these students. But the financial situation 
here does not allow for that. I think there 
should be a team of bilingual teachers for 
each subject that you request, just like it’s 
done for special education but for the 
migrant students.  But I don’t see in the 
horizon that this can happen because of 
the critical economic situation Puerto Rico 
is facing.  So I don’t think there will 
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económica que tienen Puerto Rico. Así 
que no creo que haya… tenemos que 
lidiar nosotros. 
 

be…we have to deal with it ourselves. - 
History Teacher 

 
 

Chapter 6 
La Florida me encantó. No neva, el frío 
es un frio normal que se pasa con suerita. 
El tiempo que tenía libre me encanta 
siempre dedicárselo a los nenes, nos 
íbamos para los parques.  El acceso para 
todos lados, las playas; buscar las 
alternativas. Si llego un momento en que 
me aburrí, porque cuando ya terminas de 
ir a todos los sitios que hay, habido y por 
haber; y te acostumbras a que vamos a 
quedarnos en la casa a ver una película, 
llega un momento en que la soledad me 
agobio. No me gusta la soledad, yo no sé 
vivir sola. Y aunque estoy con los nenes, 
yo soy adulta; no es lo mismo. Y por la 
situación de mi papá, yo estaba como con 
mamitis, quería venir y pues me vine para 
acá.  

I loved Florida.  It doesn’t snow a lot, 
the cold is reasonable, you can go 
through winter with a sweater. I always 
liked to dedicate the free time I had to 
my children, so we went to the parks. 
There is access to go everywhere, like 
beaches, we have options. There did 
come a time when I got bored, because 
whe you have already visited all the 
places to visit and you ge rused to 
staying at home there come a time when 
loneliness get to you.  I don't like 
loneliness, I don't know ho wto live 
alone and although I am with my 
children, I am an adult; it is not the same 
thing.  So because of the situation with 
my dad and I really missed my mom, I 
wanted to come back and so I moved 
back here. –Wanda 

Prácticamente pues todos estamos 
buscando como que este calientito de 
familia. Todos me dicen lo mismo 
“abuela, abuela, abuela’ Todo es mami.  
Abuela, tío, abuela tío”. Pero cuando mi 
hijo estuvo una Navidad en Ríos Piedras, 
él me dijo que quería irse porque el 
entendía que su salud estaba allá. Y que 
él iba a tratar de lidiar que aunque 
extrañara a su abuela, pero que pues la 
salud es primero; y quizás eso es lo que 
me obliga a yo regresarme. Si quizás mi 
hijo fuera un niño normal que no tuviera 
una condición catastrófica, pues yo 
quizás pudiera lidiar con la situación 
aquí.  

We are all practically looking for that 
warmness of the home.  They all say the 
same thing “grandma, grandma, 
grnadma”, everything os my mom. 
Grandma, uncle, grandma. But when 
muy son was at the hospital in Rios 
Piedra for Christmas, he told me he 
wanted to leave because he knew his 
health was over there.  And that he was 
going to try to deal with missing his 
grandmother because his health came 
first and perhaps that is wast forces me 
to go back. Maybe if my son was normal 
and did not have a catastrophic health 
condtition I would be able to deal with 
the situation here (and stay). –Wanda 

Con mi mama hablo como 45 veces al 
día. (risas) Si me despertaba y le decía 
buenos días; “ mamí estás almorzando?, 
yo también, te quiero.”  A las 3:00 de la 

I speak with my mom like 45 times a 
day (laughs). I would wake unpand say 
good morning, “mom, are you having 
lunch? Me to, I love you”.  At 3:00 when 
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tarde cuando salía, por la noche, a todas 
horas. Porque prácticamente mi mamá 
es.... Ella es mi amiga, mi consejera, mi 
madre, mi confidente; ella es mi todo; 
ella es mi todo. Mi mamá viajaba; si se 
podía cada 3 meses. Cuando la situación 
estaba un poquito mas difícil, yo la 
mandaba cada 6 meses. Dos veces al año 
ella iba a mi casa. Habia veces que iba 3, 
habia veces que iba 4; depende de cómo 
estuviera mi situación económica, porque 
pues no siempre esta igual. Pero siempre 
viajaba y cada vez que ella se iba, dejaba 
un vacío en mi casa. La cara de tristeza 
de los nenes, esa semana yo 
prácticamente no iba a trabajar. Porque 
era una mamitis yo todavía no he podido 
cortar el cordón con mi mamá. Es 
imposible. 
 

I got off work, at night, at all times.  
Because my mother is practically… she 
is my friend, my advisor, my mother, my 
confidant, she is my everything, she is 
my everthing. My mom would travel, if 
possible every 3 months.  When the 
money situation was a little tighter I 
would send for her every 6 months. She 
would come visit at least twice a year.  
Sometimes it was 3, sometimes it was 4, 
depending on how my financial situation 
was because it wasn’t always the same. 
But she always came to visit and 
whenever she came back to Puerto Rico 
she left an emptiness in my home.  The 
kids had this face of sadness and that 
week I practically did not go to work.  
Because it had this motherly attachment, 
I have not yet been able to cut the 
umbilical cord with my mother. It is 
impossible. –Wanda 

Yo me acostumbré, me acostumbré, pero 
me hacía falta estar acá porque allá no 
tenía amistades ningunas tampoco. 
Rodeada de americanos nada mas y yo no 
me llevo con el inglés. Yo te lo puedo 
leer y te lo entiendo y eso pero hablarlo 
no… A mi me hacía falta mija. Me hacia 
falta compartir con otras personas y yo 
tengo a mis nietos acá también. Tengo 
bastantes nietos por ahí regaos. A mi me 
gusta. Estoy en la playa, voy a la playa o 
voy a las tiendas.  

