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Dedication
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CHAPTER I: INTRODUCTION
Instilling the Love of Reading
“...who can deny the power of a teacher who makes students fall in love with
learning?” (Walker-Dalhouse & Risko, 2008, p. 424).

The first day of the 2009-10 school year, | suddenly discovered the obvious.
My primary goal had always been to instill the love of reading in children who had
not been read to by their parents. In the two previous years, when my job only
consisted of being my high school’s Dean of Students, | shared books from my
office’s personal library with students in detention as well as with studéatswere
sent to my office for behavioral reasons. That year | shared several boolksdit
even created a short-lasting book club for the very bright child of an illitei@tteem
| also shared my books with one of our most troubled Latina students who was
currently attending an alternative school. The last time | saw heat hép] “Don’t
forget to read one book a week.”

Somehow | have always intuited that the most genuine and enduring kind of
teaching has to do with the simple, metaphoric act of cultivating a seed. Cultivating
the seed of love for reading in children who lack cultural and social capital (Bourdie
1977/1990) does not always come easily but may be of great consequence. | have
always felt that improved literacy coupled with the love of reading may behlal
for children whose identities may be compromised by their lower status incamer
society.

Instilling the love of literacy in children whose existences straddigited

States’ dominant culture and language and the Latin American culture anddangu



may be problematic. Curriculum that includes mainstream, monocultural, and
monolingual topics which deny or do not reflect the borderlands existences of
students may not be optimally conducive to enhancing their literacy. Children with
bilingual and bicultural identities may be more inspired to initially devédiep t

literacy through more familiar cultural topics which may be explored in tiegitage
language, a mixture of their heritage language and English, or Engliste Tho
children may be described as borderlands children, defined by Cline and Necochea
(2006) as the “need to negotiate two cultures, two languages, and two worlds” (p.
268).

It is possible that if borderlands students become more literate in ¢nicaigie
language through the exploration of their identity via literary topics éfiact their
experiences, their sense of identity may become less problematic. Develgsiag t
students’ bilingualism in addition to facilitating their identificationhwliterary
characters who mirror their lives may be beneficial to both their idemiutyteeir
engagement with literacy. Then, if they develop their literacy in Spanish throdigh s
topics, they may be able to transfer their Spanish literacy skills to thisliEng
language. In the end, literacy may empower them in more ways than one.

In my own life as a Latina in the United States, | remember the dayin fell
love with reading in a Spanish literature class at an American universédgl. |
recently come from Puerto Rico and was going through confusing times, trying to
adapt to a culture and learn a language that did not mirror my culture or language in
any way. | reminisce that we were studying medieval literatweslfascinated at

how my exposure to medieval literature connected me to my rootsaimcastral



kind of way (Godina, 2003). While | had never studied medieval Spanish literature
before, | suddenly felt a sense of connection that | had been lacking for quitea whil
As | then majored in Spanish and Latin American literature for both my
Bachelor's and Master’s degrees, | grew to appreciate the richnesslahguage
and culture as they were reflected in the aesthetic experiencedthiaigréecame for
me (Athanases, 1998). But the moment | fell in love with reading, | was born into a
new identity as a borderlands person as well as a reader. Thus, | was boat Hgain
exact crossroads between my cultural, linguistic, and reader exploratioaysur
That day | decided to learn everything | could about literature that wasrwirit
Spanish. And eventually | got to explore world literature in my comparative worl
literature class, another one of the most important points of my life. Thanks to my
decision to take a Spanish literature class at a confusing time, my ergagdéth
the written world generated one of my most enriching habits, a habit that gr@ats
feeling of centering, of not being dissonant with my surroundings, of not having to
adapt to one more situation. The day | fell in love with reading, | was reminded of
portions of my identity which still remain vibrant today after thirty yexdréving in
the United States: my Latin American culture and Spanish, my heritage ¢gendgua
fell in love with my own language in a culture that did not really value it. But my
language gave me resilience, strengtadoulturate(Gonzalez & Darling-Hammond,
1997) to the American culture. That was the kind of experience | intended to eeplicat
for my students that school year in my t&panish for Heritage Speakdtsclasses.
Literacy and Empowerment through the Exploration of the Borderlands Identity
The observations | made during the first few days of class led me to the top

of my research. The day | met my Latino students, | immediately disctratechany



of them disliked reading. | also observed that most of them naturally spoke more
English than Spanish. When | asked them in what language they preferred to speak,
most of them expressed that English was their preferred language. For aatouple
days many of them resisted my request to only speak Spanish, which made me
wonder if they could actually speak Spanish. To my surprise, once they understood
that | really meant for them to speak only in Spanish, most of them could speak
Spanish quite fluently. However, when it came to reading in Spanish out loud, only a
couple of students in each class offered to read. Moreover, the writing literacy in
Spanish of many of them was pretty low, even though this was a second level class.
Two months later, | still struggled with my students not wanting to speak atedinvri
Spanish. | could say that most of them felt most comfortable with Spanilisay

were forced to speak at least some Spanish. On one hand, many of my students were
2" generation Americans or had spent a significant portion of their lives in the United
States. On the other hand, the majority of their parents spoke mostly in Spanish. |
noticed a strong Latin American heritage in their home environments avery t

called any of their homes. Spanish music was often in the background, voice mail
messages were in Spanish or included Spanish music, and parents naturally spoke in
Spanish to me. Moreover, while more than half of my students were born or grew up
in the United States, during the World Cup most of them preferred the Spanish or
Latin American teams to win over the United States team. It became evideet t

that my students lived a borderlands existence between the world of their roots and

families and their lives as American teenagers.

! Spanglish has been defined by Stavans (2003) gisralHorm of verbal expression which consists
of the lexical and syntactical combination of Sgarand English.
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From the first day of school, | also noticed my students’ high interest when we
started reading the bo@kuando era puertorriqueii@Vhen | was Puerto Rican)
(Santiago, 1993), an autobiographical tale by a borderlands female who livesrbetwe
the Puerto Rican and American cultures. The students seemed quite focused when we
read her description of the three ways she identifies linguistically: spefakaglish,
Spanish, and Spanglish. No student knew the wadolinguisticowhich surprised
me and made me wonder if they had ever explored their cultural and linguistic
identities. | then explained the difference between living monocultural/nmguaditic
and bicultural/bilingual existences and asked them to provide definitions and
examples of the wordultura. Through the entire discussion, student interest did not
fade.

These observations made me understand that one of my roles that school year
was helping my students explore their sense of identity in as many svpgssble.

From the beginning | also made a concerted effort to understand and be proactively
open to their agency, to actively listen to their voices and to use their lives, opinions,
desires, and interests as blueprints for my teaching Spanish literacy.

In this dissertation, | document how | attempted to develop my Latino and
Latina students’ interest in literacy (reading and writing) in theitdge language by
drawing on their linguistic and cultural experiences and perspectives. dheyaaf
my students served as my guide in our joint exploration of their multiple identities.
designed discussions that helped them understand their position in American society
and their role in understanding tiverd so they could impact theworld (Freire,

1998; Freire, 2005; Freire & Macedo, 1987). By using their cultural experiences,

perspectives, agency, and voice, | intended to help them explore their own idientity.



b)

was my hope to strengthen it and develop their interest in reading and wreragyflit
in Spanish, the language that connects them to their roots. | also explored how I,
through reflective practice, as a teacher who had never taught solely SpanitistpeHe
Speakers, analyzed and accommodated my everyday lessons to student needs. |
studied their progress — or lack thereof — through the entire school year.

The two main questions | explored were:

1) How do my students view their cultural and linguistic identities?

2) Can |, through the exploration of culturally relevant borderlands literary

topics impact my students’ interest in literacy?
To answer those questions, | examined various aspects of my practice such as:
How do | attempt to draw on my students’ linguistic and cultural experiences, voice
and agency as a guide to teach them literacy?
How do | guide my students’ exploration of their cultural and linguistic identities
through culturally responsive literary topics with which they identify?

Methods

| conducted action research during the 2009-10 academic year in my two
classes of Spanish for Heritage Speakers Il. | combined action resedrch wit
ethnography by using the anthropological framework of culture, instructionaktonte
social structure, and power to inquire and find solutions to culture-related researc
guestions (Jacob, 1995). Throughout the semester | presented my students with varied
borderlands and other culturally relevant readings. | also documented mywveflect
practice as an inexperienced teacher of Spanish for Heritage Speaketisnetido

increase her students’ interest in reading.



In order to obtain a more complete interpretation of events, | collected
multiple types of data. | interviewed Spanish for Heritage Speakarisdes in order
to understand their strategies to impact their students’ social and readiéieglent
Moreover, | interviewed my students in focus groups. The interviews were
audiotaped. Students also completed questionnaires that had to do with their cultural,
linguistic and reader identities. Furthermore, the students wrote journaketiout
cultural and linguistic topics in addition to general reflections about the dlyitura
relevant topics we read about and discussed. | also kept a journal about my own
thoughts, reflections about my actions, and decisions to take further actiansut_as
not least, | took field notes about my observations during whole class and small group
discussions. | systematically collected and coded the data in the form of aingyvol
descriptive catalog of themes. Through the semester | revisited the theodesl to
determine if they had changed. | then coded the changes.

Description of School and Students

The school where | have worked for the last 17 years is one of the smallest
high schools of a large school district in a southern state. At the time of nyy issud
student population consisted of 1,372 students. The high school is also one of the
most diverse schools in the district. The students come from at least 83 countries and
collectively speak at least 40 world languages. The school’s population is divided i
25% White, 7% Black, 39% Latino, 23% Asian, 4% Multi-Racial and 2%
Undesignated. Due to the low income levels of their families, 46% of these student
qualify for free and reduced lunch. Forty eight percent of Latinos qualifyde and

reduced lunch. Classes in English for Speakers of Other Languageslféalf the



student body and 41% of students are limited English proficient. The special
education population is 19%.

While my school’s Latino students still follow the national pattern of
underrepresentation on the college track, there has been an indication of positive
change over the last ten years. Latinos, who make a large percentiaggeoivho
qualify for free and reduced lunch, constitute about 50% of the students served by
Advanced Via Determination (AVID). In addition to this program'’s focus on
recruiting Latino/a students, other college identification programs suCloléege
Partnership, the local university’s Early Identification Programthedocal
community college’s Pathways actively recruit a large number ofid/atistudents.
The increasing number of Latinos attending college now constitutes 3ttfié of
school’s students who go to college. However, Latinos are still significantly
underrepresented on the attendance of four-year colleges. While whites make the
highest percentage of students going to four-year institutions (44%) right afte
graduation, Latinos make the highest percentage of students who initintotlege
education in the local community college (43%). This fact may be a causacsrn
since community college students are 14.5% less likely to complete a degree withi
nine years as opposed to university students (Long & Kurlaender, 2008).

Nevertheless, the majority of Latinos taking Spanish for Heritage Spgdaker
and Il and AP Spanish Language envision earning at least a bachelogs.deg
Seventy five percent of students who take Spanish for Heritage Speakess dlags
with the goal of earning the advanced diploma which is better regarded lgesolle
than the regular diploma. Over thirty percent of these students claim to want to

complete at least a Bachelor's degree. And almost half claim to intgjedd®yond,



towards a graduate degree. The students in Spanish for Heritage Speakernisl |1

take on average 3 honors and 3 AP courses throughout their high school career.
Almost 50% of the students taking Spanish for Heritage Speakers Il and Illtolaim
have friends in regular classes. Thirty seven percent claim to have fmeimoisars

and advanced classes or in a combination between regular and advanced classes.
Almost all of the students take Spanish for Heritage Speakers Il afieh#dve

finished the second level, a fact that did not change with my students. Furtiermor
about 80% of the students in Spanish for Heritage Speakers Il take AP Spanish
Language the following school year, constituting almost the entire mehipef the

AP Spanish Language classes. The students in AP Spanish Languaggetakesan
average of two honors and four AP courses in their high school career. AlImost sixty
percent of the students taking AP classes plan to complete Bachelors'sciamiee
almost 40% claim that they will do graduate work. That class makes thethighes
scores of the school on any AP exam.

In the 18 years | have worked at that school, | have witnessed several periods
of concerted efforts to recruit minority students into the college track via
identification through SAT scores and recommendation by teachers and counselors.
Serious collaboration among the educators in the school has focused on identifying
and providing support to students who, while underprivileged, have the potential to
attend college. | have always felt part of that effort towards thenadweent of
traditionally marginalized students such as Latino/as. |, as well asrmémebers of
my school, have attempted to instill in traditionally marginalized siisce vision of

an academic path.



My assumptions about the students | had in Spanish for Heritage Speakers Il
conformed to the demographics described above. | knew that our number of Latino/a
students on the college track was increasing thanks in part to teachers who believed i
and worked towards developing these students’ potential. Although it was urzealisti
to expect many of these students immediately to attend four-year cattegtly
because of their socio-economic and legal situations, | felt that with encownaige
and support systems Latino/a students would increasingly persist in amacpdth.

So | worked to instill in my students a vision of becoming college studehts as
prepared them for the higher level of Spanish for Heritage SpeakerddH whuld
eventually lead them into the college level AP Spanish Language class.

| taught two Spanish for Heritage Speakers Il classes. My total nuinber o
students was 43, with 23 males and 20 females. My fifth period, the clasevegw
day after lunch, consisted of 23 students: 14 males and nine females. In November,
one of my male students was placed in jail for committing a gang-relateel c
Another student was placed in an alternative facility for emotional disaill kept
contact with my student who was in jail by visiting him and bringing him books and
notebooks in which to write. My plan was to send him one letter a month with a
literary excerpt until he got out of jail, hopefully when he turned 17. My seventh
period, the class | saw every other day for a longer period, consisted of 20 students
seven males and 13 females. One female student was out for most of thelyear wit
epilepsy.

With only two exceptions, the parents of my students were Latin American.
Twenty-five students had parents who came from the same Latin Americanycountr

The other 16 had parents who came from two different Latin American countries.
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Twenty-six (over half) of my students wer® generation American, which means
they were born in the United States but their parents were born in another country.
The other 16 students were 1.5 generation which means they moved to the United
States before the age of 12. My students’ Latin American cultural background
included the following countries: El Salvador, Guatemala, Honduras, Nicaragua,
Bolivia, Argentina, Peru, Venezuela, Chile, El Ecuador, Cuba, Dominican Republic
and Mexico. The country most represented by far was El Salvador with 19 students.
Overview

The purpose of this research, which lasted throughout the 2009-2010
academic year, was to document my attempts as a teacher of two SpaHishtége
Speakers classes to help my Latino students improve their interestaoyliterttheir
heritage language. | attempted to help my students through the use of borderthnds a
culturally relevant literature. Borderlands literature explores theedmrience of
the immigrant or child of immigrants who lives a bicultural and bilinguadterce.
Culturally relevant literature reflects the multiple cultural exgreres of students.

| drew attention to the students’ voice and agency in order to help them
understand their place in the world and how they could construct their own sense of
identity. Furthermore, | intended to let them understand that they could impact the
way | conducted my class. In regards to language, while | acknowil¢ldge
legitimacy of my students’ language choices, my ultimate goal waske mg
students as fluent as possible in their heritage language because of the thaenéfits
will refer to later. Last but not least, this study documented my reflgutactice as a
Latina teacher with no previous experience teaching Spanish for HeritageiSpea

classes to improve my students’ interest in literacy while contemplanigppics
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referred to above. | consulted the professional advice of five teachers who Have ha
extensive experience teaching Spanish for Heritage Speakers classesedtioses
were consulted solely for their professional advice and not for research purposes.
In the second chapter, | review literature that inquires about different
dimensions of the borderlands experience. Two of those dimensions are cultural and
linguistic. The other two have to do with the general academic experiences of
borderlands students and their more specific experience as readers. ithe th
chapter, | describe in more detail the methods | used to gather and analyze data.
The fourth chapter includes how my students identified linguistically and
culturally as well as how their cultural appreciation changed. Infthechapter |
describe how I drew on those characteristics with the goal of becoming a more
culturally responsive teacher in order to engage my students in literdabg. sixth
chapter | address how my students’ reading interest changed as they berame m
acquainted with borderlands topics. The last chapter presents the summary of my
findings on my students’ linguistic and cultural identity as well as on thainges in
literary engagement as | implemented culturally responsive stratéigpdso
comprises implications for teaching and for future research. Last, iohtapter |

include the contributions and limitations of my research.
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CHAPTER 2: REVIEW OF LITERATURE

In this section | present the most recent research regardibgrerlands
cultural experience and, more specifically, the social identity of the thands
adolescent. | review scholarship on the importance of maintaining close ties to
cultural/linguistic roots, the dualistic experiences of borderlands studedtthea
benefits of developing fluency in the heritage language. | then examine taritie
that deals more specifically with pedagogical interventions which mésrlbeach
minority readers. The interventions include culturally responsive
practices; connections between cultural and linguistic identity and rekahity; and
strategies to reduce aversion to reading in resistant readers. Ladgritoanform
my pedagogical strategies and research approach to this study, eanalyz
documented examples of teachers who also tried to transform their students’ reade
identities.

Borderlands Cultural Experience
The termfrontera(borderlands) in reference to the Latino experience,

generally alludes to the physidebntera (border) which divides Mexico and the
United States. Cline and Necochea (2006) quote a teacher of Mexican American
children who refers to her students as “los nifios de la frontera (children of the
borderlands)” (p. 274). That teacher explains, “Los nifios de la frontera son un crisol
de culturas. Por esta razon, una/o maestra/o debe de disfrutar y aceptasidad
de culturas, idiomas, y regiones. (The children in the border are a collection of
cultures. For this reason, a teacher needs to enjoy and accept the diverdityres,

languages, and regions.)” (p. 274). Cline and Necochea (2006) describe borderlands
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children as children who “frequently need to negotiate two cultures, two largguage
and two worlds” (p. 268).

An author who has elevated the tdsorderlandsto a symbolic level is
Mexican-American Gloria Anzaldua (1999) who calls hersélbaler womarsince
she grew up between two cultures, “the Mexican (with a heavy Indian influsmde)
the Anglo (as a member of a colonized people in our own territory)” (p.19). Anzaldla
writes, “The US-Mexican border es una herida abfeviaere the Third World grates
against the first and bleeds” (p. 19). She divides the term borderland into physical,
psychological, sexual, and spiritual dimensions:

The actual physical borderland that I'm dealing with in this book is the Texas-
U.S. Southwest/Mexican border. The psychological borderlands, the sexual
borderlands and the spiritual borderlands are not particular to the Southwest.

In fact, the Borderlands are physically present wherever two or maueesul

edge each other, where people of different races occupy the same territory,
where under, lower, middle and upper classes touch, where the space between
two individuals shrinks with intimacy. It's not a comfortable territory to live

in, this place of contradictions. Not comfortable but home. (p. 19)

While the borderlands experience of Latinos has been mostly related to the
Mexican experience, Esmeralda Santiago’s autobiographical accoanto era
puertorriqueiiaWhen | was Puerto Rica1993) illustrates the process of
acculturation of a young Puerto Rican woman as she moves to the mainland from the
island. The main focus of that book involves the problematized identity of a teenager

who, in addition to exploring her identity as an adolescent, also struggles to define he

2 4is an open wound”
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borderlands identity. She straddles (Carter, 2005) the language and culture sbe com
from and the language and culture she moves into.

The linguistic dualism of both Anzaldia and Santiago are also evident in both
their books. As demonstrated in Anzaldua’s words, “The US-Mexican border es una
herida abierta...” (p. 25). Anzaldua’s constant use of Spanglish, a combination of
English and Spanish within the same sentence, demonstrates the complexity of her
borderlands existence. She also writes, for examiglenadre naturalez& succored
me, allowed me to grow roots that anchored me to the earth” (p.19-20). Some of her
verses express that complexity as well:

1,950 mile long open wound

dividing a pueblculture,
running down the length of my body,
staking fence rods in my flesh,
splits me splits me
me raja me rafgp. 24)

In a parallel fashion, Santiago’s dualism is expressed in her prologhe as s
describes the reasons for #spanglicismosvhich she calls Eanguage of necessity:
Several years ago, if someone had referred to the esgganglicismos, my
vocabulary, the embarrassment would have left me wordless. Nowadays |
have to accept that this language invented by necessity is the one that allows

me to express myself in my own way. When | write in English, | have to

3 is an open wound.”
4 “mother nature.”
® “people.”

® “splits me splits me.”
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translate from the Spanish that is stored in my memory. When | speak in
Spanish, | have to translate from the English which defines my present. And
when | write in Spanish, | find myself in the middle of three languages, the
Spanish of my childhood, the English of my adult life, andefganglés

which crosses from one world to the other just as we cross frobaaiw in
Puerto Rico to thbarriadasof Brooklyn. (Santiago, 1993, p. xvii, Translated
by Magda A. Cabrero)

In the United States, the reference to Latinos’ dual cultural and linguistic
experiences has often been limited to mostly Mexican Americans and Puems Ric
(Pahl & Way, 2006; Ruiz & Chavez, 2008). Thus, the experience of many of the
more recent immigrants, such as Salvadorians and other Central Americans and
Bolivians and other South Americans, remains mostly unexplored. Despite their
different national origins, it is possible that many Latinos stegddle(Carter, 2005)
two cultures and languages which are considered to have different degrees of value in
the American culture. Latinos’ motheulture and language have been considered as
colonizedby the dominantgolonizerculture and language (Freire & Macedo, 1987,
Jimenez, 2002).

Living in the borderlands may be a common experience betvieamd1??
generation students. It may also reflect the experiences of children wgrosavn
up in the United States despite their foreign birth. The later immigrantstane of
referred to as the 1.5 generation (Suarez-Orozco, Suarez-Orozco & TQ@R08a
Portes and Rumbaut (2001) characterize the borderlands experience of these children
as “combining American culture with the sights and sounds of a history of foreign

lands, seeking to balance the pressures of immigrant families and natis/egoeer
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striving to fulfill the goals of material success and personal freedomvVip. x

These three groups often experience a lower social class status. They teadtbte s
home and school environments which significantly differ culturally and lingalbti
(Suarez-Orozco, Suarez-Orozco & Todorova, 2008). However, individuals in any of
those groups may have different cross-cultural identities which demonstraid vari
levels of connection to their parental cultural and linguistic identities (S0,
2005).

First generation immigrants generally use their countries of origipasaof
referenceand are often aware of the option of going back if needed. In conffast, 2
generation immigrants lack that point of reference and belief in that option Suare
Orozco, Suarez-Orozco & Todorova, 2008). According to Perez Firat (1994), of the
three groups 1.5 generation immigrants are “translation artists. Tradition bound but
translation bent, they are sufficiently immersed in each culture to gikieebds of
the hyphen their due” (p. 7).

Suarez-Orozco, Suarez-Orozco and Todorova (2008) argue that, while
immigrant children initially tend to feel enthusiastic about learning in Asaer
schools, alownward trajectorywhich translates into lower academic engagement
starts for many of them by their fourth year in the United States. Sorhe fafctors
that contribute to that decline have to do with family structure, parental education,
parental employment, and gender (Suarez-Orozco, Suarez-Orozco & Todorova,
2008). In regards to gender, boys tend to experience more blatant acts of
discrimination than girls, have teachers who hold lower expectations for them, and
are more quickly negatively recruited by the streets. Thus negative envirgnment

impact males more directly. While there is no significant differencedsstvihe
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standardized test scores of female and male students, girls’ GPAs ternudbdre
due to their behavioral component (Suarez-Orozco, Suarez-Orozco & Todorova,
2008). Limited parental education and unemployment generally exert a negative
impact. And negative family experiences such as divorce or separationilgf fam
members who stay behind while others move to the United States tend to cause
downward mobility. There are problems betwelhad 1.5 immigrant children and
their I generation parents because of emerging cultural clashes.

According to Suarez-Orozco, Suarez-Orozco and Todorova (2008), mentors
who can serve as cultural mediators are crucial in the successful atouitof
those students. A meaningful connection may make all the difference in the
immigrant student’s academic motivation and effort. The mentor’s bilirggunahay
also make a great difference. Nieto (1999) and Moll (1996) have made reference to
the important role that the teacher plays as the cultural mediatorzoribeof
proximal developmer{Yygotsky, 1978) of the immigrant student. A cultural
mediator may play a significant role in helping the immigrant student thaatext
level of academic engagement (Suarez-Orozco, Suarez-Orozco & Todorova, 2008)
The mediating process may have a crucial impact on and create a conndete@nbe
students’ interest in literacy and their development of a healthy sociatydent

The Social Identity of the Borderlands Adolescent

“And yes, the ‘alien’ element has become familiar - never comfortable, not
with society’s clamor to uphold the old, to rejoin the flock, to go with the herd.
No, not comfortable but home.” (Anzaldua, p.19)

Although one could argue that the identity of all teenagers is problematic, the
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problem is exacerbated for teenagers who live between cultures because of thenasrder
experiences they live through. That issue is not limited to Latino children imikexdU
States as Vyas (2004) has demonstrated in his study of Asian teenaged#idn,ahe
sense of identity can vary within individuals from the same culture. Even withgathe
family, children may adopt different identities (Vigil, 1988; Vyas, 2004). Faméynbers,
for instance, could go from being completely assimilated and speaking agligi o
becoming bicultural, bilingual or Spanglish-speakers (Vigil, 198®yeover, according
to Chappell and Faltis (2007), borderlands children vary in their cultural and linguist
knowledge. Some children are more familiar with their heritage language itfnai &ir
heritage culture and vice versa.

An important part of the identity development of humans is their process of social
identification. Tajfel and Turner (1986) defined social identity as “thdtqfdhe
individual self-concept which derives from his knowledge of his membership of a social
group (or groups) together with the value and emotional significance attachadl to t
membership” (p. 255). It has also been suggested by Phinney (1989; 1993) that, for most
children, the time to explore their social identity is when they are going throidgltem
adolescence or about the time they are ihddde. According to Phinney’s (1989; 1993)
model of ethnic identity development, the stages of social identity inalugleamined
moratorium or searchandachieved or committed.

The choices that students make to identify with one culture or language over the
other has also been explored from the perspective of becanilingal straddlersnon-
compliant believersyr cultural mainstreamergCarter, 2005). Accordingly, while some

Latino students prefer to assimilate to the dominant culture, others straddle baiscult
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or simply opt to take a resistance stance. It is possible that students who chooseto bec
resistant towards the dominant culture may demonstrate it in their low academi
achievement as they are not ready to negotiate schools’ power structutesa@be
that other students chose to identify more with their minority side becausecohtiigrt
and resilience gained by that choice (Carter, 2005).

Research has also explored the conscious or unconscious denial of one’s heritage
culture and language to assimilate to the dominant culture and language &rei
Macedo, 1987; Jimenez, 2002). The students who chooseltrezerover thecolonized
identity run the risk of suppressing a major part of their identity. According to Nie
(2008), students for whom assimilation would mean suppressing a major part of their
identity need to become bicultural for the sake of survival.cbh@nizationof a major
source of identity for Latino children may be extremely detrimental for tmehmey
impact their self-esteem and academic achievement. Valenzuela (19@9plasd the
subtractingeffect of certain schools on Latino children. These schools do not build on the
cultural and linguistic experiences of those students. Moreover, they don’t ackgewled
their agency, resulting in limited academic engagement. Jimenez (2008} about the
necessity for students to have access to fundamental parts of their isleintvoelld add
that by creating an awareness of and helping students understand that thieeesorag
value in the side that has been forgotten, suppressed, or denied, their identity may be
strengthened. A good way to do it may be through the exploration of borderlands and
culturally relevant readings in their heritage language, Spanish.

The borderlands identity of the immigrant student has been deemed
problematic by several researchers. Portes and Rumbaut (2001) express conce

about the lives of ® generation children:
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Relative to the first generation, the process of ethnic self-identificatisacoihd-
generation children is more complex and often entails the juggling of competing
allegiances and attachments. Situated within two cultural worlds, they munsgt def
themselves in relation to multiple reference groups (sometimes in twaiesuarid
in two languages) and to the classifications into which they are placed by thadr na
peers, schools, the ethnic community, and the larger society. (p. 150)

Portes and Rumbaut (2001) divide tﬁ%gaaneration immigrant experiences
into three categorie€onsonant acculturatiohas to do with parents and their
children acculturating and learning English at a similar paoeunward assimilation
takes place when parents don'’t acculturate and learn English at the pace of their
children. This causes role reversal in which the parent loses control over the child.
Downward assimilation also tends to occur in the absence of a supportive community
that helps the family maintain the integrity of its heritage culture amphiége. Portes
and Rumbaut (2001) state that students experiencing downward assimilatiomemay li
bonds of solidarityhat, far from helping them succeed academically, pull them away
from advancement: “Reactive ethnicity is a ‘made-in- America prodbasis for
collective solidarity [...]. Youthful solidarity based on opposition to the dominant
society yields an adversarial stance toward mainstream institutiolhsline
education” (p. 285). Portes and Rumbaut (2001) explain that fast assimilation is
unhealthy for children and their families. They proposesgkgctive acculturatiors
the ideal experience for immigrant families. When children selectivelyltarate,
they are fluently able to move between the world of their parents and the world of

their schools. They can experience and select the values of both cultures. They are
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bilingual which allows them to continue communicating fluidly with their parasts
they learn the new language. Their identity is enriched and does not suffer.

Vigil (1988) explains that one of the most challenging tasks for children of
Latino immigrants is developing a positive sense of identity:

Language inconsistency at home and school, a perceived gap in the status of thei
parents and the quality of their environment and those of the larger society, and the
dangers and attractions of barrio streets create an ambiguity in Hmed ieentity.
Parents and older siblings are often unable to effectively guide younigstexgs to
reconcile the contrasting cultural worlds, and this results in an uneven adoption of
acculturative strategies. (p. 41)

Another detrimental factor to student academic achievement and emotional
wellbeing may be when students develop an oppositional identity. According to
Orozco (2008), $and 2 generation immigrant students may develop oppositional
identities if they experience discrimination and feel alienated from tirestream
educational culture. This oppositional identity may trigger an oppositional stance
against certain aspects of American culture and institutions (SuarezeQ&8uarez-
Orozco, & Todorova, 2008). However, their oppositional identity does not necessarily
oppose academic values. On the contrary, immigrant youth tend to value receiving a
good education. But a great number of these young people “in turn disconnect from
their studies, finding their schoolwork boring, constricting and irrelevant to their
lives” (Suarez-Orozco, Suarez-Orozco, & Todorova, 2008, p. 3Helly, many
immigrant students attend schools which don’t nurture an academic identayghhr
the years, “academic improvement was the exception, not the ruleégSDanzco,

Suarez-Orozco, & Todorova, 2008, p. 261).

22



Trueba (1998) and Vigil (1988) insist on the importance of exploring the complicated
identity of the Latino student. Trueba writes about the need for more research on the
experience of the bicultural, binational family and on how to include their expesiemthe
curriculum. All the challenges mentioned above combine with the need for refuge and
belonging as causes foultural transitionalyoungsters to join gangs, which occurs more
commonly among’? generation Latinos according to Vigil (1988). When students are
ready to explore their social identity, complications can result if theyHigtcthe people
they are closest to are not valued by the dominant culture. Nieto (2004) explains:
Aside from the normal anxieties associated with adolescence, additionakeress
culturally subordinated students may be the result of several factors, incheling t
physical and psychological climate of the schools they attend, the low 8taiu
native languages and cultures are accorded in the societies in which théeliosy t
expectations that society has of them, and their invisibility in traditionatala. (p.

179)

In regards to racial socialization, Gans (2007) has explored the dichotomy
betweenrethnic identityandracial identification While ethnicidentity may be
personal and private, theentificationas a racial being is imposed on a person by
society and it eventually impacts the chilcBgial identity. Once Latino children
become aware of the way they are raciagntifiedby society, their race might then
turn into a problematic part of their identity. Cross (1991) alludes to the detrimental
effect that racialdentificationby society may have on the developidgntity of non-
white children because those children start internalizing the negativeenseof

others.
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Pahl and Way (2006), who studied the ethnic identity exploration and
affirmation of minority adolescents, argued for the importance of empowering
minority adolescents to resist being overpowered by the dominant culture. By
becoming resistant their sense of identity may become stronger. Pahl ar{d00@)y
also suggested thal' §ieneration immigrants may not have such a strong urge to
resist the dominant culture because of their stronger roots. These immigramsthave
been exposed to the higher social and cultural capital of the dominant culture and
have not lost contact with their heritage language and culture, importantsstaurae
positive sense of identity. Pahl and Way (2006) conclude that “... adolescents who
are of a later generation may feel a need to reconnect with their origifsehn
greater affirmation and belonging than immigrants who are trying to det&no the
host culture” (p. 1405).

These researchers inquired into the individual trajectories of ethnic identity
exploration and affirmation from middle (f@rade) to late adolescence of 135
Black, Dominican, and Puerto Rican adolescents. Ethnic discrimination made Latinos
increase their exploration and their exploration enhanced their resistance. st
African Americans explored their identities for a longer period of time Liaginos
and developed a stronger resistance stance than Latinos. Pahl and Way (2@@b) arg
that the reasons for that phenomenon were that African Americans tend torecgerie
more overt discrimination than Latinos; the African American community daga,
historical understanding of living with discrimination and members offerat gesal
of support to each other. The researchers found no impact of immigration status on
the exploration and assertion of ethnic identity but suggested that immigtast sta

should be explored in its relationship to other dimensions of ethnic identity such as

24



the choice of self-labels or behaviors. In my opinion, another dimension that could be
studied is dual ethnic identity. Studying that dimension may be beneficial bexfaus

the possible positive ramifications that exploring borderlands experieragelring

to adolescent immigrants (and children of immigrants).

My study complements Pahl and Way'’s study (2006) in several ways. In
relation to further exploration of other dimensions of ethnic identity, | explored
borderlands identity. More than just how immigration status impacts identity, |
researched how the exploration of culturally relevant literary topics by @.8"an
generation immigrant students (Portes & Rumbaut, 2001) impacted their identity.
Moreover, like Pahl and Way'’s (2006) students, many of my students were either in
9" or 10" grade, the typical time when social identity exploration takes place
(Phinney 1989; 1993). | inquired if the exposure to culturally relevant and
borderlands literature stimulated that sense of exploration. | also queaaied if
heightened understanding of the immigrant status through exposure to borderlands
literature made a difference in regards to the exploration of ethnic idé&mniyher
significant element of my study was its inquiry of the experiences lofrehiwhose
nationalities had been less explored than the Puerto Rican and Dominican.

The way Latino students aigentified(Cross, 1993; Gans, 2007) through
labels may make a significant difference in their sense of identity. RordeRimbaut
(2001) argue that there is a strong connection between identity and labeling:

Ethnic identification begins with the application of a label to oneself in a cogniti
process of self-categorization, involving not only a claim to membership in a group or
category but also a contrast of one’s group or category with other groups or

categories. Such self-definitions also carry affective meaning, ingpéyin
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psychological bond with others that tends to serve psychologically protective
functions. (p. 151)

Labels attributed to Latinos may have a negative impact on their sense of
social identity. Rumbaut (1996) argues that immigrant students’ self-estagimem
influenced by the way they are labeled at schools. For example, he found that the
label “Limited English Proficient” negatively impacts the way immigrstudents
feel about themselve®boler (1995) argues that labels which are supposedly simply
meant to socially categorize groups of people, stigmatize the very people the
categorize. Accordingly, Oboler suggests that the ldisgdanicnot only stigmatizes
Latinos but also is limited in that it does not acknowledge the rich diversity iabLat
students’ origins and histories of introduction to the United States. Nevertheless, it
may be beneficial to recognize their commonness as long as it is done assaoie
achieving socioeconomic progress in the United States (Oboler, 1995).

Instead of passively accepting the way society has identified them, minorit
students should be encouragedaostruct, negotiateor redefinetheir own cultural
meanings and identities (Oboler, 1995). Some students may also prefer to distance
themselves from adhering to an ethnic identity and focus more on their national
identity (Oboler, 1995). Portes and Rumbaut (2001) refer to four types of identity that
2" immigration children may adopt: foreign national-origin identity; hypheshat
American identity; plain American national identity without a hyphen; aneétpaic
minority-group identity. A hyphenated American identity may be a combinaiibn w
another national identity such as Salvadorian-American or a panethnic icdewctity

as Hispanic-American. Panethnic minority-group identity has to do with belonging to
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an ethnic group such as Latino or Hispanic which encompasses a group oftiffere
Latin American national origins. Portes and Rumbaut suggest that the sense of
identity of immigrant students is not fixed as it tends to change according to t
experiences they encounter.

In their study of Miami, Fort Lauderdale and San Die?fcgéneration high
school students, Portes and Rumbaut (2001) concluded that something may occur to
children of immigrants through their high school years to steer them away from
identifying as American. While at the beginning of high school, 53% of the students
identified as hyphenated American or American, only 34% felt the saméhvesy
years later. In fact, there was an increase of 20% on the students who edsuithat
a foreign national origin or panethnic identifications. And while at the beginning of
high school only 13% of the students considered themselves just American, by the
end of the study, that percentage had gone down to 4%. Thus, instead of
progressively or steadily identifying as plain American, the group tended to shif
away from it:

The shift, therefore, has not been toward mainstream identities but toward a more
militant reaffirmation of the immigrant identity for some groups and toward
panethnic minority-group identities for others. (Portes & Rumbaut, 2001, p. 157)
These findings by Portes and Rumbaut in regard&tgeheration immigrants feeling
less American may be possibly linked to the immigrant studdatisiward
trajectoriesreferred to by Suarez-Orozco, Suarez-Orozco and Todorova (2008).

A study that explores the impact of self-labeling on academic acheewiesn
Zarate, Bhimji and Reese’s (2005). Those researchers conducted open interviews i

order to study the relationship between ethnic labels and the academic achteMeme
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79 Latino students, 78% of whom were born in the United States. The subjects they
interviewed were part of a 15 year-old longitudinal study. What Zarate, Bdnich
Reese (2005) found was that students who only stuck to one ethnic label and/or did
not offer a national or cultural explanation for the label they chose, tended to have
lower academic achievement. On the other hand, the students who identified with
several ethnic labels and offered an explanation based on the place they and their
parents were born, their roots, background, and cultural heritage, tended to perform
better in school. There was also a correlation between the students who identified
biculturally and better academic achievement. Also, the students who identified as
Hispanicdid not feel comfortable with the term but understood that was the way they
were identified in official forms. Most of the students did not identifua®rican

unless they were prompted a second time. However, they never considered
themselves jusAmerican.If they were born in another country, they identified with
that nationality as one of the labels. If they were born in the United States, the
identified in at least two or three ways, such as American, Mexican Amennch

Latino. They considered Americans monocultural while most of them (78%)
considered themselves bicultural. A student explained:

| say | am Mexican because when they say, ‘What are you, Mexican?’ | say

I’'m Mexican because my family is Mexican as far as | can rememliyer, m
great-grandmother is Mexican. But | say | am American because tavery

you cross the border, ‘Are you American?’ ‘Yes, | am American.’ But | am
considered Chicano because that is what you call if your parents are from

Mexico and you were born here. There is a subtle difference but to me they
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are all the same. | don't feel like, nah, it's all about Mexico [...] My passroot
are Mexican and my future roots are American. (p. 105)

The data suggested the importance of helping Latino students understand their
identity in a fluid way. “For the majority of the students, the ambiguous territory
between cultures and immigrant generations is a space that simultarsdmyssyfor
different degrees of ‘mixing both cultures’ and different degrees of Maxic
American and Latino” (p. 105). For some of the adolescents, their identitycdeeme
natural and uncomplicated while for others it \masbivalentandtenuousZarate,

Bhimji and Reese (2005) concluded that students may attain cultural capital when
they are able to construct their own forms of cultural and linguistic ideatidic

They recommended a more specific interview protocol or an ethnographic study to
explore the connection between the way those students understand their identity and
academic achievement.

Zarate, Bhimji and Reese’s (2005) findings about the benefits of Latino
students’ constructing their own self-labels may have a connection with Rodes
Rumbaut’'s (2001) research on the shift Thgeneration immigrants’ self-labels.

While Portes and Rumbaut did not present their conclusion of immigrant children
feeling less American as positive, the construction of new self-labelobg t

students may have been beneficial for their own sense of identity. Those students ma
have gone through a healthy exploration of their own identities which may have
naturally led them to change the way they self-identified. Such explorationaway h
resulted in a heightened ability to construct their own sense of social idertith

Zarate, Bhimji and Reese (2005) deemed beneficial.
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Helping students understand and even construct a positive sense of
borderlands identity is essential. By helping Latino students dig into their laordier

experience, we may help develop their higher order thinking skills, a better

understanding of who they are and their place in the world, and a more positive sense

of identity. In addition, providing students with the possibility of constructing their
own identity instead of letting society identify them may make a differéie need
to help students understand their own sense of identity in a more out-of-the box
manner.

The fact that seventy-eight percent of the students in Zarate, Bhimji and
Reese’s (2005) study were born in the U.S. and still understood their borderlands
identity in a fluid way (not just American or Mexican American, for exajnghel
considered themselves bicultural seemed to have helped them academiealgedV
to help students explore their identity for as long as it is possible. Thus I included
students’ extended exploration of identity as part of my research. | wanted
determine if helping them, during a period of social exploration, not just to
understand, but also to construct their social identity in a more fluid way, would be
beneficial. “Ways of identifying have a much more complex relationship wit
academic achievement than simply inspecting labels” (Zarate, B&irRjeese, 2005,

p.111). Hopefully the exploration of identity in a more fluid way would also impact

student identity and achievement as readers. A way to help students construet a mor

complicated sense of identity would be to help themembetheir roots in order to

move forward.
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Culture of Remembrance
“The recipes, the herbs and the cures; the music and the songs and the dances; the
proseand the poems, the sorrows, the joys; the gain, the loss. This is my legacy. But |
am old and failing. | entrust it to you lest it be lost and forgott¢Rreciado Martin,
1993, p. 36)

Assimilation for most of American history has resulted in the denial or the
forgettingof the elements of society which do not belong to the White Anglo-Saxon,
protestant culture, and language. Thus assimilation to being monolingual and
monocultural may represent a form of self-denial for people who live
bicultural/tricultural and bilingual/trilingual existences. Put simpbmpletely
assimilating to English only and dominant cultural values could raetamg white
andnot keepin’ it realCarter, 2005; Ogbu & Matute-Bianchi, 1986; Ogbu, 1992;
Ogbu & Simmons, 1998) for students who live borderlands existences between the
white dominant culture and their families’ cultures and languages. Research ha
demonstrated the value of remaining connected to the minority part of oneself, of
forgettingit, in order to gain resilience and self-worth (Dance, 2005).

In the process of assimilation to the American culture, borderlands students
may eventually distance themselves, start forgetting, or suppress th@igéeri
language and cultures. Helping theemembe&and become reacquainted with their
first language and culture, may help them compensate and add value to teeintive
provide for a more positive sense of identity. While that issue remains a highly
political one, research has found the benefits of remaining connected with one’s roots
Caplan, Choy and Whitmore’s (1992) inquiry on Asian students led them to conclude

that, for those students, keeping their ancestral knowledge made a diffefemce. T
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students who kept contact with their ancestral knowledge succeeded acadanatally
even performed better than their more affluent peers. Moreover, Machaa®-Cas
(2009) interviewed Indigenous Latin American immigrants who expressed that
forgetting their languages would be like losing their identities; thatnassi their
languages to younger generations served as an important source of survnal. In t
study the researcher found a strong connection between heritage language, cul
and identity.

Giroux (1992) has explained the importance ofiilguage of remembrance
when it comes to the educational reform of minority youth:

[...] educational leaders need to be skilled in the language of remembrance.
Remembrance rejects knowledge as merely an inheritance, with tranamiss
as its only form of practice. Remembrance sees knowledge as a social and
historical construction that is always the subject of struggle. (p. 10)

A study that has to do with student exploration of ancestral heritage was done
by Godina (2003). Godina studied a project involving 92 seventh and eighth graders.
The name of this project was called ¥ieachtli Project Xinachtli, according to
Godina, meansulture being nurtured to grawsodina maintained that introducing
Mexican-American students to important elements of their ancestral éuitere
could create a needed connection to their roots which would impact their educational
experiences. In a quasi-experiment, Godina administered a survey befofeeatitea
students were exposed to two days of lectures, and one day of Aztec dances and
exposure to illustrations of the Aztec culture. Some of the questions had to do with

reading preferences, cultural awareness, self-esteem, and selbtcdimeedata
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suggested that those students gained a better self-concept, strongdr cultura
awareness, and more motivation to read.

Godina’s (2003) study is meaningful in regards to the importance of exposing
students to significant aspects of their heritage culture and language and r®w thos
may impact their sense of self-esteem, reading motivation, and apprecigtieir of
heritage. However, Godina’s claimed finding that three days of an intemrent
impacted these students may be too preliminary. More longitudinal exposure to
fundamental aspects of the students’ culture is probably needed. Students nyost likel
need repeated opportunities to reflect on their experiences. Moreover, Godina’s way
of collecting information was limited to a few questions and only a limited number of
journal entries were analyzed. In addition, there was not enough support for findings
from multiple sources of data. Other methods of gathering data such as fiasld note
during group discussions, focus groups, and questionnaires may have provided more
comprehensive evidence. A long-term study in which students are given plenty of
exposure to their heritage language and culture, in combination with many
opportunities for reflection, may add more value to the research on this topic. While
the methodology of Godina’s study is weak, it makes reference to a topic that
deserves further exploration: the possible impact of exposing Latino students to
readings about their ancestral or heritage culture and language on thadirdsotity
and interest in literacy.

