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ABSTRACT 

This research examines the bilingual and biliterate trajectories of graduates of a K-5 dual 

language immersion program who are now young adults. Their experiences as emergent 

bilinguals within the setting of their elementary school was foundational for their long-term 

academic outcomes and their deep metapragmatic awareness of simultaneous linguistic 

experiences.  This study explores where these students are now, what happened since they left 

this particular dual language program, and how their language practices and ideologies have 

shifted over time and shaped their current practices and ideologies surrounding language and 

literacy across time and space. 

Using qualitative methodology, this study draws on frameworks of New Literacy Studies, 

communities of practice, language ideologies, capital, and language-as-resource to highlight how 

bilingualism and biliteracy are complex phenomena, and how the multiple, complex, and 

competing forces at play ultimately shape language and literacy. This study examines the fluidity 

of how resources for learning are transformed across multiple landscapes and how important 

insights arise concerning how retrospective analysis of previous learning environments have 

shaped students’ current lived experiences.   

Findings illustrate the dynamic nature of bilingualism not through discreet domains of 

language use in bounded contexts, but fluidly moving across fields in remarkable ways. 

Additional findings underscore the mobilities of language and literacy and how ideologies are 

neither static nor fixed, but continuously evolving in fluid and dynamic processes. 
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INTRODUCTION 

My interest in biliteracy stems from concerns about the education of emergent bilinguals 

and the policies and programs that can constrain or enable their full productive capacities in two 

languages.  However, the concept of biliteracy encompasses a great deal more than literacy 

competence in two languages.  As Moll, Sáez and Dworin (2001) point out, “becoming literate in 

two languages implies not only the acquisition and development of a set of skills or abilities but 

how children become competent in a range of practices or uses of literacy that constitute the 

experience of living and going to school in a bilingual community” (p. 447).  

This dissertation examines language and literacy practices of graduates of a dual 

language immersion program as they have grown into adulthood, and informs work not only on 

dual language schooling, but also how language learning can be conceptualized as participation 

within communities of practice, and how bilingualism and biliteracy can fluctuate across time 

and space. Furthermore, understanding language and literacy in relation to ideologies means 

understanding how biliteracy gets valued (or devalued) at multiple levels, and how it is imbued 

with other, more complex social meanings, where language and literacy ideologies shape and 

mold language and literacy practices.   

This introduction lays the theoretical groundwork for the three articles in this dissertation 

research. All articles draw from same methodology and database, but have distinctive research 

questions and analytical frameworks.  In this introduction, I describe relevant research in New 

Literacy Studies, language and literacy as social practice, communities of practice, language and 

literacy ideologies, language-as-resource, capital, and issues of time and space. I also delineate 

the methodology for this research, and conclude with a brief synopsis and significant highlights 

in each of the three articles.  
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Research Rationale 

Dual language programs have been the subject of considerable research because of their 

unique instructional approach.  Dual language programs are a type of maintenance bilingual 

education, which encourages students to retain and build on their native tongue as they learn a 

second language, while emphasizing interculturality; that is, that students learn to value and 

appreciate different ways of being in and seeing the world. This stands in contrast to transitional 

bilingual education, whose primary aim is for the student to become proficient enough in the 

majority language so that he or she can transition into a mainstream classroom as quickly as 

possible (Baker, 2006). The program generally integrates two native language backgrounds in an 

instructional setting where at least 50% of the curriculum is in the minority language, although 

there are programs where the minority language is used 100 % of the time in the early grades. 

Most two-way immersion programs are in the primary grades, although there are some programs 

in middle and high school, and the exact structure of these programs may vary 

(www.cal.org/twi).   

Lindholm (1990) outlines four principle goals common across all dual language 

programs: 1) academic achievement meeting average or above average standards, 2) proficient 

biliteracy and bilingual development in two languages, 3) self-competence, and 4) positive cross-

cultural perspectives. Howard, Sugarman, and Christian (2003) conclude that mere grouping of 

native students of both languages does not facilitate partnership in and of itself. Students must 

know how to collaborate and assist one another, and teachers must aid the development of these 

skills by monitoring group settings and ensuring both groups of students are participating and 

contributing. Teachers and administrators cannot assume that the mere placement of students 

within the same classroom will automatically facilitate successful language learning 
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environment. Instead, instructors who are aware, thoughtful, and constantly engage in a 

reflective process have most success. 

Research in support of such programs has identified the ways in which students have 

developed high levels of biliteracy and bilingualism, demonstrated high academic success, and 

displayed positive intercultural attitudes (Fitts, 2006; Howard & Sugarman, 2007; Lindholm-

Leary, 2001; Smith, 2001). Using data gathered in programs across California, Lindholm-Leary 

(2001) reported that students in a dual language program expressed the belief that being bilingual 

makes people “smarter,” “think better,” “do better in school,” and “get better jobs.” An attitude 

survey of a dual language immersion program in an east coast school similarly showed that many 

parents of both native English and native Spanish speakers held a strong consensus that the 

program had increased their children’s awareness of cross-cultural matters, and expressed 

general belief that their children will have increased employment opportunities because of their 

bilingual background (Craig, 1996). 

In one study of a dual language program, researchers found evidence that reading skills 

transfer from Spanish to English (Smith & Arnot-Hopffer, 1998) and that regardless of home 

language, gender, social class or ethnicity, all of the children in the cohort became literate in both 

Spanish and English under this model, though not in the same way, with the same fluency, or 

with the same consequences (Moll & Arnot-Hopffer, 2004). Dworin (2003) further suggests that 

there are various paths to biliteracy, and that it happens in a bidirectional manner, as children 

navigate and interact with two literate worlds.  

Collier and Thomas (2004) provide further convincing evidence that, when implemented 

with care and adequate groundwork, the integration of native speakers of both languages proves 

to be one of the most successful models for higher student academic outcomes and bridging the 
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gap for second-language learners. After nearly twenty years of research on program evaluation 

conducted in twenty-three school districts across fifteen states, these researchers consider their 

findings “astounding” when comparing dual immersion programs to other programs such as ESL 

and transitional bilingual education models.  These “remedial” programs often maintain or even 

widen the academic achievement gap. Dual language immersion students, on the other hand, 

have higher student outcomes and overall scores in many areas, particularly reading.  

This literature is valuable for gaining a better understanding of the many elements and 

factors that need to be examined when dealing with dual language schooling. Yet, there is a 

scarcity of information about what happens when these bilingual and biliterate children grow 

into adulthood. Do they take with them the past language and literacy experiences and integrate 

them into new ones across social networks and communities? Or is there attrition of language 

and literacy in the non-dominant language as they enter more monolingual social settings? 

Dworin (2011) interviewed k-12 dual language graduates, looking at their language ideologies 

and social networks.  However, he explains several limitations to his study, most significantly 

that only one interview was conducted with a handful of students. Reyes and Crawford (2012) in 

the concluding chapter of their in-depth study of a dual language school briefly describe follow-

up interviews with graduates of the program. Dworin (2011) and Reyes and Crawford (2012) 

scratch the surface about questions regarding the residual effects of a dual language program 

over time for its students. This study contributes to existing research by adding empirical 

evidence to the literature on dual language participants after they left that setting.  Further, our 

understanding of bilingualism and biliteracy is enhanced when an examination of how place and 

time influence, constrain or enable full productive capacities in two languages, and is a necessary 

expansion of current research. The present study addresses these gaps in the literature by 
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including an emphasis on graduates’ bilingual and biliterate trajectories through the language and 

literate practices graduates engage in and ideological formations about language over time. 

Using qualitative methodology, I explore the perspectives and experiences of graduates of a dual 

language elementary school program as they reflect on their language and biliteracy practices 

then and now.  The following research questions were formulated in order to address these 

significant issues:  

1. How have graduates of a dual language program participated in multiple bilingual and 

biliterate communities of practices across time and space? 

2. How do dual language graduates’ bilingualism and biliteracy operate within circulating 

ideologies and how has this changed over time?  

a. How did dual language schooling impact graduates’ ideological formations over 

time?   

3. How do graduates of a dual language immersion program characterize their bilingual and 

biliterate trajectories?   

a. How has their bilingualism and biliteracy been conceptualized by them and by 

others?   

b. How and in what ways has it functioned as a resource in their lives? 

Theoretical and Conceptual Frameworks Across Articles 

New Literacy Studies 

Studies in multiple societies throughout the world have challenged definitions of literacy 

that are not in correspondence with the “social meanings of reading and writing across either 

time periods, cultures, or contexts of use” (Heath, 1980, p. 123).  New Literacy Studies (NLS) 

offered a “social turn” (Gee, 1999) in literacy research and theory, as opposed to cognitive and 
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individualistic approaches. NLS scholars have asserted that all literacy practices are ideological 

in nature, and must be contextualized within broader contexts and power relations, which are 

socially and historically founded (Luke, 2003; Street, 1999).   

In a foundational text, Street (1984) challenged conventional literacy theories by viewing 

literacy within social structure and its ideological nature. He offered an alternative perspective on 

literacy that can be applied to practical issues in schools, literacy campaigns and everyday 

practices.  His concept and definition of literacy emphasize “the social practices and conceptions 

of reading and writing,” (p. 1) arguing that even the conventions of reading and writing itself are 

socially constructed, arguing that some researchers have claimed an “extra social status for their 

own conventions by associating them with supposedly general logical qualities” (p. 31).   Street’s 

chief argument is that literacy is not merely a “neutral” or “technical” technology.  Literacy and 

its consequences cannot be isolated within a vacuum or extracted from the societal context of 

everyday social life. He proposes that literacy acquisition is not a product of “inherent qualities 

of literacy,” (p. 1) for even these are social formations.  Instead, he argues that skills and 

conceptions that are associated with literacy are in themselves part of an ideology. Street 

proposes a distinction between two distinctive approaches to the analysis of literacy: the 

“autonomous” model and the “ideological” model of literacy, calling for a shift in the direction 

of the latter.  

Autonomous model.  The autonomous model assumes literacy progresses and is traced 

in only one direction.  It designates and isolates literacy as an independent variable, then asserts 

its consequences in the form of “economic takeoff” or “cognitive skills” (Street, 1984, p. 2).  

Yet, according to Street, even the autonomous model has a specific political purpose.  
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Street offers a strong critique of the autonomous model, as exemplified, for example, in the work 

of Hildyard and Olson (1978).  These authors are proponents of the concept of a “great divide” 

between literate and non-literate societies, asserting that literacy itself produces measurable 

cognitive consequences.  According to these authors, language functions are affected by 

proficiency in a writing system, positing that in written forms it is more possible to separate 

logical functions.  They offer a distinction between two functions of language: the first function 

is to impart meaning through “a set of truth conditions” and the second is to “[regulate] and 

[maintain] social or interpersonal relations” (p.5).  Language generally serves both functions.  

Within written language, however, it is possible to separate and serve a specific purpose.  Since 

it separates writer from reader, the social or interpersonal function of language is essentially 

unchanging. Taking this a step further, it follows that a society or members of society can 

“specialize” in a particular function, i.e. the “truth function,” and thus extract themselves from 

the social and interpersonal aspect, because “if the statement is true to the facts or to the text 

itself, that is sufficient condition for it being interpersonally appropriate” (p. 9). 

The notion of a “great divide” between members of differing cultures and societies views 

thinking processes as inherently different among “primitive” and “civilized” societies.  Street 

(1984) argues that the great divide theory is in actuality a “misunderstanding by ill-informed 

European commentators of the meaning of what was being said and done” (p. 24).  The 

autonomous model explains literacy as a process that can be applied across time and across 

cultures, with relatively the same effects. According to those who adhere to this concept, the 

distinction between oral and written language, whatever it may be and however it may be 

significant, results in cognitive consequences dealing with deficiencies. In short, Street did not 

find literacy to be as simplistic and technical as these researchers would have had us believe. 
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Literacy practice in any form or version is a construct of specific social, political, and economic 

factors.  To combat this thinking, he proposed that we look at literacy through the lens of an 

ideological model.   

Ideological Model. Street offers six points to summarize the ideological model: 1) 

Literacy and its meaning are dependent on everyday social context and social institutions; 2) 

Literacy is inseparable from the political and ideological theories and motivations which underlie 

it; 3) Particular literacy skills that are taught or learned are influenced or even dependent upon 

certain aspects of social life such as social stratification; 4) For individuals, the meaning of 

literacy is constructed by the processes by which it is learned; 5) There is no one single 

“literacy,” instead it is more suitable to refer to “literacies;” 6) Recognition of the complexity of 

separating and isolating qualities of literacy from the social, political, and ideological context in 

which it is embedded (Street, 1984, p. 8).  

 According to Street, literacy is so much more than the technology with which it has been 

transmitted or that makes it manifest, instead, “it is a social process, in which particular socially 

constructed technologies are used within particular institutional frameworks for specific social 

purposes” (p. 97).  Street instead called for attention to the complexity of literacy and the 

dissemination of knowledge and power that are associated with it.  Accordingly, literacy and its 

consequences are culturally relative.  The structure and meaning of literacy in its various forms 

including demands, uses, and definitions, “vary according to context” (p. 109).  

In his writings since his foundational book, Street has continued to expand on his 

theories, claiming that the ideological model proposes a more “culturally sensitive” view of 

literacy as it varies across contexts (Street, 2005).  Conceptions of identity, social order, and 

knowledge all contribute to an ideology within which we view reading and writing.  Street 
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expands on his ideological model calling for a look at “social literacy,” by which we can 

recognize engagement in literacy as a social act from the onset (Street, 1995). Hence, the 

interactions among students, teachers, faculty, parents, and other facilitators affect the way that 

literacy is learned and how it is viewed, especially in relation to power.  Literacy constitutes both 

identity and personhood, as it is so closely tied to social identities and expectations (Street, 

1994).  Street has recently called for NLS to approach and understand multiple varieties of 

literacies in educational institutions and contexts through the lens of an ideological model 

(Street, 2005).  The ideological model offers sensitivity to specific cultures and political 

climates.   It calls for an alignment between theory and practice, where practical interventions 

and the real life situations of persons within a society are rooted in an ideological model of 

literacy that asserts its consequences in the form of cognitive skills (Street, 1984).   

The field of NLS has most recently paid added attention to what has been called a “digital 

turn,” in literacy theory, a pun on Gee’s (1999) “social turn” (Mills, 2010).  This shift takes into 

consideration the increasing prevalence of a broad range literacy practices in interactive digital 

environments and hybrid formats. The emergence of authentic literacy practices mediated by 

digital technologies calls for new understandings of how power and pedagogy are evidenced in 

new media.   

Within a NLS framework, the following points summarize how the concept of “literacy” 

is constructed in this research. 

Literacy as more than ability.  In the past, definitions of literacy considered it to 

essentially mean the ability to read and write (many may still hold true to this definition).  This 

definition, according to Gee (2008) is neither “innocent” nor “obvious” (p. 31). Broader 

definitions might include the ability to interpret and communicate with symbolic representations 
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of ideas, including multiliteracies.  Though both of the above may be true, they are based on 

more narrow assumptions of literacy as “thing,” where possessors have various degrees or levels 

and ways of using “it.”  As we must move beyond these notions and understand literacy as more 

than an ability, competence, or skill to be developed, there is a shift away from conceptualizing 

literacy as an individual ability.  Literacy is social practice, embedded in political and ideological 

features, power relationships, and historical connections—all of which extends far beyond 

“ability.”  

Literacy as situated.  Literacy is historically situated within particular locales. Literacy 

practices are “culturally constructed, and, like all cultural phenomena, they have their roots in the 

past” (Barton, Hamilton & Ivanic, 2000, p. 13).  Gee (1996) affirms that linking literacy with 

individual attributes ignores how literacy is situated in power relations, maintaining that 

“situating literacy in the individual person rather than in society, obscure[s] the multiple ways in 

which literacy interrelates with the workings of power," (p. 2). Literacy is structured, sustained, 

and situated by institutions; it is situated within power relationships; it is situated within social 

practices.  Literacy cannot be abstracted from all of these features; in fact, these features 

inherently characterize literacy, and conceptions of being literate in a society. 

Literacy as dynamic, not static. Just as the notion of “culture as a verb” (as opposed to a 

noun) has entered scholarly thought in recent years (Heath & Street, 2008; Street, 1993), literacy 

must be constructed in a similar manner.  Literacy is dynamic and active, not static; it takes on 

different forms across multiple mediums and contexts. It can also serve multiple functions in one 

domain. As such, it is multi-layered and multidimensional. Literacy should not be thought of as 

the transfer of skills or existing knowledge from one person or group of people to another, nor is 

it unidirectional. It is a creative capacity for the generation of new knowledge.   
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Literacy as practice. An important point emphasized heavily in this research is literacy as 

social practice, rather than properties that reside in an individual. Practices are shaped by social 

rules, and can be best understood through the relationships between people, groups, and 

communities. According to Barton, Hamilton, and Ivanic (2000), “People are active in what they 

do and literacy practices are purposeful and embedded in broader social goals and cultural 

practices” (p. 12). This conception encourages us to “look beyond text themselves, and to what 

people do with literacy, with whom, where, and how” (Appleby & Hamilton, 2005, p. 196).  

Studying literacy development essentially includes an examination of the social circumstances of 

those practices and their ideological features (Moll & González, 1994).   

Language and Literacy as Social Practice  

When treated as a cognitive operation or technical skill isolated from social context, 

literacy and biliteracy can be associated primarily with consequences, abilities, and competencies 

that have no relation to the social practices and contexts that define its nature. Within an NLS 

framework, we can think of biliteracy development not as an outcome or accomplishment, but as 

knowledge continually gained in practice. Wells (2009) points out that our language and literacy 

practices are the product of “the company we keep,” and what we do with those with whom we 

associate.  As Brandt and Clinton (2002) point out, literate practices are: 

Not typically invented by their practitioners.  Nor are they independently chosen or 

sustained by them. Literacy in use more often than not serves multiple interests, 

incorporating individual agents and their locales into larger enterprises that play out away 

from the immediate scene. (p. 338)  

The emphasis on literacy practices as opposed to literacy as a skill or ability is predicated 

on “literacy events”—the communication and meaning making that occurs around text (Heath, 
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1983).   The notion of literacy practices adds the dimension of conceptions, beliefs, and 

meanings surrounding those events and practices.  Literacy as social practice, then, is the social, 

cultural and contextual framing of literacy events as well as the situational consequences of these 

practices.   

Street (1984) prefers the term “practices” because it includes the beliefs surrounding 

literacy activities—beliefs embedded in power and authority relationships, which can account for 

"the behavior and the social and cultural conceptualizations that give meaning to the uses of 

reading and/or writing" (Street, 1995, p. 2).  The emphasis on the social framing of literacy 

practices highlights the idea that children and adults are jointly creating meaning as they create 

and re-create these practices. This approach is compatible with a Vygotskyan (1978) 

sociocultural perspective, which holds that human thinking is guided by interpersonal 

communication and through the joint mediated activity of people. In this framework, knowledge 

is constructed through social interactions and shared experiences “as they occur naturally in 

social life, taking account of the context, and their different meanings for different cultural 

groups” (Street, 2008, p. 79).  

When biliteracy is understood as “socially mediated accomplishments” (Moll, Sáez, & 

Dworin, 2001), we can begin to see how learning to read and write, whether in one language or 

two, is not a unilinear experience, where one step follows another; instead, biliteracy is socially 

constructed and mediated based on shared values and meanings people have about reading, 

writing, and language (Ferreiro, 1990, 2003; Moll, Sáez, & Dworin, 2001). Dreier (2009) points 

out that even social practice has particular structures where people take part in producing and 

reproducing their social conditions. We must think of literacy learning from multiple angles and 

that context, participation and biliteracy are mutually constructed and continuously interactive. 
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No discussion of biliterate practices would be complete without reference to Nancy 

Hornberger’s model (1989), which reappears frequently in research on biliteracy, and was later 

revised according to more research and application of the theory (Hornberger & Skilton-

Sylvester, 2000).  Hornberger’s continua of biliteracy attempts to gain understanding of 

biliteracy through a series of interconnected continua. These intersected continua change 

dynamically, and define the context, modes, development, and content of biliteracy across 

multiple domains.  Any individual’s biliteracy development is explained along a continuum, as 

opposed to as having opposite endpoints, allowing biliterates to draw on any or all points of the 

continua according to his or her daily experiences and interactions.  This model helps take us in 

the direction of understanding the multiple literacies and the contexts of their practices across 

domains, adding new insights, and dimensions to everyday encounters with language and 

literacy.  

Ultimately, understanding biliteracy in this manner could help cultivate a model that is 

informed by the “practices” of certain types of literacies that are currently marginalized. For 

example, García and Beardsmore (2009) provide insight into a phenomenon they refer to as 

“translanguaging,” where language is used bilingually in complex ways during communication.  

Translanguaging is described as “multiple discursive practices in which bilinguals engage in 

order to make sense of their bilingual worlds” (p. 45).  One example is that of a kindergarten 

Spanish-English bilingual boy, when describing making rice, indicates that it starts with the 

“tube.”  The young boy was referring to the plumbing needed to fill a pot of water, but his 

response perplexed his teacher.  His use of the word “tube” derives from the word “tubería,” or 

“plumbing” in Spanish.  His use of the word “tube” demonstrates his strong knowledge of the 

English language.  Instead, his teacher was rather concerned with her “second-language-learner” 
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student.  The young boy, however, is not a second-language learner, he is bilingual.  He was born 

in New York of Cuban parents, was most comfortable in English.  The “tube” example shows 

what bilingual children do regularly.  García and Beardsmore claim: “the teacher, ignorant of this 

fact, dismisses this gift of bilingual children and sees it instead as a burden” (p. 42).  If she saw 

this practice as a regular communicative repertoire or tool employed by bilinguals, she would not 

see it as troublesome.  Translanguaging represents a way to construct deeper understanding to 

make sense of a bilingual world.  

 Orellana (2009) similarly documents a compelling example of children and youth, ages 

six-eighteen, as they served as interpreters and translators for their parents and other contacts in a 

process of language brokering. This type of translation or paraphrasing is used in very practical 

situations, such as at school, at the bank, or at the doctor’s office. The process challenges 

assumptions where parents or adults are the experts and children are novices and where 

translanguaging is a location for the social practice of “making meaning.”   

These are just a few examples that underscore the ways in which we must conceptualize 

language and literacy as embedded within social processes and practices, and the ways in which 

language and literacy can be both enabled and constrained through participation. Literacy, 

whether in one language or multiple languages, must be conceptualized as intricately related to 

the dynamic historical, social, cultural, and institutional frameworks in which it is embedded.  In 

this manner, we may be able to understand the nature of biliteracy as a process of participation in 

and navigating through multiple communities. This is tied directly to the idea of “communities of 

practice” (Lave & Wenger, 1991; Wenger, 2000) help us to understand the role of shared 

competencies and supportive assistance in guiding growth and development. As children and 
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adults navigate the various domains of their everyday lives, co-participants can help leverage 

bilingual and biliterate skills within socially situated communities of practice.   

Communities of practice. Jean Lave and Etienne Wenger (Lave & Wenger, 1991; 

Wenger, 2000) developed the notion of community of practice (CoP) as part of a social learning 

theory. A CoP, in its most basic form, is a social group who regularly engage in a common 

endeavor.  This can be anything from a church organization, to a tennis team, to a school 

classroom.  Over time, these groups develop unique perspectives on their topic, and establish 

personal relationships, and possibly even a common sense of identity among members (Wenger, 

2000).  The groupings and shared practices provide an “accountable link…between the 

individual, the group, and place in the broader social order, and it provides a setting in which 

linguistic practice emerges as a function of this link” (Eckert, 2006, p. 1).  

 Wenger (2006) outlines three essential characteristics of CoPs.  First, there must be a 

commitment to a shared domain. Group members develop collective competence and learn from 

one another within the particular domain.  Second, there must be a sense of community. As 

members of CoPs engage in practices and activities related to their domain, they interact, share 

information, and learn from one another, forming a community. Third, there is an emphasis on 

shared practice.  CoPs are not simply groups of people with similar interests; rather, group 

members are practitioners.  Together, they develop and share resources, experiences, stories, 

tools, and even engage in problem solving over time and through sustained interaction. Not 

everything called a community (such as a neighborhood) is necessarily a CoP, because members 

of a neighborhood may not have the other two essential characteristics. 

 CoPs may take on many different forms.  Some may be small; others may be large with a 

few core members and many peripheral members.  Some communities are local, others are 
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worldwide; some may meet in person, while others may exist via the internet (Wenger, 2006). 

Each of us belongs to several communities of practice at any given time, and they change over 

time.  Newcomers are “trained” by those already proficient at the practice.  

The construct came to be used in sociolinguistics and linguistic anthropology as a way of 

conceptualizing how social groupings do not solely involve abstract characteristics among its 

members (e.g. class, gender), nor are they the product of mere co-presence (e.g. in the 

neighborhood, in a school, etc.) Instead, in the course of regular shared practice, members 

experience and develop views, values, discourses, and practices, as a result of both their role in 

the community of practice, and the function of the community of practice within the larger 

society.  The community of practice is therefore a “rich locus for the study of situated language 

use, of language change, and of the very process of conventionalization that underlies both” 

(Eckert, 2006, p. 683), and studying them may help shed light on broader demographics for 

linguistic variability (Eckert, 2000).  The importance “lies in the recognition that identity is not 

fixed, that convention does not pre-exist use, and that language use is a continual process of 

learning. The community of practice is a prime locus of this process of identity and linguistic 

construction” (Eckert, 2006, p. 684).  

Eckert and Wenger argue that CoPs should not definitively have particular assumptions 

about hierarchy or relations of power built into them that may be applied across contexts.  

Instead, we should seek to discover and understand these dynamics through careful field research 

and study of specific CoPs.  In other words, these characteristics are not necessarily and 

inevitably built in to CoPs, but certain CoPs may have these sorts of hierarchies within them.  

Gee (2005) agrees with this sentiment, but cautions that we cannot assume certain inherent, 
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definitive features of CoPs, built right in to their very definition.  Instead, we need to understand 

the fluidity and variation across them.  He claims:  

From studying the meanings made actually, of course, this is to study the local and global 

growth, maintenance, and transformation of social conventions, we can then study what 

forms of affiliation in terms of practice, beliefs, ideology, organization, and engagement 

form around and sustain these meaning-making efforts. Some of these forms we might 

choose to call CoPs and some we might not. (p. 592)  

In short, Gee chooses to study meaning making, and then researchers can determine 

which framework is best applied to certain situations, particular purposes, and specific questions. 

CoPs should not be thought of as necessarily preexisting structures; rather, they are created 

through and within participation.   

Critiques of communities of practice challenge the concept as ahistorical, often with 

fluctuating and indefinable boundaries (Engestrom, 2007), and that it may fail to take into 

consideration hierarchical mechanisms at play within networks (Davies, 2005). The theory also 

raises questions of what constitutes a community? Who is considered to be an insider and who is 

an outsider?  With these questions and critiques in mind, I assume a perspective that focuses on 

how knowledge construction is the product of shared participation. Our understandings of 

learning and development through practice can be enhanced when they are viewed as constructed 

through participation, rather than as conditions within which participation is possible.  The 

foregrounding of participation within communities of practice allows us to better understand 

overlapping and multiple memberships and identities, as well as change and transformation. The 

opportunities for participation in particular or multiple CoPs across time and space may define 

how, when and if biliterate skills can be expanded or limited. 
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Habitus. A related concept is Bourdieu’s notion of Habitus.  Within this concept, 

Bourdieu sought to uncover deeply buried structures of the social world:  “[Habitus] is a 

socialised body. A structured body, a body which has incorporated the immanent structures of a 

world or of a particular sector of that world—a field—and which structures the perception of that 

world as well as action in that world” (Bourdieu, 1998, p. 81).  Habitus is multidimensional and 

includes notions both at the level of society and at the individual level. Further, it allows for both 

individual agency, and predisposes individuals towards particular practices or ways of behaving, 

as Bourdieu argues:  

The habitus, as a system of dispositions to a certain practice, is an objective basis for 

regular modes of behaviour, and thus for the regularity of modes of practice, and if 

practices can be predicted this is because the effect of the habitus is that agents who are 

equipped with it will behave in a certain way in certain circumstances. (Bourdieu, 1990, 

p. 77)  

Habitus is acquired through acculturation in particular social groups; these social 

structures are internalized and become the basis for individual thoughts and actions.  He states 

that “interpersonal relations are never, except in appearance, individual-to-individual 

relationships and that the truth of the interaction is never entirely contained in the interaction” 

(Bourdieu, 1990, p. 81). 

In relating this concept to the school environment, Bourdieu argues: “The habitus 

acquired in the family is at the basis of the structuring of school experiences; the habitus 

transformed by the action of the school, itself diversified, is in turn at the basis of all subsequent 

experiences and so on, from restructuring to restructuring” (Bourdieu, 1972, cited in Bourdieu & 

Wacquant, 1992, p. 134). 
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Therefore, he argues, though habitus is the result of early childhood experiences 

particularly in the home and with the family, it is constantly restructured based on encounters 

with the outside world, where schooling in particular creates dispositions of actions as well as 

social positions, but has the potential to transcend the social conditions in which it was produced.  

The concept of habitus is relevent in this literature because it theorizes the individual 

agent in the society, and the society within the individual.  Like communities of practice, habitus 

carefully considers the interface of the individual within particular social structures.  When 

considering language and literacy, habitus can help us understand how language and literacy 

practices operate at both the micro and macro levels, and that both are implicated in each other. 

Language and Literacy Ideologies 

 Inherent in Street’s (1984) ideological model of literacy, the concept of ideologies is one 

that can be confusing and carries many connotations and implicit meanings.  Most theories trace 

the concept of ideologies to Marx, who assumed that economic relationships existing in societies 

shaped human understanding, beliefs, and behaviors.  In societies where wealth and power are 

unevenly distributed, the beliefs of those in power are simply an expression of their positions and 

of their effort keep those positions of power and status.  Gee (2008) elaborates on Marx’s views 

and states:  

 It is the failure of the elite and powerful in a society to realize that their views of reality 

 follow from, and support, their positions of power that, in Marx’s view, creates ideology.  

 ‘Ideology’ is an ‘upside-down’ version of reality. Things are not really the way the elite 

 and powerful believe them to be, rather their beliefs invert reality to make it appear the 

 way they would like it to be, the way it ‘needs’ to be if their power is to be enhanced and 

 sustained. (p. 28)    
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Marx claimed that people viewed the world through a misrepresented ideological lens, a 

“camera obscura” which makes objects appear upside down.  According to Engels’ interpretation 

of Marx, ideologies in fact represented “false consciousness,” where warped beliefs legitimated 

the status quo, thereby concealing true socioeconomic conditions (van Dijk, 2006a).  

Perhaps it is for this reason that the term “ideologies” can, for some, carry a negative 

connotation.  The discourse surrounding “language ideologies” can denote negative 

sociopolitical circumstances surrounding the use of a particular language.  Yet, ideologies in and 

of themselves are not negative, and if we discuss language and literacy in relation to ideology, 

we must reframe it.  Bambi Schieffelin, Kathryn Woolard, and Paul Kroskrity, among other 

scholars, have attempted to do just that—define and reframe “ideology” (Schieffelin, Woolard, 

& Kroskrity, 1998; Woolard & Schieffelin, 1994). Though it is true that ideology is linked to 

positions of power, this does not and should not mean that it is always negative (though, there 

are dominant ideologies that are negative).  As van Dijk (2006b) explains: 

Ideologies are not personal beliefs of individual people; they are not necessarily 

‘negative’ (there are racist as well as antiracist ideologies, communist and anticommunist 

ones); they are not some kind of ‘false consciousness’ (whatever that is exactly); they are 

not necessarily dominant, but may also define resistance and opposition; they are not the 

same as discourses or other social practices that express, reproduce or enact them; and 

they are not the same as any other socially shared beliefs or belief systems. (p. 117)  

In its most rudimentary form, ideology is often described as a comprehensive vision or 

worldview. Eagleton (1991) discussed four points in relation to ideology: 1) it is conceptual and 

connected to beliefs, ideas, and subjective representation (it should be noted that more recently, 

the emphasis has been placed on practices, and how said practices can create subjectivities); 2) it 
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is situated historically within group experiences; 3) it is linked to and constitutive of positions of 

power; and 4) it is not always in our consciousness, and can therefore fall victim to forms of 

distortion.  

 Each of us “live[s] and communicate[s] with and through ‘ideology,’” whether conscious 

of it or not (Gee, 2008, p. 29).  Ideologies are foundational belief systems shared by members of 

social groups; these shared beliefs are “fundamental” or “axiomatic,” of a rather general or 

abstract nature (van Dijk, 2006a). van Dijk (2006b) further argues: “Just as there are no private 

languages, there are no private, personal ideologies; these fundamental belief systems are 

socially shared by members of groups; a kind of social representation. They control and organize 

other socially shared beliefs” (p. 116). Hall (1995) further notes: “the transformation of 

ideologies is thus a collective process and practice, not an individual one. Largely, the processes 

work unconsciously, rather than by conscious intention. Ideologies produce different forms of 

social consciousness, rather than being produced by them” (p. 90).  They help coordinate actions 

in relation to interests of a particular group; they summarize who “we” are in relation to “they”; 

they reflect relations of power; and have power given their cross-situational relevance.   

Gee (2008) discusses ideologies in relation to cultural models, arguing that they are “the 

ideology through which we see our worlds,” and that we are both “beneficiaries” and “victims” 

of ideologies in that sense, because we speak a language and live within a culture (p. 29). Given 

all of the aforementioned, one may conclude that ideologies can then be considered as the basis 

for social practice.  

When discussing ideologies related to language, Woolard (1998) identifies three strands 

that run across its definition: 1) Language ideologies are conceptual, having to do with 

consciousness and subjectivities; 2) They originate from and are rooted in the social and the 
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experiential; and 3) They are directly related to social, economic, and political positions of 

power. Woolard and Schieffelin (1994) further note that language ideology is “a process 

involving struggles among multiple conceptualizations and demanding the recognition of 

variation and contestation within a community as well as contradictions within individuals” (p. 

71). The terms language, literacy, and ideologies assumes that meaning, too, is socially 

constructed and negotiated by exchanges between persons (Halliday, 1985). Woolard (1998) 

describe this well, saying:  

Ideologies of language are not about language alone. Rather, they envision and enact ties 

to identity, to aesthetics, to morality, and to epistemology. Through such linkages, they 

underpin not only linguistic form and use but also the very notion of the person and the 

social group, as well as such fundamental social institutions as religious ritual, child 

socialization, gender relations, the nation-state, schooling, and law. (p. 3)  

The notion of ideologies is embedded with the idea socially shared, which ties directly 

into NLS, communities of practice, and the idea of language and literacy as socially shared 

practice.  Language and literacy ideologies are also indefinitely tied to power relations, a further 

connection to or perhaps extension of a NLS framework.  