I got used to it, I got used to it but I 
missed being here because over there I 
did not have any friends. I was only 
surrounded by Americans, and I don't 
like English. I can read it and I 
understand it but speaking it, no…I 
really missed it.  I missed spending time 
with other people and I also have other 
grandchildren here.  I have many 
grandchildren all over the place. I like it 
here. I am by the beach, I go to the beach 
or I go shopping. –Doña Lidia 

Bajó un poquito las notas, las bajo un 
poco. Pero entiendo que es en lo que él se 
acopla; prácticamente el sistema es 
completamente diferente a lo que él 
estaba acostumbrado. Las clases son 
mucho mas bajas; esto el ya lo había 
pasado; y al aburrirse no le da la gana de 
hacer nada y tiene las notas bajas. No se 
motiva porque ya él sabe todo lo que 
están dando aquí.  Yo vi las notas en 
enero. En enero me comentaron que tuvo 
una D….  Es que ya ellos vienen con una 
costumbre y bien adelantados, la 

His grades went down a little but I 
understand that this is while gets used to 
everything.  The system is practically 
completely different to what he is used 
to.  The classes are much more basic and 
he has already learned the material they 
are teaching so he gets bored and doesn't 
feel like doing anything, so his grades 
are low. He doesn't have the motivation 
to do anything because he already know 
what they are teaching. I saw his grades 
in January; in January they told me he 
got a D… The thing is that they already 
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educación allá es bien adelantada. 
Entonces al retrocederlo, niño al fin, 
joven al fin se aburren y como que no le 
presten mucha atención a la escuela y eso 
hace que bajen las notas; vienen por venir 
como están aburridos se van a contaminar 
de todo lo que hay.  
 

come with habits and they are advanced, 
education over there is very advanced. 
So then when they are set back, like any 
child or young person would, they get 
bored and they don’t pay a lot of 
attention to the school. So that leads 
them to lowering their grades. They only 
come because they have to but since 
they are bored they are going to be 
contaminated with what is around. –
Wanda 

Gaby empezó a adquirir costumbres de 
allá, donde empezaba a hacerme cuentos 
de que “mami el amigo mío le dijo tal 
mala palabra a su mamá “. Y yo “pues 
conmigo tu nunca te atrevas”, y empezó a 
cambiar. Gaby yo lo saqué de Puerto 
Rico siendo un niño de 4 puntos siendo 
alto honor en su graduación de sexto. En 
7 grado el fue tan y tan excelente y en 
octavo, al punto de que las universidades 
allá comenzaron a llegarnos cartas, 
porque habían ya estudiantes talentoso. 
Nosotros llegamos a ir a una universidad 
en Boston , porque él iba a hacer un viaje 
a China. Cuando empezaron los 
problemas de racismo Gaby empezó a 
bajar sus notas al punto de que casi se me 
cuelga, su vida se le vino al piso, a 
mediados de 8 grado, como al año y 
medio. Y entonces Gaby empezó a 
cambiar sus actitudes, empezó a cambiar 
su personalidad y no me estaba gustando 
lo que estaba viendo. “Acuérdate mami 
que aquí tu no me puedes gritar porque 
mi amigo me dice, el niño aquí que la 
madre que grita aquí la policía se mete y 
yo no sé que mas”. Y yo le dije, “a mí tu 
no me vengas a amenazar, porque tu eres 
mi hijo y si me faltas el respeto tu vas a 
coger las consecuencias”. “Ah mami, eso 
es una amenaza”. Entonces ahí el empezó 
a cambiar se empezó a orientar muy bien 
con sus amigos, de lo que papá y mamá 
podían y no podían hacer. Y eso no me 
estaba gustando. Porque acá uno tiene el 

Gaby sarted acquiring habits from over 
there and he started telling me stories li 
“my friend told this bad word to his 
mom” and I was like “well, you better 
never even think about doing htat to 
me”, and he started changing.  When 
Gaby left Puerto Rico he was a 4.0 
student and graduate from 6th grade with 
high honors. In 7th and 8th grade he was 
such an excellent student that we started 
getting letter from unviersities because 
they wer alrayd looking for talented 
students.  We even visited a university in 
Botsotn for a trip oto China that they 
were going to do. When the problems 
with rascim began Gaby’s grades started 
to go down, to the point wehre he almost 
had to repeat the grade.  His life started 
crumbling halfway through the 8th grade. 
So then Gaby’s attitudes started 
changing, his personality began to 
change and I did not like what I was 
seeing. “Mom remember that you can’t 
yell at me because my friend told me 
that her eif a mother yelss at her son the 
police come and this and that”. And I 
told him “Don't try to come and threaten 
me because you are my son and if you 
disrespect me there will be 
cosenquencence for you”. “Oh mom that 
is threat”. And so he began changing to 
get information from his friedns about 
what parents could and could not do and 
I was not liking that. Because here one 
has control over them but over there it is 
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control de ellos, pero allá es un poco mas 
difícil. Y ahí cuando empezamos a tener 
problemas graves con Gabriel y por eso 
lo enviamos para Puerto Rico, con mami 
y papi. 

more difficult. So at that point, when we 
started having serious probmes with 
Gabriel we sent him to Puerto Rico with 
my mother and father. –María 
  