Borderlands Language Experience

This next topic for exploration is a major source of identity studied by

sociolinguists: language. According to Gee (1996), discourses display a cectaln s

identity, membership in a particular social group or network. Gee states that,
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“Discourses create ‘social positions’ from which people are ‘invited’ (reomed’)
to speak, listen, act, read and write, think, feel, believe and value in certain
characteristic, historically recognizable ways, combined with tveir styles and
creativity” (p. 128).

In regards to the language of Latinos in the United States, Lopez and Estrada
(2007) make an important observation. While Latinos’ main language tends to
become English by théd@eneration, their linguistic situation is unique since, in
contrast to other migratory groupstergenerational bilingualisntends to persist
after several generations due to a pattern of continuous immigration.

Arriagada (2005) explored the use of Spanish among Latino children. For her
study, Arriagada used the first wave of data generated in the two-year 4888aN
Education Longitudinal Study (NELS). The NELS data included a large, nagionall
representative sample of first, second, and third generation eight graiteas w
oversample of minority students. Many of those children were born in the United
States. One of the parents of each child was also surveyed.

The data gathered reflected that family context strongly im{&pzaish
usage and proficiency. Spanish is normally confingtiéanost intimate social
spheresand the higher the level of discussion and family closeness, the more fluent
children are in Spanish. Arriagada (2005) also concluded that girls tend to be more
fluent bilinguals since they normally spend more time at home than boys. The
phenomenon of the extended family from generation to generation was an additional
factor in the Spanish fluency of the students. The author also detected a oorrelati
between higher socioeconomic status and the preferred use of English for pacents w

want their children to attain cultural capital.
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A problem with the study was that a Spanish language questionnaire was not
introduced until the 1990 follow-up survey. Thus, some of the participants in the
second round could not participate in the first one since they did not speak enough
English. Therefore, the 1988 sample of Latino students examined here is somewhat
biased by the inclusion of only Latino students with at least a minimal English
knowledge. Moreover, the sample number depends on the number of parents who
decided to return the surveys. That input was crucial for Arriagada’s. Stodyfinal
sample consisted of 2,736 Latino children, 435 less children than the NELS study
originally included. The sample bias may have skewed the answers by hewerg f
1% generation children share their experiences and a smaller sampleHcimtov
derive conclusions.

The findings of this study may have strong implications especially indggar
to male students. | often wonder about my male students who can barely speak
Spanish and don't like to read. The experiences of children who may have
experienced less closeness to their families and thus lack the languagedhéihex
to the most intimate of social sphesd®uld be explored. Students who may have
lacked needed emotional intimacy may be in need of help reconnecting or
remembering their cultural and linguistic roots. Arraigada’s study asrasaningful
in demonstrating that Spanish is still an important part of the lived experience of
many 29 generation Latinos. The findings of my study will be compared to the
findings of this survey since | closely examined the preference of'ragd 2¢
generation immigrant students’ language. | did that after | acquaint@&dvtike
readings in their heritage language which have to do with borderlands andllgultura

relevant topics.
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Spanglish: A Borderlands Language of a Complicated Identity

Student: “People say that | speak ghetto Spanish”

Teacher: “What does that mean?”

Student: “Spanish and English mixed together.”

(Magda Cabrero’s Student and Magda Cabrero)

As Esmeralda Santiago did in her prologu&\fen | was Puerto Rican
(1993), Gloria Anzaldua describes her perspective about her borderlands language in
her essay “How to Tame a Wild Tongue” (1999). She starts her essay vatl afst
when she was sitting at a dentist chair. She needs to be pinned down because her
tongue will not stop moving. With this metaphor, she illustrates her refusal to let her
many forms of expression be tied down to just one form. Anzaldua lists the dialects
she speaks in order of importance: Pachuco, Tex-Mex, Chicano Spanish, North
Mexican Spanish, Standard Mexican Spanish, Standard Spanish, Slang English, and
Standard English. It is interesting that she grants the least impottaStandard
Spanish, Slang English, and Standard English. The writer ends her essay with, “So i
you really want to hurt me, talk badly about my language. Ethnic identity is twin skin
to linguistic identity — I am my language. Until | can take pride in my laggul
cannot take pride in myself’ (p. 81).
Spanglish, or what Esmeralda Santiago has nomiesfeahgléshas been defined by
Stavans (2003) as a hybrid form of Spanish which combines lexically and
syntactically with English.

While there are strong benefits to studying the heritage language in its
standard form, teachers need to acknowledge and accept that diglosseseparate

use of each language in bilingual people, is not always realistic for studentyavho li
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borderlands existences. In fact, research suggests that Spanglishesxptess
borderlands students really are due to the complexity of their borderlands
experiences. Spanish teachers who transmit a negative message about speaking
Spanglish, may be neglecting to understand the complex, borderlands experience of
the Latino child (Chappell & Faltis, 2007; Freeman, 2000; McCollum, 1999; Sayer,
2008). Those teachers may not understand that Spanglish might indeed be the only
way to communicate, the most legitimate way that helps students continue feeling
real (Carter, 2005). Ramos (2000) explains that
Spanglish is OK. There is no shame in Spanglish. Spanish, likewise, has nothing to
fear. Spanish can handle everything: technical terms, anglicisms, andheven t
elimination of accents. There are 400 million people around the world who speak it,
which is why it should be a language that affects reality, not the whimsagracss.
Spanish is ‘a language that is bursting with richness,’ as Garcia Maradez sa
Therefore Spanish should not fear Spanglish, on the contrary, Spanglish is a cousin of
Spanish. The point is not to make Spanglish a new langutgepoint is that
Spanish must be completely open to the contributions of Spanglish. (p. 203)
The Benefits of Studying Spanish

According to Sleeter (1991), many Spanish-speaking students quickly realize
that their heritage language is not valued in American society. Thus mdresef t
students soon stop speaking it. This is something | experienced the entire school yea
despite my many efforts to make my students speak only in Spanish. According to
Portes and Rumbaut (2001), immigrant students go through a language dilemma:
“[...] the languages they bring are close to their sense of self and natiaeal@n

the other hand those languages clash with the new environment” (p.113). Portes and
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Rumbaut (2001) argue that, of all the important legacies, while language rttay be
most important to keep, it may be the most difficult to transmit from generation t
generation.

Students who are going through the English acquisition process may feel that
English has more cultural capital and may quickly start focusing on learngigit
instead of maintaining or continuing remembetheir Spanish (Freeman, 2000;
McCollum, 1999; Potowski, 2007). Also, students have shown to resist using their heritage
language over English (Freeman, 2000). Other students feel much more comfortabl
speaking Spanglish (Chappell & Faltis, 2007; Sayer, 2008). Anzaldua (1999) claims that
“el anglo con cara de inocente nos arrancé la len§(@a"76).

While it is important to understand and accept the natural language choliegmof
children, sociolinguists see a great value in studying the mother tonguehaleey
acknowledged the existing equivalence between dialects and languagese&¢bechers
like Suarez-Orozco and Suarez-Orozco (1995) openly criticize the decisiachafdrR
Rodriguez (1982) to abandon his mother tongue:

[...] we question whether it is necessary to give up one’s native language,
one’s affective language in order to succeed. One should not have to choose
one or the other. An analogy here is that one does not have to forget how to
play the piano before learning to play the violin. Rodriguez’s devastating
account goes directly to the symbolic and affective aspects of language. T

see language as a mere instrumental tool for communication is to miss its deep
affective roots. Giving up Spanish to acquire English is a symbolic act of

ethnic renunciation: it is giving up the mother tongue for the instrumental

tongue of the dominant group. We contend that in such contexts, when

’ the Anglo with an innocent face tore out our |aagg
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learning the language and culture of a dominant group is symbolically equated
with giving up one’s own ethnic identity, learning becomes a problem. (p. 73)

Even though acquiring English afatgettingtheir Spanish may seem like a
natural process for Latino students, research has demonstrated that sBjcyirsi
has many benefits. For instance, using Spanish to teach younger Latino children i
Head Start programs has had a positive impact on the improvement of their English
literacy (Youngquist & Martinez-Griego, 2009). Research has also edlue
possibility of providing instruction for the gifted in heritage speakersedass
(Matthews & Matthews, 200). At least one researcher has also recommended the
importance oSpanish for Heritage Speakearssses (Salazar, 2008).

For too long in the history of American research, being bilingual tended to be
equated with having lower intelligence. This happened because the chstiastefi
the compared groups did not generally match. Two researchers who finally
researched comparable subjects were Canadians Peal and Lamber{Tti&s2).
researched a sample of 10 year-old Canadian children. The sample compdred chil
matched by sex, age, and family status. The results indicated that the bilingual
children outperformed the monolingual children in almost every cognitiveagteg
They were especially adept at concept formation and symbolic flexibiigt kears
later, Leopold (1970) concluded that being bilingual liberates people frotyréimay
of words since more than one concept represents one thing. And almost twenty years
later, Rumbaut (1990) suggested the importance of becoming fluent bilingual over
limited bilingual or monolingual. He compared students in the entire San Diego
school system. Without exception, the students who were fluent bilinguals had

outperformed the other two groups in standardized tests and in GPA.
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One of the most important proponents of the benefits of studying one’s first
language is Cummins (1996). According to his linguistic interdependence hyppthes
first and second language and literacy skills are interrelated. Thus, blliegtners
might utilize their knowledge in each language to assist themselves in thiadear
environment of the other language. The researcher argues that the levbhbf ver
academic ability in students’ mother tongue predicts the level of acadeititictaat
they will obtain in the English language. Cummins (1981) also explains that @&transf
of concepts occurs from one language to the next. In other words, he suggests that
languages are cognitively connected (1981; 1993). In Cummins’ (1979) point of
view, a student who receives good instruction in his/her heritage language and
adequate exposure to the second language, should have a successful literate
experience in both languages. In other worttensiveliteracy in one language will
naturally transfer to the next. Cummins (1996; 2006) also sees a connection between
language, cultural identity, and academic achievement. In view of reseatt¢he
well known achievement gap between the literacy of Latino students and White
students, schools should try to strengthen their first language as much assilike pos
(Matthews & Matthews, 2004; Salazar, 2008).

Kenner, Gregory, Mahera, and Al-Azami (2008) inquired about the use of the
heritage language for the instruction of students who may have suppressed thei
heritage language in order to assimilate to the dominant culture and lanigaager
et al. (2008) conducted an action research project in an English school in which they
used Bengali, the mother tongue of Bangladeshi children, to teach them litedacy a
numeracy through bilingual activities. Those activities were videotapedand t

students were interviewed about their reactions to learning bilingually. The
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researchers found cognitive and cultural benefits in using the heritage lafguage
instruction. Those included conceptual transfer, enriched understanding through
translation, metalinguistic awareness, bicultural knowledge, and buildingualing
learner identities. The findings suggested that second and third generatiomchildre
should be supported to learn through bilingual activities and that similar astivitie
should be used in mainstream classrooms.

Kenner et al. (2008) also found that the heritage language was a key aspect of
the Bengali students’ identity and that the connection between language aral cult
identity brought them self-esteem. While the students had previously feltiheid s
not speak Bengali at school, they now felt more comfortable about their linguist
identity which, according to the authors, transferred to self-esteem.

The value of bilingual two-way-immersion (TWI) programs which aim to
equalize the status of Spanish and English was explored by Bearse and Jong (2008).
That study inquired into secondary adolescents’ perceptions of a K-12 TWaiprogr
The analysis of 24 focus groups and 166 student surveys demonstrated certain
patterns related to how Latino and Anglo adolescent students sensed their egperienc
in their secondary TWI program. TWI students gained positive attitudes toward
bilingualism, people from diverse backgrounds and school in general. They acquired
strong oral and writing skills in both languages. The Anglo students perceived college
entry or job opportunities as benefits for learning Spanish. On the other hand,
although Latino students also felt that being bilingual could bring them economic
advantages, they gave more importance to their cultural identitstayidg true to

their rootsand family. Even though the Latino students were second or third

41



generation Americans, they valued the connection between Spanish, culture, and
family. Bearse and Jong (2008) explained that

Few of the Anglos self-identified as bicultural, although they felt mensisve to

the Latino culture and had friends from diverse backgrounds. In contrast, the Latino
students identified themselves as bicultural, but their biculturalism waargyitie

outcome of life circumstances as they had been born in a Spanish-speaking household
in an American English-dominant society. (p. 335)

While research has found the benefits of being bilingual, more recent kesearc
has found that many second and 1.5 generation immigrants can barely communicate
with the older generations:

[...] children are caught in a fog where confusion about self-identity and
disorientation in school couple with a growing stigma about speaking a foreign
language. The result is a limited bilingualism, at least in the short rumpasfect
English acquisition accompanies the rapid loss of the language brought from home.
Some actually remain in this situation, which for children representsragtelli

indicator of dissonant acculturation - being increasingly unable and unwilling to
communicate with parents in their native language while still lacking fulliging
fluency. (Portes & Rumbaut, 2001, p. 130)

This lack of bilingualism may causéssonant acculturatiofPortes &

Rumbaut, 2001). Fluent bilingualism, on the other hand, may facsidéetive
acculturation benefiting students and their families. According to Portes and
Rumbaut (2001), “fluent bilinguals are the least embarrassed by their pargats, ha
the least conflictive relationship with them, and are more prone to maintain

friendships with co-ethnic children” (p. 134€)nglish monolinguals and limited
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bilinguals demonstrate the strongest tendencies tagvssdnant acculturatioand
theworst psychological profilefPortes & Rumbaut, 2001).
In my role as Dean of Students | have witnessed first-hand the consequences
that result from lack of communication betweérggneration Latin American
parents who can’t speak English and their 1.5"6gé@neration Latino/a students who
can’'t speak Spanish. This communication gap may add to the cultural gap thiat mig
exist between parent and child, often resulting in serious family confliath don’t
academically benefit the traditionally marginalized student. Thus, develty@ng
fluent bilingualism of children of immigrants could potentially be beneficial.
However, becoming fluent bilingual is extremely challenging for the greni child
since it requires maintaining and enriching one language while learniothtre
which means that forces towards (being English monolingual) and against
assimilation (maintaining the heritage language) are working sinedltesly against
each other. According to Portes and Rumbaut (2001), schools are the first ones to be
successful at achievirspbtractive bilingualismPortes and Rumbaut (2001)
conclude their study with a strong recommendation to make what they refer to as
normative multilingualisnan educational objective for schools during these global
times.
Borderlands Academic Experience
“Regenerative knowledge’ is created, maintained, and re-created through the
continuous interaction of people in a community setting. [It is] contextually based,
meaning that understanding comes out of the specific historical context in which the

actors are immersed (124-5)(Everhart, 1983, p. 424)
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Historically speaking, it was not until the late 1980'’s that the concept of
discontinuitybetween teacher and student was introduced by Shade (1989), who
referred to the discontinuity betweanalytical teacherandsynergetic learners
According to Shade (1989), synergetic learners prefer learning thatesp@arsonal
and collaborative. They also do better when discussions and kinesthetic actikiies t
place. They get bored by sequential activities and stimulated by multiplities.
Analytical teachers often misjudge the behavior of synergetic leaasers
misbehaving, being off-task or cheating. Shade (1989) recommended for those
teachers to change their ways and perceptions about those students in order to best
academically engage their learning experiences.

In the early 1990's the terpultural synchronizationvas introduced by Irvine
(1990) as a way to address the discontinuity between African American students and
their white teachers. The term alluded to the needed - and often lacking -
interpersonal context between the teacher and African-American students. |
proposed that white teachers should step away from their cultural comfortizones
order to engage the African- American student. Irvine also described the
communication patterns and cultural characteristics that teachers stspedtrand
understand in those studentsutuality, reciprocity, spirituality, deference, and
responsibility.

The first serious efforts for research to explore the best ways to reaclityninor
children were mostly geared towards African-American students. That kind of
pedagogy was first referred to Msilticultural Pedagogya label which eventually
changed tcCulturally Relevant Pedagoggn overview of the characteristics of these

theories follows.
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Multicultural Pedagogy and Culturally Relevant Pedagogy

One of the strongest proponents of the implementation dfitiigcultural
Pedagogys Banks (1994; 2004; 2006; 2007), who proposes a pedagogy that
embraces the cultural perspectives, histories, and experiences of minoi@ytst
Banks emphasizes the need to transform the curriculum into one which reflects the
lives of those children. He argues that students should assistcortsteuctionof
curriculum. Banks strongly recommends studmmtstructionas key for helping
students develop a positive sense of identity and become academically engaged. As
constructed, the curriculum should reflect the lives of minority students dsasuc
the lives of mainstream Americaridanks (2007) explains that national identification
will naturally take place after individuals develop healthy culturattifieations:
| believe that cultural, national, and global identification are developmentalurenat
that individuals can attain healthy and reflective national identificatioryswdmn
they have acquired healthy and reflective cultural identifications anchtheiduals
can develop reflective and positive identifications only after they havstreali
reflective and positive national identifications. These identifications arandig and
interactive; they are not discrete. (p. 25)

Some of Banks’ (1994) premises include that knowledge is not static, it is
shared, recycled and constructed; that knowledge should be regarded créiadlly;
that teachers should facilitate minority student learning through scaffolding and
bridging between student and school cultures.

Another proponent of multicultural education is Sleeter (1991; 1993). Sleeter
contrasts empowering and disabling education programs. Multicultural eduisati

the way to empower minority students since it works with what the student brings. On
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the other hand, disabling programs eradicate what the student brings to repitce it w
the knowledge and strengths of dominant society. Sleeter (1991) adds that schools
blame students of having lower intelligence and motivation and being at-risk when
they are not successful at learnprgdigestedknowledge, in other words, knowledge
that discards the agency of the learner. Students become less motivated when wha
they are taught is not relevant or personally interesting.

Nieto (2008) has also been a strong critic of a curriculum which is too
sanitizedto reflect what students really identify with. She proposes that curriculum
should consider the history of immigration and the social injustice that has
characterized the history of education. Students should be involved in explanations of
issues that really matter to them, such as race, culture, religion, ethnitiggader.
Students should be helped to see major ideas instead of simply learn discrete facts

In 1995, Ladson-Billings (1995) proposed the use of the Garhurally
Responsive Pedagoty replace the terrvlulticultural Education She defended her
proposition by explaining that the te@ulturally Responsive Pedagogiuded to “a
more dynamic or synergistic relationship between home/community culture and
school culture” (467). According to Ladson-Billingaylturally Responsive
Pedagogyallows students to affirm their cultural integrity and develop critical
perspectives that challenge schools’ inequities. Ladson-Billingsieglat
Culturally Responsiveeachers perceive their work as imperative for preparing
students to question and confront social and institutional injustice. Those teachers
also question the establishment in order to create a more culturally responsive

curriculum. Ladson-Billings presents the example of a teacher who asked and was
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granted permission from the school board to implement a more culturally responsive
curriculum.
Through her research, Ladson-Billings noticed how culturally responsive
practices empowered African American students to identify as good stuSigmis
the pedagogy of their teachers was culturally responsive, students did ndvegigte
a good student with belonging to the dominant culture. They ¢mep it real
(Carter, 2005) without needing to cross over to the dominant culture or act white in
order to identify as a good student (Ogbu, 1992; Ogbu, 1994; Ogbu & Matute-
Bianchi, 1986; Ogbu & Simmons,1998). Those academically empowered students
served as role models for other students:
Because these African-American male students were permitted, indeenlagyed,
to be themselves in dress, language style, and interaction styles whileragimevi
school, the other students, who regarded them highly (because of their popularity),
were able to see academic engagement as ‘cool’. (Ladson-Billings, 1995, p. 476)
According to Ladson-Billings (1995), the culturally responsive teachers sh
observed did not demonstrate a deficit perspective toward their students. On the
contrary, they acknowledged their students’ agency. They considered Wesrese|
part of their students’ community and their classrooms were true learning
communities. “Students were not permitted to choose failure in their classrooms
They cajoled, nagged, pestered, and bribed the students to work at high intellectual
levels” (p. 479). InThe Dreamkeeperd.994), which depicted five African American
and three white culturally responsive teachers, Ladson-Billings also deated that
teachers don’t necessarily need to belong to the same ethnic group afriedigiti

marginalized children to serve those students well. Both white and Africancdame
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teachers demonstrated that they cared about the African American comthenity
worked for and used similar culturally responsive strategies which neder thmair
students feel the need to choose between academics and racial identity.

Gay (2000; 2002; 2003; 2005; 2010) has also written extensively about
Culturally Responsiveeaching. Gay has predominantly presented general principles
and recommendations for culturally responsive pedagogy and curricula. She has
based these on her synthesis of scholarly research on topics mostly cethéed t
social studies curriculum and teacher preparation programs. Gay highly recommends
teachers’ self-exploration of what they feel about ethnically diverse gr8aps
suggests that teachers build their critical skills. Gay (2005) arguestfietive
teaching of
The histories, cultures, experiences, and accomplishments of ethnically diverse
groups requires the analytical lens of many different disciplines (histociology,
economics, music, arts, political science, etc.); application at various teEvble
educational enterprise (preschool, elementary, middle, and high school, college and
university); the inclusion of both historical dimensions and contemporary
connections; and challenging students to think deeply, examine feelings and
emotions, develop critical cultural consciousness, and engage in transformatve soc
and political activism. (p. 35)

According to Gay, being @ulturally Responsiveeacher has as much to do
with having a belief system which regards minority students as truly cagfable
learning as with the practices the teacher implements in the classrooif206ay
recommends teaching through students’ cwitural andexperiential filtersfor their

improved academic achievement. She also considers that teaching should not be
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divided into discrete elements but, instead, should integrate the personal, moral,
social, political, and cultural to academic knowledge and skills. Gay (2000) contends
thatCulturally Responsiveeachers,
View learning as having intellectual, academic, personal, socialaktard political
dimensions, all of which are developed in concert with one another. [They] validate,
facilitate, liberate and empower ethnically diverse students by simoiliskye
cultivating their cultural integrity, individual abilities and academic ss&cg. 43-
44).

Gay (2000) has broadened the definition of cultural identity. She argues that
the cultural identity of a student should not be limited to ethnicity. Gay (2000)
explains that “culturally responsive teaching has many different shapes, &nd
effects” (p.2). In other words, the cultural identity of borderlands students may be
multiphasic.

In Culture and LearningEducational Research Service (ERS, 2003) provides
a description of the elements of thdturally sensitive classroankRS is a nonprofit
organization which provides research-based information to school administrators.
Based on a synthesis of scholarly research, ERS desttréeslturally sensitive
classroomas one in which students assist their teachers in the construction of
curriculum. ERS also proposes that, since it is crucial to help students reabh a hig
level of literacy, teachers should build bridges between the language dttitgints
and the language used in the classroom. While ERS considers learning ak a socia
activity, it recommends that teachers attend to individual students’ needgaidse

to Latino students, ERS considers that there is a cultural discontinuityemetineam

49



and teachers of European descent. Thus they recommend the presence of cultural
mediators. The next section reviews literature on the voices of minority childre
Voices of Children
“There are chapters in every life which are seldom read and certainly not aloud.”
(Carol Shields)

Giroux (1986) argues that “schools do not allow students from subordinate
groups to authenticate their problems and experiences through their own individual
and collective voices” (p. 65). Nieto (2004), an advocate for immigrant children,
maintains that one must listen to immigrant children who have often expressed the
sense of alienation and marginalization they feel in schools. Nieto explains:

Aside from the normal anxieties associated with adolescence, additional
pressure for culturally subordinated students may be the result of several
factors, including the physical and psychological climate of the schools they
attend, the low status their native languages and cultures are accorded in the
societies in which they live, the low expectations that society has of them, and
their invisibility in traditional curricula. Students are the people most affect

by school policies and practices, but they tend to be the least consulted about
them. (p. 179)

In my own experience, | have found important information when | have
listened to what students have to say. The more we listen to minority children in order
to create portraits of their experiences, theilegsible they will become.

Cammarota (2006; 2007) and his colleague (Cammarota & Romero, 2006) allude to
the silencing and invisibility of Latino students and how we may make them more

visible through praxis of ethnography and critical pedagogy. Cammarota anddRome
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(2006) describe the Social Justice Education Project in Tucson, Arizona. In that
project, Latino students use ethnographic research methods to explore how people
experience social injustice. The students engage in participatory aceancteand
praxis.

One topic in need of further research is the voices of immigrant children from
Latin American countries other than Mexico and Puerto Rico. Bolivians, Peruvians,
Salvadorians, Hondurans, Nicaraguans and Guatemalans, for example, now form a
large number in my school. In my study | tried to step away from the tendency to
homogenize the Latino culture by detecting any differentiating patenosg the
different countries represented. | paid particular attention to my students of
Salvadorian heritage since they were the largest group of students who shared the
same heritage.

| intended to encourage my students to use their voices as much as possible.
An important component of my action research project was listening to what my
students had to say about their cultural and linguistic experiences and {reesps
well as about their experiences with reading. According to Giroux (1988), a strong
proponent for listening to the voices of children, voices must become an important
focus of action research. Research about the needs of and pedagogy for minority
children in schools must be much more transformative. It would be useful, for
example, to have more cultural inquiry action research done by schools’ professional
learning communities about the subject of minority children.

A researcher who listened to and strived to elicit and enhance Latino students’
voices was Diaz-Greensberg (2003). Diaz-Greensberg conducted naturalisti

gualitative research with 18 Latino/a students. She used sequential intenveews
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natural setting in order to develop the voices of her students. According to Diaz-
Greensberg, she encouraged students to self-reflect and voice their opinions in as
natural a way as possible. She found that the sequential interviews indeed developed
the students’ voices.

By listening to children we will learn from their cultural and linguistic
perspectives and experiences and will empower them in the process. If we/atay
from what Freire has call@tle banking system of educatid®93) andisten to what
those children have to say, if we let them show us the world as they see it when we
give them the tools to critique it, if we really learn from their experiente® stop
looking at them as objects, we will build not only their humanity, but our own as well
(Freire, 1998). Listening to minority people’s voices should not be limited to only
students. Minority teachers may also have a great deal to say.

The Voice of a Latina Teacher

Delpit (1988; 2006) has written about the importance of listening to minority
people’s voices when it comes to understanding what it takes to reach minority
children. Souto-Manning (2006) is one example of a teacher who has voiced the
needs of Latino children and their families. In my experience as a ltatinher
researcher of Latino/a students, | wanted to represent the voices of tierseazc
those children. | did that in order to dig for and utilize my students’ cultural and
linguistic experiences and perspectives, empower their social idemdyhelp them
become readers. | used my voice as a minority educator who understood some of the
ways to empower my students’ social identity. Moreover, | was a |lefnamer
teachers who had more experience than | but had not had the chance to voice what

they had learned to the wider community. My research should help spread their
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words. Just as Sandra Cisneros did as the spokesperson for Chicanos who don’'t have
a voice (Berg & Arnold, 2003), | tried to speak for, not only myself, but for my
students and fellow teachersSyanish for Heritage Speakeiidie next section
entails what the literature has to say about the connection between socigl ateht
identity as a reader.
Borderlands Reading Experience

“Teacher-student collaboration in the construction of knowledge will operate

effectively only in contexts where students’ identities are being affirfi@drfimins,
1991, p. 26)

Choosing mainstream, monocultural, and monolingual topics which deny or
do not reflect borderlands adolescents’ multiple identities may not be optimally
conducive to enhance their literacy. Adolescents with borderlands identitidsemay
more inspired to initially develop their literacy through topics that have to do with
more familiar cultural and linguistic topics. And as they become more dtdradugh
the exploration of their identity, their sense of identity may become less ipiatiie
And then, perhaps, they may feel more ready to read, in any language. Perhaps,
thanks to a more positive heritage language and cultural identity, they neag ha
more positive or less oppositional view towards mainstream literacy. In the end,
literacy may simply empower them in more ways than one.

It is necessary to understand how Latino adolescents perceive themselves in
relationship to reading. Do they see reading as a familiar activity?tbeesnterest

depend on the language they read? What if they are not very literate imgungda? What
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if they perceive literacy as mostly attached to the dominant culture@iiseading interest
impacted when they don’t see themselves as possessors of cultural and saalahcapi
literature? | could only find one article about the reading interests efdsativhich was
written by a librarian (Cueta, 1990). While that article referred to thergéreading
interests of Latinos such as poetry, short stories, periodicals and cordids)ot refer

to the more specific reading interests of first or second generation katihescents.

A study that connects Asian students’ cultural identity and reading was
conducted by Vyas’ (2004). Vyas studied several Asian high school students who
liked to read and were interested in exploring their Asian identity through reading
about related cultural topics. Reading about such topics helped them explore their
identity in a positive manner. A significant aspect of this study and one thaastentr
with mine is that those students were clearly interested in both readingpodng
their heritage. Many of my students clearly expressed at the beginnimg safttool
year that they did not like reading. In addition, their interest in exploring their
heritage is one of the aspects of my inquiry.

Bean, Cantu Valerio, Money Senior, and White (1999) researched the literacy
experiences of 22 ninth-grade English students in an urban technical magnet school in
the U.S. and a rural school in Hawaii. While most of the students were not Latino,
they represented diverse ethnic backgrounds. The researchers intended to study how
writing reflected engagement in literacy as a response to readingieuttwral
novel,Heartbeat, DrumbeatHernandez, 1992). The researchers analyzed the
students’ free writing samples which explored character interpmetatid
authenticity. The entries demonstrated students’ enhanced reading engagéeient

written reactions were personal and interpretive. They also demonstratey agenc
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voice. Bean et al. (1999) suggested that “they [students] are able to find tiet cri
voices through these experiences” (p. 37). Bean et al. (1999) chose seven student
samples for analysis but the basis on which they were chosen was unclear. Moreover
the potential effects of characteristics such as gender or ethnic groupotere
considered. The authors recommended more research about how to engage students.
Also they stated the need to further explore the impact of writing on studesresy
understanding.

A more complete perspective could be reached on a topic like reader
engagement through triangulation. In my research, | complemented student journal
entries by class discussions, focus groups, and my own journal entries and field notes
Also, while the study by Bean et al. (1999) did not target any specific ethnic group,
my study focused on one ethnic group, the Latino. More than multicultural literature,
| attempted to expose my students to various reading materials that | thought wer
culturally responsive. As an action researcher, | experimented with firetagng
topics which would engage my students in reading and writing and would hopefully
help them explore their multiple identities. My culturally responsive siegteg
became more individual as | discovered what triggered their individual intetests
also encouraged my students’ expression of voice and agency while discussing
literature and my strategies to teach literacy. As a result, mywumahanged as
my students helped me construct it. Another crucial element of my researchduad t
with exploring how literature impacted the identity of my students and dliitsr
joy of reading.

Another study by Mohr (2003) researched how Latino and non-Latino

children identify with literature. The researcher studied 190 first gradeysvere

55



asked to choose one book among nine book choices. While some of the books had to
do with cultural topics, others did not. The overwhelming majority chose
informational books about animals and about moth&itsag moms can’t dby

Douglas Moore, 2000). | felt that Mohr’s conclusion was too preliminary since out of
nine books, only two dealt with Latino topics. One had to do with tortillas which not
all Latino children are familiar with, and one was about one Latino family eTdrer
many kinds of Latino families. | felt that Mohr’s choice of books may have been
stereotypical which may have been the reason that Latino students did not choose
them to start with. In addition, as Phinney (1989; 1993) has indicated, social identity
exploration starts much later, during middle adolescence. And adolescenaagthe ti
students may start exploring their social identity, may be the bestdiexpose

Latino students to borderlands topics.

Hinchman and Sheridan-Thomas (2008) argue that discussing texts with
adolescents iculturally Responsivevays, particularly with Latino and African
American males, is one of the most important challenges faced by educators today
They add that,

Classroom environments and curricula are not often structured to shape students’
lives by engaging them with texts that they find meaningful and significaig. T
absence of meaningful texts is problematic because middle and high school students
are striving to find their place in the world as they bump against acadenticatul
emotional, gender, historical, linguistic and social forces that informeRestence. |

am especially concerned that students are being deprived of textual lirtbages

texts that they will remember years into the future as being meaningfekatral to

their human development. (p. 3)
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Hinchman and Sheridan-Thomas (2008) argue that the culture of adolescence
in itself is a phenomenon worth considering when looking for ways to engage
teenagers in reading. Similar to Gay (2000), those researchers arguiadbat, s
teenagers have multiple identities, they should be assisted to‘coakections
across their multiple identities” (p.17). That statement makes me remesnéemy
student told me at the end of the school year, “Those readings in the textbook are for
old people, not for teenagers.” Hinchman and Sheridan-Thomas (2008) suggest
tapping into students’ voices in order to understand their multiple identities and the
types of literacy they relate to. Those researchers also propose goomgl bleg use
of books in order to explore alternative channels for teaching literacy. Thessex
that there is limited engagement with texts in schools because studerdeeradlyg
not given the opportunity to choose what they read, they are not exposed to an
extensive variety of reading topics, and the reading topics and texts imposed on them
generally have nothing to do with their lives outside of school.

Classroom environments and the teaching occurring within these environments are
not responding adequately to students’ multiple literacy needs, but are instead,
anchored by an achievement-driven focus that is based on state standards and that
lacks any serious regard to the content of texts used for meeting the standaxrds. A
result, the meaningful encounters that adolescents would experience with books,
poems and essays in schools during an optimal period of their development are
severely compromised in middle and high school classrooms.” (p.4)

Hinchman and Sheridan-Thomas (2008) emphasize the important role that
teachers play in creating thaseaningful encounte@ndpartnershipsbetween their

students and reading material. Teachers should introduce their students to enabling
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texts that have connections with their social, cultural, political, and economic
experiences.
Resistant Readers

It is possible that Latino teenagers may resist reading literaturéabs not
illustrate their life experiences or represent them in a positive ligbtalso possible
that they may resist literacy in a language whichdodsnizedtheir native language.
Enjoying reading in English may represent a sign of domestication. On the other
hand, students may feel that reading in Spanish lacks cultural capital. Thus, for
students living borderlands linguistic experiences betweecolbaizerand the
colonizedanguages, reading in those two languages may further complicate their
already complex sense of ident{iimenez, 2002).

Macedo (2000) suggests that cultural identity among subordinated students
may play a strong role on linguistic resistance. He also wonders if thieiattma of
students’ heritage culture and language affects their reading ecteat. Moreover,
according to Valenzuela (1999), Latinos may be viewesuyractingschool
systems as not willing to assimilate to the American culture. That piercepay
influence Latinos to take on oppositional stances towards school. Nieto explains that
some Latinos may either adopt the perspective of the school and risk undermining
their cultural identity or resist the externally imposed academic cutuhe risk of
becoming marginalized from the school (Nieto, 2002). Research must inquire for
ways to make resistant readers become less resistant towards the pfaetacling

and the development of their identity as readers.
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Building less Resistant Readers

Vyas (2004) argues that literacy can serve as an important source of
construction, exploration, and expression of identity (p. 13). The researcher also
suggests that there idalirectionalrelationship between literacy and identity. An
individual's sense of identity influences the process of becoming literdtadopted
reading behaviors and, vice versa, the experiences with literacy shapeivicial’s
sense of identity.

Literature that mirrors minority people in a positive way seems to have a
positive impact on their sense of identity. In an ethnographic study that examined the
implementatiorof a multiethnic literature curriculum in two urban 10th-grade
classrooms, Athanases (1998) found that students often experienced a heightened
sense of pride and identity validation when they could identify culturally with people
and events within literary works. Rosenblatt (1995) also suggested that the
relationship between literature and students’ cultural identity calis éoe
exploration. She added that students need a variety of contexts in which they can
explore the relation between literature, culture, and identity.

A researcher who proposed alternative literary contexts to engagtraldit
marginalized students was Moje (2000), who argued that the literacy psaaftice
marginalized adolescents should not be consigned to a category of meragesista
deviance. The researcher suggested that “practitioners need to ackndaiwedge
power of unsanctioned literacy in the lives of marginalized youth and develop
pedagogies that draw from, but also challenge and extend, those practices” (p. 652).

In an effort to convert resistant readers into less resistant ones,(R68&)

conducted an action research project in which she used literature that was not school-
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sanctioned. Leslie argued that students can explore theimanginalized
positionalitiesby using non-school reading material as a bridge between dominant
and non-dominant forms of discourse. For her methodology she did discourse
analysis of the conversational transcripts of six at-risk students who rhétewit
weekly throughout one school year. The data suggested that “reading texés from
critical stance requires students to take on resistant discourse pgdfie&9), and
that “...school-driven definitions of literacy need to be reexamined in light of
adolescents’ authentic literacy practices” (p. 178).

Leslie’s (2008) main contribution consists of demonstrating how schools can
implement alternative ways to inspire traditionally marginalized stedentad.
Schools also need to develop their critical literacy and find alternativetoays
represent their multiple identities in positive ways. Earlier in the schao) gar
school’s librarian asked me to supply a list of classical works of Spanigtditer|
commended her for what she was trying to do but also told her that my resistant
readers would probably benefit more from reading books that reflected their
marginalized lives.

As | looked at Leslie’s (2008) criteria for her students to be considereska
| discerned how many Latinos in my school could be considered at-risk because of
their eligibility to free/reduced lunch, failing a state-mandated stdizal test,
probation, current family crisis, failing two or more classes, or probability o
dropping out of school. Through my research | attempted to engage my students in
academics in an alternative way. Many of my students were in ninth or tadt gr
before the age that disengaged students tend to start dropping out of school.

Therefore, this study could illustrate how to help build a strong, positive connection

60



for these students with high school. The last part of this review of literatsite da
with the person who plays a strong role in helping students identify as readers, the
teacher.

Teachers of Readers and Non-Readers
“In a real sense, people who have read good literature have lived more than
people who cannot or will not read. It is not true that we have only one life to
live; if we can read, we can live as many more lives and as many kinds of lives
as we wish.” Hayakawa, S. 1.)

In my search for research that portrayed teachers who strived to conwvert non
readers into readers, | found one study by Flores-Duefas (2005) and another by Cone
(1994). Flores-Duefias (2005) conducted a year-long qualitative study of thiegeac
practice of a first grade Mexican bilingual teacher. The researclestugtents’
writing samples, audiotapes, videotapes, field notes, and formal and informalstudent
teacher interviews. According to Flores-Dueias, that teacher veasi\effat
mobilizing her students’ linguistic and cultural resources in Spanish faratriti
literacy and developing healthy literate identities and classroom corti@suni
Additionally, she created a space for healthy literate identities thrateglactions
with others. Community-oriented book discussions took place and the use of both
languages was accepted. She shared her own stories as much as her stueénts shar
theirs.

In some ways Flores-Duefias’ (2005) study resembled mine. While | used
biliteracy in order to better reach my students, my goal was to make them mwch mor
literate in their heritage language. We also learned and talked about books in

community as much as possible. | also tended to share with them my cultural and
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linguistic identity, and my worthwhile life and reading experiences withoktnga
my life the center of my class. Both the teacher in Flores-Duefas’ atudybrought
into our classes our students’ cultural and linguistic perspectives and experience

The main difference between Flores-Duefas’ study and mine was the core of
my research. As an action researcher and an inexperienced teacheagéherit
speakers, | intended to document my experiences at trying to turn my students fr
non-readers to readers. Like the teacher described by Flores-Duefsastriéd to
impact the identity of my students but the crucial difference was that dlovag it at
a time of adolescence in which students tend to start exploring their socialadent
(Phinney, 1989; 1993). My goal was not just to impact their identity as readers but to
do it through the exploration of their social identity and multiple identities. Another
important contrast was the journal | kept on my own impressions, reflections, and
growing-pains. Through my research | also intended to serve as a channgl for m
students’ and other teachers’ voices.

The second study, by Cone (1994), was strongly connected to mine since it
had to do with the attempts of a teacher researcher to convert her non-readers int
readers. Her article took its reader step-by-step through the processekeafriirg
curve, how she experimented with methods to cultivate readers. Cone used student
journals, reading materials that matched the students’ interests andl cultura
background, and collaborative reflections during group discussions. Like therteach
above, Cone wanted to create a community of readers in which students could
“choose books, read them, talk about them, and encourage each other to read” (p.
466). | found Cone’s following words quite significant for my study: “students

become non-learners as a result of the teachers and their own low expédgations
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455). | often wondered if my own expectations for my students were too high. Was |
wrong in expecting my non-readers to become readers, to suddenly fall in tove wi
reading? | certainly hoped | was not wrong, that my high expectations/fstutients
would bring about a positive improvement in their interest in reading and their
identity as readers.

Like Cone (1994), | also wanted my students to stop interpreting their
academic abilitiesinidimensionallyperhaps generated by schools’ unidimensional
perspectives about literacy. Last but not least, an important part of my statiyed
my students’ own independent reading which they discussed every two weeks during
La Tertulia our book club. Cone wrote, “But independent reading was not part of my
curriculum, mainly because readers read the books and non-readers did not - students
who needed no motivation to read got A’s, the rest got F's” (p. 470). | also wondered
about whether | was treating all of my students as gifted learners wheppér
should not have. Maybe | should have taken them step-by-step through reading
activities. But Cone had made me think more deeply thanks to her following words
about the difference in reading assignments given to gifted and remedialtsiude
“Which students are asked to read on their own and which are not given independent
reading assignments?” (p. 472).

Booklovers

In my twenty-two years of experience working in schools, | have ofted hear
teachers talk about student motivation as a fixed quality that students eithelocome
school with or simply don’'t have. Seldom have | heard about the role of teachers in
motivating their students to enjoy academics, especially reading amtgwrit

Accordingly, Hinchman and Sheridan-Thomas (2008) have argued that
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Motivation [has been] constructed as something that is magically present or tha
mysteriously disappears in some students regardless of their instructional
environment, quality of teaching, specific strategies that good teachpeisye®ome
statements also portray motivation as something that is elusive — beyonddeache
control. (p. 79)

Likewise, as with the subject matter of math, many students seem to have
decided too early in their life that they are either readers or they ata ntter
words, they see few possibilities in between and very little room for grolwétielve
that it is teachers’ responsibility to understand the malleability of shailent’s
reader identities and the great impact that they may have on their stucken¢st in
reading. As Hinchman and Sheridan-Thomas (2008) stated, teachers are bésponsi
for creating meaningfuéncounters- which should unfold intpartnerships
between texts and students. Those partnerships are key to bringing about reader
identities.

In my teaching experience, the most significant sign of truly influential
teaching is the love for learning instilled in children. Improving the litecdcy
students with low literacy levels has a lot to do with helping students constriact the
own identity as readers. The reading topics should also help students construct their
social identity at a critical time when they are trying to explore guaral identity.

The social identity they end up having will have an important impact on their self-
esteem and, ultimately, their academic achievement. In my literatuesvreliave
found very limited research about how to increase interest in reading through the
exploration of borderlands and culturally relevant literature in the hetdaagaage.

The importance of this research lies in a stronger sense of social ideptppsgible
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academic impact, and the germination of healthy reading identities. In the end,
students may become more interested in just plain reading, in any langsi#ge,
happened to me. But in the meantime, we need to start with what seems most

familiar, what students may be most intimately connected to, their helatagigage

and culture, even if students have suppressed or forgotten them. The long term goal of
my study was simple: impacting my students’ reader identities through the

exploration of culturally responsive literary topics which may facditae

exploration of their multiple identities.
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CHAPTER 3: METHODOLOGY

In this chapter | provide detailed information about how | conducted my
research and the setting in which it occurred. | describe action research nhiethods
used and the multiple sources | drew on to gather data. | also explain and provide
examples about how | analyzed the data. As the teacher of my own dhedsksatt
with culture and as a participant in my research, my methodology consistdmiof ac
research combined with ethnography. Below, | describe the characseoistny
action research.

Action Research and Ethnography

Action research can serve as a valuable tool for both pre-service and in-
service teachers. That form of inquiry has been defined by Mills (2007) in the
following manner:
Action research is a systematic inquiry conducted by teacher ressarcher
principals, school counselors, or other stakeholders in the teaching/learning
environment to gather information about how their particular schools operate,
how they teach, and how well their students learn. This information is
gathered with the goals of gaining insight developing reflective practice
effecting positive changes in the school environment (and on educational
practices in general), and improving student outcomes and the lives of those
involved. (p. 5)

Action research has a spiral nature. Anderson, Herr and Nihlen (2007) refer to
action research as the “plan-act-observe-reflect cycle” (p.2@sdarch topic may

elicit questions, action plans, observations, and reflections which may bring forth
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further questions, thus generating new cycles. In contrast to other foratucdlistic
research, the goal of action research is the transformation of what happan=ois,s
with reflection as itslriving force

As a participant in my research, | possessed some tacit understandings
which led me to take certain actions. A significant element of action résearc
is the vantage point facilitated by the participatory role of the researcher.

Anderson, Herr and Nihlen (2007) explain that:

As insiders in the system, practitioners have a unique vantage point from
which to problem solve. In fact, in this age of mandating evidence-based
practices, who better than school insiders to produce evidence about what
works for diverse groups of students. And what better way to communicate
this evidence than through educators narrating their findings through their
research. (p.15)

While action research is used to inquire about a variety of research questions
by educators, joining action research with ethnography can be used to better
understand the cultural and linguistic experiences of borderlands children.