Language-As-Resource and Capital  

An orientation toward language is different from ideology in that it is not necessarily 

shared collectively, nor is it essentially connected to power relationships, though it can be.  

Rather, an orientation is more simply individual beliefs or positioning towards language.  A 

language-as-resource orientation is where language is viewed as a personal, community, and 

national resource that may include social, cultural, educational, economic, and political benefits. 

Ruiz (1984) argues, “a fuller development of a resources-oriented approach to language planning 
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could help to reshape attitudes about language and language groups” (p. 27). Ruiz’s orientations 

towards language have been used widely in language planning through the years (e.g. Baker, 

2006; Crawford, 2000; Cummins, 2000; Hornberger, 1994; Huebner & Davis, 1999) and have 

been widely cited and discussed.    

In a related construct, the concept of capital describes how something (in this case 

language) can be translated into an asset, benefit, or advantage for an individual.  Theorists like 

Bourdieu (1977, 1986) and Luke (1996) have used to notion of capital to describe the ways in 

which particular social groups reproduce privilege through economic, social and cultural capital.  

Compton-Lilly (2007a; 2007b) designates what she calls “reading capital.” This notion is an 

application of Bourdieu’s concept of capital, but is used to “identify and explore the ways 

children are valued or not valued as readers in schools” which “reveals how particular groups of 

people and individuals are favored in terms of their recognized success with reading,” (Compton-

Lilly, 2007b, p. 115). 

Capital, when applied to language, can help shed light on the ways that a language can be 

viewed or translated into economic, social, cultural, and literacy capital.  In this way, it can 

certainly be a resource for its users.  Ruiz (2010) argues that, while the concept of language-as-

resource includes an economic argument about how language can be translated into economic 

gains (or capital), he says: “it cannot start with the economic argument.  Instead, it must be based 

on the intrinsic value of multilingualism; this in turn will be the framework in which economic 

value is defined” (p. 160).  He concludes:  

Value is multifaceted; many of these languages have lived for many generations without 

the esteem of outside communities in large part because their own speakers give them 

value that others may not appreciate in even their own languages. [Language-as-resource] 
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is a call to create opportunities for the rest of us to gain some of that appreciation. (p. 

162)  

 Both the constructs of capital and language-as-resource become important constructs in 

this research as they help us understand how graduates used and viewed their bilingualism and 

biliteracy as an advantage in ways that their monolingual counterparts did not.   

Language and Literacy Across Time and Space 

Because this research focuses on the idea of the spaces, and places where graduates use 

their language and literacy across time, literature related to concepts of space and time are 

integral to the analysis. Both the constructs of time and space can seem abstract and somewhat 

indefinable; however recent research in literacy has taken up time and space to show how these 

constructs “shape and influence, enable and constrain people’s cultural practices with texts, 

whether in formal institutional or in community and family settings” (Compton-Lilly & 

Halverson, 2014, p. ix).  

Spatiality.  In its most rudimentary form, the concept of space encompasses a place or 

setting, whether real, digital, or even imagined, in which lived experiences and new 

understandings emerge.   Soja (2004) explains a “spatial turn,” where a “rebalancing is beginning 

to occur between social, historical, and spatial perspectives” (p. 3).  Scollon and Scollon (2003) 

describe how the spaces where literacy practices take place help to create an important part of 

their meaning. By “putting space first,” we can begin to understand how “space, and the more 

concretely defined spatiality of human life are seen not just as built forms or materialized and 

mappable geographies, but also as active and formative processes developing over time” (Soja, 

2004, p. ix).  He later continues, saying: 
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All the spaces and places in which we live, from the home and the school-room to the 

city and the global economy, are socially constructed; and as real and imagined 

geographies they shape our lives in various ways, at times enabling and enhancing, at 

other times constraining and oppressing. (p. x)  

Thus, space can be understood as a causal force molding social practices, rather than a 

mere consequence of them (Leander & Sheehy, 2004). 

Educational researchers have highlighted issues of space mostly in recent decades. The 

notion of “third space” (see Gutiérrez, 2008; Moje et al., 2004; Soja, 1996) though defined and 

understood distinctly by different scholars, in general describes the amalgamation of knowledge 

and discourse from “first space”, i.e. homes and communities, and “second space,” i.e. formal 

institutions, to create a new entity.  In a similar fashion, Sheehy (2004) describes the tension 

between a teacher-centered classroom and the desire for a more student-centered approach to 

foster literacy, highlighting the “thick and thin spaces” of practices which establish a disconnect 

between students and their social worlds, recommending theorizing space as a pedagogically 

progressive approach. As these scholars have argued, space becomes a way of understanding 

how practices, when situated in a space, whether real or imagined, are both a product of and a 

forceful contributor to new understandings of self and the world around us.  

Time and space. Lemke (2000) delineates the idea of timescales, asserting how “every 

process, action, social practice, or activity occurs on some timescale (in complex cases on more 

than one timescale).” (p. 275).   The term illustrates how identity develops over time as a non-

linear and recursive process (Lemke, 2000).   Compton-Lilly (2008) similarly draws on 

timescales to understand one student’s experiences as a reader, identifying three timescales: 
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“historical”, “familial”, and “ongoing.” She describes how past experiences are embedded into 

the present, projected into the future, and are fundamental to identity construction.  

While some scholars focus on time and space separately, others have drawn on notions of 

“space-time,” or “timespace,” where the two constructs are inextricably connected to one 

another. The Bakhtinian concept of the “chronotope,” which literally means “time-space,” is “the 

intrinsic connectedness of temporal and spatial relationships that are artistically expressed in 

literature” (Bakhtin, 1981, p. 84). Compton-Lilly (2013) uses the Bahktinian (1981) idea of 

“chronotope” to describe “temporal disruptions” for one student’s schooling experiences, 

describing a “mismatch” of school expectations surrounding temporal markers, describing how 

students develop a sense of self according to their movement across space and time in school. 

Other studies that involve issues of time and space include the work of Schultz (2002), 

who delves into issues of space and time in a longitudinal study of adolescents’ literacy practices 

in and out-of-school, focusing not just on pockets of literacy engagement in and out-of-school, 

but also looking across settings. She observes how teachers tend to adopt a narrow notion of their 

students’ literacy based on their time spent in school, arguing that educators must adopt a wider 

perspective of their student’s literacy learning based on what happens outside of the classroom 

space and time.  Similarly, Pahl (2014) discusses the idea of meaning-making across in and out-

of-school spaces by examining oral, written, and other multimodal forms of communication 

including photography, film and gesture. She describes how “time and space are artifacts of our 

epistemologies,” and how family and school time are spatially located and contribute to our and 

meaning making (p. 57). Moje (2004), zooming in on data from a larger study, highlights the 

ways in which Latino/a youth use literacy to claim, reclaim, or construct new spaces and 

identities. They use different forms of literacy and language discourses to position themselves in 
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relation to institutions and other spaces across time and relationships. She describes how youth 

create alternate versions of themself according to time, space, and relations. She includes a 

discussion of virtual (internet) spaces and how these may also be linked to the construction of 

new communities, positioning, and text identities. 

By theorizing issues of time and space, and operating under complementary frameworks 

emphasizing practices, ideologies, capital, and language-as-resource, this inquiry carefully 

examines the dynamic nature of dual language graduates’ language and literacy practices and 

ideological formations as they critically reflect back on their life narratives.  Each framework 

and body of literature adds one piece to a larger theoretical framework, whereby we can better 

understand how graduates characterize their bilingual and biliterate trajectories. 

Methodology  

 Because of the format of the three-manuscript dissertation option, there will be overlap 

between the following section and the three articles.    

Context  

 Founded in 1901, Dalton dual language immersion school was a K-5 elementary school 

located in Barrio Amelia. Barrio Amelia, one of the oldest neighborhoods in the city, was 

populated mostly by Latino families of lower socioeconomic status, but also served other 

language minority families such as Chinese, Tohono O’hodam, and Yaqui (Smith, et al., 2002), 

as well as White and African American families. Originally a monolingual school that only 

served the families and children of Barrio Amelia (Smith & Arnot-Hopffer, 1998), Dalton was 

one of the poorest schools with high dropout rates and low academic achievement compared to 

wealthier schools in the city (Smith et al., 2002).  In 1981, after being faced with diminishing 

enrollment following a federal desegregation mandate, Dalton became a bilingual magnet school, 
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and in 1994, adopted its dual language immersion model. This meant that the school now served 

not only students from the neighborhood, but also magnet students who came from anywhere in 

the city.  Barrio Amelia students made up 35% of the student population and the remaining 65% 

was composed of magnet students. Most magnet students were from middle-class household, and 

most barrio students were from low socioeconomic status households; approximately 50% of 

students qualified for free or reduced lunch (Smith & Arnot-Hopffer, 1998). 

The court mandated desegregation order meant that Anglo students were given priority in 

school admission. For the older cohort of participants in the study, students from the larger 

community who chose the designation of “Hispanic” on the school district application form were 

put on a waiting list that often stretched for several years.  One mother of a student in those years 

related how she had stopped by the school district office on the way home from the hospital after 

giving birth to her daughter in order to place her on the waiting list. Siblings were also given 

priority in an older child had already been admitted to the program. Because of its popularity, a 

lottery system was later put in place for the younger students, which remains in place to date.   

At the time participants were students at this school, the student body was made up of 

approximately 250 students, 66% Latino, 23% Anglo, with African American, Native American, 

and Asian American students comprising the remaining 11% (Smith, 2001). The largest group of 

students was third or fourth generation Latino Americans, and most students entered the school 

as English-dominant speakers.  The bilingual school became popular as many Mexican-

American families hoped their children might retain or regain heritage language (Smith & Arnot-

Hopffer, 1998).  

The dual language immersion program was such that students began kindergarten with a 

curriculum model of 100% Spanish instruction in kindergarten, and by fifth grade, 70% Spanish 
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and 30% English (See Table 1.1). Language of instruction, however, should not be confused with 

language spoken by students in peer interactions or other communicative purposes outside of the 

classroom instruction, which was usually English (Smith, 2001).   

Table 1.1 Dalton Curriculum Model 
Grade Level % Spanish Curriculum % English Curriculum 
Kindergarten 100 0 
1st grade 100 0 
2nd grade 85 15 
3rd Grade 70 30 
4th grade 70 30 
5th grade 70 30 

 

The majority of teachers and staff were also Latino, and all were bilingual Spanish-

English speakers.  There were two classroom teachers and two instructional aides per grade, as 

well as area specialists for art, music, and physical education, a librarian, counselor, and 

curriculum specialist on staff.  According to Smith et al. (2002), 71% of Dalton faculty had 

earned a master’s degree or higher and had taken academic courses in Spanish and had taught for 

at least five years in the dual language school, making it a remarkably well-trained group of 

educators even for a dual language school. In addition to its unique instructional model and 

highly qualified educators, Dalton was also known for its emphasis on the arts, and had a well 

known mariachi music and folklórico dance programs.  Over 90% of students stayed after school 

for an extensive two-hour after school program where students participated in activities of their 

choice such as music, dance, athletics, cooking, and even crochet. 

 The above description describes Dalton at the time participants in this study were 

students at the school in the 90s through 2003. The school is still in existence today, but the 

descriptions and statistics described above do not necessarily reflect the school in its current 

status.    
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Participants 

 Participants in this research all graduated from Dalton dual language elementary school 

between the years of 1997 and 2003, and are now young adults between the ages of 22 and 28.  

Most participants of this age group are now pursuing a college education, are recent college 

graduates, and/or are fresh in the job market.  

A total of fifty-two participants participated in this research.  Of these, approximately 

65% are Latino, 29% are Anglo, and 6% are African American. Participants are 67% female, 

33% male, 17% are married, 19% have one or more children, and 90% have earned an associates 

degree or higher.  Participants were contacted by way of existing relationships to the researcher, 

and/or through extended networks of relationships, most by way of communication through a 

Facebook social media site. I began by inviting approximately twenty graduates to a Facebook 

group, and those twenty then invited their Facebook friends to the group, until it eventually grew 

to fifty-two graduates who were willing to participate in the research study. 

All participants contributed to an online discussion board via a Facebook group, the most 

popular social media site (Lenhart, Purcell, Smith, & Zickuhr, 2010). Participants contributed to 

the online discussion from their respective location both locally and abroad, including Mexico, 

Paraguay, and Africa. Participants were encouraged to contribute as much and as often as they 

wished.  Some posted regularly, and others only contributed once or twice to the online 

discussions.  

Of the fifty-two participants, ten who live locally were invited to participate in two 

separate focus group discussions.  These participants also participated in a mapping exercise, and 

became the focus of the Communities of Practice Network Analysis, described in the following 

section.  
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Three participants also participated as case studies to delve deeper into the issues at hand, 

Tara, Julieta, and Jaime. These participants were selected because each represents a distinct and 

unique household and background experience. Tara is an English-speaking Anglo-American 

student who comes from a middle class background and was a magnet student at Dalton.  Julieta 

is from a bilingual household and is a Mexican-American magnet student, also from a middle 

class household. Jaime is a Mexican-American student from the neighborhood, Barrio Amelia.  

He comes a lower socio-economic status and a bilingual household. All three participants entered 

Dalton as English-dominant speakers.   

Each case study participant adds a distinctive set of experiences, and was selected in 

order to paint representative examples of graduates of Dalton. The three case studies can account 

for 89% of the student body population at the time they were students. The remaining 11% was 

composed of African American, Native American, and Asian American students.  I was unable 

to find a graduate from any of these backgrounds who was willing to participate as a case study 

participant, though some did contribute to the online discussion board and focus group 

discussions.  

Data Collection 

 Three steps were employed in the data collection process: an online discussion board, 

focus group discussions, and case study interviews.  

1. Online discussion board.  An online discussion board was created for the purposes of 

this research via a Facebook group. In this space, graduates were able to interact and exchange 

stories and impressions about being a biliterate as a way to regenerate old discourses in a new 

setting.  The internet served as a disembodied site and provides a convenient way to collect data 

utilizing the most recent technologies in a way that is familiar to the participants of this age 
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group (Balter & Brunet, 2012; Lenhart et al., 2010).  Over the course of a few months, I 

occasionally posted pertinent questions relating the research questions.  Graduates were 

encouraged to respond to the posted question as well as to each other’s postings in an effort to 

generate a virtual dialogue. I purposely did not set guidelines with regards to length, quantity, or 

frequency of postings in order to facilitate a more organic discussion among graduates.   

  Several unforeseen factors arose related to this data collection tool.  First, I was taken 

aback by how quickly the number of discussion board participants grew simply due to the nature 

of social networking. Participants began inviting other graduates to participate, many of whom I 

had not had any contact with.  Per IRB requirements, all of the participants whom I had initially 

invited to participate had consented to do so.  Soon, a whole new pool of participants was 

contributing to the discussion board, whom I later had to contact to obtain consent. At one time, I 

had over eighty graduates belonging to the Facebook group.  Some graduates did not want to 

take the extra step to give consent, and chose to no longer participate. I obtained consent from 

fifty-two, and these became the participants in this study.    

I also quickly found that the discussion board became a space where participants felt they 

could voice their opinions on other issues tangentially but not directly related to bilingualism or 

biliteracy.  For example, one student posted an article dealing with a local controversy 

surrounding an Ethnic Studies program, voicing her position in support of it.  Her assumption 

was likely that everyone on the discussion board would be in agreement with Ethnic Studies 

because of the shared background in dual language schooling. Many of the comments by other 

graduates similarly voiced support for the program.  

  Another student posted a video called “ If Latinos Said The Stuff White People Say,” a 

humorous video created by an internet news media company called Buzzfeed, which facetiously 
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mocks the types of conversations Latino Americans experience with Anglo Americans. Though 

some participants are White or African American, again, the assumption was that all participants 

would not take offense to video, but would understand the  cultural and linguistic nuances and 

find the video relatable and humorous.                

Other videos and articles were also posted to the group, all of which added an unforeseen, 

rich layer a data. It became clear to me that this online discussion board could take on many new 

forms and become a space where individuals with shared experiences felt they could discuss 

current issues and issues related to language and race in a safe environment.   

 2. Focus group discussions. Ten of the fifty-two participants were invited to participate 

in two separate focus group discussions, where graduates could further share stories and 

experiences relating to their bilingual and biliterate experiences at and since Dalton in a socially-

oriented setting (Marshall & Rossman, 2011), and expanding on issues raised in the online 

discussion board.  These conversations were audio and video recorded, and lasted approximately 

sixty minutes in length each.  Following the focus group conversation, participants were then 

asked to participate in a mapping exercise. They were given geographical maps of the city to 

refer to. They were then asked to think of and list the groups and activities they were a part of, 

i.e., communities of practice.  These might include school, mariachi, dance class, athletics, work 

and so on.  They made a list for elementary school, middle school, high school, and post-high 

school. They were then asked to designate geographic “headquarters” for each group or 

community of practice.  Finally, they were asked to recount a percentage for how much Spanish 

and how much English was present in each community of practice.  This mapping exercise 

became the focus of what I termed a Communities of Practice (CoP) Network Analysis.   
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3. Case study interviews. The final step in the data collection process involved 

conversational interviews with three case-study participants (Patton, 2002). Taking direction 

from Seidman’s (2006) three-step interview model, each participant was interviewed three times.  

Interviews were audio-recorded and lasted approximately sixty minutes in length.  The first 

interview focused on participants’ elementary school experiences, the second on their 

adolescence, and the final interview dealt with their experiences after high school to present day.  

This format was chosen in order to place the participants’ experiences in context through a 

deeper exploration of past and present experiences (Seidman, 2006). 

Data Analysis 

Interviews and focus group discussions were recorded and transcribed verbatim to 

preserve the authenticity of the participants’ words (Marshall & Rossman, 2011). I first open 

coded focus group conversations, case-study interviews, and discussion board postings by hand 

three different times.  I coded data sources together; it did not make sense to me to separate them 

because I was looking for themes across all data sources. Sixty-two open codes were identified, 

which I then categized into twenty connective categories. I then looked for relationships among 

categories, until five salient themes emerged: 1) mobilities of language and literacy ideologies; 

2) negative language associations; 3) capital/Language-as-resource; 4) advocacy and global 

awareness; and 5) communities of practice (see Appendix E).  

In the CoP Network Mapping, participants listed a total of sixteen groupings of 

communities of practices, which were then categorized into nine categories: Education, Home 

and Family, Performing Arts, Religious Institutions, Athletics, Social Relationships, Clubs and 

Organizations, and Service. Percentages of Spanish and English were analyzed within and 

among communities of practice across time.  Maps were created to show where all ten 
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participant communities of practice occurred in elementary school, middle school, high school, 

and post-high school separately.  Individual maps were also created representing one individual’s 

communities of practice across school levels.  Therefore, fourteen maps were analyzed, one for 

each school level, and one for each of the ten participants.  

All data sources were carefully analyzed and interpreted using reflexivity, whereby self-

perceptions, mental states, and methodological setbacks were taken into consideration the final 

analysis (Heath & Street, 2008). Dissemination of findings included follow-up postings on the 

social media site reviewing the findings and implications of this research. 

Statement of Positionality 

 My unique perspective stems from the fact that I am also a graduate of the same dual 

language immersion school, and as such, have many of the same memories and experiences as 

the participants in this study.  I am a second generation American of Mexican descent on my 

father’s side, and a third generation native of Tucson on my mother’s side. I grew up on the west 

side, an older area of Tucson very near its center and, like many participants, come from a 

middle-class background. Like most graduates, I consider myself bilingual, but English-

dominant. I am also in the same age range as participants, and many were my peers, 

acquaintances, or, friends of my peers.  

As a bilingual Tucson native, graduate of the same school, and peer of many participants, 

one we might assume my positionality was that of an “insider.” However, in some ways I was 

also an “outsider.” I am not from the “barrio” and my experiences were likely quite different 

from those who grew up in Barrio Amelia, as is my socioeconomic status.  This possibly affected 

how these participants felt I could relate to them.  For those participants who are not of Mexican 

American descent, certainly my Latina heritage was a factor. Also, because of my association 
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with an educational institution, my position as a graduate student and researcher was a potential 

source of differentiation.  

Throughout the course of the data collection, I was able to relate to many recollections 

and experiences participants had. In several interviews and conversations, I was familiar with 

terminology and nuances in remembrances, including unspoken descriptions such as “feelings” 

associated with a particular classroom teacher.  Some interviews led to “reminiscing” in a way 

that a researcher who did not come from shared understandings would not have done. My 

relationship with the participants perhaps also increased a level of trust in terms of what was 

willing to be shared.  Because of these factors, I consider this research quite unique because of 

the added insights and interpretations that might not have been cultivated under different 

circumstances.  

However, my “insider” positionality also provided certain challenges. I was concerned 

that participants might feel obligated to participate in the research at the risk of jeopardizing an 

existing relationship.  To counter this, I insisted that the research was completely voluntary and 

that graduates had every right to decline and it would not affect our relationship in any way. It is 

also possible that graduates had in mind certain expected responses they thought I was looking 

for. I also had to be careful not to assume or assign meaning because of my own experiences, and 

therefore made a constant and conscious effort to take a step back to look at a whole picture, in 

order to ensure that being “too close” was not also having an adverse or partial affect on my 

interpretations.   

 In conducting this research, I brought with me my theoretical lenses, which became a 

thread in how I analyzed and interpreted data.  I also brought with me my past experiences where 

I grew up in the borderland where cultural fusion was a part of everyday life, where my parents 
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instilled in me a deep appreciation for being able to bridge two cultural worlds.  I also brought 

with me my family and historical connections to literacy learning as a Latina, and I viewed my 

research through the lens of my own family literacy and community practices.  Given everything 

I “brought to the table” in conducting this research, I took on a dual role as researcher and 

participant, using a theoretical reflective lens to understand complex and multilayered language 

and literacy processes among dual language graduates across time and space.   

Outline of Articles and Prospective Journals 

The first article entitled “Dual Language Graduates’ Participation in Bilingual and 

Biliterate Communities of Practice Across Time and Space,” analyzes the multiple, varied, and 

overlapping communities of practice graduates participate in through an analysis of language use 

in the spaces where graduates engage in shared practice.  This article addresses the first research 

question: How have graduates of a dual-language program participated in multiple bilingual and 

biliterate communities of practices across time and space? All data sources are used in the 

analysis with an emphasis on the focus group mapping exercise to perform what I term 

Communities of Practice (CoP) Network Mapping. Findings highlight that the dual language 

school as a shared community of practice represents a critical and formative part of participants’ 

later bilingual and biliterate practices, creating an enduring foundation for their values and 

beliefs surrounding bilingualism and biliteracy, and opening up increased opportunities to 

participate in expanded bilingual and bicultural practices.  However, the school was not in and of 

itself enough to produce long-term bilinguals and biliterates. Of equal importance were the out-

of-school contexts for participation in language and literacy practices across diverse contexts. 

This article is published in Bilingual Research Journal (See Granados, 2015a).  
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The second article is titled “Mobilities of Language and Literacy Ideologies: Dual 

Language Graduates’ Bilingualism and Biliteracy from Childhood to Adulthood.”  This article 

focuses on the second research question and sub question: How do dual language graduates’ 

bilingualism and biliteracy operate within circulating ideologies and how has this changed over 

time? How did dual language schooling impact graduates’ ideological formations over time? 

Using all data sources except the mapping exercise (CoP Network Mapping), the focus is to 

highlight graduates’ language and literacy ideologies, and how these are not static, but dynamic 

and shifting.  Findings further illustrate the ways in which graduates have experienced and 

internalized notions of Spanish as social, cultural, economic, and literacy capital, likely 

contributing to their current ideologies surrounding their bilingualism and biliteracy.  The article 

ultimately underscores the multiple and competing social, cultural, institutional, and political 

forces at play in complex processes that ultimately affect one’s mobilities of language, literacy, 

and learning.  Possible candidates for journals to submit this article to are Journal of Literacy 

Research or International Multilingual Research Journal.       

The final article entitled “Language-as-Resource: When, Where, and for Whom? Case 

Studies of Dual Language Graduates” uses case study data to answer the third research question 

and sub questions: How do graduates of a dual language immersion program characterize their 

bilingual and biliterate trajectories?  How has their bilingualism and biliteracy been 

conceptualized by them and by others?  How and in what ways has it functioned as a resource in 

their lives? This article takes the idea of Ruiz’s (1984) language-as-resource orientation to 

language planning to ask questions about significant issues related to language and literacy as 

resource, exploring questions of when, where, and for whom? Through a detailed analysis of 

three participants’ life narratives, findings argue that language-as-resource is similarly a shifting 
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category that varies across social fields and time, and has a historical context. Possible journals 

for this article include Language in Society, or Journal of Language, Identity, & Education. 
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CONCLUSION 

Discussion 

Even in a remarkably bilingual and bicultural community, the hegemony of English 

supersedes even the purposeful intention to privilege a minority language.  With the many efforts 

to limit language diversity in schools because of perceived threats to a national, unifying 

language, this research provides evidence that English is not endangered.  In contrast to heavily 

immigrant communities, many of the students at Dalton are second, third, or fourth generation 

Mexican Americans.  Some students’ families have never been “immigrants” because they 

arrived before Arizona reached statehood in 1912.  As one participant states: “My family didn’t 

move, the border moved! (laughs).”  Preserving Spanish was a prime motivator for the parents of 

many of the graduates to enroll their children in Dalton. Dalton’s graduates may not have 

developed “balanced bilingualism,” where their proficiency is equal in both languages, but they 

have developed enough fluidity with Spanish to consider the dual language immersion program a 

success in guarding against language loss for these students.   

Dalton: A Transformational TimeSpace 

In many ways, the students’ dual language schooling acted as a “transformational 

TimeSpace,” which, as described by Wallerstein (1997), fundamentally alters the way the world 

is understood, deeply provoking and shaping future acts and events.  For these participants, 

Dalton was fundamentally transformative for their later experiences, practices, and ideologies. 

Dalton was transformative for their worldviews in several ways.  As adults, graduates 

describe feeling an increased sensitivity to issues of diversity, and appreciation for people of 

diverse cultural and linguistic backgrounds.  Tara captures this well, when she states:  

“I definitely think everything in our past leads us to what we are.  Dalton was a big part 
of my past.  If I had gone to a different school, I don’t know if I would have ended up 
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where I am.   Spanish and being bilingual was a huge part to take away for me, but I think 
it was also the bicultural aspect. It made me aware at a young age to be wary of 
generalizations/stereotypes.”1 
 
Greater appreciation for diverse cultures is a theme that has run across graduates as they 

reflect back, and many graduates believe that their experiences at Dalton are directly responsible 

for that increased appreciation. Another student explains: “I’m definitely more open-minded and 

my heart is more open because of Dalton…I think its shaped my world views and…when things 

happen in the world, or when I see things on the news, my reaction is rooted in the fact that I 

spent the first six years of my life in that bilingual and bicultural environment, and that affects 

my daily choices.2” Many graduates also have increased advocacy awareness and globalized 

perspectives, and are involved in advocacy awareness, volunteering, non-profit organizations, or 

a sense of “giving back,” in some way.  One participant states:  

“Maybe it was because we were forced to be pushed outside our little bubble and interact 
with students from many different backgrounds.  And we became friends with each other, 
and we appreciated each other’s differences.  But I think it just really forced us to 
see…that there are so many different types of people. I mean…I remember how heavily 
Black history month was emphasized [at Dalton}, and we had Native American students 
who would bring their families and they would make us traditional corn stuff to taste, and 
we would learn about their beliefs and traditions.  And I remember learning about the 
dreidel and Jewish traditions around the holidays.  I think all those things, well for me 
anyway, it made me understand we cannot be so self-centered to think that one group 
matters more than another.  And to me, then that translated into, if we can, we have to 
help others in whatever ways we can, to make this world better.”  
 
For many Dalton students, because language is connected to their heritage, it is also laden 

with values, meanings and historical connects.  It was an opportunity that allowed for the 

enhancement of a rich repertoire of the use of language and literacy in a bilingual and bicultural 

environment. 

                                                
1 Quote can also be found in article # 3, page 176.  
2 Quote can also be found in article # 2, page 143. 
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 Dalton also acted as a transformational TimeSpace in the way that it altered or provoked 

future acts or events.  Their early bilingualism and biliteracy opened up increased opportunities 

to participate in more and diverse bilingual and bicultural practices.  As many as 60% of 

participants continued playing with mariachi groups, a space where language, literacy, cultural 

identity, and music are all linked through a connection to heritage language identity.  Many 

graduates also took part in study abroad or volunteer programs in Spanish-speaking countries as 

a result of their Spanish proficiency. Others obtained employment because of their proficiency in 

two languages, further allowing for participation in bilingual and biliterate practices in market 

spaces.  These are just a few examples of the ways that Dalton profoundly influenced graduate’s 

future acts and events.   

Even as a transformational TimeSpace, the dual language school in and of itself was not 

the only influencing factor; there were many out-of-school contexts, and life circumstances that 

occurred after leaving Dalton that were equally critical.  This research highlights the many 

competing forces at play when discussing biliteracy and bilingualism.  Parental, teacher, and 

staff values and ideologies regarding language do not directly translate to children, as is 

evidenced by those students who held the “Spanish-as-undesirable,” language ideology as a 

child.  

Practices, particularly those graduates engaged in after leaving the dual language 

environment, were equally significant in shaping graduate’s bilingual and bilterate proficiency. 

Because Dalton may have led to opportunities to engage in bilingual and biliterate practices, 

many graduates grew in their proficiency, and believe they are more bilingual today than they 

were in elementary school. Approximately 70% of graduates believe they have increased 

proficiency in Spanish at least orally.  The remaining 30% believe they have lost fluidity with the 
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language since leaving Dalton. Participants who continued in mariachi, took Spanish as a foreign 

language, participated in study abroad programs, or had continued Spanish interactions with 

friends and family, generally increased in proficiency. Those who engaged in more monolingual 

practices, naturally, have felt a decline since their elementary school years. 

Long-Term Significance of Music and the Arts  

Dalton provided a rounded learning and community experience.  In particular, the 

school’s afterschool program and emphasis on music and the arts played a meaningful role in 

students’ lives, carrying long-term significance for graduates. As evidenced through the data, 

graduates narrated powerful memories related to the schools’ music and art programs, 

specifically the mariachi program, discussing how it was significant not only in their language 

and literacy practices, but also in their identity formation.   The music program, both the general 

music class and the mariachi music program, used bilingualism and biliteracy as the foundation 

for its instruction, and students of any language and ethnic background could participate.  In this 

way, language, literacy, cultural identity, and music were all linked into one integrated learning 

environment.   

There is a growing body of literature that supports explicit music experiences and 

activities as valuable tools contributing to a student’s academic life and specifically literacy 

proficiency.  Older research attempted to demonstrate a direct relationship between music 

reading and text reading (Pelletier, 1963).  Tucker (1981) posited that learning and participating 

in music enhances school achievement, particularly in math and reading. Feld & Fox (1994) 

ascertained a relationship between music and language, linking the structure and practice of 

music to that of cultural linguistics. 
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More recently, Gottardo, Yan, Siegel, and Wade-Woolley (2001) found a significant 

correlation between the detection of Chinese rhyme and rhythm as a predictor of literacy 

competency and phonology in English in bilingual Cantonese-English children.  Anvari, Trainor, 

Woodside, and Levy (2002) found considerable correlations between music proficiency, 

phonological awareness, and reading development in four and five year-old children. 

 Register (2004) attempted to delineate the effect of music on specific literacy components 

by comparing music curriculum and an educational television show, both aimed at teaching 

specific reading skills.  Test scores showed the students who received the music instruction had 

the highest increase in literacy assessment. On a spatial task, researchers found that bilinguals 

and musicians performed better than monolinguals (Bialystok, & DePape, 2008).  Other research 

considers music the link between cognition and emotion (Krumhans, 2002).   

Although the above research is valuable in understanding the distinct role music can play 

in student learning, the mariachi program at Dalton was embedded in a historically and culturally 

situated context that blurred the lines between direct instruction in biliterte practices and learning 

through participation in a community of practice.  One of the chief strengths of teaching through 

music is that students often do not recognize the knowledge and instruction they are gaining.  

Instead, students may perceive their music classes and voluntary participation in mariachi as 

something they do for fun—an outlet and refuge from their classroom academic instruction.  

Additionally, there is both an emotional factor and social investment as students gain 

excitement for their heritage music, feeding off of other students, parents, and instructor’s 

enthusiasm.  These factors bring a willingness and eagerness into the learning setting. 

The music program validated the importance of bilingualism and biliteracy. Spanish 

songs were used as a tool for language learning.  In a conversation with Dalton’s music 
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instructor a few years ago, he mentioned four perceived strengths of incorporating music in 

student learning.  Below is a paraphrase of his words:   

1. The enjoyment of the activity.  Students are learning through something they love to 

do.  It is not like sitting and learning formulas, instead they are singing, playing instruments, 

sometimes dancing.  Students do not even realize that they are learning in the process.  

2.  The benefit of rhythm and repetition.  These two components are useful especially 

when it comes to reading. Just how nursery rhymes are used to teach young students important 

skills, so then does rhythm and repetition help students get a better “flow” as they read.    

3.  A non-threatening environment.  Often in class students are asked to read in front of 

the class or with the teacher standing over the shoulder.  This way, students can read aloud and 

not feel afraid or intimidated to do so.    

4.  The teaching of principles within the words of the song. The songs themselves can 

have important principles. At Dalton through song lyrics students learn about friendship, 

education, giving thanks, and many more things.  Students get the message through the music. 

 Song lyrics students sing every year for “Love of Reading” week at Dalton are as 

follows: 

“Lee, lee, lee, solito o con un amiguito.  Por amor a la lectura, mira, cuanta aventura.  

 Entonces lee y descubre, los tesoros en sus hojas.  Diviértete leyendo un libro como todos 

 los demas.” (Read, read, read, alone or with a friend.  For the love of reading, look at 

 what an adventure.  And so read and discover the treasures on its pages.  Have fun 

 reading a book like everyone else). 