En el grado 9 pasaron muchas cosas. 
Muchas vivencias desagradables que 
presenció, muchas cosas como muchos 
abusos. Mucho bullying.  Acá los niños 
hacen cambios solos. Allá para hacer el 
cambio, los maestros se paraban en el 
pasillos; y por mas maestros en el pasillo 
se pasaban las drogas unos a otros en el 
pasillo y Gaby me decía “mami hoy me 
dieron esto” y yo me iba a morir. Y 
“mami me están ofreciendo esto pero ya 
me los están ofreciendo mas…”, suerte 
que siempre ha tenido mucha confianza 
con nosotros. Hasta que a lo último me 
confesó que tenía en el sótano de la 
escuela eran los lockers de los 
deportistas, y él entró allí porque el 
practicaba uno de los deportes y 4 
afroamericanos tenían a un nene blanco 
en el piso, casi matándolo. Y como 
Gabriel vio, lo amenazaron. Le dijeron 
“si alguien se entera de lo que aquí pasó, 
te vamos a buscar a ti”. Y ya yo le dije a 
este “no, uhh”. Al poco tiempo mataron a 
uno enfrente de la escuela y yo le dije no.  
Entonces, por otro lado, aquí en Puerto 
Rico, gracias al Señor, a pesar de la 
violencia que hay, todavia las escuelas 
están mas controladas  

Many things happened in 9th grade. 
Many unpleasant experiences that he 
observed, many things, a lot of abuse, a 
lot of bullying.  Here kids change 
classrooms by themselves. Over there 
when it was time to change classrooms 
teacher would walk out to the hallways 
and regardless of how many teachers 
were in the hallway they still managed to 
exchange drugs and Gaby would tell me 
“mom they are offering this to me but 
now they are being more persistent”.  
We are lucky that he always trusted us.  
He then confessed to us that he walked 
into the locker rooms in the school’s 
basement and 4 African American 
students had a white kid on the floor and 
were giving him a bad beating. They told 
him “if somebody knows what happened 
we are coming after you”.  And that is 
when I told my husband “no”.  Soon 
after that someone was murdered in front 
of the school and I had enough. Here in 
Puerto Rico, thank God, despite the 
violence on the Island there is still 
control in the schools. –María 

Ella pues ha cogido mas soltura; aquí en 
la escuela se pasa cortando clases. Las 
amistades, a veces dicen que las 
amistades no desto, pero las amistades 
influyen. Yo digo a lo mejor el cambio. 
Ella está mas liberal. Allá no dejan salir 
para nada a los nenes. Para nada. A veces 
yo he tenido que venir, yo ya le dije que 
vengo semanal, vengo semanal, Por eso 
mismo por Nani; porque Nani es como... 
tu le dices “Mira tu no tienes que estar 
cortando si cuando tu salgas tu puede 

She has been acting more freely; here in 
the school she is always skipping class. 
Her friends, they say that friends don't 
influence but they do. I think that maybe 
the change and she has more freedom 
here.  Over there they did not let any 
student leave the school premises. Here I 
have had to come chek on her.  Like I 
told you I come every week because of 
that.  Because Nani is like… you tell her 
“hey, you don’t have to be skipping 
school, you can be with your friends 
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estar con tus amistades y que se yo que”, 
y llega tarde; se va con las amiguitas y 
llega tarde, no se.  
 

after school” and she comes home late, 
she leaves with her friends and gets 
home late, I don't know. –Dolores 
 

I don’t know for me [school] it’s getting 
worse. I don’t know, I feel like, um, I feel 
like, yo me he dañao por las amistades 
que tengo ahora. Falto a clases, me porto 
bien malcriado. No se, yo siempre pienso 
que me dañé yo mismo.  Es que las 
amistades con presión del grupo me 
obligan... Es que ellos traen pa la escuela, 
ellos traen hasta Coors Light y Gasolina 
en la escuela y se emborrachan, no se 
como pueden entrar al salón. Aquí en la 
escuela con los cigarillos o tambien 
fuman marihuana. Fuman pasto, donde 
esta la cancha tu sabes que hay como you 
know, la tarima aqui, allá. [Yo], nunca he 
fumao pasto. Yo fumo cigarillos, pero ya 
lo dejé. Y fue por la presión de grupo. 
 

I don’t know for me [school] it’s getting 
worse. I don’t know, I feel like, um, I 
feel like, I have changed because of the 
friends I have now. I skip class nad I 
behave badly.  I don'’tknow, I always 
think that I changed myself.  My friends, 
because of peer pressure, they make me 
do things… they bring Coors Light and 
Gasolina (an alcoholic drink that is sold 
in pouches) to the school and they get 
drunk. I don’t know how they are able to 
go to class like that.  Here in school with 
cigarettes, they also smoke marihuana. 
They smoke weed by the basketball 
court, you know thre is like a stage over 
there.  I have never smoked weed, I 
smoke cigarettes but I stoppd already.  
And it was because of the peer pressure. 

Ha habido mas que una pelea y eso no 
fue nada. Pero allá en Estados Unidos, 
eso era pelea, cada 2 veces, cada 3 veces 
por semana.  

There are has only been ne fight and it 
wasn;t a big deal.  Over thre in the 
United States there were fights 2 or 3 
times each week. –Carlos 
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Appendix B: Interview Protocols 
 

Getting used to home: Social and educational experiences of Puerto Rican transnational 
youth 

Semi-structured Interview: Student Protocol 

 

Section I: Initial conversation and general information 

1. How old are you? 

2. How would you describe yourself? 

3. What would you say is your nationality? American? Puerto Rican? Why? 

4. What kind of things do you like to do? (music, TV, sports, other activities) 

5. How long did you live in the United States? Did you move more than once? 

6. Where did you live in the US? 

7. Why did you move here? 

8. How did you feel about moving to Puerto Rico? 

9. What did you know about Puerto Rico before moving here? 

10. Where did you get that information and those ideas about Puerto Rico? 

11. When you moved, was it what you expected? Why? 

12. What do you like about living here? 

13. What do you not like about living here? 

14. What has been the hardest thing about moving to Puerto Rico? 

15. What has been the best part about it? 

16. What is most different about being here instead of the US? 

17. Where do you feel that home is? 

18. If you could choose where to live (here or there), what would you prefer? 

 

Section II: Family 

19. Tell me a little bit about your family? Who lives with you? 

20. What do your parents/caregivers do for a living? 

21. Do you have siblings? If so, what are their ages? 

22. How is your relationship with your parents, siblings and relatives? 

23. Who do you talk to when you a problem? Why do you go to that person? 
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24. What type of things do you do to help your family at home? 