The action researcher who inquires about and attempts to impact the learning
of borderlands students may do it by combining action research and ethnography
(Jacob, 1995). Jacob’s (1995) goal for her approach, which she callsltheal
Inquiry Processis helping teachers better understand the cultural characteristics of
their students. Jacob (1995) proposes the combination of reflective practices (Schon,
1987) and an anthropological framework of inquiry. She explains that one-sizé-fits-al
professional development presentations about student cultures reinforce/géereot

and don't really respond to the challenges encountered by teachers in their
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classrooms. Instead, Jacob suggests teacher research that uses the antalopologi
concepts of culture, instructional context, social structure, and power aseaviyem

to better inquire and find solutions to culture-related research questions. Jacob also
recommends using anthropological methods such as observation, open-ended
interviews, and artifact analysis. But one idea that Jacob does not disaseaish
positionality: what happens when the action researcher belongs to the sameeasult
her subjects, as | did in many respects.

As an action researcher | was closely involved with my participantsisince
was their teacher (Dupre 2005). And because | was part of my students’ ethnic a
linguistic group, knowing my students’ heritage language and sharing some of their
cultural understandings provided me with tacit cultural and linguistic knowléage.
sense | wasne of thenculturally and linguistically. | was also supporting my own
culture (Hayano, 2001) since through my research | aimed to facilitate thenaca
engagement and a more positive sense of identity of students who belonged to my
own ethnicity.

Nevertheless, one challenge | faced was understanding the positiooélities
my students. Guiding them in their identity exploration, and knowing how to reach
them was not always simple. Unlike most of them, | grew up in a middle class
household in a part of the world where | possessed social and cultural capital. As a
young student, | did not identify with literary topics or characters who lived
socioeconomically marginalized existences. Another challenge wasahétary to
most of my students, | identify as a “reader” in both English and Spanish and have
taught the highest levels of literacy in Spanish to my former Spanish ARtlrer

students.
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My Spanish for Heritage Speakers Classes and My Homeroom

The Spanish for Heritage Speakers 2 classes serve as a continuation of
Spanish for Heritage Speakers 1 before students enter the next level of Spanish for
Heritage Speakers 3. Spanish for Heritage Speakers 1 serves students who command
some fluency in the spoken language but can barely read and write in Spanish.
Spanish for Heritage Speakers 2 is for students who can read and write in Spanish
with limited fluency. Spanish for Heritage Speakers 3 is meant for students who have
more command of speaking, reading and writing in Spanish. Many of my school’s
students who take Spanish for Heritage Speakers classes end up taking AP Spanish
Language and/or AP Spanish Literature. In fact our Spanish AP progresistso
mostly of our Latino students. The students who take the two lower levels of Spanish
for Heritage Speakers are generally ninth graders. Our feeder raddlel offers
Spanish for Heritage Speakers for eighth graders. Therefore, manystiidieats
coming from middle school take Spanish for Heritage Speakers 2 in their ninth grade.
The syllabus was provided to me by one of the teachers | interviewed who had been
teaching the same class at my school for several years (Appendix B).

My fifth period class consisted of 23 students and met every day. My seventh
period class met every other day and comprised 20 students. Early in the year an
assistant came to help me about two times a week durind'mgr®d class. He was
a young Peruvian, recently immigrated to the United States, who had gcholutht
a bachelor’s degree in Journalism from a Peruvian university. He was welll wers
literature and added a Peruvian perspective to my class. He is now my school’s only
Spanish for Heritage Speakers 3 teacher, which means that he teaches all of my

former students.
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My role as a teacher did not end with my two classes as my Dean of Students
office eventually served as an extension of my classroom. Since | did not have my
own classroom, a lot of the activities that tend to happen in a classroom after class
happened in my office. As dean | dealt with attendance, discipline and academic
issues.

In relation to my research the most important activity that took place in my
office was the daily mentoring of five of my freshmen Spanish for Heritagek&ysea
2 students during homeroom. Homeroom met every day for approximately 30
minutes. While my dean’s role did not include homeroom, those students eventually
started reporting to my office during that period instead of to their homeroom
teachers. The reason | decided to keep those five students during homeroom was
because they were underachieving and our close relationship facilitatedntorinmg
them. The most we did during homeroom was read and talk about books. That group
also became one of my focus groups. Another one of my Spanish for Heritage
Speakers students, Nolo, visited often during that period. In Chapter fived give
detailed account about the literary activities we did during that period.

The Program of Studies for Spanish for Heritage Speakers had been in draft
form at my school division for about 15 years. When the Spanish for Heritage
Speakers program started more than 20 years ago, there was no Program @f Studie
With no common books or curriculum, teachers created curriculum as they saw fit
and taught random literary topics. Currently teachers are expected to uddwoe
textbooks, which means that there is still no consensus on what should be taught in

this program.
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The current Program of Studies for the three levels of Spanish for Heritage
Speakers is no different from the Program of Studies for regular Spanish clagses. T
Program of Studies for both groups of students consists of the same four general
themes which are divided into subtopics. The first theme, home life, is divided into
daily routine, rooms of the house and household chores, food, and childhood
experiences. The second theme, student life, consists of classes and schoo] routines
school-related activities and health and fitness. The third theme, leiserertaludes
indoor and outdoor activities, shopping, and special events. The last theme is vacation
and travel. It comprises travel plans and activities, countries and natesahtl
asking for and giving directions (Appendix C). Few of these topics expliwth
Latino students explore their cultural identity, which, according to the tedchers
interviewed, should be integrated fully into the curriculum. As the teachers |
interviewed explained, it is up to the teachers in those classes to make tdwarri
culturally responsive to those students. In other words, the Program of Studies for
Spanish for Heritage Speakers does not consider the unique characteristics and needs
of the Latino student. It does not maximize all of the possibilities to fullygenga
them. InMy Actionssection below I illustrate how | attempted to bring more cultural
relevance to my classes by adding literary topics that would help my stedetdse
their cultural and linguistic identities.

My Pedagogy

As a new teacher of heritage speakers my pedagogy changed signifieantly
most of the eighteen years | had previously taught regular Spanish | ditbnotha
use of English except for certain controlled situations such as group work or the

utterance of questions that could not otherwise be asked in Spanish. My classes were
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also pretty structured and my students were expected to raise their hamnck dhgy
attempted to speak. Moreover, while | tended to see my students as individuals and
liked to learn from them, | never considered myself a culturally responsoleetea

In my new experience teaching heritage speakers | soon became mate flexi
in my Spanish only expectations, especially after | noticed my studentstpetsise
of Spanglish and English. By the second quarter my classroom managemesbhad al
become much less structured as | intended to bridge home and classroom cultures
according to the literature | had reviewed on cultural responsiveness.sttipged
asking my students to raise their hand and the tone from teacher to student became
much more conversational than authoritative. From the beginning of the academic
year | also made a concerted effort to allow my students’ agency, exes|
perspectives, and voices to guide my pedagogy since | had made the decision to
become an ethnographic action researcher. My learning curve ran garaiiel
students’ learning curve. Moreover, when | became well-versed on the tdpeatf
risk identity of the Latino teenager, the exploration and creation of identity throug
borderland literary topics, research, and writing exercises becanmsimtri
components of my pedagogy. Furthermore my growing awareness about my students
limited knowledge of their heritage led me to my decision to get them esbns
acquainted with borderlands topics. And thanks to what | learned from Cone’s (1994)
research on the use of independent reading for reluctant readers, | decrdulde
such an exercise. Last, the more | learned about my students’ communedreqser
the more | acted like a godmother, mediator, and agent who emphasizeddak typi

Latino communal quality and oral tradition.
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My Actions

| engaged my students in a variety of culturally relevant literargscmd
activities. My goal was to help them explore their cultural and linguistictitles as
they identified with the reading topics | acquainted them with while thenesttéen
reading, writing and speaking literacy increased. As a teacherteldsthe school
year with a list of textbook readings that | was supposed to cover according to the
Program of Studies. However, in my role as an action researcher, | eveatiasty
an extensive list of readings that had to do with the culturally relevant topics of
language, roots, borderlands experiences, marginal experiences, voicestuaab c
gender roles. | worked closely with the librarian and with the English department
chair to help me find reading material that would perhaps interest my students,
especially the ones who did not like to read. | also consulted the five teachers of
Spanish for Heritage Speakers on reading choices that would possibly engage my
students. While several of the textbook readings were culturally releesatab
others were not, as Tables 1 and 2 indicate.

The texbook readings in the Table 2 below had to do with the culturally
relevant topics which | coded esots, borderlands experiencesydmarginal
experiences

As the year progressed, | exposed my students to an extensive number of
reading topics through fictional and non-fictional literature. The liteeahaiuded
prose and poetry. Many of the readings had to do with various aspects of the Latino
culture in and outside of the United States as noted by the codingaegnage
roots borderlands experiencesarginalexperiencesvoices of Latino teenagers

and cultural gender roles.
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Non-culturally
responsive
textbook topics

Readings

Description

Nature

“Valle de Fuego”

The description of a ttipaugh the Peruvian
canons.

Friendship “Poema XLIV” in | The value in having a good fri¢hd
Versos Sencillos
The experience of | “Mis Primeros A young man publishes his first poem and people| do
a poet Versos” not like it.
Interest in art Paula The author explains how her interest in art started
Animals “Platero y Yo”. The highly lyrical description of the relationship
between a man and his donkey.
“La tortuga” Poem describing a turtle.
Boredom “Un cuentecillo A bored young man puts an ad in the paper to fingd a
triste” young woman to go out with.

Myths, legends,
popular short
stories and fables

“La guerra de los
yacarés”

Fable about the war between alligators.

“Gleso y Pellejo” Short story about the wisdom of the eld&rly

Table 1:Non-Culturally Responsive Textbook Topics
For example, one of the books | used to read about the language topamagish
(Stavans, 2003) arBorderlands/La frontergAnzaldua, 1999) (Appendix D).

Before, during, and/or after the readings, | used questions to prompt
discussions. About once a week | asked students to write about those topics (See
Appendix M forStudent Journal EntrigsOn several occasions | took them to the
computer lab or brought portable computers to the classroom so they would research
different aspects of Latino and/or Latin American culture. | also tetfleestudents
with interviewing a member of their family or a friend who had immigratedeo t

United States. The questions had to do with specific cultural and linguistic

8 | consider friendship a universal experience nibas a borderlands cultural experience.

® This short story which takes place in Latin Amaris a fable that illustrates a universal lessoremo
than a borderlands experience.
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immigration experiences (Appendix Fjubsequently, students created a children’s

book with the information they gathered through the interviews. Moreover, | used my
knowledge about their countries of origin to bring reading material that wouddhenr

the knowledge of their heritage culture and language. We also studied how the

Spanish language has impacted world languages and about the existence of Spanglish.
| started several classes with Stavans’ (2003) lists of Spanglish worstsidents to

decipher their definitions in Spanish or English. | discovered some of theimgeerita
cultural characteristicas a result of what they shared during their participation
throughout class and focus group discussions, their answers to questionnaires, and
their journal entries.

At the beginning of each quarter, | took the students to the library to check out
books about any topic of their interest. Although during every visit | allowed them to
choose any book of their interest, | also asked the librarian to place all the books on
specific subjects | requested on a separate section for students to lodkoat. | a
allowed them to find books outside of the library if they so desired. During the first
semester the topics were mostly about ethnicity such as the expenébeasy
Latino in the United States. During the second semester, varied Program o$ Studie
topics were added to the ethnicity topics. These included travel, fiction and non-

fiction books about Latin America, health and fithess, and school experiences.
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Culturally-
responsive
textbook topics

Readings

Description

Roots

“Nicaragua”
“Uruguay”
“Argentina”
“Peru”
“Chile”

Me llamoRigoberta
Menchd.

Non-fictional readings that summarize different
demographic, historic, political and folkloric
characteristics of those nations.

An excerpt of the autobiography of Rigoberta
Menchu that describes her indigenous culture.

Borderlands
Topics

“El forastero gentil”

“Verde luz”

“Los hispanos en los
Estados Unidos”.

“Primero de
secundaria”

Highly lyrical short story about a white man who
lives for a while with a Mexican American family.

Song about the poet’s wish for Puerto Rico’s
independence from the United States.

Statistical information about the presence of Lain
in the United States.

A Latino young man wants to impress a young
Latina woman in high scha8l

Marginal Topics

“La puerta del
infierno”

Salvadoran legend about social injustice.

Table 2 Culturally Responsive Textbook Topics

Every two weeks students discussed their independent readingslduring

Tertulia or book club. Each Tertulia session lasted about half an hour. | divided each

class into groups of four or five students and grouped the participants based on

students who sat next to each other. Since | changed seating arrangenmgnts eve

guarter, groups changed accordingly. While sometimes students orallyethswe

guestions | provided (see Appendix L), at other times they talked freehguwwit

following any defined structure, about aspects of their books that interestedAthe

Y “primero de secundaria” was written by Gary Satethor whose writings several students enjoyed
as | will explain in chapters five and six.
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the beginning of each Tertulia | picked the starters for each group and usetba bell
signal the following students’ turn. In order to make Tertulias resembig/fam
gatherings | brought freshly baked cookies for the Tertulia participants.

Each quarter | asked students to write an essay about their independent
reading. | recommended several topics to write about and asked them tdoowite a
three topics of their choice, including ones | did not mention but were important for
them. While students were allowed to read in any language of their choice (i.e.,
Spanish, English or Spanglish), they were required to write in Spanish and were
strongly encouraged to speak only in Spanish about their readings during Tertulia
times. In chapter five | explain my reasoning behind allowing my studergadamn
English or Spanglish if they so desired.

| devoted each week of my regular class meetings to a different theme. The
majority of the themes had to do with identity exploration: language, roots,
borderlands experiences, marginal experiences, voices of Latino chihdrenltural
gender roles. | started many classes with discussions related tooghieseand
connected them to readings before, during, or after students read them. Every
Monday or Tuesday the students wrote about these topics. Every Monday we also
readCuando era puertorriguefi@Vhen | was Puerto Ricaor Cajas de carton
(Boxes of Cardboardgn autobiographical account by an adult reminiscing about his
childhood as the son of migrant Latino workers in the United States. Later in the
week we read some of the selections from the textbook. Fridays were dithcate
more alternative literature such as poetry, yoga-related readingaimis8’, and

music. About every two or three weeks the students worked on mostly research-

1 While yoga-related readings were not related taédands topics, some students expressed interest
in more global topics such as yoga.
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related projects about culturally relevant topics such as cultural abr@sacs,
current and historical issues, influential Latinos, the benefits of Latirridéamefood,
and Latino music. Their final project consisted of creating a children’s baekl lman
an interview with an immigrant (Appendix 1). The last set of activitiegetubat was
relevant to my research on cultural identity involved movies which | describe.below

| showed three movies to my students with the purpose of helping them
explore their borderlands identity through an alternative literacy venueirShene
was “Stand and Deliver,” a true story about Latino students taking AP Calculus in a
subtractingkind of school environment (Valenzuela, 1999) where they were regarded
from a deficit perspective. Initially, administrators and teachers ipecteatino
students as lacking in potential. Those students did not know that they had it in them
to do well academically until a new teacher, Jaime Escalante, guidedaieieve
in themselves. At the end of the movie, after much struggle, they had all developed a
more positive sense of identity in addition to higher academic achieverheotigh
that movie | guided my students to notice how Escalante, contrary to other seacher
acknowledged their agency and believed in them. The follow-up activity had to do
with answering questions, mostly about that teacher’s belief in his students.

The second movie | showed my students was “Casi una n{djlendst a
woman) based on the bo@lasi una muje(Santiago, 1999r sequel o€uando era
puertorriqueiia Casi una mujecontinues illustrating the borderlands experience of
Esmeralda Santiago as she becomes a teenager in New York City. &tfting that
movie, the students answered questions and engaged in discussions regarding the

experience of becoming a teenager while living between two differendsvorl
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The last movie the students watched was “Bajo la misma (wvader the
Same Moon) about a child who stays in Mexico while his mother settles down in the
United States, an experience commonly lived Hard 1.5 generation students. As a
follow-up activity to that movie, | held a short discussion and asked students to write
a journal entry on their perceptions and reflections about the movie.

Throughout all of my actions, | documented the challenges | faced, my
reflections on how to overcome them, and my attempts to provide optimum learning
experiences for my students. Some of the challenges | faced were makirigasale t
students were reading independently, making our Tertulia book discussions more
productive, helping my most resistant readers find readings that intetieste, and
keeping up my high expectations and belief that all of my students could become
more engaged with reading. | started several classes asking my studstithgukeat
had to do with my own teaching or about how interesting they found what we did the
previous class. | kept a record of my own learning experiences and the changes tha
took place as | implemented action. Moreover, as | have stated eariterylawed
and often sought the advice from the five Spanish for Heritage Speakersdeacher

My research took place over the course of the 2009-10 academic school year.
The first semester served mostly as a time to establish relatioasiipsutines
around culturally relevant teaching and data gathering. During the finsisser, |
made a concerted effort to become acquainted with my students and to develop a
strong sense of trust and connection between us. From the beginning | also
documented the levels of interest in reading of all of my students as well as the
characteristics of their cultural and linguistic identity. | also docuetewhether the

students perceived themselves as readers or non-readers (Cone, 1994). As an
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inexperienced teacher of Heritage Speakers classes, | also doalithente
manifestations of my own inexperience and learning curve. During the second
semester | delved into all aspects of my research as | describe next.
Data Gathering

As indicated in the Triangulation Matrix Table (Table 3), | used a vaoiety
data sources to answer my research questions, including teacher intendews a
individual focus group interviews, questionnaires, journal entries, documentation of
whole class and group discussions, independent reading choices and student essays on
those choices, and student projects. Each of these sources of data is described below

Interviews

As a preliminary step | interviewed five female teachers who hizthsixe
experience as teachersSpanish for Heritage Speakerasses (Appendix G). Four
of those teachers are Latinas and one is Caucasian. All of them are siefnbgr
Spanish book club, a place where mostly Spanish teachers discuss literatareimvrit
Spanish. Those teachers have taught at my school district for varied numbespf yea
two of them at my school. One of them recently retired from my school. | have
known the five teachers for several years, ranging from six to seventssn ye

| asked those teachers questions that had to do with culturally responsive
pedagogy and with their students’ linguistic, cultural and reader identigbs |
inquired about their students’ agency and voice and what those teachers considered
their students’ most positive cultural characteristics. Moreover, | askeddtinem
reading recommendations and queried about how they used this literature tdecultiva

their
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Research

Data Sources

Questions
Timf,:table Interviews Focus Questionnaires Jour_nal Field Notes of Ind(_apender)t Identity
Teachers Groups Entries Class/[Homeroom| Reading Choices Projects
Discussions & Essays
Cultural & Interview Conduct Students will Students will | will document Students Students
linguistic identity | teachers focus groups| complete two complete what | hear and independently explore &
exploration with students questionnaires several journal | observe during choose the construct their
about this topic entries to class/reading readings they may| identity
explore this discussions identify with through project
topic
I mpact of Interview Conduct Some of the The length and| | will document The topics most | Their
exploration of teachers focus groups| questions in one | content of the | what | hear and | widely chosen will | exploration
culturally relevant with students| questionnaire entries will observe during inform me about | may lead them
& borderlands explore this topic | inform me class/reading their preferred to identify
literature on about their discussions topics & the lengthl more deeply
interest in reading level of interest and content of the | with culturally
entries will inform | relevant
me about their literary topics
level of interest
Timetable Beginning of | About one Near the end of About once a | The entire school | Once a quarter Once in the
school year hour and a | school year Week year spring
and as needed| half semester
My roleasa Apply what | Learn from | Learn from Write my own | Document what | | Becoming
participant learn from listening to | listening to journal entries | hear and observe | informed by their
them students’ students’ voices | to reflect about| in the classroom | choices and essays
voices my daily in order to take

experiences

new courses of
action

Table 3:Triangulation Matrix
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students’ interest in reading. Perhaps most importantly, | asked for ideas dn how
could empower my students through the exploration of literary, cultural, and
linguistic topics.

| formed five focus groups mostly based on availability and my perception of
the levels of comfort of my students. | had observed the socialization paheons)
my students and had a pretty good sense of my students’ comfort level with each
other. The first group consisted of five freshmen, one male and four females. The
second group consisted of one male and three females. The male and one of the
females were seniors. The other two females were a junior (who failed cleg gnal
a sophomore. The third focus group consisted of four males, one freshman, and three
juniors. The fourth group consisted of five students, two males and three females.
One of the males was a tenth grader and the others were ninth graders. Theusth f
group consisted of five ninth-grade students, one male and four females. Theae were
total of 14 females and nine males with 15 freshmen, two sophomores, four juniors
and two seniors. Most of my students were freshmen which made my focus groups
quite representative of the composition of my classes as far as grad€éevales
were slightly overrepresented since my total number of students consigtedales
and 22 females.

While I had a list of eight questions for the focus group interviews, (Appendix
H), most of the meetings were quite conversational and without a consiatenirs.
For the most part, | let students guide the direction of the conversations and, in fact,
each conversation took a different turn. With my homeroom students | met almost
every school day starting the second quarter. With the other groups | met no more

than one hour-and-a-half which | divided into two segments of varied lengths. |
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started each meeting with the first question of the interview (Appendiaut)et the
conversation evolve naturally after that, returning to the interview protmtplwhen
| needed to refocus the discussion

Through my focus group interviews | tried to understand if and how those
students identified with the literary topics | acquainted them with, and whatateat
them to learn and engage in reading. | also inquired about their reflections rggardin
the positive aspects of their heritage and literacy (Appendix H). From thenlneg |
made sure that students fully understood that their voices and agency were an
essential element of my research. | communicated to them that, while caafigent
would be guaranteed, whatever they expressed would be shared with a larger
audience of school practitioners. The questions were drawn from the following
sources: social identity development (Phinney, 1989; 1993); sociolinguistic theory
(Gee, 1996); reader self-perception (Rosenholtz, 1984); voice development (Giroux,
1988; 2007)downteachers for street-savvy students (Dance, 2005); keeping it real
for minority students (Carter, 2005); social and cultural capital (Bourdieu, 1990);
voluntary and involuntary minorities (Ogbu & Simmons, 1998); praxis through
studying the world and the word (Freire & Macedo, 1987);citidirally responsive
pedagogyEducational Research Service, 2003; Gay, 2000, 2002, 2003, 2005, 2010;
Ladson-Billings, 1995).

Questionnaires

| used a questionnaire to understand important aspects of my students’ sense

of cultural and linguistic identity (Appendix J) as well as a questionnairgjtore

about their interest in Spanish reading and writing (Appendix K). In mywesfie
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literature | found the 1988 NELS study from which Arriagada (2005) drew a sub-
sample of questions.

In the 1988 NELS study from which Arriagada drew question samples,
reference to spoken language/s never addressed their combined use, as if the
respondents were assumed to be monolingual. One question addressed the choice of
language in communication with different members of the family, including the
extended family. That question influenced me to include a question that inquired
about what language my students chose to use with different family memioewsd |
that question important since it illustrated the borderlands, transitional nathee of
lives of immigrants. Immigrants need or choose to speak differently -sthat i
different languages or combination of languages — according to whom they are
speaking with. Another noteworthy point about the NELS survey was its lack of
reference to immigrant children’s borderlands cultural experiences oitydent
Moreover, in regards to reading, | could only find two questions. One had to do with
how much time students spent reading material not related to school assigfiiments
other asked how much they read and wrote in a language other than English. One last
important question had to do with the kinds of literacy materials students had in their
homes. | was hesitant about asking such questions to my students since | did not
intend to make them feel that | considered their home lives to be deficigetracyi.

In fact, | never asked them such questions.

With these ideas in mind, | developed the questionnaires. | based them on the
premise that my students would explore their sense of cultural and linguistityide
as they became more acquainted with borderlands and culturally relevataiéen

their heritage language throughout the course of the year. Secondly, my questions
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assumed that their interest in literacy and identity as readers coulgectiae to the
exploration of literary borderlands and culturally relevant topics. Through the
guestionnaires, | tried to detect any changes in their cultural and lingdesttities
and their interest in literacy. Because | was only able to administer thgoaunaire
once, toward the end of the year, | did that through questions that referred to their
gained cultural/linguistic appreciation and to gained interest in litesacgrapared
to the beginning of the school year. | also assigned all of my students to use
guestionnaires with their parents/guardians, siblings, or friends in ordadtout
more about their cultural and linguistic identity (Appendix I). Students thetedraa
book for children with such information. My intention for that activity was leading
them to perceive a connection between the borderlands experience, cultural and
linguistic characteristicgnd literacy.
Journal Writing

Students kept a journal in which they wrote about several topics related to my
research questions. Several of the topics had to do with culturally relevant themes
such as linguistic and cultural identity, roots, borderlands experiences, rhargina
experiences, and cultural gender roles (See Appendix M for Exampiedrn#t
several points throughout the year, | read all of my students’ journal entriekem or
to detect themes related to the exploration of their cultural and linguistiatyoend
to their interest in literacy. | coded those themes in the form of an evolving,
descriptive catalog of themes.

The reflections in my journal were of equal importance to my students’
journals (Corbin & Strauss, 2008; Miles & Huberman, 1994). | wrote my own

reflections on my course of actions which led to further actions and refiscti
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wrote my own reactions to the books we read, mostly in relation to my students’
reactions. | also read my own journal entries to detect common themes whdatgdl ¢
in the form of an evolving, descriptive catalog of themes.
Whole Class and Group Discussions

At the end of each day, | wrote field notes about the important elements |
detected during whole class and group discussions in my classroom as wellyas in m
homeroom. The important elements had to do with my students’ linguistic and
cultural identity perceptions and exploration, how students identified (or failed t
identify) with the readings | presented to them, and how their interestdmnge
might be changing. | systematically collected and coded the datagiduered
during the discussions in the form of an evolving, descriptive catalog of themes. This
catalog of themes developed as my reflections on those discussions led reetto det
patterns based on the kinds of literacy activities and reading topics thatideeme
interest the majority of my students (Appendix E).

Independent Reading Choices and Essays

Another part of my research had to do with my students’ preferred reading
topics as indicated by the three independent readings they chose to read and write
essays about during the second, third, and fourth quarters. Twenty males (tfifrteen 2
generation and seven 1.5 generation) and twenty females (foutfegmération and
six 1.5 generation) chose three books each and wrote one essay about each reading.
Hence, there were a total of 120 books read and 120 essays written by my students. |
documented the titles and topics of each book, and read all of the essays in an effort

to detect their most prevalent choices and how students identified with them.
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Projects

Throughout the year | assigned my students with creating numerous projects.
Several of the projects had to do with cultural/national exploration. Several otders ha
to do with literary exploration. Two other projects had to do with their favoriteamusi
piece and with health benefits in Latino food products. The project which directly
guided my students to explore their identity was the identity project. For thattproj
students were required to provide at least eight visual and written repriessnbét
how they perceived themselves. They were to provide at least one cultural or national
representation and one linguistic representation. Besides facilitatintudenss’
identity exploration and construction, my goal for that project was also wiisger
their cultural self-perceptions and exploration. Moreover, | meant to learn &bout t
multiple identities.

On-Going Data Gathering

| started gathering data the first week of school by taking field notey of
daily observations and by writing about my reflections in my journal. | also Heafd a
my students’ journal entries from the beginning. | closely monitored their
independent reading choices and thoroughly read their essays starting on the second
quarter. Throughout the school year | also paid close attention to all the projects
especially to the one about self-labels. | interviewed the expert teatimang the
first quarter. The focus group interviews and the completion of student questionnaires
took place in late spring after my school district granted me permission.

| periodically reviewed rounds of gathered data and, based on my findings on
each round, planned new courses of data gathering. For example, after reading my

field notes on the class discussions | was conducting, | decided to gather raae dat
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those topics through students’ journal entries and the recordings of our focus group
discussions. | narrowed down the data | gathered, guided by Bogdan and Biklen’s
(2003) image of a funnel. That is, | had gathered a tremendous amount of data in the
form of questionnaires, numerous journal entries (my students’ and mine), student
essays, field notes on class and homeroom discussions and events, student projects,
and recordings of focus group discussions. So | engaged in the process of discarding
redundant or irrelevant information (e.g. minute administrative detailghveld not
directly apply to my questions.

As an ethnographer, | had gathered data which helped me understand my
students’ cultural and linguistic identities and their perspectives on theiiopasi
the world. The data also guided the way | used and developed my students’ voices
and agency to explore their cultural and linguistic identity; how we jointly
constructed a curriculum that would make sense to them, empower them, and
motivate them to read and write (Jacob, 1995). Sharing my students’ cultural
background, | explored my connection with my students through my journal and field
notes. Moreover, | delved into how my perceptions about my students changed. | also
looked at how | attempted to empower my students as members of my own ethnic
group and how | used my tacit knowledge to influence their cultural, linguistic, and
reader identities. The data | gathered illustrated how my students andructats
curriculum together in the emic serf8¢Anderson, Herr, & Nihlen, 2007). As a
participant and instrument of my own research (Anderson, Herr, & Nihlen, 2007) and

as a member of my students’ ethnic group, | needed to explicitly acknowledge and be

2|n contrast to thetic concept, which means that the researcher hastaideuperspective on the
research (Anderson, Herr, & Nihlen, 2007).
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fully aware of my own subjectivity and tacit knowledge as | will explain in the
section on trustworthiness below.

A critical step in data management was to periodically go through dlleay
and get them in order. | reread initial questions and all data which | eventually
matched, compared, and contrasted. It was essential to get a completef skas
totality of the data in order to devise units of data which fit into a prelimirsrgfl
coding categories. In the following section on data analysis | describe looled c
the data | gathered.

Data Analysis

As | was starting my data analysis, | visualized my ideas in thedbeither
text or diagrams according to their feasibility to help me understand themshaps,
contrasts, and commonalities in the data | gathered through different instruments
While the text in some of those diagrams simply consisted of single words, in some
others the text consisted of phrases or short sentences. | also looked for pattgrns
students’ oral and written expression (Corbin & Strauss, 2008), for example, in their
use of national, panethnic, or hyphenated labels such as Hispanic-American.
Moreover, | looked for outliers or negative cases (Corbin & Strauss, 2008) such as
students who were quite unique in the way they identified linguistically, cilytura
as readers. Another example of outliers had to do with students who openly expressed
that their identity had nothing to do with linguistic or ethnic identity.

As | compared earlier and newly collected data, new categories @ecam
apparent in regards to how my students perceived their cultural heritage andihow the

sense of cultural, linguistic, and reader identity might be changing. Borpde, the
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data | gathered in the form of their weekly journals led me to notice how student
perspectives about their heritage changed. Moreover, new relationshipgebeca
apparent between their voice and my practice, for example, when they infoened m
that they preferred a circular sitting arrangement to discuss readings

Coding

As | read and reread my data, | started to detect common themes across the
different sources | had gathered. After identifying the themes thattheraost
prevalent, | started creating codes. For example, after reading the jentmes, the
transcripts of focus group conversations and teacher interviews, as Wieldl amtes,
| perceived a clear pattern of students who lived borderlands experiencesrbatwe
Latino home culture and a very different American culture. When | detected that
pattern, | color coded all of that data and cut and pasted it to form its own category
which | labeledData on Borderlands Experiencesppendix F).

Under the major theme of culturally responsive pedagogy | came up with the
following codes: linguistic identity exploration; cultural identity exptana; literary
topics; connection to roots, family and community; literacy; cultural gender
exploration; voices; agency; and classroom culture. Some of those codes admprise
several subcodes. For instance, literary topics encompassed the subcodesgélangu
roots, borderlands experiences, marginal experiences, voices, and cuhidal ge
roles. In the following sections | explain how | framed chapters four aiiksix
according to my coding processes. Subsequently, | describe what | did to neake sur

my research was trustworthy.
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Data Analysis of Student Linguistic and Cultural Identity

| base my findings in chapter four on my data analysis regarding my students’
linguistic and cultural identities and experiences. My analysis led me tdehtity
code, which comprised the subcodes of linguistic identity and cultural iddtuity.
the linguistic code | generated the subcodes of language/s students speakdbes
gained comfort in spoken, written, and reading language. | then subcoded the latter
code into English monolingualism, Spanglish, and Spanish/English bilingualism. |
also coded the linguistic data in terms of patterns of whole group, gender andforder
generation. The web below depicts the elaboration of the linguistic cedd-{§ure

1).

Linguistic Identity

Language/s students speak
best

Preferred spoken, reading
and writing language

Bilingualism

/ Whole Group -

Figure 1: Linguistic Identity Web

Order of
Generation

As | also illustrate in chapter four, | divided the cultural identity codetheo

subcodes of identity exploration, borderlands cultural experiences, and cuitlral a
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linguistic appreciation. | divided identity exploration into the subcodespmbmation
according to grade level, connection between labels, identity and iderdifica
ethnicity and beyond, and cultural gender roles. | partitioned the borderlands subcode
into gap between home and school cultures, complex and tricultural identities,
immigrant experiences, split families, and conflict. | further subcodedefayeen
home and school cultures into order of generation. Under cultural and linguistic
appreciation | came up withain in linguistic and cultural appreciatioandfinding
cultural value in connections to the pakturther subcoded the subcode of cultural
and linguistic appreciation into gender and order of immigration. The web below
(Figure 2) illustrates my coding system for cultural identity.
Data Analysis of Student Interest in Reading

As lillustrate in chapter 6, my data analysis led me to detect changey
students’ interest in reading. Accordingly, under the code interest in reading |
generated the subcodes increased, stayed the same, and decreasathdadsd she
different reasons my students’ interest had increased, stayed the sanceg @aseate
according to the reasons presente@Qirestionnaire for Students about their Reading
Interests(Appendix K).Moreover, as | was looking into my students’ independent
reading choices, | created codes according to the patterns | discernedkimds of
readings preferred by my students. And as | inquired into the reactions my student
had towards the textbook readings, | generated the subcode textbook readings. | then
analyzed all the reading-related data on the basis of gender and order afigener
Last, | preliminarily explored a possible connection between increasefit and

increased interest.
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Order of
generation

Gain in
linguistic and
cultural
appreciatio

Finding cultural
value in
connections to
the pas

Cultural and
linguistic
appreciation

Cultural Identity

Connection
between labels,
identity &
identificatior

Split
families

Borderlands
cultural
experiences

Identity
exploration

Immigrant

Exploration
experiences

according to
grade level

Ethnicity

Gap

between Cor(rg:plex & beyond Cultural
ho;ne Iand tricultural gender roles
SChoo identities

culture:

Order of
aeneratio

Figure 2: Cultural Identity Web
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In Figure 3 below, I illustrate my coding system regarding my students’
reading interest. | based my coding system mostly on the questionnastesgfoup

discussions and independent reading choices (Appendices H, J, K).

Interest in Reading

Changes in
interest

Preferred
independent
reading topics

Reasons for changes in
interest

Textbook
readings

Correlation
between
increased
comfort and
interest

Total number
of students

Order of
immigration

Figure 3:Interest in Reading Web
Action Research Data Analysis
As | illustrate in chapter five, | analyzed my role as an actiorareser
through the whole process of my research. According to the cyclical natureaf act
research, the input | received, perceived, and interpreted throughout the extent of my
study determined new and subsequent actions to undertake. For instance, my

discovery that the marginalization topic was popular among many of my students
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guided me to start bringing readings about that topic to share and discuss in class.
also wanted my students to experience a sense of liberation through litexéiche
guided me to bring certain types of literature to the class. My data @nalystly
consisted of evaluating if and how change took place: how | attempted to become a
more culturally relevant teacher so that my students would identify with einarit
topics; how | guided my students through cultural and linguistic exploration; and
if/how linguistic and cultural identity exploration and interest in literaggacted
each other. For example, one of the changes | detected had to do with how some of
my low readers’ self-perception as readers improved when they were acdjwathte
literary topics that had to do with marginalization.

As a catalyst for my own research, | periodically read my journlalctefns,
field notes, and side comments (on my field notes) in order to understand the reasons
behind the actions and to develop further questions and actions to impact my
students’ reading and literacy interest. For instance, my students’ meiditiass
engagement after discussions in Spanish about topics such as identitytexplora
made me wonder if those topics would continue to have an impact on my students’
participation and interest. Thus | began conducting more class discussiorgetedta
topics and, with students’ permission, providing an oral summary of their journal
entries and reading aloud entries that dealt with engaging topics. Mqrdwver
perceptions | gained from the input generated by my students’ class anadbomer
discussions, journal entries, questionnaires, and focus groups guided me towards new
courses of action.

I mapped the main elements of my action research in the form of visual

organizers (MacClean & Mohr, 1999). According to Bogdan and Biklen (2003), these
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organizers “visualize complexities that are difficult to grasp with wajals157).

Thus, | resorted to the use of webs in order to better understand the different
occurring phenomena and their relationships with each other. The webs consisted of
main concepts and subconcepts that sometimes showed connections with each other.
Through those webs, presented throughout this chapter, | synthesized the
complexities | perceived by making as many connections as possible.

In my role as an action researcher | looked for major changes as piatticio
engage my students in literacy experiences. | broke the changes | detectdges.

The stages were connected to any marked changes in my students’ cultural and
linguistic self-perspectives and identity exploration, with their idgastreaders and

with their interest in Spanish literacy. | divided the stages into beginniddlenand

final. In regards to their cultural and linguistic identity, | came up withdhewing
ascending coded stages: unexplored identity; beginning of identity explogtn;
identity exploration. | considered those stages to be ascending sincemptatias

to move students who had not gone through identity exploration from lower stages of
exploration to higher stages.

As far as interest in literacy, the following were the three asogrsdages |
detected for coding purposes: low interest in Spanish literacy; exploration of
different culturally relevant literary topics; and developed preferfarcgpecific
literacy topics. In regards to their reader and writer identities, tlemdisg stages |
coded for were the following: low or limited identity due to limited acquairavith
topics; exploration of identity due to extensive acquaintance with topics students

identified with; and higher identity as readers and writers.
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| also coded the changes | went through in becoming a more culturally
responsive teacher. The changes involved how | listened to their voices, acquainted
them with borderlands literature, attempted to help them explore their idgrditid
strove to impact their reading and writing interest. For instance, the ascerdag st
codes | developed for guiding students to explore their cultural and linguistttyde
were: limited awareness of what was culturally relevant to themoetgn on how
to guide them through culturally responsive topics; and discovery of the besbways t
become the most culturally relevant teacher | could be. A main source of
understanding my own change was my journal reflections.

| created three webs as | was pondering my most all encompadgsomg ac
research codeprocessesand two of its subcodeperspectivesindstrategies
(Bogdan & Biklen, 2003). The overarching web | created has to do with the different
processes that took place during the time | engaged in action resear€ig(Seel).
This web refers to my research sub-question “How do | attempt to draw on my
students’ linguistic and cultural heritage, voice, and agency as a guide taeach t

literacy?”

Teaching & Learning
Processes

Strategies | used to become a
more culturally relevant
teachel

How perspectives
impacted my teaching.

Figure 4: Processes Web
Bogdan and Biklen (2003) defirlee processesode as “words and phrases

that facilitate categorizing sequences of events, changes over timesag@sfrom
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one type or kind of status to another. In order to use a process code, the researcher
must view a person, group, organization or activity over time and perceive change
occurring in a sequence of at least two parts” (p. 164) piteesscode was
important since, in my action research, the coding of pedagogical and curricula
processes, especially the ones which consisted of catalyst elementkewerhis
code included the changing processes | went through as | gathered data and
formulated new questions which led me to generate changes in the readind) topics
chose and discussions | led. This code also had to do with changes in my students’
sense of cultural, linguistic, and reader identities as well as with chenidpesr
interest in reading, as indicated earlier in this chapter (Figures 1, 2, 3)

The following web maps one of the subcodes of the processes code,
perspectivesThe perspectives subcode addresses the components of my first research
sub-question “How do | attempt to draw on my students’ linguistic and cultural

heritage, voice, and agency as a guide to teach them literacy?” (8e2 3)ig

Linguistic
experiences

A Ny -
Perspectives A

Af///
Borderlands
experience

Becoming aware of the perspectives of all of the participants was a key

Literacy
Experience

Figure 5 Perspectives Web

process to my action research in order to become more culturally responsive. As
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illustrated in Figure 5, that multidimensional code included the perspectitbe
students and the teachers | interviewed (Bogdan & Biklen, 2003). | leaomeairfy
students’ perspectives as | dug into their linguistic, borderlands, and reading
experiences by welcoming their agency and listening to their voices. Thawa
students used language, such as terms they used to label themselves, was & good wa
to detect the perspectives encapsulated in some of their words or phrases (Corbin &
Strauss, 2008).

| also acquired important information by listening to what the experteesach
had to say about the importance of helping Latino/a students build connections with
their heritage and develop a stronger sense of identity. Moreover, as one of the
participants in my action research, my perspectives were important. Mpepeves
were based on my knowledge about and experiences with my heritage as well as on
my borderlands existence. My perspectives were also channeled through my dual
Puerto Rican and Venezuelan national heritage.

The next web mapstrategies another subcode of the processes code. Each
part of the web illustrates strategies that | originally or eventuskyl as | listened to

the different perspectives and evaluated all of the processes (Figure 6).
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Exposing students to numerous
readingsrelated to cultural and
linguistic identity

Drawing on a

reading model

Drawing on
community at
the library

Strategies Drawing on
student agency

Drawing on
characteristics of the
Latino communit

Guiding students on
their identity
exploration through

_ Drawing on i [
Drawing on the role commugnity terarytopics
of community during book
members discussion

Figure 6: Strategies Web

For space purposes | illustrate the subcode of guiding students on their

identity exploration through literary topics below (See Figure 7):

Guiding students on
their identity

_ ! Exploration
Labels topic exploration through th)ﬁgugh |
literary topics writing

Exploring the
borderlands
experience

Death
topic

Cultural
gender
roles

Marginalization/
borderlands topics
and transcendent
children

Exploration
through
movies

Figure 7: Guiding Students on their Identity Exploration through Literary Topics
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Bogdan and Biklen (2003) have explained that strategy codes “refer to the
tactics, methods, techniques, maneuvers, ploys, and other conscious ways people
accomplish various things” (p. 165). This subcode was important because as an action
researcher, | was constantly looking for, experimenting with, and evaludftiegpdi
strategies to make my class more culturally responsive in order to inangase
students’ interest in literacy. Thus, that code included strategies | useobsecand
discuss culturally relevant and borderlands reading topics; to help my students
explore their sense of cultural, linguistic and reader identities; to develop their
fluency in Spanish; and to impact their interest in reading.

As | explored all of the possible relationships between the elements of my
action research which could potentially lead me to become a culturalbnsege

teacher, | created the following integrated web (See Figure 8).

Becoming a culturally
responsive teacher in order
to increase my students’
interest in literacy

Engaging in processes
to add cultural

relevance to reading
topics

Trying out strategies to engage
my students in cultural and
linguistic identity exploration
through culturally relevant
topics

Being open to
perspectives

Figure 8:Integrated Web for Culturally Responsive Teaching
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As a participant of my own research, my own subjectivity was an important
factor for me to examine. In the remaining section | explain how my dtteray
methods, data gathering instruments, data analysis, and presentation of findings
follow action research criteria for establishing trustworthiness.

Trustworthiness

In my role as a participant in my research, | critically examineawry
subjectivity (Creswell, 2003; MacLean, 1999). | recognized my own subjectivity
while | remained as objective as | could. | compared my own perceptionseiith t
data | gathered from other sources such as class and homeroom discussion, student
journals, student essays, questionnaires, projects and focus groups. | alsoedcogniz
my own tacit knowledge and represented the taken-for-granted aspects atlgngsst
clearly as possible to the eye of the outsider. For example, | supplieddietaile
descriptions of my classes, the national heritage of my students, the booksthey re
and the movies they watched. | also provided a thorough account of my actions and
what triggered further actions. | supplied enough descriptive data in order for the
readers of my research to understand the applicability of my study to othesstudi
with similar settings or general characteristics (Creswell, 2003).

In regards to the perspectives of my subjects, | did member checks with them
in order to make sure my impressions were accurate. | spoke with individuadtstude
about my general perceptions of their answers to the questionnaires. Moreoser, |
with each focus group for about half-an-hour to share with them my impressions on
the possible connections between borderlands topics, identity exploration and interes

in literacy. | conducted the member checks toward the end of the course. Mystudent
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did not find any discrepancies between their own perceptions and what they meant to
express and what | understood and documented.

As an action researcher, | did my best to make my study as trustworthy as
possible. As Anderson, Herr and Nihlen (2007) explain, when it comes to action
research, “a study’s trustworthiness involves the demonstration that thehessar
interpretations of the data are credible or ring true to those who provided the data and
that multiple data sources have been compared or ‘triangulated” (p. 3). Accgrdingl
| triangulated the data | gathered regarding my students’ culturalragudstiic
identity and the connection between culturally relevant and borderlandsuhiéeaaid
their interest in reading. | did that in order to make my research as trustaerth
possible by looking at the same questions from as many perspectives as possible
order to have a more complete perception about my data (Creswell, 2003).

To triangulate, | compared the data collected through my journal entries and
field notes to the data compiled through my students’ journal entries, focus groups,
and questionnaires. Moreover, my newly generated questions and actions were based,
not only on my field notes (and comments on my field notes) and journal entries, but
also on what my students expressed through their journal entries, questionnaises, cla
and homeroom discussions, and focus groups. An example of a discrepancy | found
as | triangulated my data was in regards to the readingearido era puertorriquefia
andCajas de cartonMy journal entries and field notes about class discussions led
me to believe that most of the students were connecting to those readings. | was
surprised to find later in their answers to the reading questionnaire that fewtstuden
had considered those texts to increase their reading interest. What some of the

students in the focus groups shared helped me realize that, if | had asked separate
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guestions about each book, | would have probably come up with different results
since, as | found out through our conversations, they considered the books to be quite
different from each other.