The songs therefore reinforce a student’s classroom experiences. 
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Additionally, the music too draws from two different cultural worlds, forging an intricate 

identity link through language and culture. The songs played in the mariachi group and sung in 

music class are often traditional Spanish folklore songs.  Many of the students’ parents most 

likely grew up listening to the songs the students are learning, thus the children’s exposure 

creates a link to their heritage motherland. 

An example of cultural interplay is evident in a simple celebration birthday song. First, 

students sang: “Happy Birthday to you,” the most typical birthday song in the United States. 

Students then transitioned into Las Mañanitas, a traditional Mexican birthday celebration song.  

Finally, the class sang “Happy Birthday to you” in Spanish (Feliz Cumpleaños a tí).  The 

evolution of the Happy Birthday song crossed from American culture to Mexican culture to a 

fusion of the two.  Students also learned how to sing “America the Beautiful,”  a signature 

American patriotic song, in Spanish.   These experiences are commonplace for many students as 

they are immersed not only in two languages, but also two cultural identities. 

Not only is the environment at Dalton one that nurtures bilingualism and biliteracy in the 

classroom, but through the music program children also grasped use and function for the 

language within the school. It is within the walls of the music room where students played with 

not just musical instruments, but also with language and literacy.  Because music in this class is 

connected to their heritage, it is laden with values, meanings and historical connects, creating an 

opportunity that allows for the enhancement of a rich repertoire of the use of language and 

literacy in a bilingual and bicultural environment. 

For these reasons, it is no surprise that graduates who stayed involved in mariachi were 

more likely to maintain or grow in their Spanish proficiency over time. The mariachi program 
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the school promoted was not directly tied to the classroom, but became critical in children’s 

future language and literacy.  

Language Learning as Risk-Taking  

 While some traditional literature on second language acquisition and risk-taking views it 

as driven by motivation (e.g. see Beebe, 1983), the present research instead highlights the 

sociocultural dimensions involved in linguistic risk-taking as a component of the acquired 

Spanish proficiency of graduates.  Historically and culturally situated matrices of both linguistic 

hegemony and minority status created specific contexts for how students approached their 

identities as language learners. 

 Many Anglo and African American graduates now have very high proficiency in 

Spanish.  Valerie, for example, an African American graduate, according to one of her friends, 

“speaks better Spanish than a lot of our Mexican-American friends.” Tara, an Anglo participant 

also has great fluidity Spanish today. Not only did Tara and Valerie engage in many varied 

linguistic practices across social fields throughout their upbringing into adulthood, but they also 

indicated that they felt confident in taking risks with the language.    

Valerie and Tara diverge in other aspects, however.  Tara has always held a “Spanish-as-

special” language ideology. She believes that her ability to speak Spanish and go to a bilingual 

school somehow made her “special,” compared to her monolingual counterparts. Valerie, 

however, came from Barrio Amelia, and recalls resistance to Spanish in her early years at 

Dalton.  She held the “Spanish-as-undesirable,” ideology as a child.  She likely connected 

Spanish to the barrio, and to a low socioeconomic status.  As she grew, however, she developed 

a much more positive language ideology.  She continued playing in a mariachi group, and took 

several Spanish courses in high school and college, with an eventual minor in Spanish. However, 
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both of these students grew in their bilingualism and biliteracy because they engaged in many 

Spanish practices after leaving Dalton, and they were willing to take risks with Spanish.   

 Jaime also held the “Spanish-as-undesirable” language ideology as a child, and showed 

resistance to Spanish at a young age.  He, like Valerie, had the opportunity to engage in many 

dynamic communicative practices in Spanish, however, he never had confidence to take risks 

with the language.  In fact, linguistic insecurity has been a theme throughout his life. 

As children, some graduates were resistant, some were unaware and thought their 

schooling was normal, others, always felt a sense of being “special.” Regardless of whether 

students held Spanish-as-special, Spanish-as-normalized, or Spanish-as-undesirable language 

ideologies as children, graduates today now hold very positive language and literacy ideologies.  

Now as adults, their ideologies have shifted.  Every graduate who responded to question “would 

you put your child in a dual language school,” answered “yes,” and some answered that they 

would only put their child in a dual language school.  As these graduates’ bilingual trajectory has 

evolved over time, competing ideologies can be in play.  These graduates’ ideologies 

surrounding language changed throughout time, as they gained new experiences and more 

nuanced understandings.   

Ideologies, Practices, Capital, and Resource 

Ideologies are not necessarily directly tied to practices. For example, Jaime, holds very 

positive language and literacy ideologies and cherishes his dual language schooling experiences.  

He believes it is something valuable in his life, and wants his children to speak Spanish.  

However, he avoids places and spaces where he has to speak Spanish. In this case, his practices 

do not reflect his ideologies.  
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Many graduates described some type of contrasting situation or environment that helped 

shed light on their perspectives regarding their unique dual language instruction.  For some 

students, it was not until they were in an environment with fewer minority populations and little 

opportunity to engage in bilingual practices that they began to appreciate their early diverse 

language and literacy experiences. For others, it was the contrast of a Spanish classroom that 

treated Spanish as a foreign language, heavily grammar focused, compared to Dalton and its 

Spanish learning through content knowledge and cultural experiences.  

This research further illustrates how views of language learning are enriched when it is 

understood as constructed through participation, rather than as providing conditions within which 

participation is possible.  The manner in which graduates are able to navigate in and out of 

discourse communities makes the fluidity of language a given, with participants easily 

transitioning from one cultural context to the other. We can see the dynamic nature of 

bilingualism not through discreet domains of language use in bounded contexts, but fluidly 

moving across social fields in incredible ways.   

Finally, the notion of Spanish-as-capital and language-as-resource does not supersede the 

inherent value of bilingualism and biliteracy. Graduates likely did not develop their sense of 

language-as-resource and Spanish as capital until they got older, coming to recognize how it 

improves their quality of life.  Most students describe being unaware of the “benefits” of 

bilingualism and biliteracy when they were in elementary school.  

However, the idea of “resource” carries different circumstances and consequences, and is 

not necessarily implicit when a language is “valued.”  Questions remain as to when, where, and 

for whom is language a resource?  

Limitations 
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 One possible limitation to this study was that the online discussion board as a data 

collection tool meant that only participants who already had an account with the social media site 

could participate.  This means that participants had to have Internet access and already have a 

Facebook profile.  I know of one Dalton graduate who was incarcerated at the time the data were 

collected, and of course was unable to participate. It is possible that the medium, the social 

media site, may have excluded some important perspectives.  

 Another possible limitation is related with the CoP Network Mapping. In my attempt to 

map out spaces where graduates engaged in shared practice, the data may be been constrained by 

participants’ recollections.  It is quite likely that there were many more spaces where participants 

engaged in rich communicative practice, and therefore many more communities of practice 

represented on each participant’s map.  Yet the data was limited to participants’ most obvious 

recollections of the spaces and places where they engaged in shared practice across time. 

Implications and Directions for Future Research 

This research illustrates how significant an environment that nurtures bilingualism and 

biliteracy can be long after students have left its hallways. When a school community places 

such emphasis on bilingualism and biliteracy, it is no wonder that Dalton has had lasting effects 

on its students. One chief implication is the need for more dual language immersion programs 

with this type of philosophy and approach.  It is within the walls of the classroom that students 

are able to play with language and literacy.  They make use of their language, both in oral and 

written forms in order to make sense of their world.  

Theoretical implications of this research include that future researchers should consider 

how geographically tracing language practices can shed light on how social situations are vitally 

important in language and literacy development and proficiency.  Using a Communities of 
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Practice Network Analysis or similar model helps researchers understand geographic patterns in 

language use, underscoring the dynamics and subtleties that may enable and constrain 

bilingualism and biliteracy outside and after school. By understanding what happens beyond the 

school experience, this can help school provide expansive environments for language learning 

not predicated on discreet skills and inventories, but instead place critical emphasis on language-

in-use in heteroglossic ways. A stance towards conceptualizing language and literacy not as 

something that is possessed, but as embedded in practices and contexts is an important message 

for educators.   

The issue of bilingual eduaction is as relevant today as ever before as the numbers of 

language minority speakers is continually on the rise. There is presently an initiative in 

California that would put the issue of dual language education back on the ballot. While this 

initiative shows progress and attention to the growing debate about what to do with minority 

language speakers, the discourse surrounding dual language education tends to focus on 

marketability and the development of skills for a globalized future.  However, as this study 

illustrates,  more than marketability, and even beyond the language and literacy skills students 

gained at Dalton, graduates gained worldviews and ideologies that deeply acknowledge cultural 

diversity and, for the Mexican American students, include appreciation for their own Mexican 

heritage roots.  A market driven approach to changing school policies may provide the necessary 

political leverage to bring issues of language learning to the forefront.  However, schools must 

consider and promote the inherent value of bilingualism and biliteracy, by fostering an 

environment that encourages tolerance and diversity of experiences.  

As Ruiz (2010) points out, within a Language-as-Resource orientation, language is not 

about marketability, but must be about the inherent value, apart from economic element.    
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The following statement can currently be found on the Dalton website: “At [Dalton] we 

celebrate diversity, with a Magnet focus that provides children with a bilingual curriculum and 

emphasizes the beauty of diverse cultures as well as an awareness of social justice themes.”  

Similarly, Lindholm’s (1990) fourth guiding principle for dual language school involves positive 

cross-cultural perspectives.  If dual language schools can bear this in mind when implementing 

strategies, they can create and foster a holistic bilingual and bicultural experience that is likely to 

have lasting effects on its students.   

In today’s world where issues of race and language are more critical than ever before, it 

is important that we teach our children more than language skills, but instead create an 

environment that promotes the idea of multiculturalism for all. By recognizing the many 

practices students engage in outside of the classroom, and by sustaining and valuing not only 

their own cultural identities and heritages, but sustaining the idea of multiculturalism, I extend 

the notion of “Culturally Sustaining Pedagogy” (Paris, 2012), to consider “Multiculturally 

Sustaining Pedagogy.” Doing so creates sensitivity to issues of diversity and connection to a 

heritage land, validating and sustaining students’ rich linguistic communicative practices inside 

and out of the classroom. Students at Dalton learned life-long principles about multiculturalism 

in an increasingly globalized society. Often times policy makers and bilingual researchers have 

placed the emphasis on the language models and skills emphasized in the classroom, and have 

overlooked the importance of creating a whole school community environment that fosters 

awareness of issues of diversity.  

This dissertation highlights the words of Hernandez-Zamora (2010) who states:  

…Scholars have forcefully argued that language does not exist as a unified, autonomous 

and abstract entity, but rather as a diverse set of forms and practices belonging to social 
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groups variously positioned in linguistic markets (Bourdieu, 1991; Sun-Yul & Wee, 

2008) regulated by power relations at local, national and global levels.  From this view, 

language learning always entails the appropriation of the language of the other, and there 

is no such thing as a ‘national language’ or a ‘mother tongue,’ or a neutral and universal 

‘literacy’, but a complex system of hybrid and often competing or conflicting language 

varieties and practices that belong to specific groups, unequally positioned in the 

structure of social hierarchies. (p. 187) 

The research presented here underscores the shifting dynamics of complex and often 

competing language practices that index historically constituted relationships embedded in social 

hierarchies.  Educators and policy-makers must deeply understand that learning environments for 

language and literacy encompass classrooms, and communities where participation in diverse 

practices enrich both teaching and learning.   
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Abstract 

Through a Communities of Practice Network Analysis, this research illustrates the ways in which 

dual language graduates participate in multiple, varied, and overlapping communities of practice 

across time.  Findings highlight that the dual language school as a shared community of practice 

represents a critical and formative part of participants’ later bilingual and biliterate practices, 

creating an enduring foundation for their values and beliefs surrounding bilingualism and 

biliteracy, and opening up increased opportunities to participate in expanded bilingual and 

bicultural practices.  However, the school was not in and of itself enough to produce long-term 

bilinguals and biliterates. Of equal importance were the out-of-school contexts for participation 

in language and literacy practices across diverse contexts. As participants in this study traverse 

the various social fields of their everyday lives, bilingual and biliterate skills are leveraged 

within socially situated communities of practice. Similarly, we might view the changing 

circumstances and contexts for biliteracy practices as dynamic spaces within which previous 

patterns might be altered or transformed. 

 Keywords: dual language schooling, dual language graduates, communities of practice, 

time and space, New Literacy Studies, bilingualism, biliteracy 
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Dual Language Graduates' Participation in Bilingual and Biliterate Communities of Practice 

Across Time and Space 

“Becoming literate in two languages implies not only the acquisition and development of a set of 
skills or abilities but how children become competent in a range of practices or uses of literacy 
that constitute the experience of living and going to school in a bilingual community” (Moll, 
Sáez, & Dworin, 2001, p. 447).  
 

At a dual language immersion program in the southwest, elementary students participated 

in specialized forms of schooling where parents, teachers, school staff and administrators all 

endeavored to foster both Spanish and English in a supportive and enriched language 

environment.  The participants in this study, graduates of this particular dual language immersion 

school, developed and refined their bilingual and biliterate practices from an early age.  Past 

research has been conducted at this specific school site (e.g. Arnot-Hopffer, 2007; Gonzalez & 

Arnot-Hopffer, 2003; Moll & Arnot-Hopffer, 2005; Smith, 2000; Smith & Arnot-Hopffer, 1998), 

but what happened after these students left this setting? Now adults, these graduates have 

important insights to offer about their lived experiences in overlapping bilingual and bilterate 

communities.  This study offers an opportunity to understand where these students are now, what 

happened since they left this particular dual language program, and how their language practices 

have shifted over time and shaped their current language practices. 

Because this study follows these students across multiple social fields (Bourdieu, 1984) 

over time, conceptualizations of both space and time are integral to the analysis. As has been 

argued, space can be understood as a causal force molding social practices, including literacy 

practices, rather than a mere consequence of them (Leander & Sheehy, 2004).  Taking time and 

space into account deepens our understanding of multiple literacies and the contexts of 

communicative practices across social fields, adding new insights and dimensions to everyday 

encounters with language and literacy in a multispacial world.  As Compton-Lilly (2014) 
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explains: “Exploring various manifestations of temporal and spatial dimensions of context entails 

possibilities for rethinking the complexities that accompany literacy learning and schooling.” (p. 

7).  Foregrounding issues of time and space, this research documents graduates’ reflections of 

lived experiences with biliteracy and bilingualism through the lens of participation in bilingual 

and biliterate social practices. The focus of this paper is to gain insight into biliteracy across 

social networks and communities by addressing the question: How have graduates of a dual-

language program participated in multiple bilingual and biliterate communities of practices 

across time and space?  More than describing the residual effect of a dual language program 

years later, this research speaks to the importance of exploring language and literacy across time 

and multiple spaces in graduates’ lived experiences.  It highlights the multilayered, hybridized, 

and distinctive language and literate practices that provide a creative capacity for the 

construction of new knowledge.  

Rationale 

Primarily quantitative and some qualitative longitudinal research has been done on dual 

language schooling, evaluating such programs’ academic success across sites and over time 

(Dow, 2008; Lindholm-Leary, 2001; Thomas & Collier, 2012).  This research has documented 

“astounding” results in support of these programs in terms of student achievement and in closing 

the achievement gap (Collier & Thomas, 2004).  Extensive research has also been done that 

highlights the social processes of becoming bilingual and biliterate, looking at the language and 

literacy practices of emergent bilinguals across social contexts (Kenner & Gregory, 2012; Moll 

& Dworin, 1996; Perez, 2004; Reyes, 2006).  However, this research tends to highlight 

participants’ present lived experiences and does not take a longitudinal view.  Some research has 

followed dual language students over time (Arnot-Hopffer, 2007; Dworin, 2011; Reyes & 
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Crawford, 2012).  However these studies tend to have either a limited number of participants or 

interviews.  The present study addresses these gaps in the literature by using qualitative 

methodology to follow up on former dual language students, investigating issues of both time 

and space. Operating within the theoretical framework of New Literacy Studies and communities 

of practice and using a novel methodology to perform what I term Communities of Practice 

(CoP) Network Mapping, this inquiry affords the opportunity to document graduates’ lived 

experiences with biliteracy and bilingualism as they reflect on their childhood, adolescence, and 

their current lives. 

Theoretical Framework 

This study combines two lenses to frame its exploration—New Literacy Studies (e.g. 

Barton, Hamilton, & Ivanic, 2000; Gee, 2000; Street, 1997; Street, 2003) and communities of 

practice (e.g. Lave & Wenger, 1991; Wenger, 2000). These frameworks have been combined in 

order to better understand bilingual and biliteracy practices through social interactions and 

context, and explore how they are instantiated in and out of school and integrated within local 

knowledge bases. 

New Literacy Studies (NLS)  

Over the past decades, literacy theory has expanded from a cognitive emphasis on 

isolated and discrete reading and writing skills, to a much more broad understanding of literacy 

as a tool for specific purposes within specific contexts (Gee, 2008; Street, 1984; Street, 2003). 

The NLS framework has evolved as a paradigm that is part of a larger "social turn" in literacy 

studies which moved away from an individualistic view of people, practices, markets, and 

institutions, and instead turned to an emphasis on social interactions and practices (Gee, 1999; 

Gee, 2000). It is grounded in the view that literacy practices ought to be understood through the 
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social, cultural, historical, economic, and political practices within which they are embedded (see 

Barton 1994; Brandt & Clinton, 2002; Gee, Hull, & Lankshear, 1996; Street, 1984; Street, 1995).  

Ultimately, NLS as a framework affords the opportunity to examine literacy practices that are 

embedded in broader ideological contexts and are situated socially within institutions, power 

relationships, and intercultural perspectives.  

Communities of Practice 

This conceptualization also takes up the notion of situated learning. It is part of a social 

learning theory that identifies social groupings through reference to shared practice.  Similar to 

NLS, the idea of communities of practice is an alternative to cognitive or “autonomous” models 

of learning.  In its most basic form, a community of practice is a group of people who regularly 

engage in some common endeavor, usually related to a common interest or position (Lave & 

Wenger, 1991; Wenger, 2000). Eckert and McConnel-Ginnet (1992) explain how “ways of doing 

things, ways of talking, beliefs, values, power relations, in short, practices emerge in the course 

of this mutual endeavor” (p. 464).    

Critiques of communities of practice challenge the concept as ahistorical, often with 

fluctuating and indefinable boundaries (Engestrom, 2007), and that it may fail to take into 

consideration hierarchical mechanisms at play within networks (Davies, 2005). The theory also 

raises questions of what constitutes a community? Who is considered to be an insider and who is 

an outsider?  With these questions and critiques in mind, I assume a perspective that focuses on 

how knowledge construction is the product of shared participation.  This participation can 

happen when two or more persons in the course of regularly shared practice experience and 

develop views, values, and discourses as a result of both their role in the community of practice, 

and the role of the community of practice within the larger social order.  
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New Literacy Studies Within Communities of Practice:  A Lens for Examining 

Bilingualism and Biliteracy 

  These complementary lenses provide a way to understand how dual language graduates’ 

language and literacy practices can be understood through the relationships between people, 

groups, and communities.  This merging of frameworks echoes work by Guzetti & Gamboa 

(2005) whose study incorporated “affinity groups” (Gee, 2003, p. 96) and communities of 

practice within an NLS framework, and is a useful portrayal of the language and literacy 

practices that are sustained across relationships:  “These communities of practice have other 

identifying characteristics as well.  They are marked by their sustained and mutual relationships, 

mutually defined identities, knowledge of others’ expertise, and styles that display 

membership…”(Guzetti & Gamboa, 2005, p. 7). 

A further complementary framework can be found in the work of scholars in bilingualism 

and biliteracy, who have adopted “dynamic” views of bilingualism (Bartlett & García, 2011; 

García, 2009), arguing that this more heteroglossic concept “takes into consideration the 

different and varying language practices for distinct purposes that are the result of the different 

contexts in which languaging (defined here as discursive practices) develops and functions  

(Bartlett & García, 2011, p. 14).   

These corresponding perspectives foreground the idea of participation within 

communities of practice, allowing for a better understanding of overlapping and multiple 

memberships and identities within bilingual communities. Views of learning and development 

are enriched when understood as constructed through participation, rather than as conditions 

within which participation is possible.  

Review of Related Literature 
Biliteracy as Social Practice 
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A number of studies focus on biliteracy development outside of school spaces.  Reyes 

(2006), for example, illustrates how the home context can be vitally important in the 

development of biliteracy and how “participants and interlocutors are among the most significant 

influences that support and determine children’s emergent biliteracy.” (p. 286).  The role of 

participation is also underscored in Flores (2010), as children actively participate in knowledge 

construction within their social setting.  This is consistent with the work of Gutiérrez and Rogoff 

(2003), who argue that emergent bilingual children who develop their first language at home best 

acquire their second language once they begin schooling if and when educators use their 

repertoires of practice to involve children in meaningful literacy experiences. 

 A key study that further supports biliteracy developments in terms of social practice is 

Moll, Sáez, and Dworin (2001).  Using two case examples, they examine how biliteracy does not 

solely occur at the individual level, affirming instead that:  “children inherit the historical 

conventions of written language and learn them with the assistance of others (adults and peers) in 

specific sociocultural contexts or settings,” (p. 435). They argue that it is critical for educators to 

become aware of the “fluidity of becoming biliterate under varying social conditions” (p.  447).   

Language and Literacy and Issues of Time and Space  

In addition to a “social turn,” and a “digital turn,” in literacy research, Soja (2004) 

explains a “spatial turn,” where a “rebalancing is beginning to occur between social, historical, 

and spatial perspectives” (p. 3).  Scollon and Scollon (2003) describe how the spaces where 

literacy practices take place help to create an important part of their meaning.   The idea of “third 

space” (see Gutiérrez, 2008; Moje et al., 2004; Soja, 1996) describes the amalgamation of 

knowledge and discourse from “first space”, i.e. homes and communities, and “second space,” 

i.e. formal institutions, to create a new entity. Wilson (2004), for example, highlights the 
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complex literacies in a prison setting, cautioning against a singular view of literacy spaces, and 

instead calls for attention to variability and shifting understandings. She posits that “third space,” 

applied in this setting, while may not always account for all of the complexities of the spaces in 

which literacy is practiced, can offer a way to recognize the value of those who are often 

overlooked and discounted.  

Matters of time are also involved in communities of practice.  For example, Lemke 

(2000) discusses timescales asserting how “every process, action, social practice, or activity 

occurs on some timescale (in complex cases on more than one timescale).” (p. 275).   The term 

illustrates how identity develops over time as a non-linear and recursive process (Lemke, 2000).   

Compton-Lilly (2008) similarly draws on timescales to understand one student’s experiences as a 

reader, identifying three timescales: “historical”, “familial”, and “ongoing.” She describes how 

past experiences are embedded into the present, projected into the future, and are fundamental to 

identity construction. As described by Luke (2014), “literacy was and remains a key technology 

for the expansion, manipulation, and reconstruction of temporal and spatial relations.” (p. xi).  

While the above scholars focused on time and space separately, others have drawn on notions of 

“space-time,” or “timespace,” where the two constructs are inextricably connected to one 

another. Burgess (2010) underscores space-time in terms of the mutual construction of literate 

identities through shared participation between students and teachers, and how adults must create 

“hybrid, local-global space-times” to counter adverse social positioning  (p. 17).  The Bakhtinian 

concept of the chronotope, which literally means “time-space,” is defined as “the intrinsic 

connectedness of temporal and spatial relationships that are artistically expressed in literature.” 

Bakhtin, 1981, p. 84).  While originally applied in the context of literary analysis, this construct 

has been used across fields to theorize how temporal and spatial relations intersect to create the 
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possibility of mobilizing knowledge (see Brown & Renshaw, 2006; Compton-Lilly & Halverson, 

2014; Renshaw, 2007). 

 Research and theory in the social, temporal, and spatial complexities of language and 

literacy provides knowledge of the ways participants create new understandings as they navigate 

the various social fields of their everyday lives, and how these interactions influence and are 

influenced by their bilingual and biliterate practices over time.  

Method 
Context  

The school: Then.  Because so many aspects of the school are connected to a bicultural 

heritage, the physical properties of the school are laden with values, meanings and historical 

connections. Displayed proudly on the outside of the building is the year 1901, the year the 

school was built.  Also immediately visible is a large mural of an old-fashioned train that was the 

subject of local folklore, instantly communicating to students a sense of a locally situated history.  

The school is a magnet school and students come from all over the city.  At the time that the 

participants were students in this school, the school district was under a desegregation order in 

order to achieve racial balance.  Because of the demographics of the neighborhood, Anglo 

students were given priority so as to comply with the court mandates. Latino students were either 

from the local neighborhood, Barrio Amelia, or were magnet students from the larger 

community. The majority of students were Latino (66%), followed by Anglo (23%), with 

African American, Native American, and Asian American students comprising the remaining 

11% (Smith, 2001). The majority of teachers, staff, and administrators were also Latino. Despite 

the large Latino populations, most children are English dominant speakers. The dual language 

program, adopted in 1994, was designed such that students begin with a curriculum of 100% 

Spanish in kindergarten, and by 5th grade is 70% Spanish and 30% English (Smith, 2000). The 
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school was and continues to be known for its emphasis on the arts, with exceptional mariachi 

music and folklórico dance programs. The school also had an extensive two-hour afterschool 

program that over 90% of students attend, where they participate in numerous activities such as 

music, dance, sports, crochet, and cooking.  

The community. Students came from across the city, but the school itself had many 

connections to Barrio Amelia and the surrounding community (Smith, 2001).  Barrio Amelia was 

composed of primarily Mexican-American families, and the majority of families are of lower 

socioeconomic status (Smith, 2000).  One of the oldest neighborhoods, the majority of homes are 

adobe and were built before 1940, a place with visible connections to its history and reflective of 

the predominant Latino culture.  

Participants 

 This study is based on data from fifty-two former students of this school.  Participants 

completed their fifth grade year between 1997 and 2003, and are now between the ages of 22 and 

28.  Of the fifty-two participants, 65% are Latino, 29% Anglo, and 6% are African American, 

with 67% female and 37% male. Participants were contacted by way of existing relationships to 

the researcher, who also had attended this dual language school during this time period, as well 

as extended social networks via social media, which made it possible to contact participants that 

may have been difficult to reach otherwise (Balter & Brunet, 2012).  

All fifty-two participants contributed to an online discussion board.  Though many of the 

graduates still live in the same city as their elementary school, others have left the city and 

participated in the discussion board from their respective locations, one participant contributing 

from Africa. Of these discussion board participants, ten locals were selected based on 

willingness to participate in a focus group discussion, and became the focus of the CoP Network 
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Mapping, where participants designated communities of practice they were involved in over time 

and how much Spanish and English was present in each. Three case study participants were also 

selected: an Anglo magnet student from an English-only household, a Mexican-American 

magnet student from a bilingual household, and a Mexican-American student from Barrio 

Amelia from a Spanish-dominant household.  These students were selected because each one 

represents a uniquely different home life experience, providing insights into the range of 

language and literacy practices of graduates.   

Data Collection 

Three steps were employed to collect data.  First, a secure social network group was 

created for the purpose of this research, i.e. an online discussion board via a Facebook group, the 

most popular social network site among adults (Lenhart, Purcell, Smith, & Zickuhr, 2010). A 

cohort of participants meeting the research criteria were invited to join the discussion group, 

where they were encouraged to post their thoughts and responses to questions that were posted 

periodically. In this space, participants were able to create and share media content, and 

exchange stories and impressions about being bilingual and biliterate as a way to generate 

discourses in a new setting. The online discussion board served as a disembodied site to facilitate 

conversation, and provided a convenient way to collect data utilizing the most recent 

technologies in a way that is familiar to the participants of this age group (Balter & Brunet, 2012; 

Lenhart et al., 2010).   

Second, two separate focus group discussions were held to promote further discussion in 

a socially oriented setting. Of the fifty-two discussion board participants, ten were invited and 

each participated in one focus group, where they were able to express differing viewpoints, 

expound on topics that arose from the online discussions, and discuss preliminary interpretations 
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in a supportive environment (Marshall & Rossman, 2011).  Additionally, these graduates 

participated in a mapping exercise where they charted their lived experiences with communities 

of practice in their elementary, middle school, high school, and post-high school years. 

Participants were asked to recount specific groups and activities (communities of practice) they 

were involved in during each phase in school, and were asked to delineate geographic 

“headquarters” for each. Participants then wrote down their perception of how much Spanish and 

English were present in each community of practice.   

Third, three case-study participants were each interviewed three times.  Taking direction 

from Seidman’s (2006) three-step interview model, the participants were asked open-ended 

questions that focused on their life histories by exploring participant’s past and present 

experiences regarding bilingualism and biliteracy.  

Data Analysis 

Focus group conversations and personal interviews were transcribed and, along with 

discussion board postings, were coded and analyzed for themes, patterns, and conclusions as they 

related to the research questions (Marshall & Rossman, 2011; Seidman, 2006).  In the CoP 

Network Mapping, participants listed a total of 16 groupings of communities of practices, which 

were then categorized into nine categories: Education, Home and Family, Performing Arts, 

Religious Institutions, Athletics, Social Relationships, Clubs and Organizations, and Service (see 

Table 2.1). Percentages of Spanish and English were analyzed within and among communities of 

practice across time.  Maps were created to show where all ten participant communities of 

practice occurred in elementary school, middle school, high school, and post-high school 

separately.  Individual maps were also created representing one individual’s communities of 

practice across school levels.  Therefore, fourteen maps were analyzed, one for each school level, 
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and one for each of the ten participants (examples below). Data from case study interviews, 

discussion board, focus groups, and CoP Network Maps were all used in the final analysis. 

Table 2.1 
 
CoP Network Mapping Categories and Quantities 

Community of Practice Category # Across all 
maps  

Listed by how 
many 

participants  
School Education 41 10 
Immediate Relatives Home and Family  36 10 
Extended Relatives Home and Family  21 7 
Friends Social Relationships 2 2 
Mariachi Arts and Performance 32 10 
Dance/Folklórico  Arts and Performance 6 4 
Steel Drums Arts and Performance 1 1 
Brazilian Music group  Arts and Performance 1 1 
Art Arts and Performance 1 1 
Softball Athletics 3 2 
Soccer Athletics 2 1 
Swim team Athletics 1 1 
Cross Country Athletics 1 1 
Work Employment 13 6 
Church Religious Institutions 9 4 
School club Clubs & Organizations 1 1 
Volunteer Service 1 1 

 

Findings 

As a preface to the findings and analysis, some clarifications are in order. First, the CoP 

Network Mapping described below is in no way a complete depiction of the multiplicity of 

complex, multifaceted, and overlapping communities of practice of which participants are a part. 

Instead, the idea of mapping out specific communities of practice and language and literacy use 

in each is to get a sense, albeit a general one, of participants’ perceptions of their participation in 

different social fields across geographical areas.  The networks described by participants are their 

perceptions of the most obvious and significant spaces where values, beliefs, knowledge, and 

practices are gained through participation. Second, participants were asked to describe their 
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bilingualism and biliteracy in each community of practice so the percentages for Spanish and 

English usage include both.  For the CoP Network Mapping, there is no distinction between oral 

and written literacies, and one is likely not necessary, as the two are so interrelated. Finally, this 

is not a quantitative analysis of the actual quantity of Spanish and English used in particular 

social fields; rather, it is a qualitative investigation of participants’ perspectives of how much 

Spanish and English was/is used in written and oral forms in each community of practice.  

Participation in Communities of Practice 

The ten participants who completed the CoP Network Mapping list a total of 172 

communities of practice through elementary school, middle school, high school, and post-high 

school (see Table 2.1). All ten participants list “school” as a community of practice, but this 

represents different schools across time periods.  All participants also list “immediate relatives” 

as a community of practice, but only seven of the ten designate “extended relatives” in their 

maps, indicating that their extended relatives live out of the city. Mariachi is the other most 

common community of practice with thirty-two listed across all maps. Mariachi as a community 

of practice, much like “school,” varies. Students participate in different mariachi groups during 

their different phases in school, and also often participate in multiple groups, one participant with 

as many as three mariachi groups at one time.   

Elementary school is the time when participants seem to be involved in the most 

activities, and report the highest percentage of Spanish, at 65.6% English and 34.4% Spanish. 

English increases in middle school by 10%, and by 2% from middle school to high school (see 

Table 2.2).  Post-high school is the second heaviest time period of involvement by participants in 

communities of practice.  Post-high school shows no change in overall average language use 

from high school, both with 77.9% English and 22.1% Spanish.  
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Table 2.2 
 
CoP School Level Averages and Totals 
School Level Average % English Average % Spanish Total # of CoPs 
Elementary  65.6 34.4 49 
Middle School 75.5 24.5 41 
High School 77.9 22.1 38 
Post-High School 77.9 22.1 44 

 

Participants and Individual Maps 

There is great variation among participants in their individual maps in terms of what they 

feel constitutes a community of practice.  For example, two students designate a community of 

practice of “friends,” but the other participants do not, one student offered the explanation that 

“school” and “friends” as two separate communities of practice is impractical, because school 

and peer relationships go hand-in-hand. There is also the notion of varied perceptions among 

students even within the same community of practice.  Participants describe as much as 65% 

English and 35% Spanish, or as little as 40% English and 60% Spanish at the same dual language 

school.  This fact underscores the variation of practices within the same community of practice. 

Table 2.3 
 
Participant Information 

Participant Average % 
English 

Average % 
Spanish 

Ethnicity Language 
dominance 

More, less or equally 
bilingual/biliterate 

Participant 1: Nate 71.1 28.9 Latino English More 
Participant 2: Melody 47.0 53.0 Latino Spanish Equal 
Participant 3: Sandy 81.0 19.0 Anglo English More 
Participant 4: Isabel 69.7 30.3 Latino English More 
Participant 5:Julieta 83.3 16.7 Latino English Equal 
Participant 6: Valerie 73.9 26.1 African American English More 
Participant 7: David 77.9 22.1 Latino English More 
Participant 8: Zara 91.6 8.4 Anglo English Less 
Participant 9: Tara 87.5 12.5 Anglo English More 
Participant 10: Noemi 65.6 34.3 Latino English More 

 

Overall, there is a great prevalence of English across participants, even in their extremely 

bilingual and bicultural communities (see Table 2.3). Even Melody, the only Spanish-dominant 
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participant in the mapping exercise estimates 47% English across communities of practice.  In 

order to understand what happened to participants’ language and literacy, I also asked 

participants if they believed they were more, less, or equally bilingual or biliterate than they were 

during their elementary school years; all but one believe themselves to be equally or more 

bilingual and biliterate today.   