25. What do you like the most about your family? 

26. If you could change something about your family what would it be? 

27. Have the rules at home changed after moving?  In what ways? 

 

Section III: School arrival and experiences with school staff 

28. How long have you been in this school? 

29. Can you remember back when you first came to this school? How did you feel when you 

got here?  

30. How were you received by the school principal, staff and teachers? 

31. How were your parents treated by school staff and teachers when they visit the school? 

32. Did you feel comfortable around the people who work here? 

33. Was there a specific person/s that helped you in any way when you started in this school?  

If so, who were they and how did they help you? 

34. Was it difficult to get used to the school? Why? 

35. Can you tell me a little bit about your school now? How do you feel here? 

36. How are your teachers? 

37. Do you have siblings in this or another school? Where? 

38. Had you studied in other schools in Puerto Rico before? If so, Which? When? 

39. How are you doing with your classes? Do you like your classes? 

40. Are you happy with your grades? 

41. Do you think that getting good grades is important? Why? 

42. Do you feel like you are learning here? 

43. Who usually helps you with homework?  In what ways do they help? 

44. Do you think you have changed as a student? Are you a different student here or there? 

How so? 

45. How do you think that your teachers think of you as a student? 

46. How do your teachers treat you? Why do you think they treat you like that? 

47. What do you usually do after school? 

48. Do you feel safe in this school? 

49. Are there a lot of fights and problems here at your schools? 
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50. What would you like to do in your future?  Have you thought of a career you like? 

51. Is that different to what your parents/family want you to do? 

52. Who has helped you with information about your future? 

 

Section IV: Previous schools 

53. Can you tell me a bit about your school(s) in the US? 

54. Tell me a bit about your teachers? How were your teachers? 

55. Can you tell me a bit about your friends? Did you have close friends?   

56. How were you doing with classes and your grades over there? 

57. What are some of the things that you liked about schools there in the United States? 

58. How about some things that you did not like? 

 

Section V: Experiences with peers  

59. Do you have friends here in school? Can you tell me a little bit about them? 

60. Do you have both female and male friends?  How many? 

61. Did you make friends easily or did it take time? 

62. How about in your neighborhood? 

63. How did you make friends when you moved here? 

64. What kinds of things or activities do you do with your friends and classmates? 

65. What do you think would have helped you get used to school in Puerto Rico? 

66. What information or help did you need that you did not get? 

67. How about when you lived in the United States? Was it difficult to make friends? 

68. Is there a difference between the things that you did with your friends over there and 

what you do here? 

69. Do your classmates or other people sometimes call you names? What kind of things do 

they say? How does that make you feel? 

70. Have you had problems with other students in your schools or in your neighborhood? 

71. Do you have friends who like you have lived in the United States? Is your friendship with 

them different to the friendship with people who have not lived there? How so? 

 

Section VI: Language use and influences 
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72. What languages do you know? 

73. What languages are spoken at home? Which is mostly used? 

74. What language do you usually use for your hobbies and activities? (TV, movies, radio, 

facebook…) 

75. Was language a problem for you when you moved here? If so, which language and why? 

76. Did you have any problems with English and Spanish? (with schoolmates, teachers or 

friends) 

77. Was there someone who helped you with language? How did she/he help you? 

78. Was language a problem to make friends? 

79.  How do you think that knowing English has been helpful or problematic for you? Can 

you specify in which ways it is good and in which it is not.  (classes, tasks, helping 

people…) 

80. How do you feel about using Spanish? What do you use Spanish for?   

81. How do you feel about using English? What do you use English for? 

82. How would you describe yourself as a Spanish and English user? 

 

Section VII: Transnational experiences 

83. Do you have access to internet? What type of access? 

84. Do you have an email? Facebook account? MySpace account? 

85. Which family members or friends still live in the US? 

86. How often do you communicate with them or see them? How? 

87. Are there things you used to do over there that you still do over here? (Traditions,   

activities) 

88. Is there something we have not yet talked about that you would like to talk about? 

89. Is there something you would like to ask me? 

 

Additional questions and comments: 
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Getting used to home: Social and educational experiences of Puerto Rican transnational 
youth 

Semi-structured Interview: Teacher and Schoo Staff Protocol 

 

Section I: General Information 

1. What subject do you teach? 

2. What is your highest degree? 

3. How long have you been teaching?  Have you always been in this school? Where else 

have you taught? 

4. How do you feel about using English? Would you say you are bilingual or 

monolingual?  

 

Section II: Migration and Transnationalism 

5. What do you know about migrant students in Puerto Rico? 

6. If you have taught elsewhere, where there migrant students there as well? 

7. Was the experience with returning migrant students in that other school different to 

here?  Why do you think that is so?  

8. Do you have migrant students in this school that have moved recently from the 

United States?  How many do you know of? 

9. Do you have or have you had any of these students in your classes? 

 

Section III: Perceptions and knowledge of students 

10. How do you think that migrant students in this school are doing academically and 

socially? 

11. Have you noticed any problems or difficulties that these students face in their process 

of adaptation to this school? If so, which type of problems? Language? Peer 

relationships? Classes? 

12. Which do you think are the students’ greater challenges?  

13. Have the Department of Education or this school established protocols or programs to 

help these students? If so, which are those? 

14. Do you feel that the school is willing to help these students or is there resistance to 

having to adapt things for them? 
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15. What actions do you think the school could take in order to help these students more? 