To further ensure the trustworthiness of my research, | focused on the
following kinds of validity suggested by Anderson, Herr and Nihlen (2007):
democratic validity, process validity, and outcome validiycording to Anderson,

Herr and Nihlen (2007@emocratic validityrefers to “the extent to which research is
done in collaboration with all parties who have a stake in the problem under
investigation” (p. 41). | made sure that my students were full participantg of m
research. Their voice, agency, and cultural perspectives and experierazas bsc
integral to my research as my own voice and reflections. | also made surg/that
students understood that | would disseminate what their voices expressed to a wider
audience of educators; that their experiences and perceptions indeed could make a
difference to other students with cultural and linguistic experiences stmilaeirs.

An example of how my students’ voices impacted my research was when they
recommended independent reading as the most important motivating factor in helping
them become more interested in reading.

Anderson, Herr and Nihlen (2007) also preggotess validityas a means of
ensuring that the problems generating the action research procedsasmadeand
solved in a manner which ensures ongoing learning. | have been careful in
establishing processes that provide learning experiences for my stugeatefolly
delineating the initial and further questions and actions and by conscientiously

gathering and analyzing data. The ethnographic action researchsgotdsew on
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facilitated my students’ literacy learning as well as my own legriarbecome a
more culturally responsive teacher.

In regards tmutcome validityAnderson, Herr and Nihlen (2007) explain that
“one test of the validity or trustworthiness of practitioner action resesitie iextent
to which actions occur that lead to a resolution of the problem or a deeper
understanding of the problem and how to go about resolving it in the future” (p. 40).
Throughout the process | have made sure to illustrate how my questions have
impacted my students’ learning experiences. For instance, the writing amilit
Spanish of most of my students increased considerably as was evident by the changes
in the length and complexity of their journal entries. Their essays about their
independent readings also improved significantly. The data | gathered through the
focus groups and questionnaires confirmed that their interest in writing insBpani
had substantially increased. The increasing length and complexity ofvtiteig
samples correlated with those two data sources.

It was key to the trustworthiness of my research to clearly illustratctions
| took in order to impact my students’ sense of cultural and linguistic identity and
interest in reading, that there was a marked difference between thefothset
process and the outcome. The end result of my research evinced a transformation
elicited by the cyclical implementation of essential changes. In atfapd will
provide a detailed description of how that happened. But first, in the following

chapter | present my findings on the linguistic and cultural identity of odests.

105



CHAPTER 4 — BORDERLANDS LINGUISTIC AND CULTURAL IDENTITY

OF THE LATINO TEENAGER

In this chapter | present my findings regarding my students’ lingaist
cultural identities. | divide the chapter into two main corresponding sections:
Language ldentity and Cultural Identity. Each of those sections includekedet
findings which culminate in summaries of the main conclusions. The first pae of t
chapter has to do with the way my Latino/a students viewed their linguigtittyde
The second part regards their perceptions about their cultural identity. Myyrimar
sources of data were my students’ answers tQthestionnaire for Students about
Linguistic Identity and Cultural IdentitfAppendix J), the transcripts of the focus
group discussions, and some of their journal entries.

Language ldentity

In this section | present my findings on the language/s my students speak bes
as well as the language/s in which they prefer to speak. | also presantimgd
about the language/s in which my students prefer to read and write.

Language/s Latino Students Speak Best

Of the thirty-six students -- 19 females and 17 males -- who completed the
guestionnaire on their linguistic identigppendix J) no students indicated that they
spoke Spanish better than EngliSkightly more than half (56%) indicated that they
spoke English better than Spanish. A higher percentage of males (65%) than females
(47%) indicated that they spoke English better than Spanish. The remaining students

believed they were about equally proficient in the two languages.
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During focus group conversations, some students referred to their English
monolingualism as something over which they had little control. For example,
Nadine, a ¥ generation female from Bolivian/Guatemalan desegnt is an avid
Bolivian dancer, remarked that, “We speak in English because everyone speaks in
English” (May 3%, 2010). Santos, d2generation senior male of Salvadorian
heritage who spoke much more English than Spanish at the beginning of the school
year explained: “My parents let us speak in English at home. We kind of got robbed
into the deal, like they learned a language (English) but we did not learn one
(Spanish)” (May 10, 2010). And others like Margarita demonstrated interest in
speaking more fluently with the Latino community despite their limited fluency
Sometimes people assume that | am Spanish and ask me questions and | am like | try
to speak to them to the best of my ability, like | try not to have an accent or speak
Spanglish to them, and sometimes you know, in my neighborhood there are a lot of
Spanish people, my mother’s friends. | try to talk to them to the best of my ability.
(May 10, 2010)

Margarita’s remarkable progress in my Spanish for Heritage Spdakkass

gualified her to skip one level of Spanish. She is now taking Advanced Placement
(AP) Spanish Language despite her limited fluency in Spanish at the beguhiniyg
class.

Forty four percent of students indicated no significant difference between the
way they spoke English and Spanish. A higher percentage of females (53%) than
males (35%) considered themselves bilingual, which confirmed the litetrdtade

reviewed (Arriagada, 2005). According to Arriagada, females spent maatim
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home which naturally made them more fluent in Spanish. Moreover, a higher

percentage of 1.5 students (62%) indicated similar fluency in English and Spanish in
comparison to ¥ generation students (35%) (Table 4). This finding made sense since

1.5 students had been born and had lived in Latin American countries during the first

portion of their lives. While diglossia, fluently speaking both languages selyarat

was challenging for more than half of my students, it was considered tgea la

number as the ideal linguistic state, as | demonstrate in the next section.

English better than Spanish

Spanish & English
pretty much equally well

Number of Percentage of | Number of | Percentage of
students students students students
1.5 males 3 43% 4 57%
1.5 females 2 33% 4 67%
Total 1.5 5 38% 8 62%
students
2" gen. males 8 80% 2 20%
2" gen. femaled 7 54% 6 46%
Total 2° gen. 15 65% 8 35%
students
Total males 11 65% 6 35%
Total females 9 47% 10 53%
Total students 20 56% 16 44%

Table 4:Language/s Spoken by Students

Spoken Language Preference

While English was the language the overall number of my students spoke

best, their top preference was diglossia (39%). The second choice, Englistaordy, c

close with 36%. The third choice was Spanglish with 14% (Appendix N). There was a

marked difference betweefand 1.5 generation immigrants. While English only

was the top choice fof"2generation (48%), only 15% of 1.5 immigrants chose that

option. Slightly more than half of the 1.5 students preferred to speak both languages

separately with 54%. Speaking English and Spanish separately was the seaoad choi
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for 2" generation immigrants with 30%. | had anticipated this finding since 1.5
generation immigrants had more exposure to Spanish in their birth countries.

While several students, mostly female, described their use of Spargylish a
natural, a larger number of students articulated their preference forsthglos
Nicolas, Elmer, Carlos and Dania explained why bilingualism was the id¢al st
Nicolas, a & generation male, had been living dually between the gang and academic
worlds. While he was a participant in the Advanced Via Individual Determination
(AVID) program and was also taking AP courses, he was attempting to leaye ga
life, but with much hesitation. His two most characteristic traits were inngr#ss
and his pride in his bicultural Aztec/Mayan heritage. He was quite interested in
learning history, the history of his ancestors. He demonstrated his @ésrepce for
diglossia in one of his journal entries: “For me Spanglish is for the ignoranideeca
that is what | learned when | was a child. | was also taught that beinguailis
better than simply speaking one languddeanks to my parents | can speak in
Spanish well even though I still need to improve it. Being able to speak two
languages is good since | can understand both English and Spanish well, and | can
speak, read, and write in both languages” (May 24, 2§10)

Elmer was a 1.5 generation male of Salvadorian heritage who took honors
classes and had the highest grade in my class. While he was not as blataht agai
Spanglish as Nicolas, he considered diglossia to be a higher form of exprégsion:
you speak Spanglish, you don’t demonstrate that you can speak in Spanish or in
English too well. | think that there is nothing wrong with speaking Spanglish but |

think it is important and | would recommend for people to try improving in both

13| have translated all of my students’ journal istr
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languages. | think that speaking Spanglish is better than only speakingguade.
But in my opinion speaking in Spanglish is not professional” (May 24, 2010).

Carlos was a second generation male from Guatemalan/Vietnameageherit
who lived with his Guatemalan stepmother and was quite fluent in Spanish. He had
been identified as one of the most at-risk ninth graders. On the days he took his
medication for ADHD, he did quite well academically. Carlos considered Sglangli
to be more street-like and bilingualism as more school-like. He explained that
“Someone who is bilingual knows how to speak both languages in a correct way.
Those who are bilingual perhaps have more education or tend to work more in
schools. The ones who speak Spanglish maybe only use it on the street. The
bilinguals use it more at their work or at school in order to use good vocabulary”
(May 24, 2010).

Dania was an outgoing and confideft @eneration female of Salvadorian
heritage. She was an eloquent bilingual. Her father was the minister oftimer La
church and she was very involved with her church. In my opinion, she represented a
good example of selective acculturation. She wrote, “Being bilingual for mendoes
mean being able to speak both languages fluently but instead living both languages.
Knowing how to read, write, speak and breathe the languages fluidly is being
bilingual” (May 25, 2010).

Females were more multifaceted than males in their use of the different
linguistic possibilities. While males were distributed between tidy two
preferences for monolingualism (47%) and diglossia (53%), females preferredha muc

wider range of language choices and combinations: Spanish only (5%), both Spanish

110



and English separately (26%), Spanglish only (26%), Spanglish only and English
only (5%) and both English and Spanglish separately and Spanglish only (11%).
Only 26% of the total number of females chose to leave Spanish (in any combination
with English) out of the equation. Thus in addition to being more bilingual than
males, females saw many more possibilities in their language siqreBemales

mostly, just as Karen, Enid, Victoria, Yara and Margarita below, were qantictin

their justifications for their use of Spanglish.

Karen, a 2 generation junior female who deeply valued her Salvadorian
heritage, perceived her current Spanglish speaking state as naturablas al
transitional stage into higher Spanish fluency. She explained in the following:

My first language was Spanish. | was held back for that reason. | eigtdrds. |

speak Spanglish and can'’t help it. | like reading in Spanish, even if | can’t pronounce
it. My mother is hoping that | will get my reading and my writing straigheed to

help her translate. | am going to have to because | am going to write aktios m
Spanish when | become a chef. (May 11, 2010)

Despite her academic challenges, Karen was the student who volunteered the
most to read aloud in her Spanish class. In fact, she acted as the readingfleader
class. She did not take Spanish the following year since, as she expressed, | was not
going to be her teacher. However, she continued reading in Spanish and plans to
continue improving her Spanish expression throughout hereen also indicated
that, “My parents are happy since | am learning how to speak Spanishecaalisie if
| spoke only in English, they would not be able to understand me. That is why for me

it is good to speak in both languages” (May 11, 2010).
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Enid was a vocal 1.5 generation junior female of Honduran heritage who
generally switched back and forth between English and Spanish. Enid perceived
Spanglish as a natural form of expression in her bicultural existence agpstssed
in her journal entry:

When | greet my female friends | speak in Spanglish. | don’t know why Ik itli

Many students speak in Spanglish with their friends. | think that is another way of
showing off to people that you speak two languages. In my case, | speak both and |
am very proud of my cultures. | think that the best thing that has happened to me is
having been born to two different cultures. | remember that one day when | came
back from kindergarten and | was speaking in English my mother got angry at me and
told me: “Never speak to me in English because | don’t understand you and, besides,
you know Spanish”. (March 2, 2010)

Victoria was a quiet 1.5 generation female from Bolivian heritage who
expressed the depth of her reflections quite well in her journal. She clearliyweérce
Spanglish as one step towards the journey of becoming fully bilingual. According to
Victoria, becoming bilingual was a matter of practice, of taking risks, and of
acknowledging and learning from mistakes. She wrote in her journal that,
| don’t believe that there is anything wrong with Spanglish. It simply s1g&a
remember that you have to practice more. It makes you recognize avhatey
lacking. | see it more like a benefit and believe that, if you acknowledge your
mistakes, you could become bilingual. Those who are bilingual must have had a lot of
practice. They also had to start by speaking Spanglish. What mattersshis m

finding ways to learn more and more. There is no level in languages that indicates
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that you know everything. There is always something to learn and improve. (March 2,
2010)

Yara, a 1.5 female from Honduran heritage, was Enid’s younger sister. She
was quieter and more of an English monolingual than Enidw&bte in her journal,
If | want to say something, and it becomes easier to speak in both Spanish and
English | would do that to say it faster. There is nothing wrong with speaking
Spanglish. There are also Americans who speak in Spanish and they try to speak both
at the same time. (March 2, 2010)

While Margarita was defining her sexuality she also demonstrated a high
capacity for learning and a strong initiative for wanting to get aheadraczdly.
She was a 1.5 generation sophomore of Nicaraguan heritage who spoke much more
English than Spanish at the beginning of the school year. She perceived speaking
Spanglish as valuable as becoming bilingual since both translated into having an open
mind to learning. She wrote in her journal,
| believe that when you are bilingual in Spanish and English and speak Spanglish, it
all depends on how comfortable you feel in both languages and how you can compare
them in a way that will sound good. Bilingualism and Spanglish are both good, they
are something good that means that your mind is open to learn a new language.
(March 2, 2010)

Rico, the most recent arrival of my thirteen 1.5 generation students, was an
exception to his gender in his regard for Spanglish. His heritage was both Bolivian

and Chilean. He wrote in his journal that
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People say that Spanglish is more like street-language and that being bisngual
normal and educated. Personally, | have nothing against any of the two. Spanglish
takes the best of Spanish and English and combines it in words. Spanglish includes
words in Spanish which can’t be described in English, words in English that can’t be
described in Spanish, or words which are combined or created. Bilingualism is
referred to as the more educated of the two. The words in both languages don’t mix. |
think it is more difficult to communicate bilingually. (March 2, 2010)
In conclusion, while the majority of students had indicated that they were more
fluent in English than in Spanish, they perceived diglossia as the ideal liogtasé.
The order of generation seemed to play an important role in their speakingmeefe
While the majority of 2 generation students preferred to speak in English only, the
majority of 1.5 generation students preferred to speak in both languages. These
findings on spoken language mostly contradict the findings of reading and writing
preference as | demonstrate next.
Reading and Writing Language Preference

When asked about reading preference, most students (64%) said they
preferred to read in English. Their second choice was reading in both English and
Spanish separately with 31%. In contrast to speaking preference, more males (41%
than females (32%) preferred to read in both English and Spanish separately. Most
females (74%) preferred English only. Thus females were less weisatdading
than in speaking. Moreover, males seemed to prefer to be more bilingual in reading
than in speaking. And as far as order of generation, whereas 1.5 students — mostly

males - were about equally distributed in their choices of reading in Erglig and
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in English and Spanish separately, md&g@neration students (70%) preferred to
read in English only (Appendix O). Again | had anticipated this finding due to the
more extensive contact of 1.5 generation immigrants with their heritage language

While several students still may have preferred to read in English, il@as c
that several such as Enid and Melanie were beginning to contemplate rieading
Spanish on their own initiative. Enid, the Honduran 1.5 generation immigrant who
spoke mostly in Spanglish, felt glad to have read her first book in Spanish as part of
her independent reading: “I had never read in Spanish before. | read the one about the
pastor who went to other countries” (May 25, 2010). Melanie, who had been
identified as one of the most at-risk ninth graders, chose for her independemg eeadi
Spanish classidvlarianela. She told me, “I improved a lot in reading, | read
Marianela’ | told her that | was surprised she had chosen such a challenging book, a
classic. Then | asked her why she had wanted to read that book, to which she replied:
“l saw the movie. It was quite challenging but I finished it.”

Other students such as Karen demonstrated satisfaction in realizing the
possibility of becoming readers of Spanish. Karen commented that “I| sef myse
more as a reader. Your class has made me read. | am really good atireading
Spanish” (May 11, 2010).

Margarita, mostly an English monolingual at the beginning of the school year,
perceived reading in Spanish as a work in progress: “I guess | can regd)poekt
And there are words that draw me back and | take time trying to pronounce them”
(May 11, 2010)Margarita’s accelerated progress that academic year qualified he

skip one class level into Spanish AP language the following year.
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As with reading preference, more than half of the students (58%) preferred to
write in English only. And, like their reading preference, less than half)31%
preferred to write in both English and Spanish separately. Again as | had aadicipa
there was a noteworthy difference between 1.5 dhdeheration students. Whereas
46% of 1.5 generation students preferred to write in both English and Spanish
separately, a much lower percentage"8fy2neration students (22%) preferred to
write in both languages separately. Similar to speaking preference, $athifedecd
from males in their more widespread preferred reading language choioés whi
included Spanish only for 5% and different combinations between Spanish and
English for 16% (Appendix O).

Several students were appreciative of having become better writers in
Spanish. Carlos sounded as if he had miraculously, suddenly learned how to write in
Spanish: “I just learned how to write in Spanish. | did not know how to do it” (May
21, 2010).

Enid, EImer and Dania expressed a desire to write better in Spanish which was
linked to their increased comfort in learning how to write:

Enid: “I want to keep learning how to write in Spanish, accents (accent marks) help
me a lot in my grammar”.

Elmer: “I am more confident about writing. | used to hate it. | was afraid ofintes

up with all the accents (accent marks) and all that. | would like to write. ineeant

to master both languages”.
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Dania: “l want to improve my writing and speaking. | was afraid of writingose
of the accent (marks) thing. Last year we did not go over it. It was just éam
did not learn a lot”. (May 25, 2010)

Other students such as Ana and Carlos expressed an equal interest in reading
and writing in Spanish. While Ana still felt shy about speaking in Spanish, her
comfort level in both writing and reading in Spanish had increased significantly: “I
can write almost perfect; the only thing | don’t know really well is thie Iiharks
[accent marks]. But my level of comfort in writing and reading is much béitex |
can now write a whole message to Jonathan [Dominican boyfriend] in Spanish” (May
11, 2010). Carlos’ increased interest in both writing and reading in Spanish was
linked to the value he attributed to the Latino culture, “| want to learn to write and
read more in Spanish next year. Latin culture is strong, | want to read maee, wri
more, those accents” (May 21, 2010). In chapter six | provide an in-depth description
of how my students’ interest in reading and writing in Spanish changed. Despite the
variations in the levels of my students’ linguistic fluency and spoken, written and
reading preferences, they all seemed to have their versatility in common.

Language Versatility of the Borderlands Student

Nearly 70% of my students’ parents spoke only in Spanish. The percentage of
parents who spoke only Spanish at home was higher for 1.5 generation (85%) than for
2" generation students (61%) (Table 5). | had anticipated that finding becahsee of t
longer exposure thaf®generation parents had had to the English language. Despite
the higher ease in and preference for speaking in English for a large number of my

students, it was noteworthy that no student spoke in English only with his/her parents.
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In total, 69% of students spoke in English and Spanish with their parents and 31%
spoke only in Spanish with their parents. Moreover, despite the perceived lower
Spanish fluency for males, they somehow managed to speak only in Spanish to their

parents (47%), substantially more than females (16%). While 84% of females

Spanish English Only English & Spanglish Only
Only Spanish
# % # % # % # %
Total 1.5 11 | 85% 0 0% 1 13% 1 13%
students
Total Z7°gen.| 14 | 61% 3 13% 6 26% 0 0%
students
Total number| 25 | 69% 3 8% 7 19% 1 3%
of students

Table 5:Language/s Spoken by Parents

spoke in both English and Spanish separately to their parents, only 53% of males did

so (Table 6).
Spanish Only English & Spanish
# % # %

1.5 males 2 29% 5 71%

1.5 females 1 17% 5 83%

Total 1.5 students 3 23% 10 77%

2"° gen. males 6 60% 4 40%

2" gen. females 2 15% 11 85%
Total 2° gen. students 8 35% 15 65%

Total males 8 47% 9 53%

Total females 3 16% 16 84%
Total number of students 11 31% 25 69%

Table 6:Language/s Spoken with Parents

In contrast to the language/s the students spoke to their parents, 69% of all
students spoke only in English to their siblings. The second choice (23%) was both
English and Spanish. Again while females had indicated that they were more fluent
bilinguals, when it came to their siblings, slightly more of them (74%) spokdronly
English than their male counterparts did (63%). More males (31%) than females

(16%) spoke in both English and Spanish separately to their siblings"®ne 2
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generation female spoke only in Spanish since, as she expressed, her sibfiilj was
living in El Salvador (Appendix P).

While many students had indicated that they spoke only in English with their
siblings, the way most of them communicated with their grandparents and to other
members of their extended family was different. The total percentagedehstuvho
spoke in Spanish only to those family members was 81%. The total percentage of
males who spoke only in Spanish to their grandparents and other members of their
extended family was 71%. The total percentage of females was 90%. So while more
females spoke only in English to their siblings, more females spoke only in Spanish
with their grandparents and other members of their family. In regards to order of
generation, a slightly higher percentage of 1.5 generation students (85%')dthan 2
generation students (78%) spoke only in Spanish with their grandparents. This
indicates that Spanish use was still quite prevalent®igeéheration students despite

their more extensive contact with the English language than 1.5 generation students

(Table 7).
Spanish Only English & Spanish
# % # %
1.5 males 6 86% 1 14%
1.5 females 5 83% 1 17%
Total 1.5 studentg 11 85% 2 15%
2" gen. males 6 60% 4 40%
2" gen. females 12 92% 1 8%
Total 2° gen. 18 78% 5 22%
students
Total males 12 71% 5 29%
Total females 17 89% 2 11%
Total number of 29 81% 7 19%
students

Table 7:Language/s Spoken with Grandparents and Other Members of the Family
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| considered the finding that the parents of more than hal'afeheration
students could not speak English troublesome. As the literature has suggested,
Latinos who can’t speak English with their parents may be at a high risksmmadint
acculturation with them, which means that, while parents remain Spanish
monolingual, their children become English monolingual (Portes & Rumbaut, 2001,
Suarez-Orozco, Suarez-Orozco, & Todorova, 2008). This may translate into role
reversal and limited communication between parent and child. It seemed
contradictory that the largest group who indicated to be English monolin@‘ﬁal, 2
generation males, was also the largest group that spoke in Spanish only to their
parents. | found that piece of data contradictory but it is possible that theflevel
communication between parent and child may have been quite limited. It is also
important to note here that, even thou@‘ﬁgbneration males did not speak English
and Spanish equally well, when it came to their parents, they resorted to Spanish
expression even if it was not as fluent as their English expression. On the other hand,
while a higher percentage d¥*2jeneration females had indicated that they could
speak English and Spanish equally well, only 15% of them spoke only in Spanish to
their parents. However, when it came to speaking to their grandpat‘l-f‘rgenération
females went back to speaking only Spanish with them. And while sme 2
generation males spoke in both English and Spanish to their grandparents, more than
half spoke in Spanish only to them. As | had expected, both 1.5 generation males and
females spoke mostly in Spanish with their grandparents. But when it came to their
siblings, the great majority of the students (both 1.5 ﬁﬁgﬁeration) spoke to them

in English only unless their siblings did not know how to speak English (e.g., because
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of living in their country of origin). The findings suggest that students demonstrated
versatility in their language use. They basically resorted to theeddadguage —
even to the less comfortable of the two - depending on whom they were speaking to.
Cultural Identity

In this section | introduce my findings regarding my students’ cultural
identity. | include the characteristics of and their perspectives on barderla
experiences. | also refer to indications of their identity exploration aruienti
critical perspectives through self-labels, journal entries, and discusslornsover, |
make reference to the gain in cultural and linguistic appreciation my students
demonstrated by the end of the school year.

Borderlands Cultural Experience

The data | gathered revealed that my students perceived their home and school
cultures to be quite different from each other. The labels they attributedrisetlves
also illustrated their lack of or limited identity as unhyphenated AresicThere
was a great diversity and combination of labels which had nothing to do with the
uniformity suggested by the lalddispanic. The students clearly lived a borderlands
existence between their heritage culture and the American culture.
Gap between Home and School Cultures

On the topic of how the overall number of my students perceived their home
culture in contrast to the school culture, slightly more than half (56%) indideted t

their home cultures wesmmewhat differerftom the school culture, and 39%
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indicated that their home cultures werey differenfrom the school culture.
More 2" generation (48%) than 1.5 generation students (23%) indicated that their

home and school cultures were very different (Table 8).

No difference Somewhat different Very different
# % # % # %
15 0 0% 10 77% 3 23%
2" 2 9% 10 43% 11 48%
generation
Total 2 6% 20 56% 14 39%

Table 8:Difference between Home Culture and School Culture

Many of my students’ remarks during focus group conversations, class
discussions and journal entries demonstrated their first or second hand borderlands
experiences as demonstrated in the aforementioned questionnaire. Following are
several excerpts of my students’ journal entries on how they perceived their
borderlands experiences.
Students’ Thoughts on Borderlands Experiences

Students’ perspectives on the borderlands topic fell into three broad
categories: conflicts generated from living between two worlds; thiefamlily
phenomenon; and perspectives on tharid 2¢ generation immigration experiences.
Dinaida and Dania expressed some of the conflicts experienced by borderlands
students living between two worlds. According to Dania, the eloquent bilingual
daughter of a minister, there is always something missing for the bodtkedaitd:
My parents tell me that from the age of one more or less | used to travel to El

Salvador. | never went with my parents. | traveled with my grandpareyntsncies
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and aunts. My mother tells me that [...] | always used to come back speakinpewith t
accents of the children from there. | used to come back as an entirely new
person...each time that | go back to El Salvador | cry while | go towardsrguetai

and take the plane to go there. | feel that | will miss my loved ones in the United
States....but when | come back the same thing happens to me, | come sobbing
because | feel that | leave who | really am there. Even though | was not bdrn in E
Salvador, | feel I am from El Salvador. It is in my blood, it runs through my Jeins.
feel, like India Maria (comedian) says, “I am neither from here, nor from’there
Inside of me there is always a voice that wants to come out. | understand the
importance of being bilingual and bicultural in this country but in reality almost
always only English is the language that is used. The only places whel¢hiatel

can allow that second person to come out are in Spanish class and in my home. | wish
| could change that in one way or another. (February 8, 2010)

Dinaida, who was in grief over her father’s recent deportation to Peru, seemed
to understand the conflict resulting from acting American while belongind &bi@o
family. She wrote the following about the conflictQuando era puertorriquefia
“The conflict of Negi's mother iRuando era puertorriquefis that she [her
daughter] is acting like an ‘americana’. But it is not her fault that sheingdike
that. It is the culture. The mother [...] does not want her to act as an ‘americana’,
because she does not like how they act and dress” (February 8, 2010).

Dania made reference to the difference between being, in her words, an

immigrantand beingamericanizadgdAmericanized):
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Many times the child of the immigrant goes through experiences thdifferent
from the “gente americanizada” (Americanized people). For example, theecis!
different. In my experience my parents have to meet my female and realésfto
know the kinds of people | get together with. The people who are “americanizada”
simply go out and that is it. | don’t think that “los padres hispanos” (Hispaniotpare
don't trust their children; they simply protect their children more. (Feb@ia2910)

Several students had a lot to say regarding the split family phenomenon,
which was illustrated in the movie “Under the Same Moon”. Even if they had not
directly had that experience like Dinora, many of them knew at least one person who
had lived through it. For example, even though Dania had been born in the United
States, she knew and sympathized with people who had experienced separation from
their family members. In Dania’s words, “I could see and understand how difficul
the life of an illegal immigrant is...my friends tell me how they miss thaintries,
their parents, their family, their friends. You can see in this story (“UndSahe
Moon”) what it means to suffer as a result of being an immigrant” (April 19, 2a10)
was interesting how she related being an immigrant with being illegddaps in her
experience she had become acquainted with many immigrants who happened to be
illegal.

For 1.5 generation Dinaida, Enid, Francisca and Elmer, the split family
syndrome was intimately personal. When | first met Dinaida, she wasteesed)er,
as her father had just been deported to Peru. Dinaida wrote in her journal:
| have become introverted. | was expressive before but | have changed. My/fathe

deported; can no longer enter here. Now I cry a lot and | am sad and pretend to be
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happy when | don’t want anyone to know what happened. Now you know something
about me and | hope you will understand why | don’t speak much in your classroom.
(October 5, 2009)

Enid, one of the two 1.5 generation sisters of Honduran descent, could clearly
identify with the characters in the movie “Under the Same Moon™:
My impressions of “Under the Same Moon” are strange since my mother, father a
siblings are immigrant§ and | remember as if it were yesterday when | came to the
United States that it was very painful for me. | cried like | had neved beéore.
When | watched the movie for the first time | became sad. It felt dsadl lgone
through the pain they went through. That is why | don't like to watch movies like
that, since | think that | have gone through the same as the boy. (April 19, 2010)

Francisca, the 1.5 generation female of Peruvian/Venezuelan heritage who
admired her immigrant father, wrote:
When | saw this movie for the first time | started to cry because | wentghr
something similar. When my father came to the United States it was vewyr sad f
and hard not to see him every day. But through the years he could save money to
bring me to the United States. And for him that was really hard since he had to work
night and day to make money to be able to bring us. That is why | appreciate all he
does for me and my siblings. | don’t plan to get in trouble because he does not
deserve that | fail him that way. (April 19, 2010)

For Elmer, the 1.5 generation male from Salvadorian heritage who scored the

highest grade, his childhood experience was similar to the one of the child ir“Unde

14 Enid and her sister Yara had been born in theedrfitates but had moved to Honduras and back to
the United States before the age of twelve. Theedfaentified them as 1.5 generation immigrants.
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the Same Moon.” In his candid journal entry he wrote the following after watching
the movie:
For two years | lived in El Salvador with my aunt. During those years | speinie
with my cousins. [...] The movie “Under the Same Moon” made me think about my
own past. | remember how much | missed my mother. And | used to think like the
child in the movie. | thought that she did not love me, but when | grew up | realized
that she did. Even though | lived with my aunt and used to see my oldest sister, it was
not the same as having my mother with me. The idea of leaving my whole life in El
Salvador caused me a lot of fear. | did not know how things were going to be here.
When | used to live in El Salvador | did not have to attend school but | was told that
when | came to the United States | would have to go since that was the law in the
United States. | felt terribly since | did not want to leave my cousins and could not
bring my toys in my suitcase. When the day arrived | felt really badly. Waeivéd
to the airport my stomach started to hurt. | was so afraid that | lost mytegpe}i
Then the time came to get into the airplane. | started to cry. All of my redative
hugged me and told me goodbye. | got into the plane with my uncle and cousins. In
the airplane | slept several hours. Finally the airplane landed. There wenethsr,
brother and sister waiting for me. (April 19, 2010)

Juan, a second generation male of Salvadorian origin who slept a lot during
class, not only had family in El Salvador but also helped his mother support them:
| work in McDonalds with my mother. We both work together to pay the rent. Only
she and | live in our apartment. Also in the summer | helped her with another job of

hers. When | have money after paying the,meryt phone, cable/internet, | send
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money to my sisters and grandmother in Salvador. | also help other family membe
When | have money left | deposit it in the bank for school” (October 5, 2009).

Jennifer, the religious female of Salvadorian heritage, was also sepanated f
her siblings: “I am the only one of my siblings who is in school. They are in El
Salvador” (October 5, 2009).

Several students also shared their thoughts on the last theme: beir®gj™1
generation immigrants. Their impressions had to do with their own experiencés as 1
or 2" generation immigrants as well as with the experiences of their relatides
other community members. Victoria’s description alluded to the experience of the 1.5
generation immigrant. This quiet but expressive writer of Bolivian desceote:wr
| don’t consider myselfsior 2 generation. | was born in another country but since |
was three | grew up here. | was adapting to the culture here. But at théisanmy
parents made me remember where | come from and what it is like there. The
experience impacts the first generation at the beginning but littléleytthey adapt
and there is no longer a difference betwe®arid 29 generation. It depends on how
your parents bring you up. (February 16, 2010)

Some students such as Melanie!sg2neration female of Salvadorian and
Bolivian heritage who liked the food her mother made when her relatives came to
visit, considered the experience of ti& @eneration to be easier than the one of the
1% generation immigrant. She wrote, “For many immigrants it is difficukesor
English and, for lack of interest to learn or for lack of an education, they make

themselves known as ‘chents’. For the immigrants'6§@neration, it is totally
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different. They grow up learning English and adopt much of the American culture”
(February 16, 2010).

Regarding the problems faced bYdeneration immigrants, Ana, &2
generation female who was mourning the death of her Bolivian grandfathes, wrot
Children give bad names to immigrants like “chents” [...]. | liked the movie [“Under
the Same Moon”]. The message was important, to never lose faith. It demonstrated
that life is really hard and even harder for immigrants. Many things qaeha
police can send you to your country of origin, someone can use you, you can'’t find
work, and, when you find a job, it is not what you want and they don’t pay you well.
(April 19, 2010)

Other students saw lack of appreciationThg&neration immigrants as a
problem. Ana wrote the following: “First generation immigrants appreciatéhepa
can have a good education. Sometimes second generation people do not care and do
not appreciate it like the ones &f generation” (February 16, 2010). Carlos, the 2
generation male of Guatemalan and Vietnamese heritage, expre$séd tha
generation immigrants have a “stronger will” thdfl @eneration immigrants who
have more opportunities but don’t always take advantage of them. He wrote that “If
someone from*®Lgeneration had the opportunity to attend college, s/he would take it
while someone from™ generation would not put much interest in it” (February 16,
2010).

Enrique, the most recent arriver 1.5 generation student, perceived the growing

gap between the experiences of immigrant children and their parents agtiognfli
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“The parents and children get to develop different beliefs and the children change t
manners taught by their parents” (February 16, 2010).

For several students whose parents came from different countries, their
borderlands experience became trilateral as they had to negotiaterbéteie
bicultural/ binational / bidialectal (even biracial) Latino heritage aitkl being
American.

Complex and Tricultural Identities

Many of my students also expressed ambivalence or a complicated
perspective as they explained their cultural identity. Some students werenlhait
statements that they were not American. To my comment, “Maybe you ydentif
yourselves with being ‘norteamericanos,” Yara, one of the sisters of Handura
heritage, abruptly replied with a serious, imposing expression on her facenttam
American” (January, 25, 2010).

Carlos, the child of Viethamese and Guatemalan parents, described his
existence in a dual way: “I was born here but | am not Americanized, | gtess.”
understood being Americanized in both a racial and material perspectivevieviis
being Americanized meant having the material affluence of white, wdlb-to
Americans: “How white people live like, like they live in those big houses. They have
everything they want like picture perfect lives” (May 20, 2010). Carlos’ esilan
caused me to start thinking about the possible marginalized identity of some
immigrant children and how or if they would identify with marginalized Iitiera

topics.
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Francisca, the 1.5 generation female of Peruvian/Venezuelan heritage who
adored her Peruvian father, was one of my most forthright students when it came to
her culture not being American. She stated that, “I am not American. | prefeeak
Spanish and my home is not American at all.”

On the contrary, Lola, d2generation student of Salvadorian heritage,
explained that her home seemed pretty Americanized until her grandmothaocame
visit: “My family is not like the ones who are in El Salvador. They have gotten
accustomed to American life. The one who is still purely Salvadorian is my ggandm
who visits once a year. She brings back the culture to my home” (February 8, 2010).

Several of my students with dual Latino heritage demonstrated an even more
complex sense of identity. For example, Isabel, the student from Ecuadbriea’C
background who intended to go to Harvard, wrote about the dialectal aspect of her
heritage: “I am multicultural. My father was born in Chile and my motherboas
in Ecuador. | love the sayings of Chile. The accents stick easily with no#3l{er
15, 2009).

Margarita, the student who skipped to a higher Spanish level, also wrote about
her mixed cultural heritage, not only in terms of nationality but also of contrasting
cultures:* My mother and | are from Nicaragua but my father is from Guatemala and
my siblings are from the United States, that is why we have many traditidns a
cultures. My father’s culture is more indigenous and the culture of my mother and
mine is more from the city” (October 15).

Some students identified with one Latino side more than with the other. For

example, Nadine, the dancer of Bolivian music, wrote in her journal: “My culture is
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Bolivian and Guatemalan. | would say that | am more Bolivian since | anr ¢tose
my mother’s side. One of the things that make me more Bolivian is that | love
Bolivian food. | also dance in a folkloric Bolivian dance group and | like it very
much” (October 15, 2009).
Summary of Findings on Borderlands Cultural Experiences

The data | gathered suggest that the great majority of my students lived
borderlands cultural experiences. Their borderlands experiences had to do agth livi
between two worlds within this country and/or between two countries. Several
students also demonstrated trinational/tricultural/tridialectalatfbhs because of
their dual parental heritage. That finding was important since, as Oboler (1995)
stated, there has been a tendency to homogenize people with a diverse Latin
American heritage.

An emotional borderlands experience for many of my students had to do with
family separation. In fact, the split family phenomenon was quite chasticterf
their experiences. My students also had a great deal of familiarityheith t
experiences of®land 29 generation immigrants. Most thought th&t @eneration
immigrants had some advantages such as being born a citizen and being mode adapte
to the American culture. However, several of them mentioned the downside of taking
for granted some of the benefits. Despite order of generation, most students did not
identify as American.

My findings also suggest that only a very small number of my students
perceived any similarities between their home and school cultures. Moréwmver, t

fact that more ¥ than 1.5 generation students regarded their home and school
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cultures to bevery differentmay indicate % generation students’ deeper
understanding of the American culture, which may impact their perception about the
contrasting characteristics between their home and school cultures. Theagata
also demonstrate that, despite the more prolonged fifme@eration immigrants
may dwell in the United States, their home environments still far freemble the
American culture.
Identity Exploration

Based on what research suggests about the benefits of facilitating Latino
students’ construction of their own self-labels (Zarate, Bhimji & Reese, 2005)
devoted class time to explaining what the literature says about that togiaihed
how labels imposed from the outside could impact the sense of identity of minority
students and how they were at the stage of beginning to explore and construct their
own sense of identity. The following sections present my findings on my students’
cultural and linguistic identity exploration.
Identity Exploration According to Grade Level

In regards to identity exploration according to grade level, my findings
suggest that the majority of my older students, eleventh and twelfth graders, had
already started exploring their cultural identities. For instance, thewalgdniors
stated that they had gone through a great deal of exploration of who they ware whe
they were younger. Ana, ﬁdzgeneration female of Bolivian and Dominican heritage
who struggled with her shyness in speaking Spanish, and Santdgeaération

male of Salvadorian descent who was starting to feel more comfortable inngpeaki
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Spanish, openly expressed that they were fairly satisfied with their self-
knowledge.

Tony, a 1.5 generation junior of Bolivian heritage, had also done a great deal
of identity exploration. He had discovered his homosexuality very early in life.

Tony’s behavior changed significantly from acting like he did not belong ordrite
belong in my class to naturally becoming the reading leader. Tony was versed i
literature in both Spanish and English and was also quite eloguent in both languages.
He had chosen not to take Honors English despite his teachers’ recommendations.
One day Tony wrote a powerful entry about the limitations imposed on people
through labels: “People are much more than a label” (February 23, 2010). He even
asked me for his journal the next day to continue writing about that topic. In his
typical articulate manner, Tony expressed during the focus group intehas

Everyone goes through identity crises. They [students] need support but don’t need to
be held by the hand because you have to find your own answers and no one can give
you the solutions that you need. We are malleable at this age; we are vencetlue

by the opinions of others. Later in our lives we can only think we have a personality.
(May 17, 2010)

Tony's friend, Carlito, was a"2generation junior of Bolivian heritage who
missed a great deal of school. He and Tony became good friends that school year.
They were both part of one of the focus groups. Carlito explained that “I like being
Hispanic but people already assume that | don’t speak English. Therens irathe

United States.” He added that,
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| have gone through a lot of identity crises. | have gone a lot through it [thasdd|

to feel ashamed because | heard things about being Hispanic. Tenth gradeewas
thought about it for the most time. You start thinking about who you are and one of
the things you are is Hispanic and | have gone a lot through that. Ninth grdde is a
about fitting in. In tenth grade you think more about who you are. Now in eleventh |
know | am Hispanic and can’t do anything about it. My parents are the nicest people |
know. And | know many Hispanic people that aren’t like what people think of them.
(May 17, 2010)

While Carlito was speaking, Tony was listening to him intently. Then he
uttered, “I find it odd that you would let the way others label you impact you. We are
not defined only by one word. As human beings we are caught up with labels, who
they are and why they are that way. | don’t let myself be defined by onlyande w
We are human beings with very different personalities and character{$fiag™17,

2010).

The data | could gather on the exploration of identity by tenth graders were
quite limited since | only had five tenth grader students (Phinney, 1989; 1993). Only
two tenth-graders were openly exploring their identities, one cultural and time othe
one sexual. Nicolas seemed to have been going through a turbulent exploration stage
and trying to break out of the shell created by the way he had been identified thanks
in part to his choice of gang involvement. The following year, Nicolas had clearly
chosen the academic path. One day | saw him volunteering to help his AVID
(Achievement Via Individual Determination) teacher do fund raising for their

program. | also often saw him in that teacher’s classroom after schowelrrgce
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tutoring help for his physics class. At the beginning of the following yeaalked
about his summer’s trip to Guatemala to finally see the Mayan ruins he so
passionately had wanted to see. It seems to me that he came out of his identity
exploration with a stronger and more positive sense of identity. Several people like
his AVID teacher, his father, administrators, and | were there to reach a haunghthr
his turbulence.

The other student who openly explored her identity was Margarita. The
student of Nicaraguan/Guatemalan heritage who skipped one Spanish level, Blargarit
seemed more mature than a tenth grader. She went through a strong exploration phase
regarding her sexuality. She trusted me enough to let me know about it. The
exploration of her sexuality during tenth grade took predominance over heakultur
and linguistic exploration. She explained during a focus group conversation:

This year | have explored my identity. As a freshman | was out of it; latidare

about my grades; | did not care about anything. | did not care about my future. | went
numb, there was so much pain. | did not care about life or anything around me. This
year | care about my future, where | am going to be. | hope | will efddaly 10,

2010)

While ninth-grader Dinora openly stated her appreciation of writing as a
vehicle for “exploring my identity” (May 4, 2010), it was not clear whether mghni
graders were exploring their social identity as they wrote, or whitegsimply
appreciated the opportunity to express themselves in writing. Neverthdiasge a
number of these students looked quite focused as they wrote their entries about some

of the topics that had to do with identity exploration. In addition, some of their
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journal entries and essays on their independent reading choices contained emotional
reactions and personal or second hand accounts related to those topics. As |
demonstrated above regarding the topics of split families, conflicts, immigrant
experiences and complex and triple identities, several ninth grader studrrs as
such as Dania, Dinaida, Francisca, Elmer, Enrique, Victoria, Melani@sChdla,
Isabel and Nadine -- were candid about the relevance of these topics to their lives.
Moreover, as | demonstrate later in this chapter, the reactions of severajnaidérs
to the topic of the impact of labels and society’s labeling on the identity of nyinorit
teenagers were strong and personal. Several of those students as welldes the
ones showed evidence of beginning to play around with the labels that refer to
Latinos (Zarate, Bhimji, & Reese, 2005) as | demonstrate later in this chapter
Connection between Labels, Identification and ldentity

After | acquainted my students with the topic of the impact of society’sslabel
and identification on minority students’ sense of identity, | asked them to write a
journal entry about the topic. While some students were more philosophical or
objective, others shared their thoughts in a more personal or emotional manner. In
their written and oral expression | discerned some indication of social ydentit
exploration as well as of an incipient critical perspective that questionauphet of
society’s identification on their own sense of identity.

Some students such as Dania questioned society’s identification. This
outspoken daughter of the minister wrote in her journal, “I don’t think that it is good

that society identifies who you are. That is why | say ‘I am who | amhsd2vOne
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does not have to believe humanity if they tell you that you are something and you
know it is not like that” (March 16, 2010).

Other students such as Nadine, the Bolivian dancer, did not associate with any
label and criticized the label ch&htShe wrote in her journal,

There are labels like the preps, emos, gothic, ghetto, chents, the Asiensengtly
don't feel that | belong to any of those groups because | have friends of ajl kinds
some are preppy, others are Asian and others are ghetto so | don't fallohthose
categories. One of the labels that all “latinos” are called is chents. &®amein a

bad way and others say it playing but | say that is a negative label dbtlzd
“latinos/hispanos”. (March 16, 2010)

Enid, the vocal female of Honduran heritage, expressed her dislike of labels in
an emotional manner and also demonstrated the construction of her own identity:
Labels? | don't like that word since | am not clothes created by a fat@myvery
proud of my Latino culture. My parents always made me be my best because | am not
only “latina”, but also “Americana”. When people from another country ask you
where you are from and you tell them that you are “latina” they immégdthiak
you are from Mexico. | will never abandon my “cultura latina” (Latino cu)ture
because it is precious. It is something | am very proud of since it has manyubeauti
countries where the “sabor latino” (Latino flavor) grows more and more. When
someone places a label | don't like it because | am not just “latina”. #d bsthe
beginning, | am not a piece of clothes on which you place a label. | am “latina”

“hispana” however you would like to call me because | am proud of coming from two

15 Demeaning label that refers t3 deneration Latinos
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beautiful countries. | had the opportunity of being born in the United States and of
having beautiful parents from Honduras. (March 16, 2010)
As | stated before, even though Enid and her sister Yara were born in the United
States, they went back to Honduras to live there for several years priartonmgto
the United States before the age of 12. Therefore, | have identified both sstess a
generation immigrants.