The sample map below (see Figure 2.1) shows a representative example of the places and 

spaces of involvement in linguistic practices.  Each point on the map is representative of two or 

more persons who engage in regular practices in some common endeavor, i.e. a community of 

practice where linguistic practices are shared. Icons on the map are connected to a specific 

category.  They are also color-coded to represent a school level, i.e. elementary, middle school, 

high school, or post-high school. These icons are represented geographically, marking a space 

where participants’ language practices are identified. Each point is also tied to individual 

participants’ stated reports of how much English and Spanish is/was present in each space.   

 

Figure 2.1 Participant 5 Cop Network Map 
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This map belongs to participant five, Julieta, who is representative of the mainstream of 

participants. Her total average of English and Spanish across all points is 83.1 % English and 

16.9% Spanish (see Table 2.4). Her map illustrates the nature of overlapping communities of 

practice across space, as evidenced by overlapping icons.  Julieta is an example of a participant 

who is extremely bilingual and biliterate today, as she was as a child. One can observe the 

multiple opportunities Julieta has had throughout her life to engage in rich linguistic practices.  

Table 2.4 
 
Participant 5 CoP Network Map Percentages Across Levels 
School Level Label Category % English % Spanish 
Elementary School Education 50 50 
Elementary Mariachi Arts and Performance 85 15 
Elementary Church Religious Institutions 85 15 
Elementary Immediate Relatives Home and Family 90 10 
Middle School Education 75 25 
Middle Mariachi Arts and Performance 90 10 
Middle Immediate Relatives Home and Family 80 20 
High  School Education 85 15 
High Mariachi Arts and Performance 80 20 
High Mariachi Arts and Performance 80 20 
High  Mariachi Arts and Performance 95 5 
High Work Employment 75 25 
High Church Religious Institutions 90 10 
Post-High Immediate Relatives Home and Family 85 15 
Post-High School Education 95 5 
Post-High Mariachi Arts and Performance 80 20 
Post-High Mariachi Arts and Performance 95 5 
Post-High Work Employment 85 15 
Post-High Extended Relatives Home and Family 80 20 
Total Average   83.1 16.9 

 

Intra-Communities of Practice 

Consistency over time.  Graduates specify many communities of practice that are 

present across elementary, middle school, high school, and post-high school, e.g. immediate or 

extended relatives, where the groups of people in them are mostly the same over time (contrary 
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to a CoP “school,” where the school, and thus associations themselves change greatly).   In these 

cases, the vast majority of participants indicate consistency over time in terms of language use.  

For example, one participant perceives that with immediate relatives, 75% English and 25% 

Spanish oral and written language was used in her elementary school years, and this number 

remains the same across school levels through her post-high school years.  This is the case even 

if the geographic designation for a community of practice changes, (e.g. immediate relatives 

move so the geographic location changes, but the percentage does not).  There are a small 

number of instances of variation within communities of practice, but never more than 10%.  For 

example, one participant indicates 90% English with immediate relatives in elementary school, 

but only 80% English in high school.  When asked why this change, she explains that she had a 

Spanish speaking relative move in with the family, so even though English was still the dominant 

language, Spanish was more present.  This is consistent with other cases, where any change is 

usually predicated on some causal force, but still only with slight influence, with no more than 

10% variation from other periods in their lives. 

The nature of practices.   Participants engage in rich, complex, and culturally patterned 

linguistic practices throughout all phases of their lives. One participant remembers: “Sra N. 

actually, she (laughs) she confiscated a book because I wouldn’t leave the classroom because I 

was like ‘let me finish this paragraph!’” This same student describes that reading in Spanish 

came more easily than speaking; he would always have a dictionary nearby in case he came 

across a word he did not understand. Others engage in a variety of practices in relation to their 

employment.  “I use it daily because my job takes advantage of me being the only Spanish 

speaker.  I read all the documents in Spanish and do some translating.” Nearly all of the other 

participants describe the ways in which they use both languages in their employment.  
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Another graduate describes her conscious effort to engage in practices where she could 

use her Spanish. After leaving her dual language school, she says “I knew there was a chance 

that I could lose my Spanish, because I quit mariachi so I didn’t want to lose both. That’s why I 

took all those Spanish classes in high school and college.  I really made a conscious effort to 

involve myself in things and with people where I would use my Spanish.  I don’t know, I just 

didn’t want to lose it. It’s really a part of me.” 

Other participants now engage in bilingual and biliterate practices with their children.  

One participant has two children who now attend a bilingual school. She helps them with their 

homework, and is grateful to be able to have ample fluency in both languages. Another graduate 

also purposefully tries to teach her daughter Spanish, describing how on the previous night she 

read her a book in Spanish and translated it for her in English. As adults they mobilize their 

bilingualism and biliteracy across time to engage with their own children.  

These practices change in complex ways over time.  One student describes: “I read 

significantly more (for pleasure) when I was younger.”  Another recounts: “I think high school 

was my busiest time because I was involved in so many things…I started keeping a notebook to 

write down what I needed to do to keep my self-organized, but also to get all my thoughts out.” 

Certain periods of time yield varying levels of engagement in particular practices.       

Inter-Communities of Practice 

While there is consistency within communities of practice across time, there is also great 

variation of communities of practice across time, as the social fields participants are involved in 

change throughout phases in school.  Communities of practice among participants have 

indefinable boundaries that are often overlapping and intricately connected.  Participants 

navigate effortlessly among communities of practice, each one contributing to a larger sense of 
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self. One participant describes this well, saying: “it was just kind of like I had my places and my 

people where I knew that I was going to use Spanish.  And then when I would go with my dad 

and a lot of times with that side of the family it was like okay, well I speak English here. When I 

was younger, I don’t think I ever really thought anything of it.  It was kind of normal….  And I 

think that was most of my schooling.  You know, they made it seem really normal I guess.” 

Figure 2.2 illustrates participants’ post-high school communities of practice, highlighting the 

intricate networks where participants engage in practices, traversing in and out of languages in 

complex ways. Again, icons each represent a category, and are color-coded, this time to 

represent individual participants. Each participant is marked by a color.  

 

Figure 2.2. Post-high school CoP Network Map across participants 
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Language Proficiency vs. Language Use  
 

Regardless of how proficient graduates are in both Spanish and English, they nearly 

always resort to English unless there is a purposeful reason for using Spanish. For example, 

graduates explain many situations at work when they use Spanish with Spanish-speaking 

customers. One participant is in charge of scheduling performance events for her mariachi group, 

and many of the communication with clients via phone conversations and email are done in 

Spanish. Latino participants also indicate that Spanish will be used when with Spanish-speaking 

relatives.  One participant notes that when her father addresses her in Spanish, he “gets mad if I 

answer in English.”  Yet interactions between cousins and siblings are generally always in 

English. This is also true of peer interactions.  Two participants who have remained good friends 

since elementary school described their interactions, one of them saying: “Even though Noemi 

and I never spoke Spanish with each other, we had the ability to if we wanted to.” An exception 

involves jokes and phrases used in Spanish, because “they just don’t translate in English.” 

Another exception to English use among peers is when there is a Spanish-dominant friend. In 

these cases participants do their best to communicate bilingually, exhibiting another purposeful 

and context-laden reason for the use of Spanish instead of English.   

In terms of literacy in Spanish, one participant volunteered, “ I don’t think I’ve ever read 

a full novel in Spanish, unless it was for school or something.” Reading for pleasure, journal 

writing, and Internet use are nearly always in English.  One participant explained, “I checked out 

Harry Potter in Spanish. I wanted to read the books and all the ones in English were checked out. 

So I was like, ‘aw man, well I know Spanish, so I guess [I’ll read it in Spanish].’” What is clear 

is that had the book been available in English, she would have selected that version.   

Language Loss and Expansive Bilingualism:  Two Cases 
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In the next sections I zoom in on two participants from the CoP Network Mapping to 

illustrate how engagement in differing practices yields divergent outcomes.   

Case one: Perceived language loss. Zara is Anglo, and though both her parents speak 

Spanish, English is the language spoken at home.  Prior to entering the dual language immersion 

school, Zara lived in Mexico for one year with her family.  Her parents held the belief that Zara 

would benefit from attending a dual language school, and tried for several years to get her in the 

school, until Zara was admitted. Zara recalls positive perceptions of both languages in the dual 

language school, saying: “it made it seem like they could peacefully co-exist in the same space 

and at the same time…I know some people went into the school knowing some Spanish, and I 

hardly knew any and I came out fluent so there—it must have worked somehow.”  

She was involved in folklórico dance, and often traveled back to Mexico for a few weeks 

out of the summer every year.  Outside of school, however, English was the dominant language.  

During her elementary school years, Zara reports an average of 74% English and 26% Spanish.  

By middle school, she reports a steep drop off of engagement in Spanish practices.  She attended 

two different middle schools, both with small minority populations and neither of which had any 

Spanish in the curriculum other than the foreign language requirement. “By middle school I 

never used Spanish. I took French…they would only put me in introductory Spanish and I was 

fluent and didn’t want to sit through that.”   She also reports not being involved in any extra-

curricular activities at that time, and her map reflects this, as she only reports three communities 

of practice at this time, one for each of the middle schools, and one for her immediate family, 

putting 100% English in each of the three categories.  

 In high school, she went back to a more ethnically diverse school, where she enrolled in 

two years of heritage Spanish and one year of AP Spanish.  She also joined the band playing 
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steel drums, joined the swim team, and took two afterschool jobs. During high school, she 

reports an average of 98.3% English across communities of practice. After high school, she went 

on to pursue a degree in Public Health with a minor in Spanish, and spent one semester abroad in 

Spain.  For a while, she also worked as a translator at a small faith-based health clinic.  In her 

post-high school years she reports 97.3% English. Zara had six roommates, all English speakers, 

five of whom also spoke Spanish.  Zara amusingly recollected that they attempted to instigate 

“Spanish Tuesdays,” in an attempt to practice and maintain their Spanish, but she recalls how 

this never quite worked, because English was always the most natural choice, and it was much 

too easy to slip back into English.   

Out of the ten graduates in the CoP network mapping, Zara is the only one to report that 

she is less bilingual and biliterate today than she was during her elementary school years. Now, 

she says “I go months without speaking a word of Spanish, so you definitely lose your fluidity. 

And its not, I’m still fluent, but I do notice that I stumble more.” Her total average of English 

across communities of practices was 91.6%, with only 8.4% Spanish, the lowest percent of 

Spanish of all the participants. “I definitely miss it [Spanish] now,” she says.   

Case two: Expansive bilingualism and biliteracy. Valerie is from Barrio Amelia. She is 

three-quarters African American and one-quarter Mexican; her grandmother is a Spanish 

speaker. She grew up as an only child with her mom. “I remember when I was like 5, I started 

pronouncing everything in Spanish, like even words in English, so I would be driving with my 

mom and I would read the sign, instead of ‘professional’ it was ‘profesional’…when I was little, 

everything was Spanish.”  She recounts frequent trips to the public library with her mom, and 

participating in summer reading programs every year. She was involved in mariachi, and took a 
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great liking to traditional Mexican music. Valerie indicates an average of 65% Spanish across 

communities of practice during her elementary school years.   

She went to the most commonly chosen middle school for graduates of the dual language 

participants.  It is also a bilingual school, requiring students to take a Spanish class for one 

period each year.  “I think the [Spanish] class we had…it was good for maintaining it for the 

next three years, and then mariachi so that helped me maintain my Spanish. Even though the 

education wasn’t as bilingual, I think the bicultural environments were very similar.” During 

these years, her English average was 75%, slightly higher than her elementary school years. 

Valerie went to the same high school as Zara, but chose to only fulfill the minimum requirement 

of one year of Spanish. She maintained involvement in mariachi, and also took a job afterschool.  

Her English increased to 81% during these years, with 19% Spanish.  

In college, she became a Communications major, and like Zara, chose to minor in 

Spanish.  She still plays with the mariachi group, and works at a desk job on campus.  Her post-

high-school average is 73% English and 27% Spanish.  Her friend Noemi says this about her: 

“Valerie speaks better Spanish than a lot of our Mexican-American friends.” Valerie, like many 

other participants, indicates that she is more bilingual and biliterate today than she was in 

elementary school.  She says: “I feel like I use Spanish all the time.”  

Two maps, two trajectories.  Zara and Valerie both come from English-speaking 

households, and neither engaged in Spanish practices in their homes. While both exhibit 

proficiency with the language, Valerie feels that she has developed proficiency in Spanish over 

the years, while Zara feels that she has lost some proficiency with the language.  Clearly, 

development and maintenance of the language is much more than formal schooling, because 

since high school Zara has taken a large number of courses in Spanish—more than Valerie. Nor 
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does it seem to have relation to quantity of communities of practice, as they both list a relatively 

similar number on their maps. The actual practices each engage in are critical in understanding 

one example of perceived language loss, and one example of perceived language growth. Valerie 

stayed in the CoP of “mariachi”, while Zara did not, instead choosing swim and steel drum. 

Though English was preferred, some of Valerie’s friends at school were Spanish speakers; 

therefore Spanish was more prevalent in Valerie’s schooling experience than in Zara’s.  

Discussion 

As participants in this study have traversed the various social fields of their everyday 

lives, participation within socially situated communities of practice have leveraged their 

bilingualism and biliteracy. Similarly, we might view the changing circumstances and contexts 

for biliteracy practices as vibrant spaces within which previous patterns might be altered or 

transformed.  As evidenced by the CoP Network Mapping, participation in communities of 

practice varies over time.  More importantly, the mapping underscores not the degree to which a 

person is bilingual or biliterate, but what contexts enable, enhance or constrain bilingualism and 

biliteracy.   

The participants’ dual language school as a shared community of practice represented a 

critical and formative part of their later bilingual and biliterate practices.  Not only did their 

schooling experience create a durable foundation for their values and beliefs surrounding 

bilingualism and biliteracy, it also opened up increased opportunities to participate in expanded 

bilingual and bicultural practices.  Six of the ten participants continued playing with mariachi 

groups, a space where language, literacy, cultural identity, and music are all linked into one 

whole learning community through a connection to heritage language identity.  Five students 

also took part in study abroad or volunteer programs in Spanish-speaking countries as a result of 
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their Spanish proficiency. Others obtained employment because of their proficiency in two 

languages, further allowing for participation in bilingual and biliterate practices in market spaces. 

These opportunities to imagine and participate in future communities of practice emerged from 

their early language and literacy experiences.  Wallerstein (1997, as cited in Compton-Lilly, 

2014, p.4) describes a transformational TimeSpace, which fundamentally alters the way the 

world is understood, profoundly provoking and influencing future acts and events.  For these 

participants, the dual language school acted as a transformational TimeSpace, one that was 

fundamentally transformative for their past and current experiences.   

However, even with the expansive and rich learning environment that the dual language 

program provided as a transformational TimeSpace, the school was not in and of itself the only 

condition for producing bilingual and biliterate graduates across time. Of equal importance were 

the out-of-school spaces where participants’ language and literacy were expanded through shared 

practice. Communities of practice are not fixed; rather they are continually shifting spaces with 

malleable boundaries and variable levels and types of engagement. Each individual map is 

complex, multilayered, and must be understood as encompassing multidimensional spaces where 

language and literacy are used in practice.  These spaces as sites of knowledge production can be 

enriched through the mobilization of community resources across contexts by recognizing 

communities’ cultural and linguistic resources (Moll, 2010). 

English represents the dominant language in the lives of graduates in nine out of ten 

cases, and even with the one dominant Spanish participant, English is only 3% less than Spanish 

on her map. With Spanish as the second most spoken language in the U.S., and the growing 

demographic and media presence of Latinos, we might ask why is it that graduates who have 

multiple and varied opportunities to use Spanish written and orally in their daily lives as 
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evidenced by the CoP network mapping, still default to English?  Street (2003) summarizes 

literacy as social practice as including “relations of power,” (p. 1).  It is within a historically 

complex context that perceptions and values surrounding Spanish and its speakers have been 

formed, as larger debates are transpiring about “standardization” of language where languages 

are perceived to be in competition (Wiley, 2000). Even in a remarkably bilingual and bicultural 

community, the hegemony of English supersedes even the purposeful intention to privilege a 

minority language.  With the many efforts to limit language diversity in schools because of 

perceived threats to a national, unifying language, this research provides evidence that English is 

not endangered, and that dual language schooling in fact provides opportunities for students to 

construct their identities in multiple and complex ways.  

Implications for Bilingual Researchers and Educators 

Not only does this research underscore the ways in which a supportive bilingual 

environment in a child’s early years can have enduring consequences for students, it also 

highlights how educators can foster communities of practice by creating spaces where bilingual 

and biliterate participation can be facilitated.  Mariachi, for example, though not directly tied to 

the classroom but certainly tied to the schooling experience, became a multidiscursive space 

where overlapping modalities of music, bilingualism and biliteracy were tightly bound for many 

participants, providing increased opportunities for participants to engage in meaningful language 

practices tied to a richly nuanced genre.  However, even within the classroom, educators can help 

promote spaces for participation. This stance aligns with the growing literature that argues that 

language and literacy can be viewed as resources situated in particular social contexts and that 

attention to those contexts is important for creating learning communities (Barton & Hamilton, 

2000; García, 2009; Heller, 2007).  Schools can provide expansive environments for language 
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learning not predicated on discreet skills and inventories, but instead place critical emphasis on 

language-in-use in heteroglossic ways.  As emphasized by this research, communities of practice 

should not be thought of as necessarily preexisting structures; rather, they are created through 

and within participation. Through guided participation (Rogoff, 1990; 1998), students’ bilingual 

skills can be leveraged through a process of active participation in dynamic languaging activities.   

 This research also challenges diglossic notions that tend to separate languages. Even in a 

borderlands context, English is hegemonic, as evidenced by the preponderance of reported 

English usage by participants.  However, Spanish can still thrive. Even though participants were 

asked to quantify the percentage of English and Spanish in each community of practice, the 

reality is that each language is and was embedded in the other to a large extent, as evidenced by 

interviews and transcripts.  Participants often discussed their translanguaging experiences as they 

moved from one social field to another. We can see the dynamic nature of bilingualism not 

through discreet domains of language use in bounded contexts, but fluidly moving across fields 

in remarkable ways.  

As Compton-Lilly (2014) maintains, issues of human literacy learning within time and 

space require “complex answers, negotiated understandings, and intellectual challenges,” (p. 2).  

This research scratches the surface in understanding how opportunities for participation in 

particular or multiple communities of practice across time and space may define how, when and, 

if bilingual and biliterate practices are enhanced or constrained. We can begin to see beyond 

language and literacy as “ability” or something one possesses (García, 2009) but instead discover 

the ways in which participants participate in and navigate through communities of practice with a 

productive capacity for knowledge construction. 
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Abstract 

This research uses qualitative methodology to examine how graduates of a K-5 dual language 

immersion program, have experienced multiple and competing social, cultural, institutional, and 

political forces at play in complex processes that ultimately affect one’s mobilities of language, 

literacy, and learning. These students have now grown into adulthood, and the extent to which 

their past experiences as dual language students has affected their current language and literacy 

ideologies and practices is examined.  As graduates experienced and internalized notions of 

Spanish as social, cultural, economic, and literacy capital, this likely contributed to current 

ideologies that greatly esteem bilingualism and biliteracy. The findings highlight that ideologies 

of language and literacy are neither static nor fixed, but over time have been molded and 

reshaped in a very fluid and lively process. 

Keywords: dual language schooling, dual language graduates, language ideologies, New 

Literacy Studies, bilingualism, biliteracy 
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Mobilities of Language And Literacy Ideologies: 

Dual Language Graduates’ Bilingualism And Biliteracy from Childhood to Adulthood 

For former students at Dalton, a k-5 dual language immersion school, issues of language, 

literacy, bilingualism and biliteracy were at the center of an integrated learning environment in 

which parents, teachers, staff, and administrators endeavored to promote both Spanish and 

English in a supportive and linguistically rich context.  Their experiences as emergent bilinguals 

within the setting of this school was foundational for their long-term academic outcomes and 

their deep metapragmatic awareness of simultaneous linguistic experiences.  As some scholars of 

bilingualism and biliteracy claim, biliterates live in two worlds simultaneously; each one, with its 

own language and culture, representing a markedly different “other world,” even as both worlds 

are constantly changing within the larger globalized contexts (Kenner, Kress, Hayat, Kam, & 

Tsai, 2004).  Yet, these students lived in a borderland context where linguistic and cultural fusion 

were a part of everyday life. From age five, students at Dalton experienced intercultural beliefs, 

ideas, values, and systems of thinking through their shared language and literacy experiences in 

the interfacing of cultural worlds.  

Beyond the specifics of this particular learning environment, broader questions of the 

“mobilities of learning” emerge as we consider how shifting landscapes impact the construction 

of knowledge.  Leander, Phillips, and Taylor (2010) capture the breadth and depth of these 

mobilities as they ask:  

How are the dynamically moving elements of social systems and distributions, including 

people themselves and all manner of resources for learning as well, configured and 

reconfigured across space and time to create opportunities to learn? These categories of 

inquiry and specific questions suggest the terrain of our perspective in this review, which 
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expands the conversation concerning sociocultural “learning environments” and 

opportunity to learn to one of “geographies of learning” and “mobilities of learning.” (p. 

331)   

Participants in this study build on a strong tradition of inquiry from their elementary 

school environment. How can the mobilities of learning environments across time and space for 

graduates of Dalton be captured and described? Years after those formative experiences, where 

are these students now? What happened after these students left this setting? These students have 

now grown into adulthood, and the extent to which their past experiences as dual language 

students has affected their current language and literacy ideologies and practices remains to be 

examined.   

As we encounter the fluidity of how resources for learning are transformed across 

multiple landscapes, important questions arise concerning how retrospective analysis of previous 

learning environments have shaped students’ current lived experiences. This is particularly 

salient for students whose schooling experiences were intentionally structured to foster multiple 

and global perspectives in terms of bilingualism and biliteracy. This study attempts to capture 

some of those perspectives and experiences by contacting graduates of a dual-language program 

to document their lived experiences as they reflect on their childhood, adolescence, and current 

lives.  Using qualitative methodology, this study addresses the following questions: How do dual 

language graduates’ bilingualism and biliteracy operate within circulating ideologies and how 

has this changed over time? How did dual language schooling impact graduates’ ideological 

formations over time?   

Theoretical Framework 
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This study employs New Literacy Studies as an overarching lens for this study, and uses 

theories of language ideologies, and forms of capital as sub-theories to underscore the New 

Literacy Studies Framework. These lenses are complementary in their emphasis on the 

relationships of power and privilege inherent in language and literacy practices.  By coalescing 

the insights of each framework, a more expansive framework emerges which can more 

adequately capture the complex experiences of participants.   

New Literacy Studies  

What has come to be called the New Literacies Studies (NLS) framework (Gee, 2008; 

Street, 1995), offers an alternative to a cognitive, individualistic, autonomous view of literacy, 

turning instead to a sociocultural view that foregrounds the social, cultural, historical, and 

institutional dynamics embedded in literacy practices (Gee, Hull, & Lankshear, 1996; Street, 

2003a).  Influential scholars such as Heath (1983), Gee (1989; 2008), Barton (1994) and Street 

(1984; 1995; 2003a), have contributed to a “social turn” in literacy studies, emphasizing social 

practice, context, and power relations. NLS scholars have called for an ideological approach, 

where literacy practices must be contextualized within contexts and power relations, which are 

socially and historically constituted (Luke, 2003; Street, 1999).   

Street’s (1984) distinction between autonomous and ideological models of literacy 

describes how meaning, social context, and underlying ideologies are important in regards to 

implementation and evaluation of educational and institutional programs.  This approach 

highlights the ways in which literacy and power are inextricably connected, to the extent that 

some kinds of literacy are institutionally and socially valued over others. The ideological model 

emphasizes the ways in which the wider political, social and ideological context should be part 



 126 

of our understanding of literacy where relations of power index even the very assumptions about 

literacy.  

Ideologies can be considered as foundational belief systems shared by members of social 

groups; these shared beliefs are “fundamental” or “axiomatic,” and are of a rather broad or 

abstract nature (van Dijk, 2006a).  They are socially shared and are a form of social 

representation (van Dijk 2006b), and as Hall (1995) further asserts “the transformation of 

ideologies is thus a collective process and practice, not an individual one. Largely, the processes 

work unconsciously, rather than by conscious intention. Ideologies produce different forms of 

social consciousness, rather than being produced by them” (p. 90).  As Gee (2008) describes it, 

each of us “live[s] and communicate[s] with and through ‘ideology,’” (p. 29). Gee brings 

together concepts of ideologies and discourses, and positions ideologies in relation to cultural 

models, arguing that these are “the ideology through which we see our worlds;” we are both 

“beneficiaries” and “victims” of ideologies in that sense because we speak a language and live 

within a culture (p. 29).  Although there are differing lines of thought about how ideology can be 

theorized (Eagleton, 1991), in this paper, I assume that ideologies help coordinate actions in 

relation to interests of a particular group. They summarize who “we” are in relation to “they,” 

reflecting and constituting relations of power. 

Language ideologies.  By extension, conceptions of language ideologies are similarly 

situated within an analysis of relationships of power and social position.  Although there is 

scholarly variation in how the idea of language ideology is used as an analytical framework, 

Woolard (1998, pp. 5-7) identifies three strands that run across its definition: 1) Language 

ideologies are conceptual, having to do with consciousness and subjectivities; 2) They originate 
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from and are rooted in the social and the experiential; and 3) They are directly related to social, 

economic, and political positions of power.  

Language ideologies are implicit and sometimes unrecognized judgments of how 

language is used and valued and how speakers of the language are positioned within social and 

political landscapes and can make a difference in the resource available to the language users.  

Capital. Language ideologies reflect a stance on the resources or capital available to and 

within language communities.  Hence, the literature related to economic, social, and cultural 

capital is pertinent to understanding how language ideologies can work within the acquisition 

and maintenance of power and certain forms of capital.  Capital in its most rudimentary form 

describes how something can be translated into an asset, benefit, or advantage for an individual.  

The notion of capital has been applied by critical theorists like Bourdieu (1977, 1986) and Luke 

(1996), describing the ways in which particular social groups reproduce privilege through social 

and cultural capital. The concept has gained popularity in educational research, and has been 

used in ways to describe the various cultural, economic, and social advantages ascribed to people 

or groups that privilege them in particular contexts. According to Bourdieu, social capital 

involves cumulative resources linked to social networks or memberships that serve to 

collectively benefit those within the group or network (Bourdieu, 1986). Stanton-Salazar (2001) 

uses the idea of social capital to highlight the ways in which social relationships and the 

properties associated with them, “when activated, enable them to accomplish their goals or 

empower themselves in some meaningful way” (p. 265). 

Similarly, cultural capital (Bourdieu & Passeron, 1977) can be described as “high status, 

cultural signals used in cultural and social selection” that are used to understand “how culture 

and education contribute to social reproduction” (Lamont & Lareau, 1988, p. 153). According to 
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Bourdieu, social and cultural capital can be converted to economic capital including academic 

and institutionalized profits.  Ideological dynamics shape all forms of capital with respect to the 

value they hold in a social field (Bourdieu, 1991).   

Drawing on Bourdieuian concepts of social, economic, and cultural capital, Compton-

Lilly (2007a; 2007b) designates what she calls “reading capital.” This notion is an application of 

Bourdieu’s concept of capital, but is used to “identify and explore the ways children are valued 

or not valued as readers in schools” which “reveals how particular groups of people and 

individuals are favored in terms of their recognized success with reading,” (Compton-Lilly, 

2007b, p. 115). 

The concept of capital then, can be a lens for understanding the ways in which bilingual 

and bilterate practices are valued, recognized, and used to participants’ benefit.  According to 

Lam and Warriner (2012), “Bilingual skills or the ability to move across languages and cultures 

constitute a highly valuable asset when combined with other professional qualifications in a 

globalizing and transnational economy…their literate cultural capital takes on different values 

depending on the rules of recognition and conversion in these fields.” (p. 192).   Considering the 

forms of capital in this way can expand our understanding of the ways in which dual language 

graduates leverage and convert their bilingual and bilterate practices and proficiencies to their 

benefit.  

Lenses for This Research 

Ultimately, a NLS framework affords one the opportunity to look at how literacy 

practices are embedded in broader ideological contexts and are situated socially within 

institutions, power relationships, and intercultural perspectives.  By understanding NLS through 

an emphasis on language ideologies and forms of capital, these frameworks capture how shifting 
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language and literacy ideologies have influenced and been influenced by graduates’ bilingual and 

biliterate practices, and how graduates have moved across and through learning trajectories and 

shaped and been shaped by ideologies and circulating discourses.  

Review of Related Literature 

Language, Literacy and Ideology  

 Ideological frameworks are considered to operate at a macrostructural level, and the 

linkage to language in use is an important aspect of how language ideologies can be 

conceptualized.  A focus on language ideologies highlights how these shape and are shaped by 

communicative practices.  In addition, language ideologies index much more than language.  

Woolard (1998) claims that ideologies of language “envision and enact ties to identity, to 

aesthetics, to morality, and to epistemology.  Through such linkages, they underpin not only 

linguistic form and use but also the very notion of the person and the social group…” (p. 3). 

Language and literacy ideologies provide a compelling theoretical framework for studying the 

communicative practices of dual language graduates by tracing notions of language use across 

time and within particular sociopolitical contexts.  For example, González (2001) discusses 

language ideologies within a borderlands context, where she records how children are exposed to 

multiple and at times contradictory ideologies concerning the use, form, and function of Spanish 

and English.  She further suggests that we cannot assume one homogeneous “culture” within 

which children are socialized.  

 Within school settings, some research has suggested that holding both languages in equal 

status within the walls of the school can help students develop high proficiency in both 

languages, (Cloud, Genesee, & Hamayan, 2000), although as Griego-Jones (1994) points out, 

children are still highly receptive to larger political ideologies. Teachers are often surprised to 
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hear that though a native speaker of a minority language may feel more comfortable in their 

native tongue, they may still show a preference for English in school and on the playground, 

perhaps sometimes even showing clear resistance to the use of their native tongue.  Griego-

Jones’ study (1994) demonstrates that some children hold the sentiment that academic instruction 

is more important in English, often viewing English as the language in which they will 

eventually become literate. Even young children are aware of the power and privileging of 

English outside of their classrooms, even if they are in a rich minority language environment.  

Former studies at this particular school site have documented that while children’s 

language and literacy in both Spanish and English were supported and encouraged within the 

walls of the school, the prevailing, negative and restrictive English-only ideologies of the state 

could not be ignored (González & Arnot-Hopffer, 2003; Moll & Arnot-Hopffer, 2004). In 

addition, these studies illustrate how children in the cohort that was studied become literate in 

both Spanish and English, though to varying degrees and with different outcomes.  The students’ 

biliteracy develops in different ways, along different paths, and through different experiences, 

underscoring the multiple contextual dynamics continually at play (Moll & Arnot-Hopffer, 

2004).   

 In a subsequent longitudinal study with students from this school site, Arnot-Hopffer 

(2007) followed three girls from elementary school through middle school, examining their 

language and literacy development in Spanish and English.   Her research highlights how the 

meaning-making processes of the girls occurred in complex ways, and within different 

communities of practice.  The girls are “incorporated into circulating and competing 

metadiscourses on biliteracy, bilingual education, and borderlands language practice” (p. 128). 

One participant, Jessica, despite the fact that she only spoke Spanish at that time, told her teacher 
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(in Spanish) that she would eventually only speak English because she did not like Spanish 

much. Jessica predicted that by third grade, she would only be speaking English, even though 

Spanish was the language of her home. As Arnot-Hopffer points out, in Jessica’s case, there was 

certainly not a unilinear transfer of beliefs passed down to her from her parents or teacher, all of 

whom wished Jessica to be proficient in English as much as in Spanish.  Even at the young age 

of 5-years-old, Jessica embodied and articulated contradictory language ideologies, linked to the 

larger consequences for Spanish speakers in the borderlands.  

Other research indicates how parental language ideologies about the marketability and 

desirability of English for future economic success is implicated in how parents view bilingual 

education, translating into economic capital. In Reyes’ (2011) study, 100% of the parents (20/20) 

maintain that they highly support their children’s bilingualism, with maintenance of Spanish in 

the home and many of the mothers contend that they rely on the school system to teach their 

children both English and Spanish literacy skills. Some, however, insist that the two languages 

be kept separate, with Spanish in the home and strictly English at school—a set-up they believe 

would give their children the greatest opportunities educationally and in their future career goals.  

Relaño-Pastor’s (2005) research illustrates this point, discussing how language struggles 

continue long after immigrants have learned English because their English socialization 

interconnects with a mainland language socialization ideology that does not value English 

spoken with an accent, nor the maintenance of a heritage language.  This presents a language 

identity issue for immigrants, who are torn between daily interactions that look down on non-

English speakers, and a personal pride in their language and belief in the economic benefits of 

bilingualism.  In this way, they are faced with a “moral dilemma” concerning their own inherent 

views of their language (p. 160). 
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Relano-Pastor (2008) later found similar competing language ideologies of preschool 

children where she examined how language ideologies are endorsed and countered in naturally 

occurring situations as children ages three to five process competing language ideologies. In one 

example, a young boy initiated a conversation in Spanish, only to be silenced by another peer 

who exclaimed “No Spanish, Jonas” (p. 15).  The teacher assured the student that Spanish was 

acceptable. The example illustrates the complexity of children’s competing ideologies as they 

engage in literacy related tasks, negotiating how to operate and navigate within the prevailing 

attitudes and beliefs, even within nurturing and supportive multilingual environments.    

This research illustrates how language ideologies surrounding English is still one of 

privilege when it comes to what some may see as necessity for success and marketable skills, or 

capital, in this country. Because of historical punitive language policies that erased Spanish in 

the schools for the parents and grandparents of students, competing language ideologies can 

resurface regarding the linkages of language learning and identity. 

Methods 

Context 

The school.  Past research has been conducted at this specific school site (e.g. Arnot-

Hopffer, 2007; González & Arnot-Hopffer, 2003; Moll & Arnot-Hopffer, 2004; Smith, 2000; 

Smith & Arnot-Hopffer, 1998.) Built in 1901, the school represents one of the oldest in the city.  