16. Do you feel prepared to teach and help migrant students returning to Puerto Rico? 

Why? 

17. Have you had to make changes to you classes or curriculum in order to help these 

students? If so, what type of changes? 

18. Have any of these students come in with learning disabilities? If so, does the protocol 

change? 

19. In your opinion, is there a difference between the situations of girls and boys? 

20. What has been your experience with the parents of migrant students?  

21. Are there any differences between these parents and parents of non-migrant children? 

22. Have you ever thought of these students as a resource? In what ways do you think 

they can be used as a resource in the school or a classroom? 

23. How about students who are non-migrants, how do they react to these new students? 

24. What do you think are the greater differences between them?   

25. Do these differences cause problems between them? 

 

Section IV: Education on migrant students 

26. What were you taught about this population of students in your teacher preparation 

courses? 

27. Do you think it would be beneficial for teachers to learn more about migrant 

students? How so? 

28.  Is there something else that we have not yet talked about and you would like to add?  

29. Is there something you would like to ask me? 

 

Additional questions and comments: 
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Getting used to home: Social and educational experiences of Puerto Rican transnational 
youth 

Semi-structured Interview: Parent Protocol 

 

Section I: Initial conversation and general information 

1. What do you do for a living? If he/she has partner, how about your partner? 

2. What is the higher level of education you finished? Your partner? 

3. How many children do you have? 

 

Section II: Migration and transnationalism 

4. Can you tell me a little bit about your move to Puerto Rico? How was it? 

5. Why did you decide to move here specifically? Town and neighborhood? When did you 

move?  

6. Do you have family here? 

7. Do you feel safe and comfortable in this neighborhood? Why? 

8. Do you think that your children share those feelings about your neighborhood? 

9. Why did you move to the specific place that you moved to in the U.S? 

10. Do you have family over there? 

11. Did your entire family move with you? 

12. How was your experience living in the United States? Was it what you thought it would 

be? 

13. What do you like about living here? How about what you don’t like? 

14. What did you like about living in the US? 

15. How has it been for you and your family since you moved to Puerto Rico? 

16. Have you returned to the US for something since you moved to Puerto Rico? 

17. Do you still have relationships and friendships with people over there? 

18. How do you keep in touch? How often? 

19. While you were there, did you send money to family members or someone over here? 

Did you send other things? 

20. While over there, did you stay informed about things happening here? (Politics, news, 

neighborhood) 

21. Did your children want to move here? 
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22. What do you think has been most difficult for your children by moving here?  

23. What has been the most difficult thing for you? 

 

Section III: School and education 

24. How was the process of getting used to school here for your children? 

25. Who have helped you in this process of getting used to a new school? 

26. How is he/she doing in school now? 

27. How was the process of getting used to your neighborhood? 

28. How has it been for them to make friends in school and in their neighborhood?  

29. Have you noticed any changes in their behavior or personality after moving? Which? 

30. Do you know other parents/families that have also moved from the United States? Do 

you share information or worries? 

31. How were you and your children received in their schools? By staff and teachers? By 

peers? 

32. Did you have any problems to enroll your children in school? 

33. Are you satisfied with the treatments and services that you and your children have 

received in the schools? 

34. Do you feel comfortable going to the school and talking to the teachers and staff? 

35. What things do you think the Department of Education or the schools could do to make 

this process easier? 

36. What are some things that you like about the schools here vs. the schools in the US? 

37. What are some things that you don’t like about schools here vs. schools in the US? 

 

Section IV: Parental and familial relationships 

38. What are the biggest differences in raising children here vs. in the United States? 

39. What type of cultural traditions and lifestyles would you like for your family to keep 

from the US and from here? Why? 

40. How would you describe your son/daughter? How would you describe him/her as a 

student? 

41. Do you help them with schoolwork? 

42. How would you describe yourself as a parent? 
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43. How is your relationship with your son/daughter? Has your relationship changed after 

moving to Puerto Rico? 

44. Do you feel that your children feel comfortable to come to you if they have problems? 

45. Do you know his/her friends? Do you do activities with him/her and his/her friends? 

46. What are your hopes and dreams for your children? How do you guide them towards 

that?  

47. What type of support do you feel that you have from you family and friends as a parent?  

From who specifically and in what ways? 

48. Have you thought about moving back to the United States? If so, why?  

49. Would you like for your children to stay here or go back to the US? Why? 

 

Section V: Language  

50. What languages do you speak? 

51. What language do you mostly use at home? 

52. How are your children doing with Spanish and English?  Have they had problems with 

these languages? What type of problems? 

53. What language do your children prefer or use mostly? 

54. Were these language dynamics different in the US? 

55. Is there something else that we have not yet talked about and you would like to add? 

56. Is there something you would like to ask me? 

 

Additional questions and comments: 
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Acostumbrándose a casa: Experiencias sociales y educativas de jóvenes Puertorriqueños 
transnacionales 

Protocolo de entrevista para estudiantes 

 

Sección I: Conversación inicial e información general 

1. ¿Cuántos años tienes?  

2. ¿Cómo te describirías?  

3. ¿Cuál dirías es tu nacionalidad? ¿Americana? ¿Puertorriqueña? ¿Por qué?  

4. ¿Qué tipo de cosas te gusta hacer? (música, televisión, deportes, otras actividades) 

5. ¿Por cuánto tiempo viviste en los Estados Unidos? ¿Te mudaste más de una vez? 

6. ¿Dónde viviste en los Estados Unidos?  

7. ¿Por qué te mudaste acá? 

8. ¿Cómo te sentiste cuando te mudaste a Puerto Rico? 

9. ¿Qué sabías de Puerto Rico antes de mudarte acá? 

10. ¿De dónde aprendiste lo que sabías y pensabas sobre Puerto Rico? 