Some students expressed confusion about the different national, racial or
ethnic labels they had been identified with. Isabel was the outspEfkger@ration
female whom | nominated as best student at the end of the academic year. She was a
ninth grader whose parents came from Ecuador and Chile. Her goal was to go to
Harvard. Several times during the school year she complained about different
occasions when she had experienced discrimination in the United States. She wrote
| don't like labels. | had a bad experience in this school. One day, during Jagtime
[homeroom], my teacher called me outside of the classroom. She asked me to fill the
space about my race on an application. | only identify as “hispana” and the ferm wa
requiring me to answer about my race. None of the races had to do with me. | am not
black, Japanese, from an island or from Europe. The teacher explained that it had to
do with how the government identifies us. (March 16, 2010)

Elmer, the student of Salvadorian heritage who had the highest grade in my
class,wrote in a similar fashion to Isabel:
For all of the years that | have lived in the United States | have besifiethas a
“hispano” when | complete forms. In my house | have always heard the name

“latino”. | used to think that they meant the same thing, but no. | have also always
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identified as a Salvadorian. Everywhere there are “latinos” everyone asksime
country are you from?” | have never had issues with my nationality. Some say
Salvadorian but | say Salvadoran since | looked it up on the internet. What | have
issues with is the topic of race. In the forms now they ask you what your réce is
you choose white then they ask you to go to number two. In the second part it asks
you if you are “hispano or latino”. | have always thought that “hispano or latine” w
your race and that your nationality is your ethnicity. But now they have etadhgt.

| don’t consider myself white. Neither do | think that we the “hispanos/latimes” a
from one race or, like we say in English, a branch of the white race. That fertinee i
only thing that confuses me about my identity. (March 16, 2010)

Perhaps as a consequence of my efforts to acquaint my classes with the
subject, several students such as Carlos and Lolita clearly indicated their
understanding of the difference between identification and identity, that one’$yidenti
should not depend on the labels applied by otl@&ados, the student of
Vietnamese/Guatemalan heritage, wrote,
| think that someone does not have a life or has low self-esteem when he labels
another person with the purpose of feeling better about himself/herself. babels
something that others put on you. ldentity is something special and only you can
change what you are. Any person can give you a positive or negative label. Some
people can also do an act to have a label or others can be your friends because of the
way you have been labeled. (March 16, 2010)

Lolita, a 2" generation female of Salvadorian heritage, wrote the following:
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Some people believe their labels and start thinking that they are true anlirskargt

bad things about themselves. Like the word “hispano”. Some people say that
“hispanos” are bad without a future and that they are not from here. The labels can be
good or bad. Identity is what one thinks of oneself. It is not what others think of you.
Your identity can be important for you. It is what describes you. | think that tgenti

is better than labels since labels make you feel something negative aboatfyours
Someone can label you without really knowing who you are and identity is bette

since it is the positive things you think about yourself. (March 16, 2010)

Other people such as Nicolas and Margarita, both of whom were going
through an identity exploration phase, indicated a disconnection between society’s
identification and their own sense of identity. Nicolas explained, “I identify as
‘hispano’ or ‘latino’ since both for me mean the same. People identify me as ‘bruto’
(brute), ‘maleante’ (criminal), gangster and all of those labels. But | dargt | am
who | am and don’t care about what anyone says about me. | also identify as a worker
since when | like to accomplish something | do a good job” (March 16, 2010).

Margarita wrote in her journal,

In each society they give you a label about how they want you to be. | havehatard t
| am Nicaraguan, “hispanoamericana”, that | am good for nothing, thatduam |

noisy, crazy, beautiful, creative, and much more. But | can’t identify with being
“Americana” and Nicaraguan or with being “hispana” either. | idertsya girl who

tries to understand people, who loves to laugh, who does not like limits, who likes to

fight for the rights that belong to me and to others, who likes to be original and
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different from others, who likes to speak out whatever is in my mind, and | am
homosexual and proud of it! (Journal Entry, March 17, 2010)

The conversation between Karen and Margarita below illustrates both
students’ exploration of the topic of social identity for Latinos:
Karen: “There are a lot of ‘latinos’ but [they] don’t want to be called ‘latinogieW
they are asked ‘where are you from?’ they say, my parents are this...b@ part'r
of it too! I mean you look like them, you have their skin color, you have the culture
and all that but you don’t want to be called that way. A lot of people say | am
American but | say | am half Salvadorian and they say ‘not even that™.
Margarita: “Because you were born here, that's what you are labelBdtagu can
talk about background. You can say | was born here but | have background from El
Salvador”.
Karen: “But you still have your culture”.
Margarita: “If you are born in El Salvador you can’t say that you aner#can”.

With the goal of facilitating my students’ further exploration and construction
of their own sense of identity (Zarate, Bhimji & Reese, 2005), | asked themeatie c
an identity project as | explain in the next section.
Identity Exploration through Projects

After | tasked my students with creating an identity project, | handeddo
of them a sheet of paper with a simple drawing of a blank shirt. | asked them to
complete the drawing by illustrating at least eight ways they ideshtifs and to
provide a written description in Spanish for each illustration. | asked them tal@rovi

at least one linguistic and one cultural representation.
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Thirty-seven students completed the project: eighteen males (nine 1.5
generation and niné“?generation) and 19 females (six 1.5 generation and thirteen
2" generation). Despite the fact that | asked my students to illustratértbaistic
and cultural identities, only ten students illustrated their linguistic idestithich
included Spanish, alone or in some kind of combination with English. In regards to
the American label, just one student identified as American only. Instead thetynaj
of students, 59%, identified nationally with Latin American countries, 68% of these
with one country and 32% with two countries. Several students drew flags, mostly the
flags of two Latin American countries if they were of mixed heritage.r@g\hree
percent of the students identified in terms of music. Forty three percent etntifi
athletically. Thirty-two percent identified in terms of artistic oer#ry expression.
Nineteen percent defined themselves in terms of their families. Versttelents
identified themselves as readers or good students. When we brainstormed the
different labels that they could attribute to themselves before theydstiaeie
projects, several students referred to derivativészyfbut | did not allow them to
use those terms on the project. | did not allow them in my attempt to guide them to
construct their own versions of identity, separated from society’s possible
identification. In looking back | realize that it was my mistake to assurhe tha
derivatives of lazy were just the result of societal labeling and notiegitHied
weaknesses or flaws. In retrospect, | would have allowed them the freedom to use any
of those derivatives but | would have had a private conversation with each one of the

students who used them to understand the motives and to provide them with guidance
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if they needed it. Smaller categories were ones associated with theatfogacs,
religion, violence, philosophy and spirit, nature and animals, and homosexuality.

The two homosexual students, Margarita and Tony, were the only two
students who consciously chose not to identify in linguistic or cultural/nationad.term
While Tony did not include any reference to those two topics, Margarita drew two
crossed out flags, an American and a Nicaraguan flag, on both sides of thegdrawin
When | questioned both students they stated that they did not identify as such. As
Tony had stated during the focus group, interview, “At this point in my life | ane mor
interested in other things” (May 17, 2010). The project of Karen, the student who
identified strongly as a Salvadorian, combined her national pride with her bisexual
identity. While a big Salvadorian flag was at the center of her project,raiblgpw
surrounded it. Later she informed me during the focus group conversation that she
identified as bisexual. The multiple identities (Gay, 2000) of this eleventh gvader
had failed one year, as a reader, a future chef, a Salvadorian, a Spangksh spea
bisexual, and more coexisted seemingly effortlessly within her. One2tfore
generation male did not refer to any of those but I did not have the chance to ask him
why (Table 9).

There was one student who had the hardest time completing the identity
project. That was Nicolas, the former gang member. | wrote in my journal:
Nicolas has started several times. He is the kind of student who always finrgites w
he starts but he is having a hard time expressing, or finding his identitysH&gke
out of gangs a little time ago. Even the readings he picks are changinglstmew

(March 23, 2010)
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In my typical nagging fashion, | asked Nicolas many times to hand in his
project without any success. Finally, | asked him fully knowing the answer, “Why
can’t you do this project?” He answered in his typical straightforward manner,
“Because | have heard so many bad things about me that now | don’t really know
what to say about myself.” | told him at least three good things | perceived &nlim
made some recommendations about how to turn his violent tendencies into something
positive. The next day he finally handed in his project which included his own ideas,
not mine, of himself.

Nicolas and | had talked extensively about his gang involvement about three
months before | assigned this project. The day | found out Nicolas was involed wi
gangs, | went to talk to him. At that time | was still upset about the imprisorohent
one of my students. Among many things, | told Nicolas, “Young people who do bad
things are not bad people yet. You are still on time to grow into a good adult.” Soon
after, Nicolas abandoned “la vida loca” (gang life). When | saw him dta@obkevent,
he told me “l am trying to improve, | don’t want to go to jail.” | replied, “You will not
go to jail.” Later on in the year, Nicolas surprised us all during music projec
presentations as he presented his song about a son apologizing to his father. The song
went, “Soy un idiota, te amo” (I am an idiot, | love you). When | asked him why he
chose that song he answered, “Because of my father | did not go to jail fgr man

years. | was a gang member.” His somber face reminded me of when we badked a
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Total

1.5 | 2"%gen. male| 1.5 female| 2™ gen. female
male
Spanish 1 1 1 3
Bilingual 2 2 4
Spanglish 1 1
Spanglish & bilingual 2 2
National: Unhyphenated 1 1
American
National: Latin American 6 3 3 10 22
1 Latin country 5 2 1 7 15
2 Latin countries 1 1 2 3 7
National: American & Latin 1 1 2 4
American (one country)
National: American & Latin 2 1 3
American (two countries)
Panethnic 1 1
National & panethnic 1 1 1 3
No National or Linguistic 1 1 1 3
Family 1 4 2 7
Homosexual 1 1 2
Literary/artistic expression 4 3 1 4 12
Race 1 1
Religious 1 1 2
Music 4 8 3 12 27
Athletic 5 5 2 4 16
Violence 2 2
Philosophical, spiritual 1 1 2
Nature and Animals 1 2 2 5

Table 9:ldentity Projects
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his gang involvement, especially when we both cried as he mentioned his mother’s
abandonment. That night | wrote in my journal, “Some of these students have really
deep issues; their depth has nothing to do with the superficial image that marmy peopl
have about teenagers” (March 23, 2010).

While | had assigned the identity project primarily as a vehicle for my
students to explore and start creating their own sense of social identjyo et
provided me with some preliminary evidence about my students’ multiple identitie
In the next section on self-labels | explain how | further inquired about mynssiide
cultural identity.

Self-Labels

In my attempt to learn more about my students’ cultural identity, | included
Question #4 in th@uestionnaire for Students about Linguistic Identity and Cultural
Identity (Appendix I). Question #4 had to do with the cultural labels students
attributed to themselves. The question asked students to identify as either
monoculturaj bicultural in which the distribution of both cultures was the same;
bicultural in which one of the cultures was stronger than the othetherin which
they would be able to create the definition for their own identity.

Of the 36 students who answered the questionnaire, four students (two males
and two females) left the question blank. One of the males deliberatetyblefk
since, as he indicated, he did not like to adhere to cultural labels. | did not have the
chance of asking clarification from the other male. The two females did not

understand the question, as suggested by the question mark they drew.
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Only 6% of the overall number of students (one male and one female)
declared themselvesonocultural.Of the two, the male studenf“@eneration and of
Salvadorian heritage, used the panethnic tdispanicto describe himself. The
female, who was 2nd generation and of dual national Latin American heritage, w
the only student who used the national, unhyphenatedAsrericanto refer to her
identity.

Of the 32 students who answered that question, 66% (10 males and 11
females) identified asqually distributedicultural. And 19% (4 males and 2
females) indicated that their identity was unequally distributed. In othelsywone
part of their bicultural identity played a stronger role than the other. Of tixose s
students only two identified as more American than the other part of their tatultur
heritage (Table 10).

Of the 36 students, 31 provided labels: the vast majority of both males and
females. As | indicated above, four students had left the question blank. A fifth
student did not provide any self-label such as Hispanic, Bolivian or Salvadorian-
American. | divided the labels they attributed to themselves into the following
categories: linguistic identity, national identity, combination betwe&oma and
panethnic identity, Panethnic identity, combination between linguistic arahahti
identity, alternative, and being explicit about not choosing a label (Table 11} Unde
“Other,” students could provide alternative combinations of labels. The alternative
definitions were provided by two 1.5 generation females. One stated thatn*fl] ca

define culture - it is just sticking to customs from place born and where | livé now
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Male | 1.5] 2° Female 15[ % Total
gen. gen.
Monocultural 1 1 1 1 2
Bicultural (equal distribution) 10 3 7 11 3 8 21
Bicultural (unequal distribution) 4 3 1 2 2 6
Other 2 2 2
Bicultural (equal distribution & 1 1 1
other
No answer 2 1 1 2 1 1 4

Table 10:Distribution of Cultural Identity Categories
The other student stated that, “It is a combination of both but [both] are equally
blended” (Appendix J).

The label category most chosen by students (35%) was the combination
between national and panethnic. The second most chosen label category (29%) was
national. The third most chosen label category (16%) was linguistic. Bésithes
the top choice for the total number of students, the combination between national and
panethnic was also the top choice for males, ovetaeheration students,

Salvadorians (most of whom weré& generation), and students with one heritage
country. The national category was the top choice for 1.5 generation stut®ifds a
those students whose parents came from dual Latin American backgrounds.

The choice of the combination between national and panethnic may have
demonstrated, on one hand, my students’ confusion regarding the difference between
national and ethnic categories. On the other hand, that combination could have been

the result of their incipient understanding of the benefits of constructingthieir
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Linguistic | National | National Panethnic | Linguistic | Alternative | No
& & Label
Panethnic National

Males 4 4 5 1 1
Females 1 6 6 0 1 2
1.5 total 2 4 3 0 1 2 1
1.5 males 1 3 2 0 1
1.5 females| 1 1 1 0 1 2
2"%gen. 3 6 8 1 0 0 0
total
2" gen. 3 1 3 1 0 0 0
males
2"%gen. 0 5 5 0 0 0 0
females
Salvadorian| 0 1 8 1 0 0 0
students
1 heritage | 2 4 9 1 0 1 1
country
2 heritage | 3 6 2 0 1 1
countries
TOTAL 5/31 10/31 11/31 1/31 1/31 2/31 1/31

Table 11:Self-Labels

sense of social identity. That understanding may have emerged as a corsefuenc

my efforts to get my students acquainted with research that had to do with that topic

as | will demonstrate in chapter five. Moreover, that combination may suggest the

borderlands % generation panethnic/national identity comprising the simultaneous

experiences of being Latino (panethnic) in the United States and of LatincAmer

and/or American descent (national).

Students whose parents came from two different countries did not choose as

their top choices the panethnic or the combination between panethnic and national.
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Instead, national was their top choice and linguistic was their second choice. Their
top choice might have been national due to the additional complexity caused by their
triple heritage.

In the combined category of national and panethnic, all students used the
national termAmericanor other Latino American national terms in conjunction with
a variety of panethnic single or combined terms sudtatiso, Hispanicg and
Spanish'®. No student used the temorteamericano/awhich is commonly used in
Latin America to refer to the lab&imerican.In regards to the linguistic label, mostly
males, 80%, chose it.

Summary of Findings of Identity Exploration

My findings were in agreement with what the expert teachers and the
literature (Portes & Rumbaut, 2001) had stated regarding Latino students not
identifying as American. The data suggested that my students had a borderlands
social identity, dual at the very least. That finding raised my concern of wiasmst
don’t identify as fully American. What happens if they don’t feel that the otlieopa
the dual identity is as valuable as being American?

My limited findings on the identity exploration of my older students coincided
with what the expert teachers expressed as well as with what the lgdratur
suggested (Phinney, 1989, 1993) regarding the time Latino/minority teenagers begi
exploring their social identities. According to Phinney, the phenomenon of social
identity exploration typically takes place during middle adolescencédlynesth

grade. Accordingly, | noticed that my older students -- eleventh and tweditlengr--

16 Spanish could also be considered a linguistic tentr! have included it as a panethnic term since
the students did not use it next to another lirntguterm such aknglish
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seemed much more in tune with who they were than the majority of my students, who
were mostly ninth graders. While my eleventh and twelfth-grade studentscé¢e

have already gone through a period of identity exploration, two of my few tenth
graders seemed to have been going through an identity exploration stagardis re

to my ninth graders, while they seemed to be quite interested in the topic of social
identity and it was possible that they were going -- or starting to gooudh an

identity exploration stage, there was not enough evidence to make that claim.

On the topic of cultural labels, the extensive variety of combinations of
cultural labels that my students attributed to themselves may suggest yhaetbe
exploring and/or constructing their own sense of identity. Moreover, the diversity of
self-labels suggested the total lack of uniformity which defied theighdantified
by American society as part of one unifortispanicgroup (Oboler, 1995). In
addition, the diverse answers to the questionnaire as well as the identity projects
demonstrated the multiple identities of my students (Gay, 2000).

Cultural and Linguistic Appreciation

More than half of my students (61%) experiensetheor a lot of gain in
cultural appreciation by the end of the school year as their answers to question #5 in
section #2 of th€uestionnaire for Students about Linguistic Identity and Cultural
Identity demonstrate@Appendix I). Thirty nine percent experienced no gain which
may mean that those students already had a high level of appreciation from the
beginning or that their low initial level never rose. A considerably higher mage

of females (42%) than males (12%) indicated that their level of comforhbezhsed
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a lot. The chart below demonstrates the students’ increased appreciation of their

cultural heritage (Figure 9)

50+

O male
B female
O total

Lack of Increase Some Increase A Lot of Increase

Figure9: Levels of Appreciation of Heritage

During some of the focus group conversations, several students explained how
our class had impacted their appreciation of their cultural and linguisticdeerita
When | asked, “Do you feel good about your Latino side?” Isabel, of Ecuadadan a
Chilean heritage, expressed, “Yes, | feel more proud of the culture, the foodyhe w
we speak” (May 3, 2010). In a similar fashion, Dinora, of Peruvian origin, expressed,
“It is about the Latin culture in general. Each country has their own sayings, the
have their own food, like in El Salvador everyone eats pupusas. Talking with Central
Americans like Dania and Enid you find out that they are different” (May 3, 2010).

Chris’ heightened appreciation for his Cuban heritage did not overwhelm his
appreciation of the Latino culture in general he was just becoming acquaittted wi
He explained, “It is really big, so many countries and every country has so many
cultures. The Hispanic culture is so many new things. | learned a lot more.i3her

no one pattern. | am a bit more proud of my Hispanic heritage. | learned about all
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these different cultures, Jose Marti and now | am more proud of Cuba; | was proud of
Cuba but now | am more proud of Cuba; and we learned so much about different
countries” (May 17, 2010). Carlito also expressed, “I like being Hispanic. Oar clas
makes me feel better about being Hispanic. It makes me feel more proudef all t
different countries in our class” (May 17, 2010). Nadine chose the more appropriate
termLatin which refers to the panethnic existence: “Yes, | guess. | feel more
comfortable about being Latin in the United States” (M&3030).

Chris’ increased appreciation towards his heritage also motivated him to want
to become more fluent in the language. Similarly several students expaessed
heightened desire to become more fluent in Spanish. For example, to my question
“Does my class make you want to speak more?” Dania answered, “Yes, bused t
think it was just a language, but now I can tell how rich our language is. La lengua
espafiola es como un adoffiqMay 25, 2010). Likewise, Chris expressed his desire
to continue learning how to speak Spanish better. And Enid explained that, “I only
spoke to my mother in English; now it is surprising that | am speaking to her in
Spanish” (May 24, 2010). Karen explained the difference in the attitudes of her
classmates: “Last year in our class nobody wanted to speak in Spanish,pogeall s
in English even if the teacher wanted us to speak in Spanish. We just did not care.
Well we would speak in Spanglish” (May,2010).

Finding Cultural Value in Connections to the Past

Several students also demonstrated an appreciation to what connected them to

their past histories and their ancestors. No student demonstrated a yesifemera

as Nicolas, the former gang member in advanced classes, for a past he did not know

" The Spanish language is like an ornament.
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much about. During one of the focus groups’ discussions, Nicolas expressed how
much he liked ancient history, particularly his Aztec and Mayan histétli@gant to

learn about Mayans and Aztecs. | feel connected because it is my dutiore;

Mexican, Mayans love art. American history is boring, not enough background or
ancient history. | like to read about what people are capable of doing; genocide and
all of that. Some people break down and cry about it, but it happens. Not me. People
make decisions that affect the whole world” (May 24, 20K3)the time of that
conversation, Nicolas was taking Advanced Placement World History, which he
considered his favorite class. After much search for a book that he enjoyed and after
jointly deciding that he did not like reading fiction -- Nicolas insisted Hekdas

reading throughout the school year -- | found him one about Latin American history
which included Aztec and Mayan history. In an essay that was the longegtadf an

my students and by far his best in the year, Nicolas wrote a detailed account of the
history of his ancestors based on that book.

Karen, the student who found her national heritage to be rich, was also ardent
about learning more about the history of her heritage. It looked as if the more she
learned about Salvadorian history, the more satisfaction she gained fromng Duri
the focus group conversation she said:
| wish | knew more about my ancestors. | just want to know what happened. I liked
the book about Salvadorian children. It was about back in the time when the
Salvadorian war started and my family was there. | actually sawdbe about it.

They went against each other. If my family had gotten killed | wouldn’t beright

now. When | read that book | realized that a lot of children were sufferingloarex.
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And it is kind of cool that an American woman adopted a kid over there...you know
that is kind of cool. That is like awesome. You're like making something new. You
are actually bringing another culture back to us. (May 11, 2010)

This deep connection between the two cultures/histories that Karen negotiated
daily seemed to have left a strong impression on her.

The teachers | interviewed communicated a strong emphasis on helping
students build connections to their roots in order to gain resilience. One teatgter sta
that,

Latino students always need to remember their roots: here they wilhenix t
identification with their roots, their parents, their grandparents, other memwiber

their family, food, and more. If they are not taught who they are, they wilbagrfy

in the air because they will never connect with their culture. To help them find who
they are, their teachers need to help them build connections between Spanish and
Spanglish and English, and help them see the connections between the Latin
American countries, religions, and history. An “apellido hispano” (Hispanic last
name) is not enough. It is essential to remind them of their origin. (May 10, 2010)

Several students had strong connections to people in their childhood
experiences, some of which had taken place outside of the United States. They kept
vivid memories of their family oral traditions as well as of the games tlaggg as
children. Some of the students seemed to transcend to the Latin country of their bir
or to another state as they were transported to their pasts. Enid depicted a vivid

memory she had of her childhood:
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“Run, run, run!” Those words always come to my mind. Having the warm dust under
my feet while playing soccer on the street next to my house. Evemadteafter
school we went out to play baseball. We never missed a game. It did not matter if i
rained or if it was too hot outside. When we used to break into teams | did not care
what team | was in. Having a good time was all that mattered. When | went to
Honduras this summer | looked at all of my childhood friends and remembered those
times with them. No separation, short or long, will ever stop us from starting to play
that game all over again. (May 26, 2010)

Enid became melancholy when she remembered her childhood in Honduras.
Going back and being in touch with her old friends provided her with a meaningful
sense of connection: “I miss those moments. My friends were very special. Our
friendship grew each day. When | go to Honduras we make a bonfire in the patio of
my house and we tell each other what has happened in our lives from the moment we
separated” (May 26, 2010).

Enid’s sister, Yara, also had vivid memories about a game she played as a
child in Honduras:
One of the games during my childhood in Honduras was “cebollita” (small onion). |
played that game with all of my neighbors and the children of my godmother. During
the game one kid had to find the mother hen, who was the strongest person, and the
other children were like the baby chicks who would stand very close to the mother
chicken. Then the eagle would come and try to pull the baby chicks from the mother

hen It was one of my favorite games when | was a little girl. (May 26, 2010)
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While Enid and Yara had vivid memories of their childhoods in their nations
of origin, Isabel, the student who intended to go to Harvard, expressed how she had
none until she first visited Ecuador and met some of her relatives:

The first time | went to Ecuador, it was like a dream. | felt good in my heart, and ve
happy at the same time. When | left the airplane it felt pretty hot and hiioimked

at the sun, so bright, that it hurt my eyes to see the sky. The moment | met my
cousins and uncles | felt so “llena de gente” (filled with people). | did not know that
had cousins and uncles/aunts. (March 23, 11)

While I had never heard the tefl@na de gentbefore, it made great sense to
me since it vividly expressed the strong emotions Isabel felt when sheastas fi
surrounded by the relatives she had not met before.

Ana, the female who was mourning her deceased grandfather wrote,

When | was a girl my favorite thing to do was spend the time with my grandfathe

We went to the movies and he read me stories of his country. We went to play tennis
in the high school. He was old but he still played with me. Those times mean the
world to me since now my grandfather died, but | have those memories that | will
never forget. (May 26, 2010)

The stories Ana remembered from her childhood came from both the oral and
literary traditions. She wrote, “I don’t remember names of books | read whend wa
little girl. I remember that my grandfather used to read me books abows$.ghod
my mother always told me ghost stories when | was a girl. And my grandfatlder use
to tell me stories about Bolivian drawings” (May 26, 2010). The last time | saw Ana,

she told me she wanted to become an English teacher.
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Enid, the outspoken 1.5 generation female of Honduran origin, tied her
cultural background to the oral tradition transmitted by her grandfather:éThatso
a lot of culture in my house. When my grandfather is with his grandchildren, he sits in
his chair and starts telling legends or stories from when he was a child. | igmo |
to all of the stories that my grandfather tells” (October 15, 2009).

Chris, the 1.5 generation male of Cuban origin, also perceived his
grandmother as the transmitter of culture “I have had a little bit of expemetice
my culture. My grandmother always teaches me new foods that she cooks for the
tradition of eating meals with the family. She also shows me photos and tells me
stories from when she was a little girl” (October 15, 2009).

Only David, who arrived to the United States when he was seven, did not seem
to have memories of his childhood in his country of origin: “I can’t remember my
childhood [in Argentina]. Since | came from Argentina | barely brought mesori
Time passes and you have to create room in your brain for new memories. | can
barely remember my uncles and cousins” (October 15, 2009).

Summary of Findings on Cultural and Linguistic Appreciation

According to the linguistic and cultural identity questionnaire, the cultural
appreciation of more than half of the students increased. It incradseidr more
females than males and it increasedhefor more males than females. While | was
not surprised by these data, what took me by surprise was finding that the connection
to their roots was a source of cultural appreciation and strength in itselffor of
my students. While for some students that sense of connection had always been

present, for others, there was a yearning to learn about their roots. Thettmmme

158



to their past were linked to people (mostly family), cultural and linguistic

experiences, childhood memories, and stories. My findings supported what one of the
teachers | interviewed expressed. In her words, “In heritage speasss<ive need

to help them connect to their roots, to provide them with a sense of connection, if not
they would be up in the air. That will help them feel more grounded” (October 10.
2009).

As | did my best to get my students acquainted with what | have always
perceived to be the richness of my heritage’s language and culture, | noticed how,
while some did not really grow to appreciate it, others acted as if they waragly
enlightened. For example, 1.5 generation Chris’ interest in his national antdrpanet
heritage turned into enthusiasm as he learned more about it. As for a notable number
of students, Chris’ initial limited Spanish usage became more fluent as he
demonstrated much more interest in improving his Spanish skills. Other§%ike 2
generation Karen, who had much love for her Salvadorian heritage thanks to her
mother’s constant reminders, was extremely delighted to learn much morevéladut
she had always instinctively loved. And Nicolas, who was in transition between a
negative and a positive sense of identity, was eager to learn about a remote past that
would make him feel more connected. | was glad to hear recently that, after muc
keeping on at it, he finally convinced his father to take the family to Centnalida.

Last summer Nicolas finally visited the Mayan ruins in Guatemala, thargoof

half of his heritage.
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Conclusion

Regarding my students’ linguistic identity, slightly more than half of my
students indicated that they spoke English better than Spanish, including a higher
percentage of males antf generation students. More females and 1.5 generation
revealed more bilingual tendencies than their counterparts. While all sudent
demonstrated versatility in their language use, changing languages depending on
whom they spoke with, females demonstrated more versatility in the different
combinations they used.

Most students preferred to read and write in English. In contrast to speaking
preference, slightly more males than females preferred to read in bothhEanglis
Spanish separately. Females were less versatile in reading thankimgsazce most
preferred English only. Moreover, males exhibited more bilingual tendencies i
reading than in speaking. Mor&’2han 1.5 generation students preferred to read in
English only. The percentage of 1.5 generation students who preferred to write in
both English and Spanish separately doubled the percentaegefh2ration
students who preferred to do that. Similarly to speaking preference, femédesddif
from males in their more varied preferred reading language cholgel imcluded
Spanish only and different combinations of Spanish and English.

Regarding cultural experiences, they lived a borderlands existenceshetwe
heritage culture and American culture. A small percentage of my studdiusted
no difference between home culture and school culture. A greater numB&ttafr2

1.5 generation students considered their homes to be very different from the school
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culture. Having parents from different national backgrounds was an additional factor
in the already complex identity of my students.

As the labels project indicated, my students had multiple identities. While
older students had begun to explore their social identities, younger students
demonstrated that they were either starting or had not yet started regpheair
social identities. Two of my tenth graders were showing evidence ofngnéestrong
exploration process.

Most students did not identify monoculturally or as unhyphenated Americans
but, instead, used a variety of hyphenated combinations, mostly national and/or
national/panethnic. Salvadorians mostly identified in national/panethnic terms, and
students of dual national Latin American heritage identified mostly in natemas.
More than half of my students demonstradectheor a lot of increase in cultural
appreciation. While the majority of males demonstratadeincrease in cultural
appreciation, the majority of females demonstratéat of increase. More 1.5 males
indicated no increase than the other groups, perhaps because some of them had
already felt appreciation. Several students demonstrated a desinetadeat their

histories.
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1)

2)

CHAPTER 5 - BECOMING A CULTURALLY RESPONSIVE TEACHER IN THE

PROCESS OF ENGAGING LATINO STUDENTS IN LITERACY

In this chapter | provide a detailed description of how I, as an action
researcher who used the anthropological framework, drew on my students’ inguist
and cultural experiences and identities in order to become more cultusaibneive
in my approach to engaging them in Spanish literacy. | answer the following two

guestions:

How do | attempt to draw on my students’ linguistic and cultural experiences, voice

and agency as a guide to teach them literacy?

How do | guide my students’ exploration of their cultural and linguistic identity

through culturally relevant literary topics they identify with?

To engage in my action research | relied on two processes. The first process,
which | present in the first section of this chapter, involved drawing on my students
perspectives as well as on my own perspectives and those of the five téachers
interviewed. In the second main section of this chapter | present the second kind of
process which involved the strategies | implemented in order to become a lyultural
responsive teacher. These strategies included the ways in which | dtiegv on

characteristics of the Latino community, student agency, and a reading foelel
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also had to do with how | guided my students through their identity exploration via
literary topics. In chapter six | present the outcome of my action research.
Drawing on Perspectives

In this section | explain how what | learned about my students’ linguistic,
cultural and reading experiences impacted my teaching as | was tyoegame a
culturally responsive teacher. | illustrate how | followed my studentsegoand
agency in order to make my pedagogy more conducive to reaching them to the best of
my ability. | describe how | drew on what | already knew and learned about the
characteristics of the Latino community to make my classroom atmosplieneya
role as a teacher more culturally responsive. Moreover, | explain how the omhions
the teachers | interviewed regarding the need to help students build conneations a
explore their identity impacted my teaching. In the first segment | addesspic of
my perspectives.

Drawing on My Own Perspectives
As the teacher of Latino students, | drew on my own tacit understandings about

the Latino culture in its national as well as in its panethnic sense. | had asiexte
amount of knowledge about Latin American/Spanish culture, language, diatetts, a
literature thanks to growing up in a bicultural household and to my academic training.
| had also been born to cultural and social capital which helped me grow up with a
positive sense of identity. Being labeled or identified as a racial mingrgpdety
did not damage my sense of identity. In my national heritage, during the firsf part
my life, | was part of mainstream society. On the other hand, as a Lathwih the

United States during the second half of my life, | have learned what it meares to |
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as a minority person, never fully belonging to mainstream society, mizgtha
After over 30 years of living in the United States, | continue living a borderlands
existence. As Anzaldua (1999) explains, “It's not a comfortable territorydari,
this place of contradictions. Not comfortable but home” (p. 19).

My binational heritage — Puerto Rican and Venezuelan — has also added
complexity to my cultural and linguistic lenses. Thanks to my dual background, my
students with similar experiences and | developed an additional common bond: we
not only saw the world through the experience of living as Latinos in the United
States, but also as the children of parents whose cultural and linguistic backgrounds
could be quite different.

| possessed tacit understanding about the community-oriented aspects of the
Latino/Latin American/Spanish culture. | grew up in a highly interactivie/cul
which often regarded the individualism characteristic of the Americanrewds
negative. Community felt quite familiar to me and it was what | worked so much to
create in my classroom. | also experienced, first-hand, the oral tradifiacjadk/
through my beloved Venezuelan grandmother, my best friend. Additionally, as part of
my students’ ethnic group, | saw the need to act as much more than a traditional
teacher. | needed to act as a mediating agent, almosggasrethelin the Latino
sense in order to maximize my students’ possibilities. In a way | trieddéneht
them as if they were my own flesh and blood. As with my own children, | toiled for
them to move forward, not only academically, but also in developing a positive sense
of identity. | wanted my students to see value in their heritage, in their parents’

cultures. As a possessor of cultural and social capital, | valued martysaspthe
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Latino culture and believed in the richness of the Spanish language/dialectgiand La
American/Spanish/Latino literature and music. And I tried to transmit tredaes to
them. | intended for them to start questioning the way society had devalued them by
labeling and identifying them as other people’s children. | meant for my students
value/revalue the richness of what was an intrinsic part of their iderties
immigrants or children of immigrants who could eventually become bilingually
engaged with literacy to their own benefit. As | demonstrate next, | alsodragapty
what | learned from the expert teachers.
Drawing on Teachers’ Perspectives

While | and the teachers that | interviewed had our tacit understandirgs of t
Latino culture in common, their expertise made all of the difference in my tgachin
Some of their ideas based on their extended experience helped me understand how
best to draw from my students’ cultural and linguistic experiences and potential
Those teachers’ perspectives helped me consider all of the possible conrections
could guide my students to develop such as connections to the past, as well as their
national connections to their heritage and panethnic connections to the lives of other
Latinos in the United States. The expert teachers were convinced that helping
students build or rebuild these connections were key to their academic achieasment
well as to their personal wellbeing. They also understood the importance ohgringi
in their home cultures -- oral tradition included -- to the classroom in ordedtgebr
the Latino students’ borderlands experience.

Those teachers’ input on the issue of Latino/a student identity was also

valuable. They all agreed that identity must be 100% integrated in the Spanish for
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Heritage Speakers curriculum. The program of studies was considered salfg®yfic
them. Some of them had devoted time and energy to transform the curriculum into a
more culturally responsive one at the county level without much success. Despite
their efforts, the program of studies was still in draft form, the exact abine
curriculum for regular Spanish learners. Nevertheless, while theyheedest to
follow the required curriculum, they went out of their way to fill the gaps they
perceived in order to address the real needs of their students. Those teachers
understood that, by doing this, they would make all the difference. They instinctivel
acted as culturally responsive teachers even if they were not famthathe term.
Those teachers regarded the role of the teacher of heritage speakacsahsn the
lives of those children. The expectations for themselves as teachers went beyond t
description of a regular teacher. Their role was much more personal and involved.
They had a sense of personal significance and understood the need to guide their
students to understand, question, and transform the inequalities of society which
treated and identified them ather people’s childre(Delpit, 1988). The expert
teachers were all convinced that developing the bilingualism of their studewits w
help them academically and personally. Those teachers also led me to undbkestand t
importance of listening to my students as | demonstrate next.
Drawing on Student Perspectives

| spent a significant part of my day listening to students’ voices via individual
conversations, class, homeroom and focus group discussions, and via close inquiry
into their journal entries, essays, questionnaires, and projects. | remembered

throughout the year what one of the teachers | interviewed said about developing
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Latino students’ voices: “Just make them talk a lot” (October 10, 2009). That
comment coincided with Diaz-Greensberg’s (2003) research about developing he
focus group participants’ voices through repeated interviews. With Diaz-
Greensberg’s findings and the expert teachers’ recommendations in marted st

class most days with either a question about their impressions on sgatesgel

before, on what we read the day before, on a topic | had already presented or was
getting ready to present, and more. | also started each week with questionslagound t
theme of the week, which normally had to do with an identity-related topic. One day |
wrote in my journal: “Listening to kids is what | spend most of my day doing. They
guide me through my topics” (February 14, 2010).

An unanticipated phenomenon for me was the large number of students who
were willing to join my focus groups. More than half of the students, 20/36, who had
consented to participate in my research also agreed to participate in focus groups.
Before | made an open invitation to join my focus groups, | read out loud some
excerpts from Nieto’s (1999) book featuring the opinions of diverse youth. As | was
reading | noticed that the majority of my students were very attentien Imhade an
open invitation to all of the students who had consented to participate in my research
to join my focus groups which, as | indicated in chapter three, became fivelin tota
Part of my explanation while | was inviting them was that | wanted taltstéheir
voices and share what | would learn from them with a larger audience of eduicators
added that | wanted to create a curriculum that they could identify with andatedti
them to read, speak and write in Spanish more. Yara asked, “Are you writing a

book?” | answered “Yes, it is my thesis. | have written three chapters wod, Want
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to, you will be part of the remaining chapters. Do you want to take a part in it?”
Yara’'s eyes widely opened without responding to my question.
Through the focus group discussions | also discerned my students’ eagerness
to express their opinions. While some students were clearly much less elbaquent t
others, the least eloquent eventually opened up and expressed ideas which changed
the direction of my research. In fact, a couple of times some of the least eloquent
students told me that no one had asked for their opinions before and that teachers
should do that more often. At the end of the allotted time for discussions, several
students offered to come back to future discussions without my asking. In my journal
| wrote the following about my listening to my students’ voices: “Todakéds
them several questions about my teaching. Natalie told me that she likes it how |
listen so much to them, like | really listen to what they have to say” (May 3, 2010).
Initially, the least communicative of the focus groups was the one that
consisted of my five mentees. While they had become quite comfortable in speaking
with me about a variety of topics, their expression suddenly became limited when
asked them to share their own reflections about issues of identity and lit@taey.
were seemingly quite unused to being asked their opinions about such issues. Perhaps
it was that they had never been asked or that they had never really cliéectede
about those issues. But their initial short phrases eventually became |lartgacss.
The expression of one of those students, Carlos, in reference to the “picture perfect
lives” that only Americans can live, eventually shifted the direction ofeagarch.

The other four groups were more articulate from the beginning.
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Some of my students were clearly starting to demonstrate their cajacity f
thinking critically as Margarita’s entry below demonstrated. While mghesis was
on developing their voices, | could see that, if given the proper emphasis, some of our
conversations had the potential of becoming quite critical in terms of my students’
perspectives on American society’s inequality and their role in chartgidgally,
students’ capacity for critical thinking would be developed in the next level, Spanish
for Heritage Speakers 3.
Sometimes when you are 2nd generation and you enroll your child in elementary
school, they ask you what language you speak at home. If you answer that you speak
in Spanish they automatically send your child to ESOL. That happened to my brother
and taking him out of ESOL was not easy! When my mother was registering me in
elementary school they asked her where she came from and, since we are from
Nicaragua, they sent me to ESOL even though | had been here more time than in
Nicaragua. (May 10, 2010)
By listening to my students’ voices | learned a lot about their linguistic, autind
reading experiences.
Drawing on Students’ Linguistic Experiences

At the beginning of the school year, English was the prevalent language used
by my students despite my requirement to speak only in Spanish. As compared to the
regular Spanish classes | had taught for eighteen years, makingimy dtatdents
speak only in Spanish was much harder than | anticipated. Karen’s words made me
wonder why my students were not speaking in Spanish: “Last year in our Spanish

class nobody wanted to speak in Spanish. We all spoke in English even if the teacher
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wanted us to speak in Spanish. We just did not care. The most we tried was speaking
Spanglish.” Was it simply because English use was more natural mo? theas it
because they resisted Spanish as the language that had less cultutal@apits it
because of some combination of both factors? | wondered.

As weeks went by and as | pressured my students to speak, read and write
more in Spanish, | was surprised to find out that the majority of my studentsmere, i
fact, much more fluent in Spanish than they had seemed all along. Moreover, as |
discovered the versatility of my students (chapter four) | noticed that biliagual
was latent in all of my students, in some more than in others. When | came to that
realization, | decided that | needed to explore my students’ zone of proximal
development (Vygotsky, 1978), the level where | could reach them to bring them up
to the next level. Also, as | was inquiring for the positive aspects of mynssiide
cultural experiences, | realized that | had been oblivious to the most obvious one.
Their form of linguistic expression, whether Spanglish or Spanish/English
bilingualism, was in itself a valuable resource. | also understood that themyore
students read, wrote, and spoke in Spanish, the stronger the voices which reflected
their agency would become. According to one of the teachers | interviewed,
“bilingual Latino students do much better in school than monolingual ones” (October,
16, 2009) which confirmed what the literature | had reviewed suggested (Leopold,
1970; Peal & Lambert, 1962; Rumbaut, 1990). | also decided that respecting my
students’ level and choice of language was an important way of welcoming their

agency.
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By taking advantage of my students’ linguistic versatility without losiglts
of their English preference, | intended to trigger in my students a differesd sé
what speaking Spanish meant to them. Since | wanted to fully develop my students’
potential and possibilities, my goal was to guide them to value their hdlatageage
and to understand the advantages of becoming fully bilingual. The words of another
teacher | interviewed kept coming to my mind: “Students don’t love one language or
the other; but we need to show them the beauty in Spanish” (October 16, 2009). |
wanted them to identify more bilingually, even if their identity was itjtiadore as
Spanglish speakers. So from the beginning of the year | continued insisting that
students express themselves more in Spanish. Nevertheless, | acknowledgese their
of English and Spanglish as natural and allowed them to pick books for their
independent reading in any language of their preference. But | took advantage of
every opportunity to make them read in Spanish whether out loud or by listening to
someone else read. Moreover, the songs they picked for their music projects could
contain some English. And, at times, | read the class fiction or non-fictioaspie
which contained some English or Spanglish. But | required my students to only use
Spanish during the discussions or in the journal entries which followed those
readings. When it came to Tertulia book discussions, | allowed only Spanish. |
decided that speaking about books they had chosen to read and may have identified
with, while probably challenging, would be a structured way of developing their
Spanish fluency.

| also noticed that many students were better Spanglish than bilingual

speakers. However, as the journal entries and questionnaires confirmed uchersisst
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considered bilingualism to be a higher form of expression than Spanglish. Karen'’s
comment illustrated what some students thought about speaking Spanglish: “My
father says that | speak ghetto Spanish”. That finding made me decide to become
more open towards the use of Spanglish. With that in mind, I officially acknowledged
Spanglish in front of my students by reading some of the research by Stavans (2003)
defending the use of Spanglish as natural for borderlands people. But mos8ty, | wa
going to acknowledge its existence as a transitional vehicle towardsibgaoore
bilingual. Thus | subsequently read out loud several of the Spanglish words presented
in that book and then asked my students to translate them into Spanish. The
acknowledgment of Spanglish was challenging for me since after 30iydhes

United States, | have remained completely bilingual as my English fiuesc

improved and my Spanish has not deteriorated due to continuing to speak, read and
write in Spanish often.

Unlike reading and speaking, when it came to writing, | required Spanish
only. Writing in Spanish about what they had read in either language was a step
forward in the development of their Spanish literacy. And as several student®fold m
many were happily surprised at how much Spanish they were capable of wrding a
how much more fluent in writing they became as time passed. Because of the non-
spontaneous nature of writing, they could spend time thinking about words and
phrases in Spanish to express what they could so easily express if they spoke and
wrote in English. | read and corrected all of their essays which they egread to
rewrite. If they did not rewrite, | would badger them until they did. | also rikad a

their journal entries and either summarized them in front of the class the ypext da
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selected some entries to read aloud with the authors’ permission and without
mentioning their names. | thought that listening to/about student entries waard be
additional vehicle to increase their literacy and to strengthen their voice.

Talking in Spanish during Tertulia book discussions was more challenging
due to the spontaneity of the process. Nolo, for example, who could speak so
passionately about his newly found books in English, became much less eloquent
when | asked him to speak in Spanish. Students’ use of the dual language which
perhaps reflected their borderlands experience proved difficult to channel
spontaneously into only one language, the language that only reflected one-half of
their experience.

While | strove so that my students would accept their level of language where
it was, | endeavored so that they would see the value of becoming morerfluent
Spanish. | wanted to help them see value in their current linguistic readitigition
to the possibilities that their language repertoire provided as a more sgpbdsand
beneficial form of expression. Just as | did with other identity-relatedstdpiead
research to my students about the benefits of becoming fully bilingual; of i¥éng a
to think, speak, write, and feel in two languages; of being able to see the retdtivity
the world through two very different lenses. | intended for their linguistic igeoti
become transformed into possibilities instead of stagnant in limitatiorise meixt
section | describe how | drew on my students’ borderlands experiences.