Before even entering the schools walls, students immediately obtained a sense of the schools’ 

historical past and cultural roots, as it displayed a large mural of an old-fashioned train that was 

the subject of local Mexican folklore. The school was a magnet school, where approximately 

65% of students came from around the city, while the remaining 35% of its students came from 

the neighborhood. At the time that participants in this study were students at this school, the 
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courts had mandated a desegregation order with the goal of achieving racial balance.  Because of 

the largely Latino population in the community, this meant that Anglo students were given 

priority in school admission. For the older cohort of participants in the study, students from the 

larger community who chose the designation of “Hispanic” on the school district application 

form were put on a waiting list that often stretched for several years.  One mother of a student in 

those years related how she had stopped by the school district office on the way home from the 

hospital after giving birth to her daughter in order to place her on the waiting list.  Because of the 

popularity of the program, a lottery system was later put in place.  The student body was made 

up of 66% Latino, 23% Anglo, with African American, Native American, and Asian American 

students comprising the remaining 11% (Smith, 2001) at the time that the participants were in the 

dual language program. The majority of teachers and staff were also Latino, and all were 

bilingual Spanish-English speakers.  

Dalton became a bilingual magnet school in 1981, and the dual language immersion 

model was adopted in 1994. Despite the large number of Latino students, most children entered 

the school as English-dominant speakers with considerable knowledge of English (Smith, et al., 

2002). The dual language immersion program at Dalton is such that students from any language 

background receive instruction solely in Spanish for kindergarten and first grade.  By the time 

the students reach the fifth grade, the curriculum is 70% Spanish and 30% English (Smith, 2000).  

In addition to its unique dual language immersion instruction, the school was also known 

for its exceptional mariachi music and folklórico dance programs.  Over 90% of students stayed 

after school for an extensive two-hour after school program where students participated in 

activities of their choice such as music, dance, athletics, cooking, and even crochet.  
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The neighborhood community.  Dalton is located in Barrio Amelia, one of the oldest 

neighborhoods in the city.  Barrio Amelia is composed of primarily Mexican-American families 

and lower socioeconomic status households (Smith, 2000).  

In past research at the school site, Smith (2001) outlines the ways in which students 

interacted with adult minority language speakers in the community through school initiated 

events including classroom participation by family members, field trips into the school 

neighborhood, and special community guests coming into the classroom.   This connection 

between students and “historically accumulated” community knowledge and resources offers 

meaningful contexts to children’s language and literacy practices. 

Participants  

 Participants in this study are graduates of this dual language school who have grown into 

adulthood and are now between the ages of 22 and 28. Participants of this age group are typically 

in college, recent college graduates, and/or are just entering the job market and making critical 

decisions about their future. All of the participants attended the dual language school during their 

elementary school years. While many went on to the same middle and high schools, others 

attended different middle and high schools and some even left the state. Some of the participants 

in this study were students in past research (e.g. Arnot-Hopffer, 2007; González & Arnot-

Hopffer, 2003; Moll & Arnot-Hopffer, 2004; Smith, 2000; Smith & Arnot-Hopffer, 1998), but 

some students who were involved in past research are not included in this study, and some 

participants in this study were not included in past research.  

Participants were contacted by way of existing relationship to the researcher, who was 

also a graduate of this program, and through extended social networks through the social media 

site.  Graduates participated from their respective current locations, both locally and elsewhere. 



 135 

There are fifty-two participants in total in this research; approximately 65% are Latino, 29% are 

Anglo, and 6% are African American. Participants are 67% female, 33% male, and 75% were 

magnet students.  Additionally, 17% are married, 19% have one or more children, and 90% have 

earned an associates degree or higher (see Table 3.1).  

Table 3.1 
 
Participant Characteristics 
Descriptive Characteristic 

 
# of participants 

(out of 52) 
% 

Latino 34 65.3 
African American 3 5.8 

Anglo 15 28.8 
Male 17 32.7 

Female 35 67.3 
Magnet Student 39 75.0 

Neighborhood Student 13 25.0 
Married 9 17.3 

One or more children 10 19.2 
Associate’s degree or higher 47 90.4 

 

All fifty-two participants contributed to an online discussion board. Of those, ten were 

invited to participate in two separate focus group discussions.  Three participants were also 

selected as case-study examples to further extend this research to gain deeper insight into the 

lives, language, and literacy of graduates. These three students were selected because each 

represents a uniquely different language and household background, each contributing a small 

piece to a larger picture of the students at this school.  

Tara.  Tara is from an English-speaking household.  Her family background is Irish and 

German.  After her sixth-grade year, her family moved to an affluent area in southern California, 

where her exposure to Spanish all but disappeared.  Now, she holds a bachelor’s degree in 

Sustainable Agriculture and Food Systems and is beginning a master’s degree in the same field. 
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She served in Paraguay for two years as a Peace Corp volunteer, and most recently worked as a 

third grade teacher.  

Julieta.  Julieta’s home life growing up was extremely bilingual and bicultural.  She, like 

the largest number of students in the school, comes from a Mexican-American middle-class 

household.  She is heavily involved in mariachi, at times belonging to three different groups at 

once. Her mother has a very high level of Spanish, and has served as a Spanish/English 

interpreter in the fields of medicine, law, and finance. Julieta likewise has developed a very high 

level of Spanish proficiency.  She recently graduated with a degree in Psychology, and currently 

works at a bank.   

Jaime.  Jaime is the only participant of the three who comes from the neighborhood, 

Barrio Amelia.  His primary caregivers growing up were his mother and his grandmother.  

Though Spanish was the dominant language spoken by his caregivers, particularly his 

grandmother, Jaime nearly always chose to speak English even from a young age.  He comes 

from a household that reflects the demographics of the neighborhood, namely Latino, working 

class, and low socioeconomic status. He completed some college courses and though he never 

completed a formal degree, he now works as director of a local animal shelter and oversees over 

one hundred employees. He, like Julieta, is also still heavily involved in mariachi and plays with 

a professional group. 

Data Collection 

Three methods of data collection were employed. First, a social networking site, i.e. a 

Facebook group was created for the purpose of this research.  Participants were invited to join a 

Facebook group and encouraged to engage in conversations about past and present experiences 

with their language and literacy.  Questions were posted periodically on the discussion board, 
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and participants contributed as much or as little as they wished, some giving multiple answers to 

questions over the months of data collection, and others only posting once or twice. The site 

became a useful medium to reach a larger number of participants in a way that was familiar and 

convenient for them (Balter & Brunet, 2012; Lenhart, Purcell, Smith, & Zickuhr, 2010).  The site 

also became a tool for participants to post relevant news articles, videos, and other digital media 

tangentially related to the topics at hand that the researcher did not specifically ask for, but which 

added an extra layer of richness to the data collection (See Appendix F for a more detailed 

description of the social media site as a data collection tool).  

Second, ten participants from the discussion board were invited to participate in two 

separate focus group discussions.  These were useful because they allowed for an environment 

where participants could express differing points of view and explore unanticipated issues in a 

socially-oriented format (Marshall & Rossman, 2011).  In order for it to be a comfortable and 

relaxed format that more closely resembled a conversation than an interview, participants were 

told they did not have to speak in any particular order. A list of questions was created that 

followed up on some points already brought up on the discussion board and/or related to the 

research questions (See Appendix G). Instead of adhering strictly to those questions, the 

conversation was allowed to flow organically.  Many of the participants already knew each other, 

and it was clear that they felt comfortable sharing and discussing with one another in this setting. 

These participants were also asked to perform a mapping activity, where they were asked 

to recall specific groups and activities they were a part of at different points of their lives and 

how much language was used in each group or activity.  They were then asked to designate 

geographic “headquarters” for each group or activity.  These ten participants and this mapping 

activity became the focus of a Communities of Practice Network Analysis (Granados, 2015).  
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The final step in the data collection process involved three one-on-one interviews with 

three case-study participants. Taking direction from Seidman’s (2006)’s three-interview series 

process, the first interview focused on participants elementary school years, the second on their 

experiences as youth, and the final interview explored their post-high school and present lived 

experiences. The benefit of this model was that it placed the participants’ experiences in context 

through a deeper exploration of past and present experiences (Seidman, 2006).  

 Both focus groups and participant interviews lasted approximately one-hour in length, 

and were recorded and transcribed verbatim to preserve the authenticity of the participants’ 

words (Marshall & Rossman, 2011).  Informal field notes were also taken during focus groups 

and interviews, which were used to elaborate on any details that were possibly not captured by 

the recording (Emerson, Fretz, & Shaw, 1995).  

Data Analysis 

 At the onset of the data analysis process, I spent time listening to each interview and 

focus group discussion while reviewing the transcripts, and wrote down my own notes and 

interpretations as I listened.  I then compared and added these notes to the informal field notes I 

had taken during the interviews and focus group discussions.  I organized and numbered each 

interview focus group transciption according to date and/or participant.  I also consolidated the 

discussion group postings into one document, and organized them according to the questions I 

posted and participant responses by date. I tallied how many postings each participant had 

posted.  There were a total of 312 comments/responses posted on the discussion board, each 

posting varying in length.   

I then open coded focus group conversations, case-study interviews, and discussion board 

postings by hand three times (Marshall & Rossman, 2011).  I chose to open code data sources  
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together, because I was ultimately looking for themes across all data sources.  On the first coding 

cyle, I coded very generally, not necessarily with any themes or connections in mind.  On the 

second cyle, I combined related open codes that only appeared once or twice. After the third 

cycle, a total of sixty-two open codes had emerged (Marshall & Rossman, 2011).  

 Next, I looked back over the open codes and began clustering them.  After reviewing the 

clusters of open codes, I came up with twenty connective categories. From the twenty categories, 

I looked for relationships among categories. These relationships became more clear, and I was 

able to identify central themes woven through the categories as they related to my research 

questions (Marshall & Rossman, 2011; Seidman, 2006).  Five salient themes emerged; the first 

four will be discussed in this article: 1) mobilities of language and literacy ideologies; 2) 

negative language associations; 3) capital/Language-as-resource; 4) advocacy and global 

awareness; and 5) communities of practice.  

During a focus group discussion, one participant stated: “I didn’t realized I was getting a 

bilingual education, because naturally, that’s what I was living.”  I coded this statement with a 

ULI to indicate “Unaware of Language Instruction.” This code later was categorized into the 

category “Spanish-as-Normalized,” which then became part of the theme of “Language/Literacy 

Ideologies. This is one example of several recurring codes throughout the focus group, interview, 

and discussion board data (See Appendix E).  

 Additonally, fourteen maps were created to represent the mapping activity, one for each 

participant, and one for each phase in school, i.e. elementary school, middle school, high school, 

and post-high school. These maps were categorized, organized, and analyzed for patterns and 

themes (Granados, 2015).  These maps, as part of a larger study, were not used as part of the 

findings for this paper. 
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All data sources were carefully analyzed and interpreted using reflexivity, whereby self-

perceptions, mental states, and methodological setbacks were taken into consideration the final 

analysis (Heath & Street, 2008). All data sources described above, with the exception of the 

maps, were given careful consideration and used in the final analysis for this article.  

Dissemination of findings included follow-up postings on the social media site reviewing the 

findings and implications of this research. 

Findings 

Then and Now: Mobilities of Language and Literacy Ideologies 

Language ideologies become models of linguistic signs, where participants develop 

understanding of their social world through language use (Schieffelin, Woolard, & Kroskrity, 

1998).  The social relationships signaled through language use are at the basis of this analysis.  

As graduates moved across learning, work and life contexts, models of linguistic signs were 

embedded into their relationships.   In the following section, the “then” of their schooling 

experience is compared to the “now” of their present situations.  

Early reflections of Dalton. Three conceptualizations emerged from the data as 

graduates recounted their reflective perspectives about language and literacy as children while at 

Dalton, and each conceptualization reflects unique language ideologies in regards to Spanish: 

Spanish-as special, Spanish-as-normalized, and Spanish-as-undesirable.  Not all participants 

reflected one of these three described ideologes; some participants were more complex and 

reflected more than one, or alternate ideologies, however, those who did fall into these three 

categories of ideologies are described. 

 Linguistic privilege: Spanish-as-special. Graduates who exemplify this language 

ideology are all non-Hispanic, Euro-American (Anglo) students.  Ten of the fifteen Anglo 
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participants reflected this language ideology. These students discuss how their bilingual and 

bilterate proficiency gave them a sense of feeling “special,” compared to their monolingual 

peers. One participant describes: “I was very proud to speak both languages. My family didn't 

speak Spanish so I was really excited to have a ‘secret’ language. I remember being really 

excited when my sister started at Dalton because it meant that I would have another person to 

speak Spanish to.” In this case, Spanish represented a form of communication that even the 

students’ parents were not able to practice, making the student feel extraordinary.  

Another graduate recalls a similar sentiment: “I don’t remember questioning the validity 

of learning Spanish…I definitely liked learning Spanish and I think even as I got a bit older I still 

had some awareness or feeling of being kind of special for learning Spanish and being able to 

speak Spanish.” Another participant similarly adds:  “Yeah, I…was aware of it, I guess.  It was a 

cool thing, a special thing.” These students were aware of their proficiencies in two language and 

viewed them as something to be proud of.  

Finally, another participant adds: “I would take a bus for like an hour and a half 

everyday, one way… And I felt so privileged to be there.  I knew I had something that the other 

kids in my neighborhood, the ones who just went to the neighborhood school, weren’t getting.”  

While a large number of students were “bussed” in as magnet students, it is only the Anglo 

students who recall this sense of Spanish-as-special.  

Students who made sense of their experience in this way did not question the validity of 

learning two languages.  They accepted and embraced their bilingualism and biliteracy as 

exceptional processes by which they could further communicate in ways that their monolingual 

counterparts could not.  These students did not feel the “threat” of a minority language; instead, 

Spanish was viewed as an asset that only complemented their English-dominant surroundings.   
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Language as everyday social practice: Spanish-as-normalized. The largest number of 

participants in the study, nineteen, embodied this language ideology, and this is a direct 

reflection of the demographics of the school. Students in this category are Mexican-American 

from middle-class households, usually second and third generation. These graduates discuss how 

both Spanish and English were held in such high regard by the school, teachers, and 

administrators, that many students were even unaware that they were receiving any specialized 

form of instruction, and saw their instruction in Spanish and English as completely “normal.” In 

these cases, there was such fluidity of English and Spanish from households to the classroom, 

that the students saw both languages as a part of everyday life. One student describes this stating: 

“When I was younger, I don’t think I ever really thought anything of it.  It was kind of normal….  

And I think that was most of my schooling.  You know, they made it seem really normal I 

guess.” Another participant recounts: “While in elementary I felt that is was ‘normal’ to be 

taught two languages, the languages spoken in my household and with my family.” A similar 

sentiment by another participant states: “I was exposed to Spanish and English at home and at 

school so it was normal to me.” 

A number of students discuss that they were even unaware that they were part of a dual 

language immersion program.  One student states: “I seriously had no concept that I was even 

part of a bilingual school.  I thought all schools taught in English and in Spanish. That’s just 

what I had always known, and what my home was.”  

Another participant recounts how her early literacy experiences were also normalized 

because of the congruence between home and school. She says: “And my mom was like ‘You 

learned to read in Spanish before you learned to read in English.’ And I was like ‘I did?’ It was 

just so normal.”  
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Graduates with a Spanish-as-normalized ideology internalized a sentiment at a young age 

that values both Spanish and English and the fluid translanguaging between the two languages. 

Though students may have experienced some of the prevailing negative language ideologies in 

the macro sociopolitical context, in their micro level of experience, they were able to negotiate 

Spanish and English with fluidity across contexts, perhaps in large part due to the value their 

parents, teachers, school staff, and administrators placed on Spanish and English bilingualism 

and biliteracy.  

Stigmatization of language: Spanish-as-undesirable. Students who held this language 

ideology were resistant to Spanish from a young age.  While these students often came from 

households with more Spanish prior to entering elementary school, perhaps of greater 

significance, is the fact that these students were from Barrio Amelia, a lower socioeconomic 

area.  One participant describes resistance to Spanish even prior to entering school, describing 

how he “never answered in Spanish” if someone tried to engage him in Spanish dialogue.  Sara, 

another student recounts: “When I started Dalton… I did not want to learn Spanish. I remember 

being a really difficult student because I refused to learn the slightest bit of Spanish.”  Another 

student further states: “I remember being really reluctant to learn Spanish.  I was around it all the 

time at home, so I guess I just didn’t want to speak it at school.” Perhaps a more extreme 

example comes from Valerie, an African American student who recounts: “I remember rejecting 

Spanish a lot when it was first being taught to me.  I remember I would have to go to the 

bathroom and because they always made you ask in Spanish, I never wanted to say it in Spanish, 

so I would just hold it.” 

The students from the local Barrio Amelia likely connected the Spanish language not 

only to the barrio, but also to low socio-economic status.  These students viewed English as the 
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way to get out of the barrio, and by extension out of poverty and into a better job.  It must be 

noted that not all barrio students held the Spanish-as-undesirable language ideology.  However, 

within the participants, the Spanish-as-undesirable ideology was only connected to students who 

came from Barrio Amelia, and/or lower socioeconomic and Spanish-dominant households. Of 

the thirteen participants in this study who come from Barrio Amelia, six held this ideology.  The 

other seven students from barrio Amelia held positive attitudes about Spanish and English much 

like their middle-class peers.  

This finding in relation to Spanish-as-undesirable is consistent with research on biliteracy 

conducted by Moll (2014) at this same school site where a five-year-old Mexican American dual 

language student remarked (in Spanish) that she did not care for Spanish.  She explained that if 

someone speaks Spanish, then “He [or she] has to be out on the street begging for food…because 

when he went to school he [or she] didn’t hear [understand] anything and then stayed a dummy” 

(p. 96).  (See Lippi-Green, 1997, for a discussion of language as a means of discrimination).   

Ideologies and case-study participants. Interestingly, each of the three case-study 

participants represents a different one of the three language ideologies described above.  Tara, an 

Anglo middle-class student, discusses her feelings of feeling “special” because of her proficiency 

in two languages.  Even after she moved to California, she describes how her peers would ask 

her how she knew so much Spanish, and when she would explain her early schooling 

experiences, her peers would remark how “cool” that was.  Julieta, a Latina middle-class student, 

describes the fluidity of her home and schooling language experiences, and how she was all but 

unaware that her schooling was even different.  She relates what a normal transition it was to 

move between school and her household environment and that she did not truly take note of it 

until she attended an academically rigorous high school that lacked diversity in its student body.  
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Only then did she take note that her bilingual schooling was in fact out of the norm.  Jaime, 

coming from Barrio Amelia, showed reluctance to engage with Spanish from an early age.  

While his surroundings and interactions with his caregivers were in Spanish, he always preferred 

English. Though his opinions and beliefs surrounding bilingualism and biliteracy have changed 

since then to be very positive in valuing both languages, his language use still reflects the young 

student who always felt more comfortable and showed clear preference toward English.    

Current language and literacy ideologies. Perhaps one of the most fascinating aspects 

of this research is investigating how ideologies held by students have changed over time. For 

those students who recall resistance to Spanish as a child, every graduate today, not only do not 

reflect the Spanish-as-undesirable ideology, but exhibit overwhelmingly positive feelings 

towards their early schooling experiences and towards bilingualism and biliteracy in general.  

Sara, who describes her reluctance and resistance to Spanish as a child, now holds a Bachelor’s 

of Arts degree in Spanish.  She describes how she uses Spanish in her interactions with her 

family and in her employment, and feels “overwhelmingly grateful now for my schooling and for 

the chance I had to learn both languages.  I see my little brother now who didn’t go to bilingual 

school and it’s sad that he can’t talk to his family.”  Valerie, who refused to speak Spanish in 

order to use the restroom, is now an example of expansive bilingualism and biliteracy; 

throughout her life she has had multiple and varied opportunities to engage in Spanish 

communicative practices, from her involvement in more than one mariachi group, to several high 

level Spanish courses in high school and college, to peer interactions, to employment 

opportunities. Her friend says this about her: “Valerie speaks better Spanish than a lot of our 

Mexican-American friends.” Valerie, like many other participants, indicates that she is more 
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bilingual and biliterate today than she was in elementary school.  Speaking of present day, she 

says: “I feel like I use Spanish all the time.” 

Participants who held the Spanish-as-normalized ideology as children, have since come 

to view their early language and literacy experiences as more than normal, rather, as exceptional. 

The following excerpt from a focus group discussion captures this well:  

B: I remember we couldn’t fathom why people would think [speaking Spanish] was bad.  
Like what’s wrong?  
I: Yeah! We’ve been doing this [speaking Spanish and English] for how long? 
M: It was just the norm to us.   
I: Exactly.  
M: Well it was the norm to us, but now we know it was a privilege.  And now when I 
think about it, when I have kids, I have to put them in a bilingual school, like there’s no 
other way. 
 
Another participant who laments his language loss since leaving the elementary school, 

says: “Some people would tell me that it would really help me in the future, but I underestimated 

how much it would matter. I wish I had paid attention and practiced more when I was younger to 

try to absorb and retain it. Now, I practice as much as I can, especially with my Tata 

[grandfather] and my dad.” 

The examples from the data are too many to describe, but there is a clear, overwhelming 

sentiment among graduates that over time and as they have grown into adulthood, they have 

come to value and even cherish their elementary school and experiences.  Specifically, graduates 

have a sense of how bilingualism and biliteracy is valuable in relationships, and in their 

employment.  Every participant who responded to the question “would you put your children in a 

bilingual program like the one you attended?” responded “yes,” and some even added that they 

would only put their children in a bilingual program. The following excerpt from a focus group 

captures just how strongly graduates feel about their schooling experiences:  
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N: From an education perspective, sometimes you think that there’s no such thing as, I 
don’t know, “the perfect school,” but… 
J:  It was pretty damn close. 
N:  Yeah, exactly. 
 
Lemke (2000) discusses issues of timescales, and how our life trajectories are not static, 

rather every process and interaction occurs along a timescale.  As such, our identities develop 

over time as non-linear and recursive processes.  This is certainly true of graduates language and 

literate identities and ideologies. Whether, as they say, hindsight is 20-20, or rather it is a matter 

of putting on rose-colored-classes to reflect back on “the good-old-days,” whatever the reason 

may be for participants’ positive perspectives with regards to their schooling, graduates’ 

reflective perspectives of their early language and literacy experiences now have a direct 

influence on their current language and literacy practices, larger worldviews, and the language 

ideologies they hold.  

Proposition 203: A critical juncture. In the year 2000, the state of Arizona passed a 

proposition essentially making it illegal for schools to provide bilingual instruction.  This was a 

turning point in the state with regards to language and education.  In 2000, the participants’ 

grades ranged from 2nd to 7th.  Many students had different reactions, and some were more 

affected than others. Particularly for the older children, this proposition represented a critical 

time in their understanding of the deeper issues surrounding language. Until that point, many 

students recall being somewhat unaware of any debate surrounding bilingualism. The following 

anecdote by a participant who was in 6th grade at the time of proposition sheds light on her 

experience:  

“My sister and I went to dance class and most of the girls there were Mexican but English 
speakers, like us, but they didn’t go to our school…so my friend’s mom…was handing 
out these buttons with 203 with a slash through it, and so my friend’s mom went to give it 
to another mom, and she was Mexican…but she said ‘oh no, I won’t take that.’ And my 
friend’s mom was like ‘why?’ and she said ‘because it hurts us,’ saying that learning 
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Spanish in schools hurts ‘us,’ meaning Mexican-Americans, because…then the kids 
won’t be successful if they don’t learn English, you know the whole argument.  And I 
remember being like (gasp) Like totally shocked, because I had pictured… you know, 
misinformed politicians living up in northern Arizona or something.  But then to see my 
friend’s Mexican mom who was against bilingual ed., it was literally the first time that I 
even knew that there was even another point of view…I think it made me more aware of 
those issues.” 
 
This example frames the polarization of language and community; that one cannot 

assume that because one speaks a particular language that a prescribed linguistic ideology will 

follow.  

The older graduates in particular describe how they actively campaigned against the 

proposition, handing out buttons, and standing on street corners with signs and chanting “Hey-

hey, ho-ho, 203 has got to go!” repeatedly.   

When asked: “Did proposition 203 affect how you thought about being bilingual and 

biliterate?” one participant responded: “I think it made me more determined.” Instead of 

internalizing the negative discourse the state was trying to impose surrounding bilingual 

education, graduates were instead more influenced by the anti-203 and pro-bilingual education 

discourse.  For the younger students still in the dual language program when the proposition 

passed, many recall feeling relieved that nothing changed in their educational instruction, 

because the school was able to find ways to maintain aspects of dual language education because 

of its magnet status and because many of the students were English speakers (an ironic 

requirement of Proposition 203).   

The proposition represented a critical and even transformative experience for bilingual 

graduates.  Recognizing their own experiences with bilingual education and then faced with 

opposition, students came to rally in support of such programs, shaping their own beliefs about 

bilingualism and biliteracy and enacting direct advocacy in favor of bilingualism.    
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Negative Language Associations 

Along with proposition 203, participants describe many other instances where Spanish 

was associated with a negative sentiment.  In high school, many students chose to take Spanish 

classes.  These were to fulfill a foreign language requirement, and were not part of any bilingual 

program.  Some participants recount that the AP Spanish class was only offered every other year, 

and when it was offered, it conflicted with mariachi, so students were forced to choose between 

the two.  The students who chose mariachi (which were most) were forced to take French, 

Portuguese, or another foreign language that the school offered.  Another student describes that 

she was not allowed to enroll in the heritage Spanish class because she was Anglo.  She relates: 

“I had grown up in a bilingual school; I had traveled to Mexico every summer, I could totally 

keep up with everything in the class, but yes, my parents are White, and they even tried to talk to 

the school, but they still wouldn’t let me in [the heritage Spanish class], and I knew I would be 

bored in the other Spanish classes, so I just took French to fulfill the requirement.  I was bitter.”  

The students describe how these experiences stood in stark contrast to the supportive language 

environment they had encountered in their younger years, and how off-putting this was for them.  

Many simply gave up formal Spanish courses until they reached college.   

Spanish as Capital 

 Spanish as capital became a dominant theme that emerged from the data.  I describe the 

following forms of capital observed among graduates: social and cultural, economic, and literacy 

capital.  

Social and cultural capital. Social relationships are a rich source for linguistic practice.  

In the case of graduates, language also opened up opportunities for increased social interactions.  
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Many participants describe interactions they have and connections they build with family 

members such as aunts and uncles, and particularly grandparents who are Spanish speakers.   

One participant describes how her boyfriend’s grandparents speak Spanish, but her boyfriend, 

even though he is half Mexican, never learned the language.  She recounts how remarkable it is 

that she, an Anglo girl, is the one who communicates with his grandparents.  In fact, the 

grandfather told her how grateful he was to be able to speak with such a “great Spanish speaker,” 

because he is unable to do that even with his grandchildren. 

Spanish also provides a way of building relationship in the work place.  One participant 

worked as a server in a restaurant, and describes how all of the cooks were Spanish speakers.  As 

the only bilingual server, she was able to build relationships with them in ways that the other 

employees were unable to.   

  Another participant, Miranda, recalls accruing a particular kind of social capital through 

relationships that were formed because of the school as a dual language magnet school.   

She describes that, coming from Barrio Amelia, she was grateful to be going to school with 

“children of professionals,” because she believes that was to her benefit in terms of the type of 

education she received. Her mother was a young teen mom, and because of the school she was 

able to associate with middle-class mothers who were able to guide her “inexperienced” mother 

in terms of Miranda’s education.  She says: “ I always considered it as a privileged school, as in 

professionals who know the importance of bilingualism, and they want a bright future for their 

children, they enroll their kids in the lotería, so its full of children whose parents are invested, 

and me coming from Barrio Amelia, it just set the standard for my education higher I think.”  

Miranda felt that she and her mother acquired social capital because of the relationships formed 

surrounding the use and instruction in Spanish.  Miranda also discovered she had linguistic 
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capital within the school because she was a dominant Spanish speaker, which positioned her 

favorably among her classmates who were primarily Spanish learners.    

 Another Anglo participant describes social and cultural capital in the larger community, 

exclaiming “I’m accepted into the culture that I locally live in, because of the language.” She 

later goes on to say “now people assume I’m Latina…Everybody thinks that I am, and I have to 

be honest, but I’m Mexicana in my heart.”   

 As part of their learning at Dalton, many children participated in the music program that 

used bilingualism and biliteracy as the foundation for its instruction.  In this way, language, 

literacy, cultural identity, and music were all linked into one whole learning environment. 

Mariachi music became a thread throughout many students’ lives, and thereby a form of capital, 

as students participated in both amateur and professional mariachi music experiences throughout 

their lives, and as such enjoyed many new friendships and increased social networks.   

Economic capital. There are many examples from the data that describe the ways in 

which participants view their Spanish language and literacies as crucial in their economic 

interests.  Participants describe many instances where they use their Spanish in work settings.  

One participant who works as a bank teller explains: “I’m the only teller that speaks Spanish, and 

so customers, they’ll like wait for my window because they look at my nametag because it says 

‘Hablo Español’ on it, which is really funny because it makes me feel awkward…” 

Another participant, Noemi, works at a local clothing store at the mall.  She remembers a 

recent semi-annual sale, where large numbers of people from neighboring Mexico came up to 

take advantage of the sale.  She describes how the line for her register was wrapped around the 

room and out the door, simply because she was the only Spanish speaker.  Eventually, her 

manager asked the other (monolingual) employees at other registers come over to help her at her 



 152 

register.  After this experience she recalls thinking to herself “No wonder you hired me! You 

needed me!”  

Another graduate describes that as an employer, proficiency in two languages is 

something he looks for, stating: “I know first hand how valuable it is to be bilingual. I manage 

two mid-scale hotels and employ over fifty employees, and as an employer, it is something I look 

for as a valuable quality when selecting candidates.” 

Literacy capital.  Though most participants describe a prevalence of English in their 

day-to-day literacy use, there are many examples of graduates using their biliteracy to their 

advantage. As young children in school, several participants recall having equal preference for 

Spanish and English in reading, in fact, some actually preferred Spanish because they found it 

phonetically easier.  Students therefore had the advantage that they were able to check out books 

from libraries in either language, and benefit from the Spanish literature in ways that 

monolingual kids were unable to.  

Other graduates describe how presently they engage in reading of online articles in 

Spanish, particularly when a Spanish-speaking friend or relative posts a link online on a social 

media site.   

Many participants have used their Spanish in translating documents, particularly in 

volunteer settings and work settings.  One graduate states: “The skill of being bilingual has paid 

off for me especially my job because I can translate documents at the clinic, and I know that’s 

why they hired me.” In this case, Spanish becomes a form of literacy capital and economic 

capital.  

 Most graduates have used their Spanish in their education after elementary school, 

enrolling in Spanish courses in different phases of their schooling. Of the participants, seven 
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have minors in Spanish, two have majors in Spanish, and one holds a master’s degree in Spanish. 

In these ways, Spanish has very literally become a form of literacy capital through educational 

gains.  

The above forms of Spanish capital touches the surface of the ways in which language 

and literacy have translated into beneficial aspects in students’ lives. Spanish-as-capital 

contributes to graduate’s larger ideologies surrounding language and literacy in ways that further 

associate Spanish as a positive, valuable essence in their lives.  

Advocacy and Increased Global Awareness 

 A large number of graduates reflect advocacy as well as high global awareness in their 

words and actions.  Many graduates have gone on to become peace-corps fellows, others are 

very politically active, and others have become involved in local non-profit organizations and are 

activists for their respective causes, one student exclaiming: “We have to be advocates!” Another 

student recounts “Some people somehow think it’s ‘un-American’ now, and I mean, we said the 

Pledge of Allegiance every morning…We knew just as much of our country as we did our 

culture.”  Although it was not the initial intention, the online discussion board also became a site 

where some participants shared political media.  For example, some participants shared articles 

related to recent controversy surrounding a local Ethnic Studies program, as well as articles and 

media about issues of language.  The assumption was that other participants on the discussion 

board held similar sentiments with regards to significant issues surrounding language and 

culture.   

  Graduates also confirmed increased sensitivity to issues of diversity, and greater 

appreciation for people of diverse cultures and backgrounds.  

“I definitely think everything in our past leads us to what we are.  Dalton was a big part 
of my past.  If I had gone to a different school, I don’t know if I would have ended up 
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where I am.   Spanish and being bilingual was a huge part to take away for me, but I think 
it was also the bicultural aspect. It made me aware at a young age to be wary of 
generalizations/stereotypes.” 
 
Another student expresses a similar sentiment, explaining: “I’m definitely more open-

minded and my heart is more open because of Dalton…I think its shaped my world views 

and…when things happen in the world or when I see things on the news, my reaction is rooted in 

the fact that I spent the first six years of my life in that bilingual and bicultural environment, and 

that affects my daily choices.” 

 Issues of advocacy, increased global awareness, and sensitivity to issues of diversity and 

minoritized populations as themes associated with graduates’ present perspectives and practice 

represent one aspect of ways that graduates are affected by their early dual language schooling in 

present day.   

Where are the Students now?   

As mentioned, 90.4% of graduates now have at least an Associates degree, and many 

have earned or are working towards earning Bachelor’s and graduate degrees.  In fact, 96% of 

graduates have attended some college. Perhaps this high percentage can be explained partially by 

the methodology, where graduates were invited to the study via a Facebook group, a site that was 

originally geared towards college students, although in recent years users of any age or education 

background are able to join.  However, there is some research that shows that students who are 

engaged in programs that encourage activism and critical consciousness have higher student 

achievement rates (see Cabrera, Milem, Jaquette, & Marx, 2014). Collier and Thomas (2004) 

also provide some data of how dual language programs are successful at closing the achievement 

gap, and have a high academic success for its students. Perhaps these students’ early language 

and literacy experiences, as well as their political activism and involvement in the states’ 
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punitive language policies from an early age are somehow correlated to their current educational 

success.  

Additionally, students have discussed how certain teachers and educators at the school, 

educators consistently described as “caring,” “supportive,” and “invested,” had “life-changing” 

influences on participants.  

Jaime believes that the remarkable, highly qualified educators at the school during his 

elementary school years came to the school precisely because it had a dual language immersion 

program. He observes: “I look at a lot of us [graduates] and there’s such a dynamic group of 

people doing incredible things, and we still have so much more to accomplish, and the one thing 

that we all share is Dalton, which is a bilingual institution, and I don’t think there’s a 

coincidence. I think there’s a correlation between that school setting as a foundation for setting 

us up for personal and professional success.”  

Later bilingualism and biliteracy.  Participants have had multiple and varied 

opportunities to use their bilingualism and biliteracy across multiple domains throughout 

different time periods in their lives (Granados, 2015). When asked, 76.9% of graduates believed 

that today they are more or equally bilingual and biliterate than when they were elementary 

students in the dual language program, 17.3% of graduates believe they have experienced some 

language loss, and 5.8% believe they are more bilingual, but less biliterate (see Table 3.2).  