11. ¿Cuándo te mudaste, fue lo que esperabas? ¿Por qué?  

12. ¿Qué te gusta de vivir aquí? 

13. ¿Qué no te gusta de vivir aquí? 

14. ¿Qué ha sido lo mas difícil de mudarte a Puerto Rico? 

15. ¿Qué ha sido lo mejor de mudarte? 

16. ¿Qué es lo mas diferente de estar aquí en vez de en los Estados Unidos?  

17. ¿Dónde sientes que estas en casa? 

18. ¿Si pudieses escoger donde vivir (aquí o allá), qué preferirías?  

 

Sección II: Familia 

19. Cuéntame un poco sobre tu familia.  ¿Quién vive contigo? 

20. ¿Tus padres/cuidadores trabajan? ¿En qué? 

21. ¿Tienes hermanos/as? ¿Cuáles son sus edades? 

22. ¿Cómo es tu relación con tus padres/ hermanos/as y tus familiares?  

23. ¿Con quién hablas cuando tienes un problema? ¿Por qué vas a esa persona?  

24. ¿Qué tipo de cosas haces para ayudar a tu familia en la casa?  

25. ¿Qué es lo mas que te gusta de tu familia? 
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26. ¿Si pudieses cambiar algo sobre tu familia qué sería? 

27. ¿Han cambiado las reglas en tu casa después que se mudaron? ¿De qué forma?  

 

Sección III: Experiencias en la escuela  

28. ¿Cuanto tiempo llevas en ésta escuela?  

29. ¿Puedes recordar la primera vez que viniste a ésta escuela? ¿Cómo te sentiste cuando 

llegaste aquí? 

30. ¿Cómo te recibió el director/a, los/as empleados/as y los/as maestros/as?  

31. ¿Cómo trataron éstas personas a tus padres?  

32. ¿Te sentiste cómodo con las personas que trabajan aquí?  

33. ¿Hubo alguna persona o personas en especifico que te ayudó/ayudaron cuando empezaste 

la escuela aquí?  ¿Quiénes y cómo te ayudaron?   

34. ¿Fue difícil acostumbrarte a la escuela acá? ¿Por qué?  

35. ¿Me puedes contar un poco sobre la escuela ahora? ¿Cómo te sientes aquí?  

36. ¿Cómo son tus maestros/as?  

37. ¿Tienes hermanos/as aquí o en otras escuelas? ¿Dónde?  

38. ¿Habías estudiado en otras escuelas en Puerto Rico antes? ¿En cuáles? ¿Cuándo?  

39. ¿Cómo te va en las clases? ¿Te gustan tu clases?  

40. ¿Estás contento/a con tus notas? 

41. ¿Crees que tener buenas notas es importante? ¿Por qué?  

42. ¿Sientes que estás aprendiendo aquí? 

43. ¿Quiénes usualmente te ayuda con la asignaciones? ¿Cómo te ayudan?  

44. ¿Crees que has cambiado como estudiante? ¿Eres un estudiante distinto aquí o allá? ¿De 

qué forma?  

45. ¿Cómo crees que tus maestros/as piensan de ti como estudiante? 

46. ¿Cómo te tratan tus maestros/as? ¿Por qué crees que te tratan de esa forma?  

47. ¿Qué cosas haces usualmente luego de la escuela?  

48. ¿Te sientes seguro/a en la escuela?  

49. ¿Hay muchos problemas o peleas aquí en tu escuela?  

50. ¿Que te gustaría hacer en el futuro? ¿Has pensando en una carrera que te interesa?  

51. ¿Eso es distinto a lo que tus padres/familia quieren que hagas?  
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52. ¿Quién te ha ayudado con información sobre tu futuro?  

 

Sección IV: Escuelas anteriores  

53. ¿Me puedes hablar un poco sobre tu escuela en los Estados Unidos?  

54. ¿Cuéntame sobre tus maestros? ¿Cómo eran tus maestros? 

55. ¿Me puedes contar sobre tus amigos? ¿Tenías amigos cercanos?  

56. ¿Cómo te iba con clases y con tus notas allá?  

57. ¿Cuáles eran algunas de las cosas que te gustaban de las escuelas allá en los Estados 

Unidos?  

58. ¿Qué tal algunas cosas que no te gustaban? 

 

Sección V: Experiencias con compañeros 

59. ¿Tienes amigos aquí en la escuela? ¿Me puedes contar un poco sobre ellos? 

60. ¿Tienes amigos y amigas?  ¿Cuántos?  

61. ¿Hiciste amigos con facilidad o te tomó tiempo?  

62. ¿Y que tal en tu comunidad?  

63. ¿Cómo hiciste amigos/as cuando te mudaste aquí?  

64. ¿Qué tipo de cosas o actividades haces con tus amigos/as o compañeros/as?  

65. ¿Qué cosas crees que te hubiese ayudado a acostumbrarte a la escuela aquí en Puerto 

Rico? 

66. ¿Qué información o ayuda necesitaste que no te dieron?  

67. ¿Qué tal cuando viviste en los Estados Unidos? ¿Fue difícil hacer amigos?  

68. ¿Hay diferencias en las cosas que hacías con tus amigos allá y lo que haces aquí? 

69. ¿Tus compañeros u otras personas a veces te dicen cosas, te dicen sobrenombres? ¿Qué te 

dicen? ¿Cómo te hace sentir eso?  

70. ¿Has tenido problemas con otros estudiantes en tu escuela o en tu comunidad?  

71. ¿Tienes amigos/as que como tu han vivido en los Estados Unidos? ¿Tu amistad con ellos 

es distinta a la amistad con gente que no ha vivido en Estado Unidos? ¿En qué forma?  