Drawing on Students’ Borderlands Experiences
As illustrated in chapter four as well as in Appendix F, data gathered through

various research instruments led me to conclude that my students lived borderlands
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existences. As my focus groups informed me, several students also fktbeive

lives to be different socioeconomically from those of middle class whiteisams.
Moreover, as the identity projects illustrated, my students had multi-dimensional
identities (Table 9). A noteworthy number of students, both male and female,
identified musically; several males identified athletically; amd@ple of students
identified in terms of sexual preference. | also found several students wilg ope
expressed that they did not identify in cultural or linguistic terms. Moreover, |
became aware that a notable number of my students expressed “heritageésdent
Attracted by the history topic, these students expressed a longing fortlhgbdmstd
nothing to do with growing up in mainstream America or in close contact with people
who identified as unhyphenated Americans. A topic that | only referred to once
through one reading, “La reforma migratoria para el 2010” (Appendix C) was
legality. While | was aware that legality was a relevant issueeitives of many of

my students, | chose not to dwell on it since | did not intend to find out that
information about my students. Throughout my career | have always chosentthat pat
in an effort to treat all of my students as equally deserving of all afdthgiderations

for legal citizens.

Through their writing samples | also perceived that, while some students
clearly valued some of the most typical aspects of their heritagegesjlthe majority
of the students, mostly®generation, had limited knowledge of their national and
panethnic heritage. The first time | asked my students during a classsthsdas
comment on the qualities of the Latino cultwrexingwas the only answer | received

from one 3% generation male student. When | asked the student to clarify, he
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explained that our culture is violent. That afternoon after much reflectiatized
that the sense of social identity of many of my students had probably been negatively
impacted by American society’s identification of them as marginal belrajso
remembered the literature | had reviewed about the at-risk identity o&tims L
teenager and about the negative impact suffered by 1.5"agedrration immigrants
who had lost contact with their roots. Moreover, | thought about the words uttered by
one of the teachers | interviewed: “Mary Beneration Latinos have no sense of
pride in their cultural heritage. First generation students come withipriteir
heritage but eventually™and 29 generation students lose it” (October 16, 2009).
Another teacher had said bluntly that “pride was bitten out of them” (October 16.
2009). Those comments above reflect the importance of helping immigrant students,
especially 1.5 and"2generation, discover value in their heritage. My students needed
to become better informed about the many characteristics of their national and
panethnic heritage in order to question society’s identification and starngrédsgir
own sense of social identity.

That day | experienced a wakeup call. As their teacher, my duty wagto hel
them discover the positive aspects of the Latino culture so they would come up with a
more positive sense of identity. If my students failed to see the positivésaspec
their cultural identity, it was my own failure as their teacher. Soitldddo take on a
course of actions which rarely stopped. However, as convinced and committed as |
was, | often struggled with how to acquaint my students with the most positive
aspects of their heritage. While | never stopped believing in my students’igiotent

was well aware of the socioeconomic circumstances that often negatiypalgted
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their academic achievement. My journal entry below illustrates some of my
reflections:
| came home wondering about how to acknowledge the positive aspects of my
students’ heritage. | started thinking about the many impediments in some of their
lives like serving in jail, lack of self discipline, poverty, split families,eaftparents,
and more. Starting a task takes many a very long time and finishing it hakesvay
longer than I think it should. Despite the fact that | took them to the library on
Wednesday, many of them did not have a book today. Several of them also owe fines
to the library which they cannot pay. However, other students have surprised me with
their choices and apparent sudden interest in reading (September 24, 2009).

While that journal entry illustrated my initial struggle with my perceptmins
the obstacles ahead, my conversation with the expert teachers helped me teme t
realization that my students were full of possibilities. One teacher egpl¢hat,
The difference between the cultures is enriching...their religious knowledge, the
respect to their parents although questionable, deep cleanliness, food, reverence to the
elderly. Lately they are coming more literate. They are intellipghtmany of them
have not had the chance of developing their intelligence to the fullest. They have the
common sense and know the consequences to their actions; they are very strong.
They know how to struggle, fight. The illegal immigrants are the ones who work the
hardest and who want to get ahead (October 16, 2009).

That teacher added a list of positive aspects, half of which | had not
previously thought of: “the music and dances, the food, the sense of family, the ethic

of working hard, supporting their family and taking care of their siblings,and t
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own experiences. Some of them have a lot of knowledge about poverty. They have
lots of experiences” (October 16, 2009).

| suddenly saw all kinds of possibilities, including the possibilities that each of
my students, my Peruvian assistant, and | brought to the classroom. The firsk action
took the next day was bringing my students five articles in Spanish about different
Latino and Latin American cultural aspects to read and share with thel elasded
my students to see positive aspects, not only about their national heritage, but also
what tied them panethnically to other members of the class as the aracles m
reference to different national origins. | spent a great part of theitearpting to do
that through the literary topics | acquainted my students with. Exploring the/posi
aspects of my students’ heritage became a classroom community endeeeor Si
whatever students learned they shared with their class.

| often asked my students to have conversations with their parents if they had
connections with the topic we were discussing at the moment. For example, when we
studied Peru | asked Miguel and Dinora to talk to their Peruvian parents about the
Peru topic and to bring any information and typical artifacts. | also aglsigye
students to interview a family member (Appendix I). Some of the questions |
provided referred to the positive aspects of their cultures. As a final prajgiotd
my students to create a book for children based on what they found out in the
interview. Most interviewees had expressed some positive aspects of thegs;ul
for example, what they missed in their countries of origin. Only Margarita’s
interviewee expressed dissatisfaction with a home culture — lamentingyhe

homosexuals were treated in Honduras.
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The easiest way of guiding my students was by being open to what they
naturally recognized as their heritage values. Whenever | saw that ptyssilali
student, | asked him/her to share with the class. Several students startedidigcove
some of the positive cultural characteristics in the independent readings. Hrey of
chose books that informed them about something meaningful related to their heritage.
For example, David, the student who felt closer to his Argentinean than to his
Bolivian heritage, chose to read the Argentinean classic about gaucho dvértre,
Fierro. His father was an educated man who encouraged David to read Argentinean
literature. He had recommended that David read that book which he (the father) had
read five times. By being able to choose his own reading, David had the opportunity
of becoming acquainted with one of the finest pieces of Latin Americartditera
The book had the Spanish and translated English versions. David mostly read the
English section but | recommended he read the Spanish version as well. If he got
closely acquainted to the Spanish version he would have the chance of learning about
the richness of the Argentinean dialect as well. This episode was alsogiebni
bearing in mind how, according to research, one of the causes of downward
assimilation, for boys mostly, is the lack of communication between firstajere
parents and thei"2generation children. In that case, David's father used this
opportunity to inform his son about an Argentinean valued literary work at the same
time that they were probably developing a closer bond.

For Dinora, whose father had recently been deported to his native Peru, being
acquainted with Peruvian topics was quite meaningful: “I did research aboutmy ow

country and now | know more about it” (Ma{f,22010). She also expressed
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appreciation that my assistant was Peruvian: “Now that Mr. Robles is in agiriclas
am learning how beautiful our culture is. | knew my culture of origin was behutif

but now I know it more and more” (May’32010). This school year Mr. Robles has
become their teacher and the Peruvian students often tell me how delighteelthey fe
that their teacher shares their heritage. As | noticed that other studenésl see
interested in doing research about their heritage | continued assigniagchese
projects throughout the year. Bringing the portable lab to our classroom bgaaene
ordinary. Students would research mainly in groups that shared a similar mardiffe
heritage and then they would report or write about it. When | changed classrooms
starting the second semester (I ended up going to two different classrboms),
reserved the lab next door about every couple of weeks. Research was one more way
of getting my students acquainted with a great variety of topics that would draw on
their agency to guide their search for their own understanding of theirgee iy
journal entry below describes that experience.

Today was a much better day. Students researched for news about their cotintries
origin. Yesterday | found out the specific country they are from. They allexte

pretty engaged on what they were researching. One student asked neoifldhe
create a poster; another asked me if she could create a power point. The most
fascinating news was about a volleyball game on the border between Mexico and the
United States. The student who gave that presentation is of Mexican/American
heritage. | keep trying for my students to discover/understand their owrgbhesita

their own terms. (October 10, 2010)
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| also found out the origin/s of my students and drew on that knowledge to
plan my lessons. For example, when | found out that the Salvadoran culture was the
most widely represented in my class, | devoted several classes t@grabdut El
Salvador. As we were exploring Salvadoran maps, | asked each one of my Salvadoran
students to show the region of their family’s origin to the class. | also albizea, a
student of Salvadoran heritage, to call her father who had recently been in El
Salvador to ask him the name of the city he had visited. When she asked if she could
show the class several items that her father had brought from El Salvaduattetall
class time the next day for her presentation. She proudly delivered a short
presentation in Spanish. At another time | emailed my former student, who was the
living in El Salvador, to send me Salvadoran legends which | shared with the class.

As | indicated in chapter four, by the end of the year several students
expressed a heightened sense of appreciation for the positive aspects of thalr cult
heritage. In fact, learning about the positive aspects of the Latino culturtheiras
third top reason for their increase in reading interest. A lot had to do with their
increased knowledge about their heritage. As | also indicated in chapterefemnls
students felt more connected to their parents, communities and roots by knowing
more about their heritage. While several students learned about their national
heritage, various students also expressed positive comments about the panethnic
experience of being Latino in general. | attempted to show them thatdlzelet iof
diversity in the Latino culture. They could find positive aspects in the divefsity o

their common heritage. In a way | wanted to take them away from the geingral
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Hispanicstereotype (Oboler, 1995) and to instill in them knowledge that would
provide them with an additional connection with the Latino community at large.

One of the projects | asked my students to do was the poetry/music project.
My thinking was that, as their identity projects had indicated, many of my ssudent
identified musically. Thus | meant for them to make a connection between their
musical, linguistic, and cultural identities. As several of the teachetsrviewed
told me, Latino music with its common and yet quite diverse characterstiosld
be considered and used as a vehicle to teach literacy to Latino students. | safwv a lot
possibility in drawing connections between poetry and music which | did mostly on
Fridays. | often brought a drum for a student to beat on while another student or | read
a poem. When | taught AP Spanish Literature | had discovered that music was a fo
of literacy that students strongly identified with. In fact, the first tineight poetry,
| usedreguetén(Latino rap) to teach my students about rhyme. | openly expressed to
my students the great joy | still derive from listening and dancingtiod music
after 30 years of living in the United Statethought that Latino music could bring
forward my students’ agency and voice by presenting their favorite pidoeito
peers. Just as with their independent reading choices, allowing them their olwn mus
selection was a way of acknowledging their agency.

With those thoughts in mind | decided to ask my students to do a music
project. But first, | asked my assistant for recommendations on musicattpraiel
he recommended for students to write their own songs. However, when | asked my

students’ opinion, the overwhelming majority preferred to find a Latino song. So |
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decided to follow my students’ voice and agency. | asked them to choose their
favorite Spanish or Spanglish song or poem, present it to the class, and explain why.

Deciding to serve as my students’ role model before they presented their
songs, | presented two songs and one poem to them in an attempt to bridge poetry and
music. | shared my favorite Puerto Rican song, Nuyorican song and Venezuelan
poem. | personalized what | presented as much as possible, first of alhginicel
heritage comes from both Puerto Rico and Venezuela. When | read the Venezuelan
poem, “Los hijos infinitos (Infinite Sons and Daughters),” | expressed my iedief
having children may make people more sensitive to other children. | also talked about
the extremes of anguish and joy experienced by parents. Moreover, | explained how
meaningful the two songs “Verde luz” and “Boricua en la luna” were to me since they
reminded me of half of my heritage, the half of my beloved deceased father.

When | was introducing the very short “Verde luz” | asked my students if
they had ever heard a song that was so short but meant so much. Isabel answered,
“Yes, a song from church,” at which moment | connected singing with Dania, the
student whose father was a minister and who loved to sing. So | invited her to sing
with Isabel. Soon Enid, Isabel, and Dania were singing their church songath g
spontaneity in one of those magical teaching moments. Another magical moment was
when Nicolas presented the song “Soy un idiota” (I am an idiot) with a sad and
sincere expression on his face. He explained that he dedicated those lines to his
father, thanks to whom he had abandoned gang life. We all listened to him quite
seriously. No one laughed, no one moved with the music. It was a solemn moment

and it felt to me at that moment as though we were all like a family. As rag foc
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group discussions informed me, the music unit was among the most appreciated by
many students and one that opened their horizons to learn about other forms of Latino
music. That finding made me realize that music could be indeed an effectigkevehi

to teach Spanish literacy to Latino students.

As some of the teachers | interviewed shared, the topic of Latino food could
also be regarded as an important vehicle to connect learning to students’ home
environments and as a means to learn about the existing connections between Latin
American food products. | also saw the health benefits of many Latino predugts
positive aspect of the Latino heritage. As | informally asked my studénatistiey
knew about Latino foods, most demonstrated limited knowledge based solely on what
they ate at home. | also noticed that they knew little about the health benefaspf
Latin American products.

| began the food unit by bringing to class an article that identified the
healthiest Latino food products and a food pyramid in Spanish. | personalized the unit
by bringingExcelencia en la cocina cookbook written by my Venezuelan
grandmother. They were in awe when they saw her photo on the back cover and some
commented on my resemblance to her. | used the glossary compiled by my
grandmother with the variety of terms used by different Latin American wesiaind
Spain to refer to the same food product. | then asked my students to start working on
their food projects. They simply had to choose one product, to inquire about its health
benefits, and to present their findings in class. In the next section | describe how

drew on my students’ reading experiences to impact their engagement ity literac
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Drawing on Students’ Literary Experiences

Early in the fall semester, when | conducted an informal poll, | noticed that
several of my students did not like reading. Those findings, which | detail in chapter
six, were confirmed when my students completed the questionnaire near the end of
the year (Appendix J). From the beginning | knew | had a great numberstdinés
and semi-resistant readers. Those students considered reading to be lzalsaratly
activity, mostly confined to English classes where their opinion as to wheddo r
was never asked, where the reading topics had little to do with the livesvirby i

Since my goal was making my students identify more as readers, | decided to
first consult the expert teachers about their students’ self-percepticredass and
what they did to positively impact their reader identities. One of the tesache
answered:

Very few of our students identify as readers; they don’t have the habit; their
tradition is much more oral like the stories told by their grandparents. Our oral
tradition is very rich. They love to see soap operas, for example. They love reading
together and discussing what they read in group. (October 16, 2009)

Then | asked them, “Do you think your students may be resistant to reading
in English for English is the colonizer language and in Spanish because it is the
colonized language?” One teacher responded,

They prefer to read in the language they feel more comfortable with. Some
kids have never read in Spanish; they have read much more in English. In our classes
something happens that they suddenly wake up. The second language is Spanish. The

language of world education is English. The parents are not very available to help
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them become fluent in Spanish. They must learn Spanish to improve their identity. In
this country the Latinos should not stay with just one language. It will not be
beneficial to them. (October 16, 2009)

With those comments in mind, | began to closely observe my students’
behavior in regards to reading. | directly asked students questions about their
preferred reading topics and reading format. | also began to detect tlsethayic
identified with via our class and homeroom discussions, their writing samples, and
their book choices. As I illustrate later in this chapter | also startedolennent
aspects of the oral tradition in our literary interactions.

My students’ voices guided me to take several courses of action. For example,
early in the year | discovered that the majority of them found most textbadings
boring. | found out by asking my classes what they thought of the textbook readings.
Miguel answered “Those readings are for old people, not for high school kids.” No
one contradicted him and several students nodded. Ana, in my other class,
recommended reading “more drama books, not about donkeys [one of the stories in
the textbook], more real stories, more drama, like girls fighting for a iihay 11,

2010). | could also tell that most textbook readings were not interesting for fnany o
my students by observing my most avid reader, Chloe, fall asleep during many of
them. In addition, she often left whole test sections about those readingbsslecti
blank and wrote “I did not pay attention” next to the questions.

The day Miguel uttered the comment that the readings were for old people, |
asked his class about the most interesting books that they had ever read. Most

students agreed that tBé&uford High Schooseries, about the lives of African
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American teenagers, was their favorite. | eventually noticed thatdkestlbooks
about Latino teenager topics to that series were Gary Soto’s. Lateovelied that
some of my most resistant readers enjoyed books on marginalized topics such as
Reymundo Sanchez’s stories about books about the experiences of former gang
members. Furthermore, when | found out that several students were interested in non
fiction, especially history, | started thinking about ways to do research about
interesting current and/or historical aspects of their heritage and history
example, knowing how valuable the World Cup event was for the majority of my
students, and how a good number of my students identified with the topics of soccer
and history, | asked them to work on a project on the history of the World Cup during
the time of that event.

| started bringing a great variety of readings to class which ridesdn
detail in chapter three (Appendix D) and will further explore in the second part of this
chapter. My students’ initial appearance of boredom during textbook readings often
turned into acute attention as several of the supplementary readings raogegt t
different borderlands topics. As | will explain later, the greater lengthaofy of the
borderlands-related journal entries, the often personalized and/or emotittead wr
reactions, and the students’ intense increased focus also demonstragstl imt@ose
topics.

Several students also recommended a connection between books and movies.
“When we finish the book, [we should] watch the movie,” Ana suggested. Miguel
recommended “more books like the ones that are like movies that you can visualize,

more drama. We should read something more interesting.” Miguel and Ana were
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indeed pleased to watch in my “Stand and Deliver,” “Casi una mujer,” and ‘@ajo |
misma luna” which | described in chapter three. As students also told me, Iheade t
mistake of showing “Casi una mujer” before we had finished re&ciiragndo era
puertorriqueiia Knowing the content and conclusion of the story through the movie
reduced their interest in following the reading.

My students’ reactions to these movies demonstrated that many of them could
relate to or identify with the movies’ borderlands topics. For example, most journal
entries written after watching “Bajo la misma luna” were longer than thé usua
closer to one page and-a- half or two instead of the required one page -- and several
expressed a great deal of emotion and examples of real people they knew, gncludin
themselves, who had gone through similar experiences as the boy protagaeirst. L
in this chapter | explain in more detail how | used those movies to guide my students
in their identity exploration and engagement in literacy.

Another student recommendation was a circular reading format which | tried
many times and seemed to work as most of my students demonstrated more interest
by participating more and by sharing more personal opinions. | will furtipdorex
that topic below under “Drawing on community.” Moreover, Miguel recommended
reading the same book together to discuss during “La Tertulia” (book club). While
that suggestion made sense to me, it came too late in the year to be able to star
experimenting with a new Tertulia format.

Another habit that | developed from the beginning of the year was orally
summarizing in front of the class the major themes the students had written about in

their journal the day before. | often also read several of their entrieshait
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permission and without identifying who the authors were. Sometimes | read the
entries of the students who, while quiet, expressed themselves quite wellng.vrit
did all of that with the goal of maximizing my students’ agency, acknowigdmid
developing their voices, and further engaging them with literacy. One ofate m
productive experiences was when | read Tony’s entry about labels, which led me t
start a new focus that had a lot to do with my students’ identity exploration.

Moreover, as | listened to my students throughout the year, | quickly cealize
how much they liked choosing their own books and disliked not having that freedom
in their English classes. The following conversation among my homeroom students,
all of whom had limited academic engagement, was quite significant. | thdwaght t
my action research would be the most meaningful if | could engage students with
little academic engagement in literacy.

Carlos: “Teachers make us read boring books”.
Jessie: “They should ask us, they never ask us. Or at least give us an option to what
we like to read”.

| also soon discovered my students’ interest in topics that did not have much
to do with belonging to the American middle class. As they were talking about not
being able to choose their readings, they all agreed with Jessie’s cothatgefit is
complicated to be Hispanic and a teenager. Families are not perfect, driatnaf
You cannot connect to the books you are asked to read in English class.” Francisca
also mentioned the difficulty of being judged as a Latina for “how you look.” They

also agreed that they were not “Americanized” which Carlos defined as Miitat
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people are like, like those big houses. They have everything they want like picture
perfect lives” (May 20, 2010).

With this conversation and others that | detailed in chapter four in mind |
decided to start bringing readings that had to do with the marginalizationltopic.
chapter three | provided the list of readings and in the second part of this ¢hapter
will provide further information about the kinds of readings that | brought. The
strategies | implemented to become a culturally responsive teaeh@eaented in
the next section.

Strategies Implemented for Becoming a More Culturally Responsive dreach

An important part of the process to become a culturally responsive teacher had
do with strategies. In order to optimally engage my students in litereegded to
implement several strategies. One kind of strategy involved drawing on the
characteristics of the Latino community. Another strategy entailed dyawirstudent
agency and holding high expectations. One more kind of strategy had to do with
drawing on a reading model. The last kind of strategy had to do with guiding my
students to explore their linguistic and cultural identities.

Drawing on the Characteristics of the Latino Community

My goal throughout my action research was to teach to my students’ zones of
linguistic and cultural proximal development. As | explained before in regardg to m
students’ linguistic zones of proximal development, | also tried to meet myni&tiate
their cultural zones of proximal development. Since | was aware of the disconnect
between my students’ home and school lives, | attempted to bridge both by adopting

several Latino cultural characteristics in my classroom and pedagogghat | relied
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on my tacit knowledge of the Latino community, on my literature review, and on
what | learned from conversations with the expert teachers. While Iwaae ¢hat in
several households literacy may have been less prevalent than oral tradition, I did not
dwell on low literacy as a negative issue but, instead, drew on oral tradition as a
characteristic that was full of possibilities. Again, as with legalithd not attempt to
inquire about the level of literacy of my students’ parents in an effort to remain
unbiased towards all of my students. | drew on the Latino oral tradition, the strong
level of interaction between people, the pronounced focus on fanfayndism
(Suarez-Orozco, Suarez-Orozco, 1995) and group (community) instead of on the
individual. I did my best to create a setting that would seem naturalnp tme that
resembled a family or a community-oriented culture with a strongraxition.

Are books used as something we essentially talk about which connects us
more to each other or is reading an activity that further isolates us? Thaheaf
my first questions when | started my research. Since | was welédheatrthe oral
tradition in some of my students’ households was quite prevalent, | attempted to
apply some of the interactive qualities of that tradition to most of our reading
activities. In other words, | tried to make reading as naturally inteeaas the oral
tradition several of my students were probably familiarized with. | inttfatethem
to perceive literacy in our classroom not as something distant but intimate and
immediate, not separate from who we were but as natural as a conversation with a
family member.

In contrast to English classes, my students never enga§edtained Silent

Reading All of the reading was done in group/s and | changed the seats often so the
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students would interact with different people from different countries. Asadk re

there was a lot of discussion connecting text to life experiences, theirsarFor
example, as we were readingGnando era puertorriquefiabout an incident in

which the protagonist’s teacher embarrassed her in front of the class slsddbehly

said, “Now | realize that my teacher was bad, that there was nothing wrdnme.”

Then Enid explained that, “When | was in Honduras my teacher asked me to write
‘bueno’ in Spanish and, because | had just come from the US, | could not write it. She
hit me with a ruler and told me that | should go back to the US” (January 23, 2010).

| organized mostly communal literary experiences in which there was a lot of
connection and interaction. Even written work was shared within the classroom
community. At any time | would bring a new literary topic for discussion.

Discussions started almost every class. With seating arrangementianteat as

mainly straight lines became circles. | noticed that the majority of stsid@ened up

more when they sat in a circle. For some reason circles made conversarns se

more intimate. | intended to have my students think that the book experience was one
to talk about, to share. The Tertulia book clubs were the most formalized forms of
literary interaction.

The reading that took place in my office during homeroom was also of the
interactive type. My motto was, “Students who come to my office have to read.”
Typically there was someone reading aloud a piece which was oftentéerby
my questions or by my students’ comments about something in their lives the reading
reminded them of. In my homeroom as well as in my Spanish classes, there was a

great deal of intermingling of literary and real life talk which mehat book
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characters and family/community members often seemed to exist iantiee s
dimension. For instance, one day during homeroom when | was reading the synopsis
of Cloe’s newly acquired book which had to do with suicide, she said, “Did you know
that the friend of Chica’s [cousin] brother who was in jail committed suicide? And
that Chica’s brother was just placed in jail yesterday and that he willlgydba
deported?” (March 2, 2010)

While | intended for my students to see the unique characteristics in their
heritage, | also meant to highlight the panethic and to build community between
students of different cultural backgrounds. | emphasized the possibilities of
connection between my students’ various countries of origin and dialects; their
cultures and the American culture; their histories; their national and La&ratures.
| called attention to their commonality of experiences in regards to labasng
often, immigration, obligations, childhood memories, gender roles, music, death,
friendship, split families, and more. | also tried to highlight the connection kath t
older generations by asking them to interview a member of their family. Thei
increased fluency seemed to have also allowed them to better connect with their
families and communities as several of them told me during focus group
conversations which took place near the end of the school year. Moreover, |
attempted to make them feel connected with each other by often changirsgtteir
during class and Tertulia time. And | drew a bridge between inherited oralaingdi
and the strong literary tradition | acquired through my studies. As | detddr the

Death Topicsection below, | also wanted to bring on the universal through topics
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such as death, spirituality, and the supernatural in connection with the maigim real
so typical of our literature. We all told stories which bound us together.

Enid’s words made me maximize my efforts of making my class format
resemble a family gathering: “Our class has so much connectivity. Hdewve
change seats often and get to sit next to different people. It is like a comriaity
are all weird. | felt that Rafael [who had been incarcerated] was like oyt
(May 24, 2010). As | mentioned earlier, | often rearranged the seats to fores.circl
Moreover, | did not provide the same kind of structure | normally used to provide to
my regular classes. For example, in the effort of creating a very itweralassroom
culture, I did not ask students to raise their hands to speak but, instead, just asked
them to speak one person at a time and to respectfully listen to each other. In my
journal I described my fifth period:
Many times | step back and let their personalities run my class. Theangdities are
unique; disrupt the normal pace of my class, but in a positive way. There is really not
much linear, non-disrupted anything in this class but each child is so visible. (January
20, 2010)
Even our library visits became interactive as | explain next.
Drawing on Community at the Library

When we visited the library | paid attention to the kinds of interactions that
took place between my students, particularly when two or more were looking at the
same book or when one was showing a book that s/he had read to another. This kind
of interactive behavior around books interested me since my focus throughout the

year had always been that reading books should not necessarily be a “siEnedust
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reading” activity as it is done in my school’s English classes. Insiatehded
reading to be a more gregarious kind of activity which resembled theautdian;
the interactive quality which | consider to be characteristic of #tma culture.
Despite the shortfalls of the Tertulia format | implemented, whichdrdesin
chapter six, | still believe that it has great potential for engagitigd_atudents
mostly for its communal quality.

The last time | took my students to the library to check out their independent
readings | suddenly realized that my emphasis on reading in communityanay h
had an impact on my students’ perception of reading as a more interactivy.activi
The uneasy experience many of them and | had led me to think about the direction
our book experience had taken. For that visit our librarian had planned a rotational
experience in which my students would be visiting a different table (there were si
tables) every two minutes. Each time they visited a table they could pick a book and
leave one on the table if they liked it less than the new one. | thought that was a
brilliant idea except when | heard that they could not speak to each other during the
whole experience. The librarian told them they could not talk which was hard to
reinforce since they seemed to like or were used to talking about books during class. |
regretted her decision since describing the books some of them had alrelaayea
have made a difference to each other in their choices and their motivation to read
them. I noticed the strong urge of some students to talk about the books they had read
or to ask the students who had read certain books to describe them. It was funny to
see how they were trying to describe books by whispering or by using something

similar to sign language. | felt that by not allowing them to talk about books vee wer
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missing meaningful opportunities to raise their interest in readingal been the
librarian, | would have added a segment in which students would be able to talk to
each other in order to answer questions such as, “Can you share with others your
favorite books so far?” or “Which book would you recommend to someone?”

The next day | asked my fifth period, “Would it have made a big difference if
you had been allowed to talk about some of the books?” Several students nodded.
Dinora answered, “Yes, | wanted to talk about the books.” Dania smiled and nodded
as | explained how | had observed that she (Dania) was trying to describe the book
she read to Melanie and Victoria by using a form of expression similarto si
language.

| also paid attention to the kinds of books they enjoyed and if they only
wanted to check out one book or more. Moreover | tried to discern if students needed
my help in choosing books or in checking books out if they could not afford to pay
their library fines. | also looked for differences between each time \wed/the
library. | noticed that the last visit saw great improvement since moshssuslere
talking with each other — even reading to each other — and with me about the books
that interested them and were more proactive than ever in finding the right books for
themselves. Several students checked out more than one. Perhaps they knew that |
was relentless in my insistence for them to read and that they would havestanwr
essay about their selected books. Or perhaps they knew that | would help them check
out books if they had a fine that they could not pay. But what meant the most to me
was that, as my student Yara indicated, students had perhaps found the topic that was

right for them after much exposure to various topics.
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Several students came to me to show me the books they had chosen, make
deals with me about my checking out several books for them, ask me questions about
the books in their hands, and more. Library visits energized me. | felt that my hard
work was paying off. | saw, with hope, less resistant readers all aroundokiagPi
their own books was an individual choice but also one that provided my students with
a sense of community.

Our last visit felt like an achievement. At the beginning of the school year a
large number of my students had openly stated that they did not like to read. Now |
saw incipient as well as more developed readers all around me. Did ltlcs@sé/as
it always there without my noticing it? Did they just need an adult to go out/béhis
way to facilitate the potential desire that had always been there to bedn hatso
thought that in the real world few teachers would be willing to sacrifice their
paychecks by owing money to the library to make their students read.

In my proactive approach, | saw myself as a literary agent who &editmy
students’ increasing motivation to read. During those library moments yhat m
students went back and forth talking to each other about the books they had already
read or were interested in reading, | felt more alive than ever. “This isfdhese
magical moments in teaching that doesn’t happen too often,” | thought. In the next
section | describe another community-oriented part of my class.

Drawing on Community during Book Discussions

As | explained before, | established Tertulias to provide another community-

building activity in which students could interact about books. While initially I had

thought this would be easy to do, | encountered several challenges. But in my
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stubborn disposition, | never gave up. Several of my journal entries wereshig¢et.
Some events in the day made me lose hope but then others encouraged me to continue
hoping. The journal entry below expresses how disheartened | was at times.
This activity never goes as well as | intend it. Sometimes | f&@l like don Quijote,
dreaming the impossible. My idealized version is that they start discussing the
books right away, that they all bring their books. Nolo, who acts as if he had ADHD,
almost never follows my dream, brings it all the way down to the mediodity rea
and makes me realize that maybe | am expecting too much of my students. In the
meantime | will continue dreaming. Some students did not have books yet.
(November 20, 2009)
As my next journal entry demonstrates, | was constantly reflecting ataut h
to make the Tertulia better.
My experience today with my second class made me realize that | need teanmake
changes when we have our Tertulia. For example, | need to sit with thrermtiffe
groups to listen and even share with them what | am reading. | need to look more
relaxed and take more part in their conversation. Next time | will ask a fewngude
to read part of their books to the whole class when we are done with the Tertulia. |
will also ask a couple of students in each group to share some of
their thoughts with the rest of the class after they are done sharing their books.
(December 3, 2009)
After much trying and finding out that many of my students would have

preferred to talk about the same book during Tertulia times, the final Tertulia
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experience was by far the most fulfilling to me. It felt like | had won tdebafly
journal entry expresses how victorious | felt.
Today | felt that | reached a benchmark. Today was the first time evedltbatny
students were almost completely involved in the activity. Believe it or noilois\
group | made him start! He explained how the previous book of the sequel he was
reading had ended so they would understand the connection between the two books. |
was in awe. Nolo, the student who would not finish or do anything in my class, who
had last finished a book in fourth grade, was talking about the connection between
two books he had read. Nolo explained, “The last book ended with a kid dead in his
arms and explaining how he had decided to quit the gang”. Enid was so excited
talking about Gary Soto’s book (“I am in love with this book!” she told me last week)
that she was monopolizing the discussion. In another group, Miguel, of Peruvian
heritage, who is very bright but is barely passing the class for not doing the vasrk, w
telling the story about a Peruvian young man whose mother gets killed and alshe doe
to have revenge. | remarked, ‘So the book takes you through all the adventures he
went through’. He nodded with really bright eyes. (May 20, 2010)

| was impressed. For the first time | could sit back and look at my work, what
| had strived for the whole year. At that moment | realized that high &tjmets are
extremely important and that teachers must keep on dreaming even if the whdle wor
thinks they are acting quixotically. | simply wanted my Latino students to balkta
books more naturally. That was my dream, and | had achieved it. One day near the
end of the school year, | asked my students what they thought about the Tertulia.

Some students agreed that at the beginning people joined the Tertulia just to eat the
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cookie but by the time of that last Tertulia they were talking much more. Nolo
recommended one big circle instead of the smaller circles. It was too tayeout
his idea. However, | continued to arrange the class in circles duringgead | had
been doing throughout most of the year. | also asked them, “Why did you all end up
reading?” Dania answered, “Because you really wanted us to read.” And Yarh add
“Because we all got to start enjoying our own topics; some people discovered the
topics that they really liked because of all the different kinds of books they were
exposed to. At the beginning they would just choose any book just for reading.” Then
| remarked, “I knew that at the beginning you thought | was a lunatic” and some of
them laughed. Then Enid explained, “I started liking to read books of my own
choosing after reading those boring textbook stories.” Next | describerhawy,
attempt to make my classroom be more community oriented, | also examined my role
as one of their community members.
Drawing on my Role as a Community Member and as a Cultural Mediator

As far as my role as a teacher, | tried to act more as an involved member of
my students’ community than as a distant person in authority. Sometimes Iwrote i
my journal when | asked them to write, and shared and listened to some personal
stories following the oral tradition. | allowed a lot of spontaneity as lonigdad not
significantly impact my goal for the day. | developed a strong relationsthpvany
of my students. | always felt respected even though it got chaotic at tiroften |
shared the general themes or read them excerpts of what | was reading@iira.
| also shared personal items such as my son’s poem about my accent, my essay about

language and intimacy, and my grandmother’s cookbook. | read an entry | wrote
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about how my father died and explained how my mother fell when she came to visit.
In a way our family members, dead or alive, had a place in our classroom. Even
Rafael, who had been placed in jail in November, remained present in our classroom
as | often spoke about him, my visit, my court subpoena, the books that | was
bringing to him and more. Several students related to that since they had famil
members or friends in jail. | shared my favorite poems and tried to explain as
humanly as possible why they meant so much to me. | also shared with them my
identity as a reader and as a writer who was currently writing a bookich wieir

agency and voices would be represented. As in a family when someone achieves
something important, we clapped in support of Nolo when he finished reading his
books -- which he let us know with victorious demonstrations.

Also in keeping with the zone of proximal development theory (Vygotsky,
1978), | tried to act more like a family member who would meet my students on
whatever level they were at. | learned early in the year that if ledany students to
become readers | would have to go out of my way for them. | often thought, “What
would | do if these were my children?” That question reminded me of the cylturall
responsive teachers Ladson-Billings (1995) described. Those teacherslievigde
that their students had the power to do well academically. They kept their dg&andar
high while they met their students at their students’ zones of proximal development.

| tried my best to attend to the kinds of books that my students were reading.
Also, if they were not reading or had not found a book of their interest, | would assist
them in finding a book and would badger them to read by persistently reminding them

to read and by telling them that | would help them choose books if they had not yet
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found any of their liking. Such I did with Nicolas. After much of my assistande a
asking again and again, Nicolas finally found a non-fiction history book of his liking.

| also checked out books from the library for several students. Moreover, | took my
students, both my Spanish classes and homeroom, to the library. | even bought books
for Nolo after | found out that he liked Reymundo Sanchez’s books. And | kept that
author’s books in my office available for other students (two males and tweemal

who had previously been resistant readers and had also become fascinated by that
author’s books.

My office, which was meant to be the dean’s office, turned out to be much
more than that. In a way it became an extension of my classroom. | had a lot of books
in it and regularly referred students to them. | read to and with my homeroom
students almost every day. And as we read books, especially about matomaliz
topics, we discussed the readings mostly by talking about similar stores Irfe.

Other students, typically the ones who were often in trouble, frequently joined my
homeroom students. At one point | started to add seats to my office and to configure
new arrangements for the furniture. As | was reflecting about wisathiat helps
non-readers become readers | wrote: “I am starting to wonder if this stogst of

all about my incessant actions to instill the love of reading in my studenty’IMa
2010). Thinking about the students who visited my office and the topics that
interested them, | laughed in wonder. “What is it that motivates some unmotivated
male readers to read?” | asked myself. Those students were supposedlyatachot
readers but went out of class, even English class, to read at my office aboctechara

who dwelled in marginalized spheres (Leslie, 2000; Moje, 2000). Perhaps several
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students identified with marginalized reading topics that were not cowetleelir
English classes.

As time went by | started reflecting about the literature | hadwedeon the
important relational role that adults may play in the lives of immigraidreim
(Suarez-Orozco, Suarez-Orozco & Todorova, 2008). The day that | started to wonder
more deeply about my role was when we were readajgs de cartonA part of the
reading described how a teacher took the protagonist child under his wing. After
reading, | asked my students to think about their best teacher and | wasdurpris
hear my name coming from Miguel’'s mouth. Then | heard Nadine say, “Ms. Cabrero,
you are the most inspirational teacher.” | was surprised because, in stgrdon
experimenting to find the best way to reach my students, | never felt | was an
effective teacher. | smiled, hugged Nadine, and quickly took the conversation to
another place.

While that topic was not one | thought about when | created the focus groups’
guestions, my reflections led me to bring that topic to one of the focus group
discussions. Again | was surprised at the responses of my students. Their opinions
made me realize that the role of a teacher in motivating her students to learn has
great deal to do with how important those teachers make them feel. In other words it
has to do with the degree of agency teachers recognize in their students and how
much teachers listen to their voices. The lines below were also a ausataf
surprise:

Dinora: “I think more of youas a ...”

Isabel: “Counselor”
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Dinora: “I don’t know if counselor is the right word, cause we could tell you anything
and you would care”.

Teacher: “Does it have to do with belonging to the same culture and
language?”

Dinora: “Yes because you are Hispanic too”.

Teacher: “So you are saying that as a teacher | am more like you?”

Dinora: “Yes, you understand our situation. You never give up on any of us, not even
on Rafael [who was in jail]”.

Teacher: “So what recommendation would you give to teachers of Spanish for
Heritage Speakers?”

Dinora: “Be someone like you who knows your students; someone who cares; you
know about them, their favorite things; what they are like; get to know them and
know them better. You remember everything about each one of us. That is how you
can make students want to read more.” (M&030)

As | started wondering more about how my role impacted my students’
interest in reading. | added the next question to the reading questionnaire: “My
teacher had __ impact on my interest in reading” (Appendix K). Students could
answemo, a little,some or a lot. The greater percentage of my students’ answers
were within thesomeanda lot categories, with a combined 57% for 1.5 males; 83%
for 1.5 females; 75% for"2generation males; and 69% fdf Beneration females
(Table 12). Of the entire 34 respondents who answered that question, more than a
third said | had impacted their reading a lot. Regarding reasons, one student’s

response had to do with my perception of his agency. He wrote, “Mrs. Cabrero has
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helped me a lot because she pushed me over the limit that | did not know that | had in
me.” One 2 generation female wrote “If it weren’t for Ms. Cabrero teaching us
about our Hispanic culture, none of us would appreciate it as much as we do (even
though maybe we did).” AnotheP“Qeneration female wrote “She would try to get
us to read by setting up Tertulias to share our books, and would also choose various
stories to read. Lastly, she would jeopardize her library privileges to o¢tlooks
for us when we couldn't.” Anothef®generation female expressed “Because she
would try to get us to read and have Tertulias so that we can share with others. And
when we shared | got interested in the books people read also.”
Drawing on Student Agency and the Power of High Expectations

| often wondered, particularly at the beginning of the school year, if | was
expecting too much of my students. From the onset | was asking them to read books
independently and to write five-paragraph essays in Spanish. Initially | noticed how

several students did not have books to read for different reasons such as the obvious

one
No A little Some A lot
# % # % # % # %

1.5 males 2 29% 1 14% 1 14% 3 43%
1.5 females 1 17% 3 50% 2 339
2" males 1 13% 1 13% 4 50% 2 259
2" females 4 31% 4 31% 5 38%
Total 3 9% 7 21% 12 35% 12 35%

Table 12:Teacher Impact on My Interest in Reading
of owing money to the library. But the less immediately apparent was not having

someone who would be there taking them through the initial needed steps. By doing
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that | learned that teachers could still have high expectations while lesimgnsive

to their students’ zones of proximal development (Moll & Greenberg, 1990;
Vygotsky, 1978) as each student goes through his/her unique transition from being
less of a reader to more of a reader.

Besides taking some of my students by the hand, | compelled them in
additional ways to rise to my expectations. As described in the previous section, |
consistently strove to be an agent in my students’ transformation frommesista
readers to less resistant readers. Nevertheless, on several daysiome
discouraged feeling that my experience of teaching for almost 20 yeaes sne
poorly when it came to heritage speakers. My doubts about not micromanaging their
reading and essay choices or of assigning tasks that were too hard were quite
unsettling at times.

But by the end of the third quarter my disquieting feelings turned to surprised
satisfaction. The great majority of my students were seemingly geadin
independently which was reflected in their essays which I had required theiteto w
once a quarter since the beginning of the school year. While | had alwaysdequi
them to write five-paragraph essays, as the year progressed, the pareagragti$o
be longer and in several cases more personal. In addition, as | had alwargs neyui
students to rewrite their essays, they now mostly rewrote them withouguoigre
reminders. And their essays indicated more identification with the reaxprog they
had chosen. It seemed that many students had found a topic of their interest as one of
my students had explained to me when | was querying about why they had become

more engaged during Tertulia book discussions. The Tertulias became much less
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chaotic and, clearly, almost every student was talking about a book s/he wag.readin
Moreover, when they wrote their journal entries, they were quieter andfocosed.
Their journal entries were longer and reflected deeper reflection about borderlands
issues. | was starting to feel that my incessant actions wergy fo@gling off.
Drawing on a Reading Model

Another way | drew on my students’ agency was through the use of reading
models. When | noticed Tony and Karen’s charismatic influence on the other students
coupled with their interest in reading out loud in front of the class, | started using
them as reading models. While | was aware that the number of reading wadel
quite limited, the fact was that the great majority of students did not feebdafié
reading aloud in front of their peers. In my fifth period, Tony began as a quite
invisible presence. In fact he skipped the first couple of days. But Tony evgntuall
demonstrated his leadership soon after | discovered and acknowledged that his
eloquent writing had to do with his extensive reading experience.

The first time Tony read aloud in Spanish he read so fast that students looked
quite shocked. It seemed to me that they felt intimidated by someone who was able t
read that fast in Spanish. When | discovered that my role in reading aloud was not
always as well-received as when students read, | started requestngl loither
students’ help. Despite Tony’s first intimidating display as a readeQn discovered
Tony’s talent as a reading model when he read out loud, at a normal pace, the
textbook story about the Peruvian canons. | gave Tony full reign of the stoxy. | tol
him, “You can stop anytime for commenting about words and themes, asking

guestions and more.” As he read, | was beginning to feel this sense of awe at the
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majestic description of nature when suddenly he stopped what he was reading to
express “wow!” Then | added, “This is a wow moment. Don’t you feel you are
there?” When he read the waeimperamental explained its meaning, which he
summarized as “bipolar.” | answered, “Well, yes, or more like how gielstiefore
they get their period.”

Tony’s interaction with the reading, his stopping to comment on what
interested him, his pointing at words that he had not heard before or that sounded
special, his natural changes in reading pace as of one who is really thinkimg as
reads and is trying to decipher what he is reading were quite special and geimiine
agency was shining right through. Tony modeled the kind of reader | wanted my
students to become. It was then that | realized that | would treat Tomgadiag
model, that students were naturally starting to perceive and respect him dsaseich.
on, Tony naturally took on his reading role as we read and discussed a chaper of
Transcendent ChilRubin, 1996)

Since | had already realized that many of my students preferred tlee circ
format, | decided to form a circle which became larger as students weiarfma
their individual assignments. | asked different people who did not sound too articulate
to read. | was starting to worry that the students would lose interest in dggrea
Then | noticed that Tony was paying attention as he was finalizing his pi$gect
when he was done, | asked him to come and read. In his typical pleasantly eccentric
manner, he sat right in the middle of the group and proceeded to read. His tone was
emphatic and very clear. He read for over an hour which was making me thihk that

was probably getting tired. But he continued to claim that he was not tired. Tony, as
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usual, did a brilliant job at reading which demonstrated to all that reading is orse of hi
favorite activities. He stopped to gaze at students who whispered, at which point they
became apologetic. That experience again confirmed my original thoughbthat

was indeed a great reading role model.

In my other class, Karen'’s initiative to “sacrifice,” in her own words, snce
one else liked to read aloud, her appreciation for her heritage culture, and her
intention to become fully bilingual drove her to read several times a week. Her
classmates listened when she read. To this day she visits me in my officarafte
hugs me each time.

The following section illustrates how | guided my students in the exploration
of their identities through literary topics. It demonstrates how | usssreh as a
vehicle for identity exploration and how | went about guiding my students to explore
their linguistic identities. | describe the different strategiestus facilitate my
students’ exploration of their borderlands identities as well as the exploration of
marginalization experiences. Furthermore, | explain how my students lookeldento t
topics of labels and death. Last, | discuss how | used writing to help my students
explore their multiple identities.

Guiding Students in Identity Exploration through Literary Topics
Teacher: “What does the Puerto Rican girl in Nieto’s book mean when she says sh
wants to be somebody?

Marcos: “To be recognized, to be yourself.”