Table 3.2 
 
Participant Perceptions of Current Bilingualism and Biliteracy 

More, equally, or less bilingual 
and biliterate  

# of Participants 
(out of 52) 

% 

More Bilingual and Biliterate 29 55.7 

Less Bilingual and Biliterate 9 17.3 

Equally Bilingual and Biliterate 11 21.2 
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More Bilingual but Less Biliterate 3 5.8 

 

Graduates describe multiple and varied opportunities to use their Spanish and English, 

and have participated in study broad or volunteer programs in Spanish speaking countries, have 

been active members of mariachi groups, have taken upper level Spanish courses in high school 

and college, and have engaged in many social interaction and built social relationships because 

of their bilingual an biliterate opportunities. Their early education experiences still continue to 

affect their ways of interpreting signs and symbols as one participant describes: “Even now, it 

may sound so silly, but I’ll be like walking and I’ll see something [in English] and I’ll read it in 

Spanish, and I’ll be like ‘wait a minute, that doesn’t make sense, wrong language’ (laughs) just 

because my brain automatically does that.”  

Despite their proficiency in two languages and opportunities to use their Spanish, 

participants describe a dominance of English in their daily interactions.  While they may have 

high proficiency in Spanish, they describe English as the language they will use unless there is a 

purposeful reason for speaking, reading, or writing in Spanish.  

Discussion and Conclusion 

Although ideologies are, by definition, collective, implicated in a group of people rather 

than to an individual, not all ideologies are internalized in the same way by any one person 

belonging to that group, as the above research indicates. This begs an interesting question, of 

how, then, how do ideologies really work? If one individual of a perceived social group is clearly 

influenced by a particular ideology, how then can another individual of the same perceived social 

group seem to not be influenced in the same way?  van Dijk (2006a) argues:  

Although ideologies by definition are socially shared, obviously not all members of 

groups ‘know’ these ideologies equally well. As is the case for natural languages, there 
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are differences of ‘expertise’ in a group. Members are able to speak or act on the basis of 

the acquired ideology, but are not always able to formulate its beliefs explicitly.   

This leaves us with the questions—when, why and under what circumstances do people cross 

over between ideologies, and is it a function of participation? Are there only particular dominant 

ideologies or are there levels of ideologies? Of critical importance are the historical 

circumstances that have constructed English as the dominant language, and other languages and 

hence speakers of other languages as marked or “inferior.” 

As Lam and Warriner (2012) state: “It is important to recognize that nation states still 

monopolize the means of coercive power within their borders, and adjudicate discourses of 

national loyalty, citizenship, language ideology, and language-in-education policies” (p. 12).  

 Specifically when literacy and biliteracy are concerned, we must begin with the understanding 

that there are social representations of language and literacy. Literacy itself is marked.  Literacy 

has often differentiated a societies’ “elites,” where “literacy often relegate[s] individuals and 

social groups to various hierarchical positions within society” (Compton Lilly, 2007b, p. 75).  As 

we wrap back around to the NLS framework, the themes that emerged from the participant echo 

the circulating discourses surrounding the coercive power of particular social positions and 

language and literacy ideologies: 

Not only were uses of literacy to be seen as a way in which groups in society might 

exercise power and dominance over other groups, withholding or providing access to 

literacy for instance to chosen groups, but more subtly that the very assumptions about 

literacy—the models that people held underpinning their uses of literacy—were also 

sources of power relations. (Street, 2003b, p. xiii)  
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In this manner, ideologies of literacy put you in a sort of “club”—a scholarly club or 

network of visual display, where each member understands discourse sharing. This may be 

considered a type of literacy capital, similar to social and cultural capital. Literacy leaves marks 

because literacy is generative; meaning, it creates new material. In many ways, literacy excludes. 

While there are multiple ways to display language, and language can also exclude; literacy finds 

ways of operating where communities display club membership.  

To illustrate this point, I cite an example mentioned by Woolard (1998), referencing the 

Spanish colonial domination of Mesoamerica.  In the European tradition, the only form of 

literacy recognized was alphabetic literacy.  This alphabetic bias led the Spanish conquistadores 

to misconstrue Mesoamerican languages and cultures, wholly devaluing their literacies. This 

group’s collective definition of what constitutes literacy led to exclusion, as their literacy was 

misconstrued as “inferior” or “deficient” (p. 28).  Thus only a particular form of literacy was 

considered valid and the hegemonic force tied to the literacy ideology resulted in the burning and 

destruction of invaluable codices and histories. Ironically, as ideologies move across space and 

time, the same alphabetic Spanish literacy now is devalued within the context of English-only 

mandates.   

Once issues of language already laden with macro-level beliefs and socio-political 

histories are added to an already “marked” literacy, language and literacy ideologies can mean 

understanding how certain practices are viewed as “deficient.”  Understanding ideology means 

understanding how biliteracy gets valued (or devalued) at multiple levels, and how it is imbued 

with other, more complex social meanings. Furthermore, language and literacy ideologies shape 

and mold language and literacy practices.   
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 As these graduates have experienced and internalized notions of Spanish as social, 

cultural, economic, and literacy capital, this likely contributes to current ideologies that greatly 

esteem bilingualism and biliteracy.  Whether it is directly tied to Spanish-as-capital or not, 

graduates now hold overwhelmingly positive ideologies with regards to their Spanish language 

and literacy. Understanding these processes through an NLS framework helps shed light how 

there is no one universal way to apply literacy across time and across cultures. Instead, this lens 

helps to uncover “mobilities of learning” across time. This research further highlights that 

ideologies of language and literacy are neither static nor fixed, but over time have been molded 

and reshaped in a very fluid and lively process, and as Arnot-Hopffer (2007) says, there are 

multiple pathways to biliteracy, and they extend across their lifespan with multiple outcomes.  

Even so, what has remained constant is a deep and abiding commitment to language diversity 

cultural pluralism and advocacy.  With these new insights, future researchers can begin to 

explore just how members who are perceived to be in the same social space internalize 

ideologies differently.  In this way, we can begin to understand the multiple and competing 

social, cultural, institutional, and political forces at play in complex processes that ultimately 

affect one’s mobilities of language, literacy, and learning. 
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Abstract 

This article takes the idea of Ruiz’s (1984) language-as-resource orientation to language 

planning to ask questions about significant issues related to language and literacy as resource, 

exploring questions of when, where, and for whom? Through a detailed analysis of three 

participants’ life narratives, findings argue that language-as-resource is a shifting category that 

varies across social fields and time, and has a historical context. Case studies illustrate how 

language as a resource can be unpacked in ways that Ruiz has alluded to, and offers multiple and 

layered perspectives on how language positions speakers within larger ideological contexts. 

Keywords: dual language schooling, dual language graduates, language-as-resource, 

bilingualism, biliteracy 
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Language-as-Resource: When, Where, and for Whom? 

Case Studies of Dual Language Graduates 

Dual language education, also called two-way immersion, is a unique type of bilingual 

education in which a classroom composed of native English speakers and native speakers of 

another language receive academic instruction in both languages, and each language is given 

equal importance.  The model for dual language immersion schooling has been in existence for 

nearly forty years, but the most progress and research of such programs has occurred within 

recent decades (Howard, Sugarman, & Christian 2003). In one description of how a dual 

language program has operated within its sociopolitical framework, teachers and researchers 

emphasized that the program is about “much more than language.” Instead, the language plan 

contributes only one part to a larger vision that encourages social transformation in unique ways 

that differ from traditional education for other mainstream American children (Freeman, 1996, p. 

558). Dual language programs generally integrate two native language backgrounds in an 

instructional setting where at least 50% of the curriculum is in the minority language.  

A few guiding principles generally underlie dual language programs (Howard, Sugarman, 

Christian, Lindholm-Leary, & Rogers, 2007; Lindholm, 1990).  Lindholm (1990) specifically 

outlines four principle goals common across all dual language programs: 1) academic 

achievement meeting average or above average standards, 2) proficient biliteracy and bilingual 

development in two languages, 3) self-competence, and 4) positive cross-cultural perspectives. 

Dual language programs are a type of maintenance bilingual education, which encourages 

students to retain and build on their native tongue as they learn a second language.  A further 

guiding principle for dual language schooling is an emphasis on interculturality; that is, students 

learn to value and appreciate different ways of being in and seeing the world. This stands in 
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contrast to transitional bilingual education, which has the primary aim of students becoming 

proficient enough in the majority language so that they can transition into a mainstream 

classroom as quickly as possible (Baker, 2006).  

In a landmark publication that has been widely cited through the years, Ruiz (1984) 

outlined three orientations toward language planning that are relevant here and have served as 

touchstones for bilingual programs nationally and internationally.  These stances toward 

language are described as:  language-as-problem, where a minority language is viewed as a 

problem or burden for a specific purpose, such as being a threat to community or national 

uniformity; language-as-right, an orientation that sees language as a basic human right; and 

language-as-resource, an alternative orientation where language is viewed as a personal, 

community, and national resource that may include social, cultural, educational, economic, and 

political benefits. Ruiz argued, “a fuller development of a resources-oriented approach to 

language planning could help to reshape attitudes about language and language groups” (p. 27). 

These orientations have been used extensively in language planning through the years (e.g. 

Baker, 2006; Crawford, 2000; Cummins, 2000; Hornberger, 1994; Huebner & Davis, 1999) and 

have been widely cited and discussed.    

Transitional bilingual education programs in general take a language-as-problem 

orientation to language planning, as these programs aim to “fix” the language “problem” in order 

transition to the mainstream.  Most dual language programs, on the other hand, take a language-

as-resource orientation, as they strive to maintain and privilege both the minority and the 

majority language, while promoting maintenance of a heritage culture. Yet some questions 

remain regarding the idea of language-as resource.  Where does the ‘resource’ reside?  Is it at the 

individual level, the community level, or is it for the nation-state? Is it a complex combination of 
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all three? How is the idea of language-as-resource carried out, and for whom, i.e., who are the 

beneficiaries of linguistic resources and in what ways do they benefit?  

These questions were investigated in the study of one k-5 dual language model in the 

southwest, Dalton Bilingual Magnet School.  This dual language school implemented a 

curriculum of 100% Spanish in the early grades for native English and Spanish speakers, which 

gradually transitioned to 70% Spanish and 30% English by fifth grade (Smith, 2000), and the 

objective was to privilege both languages in a setting where parents, educators, and community 

worked together to create a supportive language and learning experience for its students. 

Students at Dalton experienced a complex and multilayered range of language and literacy 

interactions throughout their years in elementary school, both inside and outside of the 

classroom.  After leaving this setting, students who had shared this common denominator in their 

educational experiences during their elementary school years continued on a multifaceted and 

dynamic bilingual and biliterate trajectory. These former dual language graduates are now young 

adults, and exploring their life stories and reflections may shed light on significant issues related 

to language and literacy as resource, exploring questions of when, where, and for whom? 

Through the study of three case study participants, this research delves into dual language 

graduates’ distinctive experiences with bilingualism and biliteracy by asking the following 

research questions: How do graduates of a dual language immersion program characterize their 

bilingual and biliterate trajectories?  How has their bilingualism and biliteracy been 

conceptualized by them and by others?  How and in what ways has it functioned as a resource in 

their lives? This paper argues that language-as-resource is a shifting category that varies across 

social fields and across time, and is embedded within historical dimensions of language and 

power. In the three case studies, the orientation of language-as-resource was connected to larger 
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language ideologies, which varied across time and space.  These case studies illustrate how 

language as a resource can be unpacked in ways that Ruiz has alluded to, and offers multiple and 

layered perspectives on how language positions speakers within larger ideological contexts.  

Theoretical Framing of the Literature 

Language-as-resource has a broad theoretical base in the literature on bilingual education 

(García & Baker, 1995; Baker, 2006; Crawford, 2004; Cummins, 2001).  Similarly, culturally 

relevant pedagogies were formulated to build on the linguistic and literate practices of 

marginalized communities (Ladson-Billings, 1994, Lee, 1995).  Correspondingly, a Funds of 

Knowledge approach (González, Moll, & Amanti, 2006), acknowledged community resources, 

including language, through understanding the ways which students bring with them historically 

accumulated repositories of community knowledge. Teachers can draw from and build upon 

these experiences and community knowledge in the classroom. From this perspective, linguistic 

funds of knowledge are validated as resources within classrooms and communities.   A similar 

asset-based pedagogy, the formulation of “community cultural wealth” (Yosso, 2005) also seeks 

to reformulate the idea of capital to include cultural and linguistic resources.  Linguistic 

resources in this view include not only language proficiency, but other aspects of community 

wealth including repertoires of storytelling, music and poetry.  

The idea behind conceptualizing and acknowledging community resources, including 

language, is not simply to acknowledge that they exist, but to sustain them. Paris (2012) calls for 

a change in terminology to discuss Culturally Sustaining Pedagogy, which adopts a stance that 

expands on pedagogies that not only respond to learners’ linguistic and cultural communities, 

background, and experiences, but “support young people in sustaining the cultural and linguistic 

competence of their communities while simultaneously offering access to dominant cultural 
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competence. (p. 95). Resources must be more than validated, but sustained, and sustainability 

should be the lens. These perspectives promote the development of and investment in 

community, cultural and linguistic resources as a basis for effective and sustaining pedagogies.   

Reorienting Language as Resource 

 Even as exceptionally significant as Ruiz’ original 1984 formulation has been, critiques 

have emerged of the language-as-resource orientation to language planning.  In a more recent 

publication, Ruiz (2010) addresses some of the critiques particularly those by Ricento (2005), 

focusing on the following three interpretations: 1) A language-as-resource orientation has been 

framed in terms of economic and military benefits of a heritage language; 2) When understood in 

an “instrumentalist” way, language-as-resource becomes removed from ethnic and cultural 

significance, and is construed in a way that it is only valuable insomuch that it is a tool, so that 

“language-as-resource thus serves the interest of capitalistic power brokers rather than those of 

the communities in which the languages reside;” and 3) Language rights can become 

inconsequential and impeded by a language-as-resource orientation (Ruiz, 2010, p. 158).  

 In response to the first critique, Ruiz cites the words of Stephen May (in Wright & Kelly-

Holmes, 1998), who affirms: “It seems to me that economic arguments for language maintenance 

have tended to work against minority languages far more than for them.  This is particularly 

evident with regard to the hegemonic influence of English, for example, and its role in minority 

language shift (p. 33).  Ruiz (2010) argues: “it cannot start with the economic argument.  

Instead, it must be based on the intrinsic value of multilingualism; this in turn will be the 

framework in which economic value is defined.” (p. 160).  He concludes:  

Value is multifaceted; many of these languages have lived for many generations without 

the esteem of outside communities in large part because their own speakers give them 
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value that others may not appreciate in even their own languages. [Language-as-resource] 

is a call to create opportunities for the rest of us to gain some of that appreciation. (p. 

162) 

To address the second critique, namely that language-as-resource promotes an 

instrumentalist view, Ruiz (2004) positions two different types of orientations: descriptive and 

normative. Descriptive orientations view language as an expression of cultural heritage and as a 

tool for some social benefit.  He suggests the following as descriptive orientations: language-as-

a-tool; language-as-means; and language-as-a mediator of culture. Closely related is the idea of 

normative orientations, which “direct us to particular sorts of affects and ideologies toward 

language that are then expressed in policy” (Ruiz, 2010, p. 163). Language-as-right, language-as-

problem, and language-as-resource are normative orientations, and as such, his argument 

includes the instrumentalist or descriptive view, but is not limited to it. He describes one aspect 

in regards to the instrumentalist view:  

For speakers of English as a first language, the instrumentalist orientation may also 

explain why there seems to be relative indifference, at best, to the loss of minority, local, 

indigenous languages.  Sine these bring little if any advantage to their communities, the 

argument goes, much better to replace their languages with something better, a better 

tool.  What is ignored in this dynamic is that these communities have different orientation 

toward their language: It is part of their identity, their world, embodied in the title of 

Norma González’s book I am my language (2001).  This orientational difference explains 

much of the misunderstanding and dissension with respect to language loss and 

revitalization. (p. 164)  
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The final critique maintains that a language-as-resource orientation precludes language-

as-right.  Ruiz contends that his original argument affirms that language-as-right is inherent in 

language-as-resource, arguing: “Let me say it more forcefully: unless one sees language as a 

good thing in itself, it is impossible to affirm anyone’s right to it” (p. 166).  

As Ruiz notes, language and power are intensely connected. Simply put, “power, its 

definition, and its distribution in society at large determine whether and in what contexts a 

language will be used” (Martinez, 2008, p. 140). Similarly, Dorian (1998) emphasizes: 

“languages have the standing that their speakers have.  If the people who speak a language have 

power and prestige, the language they speak will enjoy high prestige as well.  If the people who 

speak a language have little power and prestige, their language is unlikely to be well thought of” 

(pp. 3-4).  Language-as-resource as a construct is embedded in issues of power as well, and 

Ricento (2005) acknowledges this connection as he argues that heritage languages are often used 

to promote power in the form of national security.  In this sense, language becomes a resource 

for the nation-state, rather than for the individual or the community.  

A further modification of the discourse on language-as-resource was taken up by Valdés 

(1997), when dual language programs were growing in popularity.  In presenting a “cautionary 

note” regarding dual language education, she warned that such programs may end up serving 

language majority speakers as a form of social capital.  Valdés cautions that “in implementing 

dual-language immersion programs, there must be sensitivity to the realities of intergroup 

relations in the communities surrounding schools to the fact that teachers are products of the 

society with all of its shortcomings, and to the fact that mainstream and minority children live in 

very different worlds.” (p. 419).  Valdés poses difficult questions about dual language programs 

and who is truly benefitting from these programs: “While it is tempting to bill dual-language 
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immersion programs as examples of implementations in which language is a resource rather than 

a problem (Freeman, 1996; Ricento & Hornberger, 1996), it is important to note the arguments 

of Bhatt and Martin-Jones (1992) within the critical language awareness perspective, which 

contend that educators need to carefully examine who the main beneficiaries of these language 

“resources” will be.” (p. 419).  

Correspondingly, Hill (2013) asks an analogous question “Spanish as a resource…but for 

whom?” in regards to linguistic resources.  Citing her own work on ‘mock Spanish’ (1993, 

1998), she emphasizes how the appropriation of linguistic resources can become a racializing 

discourse, which elevates particular types of speech through the pejorative racialization of 

historically Spanish speaking groups.  In this way, the deployment of Spanish in particular public 

discourses by non-Spanish speakers permits them to accrue particular symbolic resources 

through the use of Spanish.  She argues that Spanish in this sense is a symbolic resource, but not 

for the native community of Spanish speakers.   

This framework suggests a more nuanced understanding of how language and literacy are 

taken up as a resource.  By examining the bilingual trajectories of graduates of a dual language 

immersion school, the complexities of when, how, and for whom language is a resource will be 

explored.  Three case studies are presented which offer diverse perspectives on how language 

resources are implicated within sociopolitical contexts of language use, how linguistic and 

literacy resources can be both enabled and constrained throughout bilingual trajectories, and can 

be viewed collectively as a resource, but on the individual level can be seen as a ‘problem.’ 

Methodology 

Setting 
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 Dalton Bilingual Magnet Elementary was built in 1901, and is situated in one of the city’s 

oldest neighborhoods, Barrio Amelia. The school was a magnet school, which meant students 

from all over the city could attend.  At the time participants were elementary students, the school 

was under a desegregation order from the courts in order to achieve racial balance because of the 

high Latino population in Barrio Amelia and the surrounding community.  As such, Anglo 

students were given priority in enrollment.  Students who lived in Barrio Amelia were also given 

priority, as it was their neighborhood school.  The remaining students were magnet students who 

came from around the city, and were placed on a waiting list to enroll.  Later, a lottery system 

was put in place because of the school’s popularity.  The student body was composed of 

approximately 66% Latino, 23% Anglo, and African American, Native American, and Asian 

American composing the remaining 11%. 

Participants 

 Participants in this study are graduates of Dalton who completed their fifth grade year 

between the years of 1997 and 2003, and are now between 22 and 28 years old. There were a 

total of fifty-two participants who participated in a larger study: approximately 65% Latino, 29% 

Anglo, 6% African American.  Females represented 67% and 33% were male.    

All fifty-two participants contributed to an online discussion board, and ten of these 

participated in two separate focus group discussions.  Three case study participants were also 

chosen: Tara, Julieta, and Jaime, and are the focus of this paper. Tara is an English-speaking 

Anglo-American student who comes from a middle class background and was a magnet student 

at Dalton.  Julieta is from a bilingual household and is a Mexican-American magnet student, also 

from a middle class household. Jaime is a Mexican-American student from the neighborhood, 
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Barrio Amelia.  He comes a lower socio-economic status and a bilingual household. All three 

participants entered Dalton as English-dominant speakers.   

These three case-study participants were selected because each represents a markedly 

distinct household and background experience.  As such, each adds a unique set of experiences 

and between the three of them, can account for 89% of the student body population at the time 

they were students. The remaining 11% was composed of African American, Native American, 

and Asian American students, a perspective that admittedly is missing from the case studies.  I 

was unable to find a graduate from any of these backgrounds who was willing to participate as a 

case study participant, though some did contribute to the discussion board and focus groups.  All 

participants were contacted by way of existing relationship to the researcher and extended 

networks of relationships through the social media site.   

Data Sources and Collection 

 Three types of data were collected in the larger study.  First, an online discussion board 

was created via a Facebook, providing a convenient way to reach a large number of participants 

in their respective locations (Balter & Brunet, 2012; Lenhart, Purcell, Smith, & Zickuhr, 2010). 

Participants responded periodically to posted questions, encouraging online dialogue among 

graduates. The site also became a tool for participants to post relevant articles and media 

tangentially related to the research topics at hand.   

Second, two separate focus-group discussions were held where participants were asked 

focused questions to promote discussion in a supportive environment (Marshall & Rossman, 

2011). These participants also participated in a mapping exercise, designating particular spaces 

and places where they used English and Spanish throughout their elementary school, middle 

school, high school, and post-high school years (see Granados, 2015a).  
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Finally, the last step in the data collection process involved three informal, conversational 

interviews (Patton, 2002) with each of the three case-study participants. I modified Seidman 

(2006)’s three-interview series process in order to put their experiences in context across time.  

The first interview was dedicated to participants’ reflections of elementary school, the second 

focused on their adolescence, and the final interview explored their experiences after high school 

and their current perceptions and lived experiences.  These case-study interviews became the 

focus of this paper.  

Data Analysis 

 This study utilizes a qualitative approach to understand participants’ narrative as “small 

stories” (Bamburg, 2006) in order to analyze participants bilingual and biliterate trajectories. 

Interviews and focus group discussions were recorded and transcribed verbatim to preserve the 

authenticity of the participants’ words (Marshall & Rossman, 2011).  These data, along with 

discussion board postings, were open coded and organized into categories with connective 

themes (Marshall and Rossman, 2011; Seidman, 2006).  

Findings: Three Case Studies 

Tara 

 Tara is from an English-speaking household.  Her parents moved to Arizona from 

Chicago about eight years prior to her birth and most of her cousins and extended relatives live 

in Chicago.  Her family background is Irish and German and she has one sister, Monica, who is 

two years older than she, who also attended Dalton.   

 Elementary school years.  Tara believes her parents chose Dalton because “they thought 

it was a good opportunity to learn Spanish and to be immersed in a different culture. I know they 

put both my sister and I on a waiting list, or a lottery of some kind when we were really young, 
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like several years before we were even going to start school, because it was important to them 

that we went there and had that experience.”  Tara has always considered herself to be a good 

reader and a good student.   Her earliest literacy memories involve her reading books from 

school to her family in both Spanish and English. The school library at Dalton had a large 

selection of books in both languages, which Tara took advantage of, choosing books that 

interested her in either language.  

 Tara’s mother has told Tara that when she was young and first began learning to read, 

any time she came to a difficult or unfamiliar word, she would always sound the word out in 

Spanish, even if the text was in English.  She believes she did this because the letter-sound 

relationships were phonetically easier in Spanish, which she would then use to benefit her in her 

English literacy. She was also involved in summer reading programs through the community 

library.  As she got older in elementary school, she began to like certain series such as “Boxcar 

Children,” or the “American Girl” series, and because of this, she believes her English literacy 

“took off” more so than Spanish.  

In the school setting, she remembers “Maybe to me it was normal to not understand 

everything if it was in Spanish…I didn’t have anything to compare it to.” However, she recalls 

picking up Spanish rather quickly.   She relates her experience in relation to one of her peers, 

saying:  

“Yeah and I liked reading in English and in Spanish. Now I’m thinking of other people 
who weren’t at Dalton from kindergarten [who began in their later years in elementary 
school], who just never picked up the Spanish quite as well as I did, or never felt as 
comfortable in Spanish. I can remember being aware, even when I was like eight years 
old, how, for example Shayla Smith, I was aware that she was struggling in Spanish.”’ 
 
In the classroom, she remembers something called “DOL” (daily oral language) where a 

few sentences were written on the board in Spanish that students would then copy down in their 
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own “cuadernos” (notebooks), to later be discussed as a class.  She says: “I remember Ms. 

Schultz talking in English and writing in Spanish on the board, or vise versa, talking in Spanish 

and writing things in English.” She believes that most of the direct instruction from teachers to 

students was nearly always in Spanish.  However, classroom talk among peers and on the 

playground, was nearly always in English. In fact, she cannot recall any times where social 

communication was not in English, however, she does recall many instances of translanguaging. 

Even pronunciation was “correct,” when using Spanish words.  She says. “You would never say 

mary-ah-chee [mariachi].” She also does not recall questioning the validity of learning either 

English or Spanish.  She relates: “My family spoke English and my extended family included.  

Pretty much my world out of school was English.  There was never a question of do I need to 

know English? But I also don’t remember questioning the validity of learning Spanish.” 

Additionally, she does not remember being aware of being one of the few non-Hispanic students 

in the class at that time. Her bilingualism and biliteracy became something she was proud of, 

particularly the older she got.  She says: “I definitely liked learning Spanish and I think even as I 

got a bit older at Dalton, I still had some awareness or feeling of being kind of special for 

learning Spanish and being able to speak Spanish.” She viewed being bilingual and biliterate as 

“a cool thing, a special thing.” 

Home and out-of school contexts.  Tara’s parents were very involved in her schooling. 

While she was very independent and usually did not need to be told to complete her homework 

and school assignments, she relates that her parents would often check-in on her school work, 

and if necessary, would even sit down with her to provide further support and homework help. 

She remembers: “Neither of my parents speak Spanish, but…they saw the value of learning it 

and being bilingual.  So they definitely supported me in my schoolwork.  My mom came to 
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school a lot and volunteered in the classroom…They were definitely involved and invested, not 

just in their own children’s education but in the school as a whole.” Yet there was an interesting 

dynamic when her parents tried to support her in her schoolwork.  She recalls: 

“I kind of remember them having pretty awful Spanish accents.   And I mean, they 
would definitely try and put effort in, by like trying to read the directions in Spanish to 
me. I just kind of remember like almost cringing at how awful it sounded, and being 
embarrassed thinking ‘say it correctly.’ Or maybe it was an issue of not wanting to 
correct them, but wishing I could, or they would want me to say something correctly, and 
I was just like embarrassed.”  
 

 Outside of school, Tara was involved in a softball league that took place close to Dalton 

and was largely comprised of Latino children and families.  She also became involved in a 

mariachi group outside of school.  Both softball and mariachi became spaces where peer 

interactions were carried out in English, but there was a great deal of translanguaging day in and 

day out.   

As a magnet student, Tara lived on a side of town that was predominantly Anglo.  She 

does not remember hearing much Spanish in stores, restaurants, or other places near her home.   

One significant experience took place when she was with her mother at a grocery store.  She 

relates the following:  

“I remember being at the grocery store one time with my mom and her running into 
someone she knew and she was like  ‘Oh my goodness, your girls are so big! Where do 
they go to school?’ My mom said ‘Oh they go to Dalton’ and I remember her saying 
‘How could you send them to Dalton? Aren’t there a lot of gangs there?  Don’t they have 
really low test scores?  Isn’t it a bunch of Mexicans?’...I remember my parents getting 
asked that a lot.” 
 
This example illustrates the perception often associated with bilingual schooling, both 

racially driven, and tied to some belief that because of the language aspect, the school must lack 

academic rigor.   
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 Reflections of Dalton. Tara has noted many ways that she felt that Dalton encouraged 

parental involvement. She compares her experiences at Dalton to the elementary school she 

recently taught at, where she taught third grade. She says: “I think [Dalton made it] easy for the 

parents to come to the classroom and drop in when they can.  Now, if a parent wants to volunteer 

in the classroom, they have to have clearance and all these different things.”  She partially relates 

the positive dynamic to the teachers and educators themselves, stating: “It just seemed like 

teachers and the administrators were invested in the school...I can’t think of a single teacher that 

left from the time my sister started until the time I graduated…there was no turnover which now, 

when you go into the schools, teachers are leaving left and right.” 

She also mentions racial and language dynamics at Dalton with respect to parental 

involvement, again in comparison to her recent experience as a teacher.  She says:  

“I think Dalton did a good job of making those parents feel welcome at the school and 
feel like they had a place there.  I think the fact that the majority of the faculty and staff at 
Dalton were Mexican American and spoke Spanish, compared to the school I taught at 
was pretty much all white teachers, and I think that was a weird race power kind of thing, 
even when parents would come into my classroom they would be like, ‘oh, con permiso 
Senora.’ [Oh, excuse me, Ms.], like almost apologetically.”  
 

The parents of her students, however, were always surprised and pleased when they learned she 

was bilingual. 

 She also describes the ways the school was connected to the neighborhood community.  

The neighborhood garden was a place where parents, students, and community members were all 

able to spend time.  There was also a local place called “Bicus” that reclaimed old bicycles for 

new purposes. She remembers taking many field trips with her classmates into the community 

where they walked to places like Bicus, nearby restaurants, and a park that was close to the 

school.  For students who played guitar, the music teacher would take the students to Burger 

King every Friday for lunch.  Students would walk in a line behind the instructor who would 
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play his guitar the whole way. These are examples of the ways that she believes that the school 

was “invested in the greater body of the community.” 

Middle school in Arizona. After elementary school, while the majority of students from 

Dalton went on to a nearby middle school called Rictor, Tara went on to a different magnet 

middle school called Ufford that specialized in the arts. Because of this, Tara was separated from 

all of her elementary school friends, and found herself among new peers.  Ufford had a fairly 

diverse student body, with many Latino students. Tara enrolled in many GATE (Gifted and 

Talented Education) classes, where she noticed that most of the students in her classes were 

Anglo, and because of this, her closest circle of friends was mostly Anglo, which represented a 

change from her past experiences at Dalton.  She says, with regards to her Spanish usage: “I 

think I just stopped using it.  Ufford was definitely like segregated, but like I said, my classes 

were pretty much white students, and there weren’t a lot of Latinos, and so all my friends at 

Ufford were white.”  She describes challenges in terms of perceptions of different ethnicities, 

saying: “the mentality that seemed to be pretty prevalent [at Ufford] was like Latinos are lazy, 

and troublemakers, and dangerous and whatever.  But I think I went from my experience at 

Dalton, where I knew a ton of incredible, educated, hard working Mexican Americans who were 

not poor, not teen pregnant, etc. etc., so to hear those perceptions was slightly alarming to me.” 

 Tara continued playing in a mariachi group outside of school for her sixth grade year, and 

in that way kept her ties to her bilingual and bicultural experience at Dalton. She says: “The 

practice itself was usually in English.  But for tocadas [the performances] they would be in a 

much more Spanish cultural setting, so in that sense, I was still around a lot of Spanish speakers 

and cultural stuff.”   
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Move to California. After her sixth grade year, Tara’s father took a job in southern 

California, and the family moved just prior to her seventh grade year. She describes the move as 

both academically challenging, where she felt somewhat unprepared for the rigor of instruction 

at her new school, as well as socially challenging, saying it took quite a bit of time before she 

made friends.  During these years, she all but lost her exposure to Spanish.  Her school and 

immediate surroundings were nearly all Anglo Americans.  

In high school, Tara recalls that much of her social interactions were about “fitting in.”  

In her new circle of friends, neither Spanish nor her bicultural past seemed to play a role, so she 

merely did not revisit that which once seemed to be a part of her. It was not something that she 

purposely tried to hide, however it was simply not a part of her lived experiences during that 

time.  She says “Its not like it was always on my mind.  Unless someone specifically asked if I 

spoke any other languages then it wasn’t really anything that came up.”  She does say that when 

it did come up, it was something she was proud of.  “Yeah! I was kind of excited and proud to 

tell them, and excited to tell them I went to a bilingual school and I learned it when I was really 

young.”  

Tara did well academically and socially, and her parents maintained a supportive role in 

her education.  Tara’s high school required two foreign language courses, and she chose to take 

Spanish, which she remembers as an “interesting” experience.  Her peers were both impressed 

and confused by Tara’s proficiency with Spanish.  She recalls:  

“Two of my friends were in that class also and they had never taken Spanish before and 
we were learning the difference between ‘mucho’ and ‘muy’ and they were like ‘tengo 
muy hambre.’ And I’m like ‘nope, it’s mucho’ and they were like ‘how do you know?’ 
and I was like ‘cause you would never say ‘tengo muy hambre’ its just so obviously 
wrong and sounds stupid.’  They were like ‘it sounds fine to me,’ but I couldn’t like 
explain it.” 
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This example illustrates how Tara had retained more Spanish than she had realized.  In her 

courses, she found that much of her early language and literacy practice “came back” to her.  

However, she did find she was very unfamiliar with grammar, because Dalton emphasized 

learning language through content, context, and conversation, whereas her Spanish courses in 

high school were grammar focused.   

Other than her two Spanish courses, Tara does not recall any other instances where she 

used her bilingualism or biliteracy throughout her high school years.  While she does believe 

there was a large population of Mexican American families in or near the city she lived in, she 

felt that somehow she did not interface with those families, saying “I’m not part of that 

community in [California], whereas I felt like I was a part in [Arizona].”  Even more than the 

language, Tara felt some sense of “loss” that she missed guitar and mariachi music.  What was 

once such an influential part of her life and even identity, was now a part of her past.  

Language and literacy after high school. After high school, Tara attended a university 

in California where she declared her major as International Agricultural Development. During 

her undergraduate studies, she spent four months in Peru as part of a volunteer program.  