 

Sección VI: Uso de idiomas e influencias 

72. ¿Qué idiomas sabes?  
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73. ¿Qué idiomas hablan en tu casa? ¿Cuál se usa más? 

74. ¿Qué idioma usualmente usas para tus pasatiempos o actividades? (televisión, películas, 

radio, Facebook…) 

75. ¿El idioma fue un problema para ti cuando te mudaste aquí?  ¿Cuál idioma y por qué?  

76. ¿Tuviste o tienes algún problema  con inglés o español? (con compañeros de clases, 

maestros o amigos) 

77. ¿Hubo alguien que te ayudó con el idioma? ¿Cómo te ayudó esa persona? 

78. ¿El idioma fue un problema para hacer amigos?  

79. ¿Cómo crees que saber inglés ha sido de ayuda o problemático para ti? ¿Puedes 

especificar de que forma ha sido bueno y en cuáles no? (clases, tareas, ayudar a otros….) 

80. ¿Cómo te sientes cuando usas español? ¿Para qué usas el español?  

81. ¿Cómo te sientes cuando usas inglés? ¿Para qué usas inglés?  

82. ¿Cómo te describirías como usuario de español y de inglés?  

 

Sección VII: Experiencias transnacionales  

83. ¿Tienes acceso al internet? ¿Qué tipo de acceso? 

84. ¿Tienes cuenta de email? ¿Cuenta de Facebook? ¿Cuenta de MySpace?  

85. ¿Qué familiares o amigos aún viven en los Estados Unidos?  

86. ¿Cuán seguido se comunican ustedes con ellos o los ven? ¿De qué forma se comunican o 

se ven?  

87. ¿Hay cosas que acostumbrabas a hacer allá que aún haces acá? (tradiciones,  actividades) 

88. ¿Hay algo de lo que no hemos hablado y de lo que te gustaría hablar?  

89. ¿Hay algo que te gustaría preguntarme?  

 

Preguntas y comentarios adicionales:  
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Acostumbrándose a casa: Experiencias sociales y educativas de jóvenes Puertorriqueños 
transnacionales 

Protocolo de entrevista para docentes y otros empleados 

 

Sección I: Información general 

1. ¿Qué materia enseña?  

2. ¿Cuál es su grado de educación más alto?  

3. ¿Por cuánto tiempo ha sido maestro/a? ¿Siempre ha estado en esta escuela?  

4. ¿Cómo se siente al usar inglés? Se describiría como bilingüe ó monolingüe? 

 

Sección II: Migración y transnacionalismo 

5. ¿Qué sabe sobre los estudiantes migrantes en Puerto Rico?  

6. ¿Si ha enseñado en otras escuelas, habían estudiantes migrantes allí también?  

7. ¿Su experiencia con estudiantes migrantes en la otra escuela fue distinta a aquí? ¿Por 

qué cree que fue así?  

8. ¿Tienen en esta escuela estudiantes migrantes que se han mudado de los Estados 

Unidos para acá recientemente? ¿De cuántos sabe?  

9. ¿Tiene ó ha tenido alguno de estos estudiantes en sus clases?  

 

Sección III: Percepciones y conocimientos de estudiantes  

10. ¿Cómo cree que le va académica y socialmente a los estudiantes migrantes en ésta 

escuela? 

11. ¿Ha notado algunos problemas o dificultades que enfrentan estos estudiantes en su 

proceso de adaptación a la escuela? ¿Si es así, qué tipo de problemas? ¿De idioma? 

¿Relaciones con su compañeros/as? ¿Clases? 

12. ¿Cuáles cree que son los retos mayores para estos niños?  

13. ¿Se han establecido protocolos o programas para ayudar a estos estudiantes a través 

del Departamento de Educación o de ésta escuela? ¿Si es así, cuáles son?  

14. ¿Cree usted que la escuela esta dispuesta a ayudar a estos estudiantes o hay 

resistencia a adaptar cosas para ellos? 

15. ¿Que acciones cree que pueda tomar la escuela para ayudar más a estos estudiantes?  
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16. ¿Se siente usted preparado/a para enseñar o ayudar a estudiantes migrantes que han 

regresado a Puerto Rico? ¿Por qué? 

17. ¿Ha tenido usted que hacer cambios a sus clases o su currículo para ayudarle a estos 

estudiantes? ¿Si es así, qué tipos de cambios?  

18. ¿Alguno de estos estudiantes ha llegado con problemas de aprendizaje? ¿Si es así, el 

protocolo cambia?  

19. ¿En su opinión, hay diferencias en las situaciones de niños y niñas?  

20. ¿Cuál ha sido su experiencia con padres de estudiantes migrantes?  

21. ¿Hay diferencias entre estos padres y padres de estudiantes que no son migrantes?  

22. ¿Ha pensado en estos estudiantes como posibles recursos? ¿En qué formas piensa que 

estos estudiantes podrían ser un recurso para la escuela y el salón de clases?  

23. ¿Qué tal los estudiantes que no son migrantes, como reaccionan a la presencia de 

estos estudiantes nuevos?  

24. ¿Cuáles cree que sean las diferencias más grandes entre ellos? 

25. ¿Estas diferencias causan problemas entre ellos?  

 

Sección IV: Educación sobre estudiantes migrantes 

26. ¿Qué le enseñaron sobre esta población de estudiantes en sus curso de preparación de 

maestros?  

27. ¿Cree que seria beneficioso para los maestros que aprendan más sobre los estudiantes 

migrantes? ¿Por qué?  

28. ¿Hay algo más que no hemos discutido y de lo que le gustaría hablar?  

29. ¿Hay algo que le gustaría preguntarme?  