Enid: “Identity!”
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In this section I illustrate my various attempts to guide my students through
the exploration of their borderlands and linguistic identities. My goal waciiddte
my students’ engagement in literacy through topics they identified witesépt
various literary topics | led them to read, discuss, and write about, and explain how
utilized discussions and writing as vehicles for identity exploration. Funtre, |
describe how | sought to get my students acquainted with research that would help
them find their own definitions of their national and panethnic identities. Last, |
discuss how | familiarized my students with the topic of labels and their irapact
minority teenagers’ sense of identity.

The most direct way | helped my students explore their identities was though
research. In the following section I illustrate how | used the literatienéewed to
familiarize them with research on the identity of minority adolescértiso explain
how | guided students to conduct their own research on their national and panethnic
heritage.

Research as a Vehicle of Identity Exploration

When | realized that many of my students were lacking in heritage
knowledge, | decided that a great portion of their learning would come through their
own channels and initiative. | tasked my students with doing research about every tw
weeks on several identity-related topics such as positive characseaistiut their
heritage, news about their national heritage, an influential Latino/a, therrtéa
piece of music, an interesting cultural characteristic, health beog&fittino food
products, the history of the world cup or any other sport related event, and so forth.

Sometimes groups consisted of students from the same heritage. While there were
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minimum requirements as to the format of the research projects, | alloywed m
students freedom to follow their own directions in their inquiry. | also often asked
them to share their findings with their classmates. | thought that it waspantant
for them to learn from each other in order to discover the differences and
commonalities between their heritage characteristics.

| also shared with my students what | was learning in my literaturearevie
regarding topics related to issues of identity. As | indicated in chapterdbarang
class | read excerpts aloud from Nietd&irming Diversity(2008), Stavan’s
Spanglish(2003), Portes and Rimbaud’sgacieq2001), Suarez-Orozco, Suarez-
Orozco and Todorovalsearning a New Lan(2008), Oboler’s Ethnitabels
Latino Lives(1995), Mendoza-Dentontldomegirls(2008), and Rubin’$he
Transcendent Child996) (Appendix C). During most of the readings students
remained silent but did not demonstrate any indications of boredom. In the section on
marginalization topics | provide further details about some of the discus§lams.
topic | address next is linguistic exploration.
Linguistic Exploration

In the course of the school year | guided my students’ exploration through
several language-related readings (Appendix D). When | was gettidyg to
introduce the topic of linguistic exploration, | asked “What is the differentveclea
being partially and completely bilingual?” Marcos answered “That youspaak
Spanish but you don’t really read it.” | then started talking about the difference
between diglossia and Spanglish. | shared my opinion that Spanglish is perfectly

natural although, according to research, being bilingual is much more beneficial for
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the 1.5 and " generation immigrant. | read an excerptéyacieqPortes &

Rumbaut, 2001) Then | proceeded to read some Spanglish words. | ended the lesson
by reading my son’s poem about my accent. For a few more days | continued readin
several Spanglish words from Stavans’ book.

One day | asked my students a blunt question. When we were reading a
passage frontajas de cartérabout how one Latino boy did not want to speak to the
child protagonist in Spanish in front of their teacher, | asked, “Would you have
become ashamed?” to which Chris emphatically answered, “I would have néver fel
ashamed.” By that question | wanted my students to start exploring how they
regarded the Spanish language. | also eventually asked my students to writeebout t
difference between Spanglish and bilingualism.

While they were writing | was impressed with their degree of coratgont
and the increased length and depth of their entries about the language topic as
compared to other topics they had written about earlier in the school year. Jukt as wi
the topic of labels that | explore later, they seemed to have a lot to write ladout t
topic of language. As | normally did before they wrote journal entries, | have t
free reign within the assignment topic as far as the focus of themgvrithey could
be personal or philosophical. They could invent a story, write a poem and more.
Nadine, who repeatedly told me that she did not like to write, was totally quiet while
writing, which was quite unusual for her. Very soon she showed me her completed

task quite proudly.
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Borderlands Identity Exploration

| acquainted my students with numerous readings that had to do with the
borderlands experience of living as Latinos in the United States (Appendix the
sections below I illustrate how | guided my students through their identity
exploration. The first topic | led them to explore had to do with labels.

Labels Topic.

“The class has brought more of my Hispanic side; | feel more Latina in
general,” said Enid. When Enid uttered the ldfhispanicandLatinain the same
sentence as we were reaching the end of the school year, | was pleased. By
limiting herself to just one label, the one Latinos had been officially ideshtifith,
she was demonstrating that she was perhaps starting to create her ovai sense
identity, what | had strived for. | remembered what the literature sweghabbut the
correlation between minority students’ self-labeling in more comples way
constructing their own more positive sense of identity, and better academic
engagement (Zarate, Bhimiji, & Reese, 2005). Reading Ob&#trsc Labels, Latino
Lives(1995) also made me more aware of the negative impact of labels on minority
students. Thus, | decided to directly present to my students some of thelrésearc
Oboler and by Zarate, Bhimji and Reese regarding labels and the construetion of
positive sense of identity. | also explained the difference and relationdretwe
identification and identity according to Gans (2007).

After getting my students acquainted with that information, I initiated
discussions about the topic by asking them, “Who are you? Do you know who you

are? Or do you wait for people to tell you who you are?” Subsequently | referred t
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the topic every chance | had throughout the year, especially when weéuaado

era puertorriquefa | also asked them to write a journal entry about the togiels,
Identification and IdentityTo encourage their own sense of identity exploration, |
told my students that they could frame their entry in any way they wanted asslong
they gave me the best entry they had written so far. As was customary, émeadfs
the entries that | thought would guide my students in their construction of more
positive and stronger sense of identity. As a concluding activity, | askediadgnss

to do an identity project. As | indicated earlier, | handed to them a sheet of ptper w
a simple drawing of a shirt. | asked them to draw several ways they idatifieto
provide a written description for each drawing in Spanish. | required them ta@rovi
at least one linguistic and one cultural representation. In chapter four | pfonate
detailed information about that project.

When | began to discuss the topic of labels, | noticed that many students,
especially the ninth graders, had not thought much about the topic before. I could tell
by their difficulty in responding when | asked them questions about the topic. This
verified what the literature on social identity in minority adolescents stgge
(Phinney, 1989; 1993). According to Phinney, adolescents start to explore their social
identity in middle adolescence or around tenth grade. Nevertheless, as tlamdlass
focus group discussions went on, these students became somewhat more expansive
when they spoke about the topic, which may demonstrate that being open to minority
students’ agency and encouraging their voices might help them start questiening t
way society identifies and labels them (Diaz-Greensberg, 2003). Sevdralrobte

academically engaged younger students showed evidence of beginningdmplay
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with the labels that refer to Latinos (Zarate, Bhimji, & Reese, 2005). Xaonge,

two of the top students self-labeledLagino/Hispanic & Americarfmale)and

Spanish, Bolivian & English, Guatemalan & Ameri¢éamale). Another
academically engaged female ninth grader simply expressed émét define

culture-it is just sticking to customs from place born and where | live now.” Nb nint
grader used the sole tekspanic --only one tenth grader did.

Some of the older students, especially Tony, had much more to say about the
topic of labels than the younger students. Even though he chose not to identify in
linguistic or cultural terms, his essay on the topic of gender roles, in whichokes wr
about labels clearly demonstrated that he had thought a great about the topic. As
demonstrated in chapter four, the message of his essay conveyed that we are much
more than a label which was what initially launched us towards the laipats

| was as candid as possible with my students in my explanation of labels. |
explained that sometimes labels limit us, that they come from the outside amky unfa
affect the way we look at ourselves while my students listened absorbediyl The
explained that we can have multiple ways of identifying and used myself as an
example.

One of the discussions | led had to do with the labels attributed to immigrants.
After Yara criticized the behavior of newly arrived immigrant studdmsnducted
the following conversation to help my students understand how some of tHem, 2
generation immigrants, could treat tiégeneration immigrants (their own parents
included) unfairly. | also wanted my students to understand the internalization of

society’s identification in the identity of2generation immigrants:
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Teacher: “Are there any special labels for new immigrants?”

Yara: “People call thermojados(wetbag andchents.

Teacher: “What does ‘chent’ mean?”

Dania: “It comes from Vicente, a name used a lot in Mexico”.

Teacher Assistant: “They used to refer the ESOL hallway ashtre
hallway”.

Nolo: “And upstairs they call it the Mexican hallway”.
Teacher Assistant: “The teramentis used by people who have been born or raised in
the USA to refer to people who just arrived from other countries”.
Teacher: “So bghentyou mean the people who have not assimilated yet to the
American way. So it seems that you have adopted American values. But often the
issue for many’?| generation immigrants is that they buy into the negative image
about Latinos. That is something that happens to kids who grow up here, the kids who
are notchents: (March, 16, 2010)
After | uttered that last comment, my students stared at me wordleds waie me
think that perhaps they were either thinking about their situations as iamtsgr
children of immigrants or did not understand what | said. Or perhaps they simply did
not understand the message that | was trying to transmit. In the next $@casant
another discussion on identity that | attempted to lead without much success. The
limited answers or silence of most students demonstrated that they etthreatha
thought much about the topic before or they did not feel comfortable speaking about
it. However, asking rhetoric questions was something | often did to introduce ltopics

wanted my students to start thinking about. Some of the questions may have also felt
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too personal for my students so | never forced them to provide answers. When | asked
“Do labels limit people?” the only response | received was in the form of aajuest
“What do you mean by a label?” Marcos answered: “Like when someone calls
another person retarded.” Then when | subsequently asked “Is the word Hispanic
neutral, positive or negative?” only one person answered, “Neutral.” Only Karen
referred to the prejudice phenomenon: “Or maybe people think you are a gang
member. The other day [at a store] this Chinese woman started pretending she was
not looking at Margarita and me, like we were going to steal something.”

| took that opportunity to explain the difference and connection between being
identified from the outside and how you identify from the inside according to what |
had read in Gans (2007). Then Francisca asked, “What does identity mean?” to which
my homeroom student Jessie answered, “It means how you see yourself.” | lboked a
her and smiled since | was so pleased that she had finally expressed her opinion about
an abstract concept such as identity. She had never done that before. Perhaps she was
starting to explore her identity. Jessie responded to my smile with a proud smile

Whenever | saw the opportunity, | referred to the labels topic and mentioned
the different ways some people may be labeled depending on the different
environments in which they exist. By that | intended to convey that unfair labels can
take different forms depending on the environment. For instance, as we weng readi
a passage frofBuando era puertorriquefie which Esmeralda’s family gets into
their first taxi in New York City and the taxi driver does not treat them nitelsked

students to explain this incident. After Tony answered “Because the izt was a
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racist,” | explained, “Well, she went from being labeled ‘jib&ria Puerto Rico to
‘spik’ in New York City.” Again students stared at me without saying amghi

Exploring the Borderlands Experience.

Through readings that involved borderlands topics | meant to facilitate my
students’ understanding of their borderlands identities (Appendix D). One of the
reading topics had to do with the colonial experience as illustraiorderlands/La
frontera(Anzaldua, 1999) an@uando era puertorriquefigsantiago, 1993 Another
topic was immigration which included th&, 1.5 and ¥ generation immigration
phenomenon; illegal immigration; the split family; the typical nomadic natutteeof
lives of immigrants; traveling/living between different cultures; scleaperiences of
Latino and other racial minority children; the obligations of immigrant childaed;
the relationship between identification and identity. These topics were pireSkeat
reforma migratoria para el 2010” (articlegarning a New Lan@Suarez-Orozco,
Suarez-Orozco & Todorova, 2008ggaciegPortes & Rumbaut, 2001Affirming
Diversity (Nieto, 2000), “I Am Who | Am” (poem)Cuando era puertorriguefja
“Boricua en la lund (song), andCajas de cartén

| took the opportunity to discuss the topic of colonialism when we read in
Cuando era puertorriquefiabout how Americans were commissioned to go to
Puerto Rico to show Puerto Ricans how to brush their teeth and to recommend them
to eat some kinds of fruit which were commonly found in the United States but were
nowhere to be found in Puerto Rico. | then talked to my students about the culture of

colonialism in Puerto Rico, how many Puerto Ricans admired anything American.

18 The term “jibaro” refers to people who live in tRaerto Rican country side. While that term has
been used as a form of compliment, it is ofterdusea derogatory way to refer to country people.
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Subsequently, | explained the concepts of cultural and social capital. Studemts see
really focused on the reading. | was surprised when | decided to stop reading since
had not realized how much in tune they were with what we were reading. Enid
insisted: “Let’s keep reading. We never read enough of this book.” | then asked,
“Why? You like this book?” Several of them nodded.

Another time | read in Nieto’Affirming Diversity(2000) about the school
experiences of Latinos and other minority students through their own voices. |
focused on the voice of a Native American student. Students listened quietly until we
reached the topic of teacher expectations. | stopped reading to ask, tifevefs
your teachers had low expectations for you?” Several students nodded and Enid
explained, “My pharmacy teacher treats the Hispanic students differethdly’t feel
like trying after that.” | answered, “Don’t ever stop trying becauseeso® does not
believe in you. Never allow that to happen.”

We spent several classes discussing immigration-related topics. rsadve
Cuando era puertorriqueii&lmer expressed how that book reminded him of when he
moved from El Salvador to the United States to live with his mother after Eevera
years. Other students such 85deneration Isabel remarked during class that that
book was her favorite in the school year because she found the topic of moving from
Puerto Rico to the United States quite interesting. While she did not have first-hand
experience of immigrating to the United States, she often told stories about he
parents’ experiences as they moved to the United States from Ecuador @&d Chil

| also guided my students to start exploring the differences betwe#rb1

and 2¢ generation immigration experiences. Moreover, | intended for them toerealiz
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that more Americanized"?generation immigrants may feel superior togéneration
immigrants, their parents included. So | facilitated the following disonssi
Teacher: “Do you perceive any differences in the behavior® afid 29 generation
immigrants?”
Yara: “I* generation immigrants behave weird like the guys who stand in the hallway
and look at you when you walk”.
Teacher: “So do you mean that there is a difference betweamd1?? generation?”
Enid: “Yes, there is a difference in their behavior”.
Teacher: “So, are you expressing shame about the behavibgehération Latinos?
Do you feel ashamed about your mother?”
Dania: “No” (the rest of the students stayed quiet).
Teacher: “My sons often laugh at me about the way | act and speak. My son even
wrote a poem about my accent”.
Enid: “When my mother is mad at Yara and me, we make fun of her. We tell her:
‘What did you say?”
Dania: “Sometimes my mother surprises me. She would say something ishEngli
which surprises me. Then | would ask her, do you know what that means?”
(February 16, 2010)
We all laughed at Dania’s words.
Another conversation | conducted as we were about to start re2ajag de
cartonhad to do with the typical immigrant’'s experience of moving often. | started

the discussion by asking my students, “If you were told that you suddenly had to

219



move and could only take very few things with you, what would you take?”
Some of the items mentioned were an ipod, xbox, Bible, and underwear. | used that
opportunity to explain the terohesarraigadauprooted). Then we read the part where
the child found out that he had to move again just when his teacher had told him he
would teach him how to play the trumpet. Then | asked, “When do you think it is
harder to move?” Some answered “middle school” and others answered “high
school.” Yara, who had moved back and forth from Honduras, answered, “In high
school since it is harder to make new friends.”

Following our discussion about moving often, | asked my students to write
about a trip. As with all the other journal entries | allowed them to give iiise t
they wanted. For example, it could be a real or imaginary trip. Nadine viras tigrd
to remember when she moved here from California. Nicolas wrote about his trip to
Texas to meet his grandfather. Some students described experiencesahadower
intimate and emotional to be able to be shared with the class. In contrast to most of
the other entries, | opted not to read or summarize what the students had written.
Elmer explicitly told me not to share his entry with anyone in the class. He ddal m
an emotionally detailed account of when he moved to the United States to live with
his mother after having lived with his aunt for several years. | includedptsad
several entries in chapter four.

Of the book€LCuando era puertorriquefiandCajas de cartonthe latter was
the one that students identified with the most, mainly because of the nomadic
condition characteristic of the migrant worker. Many of my students had moved more

than the average person. Enid, who chose to read that book for her independent
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reading, told me emphatically, “I like it a lot. | cried a lot reading it bseat

reminds me all the times | had to move. Just when | thought | was close with my
friends | was told that | had to leave.” Moreover, Nicolas seemed to haveietent

with the fruit picking topic ofCajas de cartonBesides Nadine, he was my only

student who had lived in the southwest (his grandfather lived in Texas). Half of his
heritage was Mexican. Nicolas was not one to participate much in class aissussi

but he gave his most emphatic and clear answer, like the one uttered by someone who
knows exactly what he is talking about, to my question, “Why does the father count

the boxes?” He answered, “Because he is counting the fruit he has picked to get

paid.”

Cajas de cartoralso included the topic of obligations of children of
immigrants. In this true account, the protagonist child had to care for his younger
brother alone in a car while his parents and older brother were working on the field.
He was eager to start working with his parents so he would not be left behind taking
care of his younger sibling. | felt that topic was also very close to wfamy
students who could not often participate in extracurricular activities siegentad to
leave school early to pick up and take care of their siblings. Many of my stadsmts
spent long hours without seeing their parents while they were away workingalay a
night. After discussing that topic of obligations, | asked my students toatnwtet
the topic. Margarita’s entry below was the most memorable of all of rdgstsi
journal entries. She explained how responsible she felt for her younger brother for

which she felt absolutely no regret.
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When | was a little girl | had to take care of my brother. My older bratlasrour

father and mother in one person. But when he died | did not know how to make my
life function. But since my older brother used to take care of us | had to start taking
care of my little brother. | was a mess when my oldest brother died but | had to put
myself together for my little brother. | had to comfort him during the fikzttims and
later when my parents were not at home. | used to be the one to cook for him and
used to help him in his homework. Taking care of my brother meant everything for
me. And it is still my obligation but | don’t feel forced. | do it because | love my
brother and want the best for him. Now he tells me | am like the mother we did not
have. He is my priority. Now | cook only during the weekdays. On the weekends |
rest” (April 26, 2010)

Exploration of Borderlands Experiences through Movies.

Another way | acquainted my students with the exploration of borderlands
experiences was through movies. Once or twice a quarter, | showed a moyie to m
students. Early on | showed them “Stand and Deliver” about a math teacher whose
high expectations, belief in his students’s potential and hard work to bring them up to
his expectations, led the students to succeed in AP Calculus at unprecedented levels
The students, many of whom had not seen that movie before, looked really engaged
while watching it. It was also meaningful that the teacher, Jaiméaiseawas of
Bolivian heritage since several of my students were of Bolivian heritage. @mg of
students was in fact related to him. Miguel, the student with really bright eies, t

me that, while he could really relate to the topics of “Stand and Deliver,” he could not
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relate to the topics of his English class. He explained that the movialreldies life
although he did not specify how.

As stated earlier, the second movie | showed was “Casi una mujer”, based on
Cuando era puertorriqueiand its sequelA\lmost a Womafi1999). This movie had
to do with the borderlands experiences of a Puerto Rican female teenager who had to
move to the United States when she was in eighth grade. | asked my students to
answer several written questions that had to do with having to live between cultures
and with the topic oflesarraigo(uprootedness). The students seemed very engaged
as well while watching that movie. However, some students eventually reconmdnende
not showing a movie before we had finished reading the book since “Casi una mujer”
retold almost the whole story Guando era puertorriquefi@hich may have been
the reason some of my students lost interest in that book as the questionnaire
reflected.

A movie which many of my students identified strongly with was “Bajo la
misma luna.” That movie told the story of a mother who had to leave her child behind
in Mexico to work in the United States. That is a well known experience that many
immigrant children go through (Suarez-Orozco, Suarez-Orozco, & Todorova, 2008).
In fact, a large number of my school’s students have gone through that difficult
experience. That movie integrates several borderlands topics such ag tlaengdpli
immigration, illegal status, discrimination, poverty, uprootedness, hard
uncompensated work, and more. The main reason | knew many of my students had
identified with the story was the journal entry they wrote after theyhedtthe

movie. For some reason many students became highly emotional when they wrote
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their reactions. Many of them wrote of their own experience or the one of someone
they knew. We had recently read an article on immigration reform and studénts ha
talked about how the families were being separated — “even small children wer
separated from their mothers,” as Nadine exclaimed. Nadine said emibhatcke
watching the movie, “I have to move because this is making me very sad,” which
may have meant that she wanted a more private seat as she was fediioigatmo

| asked the students to write a whole page and-a-half with more elevated
vocabulary, connection words, synonyms, and no repetition of words. | was not sure
whether it was due to my heightened requirements or because they were more used
and able to write longer entries, or simply because that movie elicited strotigresm
in my students. But the great majority of the students looked more engaged than ever
as they wrote. This time my only requirement was writing a reactidretmovie.
Even Nadine who had always stated that she did not like to write said after ske wrot
two full pages, “Look, Ms. Cabrero, | am done.” | was really impressed. Migwel als
wrote a considerable amount — almost one page - even though he barely ever finished
anything that he started. David, who had failed the previous quarter, and Melina
wrote one page-and-a half as well. “Impressive!” (April 19, 2010), | wrote in my
journal.

Exploring Marginalization Topics.

As | started discovering that many of my students chose books for their
independent reading that had to do with marginalized topics, | decided that | would

devote some time to discussing, reading, and writing about those topics (Appendix
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D). In chapter three | provide a list of those topics. | wrote the followimgyi

journal,

| wonder if books with violence attract more certain kinds of students; also books
with crisis, addictions, like Carlos’s book choices. There is so much drama in the
lives of some students that those may be the topics they relate to the most. Severa
students, such as Nicolas, seem to likeBlutord High seriewhich have to do with

the lives of mostly African American students. (January 20, 2010)

The first time | talked to my students abdiferencias socioeconémicase
were readingCuando era puertorriquendrotagonist Esmeralda described her
perception of private school students as they were heading to school. | asked, “How
does she perceive them?” Isabel answered that “They are differertiysolcaalded,

“Yes, socioeconOmicamente.”

The experience of having my student Rafael incarcerated after a gattemninc
was one | intended to share with his classmates as much as was legati pbssi
decided to inform them about what happened when | visited Rafael in jail and when |
was subpoenaed to court. | read them some of the letters Rafael wrote tolme and
asked them to write him notes which | included in my letters to him. | also dhowe
my students the books that | took to Rafael and asked them to recommend books for
him to read. Rafael had been a part of our classroom family and | was not planning t
suddenly eliminate him from our immediate experience regardless of thy gifa
what he had done. | had and still have hope for his redemption. He was only“iS, az
generation child product of downward assimilation (Portes & Rumbaut, 2001) at the

time of the incident.
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In my mind, Rafael's experience connected with Nicholas’ who was having a
hard time leaving the gang life. | told Nicolas, “So you mean that | istl laave to
visit you in jail like I have to do with Rafael? Because | will not give up on you.”
Knowing that Rafael’s incident was part of my students’ immediate
experience, | read to them the poem “El llamado” (The Call) regarding latiene
experienced by someone who is in jail. Moreover, | soon decided to read them
research on the topic of gangs and jail. In addition to learning about Rafaelpfsome
my students had knowledge of gangs because of personal or second-hand experience
| had also noticed that several of them considered violence as an integral part of the
Latino culture. So | read excerpts frégtomegirls(Mendoza-Denton, 2008) as a way
to make them stay away from gang life or from identifying as gamglress. | read
my students a piece on the voices of gang members who demonstrated, to a stronger
degree, the same characteristics that were typical of the relatioadmef' and
2"%eneration immigrants. For example, | referred to the disrespectfuheegthat
1% generation immigrants received froftf generation immigrants. The gangs in
Homegirlswere divided according to who had come more recently to the United
States. | read about the different physical ways the members of eacilgatifeed,
and more. My attempt was to make them understand the negative, even silly, reasons
that people divided to join gangs and hurt each other.
| also read about how the gang members dressed and how they divided by the
language they spoke; how thertefiasconsidered theurefiasas inferior and the

insults they used against each other. | said,
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It makes me think of what some people in this class have said about the newcomers
and how they have even used similar terms suchagsdogwetbag] to refer to
them. It also makes me think about how matfyg2neration Cubans in Miami
treated the newcomer Cubans. | wonder if in the pursuit of status we tend to treat
others, even members of our families, not so nicely. (February 16, 2010) And | left i
there as they again stared at me wordless.

| also read to students an excerpt from a story told by a former gangemem
(Nieto, 2002). The story illustrated the experience of a student who tried todutcee
school and his eventual disengagement from gangs. Students seemed very interested
as they were all paying close attention. Even Alberto, who eventually went to an
alternative school for a behavior disorder, was paying attention. Nolo asked him to be
quiet and pay attention when | was getting ready to start. And Nadine, who always
had a hard time being quiet through anything we did, said emphatically when |
finished reading, “That was good!” Then Daniel, a former gang member who often
was quite disengaged from class, commented, “A gang member camheaang
anytime to accomplish what he wants.” But added that, “A gang member isalwa
part of his gang.” | asked, “Why, are they like a family, sort of like yowakvays
part of your family?” He nodded. | asked him to explain further, but he replied,
“Forget it.” | realized that this was all he was ever going to tell me &ftlit at that.
| used the opportunity to share my experience with a former student who ended up in
jail despite his early identification by a university for his acadgrromise. | said,
“Yes, he drove me crazy but he was really smart. He served prison, had ismhe fr

die, learned his lesson and eventually went to college.”
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Another marginalization topic we discussed was poverty as it was presented in
the story of “En el fondo del cafio hay un negrito,” about a poor family living in
Puerto Rico’s wetlands. | also referred to the topic of poverty when we reaskb@@as
from Cuando era puertorriquefndescribing the protagonist’s zinc house with a floor
made out of soil. When | asked them if they had seen houses like that, several
students agreed emphatically like, for example, Karen who explained having seen
many houses like that in El Salvador.

The following focus group discussion illustrated how several of my students
liked reading topics that had to do with marginalization. This focus group, which
consisted of my homeroom students, referred to what they found interesting in some
of the independent book choices they had liked that school year.

Nelly: “Baby girl gets raped. That was interesting”.

Jessie: “In my books | was interested in families that were not perfettdrama.
You can connect to it”.

Francisca: “I guess because we have been through it. | think that lotspaiitis go
through more of that than the White students. Also they [White Americans] don’t
even know you but they judge you by how you look”.

Teacher: “Do you think that if books painted a perfect life you would be bored with
them?”

Carlos: “Yes. Happiness, there is nothing to it”.
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When Francisca and Carlos agreed that they lkagds de cartonFrancisca said,
“Yes, like my mom, she likes moving a lot; that makes me mad. | have to keep going
to faraway places to see her.”

Carlos: “My dad moves a lot”.

Teacher: “So you lik€ajas de cartdérecause you can relate to it?”

Carlos: “Yes”. (May 21, 2010)

Jessie did not fin€ajas de cartério be boring either. When | asked her to describe
what was interesting about it, she answered, “His pain is interesting taises to
go through that” (May 21, 2010).

During another focus group discussion, Dinora made a comment about the
less than ideal experiences of the characteBajas de cartonwhich did not stop
after they had crossed the border to California: “Yes, the bGgjas de Cartorsaid,

‘but this is not California’ because nothing had changed after they had crossed the
border” (May 4, 2010).

One of my jobs during the school year was to coordinate the mentoring
program for the most at-risk 45 ninth graders. Thus between the coordination of that
program and teaching several ninth graders | naturally became involved in sheflive
several ninth graders. As | explained before, while it was not part of my job
description, | naturally noticed that several of those students, five in particul
preferred to be in my homeroom than in the homeroom they had been assigned to.
One of the summer scholars was Carlos, an ADHD male who had moved many times
in his life. He had just met his natural mother, lived with his stepmother and

sporadically saw his alcoholic father. The meetings with his father wematafull
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of turmoil which he tended to talk about during homeroom. Francisca, a Venezuelan
female, started speaking much more to me when she found out that | was Venezuelan.
She lived with her father since the time her mother abandoned the household. She
visited her mother on weekends. Jessie also lived with her father and had a lot of
issues with her mother. Nelly could not get along with her male homeroom teacher
and had ADD symptoms that had not been officially diagnosed. Since | noticed that
she needed someone to keep her focused and | knew she had a hard time bonding
with male teachers, | invited her to my homeroom. | got to know the fifth one, Cloe,
through her older sister who had attendance issues related to the recent death of he
father. My relationship with Cloe became close which naturally led her to comy t
homeroom.

| monitored these students’ grades the whole year, talked to their parents and
teachers, put pressure on them to improve, and more. | often read with and to them as
| told them that whoever was in my office had to read. | also often talked with Cloe
about books as she was an avid reader. She was one of my few students who clearly
identified as a reader and read several books at the same time. She wouldeeften gr
me saying “Ms. Cabrero, | just finished my book!” | checked out several books for
those students. The favorite book of Carlos, a boxer, had to do with a boxer who was
sent back to his country several times as an illegal immigrant. Fraadesecarite
book had to do with an alcoholic teenager. Two of Nelly’'s favorite books were
Freedom Writers DiaryFreedom Writers, 1999) aghby Girl (Adams, 2007Y.

Jessie loved thBluford Series

¥ Baby Girlhas to do with a low income minority teenager Wlecomes pregnant as a consequence
of being raped.
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Besides preferring to be in my office during homeroom, what those students
had in common was their need of a great deal of academic support and an adult to
provide them some structure. None of them considered themselves good students.
They all needed a lot of convincing from me to focus academically.

Several times we read together at the library which never seemed toassabarr
them. Our first visit to the library was when Francisca and Jessie askedcherk
out books from the library for them because they felt like reading. The nextalay t
three of us took turns reading Francisca’s book about the alcoholic young woman.
Many conversations interrupted our reading. They had to do with connections that the
students made between what they read and their lives or the lives of people they
knew. It soon became lucid to me that there was a clear relationship between the
topics they chose to read and their lives.

A conversation between Jessie, Carlos, and Francisca demonstrated this
connection. As we read about the topic of male adolescents who become parents too
young, Jessie remarked, “My father should read this book.” Then she added, “I am
not getting along with my dad.” To which Carlos responded, “My father disappointed
me. He has thirteen children. | live with my stepmother. | just met my makioert
two months ago but she is not used to having children so she gets impatient.” Then
Francisca followed the conversation with, “I will never let my father datéhanot
woman” (March 16, 2010).

Cloe’s life, like the lives of the characters in the books she read, was quite
challenging. An avid reader, she tended to gravitate towards books about characters

with difficult lives. She would often provide summaries such as, “...About this
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teenager who is abandoned by her mom and how she starts to change” (January 11,
2010) or “...About a woman whose husband abused her and did not tell her that he
had AIDS” (March 9, 2010). And as | mentioned earlier, Cloe often related the lives
of the characters she was reading with the lives of real people: “My stisteed self-
mutilating after my father died” (February 8, 2010).

Carlos was also very adept at connecting whatever we were reading to real
life, especially his home life. As Cloe was commenting on a book she was reading,
Carlos interjected,
| saw my stepmother after she had been beat up by my father. When | saw her on the
sofa, with a black eye, | felt bad because | would have done anything for that not t
happen. Sometimes he (father) says he is going to beat me up and | say, “I hbpe so.”
will fight him as well. (April, 26, 2010)

One day Carlos explained, “I read the béwkcious’ | read the whole thing
because my mom had it at the house. “Why do youRileeiou®” | asked. “Because
of the way she explains what happens to her, how she gets raped by her father and
abused by her mother”. “Why do you like those topics?” | asked. He answered, “That
has not happened to me but | can identify with it” (January 25, 2010). At another
time, Carlos said suddenly, “Last night my father came home for a while@agdtw
into a fight. | was annoyed because he was drunk. My brother is in jail because he
fought with my father. My father put him in jail” (February 22, 2010).

Cloe’s book choices were unique in that, even though most of their characters
lived marginalized lives, they could often find a sense of liberation. One day she

asked me enthusiastically: “Did you ever read ‘Huellas en la arematdfnts on
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the sand]? | nodded. She added with keenness, “I saw it yesterday and liked it so
much that | bought and brought it to my house. But it is nicer in English” (April 14,
2010).

Cloe’s experience led me to some reflections. While | understood that many
of my students identified with marginalized topics, the ultimate messagetéd to
leave them with was that they could transcend circumstances that life parttioffr
them. With that in mind | decided to read with them a chapt€heTranscendent
Child (Rubin, 1996). The book documented the transcendent adulthood of real life
people who experienced traumatizing childhood experiences. | was committed to
providing for my students who had not livedture perfect liveshe opportunity to
identify with marginalized topics but in a hopeful way.

| picked a time when we had a very long class due to state assessments.
Several of my students had work to make up so | started to read the chapter to
whoever was available by forming a circle which eventually becameégg
students were finishing their make-up work. | selected a reading thatr@amnbi
borderlands and marginalization topics. The story had to do with a woman of
Mexican American heritage who experienced extreme hardships as a bleild.
hardships did not end when she left her parental home since she married a brutal man
who did not want her to go to college. Her determinate goal, though, was to go to
college which she accomplished despite tremendous obstacles. She now has a
doctorate and has found an understanding partner who allows her to continue
growing. The reading included themes such as ethnic discrimination and,racism

illegal immigration, growing up as a Latino/a in the United States, pdysic

233



emotional and sexual abuse, chauvinism, poverty, and more. But the predominant
message, which | intended to leave to my students, was one of transcending
circumstances.

Exploration of Cultural Gender Roles.

Another topic that several students, females in particular, identified with was
that of gender roles. In order to explore this topic | presented several reatangs
discussions, and asked my students to write a journal entry. | read a segment in
Garcia Lorca’s playa casa de Bernarda Ald@he House of Bernarda Alparhat
play, which my students will read in its entirety if they eventually taReSpanish
Literature, questions the traditional role of women in the Spanish society asthe f
half of the twentieth century. | explained that Garcia Lorca was a homadsexbar
who understood the injustices perpetrated against women in Spain.

We further discussed the double standards in Latino culture while we read
excerpts in Anzaldua’Borderlands/La fronterg1999),Cuando era puertorriquefia
an ultraconservative Spanish manifesto about women'’s roles used in Franco’s Spain,
and “Medias rojas” (Red socks). “Medias rojas” is a naturalist Spanishatlihee
about a father who disfigures his daughter’s face so she will not leave him alone in
Spain to go to America. Females had much stronger reactions than maleserkt the
of the unit | also asked my students to write about any topic related to gealder
told them, thinking about Tony and Margarita, that they could write about sexual
preference if it pleased them. Another topic which seemed to intrigue Isgivena

students was the universal one about death as the following section illustrates.
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Exploration of the Death Topic.

At some point several of my students seemed quite interested in the topic of
death. For example, some students such as Ana and Cloe had close family members
die recently. Students such as former gang members Daniel and Nicolasaatew g
members who had been murdered. They had both chosen for their independent
reading a book on Tupac, a young rapper who had been murdered. Other students
such as Miguel, Isabel, Chris and Yara were quite interested in the supsraat
the connection between life and death. | also intended to connect the death topic with
magic realism, which was so typical of our literature and which studenésgong
to seriously study later in Spanish AP literature. | had also remedven writer
Gabriel Garcia Marquez said in an interview that “all Latin Amerieaasnagic
realists,” and reminisced the way my grandmother introduced me to mdgimrea
through her personal tales, mostly about her experiences connecting lifeatind de

The first time | referred to the topic of death, it was early in the school year
when | shared with them something personal. | had asked them to write a journal
entry about an important event in their lives. So | decided to write simultageousl|
about my father’'s sudden death when | was more or less their age. As linoeaal
and/or summarized some journal entries the day after they had written in their
journals, | went ahead and read my entry after summarizing all of theesefthey
listened intently. The topic was intimate. | was showing my students my &hleer
side perhaps too early. But gaining a sense of closeness, intimacy, family, and

community while we discussed literary topics was my goal.
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On another day when we were going over a textbook reading written by Isabel
Allende, | decided to present them Allende’s b&akila One of the most memorable
parts of that book is Allende’s description of her daughter’s passing afteribeing
coma for one year. In her description of her daughter’s passage, the auithes util
magic realism as she depicts the present relatives — dead and a$ivethey were
all in the same dimension. | also read the description of Isabel Allendgisamoi
reaction after her daughter had finally died. In my fifth period we fornmctie.

With my seventh period | decided to take students to the softball field wherethey s
on the bleachers.

One of the most surprising reactions was the one of Ana, a student who had
not enjoyed most literary topics throughout the year. Her adored Bolivian
grandfather, of whom she often wrote in her journal, had recently died. That day in
the soccer field Ana participated like no other in her class. At the end of the
discussion she asked me if the book had been translated to English meaning that she
was intending to read it. | replied with the question, “Why don’t you read it in
Spanish instead?” Cloe, while more reserved about the topic, answered mymguesti
“Do we continue to have a relationship with the people who die?” with, “Yes, | love
my papi.” Ana followed: “With my grandpa. | think of him every day. | cried so
much when he died,” to which | said, “What you felt waagoja(anguish)” (May
16, 2010).

Those two students expressed a special connection with the topic of death,

which felt familiar to me since | also experienced the separation fioetoged one
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early in my life. Again as if we were a family, the day of the anniveismy
father’s death | informed my students.

The discussion with my other class took a different turn. | had arranged my
class in the form of a circle since | understood the intimacy it faett As with the
other circle reading, Tony got in the middle and started to read without my asking.
Tony had already told me how much he enjoyed Isabel Allende. His action just
seemed absolutely natural and the students accepted it as such. Between Tony’s
uttered lines we discussed the tenuous line between life and death. “Would you like to
go with someone you really love?” | asked. Elmer answered, “No becdosé |
believe in the after-life.” Then Yara went on telling a supernatural stooyt a
butterfly and her dead grandmother and how she felt that her grandmother spoke with
her from the other world. Then | remarked, “Isabel Allende talks to her dawtglter
and has written a lot, especiallylia casa de los espirituabout her ethereal
grandmother who wadarividente” So | explained the word clarividente
(clairvoyant) and Chris said that he is like that, that he has dreams about some people
and then he sees them. Then scientific Marcos, asked “Is that really true?” And |
answered, “l don’t know, what do you guys think?” Then Tony talked about how
people may have the need to invent heaven and, “Where does the energy go? We
may become a tree.” Tony spoke in English despite my requests but all diehe ot
spoke in Spanish. Isabel insisted that there is heaven and hell and Yara joined her to
explain that they are two different places. “It is hard” | said “becgagemay have
people you love going to different places.” Then | started speaking ed@disino

magicowhen we reached the part of the reading in which dead and alive people are in
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the same room. “Wouldn’t you like to keep communicating with someone you love
even after s/he has died?” Then Miguel shared how he saw the intact corpse of a
family member who had died several years ago. Yara seemed very enthasiasti
this topic. “Why do you visit someone who has died? There is nothing there,” she
said (May 15, 2010).

Identity Exploration through Writing.

A vehicle that | found to be quite conducive to identity exploration was the
exercise of writing. While my main focus had initially been to develop my stside
interest in reading, | was soon surprised to find out the unfolding writing aduility
several of my students. While initially the writing samples of manyys$§mdents
were quite limited, | soon became staggered by their increasing lengthtlgo
beginning | required them to write in Spanish five paragraph essays about thei
independent readings, which | carefully corrected and asked them to réwate.
relentless in my expectation for them to rewrite and improve theiyed3at despite
my own influence, | clearly saw evidence of students who wanted to writ@utelf
their own initiative. Karen was one of the first students who impressed mehwith t
length of and hard work she put into her essays. The increased length of mysstudent
essays was unexpected, especially, since most of them only wanted tanspeak i
English from the beginning. Perhaps their writing improved because of thibdac
they could devote extra time to finding the right words. Whatever the cause, | was
pleased. | was also startled at the fact that most of the books they choskwenea

in English, which meant that they had to translate all of their thoughts into Bpanis
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As | started thinking about how to use writing as a possible vehicle to guide
my students to reflect on their identity as a consequence of related rexquasg it
considered various ways of making them use writing as an identity exmhora
vehicle. | often felt that asking my students to write about what we had been
discussing helped them personalize and reflect more deeply on topics that would
eventually help them develop a more positive sense of identity. | also thought that
giving them free reign as to the format and perspective they used to writmevas
more way of welcoming their agency and of treating them as honor students.

Of the 17 topics that my students wrote about in their journals throughout the
year, the following thirteen, most of which were assigned on the second semester
when | was guiding them to explore their identities more thoroughly, had to do in one
way or another with the exploration of their identities (Appendix L):

“Mi cultura” (My culture)

“Cuando era nifio/a” (When | was a child)

“Yo” (Myself)

“Diferencias y similitudes entre el personaje de mi libro y yo”f@&nces and
similarities between my book’s character and me)

“Los conflictos de Esmeralda Santiago” (The conflicts of Esmeraldaagainti
“Las experiencias de los hijos de los inmigrantes” (The experiencesaffilthen of
immigrants)

“La experiencia escolar de los inmigrantes de primera y segundeagem” (The
school experience of the immigrants of 1st and 2nd generations)

“Spanglish o bilingliismo” (Spanish or Bilinguism)
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“El rol femenino y masculino” (The femenine and masculine roles)
“Etiquetas” (Labels)

“Un viaje” (A trip)

“Mis obligaciones” (My obligations)

“Mi reaccion a la pelicula ‘Bajo la misma luna” (My reaction to the moldeder
the Same Moon”)
Conclusion

In this chapter | demonstrated how | engaged in ethnographic action research
to become culturally responsive by drawing on my students’ linguistic, culhdal a
reading experiences. By listening to my students’ voices, | learned about th
linguistic zones of proximal development. | found out that my students were versatile
in their language use and that most regarded bilingualism as the idedtlimgtate
despite their level of bilingualism. | built on their versatility and regard f
bilingualism to turn them into fluent bilinguals.

| drew on what | already knew and eventually learned about my students’
cultural and linguistic identities to bridge their borderlands experience® ged t
them acquainted with literary topics that reflected those experiencesighhr
borderlands literary topics, | guided my students to explore their borderlands
experiences and identities through classroom and homeroom discussions and through
writing exercises. My realization that many of my students wererigahi

knowledge about their linguistic and cultural heritage drove me to introduce them to

extensive information about their heritage through various means. | alsedlbam
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to be agents of their own learning as | allowed them to select their own réajics)
and conduct their own topics of research.

Through my ethnographic action research | learned about my students’
reading experiences and interests. | introduced them to a large number rajseedi
| grew to understand what attracted their attention. These readings ideaften
topics of language, roots, borderlands experiences, marginal experiarices of
Latino teenagers, and cultural gender roles. Listening to my students’ Vcaatss
started experimenting with different teaching formats to engage thateracy.

My query unexpectedly guided me to understand the importance of my role as
a teacher of Latino/a students. Furthermore, | discovered that acknowledding a
building on my students’ agency and voice were meaningful since, by doing that, |
allowed them to become empowered agents of their own learning as well@eexpl

of their identities.
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CHAPTER 6:
IMPACT ON LATINO/A STUDENT INTEREST IN LITERACY THROUG THE
EXPLORATION OF CULTURALLY RELEVANT LITERARY TOPICS

In this chapter | present my findings on the impact of my students’
acquaintance with culturally relevant borderlands literary topics on therest in
literacy. These findings answer my research question, “Can |, throughptioeation
of culturally relevant borderlands literary topics impact my studentsesttan
literacy?” | discuss the shift in my students’ interest in Spanish rgaaniting and
speaking and suggest the reasons for my students’ increase or lackadenare
reading interest. | also present the conclusions | drew from the choiceéadagts
made for their independent quarterly reading assignments. Finally, | makenic
to the connection between acquired comfort and interest in literacy.

Reading Interest

Regarding the topic of gain in reading interest, 35 students (16 males and 19
females) answered tli@uestionnaire for Students about their Reading Interests
(Appendix K). The reading interest of 57% of all students increased. Thageadi
interest of 40% did not increase. And of those 14 students whose reading interest did
not increase, six had a lot of interest from the beginning, leaving only 8 of 35 who
had the possibility of increasing their interest but did not. The reading inbéi@dy
one student decreased.

While the interest of 29% of 1.5 generation males increased, the interest of

71% of them stayed the same. Two of those five males had a lot of interest from the
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beginning. The interest of 50% of 1.5 generation females increased while thstinte

of the other 50% stayed the same. Two of the latter three females had a letest int
from the beginning. Concerning the interest fg&neration males (one did not
provide that information), while the interest of 67% increased, the inter22%of

stayed the same. And while the interest of 69%'df@neration females increased,

the interest of 31% of"2generation females stayed the same. Of those four students,
two had a lot of interest from the beginning.

As to the number of levels that student reading interest increased, for 55% of
students their interest increased by one level. Most of the students in thisateg
64%, went frona little to some The percentage of the students whose reading
interest increased two levels was 40%. The largest group in this categstituting
75%, went from no interest to some interest. There was one last category in which
one female student indicated that her level had gone up from some to some plus.

Regarding the shift in each reading levelinterest changed inwlittle for
two students and teomefor six studentsa little turned tosomefor seven students
and toa lotfor two studentssometurned intca lot for 2 students and &ome plus
for 1 studenta lot stayed the same for 6 students, who had enjoyed reathhfy@an
the beginning of the school year.