Following her undergraduate graduation, she became a Peace Corps volunteer and spent the next 

two years in Paraguay.  As part of her immersion in Peru and Paraguay, Tara felt that her fluency 

with Spanish greatly improved.  She describes herself as not afraid to take risks with Spanish. 

Although she does not believe that her grammar was always or even nearly always correct, she 

felt comfortable that she could make herself understood. Paraguay truly represented a 

multilingual experience because it necessitated communication skills in English, Spanish, and 

Guarani, the indigenous language of the area in which she served.  She also used her literacy 

skills to translate documents, and often served as interpreter for community members.  Following 
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her Peace Corps service, Tara returned to Arizona and began working as a teacher, and is now 

earning a Master’s degree in Agricultural and Resource Economics.   

Tara has carried with her several lifelong lessons from Dalton.  She says:  

“I think [being bilingual] is really valuable and important.  I think it’s a good thing, its 
something that I’m really happy that I had that experience, and I think more people 
should, for both the language opportunities and also for the cultural awareness that 
learning a new language affords you.  Cause it wasn’t like I learned Spanish in a white 
culture at Dalton, I learned Spanish in a Spanish-speaking, Mexican culture.” 
  
She holds very positive perspectives with relation to Spanish, English, and says that 

without hesitation, she would send her child to a dual language school.  Beyond the language 

component, she believes Dalton helped her become more aware of cultural diversity and issues 

related to race and ethnicity, saying:  

“I definitely think everything in our past leads us to what we are.  Dalton was a big part 
of my past.  If I had gone to a different school, I don’t know if I would have ended up 
where I am.   Spanish and being bilingual was a huge part to take away for me, but I think 
it was also the bicultural aspect. It made me aware at a young age to be wary of 
generalizations/stereotypes…As a teacher, I also like to think I was also more aware 
and/or sensitive to the realities of my students.”  
 
Tara did not have the same exposure to Spanish in her home setting as either Jaime or 

Julieta. Her ability to communicate in another language always gave her a sense of feeling 

“special.” After she moved away from Dalton, she all but lost her communicative practices in 

Spanish. For years, her bilingualism and biliteracy lay dormant inside her, unused.  But, she 

found that once it came time to use her bilingualism and biliteracy again in her high school 

foreign language classes, her Spanish language skills came back to her in surprising ways.  As an 

adult, she “re-found” her bilingualism and biliteracy in her international endeavors.  It was in 

these settings that she not only refined her Spanish proficiency, but also deepened her belief in 

the value of understanding multiple languages as a way to connect in an increasingly globalized 
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world. She has always been a risk-taker with her second language, and today would be 

considered a fluent Spanish speaker, reader, and writer. 

Julieta 

 Julieta was a magnet student of Mexican American descent, and comes from a middle 

class background.  She is three years younger than Tara and Jaime, and completed her fifth grade 

year in 2003. Her mother was born in Arizona, but was raised in Magdalena, Sonora until she 

finished high school.  Her father was born and raised in Arizona, and is of Hispanic, and some 

Native American descent.  Both have very high fluency in both English and Spanish.  Her 

mother has served as a Spanish-English interpreter in the fields of medicine, law, and finance.  

 Julieta’s mother and father have always instilled in Julieta the desire to be bilingual, 

however some preference was still given to English.  Julieta recalls this bilingual emphasis:  

“My family wanted me to learn English first, and my mom, because I was in daycare, she 
was like ‘I want her to be able to talk to other kids. I don’t want her to feel isolated.’  And 
so I know my mom had that in her head that English is the predominant language 
here….At least now, being older and looking back on our family, they’re very ‘You’re in 
the United States, you need to speak English.  We’re not telling you to leave Spanish or 
forget that you have another language or anything like that, but if you want to be 
successful and you want to do things correctly, you need to learn English.’ But I needed 
to know Spanish as well.”    
 
Her family believed that because Spanish was her heritage language, that it would be 

easy to maintain, so in those early years, it was important for her to learn English.  In many cases 

similar to this one, children like Julieta often end up with heritage language loss.  However, that 

was not the case for Julieta.  

Early life reflections.  Julieta’s life has been spent moving between cultural worlds. 

Julieta, like many other students, had the remarkable ability to transition in and out of these 

cultural circles with ease.  In one situation and with one group of people, she spoke Spanish, 

listened to the jokes with all their cultural nuances, and joined right in.  In another setting where 
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English was spoken, that became her “normal.” She reports, “Like when you’re with your 

Mexican family the atmosphere is very different, it’s like open and warm.  With others who are 

American, it’s still fun, but it’s just, there’s a different way of talking and carrying yourself. 

There is a different feeling.” 

She also notes how her home, school, and community each gave emphasis to both 

languages in their own way.  She says:  “I think because I was growing up with my family that 

only spoke Spanish, at least on my mom’s side, and then also being immersed so heavily in 

elementary school, [Spanish] almost just seemed the same as English.  Like there was no 

difference with me.”  She believes Spanish and English were important in different situations, 

and she moved in and out of languages depending on where she was and whom she was with. 

She continues, “it was just kind of like I had my places and my people where I knew that I was 

going to use Spanish.  And then when I would go with my dad and a lot of times with that side of 

the family it was like okay, well I speak English here. When I was younger, I don’t think I ever 

really thought anything of it.  It was kind of normal….  And I think that was most of my 

schooling.  You know, they made it seem really normal I guess.” 

 She spoke to her grandparents and many uncles and aunts in Spanish.  The interactions 

with her mom were very bilingual. With her dad, her interactions were mostly in English.  

English was generally the language of her peers. She indicates that the transition from one 

language to another was both “easy” and “normal.” 

As a child, Julieta enjoyed reading for pleasure in both Spanish and English. She entered 

kindergarten already reading in two languages. She did not have a language preference when 

selecting books; but, like Tara, chose what to read based on personal interest. To her, they were 

not the same, but they were equal. At school, whenever she typed in Spanish on a computer, she 
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thought Spanish was “cooler” because she enjoyed typing the “little symbols” (accent marks and 

tildes).  

Julieta’s mom and dad, though they were separated, were both very involved in Julieta’s 

schooling.  Her mom was found often in the classroom volunteering, and speaking to her 

teachers. At home, her father, who was a tutor for many years, would sit down with her and go 

over explicit reading instruction. Her mom also read with and to her beginning at a very early 

age.  

As Julieta reflects back on her dual language schooling, she states “[I] remember the 

most positive experiences during elementary school. Those were really the best years of my life 

compared to any other time” Because of the small size of the school, many students had the 

opportunity to develop close, personal relationships not only with other students, but also with 

teachers, administrators, and school staff.  Even today, Julieta is still in touch with many of her 

childhood educators believing that they “really helped me develop and see the importance of 

being bilingual and biliterate.” Those memories are filled with experiences like the cheerful 

singing of songs, meaningful language and literacy activities, centers with different activities for 

learning, and “authentically caring teachers” who at times facetiously emphasized the importance 

of Spanish by making statements like “no laughing in Spanish,” or saying “no te entiendo (I 

don’t understand you),” when a student responded in English when Spanish was expected.  It 

was this environment that she believes created a safe space where Spanish and English were both 

given priority and emphasis, and children were able to move between languages.   

 Julieta expresses an overwhelmingly positive recollection of her dual language schooling, 

however, she remembers being less than excited to participate in a program called Éxito 

Bilingüe, which was implemented during her second grade year.  Éxito Bilingüe was a program 
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that aimed to group children according to “levels” of Spanish proficiency, regardless of age. 

Hence, a fifth grader could be in the same group as a first grader if they were grouped in the 

same level.  Students left their regular classrooms and met in classrooms with their assigned 

groups in order to engage in collaborative learning.  Jaime and Tara only experienced one year of 

the program, which took place once a week at that time, and have very little recollection of it.  

Julieta, however, experienced four years of Éxito Bilingüe, which, by her fifth grade year, took 

place three times a week.  She remembers it well, indicating: “That was one of my favorites 

(laughs)… I mean actually it wasn’t my favorite at the time. It was definitely like (sigh) ‘we have 

to only speak Spanish for an hour?!’ you know, and it was kind of a bummer.”  Later she adds:  

“Looking back on it, I feel like I had so much fun in Éxito Bilingüe and with the projects 
we did.  And even though it was Spanish immersion, you know 100 % regardless of what 
grade you were in…you know we did shows, we did plays, we wrote funny reports, and 
did recipes, and all kinds of stuff you know that wasn’t just ‘Oh sit here and read and 
speak in Spanish.’”  
 

She also pointed out that since she was advanced and placed in higher Éxito Bilingüe groups with 

the older kids, this often made her feel “special.”      

She remembers how she was able to understand the practical use of being bilingual.  In 

her fourth and fifth grade years, her mother had to drop her off at Dalton very early in the 

morning. She would go to the office where her grandmother was an office assistant, and she 

would help answer the phones and direct calls to the other office assistants.  The parents calling 

in spoke both Spanish and English.   She indicated that this was significant for her because she 

was able to see the practical use of being able to speak two languages, which she still sees as 

valuable as she has entered the job market.  

Proposition 203.  In 2001, the state of Arizona passed Proposition 203, which mandated 

English as the language of instruction, essentially making bilingual education programs illegal.  
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This represented a turning point in the state’s political actions regarding language and education. 

Reflecting on that time, Julieta says:  

“I think that was the time when I started realizing that oh, I didn’t know it wasn’t 
common for people not to speak two languages in school.  You know, that school wasn’t 
the place where that happened.  Because [our school] was so different than any other 
elementary school, and obviously I didn’t know that because I didn’t know anyone from 
other elementary schools.  I just thought everybody spoke two languages in school.” 
   

This was the first time she realized there were competing perspectives to bilingual education, 

many that were much less positive. To her, reading, writing, and speaking in two languages was 

as normal as math or science in school.  Until that point, she was somewhat unaware of any 

debate surround bilingualism.  Though the passing of the proposition brought to light some of the 

significant issues, she still states that it did not affect how she thought of used her bilingualism 

and biliteracy after its passage.  

Middle school and high school. The transition from elementary school to middle school 

was a smooth one for Julieta.  Like many Dalton graduates, she went to Rictor, a K-8 bilingual 

magnet school for her middle school years. Rictor’s bilingual program was implemented during 

the elementary school years, and in the middle school years, students were required to take a 

Spanish course. Rictor also offered a strong mariachi program, which attracted a lot of Dalton 

graduates. While Rictor’s demographics were similar to Dalton, she recalls that there were many 

other Spanish dominant speakers who came to Rictor from other schools. She excelled in 

mariachi and was placed in the advanced group, so often found herself among older peers. She 

remembers that the bilingual kids and English speakers usually grouped together, and the 

Spanish dominant speakers tended to have their own peer group.  She says: “you could see 

distinctions in terms of how people hung out in the groups. Like it was somehow more 
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segregated even though the majority of kids there could speak or at least understand Spanish, but 

somehow there was still more separation than I ever remember at Dalton.”  

 In the classroom setting, most of the teachers were bilingual, but not all.  She remembers 

two teachers in particular who often engaged in translanguaging in their classrooms.  They 

would insert a phrase in Spanish, or begin class with a joke in Spanish.  She also remembers her 

Language Arts teacher who was Anglo, and an English only speaker.  She believes that the fact 

that she was not bilingual created a different environment in her classroom where students felt 

like she could not completely relate to her students because she was unable to “pick up on the 

subtleties that comes along with bilingual and that culture.” This was the first time Julieta had 

the experience of a teacher mispronouncing her name, a fact that really bothered her.  She 

remembers thinking: “That’s not my name, say it right!” Other students picked up on the 

mispronunciation and came up with a nickname for Julieta that mocked the mispronunciation.  

Her middle school Spanish class was the first time she remembers learning about the 

“rules” of Spanish.  Dalton’s primary focus was on Spanish in use, but did not necessarily offer 

any formal instruction on the grammar rules and conventions of the language.  She also believes 

she gained grater exposure to Latino literature and film in Spanish class. Julieta describes herself 

as the “smarty pants” or “the teacher’s pet” in school.  She also remembers that she had a “quote 

book” where she collected meaningful quotes and her own thoughts, which she carried with her 

often.  

 After middle school, Julieta went on to an academically rigorous high school, Academy 

High, which was geared toward college preparation and required an admissions exam to enroll.  

Because she wanted to go to the high school that had the best mariachi program where her 

friends were attending, she was extremely resistant when her father insisted she go to Academy 



 193 

High.  She and her father agreed that she would try Academy High for one year, at which point 

she could choose if she would like to transfer.  

 Unlike the smooth transition from Dalton to Rictor, the transition from Rictor to 

Academy High was a bit of a shock to her. This was the first time that she went from “Julieta” 

(Hoo-lee-e-ta) to “Julieta” (Ju-lee-etta). She says this change was “weird at first. But I got used 

to it.  Now I am used to either one.” The demographics of the school shifted quite a bit as well.  

She remembers that the majority of students were Anglo, followed by Asian American, with a 

very small number of Latino, Native American, and African American students.  

Academy High was the first time she remembers that she had to make more of a 

conscious effort to “fight” for Spanish, since it was less prevalent in her schooling.  She says: 

“High School was the time that I realized that [being bilingual] was an advantage, because it had 

always been so normal to me.” She enrolled in Spanish courses all four years of her high school. 

In her Spanish class, she recalls  “I remember it was just super easy and I remember a lot of 

people were like, ‘you already speak Spanish!’  ‘Cause I didn’t even have the same accent as 

they did.” She particularly enjoyed her AP Spanish Language and AP Spanish Literature classes 

because she felt challenged.  Because the school did not have a mariachi program, she played 

violin in the orchestra instead, but maintained involvement in mariachi outside of school. By this 

time, she was very independent in her schoolwork and required little support from either her 

mom or dad.  

Outside of school, she took several jobs and began supporting herself financially. Her 

family interactions remained largely bilingual. In mariachi, she was the booking agent, which 

meant many of her clients were Spanish speakers.  At performances, she remembers; “If we were 
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to walk up to a table that we had heard speaking Spanish, it’d be like ‘Okay, Julieta, go and talk 

to that table.’ And I felt comfortable.” 

Adulthood.  After high school, Julieta was accepted to the local university where she 

eventually became a Psychology major and a Spanish minor.  She participated in a professional 

group and directed two youth mariachi groups.  She also got married during her junior year.  Her 

husband is a bilingual Latino, and although most of their interactions are in English, they do 

engage in translanguaging, inserting phrases in Spanish in the midst of an English conversation.  

Her communication with her in-laws is solely in Spanish. Because many of his family remain in 

Mexico, they travel there several times a year to visit with them.  

Julieta’s recent experiences with university level Spanish classes where she had to read 

difficult and highly academic texts in Spanish evoked a certain amount of uncertainty in her as 

she realized that she did not have the same level of academic Spanish required in a university 

setting.  She says:   

“I remember that it was more advanced than I had thought. There were so many things 
that I had to look up because I had never seen them before in my life.  I also tended to 
pull from songs in mariachi, so if I heard a certain word, I was like ‘Oh yeah, I know 
what this means now because we sing about it in this song and it’s in this context so I 
think I can figure it out.’  But I know that most of the time there were double messages in 
Spanish literature, ‘cause most of the time I take it literally.  Poetry in particular tended to 
be difficult for me because the things that they were saying were alluding to, like I didn’t 
understand. I’m like ‘I did not think he was being satirical, I thought he was being one 
hundred percent literal.’ (laughs).” 
 
In English, she can tell when something is sarcastic or satirical.  In Spanish, however, she 

felt less able to decipher those nuanced understandings. The ability to pick up on literary nuances 

she believes is a result of her academic training in English.  She compared reading academic 

Spanish to understanding “Shakespearean” English, because of her lack of familiarity, saying: “I 

think that would be the best comparison, something like Shakespeare you know, we don’t really 
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use that kind of language, because this is a different type of Spanish.”  When trying to 

understand a difficult text in Spanish, Julieta would often ask her mom for help, and they would 

try to figure it out together.  She also used the Internet as a resource, and found several sites and 

blogs that she found helpful in understanding different meanings for words. When asked the 

question: “Compared to academics in English, where would you say your ability in Spanish is to 

complete academic tasks?” she responded: “I would say like if English was 100% then Spanish 

was like 75%.” 

Even outside of the classroom, she did express that as an adult, she is somewhat more 

conscious of her Spanish, saying: “I don’t know how well I spoke it when I was younger but 

now, being older, it’s harder because I’m more conscious of like ‘oh, did I get [that] right?’…So 

maybe when I was younger I was speaking like a crazy person, but I thought it was totally fine.”  

In general, children take more risks with language.  As she became an adult, she became more 

aware of herself and how she speaks.   Later, she says:  

“Once we get older, we get more afraid.  And I think for me, I feel like because I have 
darker skin, I look like I should speak perfect Spanish, like I may be more self-conscious, 
like ‘how good is my Spanish, really?’  I have a friend right now who’s the exact same 
way she’s like ‘I can’t speak White girl Spanish, I’m not a White girl and I don’t look 
like a White girl.’… And I have another friend who works retail and Mexicans only come 
to her cash register because they think that she can help them, but she couldn’t, and she 
has to tell them she doesn’t speak Spanish.  It’s definitely an identifier in terms of 
exterior, physical appearance.  I learned that most people expect that if you look 
Hispanic, then you speak Spanish.  Which just isn’t always the case.” 
 
After graduating with her Bachelor’s degree, Julieta began working at a bank, where she 

utilizes her Spanish on a daily basis. Though she might still be considered English dominant, she 

often uses Spanish at work, with her husband’s family, and at times in mariachi. 

Julieta is the most representative example of the majority of graduates at Dalton. Coming 

from a middle class, Mexican American household where she was around a great deal of Spanish 
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in her home and community, she has developed her bilingualism and biliteracy in complex and 

varied spaces over the years.  Yet, Julieta would still be considered English dominant.  While she 

may not use her Spanish as often as English, the fact that she has the ability to when necessitated 

is something that has become a most cherished piece of her identity. 

Julieta has consistently had bilingual surroundings. Despite the fact that she believes her 

family has become more “Americanized” over the years, her home life, continued participation 

in mariachi, and use of both languages in school and work settings have all contributed to her 

bilingualism and biliteracy maintenance over the years.  It was not until she experienced the 

contrast of attending a high school where being a bilingual student no longer represented the 

majority, that she first began to conceptualize her bilingual and biliterate abilities as a priority 

and privilege, as opposed to a “normal” part of everyday life.  

Jaime 

Jaime’s family has lived in Barrio Amelia for four generations. Jaime has older siblings 

who had already left the house in his early years, and a younger brother who was not born until 

Jaime was much older.  For this reason, Jaime feels like he grew up as an only child. He did not 

have a relationship with his father growing up; he lived with and was raised by his mom and his 

grandmother.   Barrio Amelia, as Jaime explains, “Was not the easiest place to grow up.”  

He calls the Spanish spoken in his household “Chicano Spanish,” which he describes as 

informal, “not proper,” and including “lots of made up [English-influenced] words.” He believes 

Dalton was his first introduction to “proper” Spanish, as he says: “it was interesting because 

going to Dalton I felt like a magnet student, like another white person learning Spanish for the 

first time.  Because a lot of it was very very different to me.” 
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His grandmother was a Spanish speaker who generally preferred to communicate in 

Spanish, and his mom was bilingual.  However, even though he was on the receiving end of a 

great deal of Spanish from a young age, he always remembers preferring English.  English was 

the language of his peers and his cousins. Even though his mother and grandmother would often 

speak to him in Spanish, and he would answer in English.  For this reason, he considers English 

to always have been his primary language.  

Family support.  While Jaime’s mother and grandmother believed in the importance of 

education, they were unable to be very involved in his schooling experiences.  His grandmother 

and mother both worked, sometimes two jobs each, simply to make ends meet.  Unlike Tara and 

Julieta’s mothers who often volunteered in the classroom, met with teachers, and were very 

involved in the school as a whole, this was simply not a possibility for Jaime’s mother and 

grandmother because of their demanding employment and home life circumstances.  Jaime’s 

mother did not complete beyond her freshman year of high school, and for this reason, Jaime 

believes she also felt incapable of helping him with homework.  He says: “My mom couldn’t, 

she literally did not know how, and she’d get very frustrated with herself and then with me, so 

that was not a healthy dynamic.” 

However, Jaime states that these circumstances actually turned out to be something 

positive in his life, saying: “I always had to problem solve on my own.  For so many years I 

resented it. I took advantage of it as I got older, and now it’s one of the reasons I attest to my 

success is that I’m able to work independently and figure out problems on my own, with very 

little help.  It all worked out the way it was supposed to.” 

Early schooling.  Jaime lived within a short walking distance to Dalton, where his aunt 

was the principal, so Jaime remembers feeling familiarity with the school prior to entering 
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kindergarten. Jaime describes Dalton saying: “it was so much more than a school; it was a 

community, which is what schools should be.  It should be a place where you feel safe, and you 

learn, and its diverse, and it really was all of those things.” 

One thing in particular that stood out to Jaime was the way that students from different 

backgrounds and home lives were brought together because of the magnet setup.  “There were so 

many people that like never in a million years would a kid from Barrio Amelia grow up and be 

friends.” From Jaime’s perspective, the children from barrio Amelia seemed to “fit into the same 

mold,” i.e. Mexican American, low socioeconomic status, and Catholic backgrounds. At Dalton, 

his “mold” changed, or rather, was expanded. He believes that being exposed to a more diverse 

group of students at Dalton helped him learn from a young that individuals “can appreciate and 

celebrate differences, yet still be united with one another.”  

 “El Gusanito,” is the first book Jaime remembers ever reading.  Like Tara and Julieta, he 

remembers finding it phonetically easier to read in Spanish. However, not all of Jaime’s early 

literacy memories are pleasant. Jaime reflects on his early literacy in the following excerpt:   

“Reading was always a struggle for me.  At the time I didn’t know, but I’m dyslexic, and 
so now I know that’s what was so difficult for me, and so I hated reading because it was 
hard because I was confusing letters so I was pronouncing things incorrectly, especially 
in English. What built my confidence was learning how to read in Spanish because it was 
easier to do … if I wouldn’t have been introduced to reading in Spanish first, I have no 
doubt now they would’ve put me in some Special Ed. Class…If you can’t read at the 
level you’re supposed to they’re quick to throw you into some kind of a program.”  
 

 Jaime also believes that Dalton had a “dynamic group of educators who genuinely cared 

about their students and the school as a whole.”  He remembers how his teachers were able to 

tune into his likes and dislikes, and use that as a way to reach out to him.  Jaime always loved 

animals, and one of his teachers, recognizing that Jaime was not enjoying reading, bought him a 

subscription to receive zoo books every month as a way to engage him.  This is just one example 
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of many, he says, that illustrates how teachers were invested in their students lives and success 

beyond the normal classroom requirements.  

Linguistic insecurity and resistance. From an early age, Jaime felt both linguistic 

insecurity and resistance to Spanish.  The spaces where he spoke Spanish were nearly always 

school-related.  Though he was around a great deal of Spanish in his home life, in mariachi, and 

in his neighborhood community, Jaime always preferred English. With regards to Spanish, he 

says: “I would try, but I would butcher it.  I could never conjugate it correctly.  Even those that 

spoke Spanish at home would try to speak English to me because they thought I couldn’t 

understand.” Even today as an adult reflecting on his childhood abilities, Jaime displays a lack of 

confidence, as evidenced in the “I would butcher it,” comment. However, his schoolwork would 

indicate otherwise.  He was generally a very good student who received high grades throughout 

his elementary school years.  In his fifth grade year as part of the “Exito Bilingue” program, 

Jaime was placed in level four out of five levels, where level five was for native Spanish 

speakers. This fact indicates that his proficiency was most likely quite high.   

Jaime recalls that he did not even try to respond in Spanish when he was communicating 

with a Spanish speaker.  When his great grandmother would address him in Spanish, his mother 

would act as translator to interpret Jaime’s English responses back to his great grandmother.  

Though Jaime had a high enough proficiency to be able to effectively communicate in Spanish, 

he chose not to. He says: “I did not even try.  I don’t know if I just lacked confidence or just 

didn’t care, or what it was. But I distinctly remember that I would understand her [in Spanish] 

completely, but answer in English.”  
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Middle school.  Like Julieta, Jaime went on to Rictor after elementary school.  Middle 

school represented a particularly trying time for Jaime.  He describes his experiences reflecting 

on the following:  

“I feel like middle school, being literally the hardest time for a kid, that’s where I felt I 
personally lost my footing in a lot of ways.  I think I gave in much more to peer pressure. 
I think at that time we started to get more freedom and you started exploring boundaries 
and pushing boundaries and with that comes not making good decisions.  So I would say 
that was a time when the people I was the closest to in the neighborhood really started to 
fall into gangs and smoking weed and things like that…I wanted more than anything to 
just fit in… So I got really into this thug, gangbanger group of people.  So middle school 
is really really interesting cause, I was something that I wasn’t for three years.”  
 
Middle school language and literacy.  Jaime describes himself as an A or B student. 

Because he was still able to maintain good grades, his mother did not suspect how much he was 

succumbing to peer pressure with his neighborhood friends. Jaime did not read much for 

pleasure during this time, with the exception of a series called “Animorphs” that he enjoyed.  He 

also did not have a computer at home, and therefore did not engage in many digital practices like 

some of his peers of this age group.  In school, his Language Arts teacher told him he was a good 

writer and had a “strong voice,” but it was not something he took to at the time. He maintained 

involvement in mariachi playing in groups both in and out of school.   

Though Jaime never lost the belief in the inherent value of being bilingual, his day-do-

day reality necessitated the use of Spanish much less after he left the dual language environment. 

He says his middle school “didn’t have a focus [on being bilingual], so I naturally backed off of 

it and it was just a natural thing that I didn’t question and I wasn’t aware that I was losing or not 

building, ‘cause when you don’t build and practice, you lose the skills…so I think in middle 

school, that one-hour and a half every other day wasn’t enough for me. It was at Rictor that my 

[Spanish] skill set plateaued, and hasn’t grown since.”  
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Like Julieta, Jaime has strong recollections of proposition 203, which took place during 

his middle school years.  He describes it as the first time he became aware of issues surrounding 

language.  The following description captures this well: 

“Bilingual education was so natural.  It was the first time I would know that people 
would have a problem with it.  ‘Cause everyone I knew went to Dalton and it was such a 
positive thing, and I use this word really carefully, it was my first introduction to what I 
think is some ignorance.  And you know how learning two languages is so important and 
all the people we’re competing with in the world are learning two or three languages at 
minimum you know.  So I never understood why it would be a problem.  And I just 
remember some of the arguments, it became very racially fueled, that’s what I remember.  
Some extreme people, I don’t even know if these are the people that are writing the 
proposition, but they’re the people that are saying, ‘we don’t want our kids to become 
beaners’ and all this kind of stuff.   
 
A personal shift.  Because Jaime’s middle school years were marked by associations 

with gangs, drugs, and criminal activity, he believes he was quickly heading down a delinquent 

path.  However, the summer between middle school and high school was marked by a traumatic 

event involving the stabbing of his brother’s friend.  It was this incident that caused Jaime to 

reflect on his life and where he was headed, and he made the personal decision that he needed to 

disengage with his group of friends.  This juncture changed him to the point where he entered 

high school with a new mindset that he was going to begin with a fresh start.  

High school years. In many ways, high school represented for Jaime the first time he felt 

true to himself again since leaving Dalton.  He did well academically, excelled in mariachi, and 

found himself a group of friends whom he felt comfortable with.  However, his freshman year in 

high school was also marked by a traumatic language experience. His mariachi group was 

invited to a three-week mariachi festival in Guadalajara. While he was down there, he 

immediately “felt attacked” and was shocked by how he was treated by the locals because his 

Spanish was imperfect.  He relates: “It was the worst experience I had ever had.  And literally 

from then on, whatever little confidence I had was completely diminished. Mariachi is one of 
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those very coveted things, especially in Guadalajara. So you are Mexican, and you’re wearing 

this traje [outfit], and you can’t even speak the language that you’re singing? It was not received 

very well.  I immediately shut down and I hardly spoke on that trip.”  

His explanation as to why he felt so traumatized by the experience was the following:  

“I was reaching a level in music where I could play mariachi professionally.  And I was a 
freshman in high school and music was this thing that I felt very confident in, and these 
people, because I couldn’t speak perfect Spanish, its like it discredited me as a musician, 
which it was the first time that that had happened.  So I think that’s why it affected me so 
much.  Mariachi and being a musician at that time was what I self-identified with the 
most, because it was the one consistent in my life that was extremely positive and that I 
was good at. I felt like Selena except, you know in the movie when they’re like “They’re 
going to eat her alive”  [because of her poor Spanish] and she says “Me siento muy 
excited,” and every one laughs? When I spoke like that, they were like “Get the hell out 
of here.” 
 
This experience still affects Jaime to this day. Prior to this, though he certainly had his 

challenges with Spanish, there were still times and places where he would use it.  After this 

experience, however, he would completely avoid situations where he might have to use Spanish.  

At mariachi performances, if he saw someone who looked like a Spanish speaker approaching 

him, he would “hide” behind another friend, or make sure he was with a bilingual peer who 

could carry the conversation for him. He says:  

“It’s so amazing that that of all the traumatic things that have happened in my life 
(laughs) and there’s been plenty, that’s still something that stifles me and I don’t think 
there’s anything else that stifles me the way that those people did in Guadalajara. I will 
overcome it…someday.” 
 
Also during Jaime’s high school years, Jaime’s father was released from prison, and they 

slowly began to build a relationship.  They had several phone conversations and had finally made 

plans to meet, when sadly, two days before their intended meeting, his father passed away of a 

heart attack.  This took place weeks before finals in his junior year, and because of this tragic 

occurrence, Jaime did not pass any of his classes that semester. Because of this, he had to enroll 
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in an online program to help him make up his coursework.  Because of the pacing of the modules 

in the program, Jaime realized that he was able to get ahead.  He ended up graduating one 

semester early, in December.  The boy, who in middle school said he had no intentions of ever 

graduating high school, now had his diploma at the age of seventeen. 

Post-high school years.  After high school, Jaime’s priority was to “get out of this 

neighborhood.”  He knew he wanted to work with animals, so his initial desire was to be a 

veterinarian.  He enrolled in some college courses, and eventually was hired full time at a local 

animal shelter.  He kept taking classes, many in psychology, because at one point he thought he 

might want to be a therapist. What became a challenge to his studies, however, was that he kept 

getting promoted. Because of his yearly earnings, he could no longer qualify for FAFSA 

assistance to help fund his education, so financing became an issue. After taking several 

semesters worth of classes but not obtaining a degree, Jaime finally put his studies on hold and 

continued his employment with the animal shelter.  He is now the director of the animal shelter, 

oversees over 100 employees, attends conferences, and collaborates with and is a consultant for 

other animal shelters in the state.  He knows that a degree is in his future, and has every intention 

of obtaining that goal.  In the meantime, he holds an excellent position working in with animals, 

which is his passion. As those who know him would attest, he is truly a success story.  He 

maintains involvement in a professional mariachi group, is a homeowner, and also manages to 

volunteer with various organizations such as animal rescue foundations, wildlife rehab centers, 

and helps coordinate and organize events for nonprofit organizations. 

 Another interesting anecdote may shed light on some of Jaime’s linguistic insecurity.  As 

an adult, he had to travel to Paris as part of his work.  When he arrived, someone told him “they 

don’t like Americans here.  You are better off speaking Spanish and showing that you are 
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Mexican.”  Jaime found that many of the people he interacted with were multilingual, and many 

understood Spanish and English.  Listening to the advice of his associate, Jaime began speaking 

Spanish whenever he saw fit.  He said it was interesting how much more fluid and confident he 

felt, and for the first time since being in the classroom at Dalton, he felt he was taking risks with 

the language without insecurity.  When reflecting on why it was that international setting that 

suddenly gave him confidence, he reported:  

“I think that other countries, they really value language and multilingualism, like you go 
to all of these places and people are speaking French and English and Spanish and they’re 
learning Cantonese…They do not just believe in speaking one language.  Everyone 
believes in speaking as many as possible. And it’s funny ‘cause I was also more confident 
because, like a lot of those people, it’s not their first language. I will always feel more 
comfortable speaking Spanish to someone whose Spanish is also their second or third 
language, as opposed to someone who is fluent in Spanish.  Because I think someone 
who is really fluent is going to catch all your mistakes.” 
 
It was in a country that valued multilingualism, speaking with other non-native Spanish 

speakers that Jaime felt confident and was able to overcome his linguistic insecurity that has 

marked his life and language practices in the United States.  

 Reflections as an adult.  While Jaime has had many conflicting experiences regarding 

Spanish and English throughout his life, today, he greatly values Spanish, and “cherishes” his 

experiences at Dalton.  He reflects: “it wasn’t just about the language, it was as much about the 

culture; I remember that so much. We were always learning about all these important Mexican 

figures really early on. We learned about Gandhi, and we learned about Hidalgo. I can now 

connect the dots and see that it made me more connected to my heritage.” He laments that he has 

lost fluidity since Dalton.  He has even expressed that he has considered enrolling in Spanish 

courses at a local community college to try to improve his proficiency with the language.  He 

believes that particularly in his position at work he could accomplish more and reach more 

people if he had more fluidity with Spanish.  He also expresses that he would like his children to 



 205 

be bilingual, saying: “I really want my children to be fluent too, so I can see if I don’t do 

something about it, my children will speak nothing but English.  And I worry that they won’t 

have that connection to their heritage.”  

 He also describes Dalton as giving him lifelong skills that he believes are invaluable to 

this day.  The following excerpt illustrates his beliefs:  

“Dalton was and will always remain the foundation of why I have the level of success in 
my personal, private and my professional career.  It gave me so many tools. And I think, 
because Dalton was a bilingual institution, it brought really dynamic teachers and 
educators who cultivated this culture and environment of bilingualism, multiculturalism 
and acceptance, and infused it with learning, and we made so many connections because 
we were able to be ourselves in this kind of environment. I learned so much. I think I 
learned more in elementary school than I learned anywhere else in terms of like the 
fundamental things that I carried through the rest of my life.  And I think there is a direct 
correlation to it being a bilingual school, and all the things we the take away from there, 
because its apparent, I look at all of us that went there, and we all have such a strong 
sense of self…And I feel like when you have a strong sense of self, you are able to tap 
into that and accomplish great things. It just really set that foundation for us to excel.” 
 