 

Preguntas y comentarios adicionales:  
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Acostumbrándose a casa: Experiencias sociales y educativas de jóvenes Puertorriqueños 
transnacionales 

Protocolo de entrevistas para padres 

 

Sección I: Conversación inicial e información general  

1. ¿En qué trabaja? ¿Si tiene pareja, y su pareja?  

2. ¿Cuál es el grado de educación mas alto que obtuvo? ¿Su pareja?  

3. ¿Cuántos hijos/as tiene?  

 

Sección II: Migración y transnacionalismo 

4. ¿Me puede contar un poco sobre su mudanza a Puerto Rico? Cómo fue?  

5. ¿Por qué decidió mudarse específicamente a este pueblo y esta comunidad? Cuándo se 

mudó?  

6. ¿Tiene familia aquí? 

7. ¿Se siente seguro/a y cómodo/a en esta comunidad? ¿Por qué? 

8. ¿Cree que sus hijos/as se sienten igual que usted sobre su comunidad? 

9. ¿Por qué se mudaron específicamente a donde se mudaron en los Estados Unidos?  

10. ¿Tienen familia allí? 

11. ¿Se mudó toda la familia con usted?  

12. ¿Cómo fue su experiencia en los Estados Unidos? ¿Fue lo que usted pensó que sería?  

13. ¿Qué le gusta de vivir aquí? ¿Y que no le gusta?  

14. ¿Qué le gustaba de vivir en los Estado Unidos? 

15. ¿Cómo les ha ido a usted y a su familia desde que se mudó a Puerto Rico?  

16. ¿Ha regresado para algo a los Estados Unidos desde que se mudó a Puerto Rico?  

17. ¿Aún mantiene relaciones y amistades con personas allá?  

18. ¿Cómo se mantiene en contacto con ellos? ¿Cuán seguido?  

19. ¿Mientras estaba allá, enviaba dinero u otras cosas a familiares o personas acá?  

20. ¿Mientras estaba allá, se mantenía informado sobre cosas que pasaban acá? (política, 

noticias, su comunidad)  

21. ¿Sus hijos/as se querían mudar acá?  

22. ¿Qué piensa que es lo que ha sido mas difícil para sus hijos/as al mudarse?  

23. ¿Qué ha sido lo mas difícil para usted?  
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Sección III: Escuela y educación  

24. ¿Quiénes le han ayudado en ese proceso de acostumbrarse a la escuela?  

25. ¿Cómo fue el proceso de acostumbrarse a la escuela  aquí para sus niños?  

26. ¿Cómo le va en la escuela ahora?  

27. ¿Cómo fue el proceso de acostumbrarse a su comunidad?  

28. ¿Cómo ha sido para ellos el proceso de hacer amigos en la escuela y en la comunidad? 

29. ¿Ha notado cambios en su comportamiento o su personalidad luego de mudarse? 

¿Cuáles?  

30. ¿Conoce otros padres o familia que también se han mudado de los Estados Unidos? 

¿Comparten información o preocupaciones?  

31. ¿Cómo fueron recibidos usted y sus niños/as en sus escuelas? ¿Por los empleados y 

maestros? ¿Por compañeros?  

32. ¿Tuvo algún problema cuando matriculó a los niños/as en la escuela? 

33. ¿Está satisfecho/a con el trato y servicios que usted y sus niños/as han recibido en las 

escuelas?  

34. ¿Se siente cómodo/a yendo a la escuela para hablar con los/as maestros/as o los/as 

empleados/as?  

35. ¿Qué cosas cree que el Departamento de Educación o las escuelas podrían hacer para que 

éste proceso sea mas fácil?  

36. ¿Cuáles son algunas de las cosas que le gustan de la escuela aquí versus la escuela en los 

Estados Unidos? 

37. ¿Cuáles son algunas de las cosas que no le gustan de la escuela aquí versus la escuela en 

los Estados Unidos? 

 

Sección IV: Relaciones de padres y familiares 

38. ¿Cuáles son las diferencias mas grandes de criar hijos aquí versus  en los Estados 

Unidos?  

39. ¿Que costumbres culturales y de estilo de vida le gustaría que sus hijos mantuvieran de 

Estados Unidos y de aquí? ¿Por qué?  

40. ¿Cómo describiría a sus hijo/a? ¿Cómo lo/a describiría como estudiante?  

41. ¿Usted le ayuda con las asignaciones?  
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42. ¿Cómo se describiría usted mismo/a como padre/madre?  

43. ¿Cómo es su relación con su hijo/a? ¿Ha cambiado su relación luego de mudarse a Puerto 

Rico?  

44. ¿Siente que sus hijos se sienten en la libertad de venir donde usted si tienen problemas? 

45. ¿Conoce a sus amigos/as? ¿Hace actividades con el/ellas y sus amigos/as?  

46. ¿Cuáles son sus sueños y sus expectativas para sus hijos? Cómo los guía hacia ellos?  

47. ¿Qué tipo de apoyo cree que tiene usted de parte de su familia y amigos como padre? ¿De 

quién específicamente y de que forma?  

48. ¿Ha pensado en regresar a los Estados Unidos? ¿Si es así, por qué? 

49. ¿Le gustaría que sus hijos se queden aquí o que regresen a los Estados Unidos? ¿Por qué?  

Sección V: Idioma  

50. ¿Qué idiomas habla? 

51. ¿Qué idioma usualmente habla en la casa?  

52. ¿Cómo le va a sus hijos con el español y el inglés? ¿Han tenido problemas con estos 

idiomas? ¿Qué tipo de problemas?  

53. ¿Qué idioma usan más o prefieren sus hijos?  

54. ¿El uso de estos idiomas eran distintos en los Estados Unidos?  

55. ¿Hay algo más que no hemos discutido y de lo que le gustaría hablar?  

56. ¿Hay algo que le gustaría preguntarme?  

 

Preguntas y comentarios adicionales:  
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