Jaime, like Julieta, has had consistent bilingual surroundings, however, so much of his 

life has been marked by linguistic insecurity. It is interesting to note that he would not generally 

be described as an “insecure” person.  On the whole, he is confident and successful, but 

somehow this one area, language, incessantly “stifles” him.   However, Jaime’s Spanish 

proficiency is actually quite high.  As we were completing our second interview and walking out 

to our cars, a Spanish-speaking client approached Jaime and asked him a question.  Jaime spoke 

with the client in Spanish, and told her that he would be with her shortly.  At our following 

meeting he asked if I noticed him like a “deer in headlights” when he had to converse in Spanish 

with the client unexpectedly. However, that was not my observation in the slightest.  Though 

Jaime did pause before he responded, his interaction was very professional and his Spanish was 

quite fluid.  This experience underscored what I saw as continued linguistic insecurity, which is 
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not mirrored by his actual proficiency.  He has a much higher proficiency than he believes. It is 

not that he cannot, but, inhibited by whatever insecurities lie in his past, he does not. 

Discussion and Conclusion 

The fact that these students’ early schooling was bilingual did not guarantee that they 

would become life long bilinguals.  Language-as-a resource varied across their trajectories 

depending on their engagement across multiple and sometimes competing social fields.  As 

graduates moved across different times and spaces in their lives, their bilingualism and biliteracy 

“ebbed and flowed.” Ultimately what mattered were the conditions that enabled and constrained 

graduates’ bilingualism and biliteracy. Across all participants regardless of ethnicity, 

background, or eventual linguistic and life trajectories, some elements of their dual language 

schooling have carried with them into adulthood. In particular, graduates today hold 

overwhelmingly positive reflections of Dalton and positive perspectives regarding the inherent 

value of being bilingual and biliterate.  These perspectives can be wholly separate from practices.  

While Jaime avoids situations where he might be forced to use his Spanish, he still believes very 

strongly that bilingualism and biliteracy are extremely important, and he “wishes” he had more 

proficiency, and desires for his children to learn Spanish.  

 There also seems to be a relationship between phenotype and risk taking in Spanish and 

the expectation (or not) of linguistic competence.  Each of the three case study participants is 

English dominant.  Tara, who has light hair and freckles, has always been a risk taker with the 

language.  Though she has had less exposure to Spanish overall, her Spanish has reached a high 

level of fluency most likely because as a child in her dual language school and as a volunteer 

abroad she was unafraid to take risks with the language because it was evident that she was a 

‘Spanish-learner.’  She admits that her Spanish may not be perfect, but her confidence is high 
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and she feels comfortable that she can make herself understood.  Her current linguistic practices, 

along with evidence from other Anglo participants in this study, contradict findings of Edelsky 

and Hudelson (1982) and Ellman (1988), who posit that Anglophone children generally do not 

acquire lasting competencies in minority languages. 

 Julieta as a very young child was nearly a “balanced bilingual,” but once she entered 

school she eventually became more English dominant.  However, she maintained her Spanish at 

an almost equal proficiency, but used it slightly less. She recalls being unafraid to take risks with 

the language as a child.  As she grew older, she became more aware of her Spanish and in 

particular how other native Spanish speakers perceived her Spanish. Again, she has the physical 

outer appearance of looking like she “should” speak Spanish. For her, though she describes being 

more aware and more insecure now compared to how she was as a child, it is not enough to 

suppress her Spanish use; she still uses her Spanish in various places and capacities.  

 Jaime, from a young age showed linguistic insecurity and resistance to Spanish.  He 

describes in detail how because he looks Latino and plays in a mariachi group, he looks like he 

“should speak perfect Spanish.” Jaime has had more exposure to Spanish than Tara, yet he has 

never been a risk taker, and, though his actual proficiency may be equal to hers, his confidence 

certainly is not.  During his brief stay in Paris, France it seems all of his inhibitions were lifted 

because he was not worried about how he was being perceived. For the first time since the 

classroom at Dalton, Jaime’s Spanish was untethered and he was able to effectively 

communicate in ways he may not have believed possible prior to that experience.  

 This finding is consistent, not just with these three case study participants, but in many 

other examples across participants.  Many of the Anglo students, though most have had less 

exposure to Spanish overall particularly in their home life, have now grown to be very competent 
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Spanish speakers.  These students do not carry the same “mark” that makes them afraid. They 

hold a sense or feeling of being “special” for speaking a second language (see Granados, 2015b), 

and often go out of their way to “practice” their Spanish because it is less prevalent in their 

environment.    

 Many of the Latino participants, however, express a sentiment of being aware that they 

speak Spanish as a second language, not as their native tongue, even if it once was prior to their 

schooling. Though the data show only a few cases like Jaime where linguistic insecurity has 

become a theme throughout his or her life, a large number of participants speak of being more 

timid with their Spanish, particularly when speaking with native speakers. Since the White 

students are not “expected” to speak Spanish, when others realize they do, it comes across as an 

extra ability, and a pleasant surprise.  

Latino students feel they are expected to speak Spanish.  They feel like their Spanish 

proficiency somehow becomes an identity marker of one’s own heritage motherland and culture.  

As one participant states, if others do not see them as speaking the language, somehow that 

makes them “less Mexican,” or, less in touch with their heritage culture.  It is the physical 

marker of looking like one “should” speak Spanish that correlates to this linguistic uncertainty. 

Whether that perception is based in truth or not, graduates’ belief that it exists has at times 

become a stumbling block for their bilingualism and biliteracy, as was Jaime’s case. 

In the three case studies, the orientation of language-as-resource was connected to larger 

language ideologies, which varied across time and space.  Tara used Spanish as a resource as an 

additive and symbolic skill, one that opened many doors for her personally and professionally.  

Julieta, while once confident and sure of her Spanish abilities, became hyper-aware of her 

‘academic’ Spanish as she entered college Spanish classes.  Valdés, González, García, and 
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Marquez (2003) describe the college Spanish class contexts as devaluing Latino Spanish and 

elevating peninsular Spanish, an ideology that seeps into how Latino Spanish speakers construct 

their linguistic identities.  For Jaime, language was a resource for his mariachi group and his 

intense interest in music.  However, this quickly became a ‘problem’ for him as he wrestled with 

his linguistic insecurity.  

These case examples illustrate how the idea of “resource” carries different circumstances 

and consequences, and is not necessarily implicit when a language is “valued.” The notion of 

language-as-resource when applied to an individual life story becomes more complex when we 

factor in questions such as: When is it a resource? Where is it a resource? For whom is it a 

resource, i.e., who are the beneficiaries of the resource? The fact that at Dalton, Anglo students 

were given priority in enrollment because of the court ordered desegregation order, yet Spanish-

speaking Latino students were underrepresented, speaks to the question of who was given access 

to the “resource” of bilingualism, and is there a way to extend equity and access in a way that 

embraces the idea of multilingualism for all? 

I return to the concept of Culturally Sustaining Pedagogy (Paris, 2012), and reiterate calls 

for sustaining cultural and linguistic funds of knowledge. I extend this notion further to think 

about “Multicultural Sustaining Pedagogy.” In the case of these dual language graduates, they 

not only overwhelmingly sustained and valued and sustained their own linguistic and cultural 

identities and heritages, but they also valued and sustained multiculturalism, as evidenced in 

their fundamental beliefs in the need for linguistic and cultural diversity in the human 

experience.   

I end echoing Ruiz’s (2010) concluding remarks:  
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In the case of language-as-resource, to abandon it to those interests would be foolish and 

politically reckless.  Too much good has come from the application of even the simple 

version of this metaphor to reorient societies toward cultural democracy.  All we can do 

with undesirable applications is to argue against them.  At the same time, we can work 

toward refining our discourse to make it more likely that good rather than evil will come 

of it. (p. 169)  

This point is well-taken.  We must refine our discourse so that the vision of cultural 

democracy is foremost in our applications of theoretical frameworks in issues of language, 

literacy, and equity. 
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APPENDIX D: COMMUNITIES OF PRACTICE NETWORK MAPS 
 
 
 

Elementary School, Middle School, High School, and Post-High School 
 

CoP Network Map Keys 
 
 

Color Key 
Elementary             
Middle School        
High School           
Post-High School   

 
 

Category Symbol 

Home and Family  
Education  
Arts and Performance 

 
Religious Institutions 

 
Employment  
Athletics 

 
Social Relationships  
Clubs and Organizations  

Service 
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Elementary School CoP Network Map 
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Middle School CoP Network Map 

  



 219 

 
High School CoP Network Map 
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Post-High School CoP Network Map 
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Participants 1 through 10  
 

CoP Network Map Keys 
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Service 
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Participant 1  

 

 
Participant 2  
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Participant 3  

 

 
Participant 4 
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Participant 5  

 

 
Participant 6  
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Participant 7  
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Participant 9 

 

 
Participant 10  
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APPENDIX E: SAMPLE CODING SCHEME OF DATA 
 
 

Table 4.1  
 
Coding Scheme Sample from Discussion Board Postings, Focus Groups, and Case-Study 
Interviews 

Phrase From 
Data/Transcript 

Open Code Acronym Category Theme 

I didn’t realized I was 
getting a bilingual 
education, because 
naturally, that’s what I was 
living. 

Unaware of 
Language 
Instruction  

ULI Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

I felt so privileged to be 
there 

Feeling 
Privileged/Proud 
(FP) 

FPP Spanish-as-
Special 

Language/Literacy 
Ideologies 

It’s an advantage for me 
because I came from 
Barrio Amelia 

Socially 
Beneficial 

SB Social 
Capital 

Capital/Language-
as-Resource 
 

I continue to use Spanish 
and English in both my 
personal and professional 
life 

Language Use LU Shared 
Practice 

Communities of 
Practice 

Mom actually was really 
opposed to it 

Parental 
Ideologies 

PI Ideologies of 
Others 

Language/Literacy 
Ideologies 

We have to be advocates! Present Day 
Advocacy 

PDA Advocacy Advocacy and 
Global Awareness 

We said the Pledge of 
Allegiance every morning 

Dalton Cultural 
Emphasis 

DCE Dalton 
School 
Environment 

Communities of 
Practice 

It was just the norm to us Felt Normal FN Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

They even tried to talk to 
the school, but they still 
wouldn’t let me in [the 
heritage Spanish class] 

Spanish Class 
Reflections 

SCR Negative 
Schooling 
Experience 

Negative 
Language 
Associations 

It gives them an advantage Advantages and 
Benefits 

AB Language-
as-Resource 

Capital/Language-
as-Resource 

My dad really forced 
Spanish...“my girls are 
gonna speak spanish” 

Parental 
Ideologies 

PI Ideologies of 
Others 

Language/Literacy 
Ideologies 

The language I spoke 
depended on my 
environment and the 
people I was with 

Language Use LU Shared 
Practice 

Communities of 
Practice 
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Set me on a good 
educational path 

Valing 
Education 

VE Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

I work at City Hall and it’s 
a requirement to be 
bilingual 

Language and 
Employment  

LE Economic 
Capital 

Capital/Language-
as-Resource 

Being passionate about 
learning 

Valing 
Education 

VE Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

They only offered it 
(spanish class) every other 
year...and it conflicted with 
mariachi 

Spanish Class 
Reflections 

SCR Negative 
Schooling 
Experience 

Negative 
Language 
Associations 

I speak spanish at home 
with my boyfriend and his 
parents 

Language Use LU Shared 
Practice 

Communities of 
Practice 

All I can remember 
thinking is ‘really? It’s that 
big of a deal?’ 

Felt Normal FN Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

He really was like accepted 
into the [city] “barrio” 
culture 

Cultural 
Inclusion 

CI Cultural 
Capital 

Capital/Language-
as-Resource 

I’m in love with Dalton Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

I preferred Spanish when it 
came to reading and 
writing because it’s 
phonetically easier 

Spanish Literacy SL Literacy 
Capital 

Capital/Language-
as-Resource 

I was excited to go to 
school 

Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

Fell in love with the culture 
and wanted to be a part of 
it 

Cultural 
Inclusion 

CI Cultural 
Capital 

Capital/Language-
as-Resource 

Felt like family because it 
was community oriented 

Community 
Oriented 

CO Dalton 
School 
Environment  
 

Communities of 
Practice 

Definitely a positive 
experience 

Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

Spanish and English were 
never separated 

Fluidity of 
Languages  

FL Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

We knew just as much of 
our country as we did our 

Dalton Cultural 
Emphasis 

DCE Dalton 
School 

Communities of 
Practice 



 229 

culture Environment 
I think it made me more 
determined 

Proposition 203 P203 Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

I speak spanish in the 
community such as at my 
job or volunteering 

Language Use LU Shared 
Practice 

Communities of 
Practice 

Teachers were a big thing Dalton Teachers DT School 
Environment 

Communities of 
Practice 

I don’t think it (language) 
was something I really 
noticed  

Unaware of 
Language 
Instruction  

ULI Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

I had the good experience 
to mingle among other kids 
who were children of 
professionals 

Socially 
Beneficial 

SB Social 
Capital 

Capital/Language-
as-Resource 

One of those parents 
who...is there everyday 

Parental Support PS Dalton 
School 
Environment 

Communities of 
Practice 
 

And I was like “I did?” It 
was just so normal 

Unaware of 
language 
instruction  

ULI Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

It made me aware at a 
young age to be wary of 
generalizations/stereotypes 

Sensitivity to 
minority issues 

SMI Issues of 
Diversity 

Advocacy and 
Global Awareness 

I can read it in Spanish Spanish Literacy SL Literacy 
Capital 

Capital/Language-
as-Resource 

I couldn’t even understand 
what the argument even 
was 

Proposition 203 P203 Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

I did not want to learn 
Spanish... I refused to learn 
the slightest bit of Spanish 

Language 
Resistance 

LR Spanish-as-
Undesirable 

Language/Literacy 
Ideologies 

I think it comes down to 
actively practicing 
speaking spanish 

Language Use LU Shared 
Practice 

Communities of 
Practice 

I never realized I was part 
of a bilingual program 

Unaware of 
language 
instruction  

ULI Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

They set the bar really high Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

It was because of the 
mariachi program 

Dalton Mariachi DM Dalton 
School 
Environment 

Communities of 
Practice 

Dalton really kicked that Later Biliteracy LB Literacy Capital/Language-
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off for me and allowed me 
to take many advanced 
classes  

Capital as-Resource 

You felt like you belonged 
there  

Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 
 

It was introduced softly 
though 

Dalton 
Curriculum 

DC Dalton 
School 
Environment 

Communities of 
Practice 

What’s the big deal? 
We’ve been in bilingual 
school since like, forever! 

Felt Normal FN Spanish-as-
Normalized 

Language/Literacy 
Ideologies 

The language...It can open 
your doors 

Advantages and 
Benefits 

AB Language-
as-Resource 

Capital/Language-
as-Resource 

It was the norm to us, but 
now we know it was a 
privilege 

Shifting 
Ideologies 

CI Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

There were lots of 
demonstrations 

Proposition 203 P203 Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 

I remember being reluctant 
to it...I didn’t understand 
why it was even a part of 
school. 

Language 
Resistance 

LR Spanish-as-
Undesirable 

Language/Literacy 
Ideologies 

I think its shaped my world 
views 

World Views WV Global 
Awareness 

Advocacy and 
Global Awareness 

Spanish was spoken with 
my famly and always in the 
home.  English was spoken 
with school friends. 

Language Use LU Shared 
Practice 

Communities of 
Practice 

Languages should be 
introduced at a younger 
age, not just in high school 

Current Positive 
Perspective 

CPP Then and 
Now 
Ideologies 

Language/Literacy 
Ideologies 
 

I began to study and speak 
it more in college 

Later Biliteracy LB Literacy 
Capital 

Capital/Language-
as-Resource 

My experiences have been 
more diverse 

Advantages and 
Benefits 

AB Language-
as-Resource 

Capital/Language-
as-Resource 

Because I’m accepted into 
the culture that I locally 
live in 

Cultural 
Inclusion 

CI Cultural 
Capital 

Capital/Language-
as-Resource 

I was very proud to speak 
both languages 

Feeling 
Privileged/ 
Proud (FP) 

FPP Spanish-as-
Special 

Language/Literacy 
Ideologies 

It was a part of my daily 
life 

Fluidity of 
Language 

FL Spanish-as-
Normalized 

Language/Literacy 
Ideologies 
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Table 4.2 
 
Data Themes, Categories, and Open Codes 
Themes Categories Open Codes 
Language/Literacy 
Ideologies 

Spanish-as-Special  
Spanish-as-Normalized 
Spanish-as-Undesirable  
Then and Now Ideologies 
Ideologies of Others 

Feeling Privileged/Proud (FPP) 
Feeling Special (FS) 
Unaware of Language Instruction 
(ULI) 
Fluidity of Languages (FL) 
Felt Normal (FN) 
Negative Perception of Spanish (NPS) 
Language Resistance (LR) 
Ideologies in Adolescence (IA) 
Current Positive Perspective (CPP) 
Proposition 203 (P203) 
Shifting Ideologies (SI) 
Valuing Education (VE) 
Parental Ideologies (PI) 
Teacher Ideologies (TI) 
Outside Ideologies (OI) 

Capital/Language-
as-Resource 

Literacy Capital 
Cultural Capital 
Social Capital  
Economic Capital 
Language-as-Resource 

Spanish Literacy (SL) 
Later Biliteracy (LB) 
Socially Beneficial (SB) 
Increased Relationships (IR) 
Cultural Inclusion (CI) 
Cultural Awareness (CA) 
Connection to Culture (CC) 
Advantages and Benefits (AB) 
Language and Employment (LE) 
Financial Support (FS)  
Community Resource (CR) 

Negative Language 
Associations 

Negative Schooling Experience  
Negative Home Life Experience 
Other Negative Experience 

Spanish Class Reflections (SCR) 
Conflicting Perspectives (CP) 
Negative Family Associations (NFA) 
Peer Pressure (PP) 
Contrasts from Dalton (CD) 
Undesirable Feelings (UF) 
Negative Comments (NC) 
Stigmatizations of Spanish (SS) 

Advocacy and 
Global Awareness 

Advocacy 
Global Awareness 
Issues of Diversity 

Present Day Advocacy (PDA) 
Advocacy in Adolescence (AA) 
Advocacy in Community (AC) 
Activism (A) 
World Views (WV) 
Involvment in Global Issues (IGI) 
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Volunteer Work (VW) 
Non-Profit (NP) 
Sensitivity to Minority Issues (SMI) 
Valueing of Culture(s) (VC) 
Diversity Awareness (DA) 

Communities of 
Practice 

Dalton School Environment 
Other School Environments 
Out of School Practices 
Shared Practice 

Parental Support (PS) 
Community Oriented (CO) 
Dalton Teachers (DT) 
Dalton Curriculum (DC) 
Dalton Cultural Emphasis (DCE) 
Dalton Mariachi (DM) 
Mariachi (M) 
Home Practices (HP) 
Practices with Parents (PP) 
Language Use (LU) 
Interactions with Peers (IP) 
Community Practices (CP) 
Practices at Work (PW) 
Practices in Sports (PS) 
Music and Arts (MA) 
Other Social Relationships (OSR) 
Organizations and Clubs (OC) 

Total Themes: 5 Total Categories: 20 Total Open Codes: 62 
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APPENDIX F:  THE SOCIAL MEDIA SITE AS A DATA COLLECTION TOOL 

 When I first began this research, it occurred to me that I had the ability to contact many 

of my fellow Dalton graduates through Facebook, the most popular social media network. To 

take advantage of this, I wanted an online method of collecting data.  Even though I knew I could 

contact these graduates through the Facebook site, I initially wondered how to go about an online 

discussion board.  I considered options such as a special chat room, a wiki, or a blog set up for 

the purposes of the research.  Any of these methods would make it possible for participants to 

comment and interact online.  However, to do any of the above, participants must register their 

email addresses to be allowed access. Even though this is likely a fairly simple process, I worried 

that adding extra steps might lose participant interest, and many would not follow through even 

if they had initially consented to participate.  

  I decided that the simplest method that would likely yield the most sizable data was to 

create an online discussion group right on the Facebook site. Participants already spent a great 

deal of time on Facebook each day, “liking” and commenting on other users’ postings, random 

articles, and other media content, so I believed many graduates would be willing to participate 

and contribute to an online discussion on the Facebook site as well.   

 I began by creating a Facebook “group.”  This is a fairly simple process, and Facebook 

has set up certain privacy settings that can be specified.  An “open” group is where anyone on 

Facebook can do a search and join a group and can see all postings.  I created a “secret” or 

private group.  This means the group does not show up in a search of key words, and group 

members must be invited to join.  I named the group  “Dalton Graduates Discussion Group.”  

 I first went through my own Facebook friends list and invited all the Dalton graduates I 

was Facebook friends with.  I had already been in contact with Julieta, one of the case study 
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participants following a pilot study I conducted.  She is a few years younger than I, therefore was 

Facebook friends with many other Dalton graduates with whom I was not in contact.  Julieta 

added some of her Dalton graduate facebook friends to the group.  My sister is one year older 

than I, and is also a Dalton graduate. I looked at my sister’s friends list, and added another 

handful of graduates to the group.  I “personal messaged” all graduates to explain the research 

and obtained consent prior to adding them to the group.   I did not take note of the exact number 

of graduates that were added to the group on that first day, but it was between fifteen and twenty, 

which I thought was plenty. I posted the following description to the group:  

Hello Dalton Alumni! This group was created because of some research I am conducting 
on Bilingual Education programs, like the one at Dalton. Thanks so much for agreeing to 
participate! Occasionally, questions will be posted and if you could please take a minute 
to give your thoughts, that would be great. Also, this can be a discussion so feel free to 
comment and respond to one another. Hopefully we can get a good conversation going 
(smile emoticon). Again, thanks for your participation! 

 
Minutes after posting this description, it already had several “likes” from graduates.  I 

waited a couple of days before posting the first question. I wanted questions that addressed my 

research questions, but that were broad and open-ended, and above all, would get the 

conversation started. I posted the following: “Think back to when you were a student at Dalton. 

What did you think then about being able to speak, read, and write in two languages? Has that 

changed since then? If so, in what ways?”  

As the group “administrator,” I was also able to personal message all group members in a 

group message, where I said the following: “Hi! I just wanted to let you know that I posted the 

first question to our Dalton Graduates Discussion Group! If you can, please take a minute to 

respond.  Feel free to comment as much or as little as you wish.  Thank you!!” I set the group 

settings so that graduates would get a “notification” every time someone posted on the discussion 
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board.3  

I checked the discussion board a few days later, and was very surprised to see that the 

number of group members had grown significantly. Participants had invited other Dalton 

graduates to join, some of whom I knew, and others whom I had had no contact with.  The 

privacy settings were such that any member of the group could invite someone else to join the 

“secret” group.  Members whom I had not initially consented had also responded to the questions 

I had posted. Over the period of a couple of weeks, the group continued to grow, until it reached 

over eighty participants.  

 I contacted each of the new participants in order to obtain consent so as to comply with 

IRB requirements.  Most gave me consent, but some did not respond. I finally was left with fifty-

two participants who consented to participate, who became the participants in this study.  Those 

who never responded were removed from the group, and I went through and deleted their 

comments and postings.  I figured out how to change the group settings so that as group 

administrator, only I would be able to invite people to join.  Members of the group could see 

other group members’ comments and postings, but to everyone else, the group remained private. 

Over the course of a few months, I posted questions periodically.  I told graduates to post 

only what they felt comfortable sharing.  I purposely gave no specifications in terms of length 

requirements or number of postings, nor did I give specifications in terms of types of responses. I 

hoped that this would help the discussion board feel more relaxed, and elicit organic responses.  

In reality, the site worked quite well. I was very pleased at the number of responses, and how 

willing participants were to share (See Table 5.1). 

I tried not to bombard the discussion board with questions, for I believed this would 

                                                
3 Facebook gives group members to option to turn off notifications. 
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actually be counterproductive in eliciting responses. I knew from personal experience as a social 

network user, that as soon as one gets too many postings or notifications from a group, it is 

possible to feel annoyed and perhaps even leave the group.  I never posted more than one 

question a week, and often I went a couple of weeks between questions.  

Table 5.1 
 
Discussion Board Questions and Number of Responses 

Discussion Board Questions # of Responses  
Think back to when you were a student at Dalton. What did you think then 
about being able to speak, read, and write in two languages? Has that changed 
since then? If so, in what ways? 

29 

What stands out to you about your memories of Dalton?  What was the school 
environment like?  

24 

Do you recall having a preference for one language over the other in your 
elementary school days? If so, why do you think that was? Please elaborate.	  

37 

Did your classmates in elementary school influence your language and 
literacy? Teachers? How? How about in Middle school? High school? 

25 

How did your bilingualism/biliteracy change when you entered middle school? 
High school? College (if applicable)? 

20 

How did your family and home life influence your bilingualism and biliteracy? 
Has that changed since you were at Dalton? 

17 

Can you describe any significant experiences you have had related to your 
bilingualism and biliteracy? Please explain the experience and how it impacted 
you.  

13 

Do you remember Proposition 203? Please relate any memories or significant 
experiences you can remember related to Proposition 203. Did the proposition 
change how you thought about Spanish, English or bilingual education? Please 
explain. 

18 

How much of a role do you think Dalton played in how you feel about Spanish 
and English today, and how much of a role did other forces play? Please 
elaborate.  

30 

In what circumstances and contexts do you use Spanish and English today? 
Please elaborate. 

28 

Do you think you are more, less, or equally bilingual and biliterate today than 
when you were at Dalton? Why?  

52 

Would you send your child to a dual language immersion school? Why or why 
not?  

19 

 

Nearly every time I posted a question I sent out a notification or personal message so 

participants would know a new question had been posted.  I found that participants generally 
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responded to questions immediately, usually within the first day.  After that, responses greatly 

decreased. Once in a while someone would go through and answer several old questions at once, 

but this was a rare occurrence.  

The responses varied in length, but most were a couple of sentences to a paragraph.  For 

example, the third question I posted stated: “Do you recall having a preference for one language 

over the other in your elementary school days? If so, why do you think that was? Please 

elaborate.” One participant responded: “I had no preference. The language I spoke depended on 

my environment and the people I was with. So naturally Spanish was spoken with family and 

always in the home. English was spoken with school friends.”  Another wrote: “Conversationally 

I preferred English as that is and was my predominant language, however, I preferred Spanish 

when it came to reading and writing as it's phonetically easier to do.” Another participant 

described the following:  

“I remember when I was getting enrolled at Dalton and my mom told me I was going to 
learn Spanish. I was 5 at the time, and while school progressed I didn't really have a 
preference because we were kind of learning both at the same time and I think when 
you're that little, you normally just do whatever is taught to you so I didn't think about it 
as learning another language. It became part of my daily life. I was used to Spanish and 
English at home, and at school it was no difference. It became normal. I remember one 
time I went to get my haircut and my mom ran next door to run an errand and was going 
to be right back.  The lady next to me was getting her hair cut too, and was trying to 
explain to the hair dresser how she wanted it cut, but she didn’t speak English very well.  
So I started translating for her and I remember thinking, ‘wow, my Spanish better be 
really good because if it isn’t this lady is going to get an awful haircut and it will be my 
fault!’ Hahha. So, basically I think I normally spoke and preferred English, unless there 
was some reason for me to turn to use my Spanish.”  
 
These examples illustrate the variation in terms of length and detail of responses.  Some 

expounded more, while others answered the question simply and succinctly.  

I also found that the “conversation” I had envisioned did not occur how I thought it 

would.  Participants did not really interact with one another or respond to each other’s postings.  
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Instead, they themselves would post their own individual answer to the question.  There was one 

exception to this, however.  I quickly found that participants used the discussion board to post 

videos, images, and articles tangentially related to the research topics at hand, but wholly 

separate from the questions I had posted.  Often these videos and articles elicited comments from 

other participants, and these comments often interacted.  

The first article someone posted to the discussion board described a local Ethnic Studies 

program that was undergoing scrutiny from the state.  The participant’s caption accompanying 

the article read: “This is what’s happening nowadays! We have to take a stand!” Her assumption 

was that everyone in the group would be in favor of the Ethnic Studies program.  Many 

participants commented and “liked” the article.  Another participant posted an article called “Is 

Pope Francis Latino?” while another posted an article “Science Reveals Something About People 

Who Speak More Than One Language.”  

One participant posted a picture of two hands, one holding a red pill and one holding a 

blue pill.  The caption read: “If you take the red pill, you become fluent in every spoken 

language.  If you take the blue pill, you master every instrument in the world. Which one would 

you take?” I found this post particularly interesting considering that the foundational beginnings 

these students had at Dalton greatly emphasized both music and language. Many graduates 

posted their responses and responded to one another’s comments.  

One of the more interesting postings was a video that came from an internet news media 

company called Buzzfeed.  The video is called “ If Latinos Said the Stuff White People Say,” and 

it facetiously mocks the types of conversations Latino Americans experience with Anglo 

Americans.4  Though the video could easily be considered racially charged or even offensive, 

                                                
4 To view the video, go to Youtube.com and search for the title “If Latinos said the stuff White people say.” 
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and even though many of the participants in the group were non-Latino, namely Anglo or 

African American, the assumption was that this group would not only not be offended, but would 

find it humorous, and appreciate the nuanced understandings of issues related to race and 

language.  From my observations, the video was well-received, with many people “liking” the 

video or posting comments such as the following: “HAHAHA I’m dying!!! (Laughter 

emoticon)”         

The posting of media content wholly separate from the discussion questions I posted was 

both unexpected and welcomed.  It added a new, rich layer to the data, and underscored how the 

graduates themselves still carry a sense of a community of practice, with not only shared 

practices in an online space, but also assumed shared values and beliefs.  

After I had posted twelve questions over the course of a few months, I had more than 

enough data, and decided that was my stopping point.  I did not close the group down 

immediately.  I wanted it to remain intact so that I could follow up with any participants if 

necessary, and could disseminate some of my findings through the discussion board after I had 

written up my research.  I posted a final note of appreciation to the board, and stopped posting 

questions.  Some participants still occasionally posted media content to the group, but that 

eventually died down and some participants eventually removed themselves from the group.  

Ultimately, I found many advantages to using the social media site as a data collection 

tool.  First, it made it easy to reach many participants. I surely would not have been able to reach 

and consent fifty-two participants otherwise.  It also made it possible for me to contact 

participants who had moved away; these graduates could participate in the research from their 

current location.  The site also made it possible to collect a great deal of data rather quickly and 

simply. It took advantage of the fact that Facebook users often check their Facebook several 
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times a day, and spend much of their time “liking” and commenting on articles and postings.  

This discussion group simply became another form of this, collecting qualitative data in a way 

that was both familiar and simple to do for participants.   

I was able to copy/paste all comments into a single word document, which eliminated the 

need for transcriptions, something I believe every researcher would appreciate.  The question and 

answer format also made it easy to pick up patterns in responses. As a researcher, it only took a 

few minutes of reading repetition in responses to pick up on key themes and patterns as they 

related to the research questions.   

Despite a few unforeseen challenges with the Facebook discussion group such as having 

to go back and consent participants and figuring out how to manage the board and responses, the 

discussion board ultimately became a very useful tool to collect meaningful data in a way that 

certainly would not have been possible through another medium.  As we move forward in a 

world that increasingly interacts in cyberspace, it its my hope that more researchers can utilize 

this tool to their advantage for their specific research purposes.     
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APPENDIX G: SAMPLE FOCUS GROUP AND INTERVIEW QUESTIONS 

Interview 1 Sample Questions 

1. (Background info) Where were you born and where are your parents from? How many 

siblings do you have?  

2. Why did your parents choose to send you to Dalton? 

3. What is your earliest memory of Dalton? 

4. What was the school environment like? 

5. Tell me about mariachi and if/how that was important to you.   

6. What were the teachers like? Do any teachers/staff/administrators stick out to you? 

7. What can you tell me about the process of learning to read for you personally? 

8. What were you like as a reader? Did you enjoy reading? What kinds of books did you 

like to read? Were they in English or Spanish, and how would you choose? 

9. What kind of work do you remember doing in class?  

10. What were you like as a student? 

11. What do you remember about Exito Bilingue? 

12. What was your home life like?  

13. Were your parents involved in your schoolwork?  

14. Did you have relationships with extended relatives or family friends? What were those 

interactions like?  

15. Tell me what you remember abour Proposition 203. Did it affect the way you thought 

about bilingualism and biliteracy? Did it affect others in your social circle?  

16.  Are there any other significant experiences that stand out to you during your elementary 

school years?  
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Interview 2 Sample Questions 

1. Tell me what happened after you left Dalton. 

2. What was your middle school like?  

3. What were you like during middle school? 

4. What type of role did language play during your middle school years? 

5. Do you think your perspectives about being bilingual/bilterate changed when you moved 

from elementary school to middle school?  

6. Tell me about your peer interactions in middle school.  How did language factor in to 

your peer interactions? 

7. Tell me about your life outside of school.  What was your home life like?  

8. Were your parents involved in your schoolwork?  

9. What were some common places to go (other than school)?  

10. What were some domains for your literacy use during middle school? Pleasure reading? 

School? Internet? Journal writing? 

11. Are there any situations or experiences that stand out to you during middle school? 

12. Tell me what happened after you left middle school. 

13. What was your high school like?  

14. What were you like during high school? 

15. What type of role did language play during your high school years? 

16. Do you think your perspectives about being bilingual/bilterate changed when you moved 

from middle school to high school?  
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17. Tell me about your peer interactions in high school.  How did language factor in to your 

peer interactions? 

18. Tell me about your life outside of high school.  What was your home life like?  

19. Were your parents involved in your schoolwork during high school?  

20. What were some common places to go (other than school)?  

21. What were some domains for your literacy use in high school? Pleasure reading? School? 

Internet? Journal writing? 

22. Are there any situations or experiences that stand out to you during high school? 

23. As a youth, do you think you formulated any significant perspectives regarding your own 

“language identity?” 

24. As you reflect on your youth, do you feel like you evolved? What do you see different in 

yourself at age 13 vs. age 18? 

Interview 3 Sample Questions 

1. Tell me what happened after you left high school. 

2. How did you decide to pursue that path?  

3. What was the transition like for you after high school? 

4. How often and in what circumstances do you speak Spanish? How often and in what 

circumstances do you speak English? 

5. Did your experiences in your dual language school influences the way you think about 

your current bilingualism and biliteracy? How? 

6. Would/will you put your children in a dual language school? Why or why not? 

Sample Focus Group Questions:  

1. What do you remember from Dalton? What was it like?  
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2. What were the teachers like?  

3. What can you tell me about the extended-day and mariachi program? 

4. How do you think Dalton made you feel about Spanish and about English? 

 