Forty percent of students indicated no shift in their reading interest. Of those
students, the reading interest of only one student did not changeadrioitial
reading interest. Nine percent of students indicated no reading shift fromitigle i

little interest. Eleven percent of students did not shift fsomereading interest.
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Finally, as indicated above, 17% of students initially &daaok of interest in reading,

which did not decrease. Only one student indicated a decrease in reading interes
The majority of the focus group participants expressed that their interest i

reading in Spanish had increased, for some more than for others. As | demonstrated

in chapter four example, Enid, the Honduran 1.5 generation immigrant who spoke

mostly in Spanglish, felt glad to have read her first book in Spanish as part of her

independent reading: “I had never read in Spanish before. | read the one about the

pastor who went to other countries.” Enid was expressive when she spoke about her

enjoyment of reading: “I like romantic books, | like history books. | can’t stop

reading. Religious books. | like readings by the same author. | hug my books around”

(May 25, 2010). Melanie, who had been identified as one of the most at-risk ninth

graders, chose for her independent reading a Spanish cMas@nela. She told me,

“l improved a lot in reading, | readarianeld (May 25, 2010). Karen commented

that “I see myself more as a reader. Your class has made me readallpigoed at

reading in Spanish.” Then | asked her if she wanted to read and write Spanish better

in the future. She answered, “Yes, | really do” (May 11, 2010). And as | demonstrated

in chapter four, other students such as Margarita saw reading as a work ingorogres
Another focus group participant, Juan, often slept a great deal during class.

His exhaustion was caused by working late hours in order to assist his ifatolh

El Salvador and in USA financially. NevertheleEbe Linea book that has to do

with immigration, kept him awake in class. Later he toldTrhe Linewas his favorite

book that school year. When | asked him during his focus group discussion if that

book had to do with his life, he said, “Not my life but [the life of] others, like the life
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of immigrants. Just recently my two nephews came to the US and | couldhelate
story to them” (May 18, 2010).

Some students like my mentees perceived reading in Spanish in terms of the
more incipient stage of reading out loud and deciphering how to pronounce those
words. Three of my mentees, Francisca, Jessie and Nelly, were alsoragnoragst
hesitant readers. Those students needed a great deal of academic suppotiieone of
reasons | had decided to mentor them. The three of them admitésding better
about reading. One day during homeroom, Francisca and Jessie even asked me to take
them to the library to find books, which | did without hesitation.

For another one of my mentees, Carlos, the student who introduced my
research to the theme of marginalization, the biggest academic challasdeés
ADHD, one of the labels he included in his identity project. Nevertheless, his
limitation was not just cognitive but financial. He said, “My eyes bothemmen |
read.” When | told him, “Maybe you should go to the doctor,” he answered, “It costs
money” (May 20, 2010). Despite his financial and cognitive challenges, Carlos
demonstrated throughout the year that he could be a good student when he took his
medication. His explanation about his interest in increasing his literagaimsh
was linked to the value he attributed to the Latino culture, “I want to learnte® wri
and read more in Spanish next year. Latin culture is strong, | want to read nit@re, wr
more, those accents” (May 21, 2010).

Nolo, who had last finished a book in fourth grade and who was going
through ADHD testing, said one day in class when | asked for recommendations on

how to improve my teaching: “All | can say is that you got me to read” @Tay

245



2010). Nolo was one of the four students who failed my class. While the other three
students failed because of persistent absenteeism, Nolo was almostialmgys
class. However, he barely ever did what | asked him to do. Nevertheless, one of our
visits to the library to select their books for independent reading changed his
engagement in reading. At the beginning of third quarter, when the librarian ptesent
a book written by a former gang member, Nolo hastily raised his hand aretiutter
“Save that book for me!” When | found that Nolo owed money to the library, which
meant that he would not be able to check out the book right away, | went ahead and
checked it out for him as | did for many other students. After Nolo finished that book,
| ordered him the second and third books in the series since he had expressed interest
in reading the sequels. He highly recommended these books to Rafael wiitexal | vis
him in jail, and to Dario, another friend. Dario was not doing well in his English class
and had recently been placed in a literacy class for not passing the stditiis ei
grade’s Standards of Learning English Assessment. Dario became ondéutent s
who visited my office often so | would read Nolo’s favorite book to him.

Another student who slept a lot during class was Clo® geReration female
of Salvadoran heritage. Cloe had to wake up early each day since her widowed
mother had moved the family far from school to find affordable housing for her four
daughters and herself. As Cloe often told me and tests reflected, she did not pay muc
attention to the textbook readings. Nonetheless, her interest in readiragattre
significantly that year. While Cloe had always enjoyed reading, shenleexiach an
avid reader that being a reader became part of her identity, as deneonstizer

identity project. She also became quite close to me as she became my mentee duri
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daily homeroom. On the questionnaire about reading interest, she indicated that | ha
had a lot of impact on her reading interest “because we both like to read; and she’s
the best teacher ever”. Cloe often read several books at the same timef mvaich
| checked out for her during homeroom. Most days she would greet me with a smile,
a book in her hand, and an oral account of whatever she was reading lately.

Cloe had the unrivaled capacity to associate the lives of book characters who
did not live “picture perfect lives” (Carlos’ quote) with her own life or with thiedi
of people she knew. Before | met Cloe, | had dealt repeatedly in my deanttole wi
her older sister who had emotional problems due to the sudden death of their father,
who had fallen from the roof of their apartment complex where he worked as the
custodian. Cloe had lived a life full of hardships and most of the characters she
identified with had not lived “picture perfect lives.” In fact they lived quite
marginalized lives. Cloe understood human nature with the wisdom of an old soul.
While she understood the downtrodden lives of characters/people who lived with
hardships, she also found redemption in themes and characters who reflected her
spiritual perspectives on life. One time, when | asked her class if eaclhatbay
theme, she was the only person who answered with a stare of conviction in her eyes,
“Yes, every story has a theme because every author has a messageir{Fehru
2010). That time she was fully awake.

In contrast, Santos was one of the few focus group participants who did not
feel inspired yet to read out of his own initiative: “I have never been much of a
reader. It is true that | have read more this year but | am not insptrespiek up a

book and read” (May 10, 2010). During another part of the focus group discussion he
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had indicated that he liked writing more. | even read to his class one of his essays
about his independent readirgimal Farnf®, as an example of good writing.

The answers to questions #1 and #2 inQhestionnaire for Students about
their Reading Intereslemonstrate the shift in student reading interest from the
beginning to the end of the school year (Appendix J). | categorized studgmi® wi
or little reading interest as resistant readers; studentsuwitiginterest as semi-
resistant readers; and students witlot of interest as non-resistant readers (Figure
10). There was a marked difference in the findings. Whereas at the begihtheg
year 20 of the students had been resistant readers, at the end of the year that numbe
had decreased to seven. The semi-resistant group more than doubled from nine to 19
thanks to the noteworthy group of students who shifted from resistant to semi-
resistant. The last group of non-resistant readers which had startedlzeged to
ten. Thus while at the beginning of the year only 15 students had not been resistant
readers, by the end of the year, that number almost doubled to 28.

Reasons for Increase and Lack of Increase in Reading Interest

The students who stated in Qeestionnaire for Students about their Reading
Interests(Appendix K) that their reading interest had increased answered question #4
in the same questionnaire. That question presented different possible reasons for
which the students’ reading interest increased. Some of the students alsodnswere
guestion #3, which presented different reasons for lack of increase in readingt intere
even though it did not apply to them. The most frequent choice for the total number

of students was

2 As | stated earlier, | allowed students to readrtindependent readings in any language of their
choice but required them to write their essays atimse readings in Spanish.
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| could choose my own independent (home) reading t@)cI he second most
frequent choice waSome of the reading topics were much more interesting than
others(B). The third most frequent choice wagpics related to positive aspects of

the Hispanic culture and language are interesting to(R)gSee Appendix R).

25

20 -

15 -

M Resistant Readers

B Semi-Resistant Readers
10 -

Non-Resistant Readers

Beginning of Year End of Year

Figure 10:Reading Levels
As all of my focus group participants confirmed, the freedom of choosing
their own readings was key to my students’ increase in reading interesacKiud |
restrictions and independence facilitated my students’ experimentation ffetie ok
topics which led them to find the topics which engaged them. The literary topics that
my students selected through their independent readings added to the topics |
acquainted them with. Thus the freedom of choosing their own readings might have
impacted their second top choice of having found some topics more interesting than
others. While it was possible that, before their immersion in literary topiceone

resistant readers had not found topics they identified with, they now found topics that
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engaged them. Accordingly, Yara commented during class one day, “Because we all
got to start enjoying our own topics; some people discovered the topics that they
really liked because of all the different kinds of books they were exposed to. At the
beginning they would just choose any book just for reading.” These top two selected
reasons demonstrated the positive impact elicited by the combination betweah stude
agency in finding literary topics and an extensive exposure to literary topicke Whi
exposure The more exposure | had to a variety of reading materials, the more | got
interest in readindC) - was not among the most frequently selected three reasons for
the overall number of students, it was one of the top three choices for the
disaggregated male and female groups. It also figured as one of the mositlyeque
selected three reasons f8f generation immigrants. For 1.5 generation it was the
fourth top choice for 1.5 generation. This finding suggested fAgederation

students were, perhaps, more attracted by borderlands topics than 1.5 generation
students.

The exposure element also had to do with the third most frequently selected
reason chosen by my studerfispics related to positive aspects of the Hispanic
culture and language are interesting to (k. As | indicated earlier, | had
discovered early in the school year that my students had limited information
regarding the positive aspects of their heritage, that their identity avaytieen
impacted by society’s identification of them. When | reached these candusi
started the process of immersing my students in literary topics to help thlem sta
exploring/creating a more positive sense of identity. | intended for myrgtutbe

become acquainted with the most positive aspects of their linguistic and cultural
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heritage so they would come out of their social identity process with a moregositi
sense of identity. And as indicated by their selection of this reason, my actions
seemed to have worked for a noteworthy number of students.

As Margarita, whose interest had increased fsometo a lot, wrote in the
guestionnaire: “I think it is better to read about positive things about Hispanics
because all you see is negative things being said about our race.” Moreoear, Kar
wrote,

Reading all these different stories had interested me because it (tbesg) (Showed)
how the ‘latinos’ have made a difference and it (they) also shows (showed) the
legends, myths, and culture and how the countries in Latin America live. And | like
talking about that cause sometimes | feel like | am in El Salvador but without the
uniform.

Karen'’s increase also went frsameto a lot.

The literary topics seemed to have opened for my students a window into the
positive aspects of the Latino culture. However, there was a differeveednetnales
and females. While more females preferred the positive aspects, mébesedrboth
the negative and positive aspects. While | did not have the chance to ask my male
students why, | wonder if hyegativethey meant the more marginalized topics as |
had noticed that they were more attracted to those than the females (Agfendix

Another important aspect related to my students’ exposure to borderlands
literary topics may have had to do with what Athaneses’ (1998) finding on minority
readers. She suggested that students who saw themselves representetiia litera

experienced a heightened sense of identity. Reading about characters védsose i
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resembled their own may have helped form meaningful encounters/partnerships
between my students and literature (Hinchman & Sheridan-Thomas, 2008). Thus my
findings suggest a possible connection between reading engagement andeaéeight
sense of identity. Their extensive exposure to characters whose lives may have
reflected theirs, may have helped bring about a more positive sense ofcertiay.i

As for reasons my students’ reading interest did not increase, 36 students
completed th&uestionnaire for Students about their Reading Inter@gipendix
K). The students who stated that their reading interest had not increased (Agpendix
answered question #3 on tQeestionnaire for Students about their Reading
Interests.Some of the students also answered question #4, which had to do with
reasons their reading interest increased, even though it did not apply to them.

The most frequently selected reasons students chose for their lack aencrea
in their reading interest wefiéhe reading topics were not interestiffg andTopics
that we read about in Cuando era puertorriguefia and Cajas de cartdon are not
interesting to méD). The second choice wae discussions we had during the
Tertulia every two weeks did not really change my interest in red8jng he third
choice wagd just don’t like the practice of readin@®). The data disaggregated
according to gender and order of generation were considerably consisteatioreé
top choices.

Of the 14 students whose interest did not increase, six of them had already
expressed a lot of interest from the beginning, leaving only eight students (22%) w
had the possibility of increasing their interest. Moreover, as | illudatgeabout the

kinds of independent readings that my students selected, 1.5 generation males in
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particular had a tendency towards more global and philosophical topics than the other
students. One 1.5 generation male student whose interest was alteaind never
changed) from the beginning wrote in the questionnaire, “Most of the topics were
boring. The only ones | found interesting were the excerpts she [the teacttealk r
the start of class regarding society and its incompetence.” One 1.5tgenfxmale,
whose interest increased franiittle to some wrote the following: “I did enjoy all
the focus on reading and when we would choose our own books. But the readings we
did in class and Tertulia | found boring. The topics of the stories we were required to
read seemed the same. It did not really change. Or it was somethirggHdzad
before. It just did not catch my attention.” This lack of interest was ndetind 1.5
generation students. On& generation female, whose interest increased #dittle
to some explained that, “It does not really have anything to do with what we read or
did in class. | am just not that interested. | like reading books that | cam t@latAs
findings suggest that some of my students did not identify with borderlands topics,
the curriculum for heritage speakers should ideally combine borderlandd as wel
more philosophical and global topics in order to satisfy these different kinds of
interest.

A curious occurrence was that several of the students chose reasons for lack of
increase even though their interest increased as | point out above. It idepthei
my questionnaire did not provide all of the possible reasons their interest idcrease
Or, more likely, that there were times in class where their interest did neasecand

they were thinking about reasons for that. Moreover, while it was cleah#rat t
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were definite aspects of the class that those students did not like, an unidentified
somethingnay have impacted their interest increase.

Concerning the Tertulia format, while few students whose interest iecreas
mentioned the Tertulia as a reason, the Tertulia was selected as the sesbnd m
frequently selected reason for lack of increase in reading interest. dsttse
students who indicated an increase in interest, it is possible that the limmiéethé
Tertulias met — once every two weeks for a total of half-an-hour each-tthaenot
seem relevant enough to notice it; that other reasons were more relevaatniy pl
just as the students whose interest did not increase indicated, they simply did not like
Tertulia literary gatherings. Perhaps not appreciating the Tertulito ltedwith not
enjoying the more constrained form of social literary interaction. Anothsilpes
reason could have been that, as Miguel explained, students did not appreciate
listening to others talk about books which they had not read themselves. As the year
progressed, students were discovering the topics that interested them, which may
have not been considered interesting to their Tertulia partners. Another piyssibili
could be grouping students according to related topics of their interest. Baph gr
could choose to read a book/or similar books on the same topic. Groups could be
regrouped each quarter according to the shift in interest thanks to the exposure to
different topics. While there was definitely room for improvement for the Tastuli
our last visit to the library demonstrated the communal quality of our clessarii
experiences. Another possible reason for the low regard for Tertulias could have bee

that | required my students to join them from the beginning without requesting thei
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input in any way until much later. | also took it for granted that they would enjoy the
Tertulias which had always been one of my preferred activities, a matakeg part.

My most incongruous piece of data had to do with the bGaiesdo era
puertorriquefia and Cajas de cartdfrom my perspective based on classroom
discussions, students had seemed quite interested in both books as we read them on
the first day of each week. But when asked inQestionnaire for Students about
Linguistic lIdentity and Cultural IdentitfAppendix J) about the main reasons their
interest in reading increased, very few chose the item about reading those laoks as
reason. This may have meant that the other top three reasdrsosing independent
readings, some topics being more interesting than othediearning abouthe
positive aspects of Latino culturad much more impact. However, for the students
whose interest did not increase, those readings were one of the top three reasons.
Also, during focus group dialogues, while some students indicated that those books
should be read with Latino students, several others indicated that they did not enjoy
them. The data | gathered ab@utando era puertorriquefiaas the most
troublesome since more students liked that book lessGams de cartonWhile
about half of my focus group participants saw some value in that book, the other half
did not enjoy it at all. The following field notes which | wrote during the tiree w
were readingcuando era puertorriquefidlustrate how convinced | was that the
students were enjoying the reading:

During class today as we were read@gando era puertorriquefialoud, | asked
students if they like€€Cuando era puertorriqueniddost of them nodded. Elmer said

that “It reminds me of when | came from El Salvador.” Dinaida explained that she
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enjoyed it “because | like it how she describes what she describes whersshe wa
kid”. And then | asked Isabel @uando era puertorriqueiaas her favorite story

and she answered “yes”. Then | asked “why” to which she answered “because it i
interesting how she describes how she moved from Puerto Rico to New York”. So |
went ahead and asked her, “So do you like that topic?” to which she answered “Yes,

that is why”. (January 25, 2010)

[...] Then | said that | had finally copied the second part of the b@akrfdo era
puertorriquefia, that we were not going to finish this first part. Tony immediately
remarked “But | liked that book...” | added “We will continue reading this book but
we are going to go ahead with the second part because, if not, we will nestertfini
They expressed excitement when she was describing the airplane, theot tinéy g
speaking about roller coasters. Some of them enjoyed the narrator’s til@scfiphe
plane’s stewardess and the narrator’s first impression of an airplane. Theofstha
students spoke about when they first got into a plane. When we speak about books
sometimes it becomes like a big hangout place in which we talk about various topics.
They seem to enjoy that; they seem relaxed. Most of them follow the book. The
majority of students continue to seem very interested. Even though | kept reminding
them that they needed to speak in Spanish, the conversation really became one big
conglomeration of Spanglish words. | explained “When | was a child | thought an
airplane landed at a higher place”. (March 5, 2010)

It is also possible that the lack of choice in reading those books may have

been a factor in my students not choosing them as the top reasons for increased
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interest in reading. Moreover, | believe | made a mistake in showing the fiasi

una mujer” (adapted from the sequeloando era puertorriquefjdao my students

before we had finished readi@yando era puertorriquefi&everal students advised

me not to do that in the future. Below is a discussion we had about both books several
weeks after we had read them:

Teacher: “So what do you think abdfando era puertorriquef?d

Santos: “I liked the message”.

Tony: “I liked them about the same. Similar writing styles and topiosmiational
terms, why would it be attractive to students? Because it is autobiograpiesadre
interested in knowing other people’s stories”.

Isabel: “I likedCuando era puertorriquefiaore tharCajas de cartéh

(May 18, 2010)

But for other students such as 1.5 generation Chris and Enid, the book was not
engaging at all. “I slept” (May 18, 2010), Chris remarked. Enid explained that “To me
it is boring. It is confusing. Does not entertain. Does not engage you” (May 24, 2010
Nevertheless, Enid fourdajas de cartémuite engaging as | demonstrate below.

Second generation Santos thoughtndo era puertorriquefibad some value
but mostly to help % generation immigrants develop their own sense of identity:
“Cuando era puertorriquefi&ould affect first [generation] immigrants more. Not me
because | was born here, | already have my own sense of identity” (May 18, 2010).
Tony thought that those books “reflect a certain percentage or so of our students”
(May 18, 2010). To my question “D@ajas de cartorandCuando era

puertorriqueiareflect the life of our students?” Santos answered, “It does not reflect
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the lives of our students; they are very specific experiences; all Hisaric
bicultural but those are specific things” (May 18, 2010).

While Margarita and Karen liked both books, they, like the majority of the
focus group participants, preferr€ajas de cartonMargarita, a 1.5 generation
immigrant, felt intimately connected €@ajas de cartonTo my question “Doe€ajas
de cartonreflect the life of our students?” she replied “I think that most (Latino)
students really have to fend for themselves; | kind of in a way relate to it becaus
their parents work so hard.” Then | asked her, “Do you mean that the parents of the
white kids don’t work as hard?” She explained the following:

No. | am saying that a lot of the parents of immigrant kids work harder than most
because of the fact that they are immigrants and it is hard to find a job and some of
them did not graduate from high school. | liRajas de cartorbecause it kind of
reminded me of how much | used to move. [...] it kind of reminded me since | moved
so many times when | was a kid. And | guess, how things look different to you, you
don’t know what you are and what it feels like when someone is like alien-like to
you. (May 10, 2010)
To my question, “So would you recommend it?” she replied, “I think I'd recommend
it.”

Enid, another 1.5 generation immigrant, clearly identified @#fas de
carton. Even though she had not lik€diando era puertorriquefiahe had been
seriously impacted b@ajas de cartérearlier in the year when she chose to read it
independently. She expressed how much she had identified with the book. As |

mentioned earlier, she replied: “I liked it a lot, | cried reading it.ntinels me of all
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the times | had to move. Just when | thought | had made close friends | wasttold tha
had to leave.”

While | had initially considered both books to be of the same kind, | now
realize thatCuando era puertorriquefiandCajas de cartérave to do with two
different kinds of immigration experiences. As Santos explai@adndo era
puertorriquefiahas to do with the experience of tifegkneration immigrant, one that
none of my students could directly relate to. On the other IZajds de cartortold a
story that several of my students had lived as 1.5 generation immigrants. Not too long
ago they had been immigrant children going through nomadic-like experiences, full
of hardships, instability, forced detachment from family members and friends
marginal experiences, poverty, and adult-like obligations. Even if studergier
generation, they had also experienced many of those hardships as childremesince t
parents had been recent immigrants.

| also realize that it is possible that many students considered those two books
as just two of a large number of readings to which they were exposed through me or
through their own search. After all, we read one book or the other once a week or four
classes a month. Students could also reme@ajas de cartormore vividly since
we read it afteCuando era puertorriquefidt is also possible that, as with the
Tertulia, my students did not appreciate not being given a choice in reading those
books. Nor did | ask for their ideas on how to discuss the books until later in the
school year. | still believe that both books, especiafiyas de cartonhave the
potential to guide students through their identity exploration and to engage them in

literacy. Finding the best ways to teach both books deserves more exploration. The
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guestion of which age group the books are more suitable for needs some attention as
well.
Borderlands Reading Topics

My students’ appreciation for being able to choose their own reading topics
led me to inquire about their preferred reading choices. This part of my rekeadrc
to do with my students’ preferred reading topics as indicated by the threernddaepe
readings they chose to read and write essays about during the second, third, and
fourth quarters. Twenty males (13 froff §eneration and seven from 1.5 generation)
and twenty females (14 fromMi%generation and six from 1.5 generation) chose three
books each and wrote one essay about each reading. Hence, there were a total of 120
books read and 120 essays written by all males and females. | documentiekthe ti
and topics of each book, kept copies of the essays and read them (essaysjiatih My
analysis led me to find four topics which had to do with the borderlands experience:
Latino life in the United Statesnmigration social & home marginalizatigrand
ancestral & more current Latino and Latin American experigdgpendix R)
Social and home marginalizatimonsists of the experiences of growing up at the
lower end of the socio-economic hierarchy and of lacking social and culturtl capi
According to Wikipedia, “In sociology, marginalisation (British/Interoaal), or
marginalization (U.S.), is the social process of becoming or being madmahig
relegate or confine to a lower social standing or outer limit or edge, as alf soci
standing).”

These four borderlands topics made up approximately half of the topics

preferred by the overall number of studestscial and home marginalizatiq23%);
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Latino life in the USA10%);immigration(10%); andancestral and more current
Latino and Latin American experien&o). This combination of borderlands topics
was slightly preferred by"2(51%) over 1.5 generation (41%) students. Females
(55%) also slightly preferred the borderlands combination over males (42%#@. Thes
combined topics were also preferred BY@eneration males (54%) over 1.5 males
(20%). On the other hand, 1.5 females (67%) selected these topics mor&'than 2
generation females (50%). In comparison, both 1.5 &hgeheration females
preferred these topics more than males Appendices U, V).

The borderland topic ammigrationconsistently figured as one of the top
choices, about 10%, for each disaggregated group. This finding is noteworthy since,
despite the order of generation and of having had first or second hand immigration
experiences, this topic was persistent for all of the groups: females, fiales
generation and"@ generation (Appendices U, V).

The most noteworthy difference was betwe®haRd 1.5 generation males in
the choice ohome and social marginalizatiorersus more global topics. Global
topics involved experiences that did not have to do with personal experiences or, most
specifically, the direct experience of living as a Latino immigrant iruthiged
States. The topics that | considered to be the most globabkdeeature and mystery
philosophica) social injustice Latin American literatureandinternational literature
While for 2% generation malesome and social marginalizatiaronsisted of 31%,
for 1.5 generation it was only 5%. There were other marked differencesdmeboth
groups in regards to these five global topics. Whereas 66% of the topicsdsbklecte

1.5 generation males were global, 29% of these topics were select®tgbpXation
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students. Also while 10% of the topics selected Byg@neration males had to do

with Ancestral & More Current Latino and Latin American Histattyat topic was

not selected by 1.5 generation males. This finding may indicate that some mal

students who lacked a point of reference were searching for it (Suarez-Orozco,

Suarez-Orozco & Todorova, 2008) (Appendix S). Moreover, while more than 60% of

the topics chosen by 1.5 generation females consisted of the borderlands combination,

these borderlands topics amounted to less than 20% for 1.5 males (Appendices U, V).
These findings suggest that being born in the USA may trigger more interest

in marginalized topics than having been born in another country. A possible reason

for this phenomenon may be the internalization of the immigration/minority

experience which may manifest in terms of a marginalized identity. Tharkgg

outside of the United States, 1.5 males may identify much less with the

marginalization experience. It was notable that, while 1.5 females iddntiuch

more than 1.5 males with marginalization experiences, this was less cdommon

them than for their™® generation counterparts. But in contrast with 1.5 generation

males, 1.5 females were more in tune with the topic of living marginal erpesie

than were 1.5 generation males. The high percentage of 1.5 females who identified

with marginalization experiences despite a shorter time of living in the b&AA¢

generation students may indicate that females’ perceptions of soanetyislities

may occur earlier than for males. Another possibility may be that, becgusample

is so small, this finding may be idiosyncratic, in other words, more specific to

individuals. This may not be a genuine pattern in a different and larger group.
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Nicolas, Carlos, Nelly and Dinaida exemplified students’ interesb@nal and
home marginalizationNicolas’ quote was a good example of a student’s
identification with a literary figure (in this case, a real person in a &pbty) who
lived a marginal life: “Some similarities between Tupac and mehatene grew up
in poverty, listened to music, knew people with special kinds of jobs. We ran out of
home and used to get into a lot of problems” (November 5, 2011). Tupac Shakur, who
was killed at the age of 25, was a rapper whose songs had to do with “growing up
amid violence and hardships in ghettos, racism, other social problems and conflicts
with other rappers [...]” (Wikipedia). Tupac personified the marginalized exppase
several of my students identified with.

My homeroom student Carlos was another good example of one of several
students who identified with characters who lived at the margins. He was the son of a
Vietnamese mother, whom he had recently met, and a Guatemalan father who had
thirteen children with various women. But Carlos actually lived with his Guéema
stepmother. His favorite sport was boxing. One of the first books he chose to read
related the life of a boxer who lived back and forth between his Latin American
country and the USA where he had been deported from several times. Carlos
remarked that he had really liked that book. A book he read in his spare time during
winter break wa®recious He was impressed by the Ebonics used in that book. The
next book that he chose was about a boy whose father was an alcoholic, a story that
also reflected Carlos’ life. Often during homeroom Carlos would talk about the
arguments or the physical altercations he had had with his alcoholic fathethehe

latter visited Carlos’ home. Carlos’ life and book readings resemblecdaah
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Nelly, one of the students | mentored, also chose books whose characters did
not live “picture perfect lives”. The first book she chose was the story of ageeena
girl who became pregnant. And the last book she chos&mgasom Writersabout
students who lived painfully marginal lives but found a sense of liberation through
writing about their experiences.

Dinaida, who had recently experienced the deportation of her father,
recounted her favorite story that school year:

My favorite book is about this girl whose parents did not get to finish college. She has
so many brothers and sisters and she has to stay with them cause her parents are
working and she does not get to finish her homework until 11:00 at night. Her brother
only watches TV, her mother has to go to Mexico. (May 4, 2010)

When | asked Dinaida if the book had to do with her identity, she nodded and
answered, “Because she needs to figure out who she is and | have to do the same. |
really relate because she does not know how she feels about her country because she
is from Mexico” (May 4, 2010).

The books by Latino writer Gary Soto have to do with Latino life in the USA.
Soto’s books, whose main themes have to do with Latino youth, were chosen by
several students. As Edith explained, Sofaisidental Lovevas by far her favorite
book that school year. Her enthusiasm while reading that book, which monopolized
her Tertulia, was indeed contagious. As | mentioned before, another series of books
that many of my students enjoyed wasBhégford series which had to do with the

lives of mainly African American high school students. In a way both kinds of books,
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one about mostly African Americans and one about mostly Latinos, had to do with
being minority teenagers.

In contrast to students who were interested in borderlands topics, 1.5
generation EImer and Tony were interest in more global topics. Torgisesh
throughout the year where mainly the philosophically inclined of Brazilian Paolo
Coehlo. Despite the fact that he arrived to the USA from Bolivia when he was only
seven, Tony was well versed in Latin American literature. His favorite wask
Nobel Prize winner Gabriel Garcia Marque€ign afios de soledg@®ne Hundred
Years of Solitudewhich, as | had told him, was probably mine as well. Tony
preferred to read in Spanish. He said, “I réagk Hundred Years of Solitude
English and then in Spanish; | kind of switch back and forth” (May 18, 2010).

Tony recommended that book to Juan early in the year. However, Ji4n, a 2
generation immigrant, preferred the tale about immigraifibe, Line.Tony uttered a
comment about another of his favorite authors, Chilean Isabel Allende, to indicate
how much she engaged him. “With Isabel Allende, she is really good. She is so
pretty. She looks like your grandma who takes care of you and makes you cookies”
(May 18, 2011). After we all laughed, | replied, “When | read Isabel Allena| | f
like she is my best friend and we are having a conversation.”

We all knew that Tony was way ahead intellectually. Students also knew that
he could read even faster in Spanish than in English, which many of them could not
imagine ever doing. He brought more of the Latin American flavor and
Spanish/Bolivian language/dialect to the classroom. The class felt tharks to his

contributions which came from growing up in his country of origin under an
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authoritarian father who forced him to read instead of allowing him to play with
friends.

Another 1.5 student, EImer, who made the highest grade in my class, found
most literary topics | presented uninteresting. In a manner similartg, hie chose
books with global or philosophical themes such as destiny versus human intervention,
international issues and social justice. Issues that had to do with more univeisal s
issues such as his chosemmal Farm were much more interesting to him. Another
book he chose wddectar in a Sieveabout a family in India. The book dealt with the
dichotomy between human will and divine intervention. The last book he read was
Night about the Holocaust.

Another important matter students in focus groups informed me about was the
interest of many of them in the topic of histofyicestral & More Current Latino &
Latin American Historyncluded. Margarita, Karen, Elmer, Nicolas, and Enid, all
coincided in their intense interest in history. Enid attributed her love of history to a
teacher she had in Honduras: “She would make us close our eyes and picture what we
were reading. She would say, ‘pretend you are there” (May 25, 2010). Of the five
students, Nicolas was the most interested in the remote history of his an¢kstors
Mayan and Aztecs, as | explained above. It is possible that, for some stlatdmsg,
a point of referenc€Suarez-Orozco, Suarez-Orozco & Todorova, 2008) or
remembering their childhood experiences in another country made themaorearn f
connection/reconnection to their roots (Caplan, Choy & Whitmore, 1992; Giroux,

1992; Godina, 2003).
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In comparison to the independent reading topics many students demonstrated
little interest in most textbook reading topics as | explain in the folloveot®). As
| mentioned earlier, Miguel, a student of Peruvian heritage, said that thdsegsea
“are for old people.” In reference to one of the readings that had to do with a donkey
and his owner, Dania, the fluently bilingual daughter of the Salvadorian misaster
“I really did not like the story about the animals at all. | tried my best to stzohet it
like five or six times” (May 24, 2010)

As | learned from my focus groups, one of the few textbook readings that the
majority of my students liked was a poem by Cuban hero Jose Marti, the one Chris
(of Cuban heritage) had read in front of the class. Marti’s poem had to do with simple
things in life such as friendship. That poem also originated one of the best known
songs in the Latin American world, “Guantanamera.” Many students had heard the
song before but knew nothing about its origin. Perhaps that musical connection or the
personal connection they could make when Chris proudly shared what he knew about
his Cuban heritage made a difference. Or possibly they could associateewith t
universal topic of friendship as most teenagers tend to value their friendships.
Perhaps it was the fusion between the universal, the personal, the cultural, and the
musical that made a lot of sense to them.

Several students also expressed their enjoyment of the only textbook reading
by Gary Soto. Gary Soto is a Mexican American writer who writes aboumoLat
topics. His books were among the most frequently chosen by my students for
independent reading. | consider Gary Soto’s literary topics for Latinagees to be

analogous t@luford High Schoosteries for African American teenagers. Several of
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the poems | monthly send to Ricardo in jail have been written by Gary Soto. In one of
his letters, Ricardo wrote that he has read some of Gary Soto’s books. Gary Soto’s
textbook reading had to do with a Latino high school student who was trying to catch
the attention of a young Latina.

Choice in Reading What Was Meaningful to Them

| often thought about the possible issues that could emerge from allowing my
students to choose their own readings. The first issue that came to my mind had to do
with language choice. Was | making a mistake by allowing my students to read in
English for a Spanish class? Should | have required them to read only in Spanish at
home? After much thinking I concluded that, first of all, few of my students were
literate enough in Spanish to be able to read a whole book without assistance. Second
of all, | complemented what they read at home with Tertulia discussionssayd es
writing/rewriting in Spanish. Moreover, independent reading was one of the many
venues | used to get my students more acquainted with the practice of going to the
library and of reading.

The other question that came to my mind was the level of reading that my
students were picking. Were the reading levels not appropriate for them, not
challenging enough? After much reflection | concluded that my goal in aljpruy
students to choose their own readings in either English or Spanish was totimepac
motivation. | meant to impact their motivation in reading by acknowledging thei
agency and by allowing it to guide them through their exploration of topics that they
identified with — in either language. In class | tried to bring them to thielens{ of

fluency they were capable of. My goal was to facilitate my students’ extgnee
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with characters that mirrored their lives. | intended to facilitate enceuwtach

would grow into partnerships between my students and the texts, on their way to
developing heightened social and reader identities (Athanases, 1998; Hinchman &
Thomas, 2008). My students were having, during my class, and would have, in the
near future, plenty of opportunities to become acquainted with a myriad of higher
level readings, especially when they reached the Advanced Placemehinasel
preparing them for. Allowing them the freedom to select their own readirgewa
way of instilling joy in reading which could positively impact them for the oést

their lives. In other words, as a Spanish teacher | also took on the respordibility
getting my students engaged in reading through choice. My goals went begsad t
for a Spanish language class. | intended to increase my students’ interesady li
both English and Spanish as they developed Spanish literacy and explored their
linguistic and cultural heritage which could potentially lead them to develop a
stronger sense of identity.

The student who initiated me in this way of thinking was Miguel. Early in the
year Miguel, of Peruvian heritage, had been caught by my principal reading one of
the books he had chosen for his independent reading for my class during his English
class. When | asked him why he was reading a book for my class in his Etagsh ¢
he answered, “Because English class is not interesting, but in your classdwve r
things that have to do with us.” Miguel made this comment after we had finished
watching the movie “Stand and Deliver.” This piece of information that héshr
from Miguel helped me to gain the realization that many of my studemisfie

with and enjoyed readings that had to do with their lives.
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During focus groups’ discussions, most of my students pointed out the great
difference that it made to allow them to select their own readings. Students a
intellectual as Tony agreed that “students may not do their best if they don’t choose
the reading or like the book” (May 17, 2010). But students who needed extra
academic support also recommended that all teachers provide a similar afegre
choice. Carlos’ quick answer to my question, “What has made you enjoy reading the
most in my class?” was, “The books we chose” (May 20, 2010).

But the second, less obvious phenomenon that | noticed was that, besides their
comfort in choosing their own books, many of my students had another thing in
common: the topics they chose. Many of the books told stories about characters who
regularly crossed national borders between the United States and their
country/countries of origin, who crossed cultural borders between the minority and
mainstream worlds, and/or who simply stayed at the margins.

The characters in the book choices of a notable number of my students
dwelled in marginal socioeconomic conditions. The protagonist of the first book
chosen by Carlos was a boxer, like him, who experienced illegal immigratiu@siss
Nolo, the student who had not finished a book since fourth grade, read a three-book
autobiographical series by a former gang member. Other males whootésking
my class or who were not too engaged academically ended up in my office to read
Nolo’s books with me. Nolo was convinced that Rafael, in juvenile detention, would
love to read them as well. When | took three books to Rafael in the detention center,
his eyes lit up when he sadrystal Castlethe biographical account of neglected,

poor childrenl had given him that book to read before he got in trouble. It was found
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in his locker by one of our security staff. Furthermore, the universal topic thf dea
seemed to attract the attention of many of my students when we read eaterpts
Paula

Some females like Cloe chose to read books about characters, many of them
minority, who struggled through rape, imprisonment, abuse and worse, but who found
a sense of deliverance despite it all. Nelly also read books about marginalize
teenagers who found relief through literacy suckraedom WritersJessie, who did
not read much and was identified as an at-risk student, remembered fondly all of the
Bluford Seriedooks in which she read about the high school experiences of racial
minority students. Francisca, who was receiving literacy serviceessqu
excitement when she read the beginning pages of the biography of an alcoholic
female. While Francisca never expressed any interest in drinking, foresasma she
could identify with what she was reading about in the life of that female.

The focus group discussions demonstrated that several students who had not
previously been avid readers, preferred topics which were more intricdstgdreo
their own lives. Even the more remote topic of history related to their owntives i
their connection to their roots. On the other hand, several students who had been
interested in reading from before, tended to demonstrate more intelleadugibhal
tendencies. They did not seem to be as interested in reading something so goncretel
related to their lives. Some of the lower level readers associated reatting w
deciphering and being able to pronounce the words out loud. Until the end of the
school year, most students preferred to have someone else read aloud while they

listened.
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Margarita, who was exploring her sexuality, identified strongly with
homosexual literature. She even interviewed a self-identified lesbian remhigr
her immigration project. Margarita explained the following about her choice of
books: “The book | chose made me remember the love | had for someone - to me
personally | connected to it because | am a lesbian” (May 11, 2010).

Since my students’ reading, writing and speaking interest might have been
linked to increased comfort, | decided to explore if there was a connectvoeee
increase in reading, writing, and speaking comfort and increased intereatling,
writing, and speaking.

Reading Comfort and Reading Interest

Regarding increased comfort in reading in the heritage language, 36 students
answered the related questions inGheestionnaire for Students about Linguistic
Identity and Cultural IdentityAppendix J). A noteworthy number of students (73%)
indicated that their comfort in reading eitlecreasedsomeor a lot. There was not a
very notable difference between the students for whom the comforidewehsed
some(42%) and the students for whom the comfort léveleased a 10{31%).

In contrast to speaking comfort as | demonstrate below, 28% of the students
(four males and six females) indicated no increase in reading comfsrsidnificant
to note that six of those ten students already enjoyed reading a lot from itimarzgg
so there was room for reading comfort gain for only four of those ten students.

There was not a notable difference in sbeneor a lot category for improved
comfort in reading between males and females. Males constituted 4 $%&nfeand

35% fora lot. Females consisted of 42% fwmeand 26% fol lot. There was no
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noteworthy difference between 1.5 males and femalesdmg@eration males and
females (Appendix U).

As to the relationship between reading comfort and reading interest, | did not
count the six students who from the beginning indicatkd of reading comfort or
the student who did not provide such information. Therefore, the total number of
students for this category consists of 29. The students who from the beginning
demonstrated lot of reading comfort were five 1.5 generation students, three males
and two females, and on&'gjeneration female. The majority of students (24%)
demonstrated lot of reading comfort anbittle or somereading interest. The second
top category wabkttle or somereading comfort ando reading interest with (14%)
(Appendix V).

The topic of the relation between increased reading comfort and increased
reading interest (also the relation between writing comfort andhgyiiiterest) needs
further exploration. From the limited data | gathered, there was no cleattiowlich
whether an increase in reading comfort would relate with an increaselingea
interest. With parallel questions in mind, | inquired into the possible impact of
comfort in speaking Spanish on interest and comfort in writing Spanish.

Speaking Comfort and Speaking Interest

My focus group students indicated a heightened sense of comfort in speaking
in Spanish which allowed them to communicate more with their parents, other
relatives, and their Latino communities in general. Those findings confirmeldthe
| gathered through th@uestionnaire for Students about Linguistic Identity and

Cultural Identity(Appendix J). The great majority (97%) of the 36 students who
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completed the questionnaire indicagsineor a lot of increaseOf those two
categoriesincreased someas the highest category with 78%. There was no
significant difference between males and females in their choicesredsed some
orincreased a lofAppendix U). The higher increase in speaking comfort over

reading comfort may be a result of allowing my students to read in Englidtefor
independent reading and of having more direct extensive experience with speaking in
Spanish than with reading in Spanish during class.

My twenty focus group participants indicated a clear interest in becoming
more fluent in spoken Spanish. While increased comfort may have been a factor in
their increased interest, several of the students indicated that theistihiziealso
grown as a consequence of valuing the culture more due to increased knowledge or of
discerning the need to connect better with their parents and their heritzgyeshal.

It is also probable that the comfort increase may have come as a conseagfuenc
increased practice caused by two factors: a higher level of appreciatiairof t
heritage and an interest in connecting or reconnecting with their heritagesciihe

illustration below demonstrates these possible connections (Figure 11).

Higher comfort in
Spanish speakit

Interest in speaking
in Spanish

Desire to
connect/reconnect with

) Higher
family a.nd/or and appreciation of
heritage the culture

Figure 11 Higher Comfort in Spanish Speaking
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There was no clear indication of which factor had the most impact in my
students’ interest in becoming more fluent in Spanish. As with the topicretsexd
comfort in reading in Spanish, this is a topic that merits further attention. The
comments below indicate the different reasons students felt more inclined to develop
their fluency. While some students linked increased comfort with desire to develop
fluency, others demonstrated a heightened sense of appreciation which guided their
desire to improve their fluency. Others felt a clearer sense of stermity and
interest in connecting with their families. One student felt the need to devslop hi
fluency in case he had to move back to his country of origin.

For Dania, Enid and Dinaida there appeared to be a link between increased
appreciation for the language and desire to develop their fluency. Dania remarked, “I
like it more; | used to only speak English but now | speak more Spanish to my friends
and stuff” (May 24, 2010). Enid expressed that, “l used to think it was just a
language, but now I can tell how rich Spanish is. El espafiol es como un adorno
[Spanish is like an ornamefif] (May 25, 2010). Dinaida explained that: “I like
talking in Spanish, | am not embarrassed. My mom asked me if | think | like Spanish
or English more and I did not know what to answer. | guess Spanglish” (May 10,
2010).

Carlito connected his desire to speak Spanish more fluently to his need to

have better vocabulary if he moved back to Bolivia: “I don’t know if | am going back

21| uttered the phrase “El espafiol es como un ad@adier to their class, referencing the richniess
the variety of influences that have impacted tharish language, the very elaborate baroque
movement among others. | often also referred tmiShas the language of Don Quijote, “uno de mis
idolos”.

275



to Bolivia. | want to learn more words since | keep repeating the same wordg” (Ma
17, 2010).

Enid connected speaking more Spanish to her heightened identity as a Latina
and to her connections to her family and heritage: “I would like to speak more
Spanish and know more. | feel more Latina in general” (May 24, 2010). To my
guestion, “Do you feel good?” she answered, “It is positive! | do feel more confident
than before.” Then she added,
| always hated taking Spanish. It was a fun class but after thatyl deshhot care;
but this class made me think how good my parents’ country is. | learned about all
these countries and | was like wow. | only spoke to my parents in English; now it is
surprising that | am speaking to them in Spanish. Spanish has connected more to my
personality and to my parents; | am more connected to my roots. | want to keep
learning Spanish. (May 24, 2010)

Several students expressed a gained sense of comfort which they linked to
their interest in becoming more fluent in Spanish. Enid explained that, “Now | only
speak to my mother in Spanish, It is surprising [...]. | got better at speakirgy. (Th
other students in her focus group nodded). | would like to speak more Spanish” (May
25, 2010). Santos made a connection between gained confidence in speakioig and
speaking English only anymore: “Language-wise | am more confidentBefare, |
only spoke in English.” His higher comfort was starting to impact his iriteres
becoming more fluent:
| think | have improved, like now | go home and talk to people in my house in

Spanish more than before. Now | can hold a conversation and stuff. Before | went
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like ‘hola’ (smile). And | understand it better too, but I am not totally comfortable
with it. I have been trying to speak in Spanish so | guess that, subconsciously, | wa
to learn more. (May 18, 2010)

While Ana wanted to be fluent in Spanish, she felt quite uncomfortable
speaking it which meant that comfort and interest conflicted with each other:lAna
can read perfectly but my accent is so like Americans, | get so shy with my
boyfriend’s mom.” To my questiofiBut, do you want to be fluent one day?” she
replied, “Yes, | want to speak more but | get shy” (May 11, 2010).

Writing Comfort and Writing Interest

In a similar manner to speaking Spanish, all of the focus group partgipant
with the exception of one expressed an increase in writing comfort. This ceafirm
responses on th@uestionnaire for Students about Linguistic Identity and Cultural
Identity (Appendix J). Of the 36 students who answered the related questions, a
notable number (86%) indicated that their comfort in writing had either increase
someor a lot. Forty percent of students indicated that their level of comfort had
increasedome Thirty eight percent of students indicated that their level of comfort
had increased lot. Twice as many students indicatetbt of increase in writing
comfort as indicated lot of increase in speaking comfort. Again, the higher increase
in writing comfort over reading comfort may be the result of having stric
requirements for writing in Spanish only in contrast with the more flexdalding
requirements.

Fourteen percent of the students indicated no increase in their comfort in

writing. The largest subgroup witto increasavas 2° generation males with 30%
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(Appendix U). All of my focus group participants with the exception of one exglesse
a desire to become better writers in Spanish. In fact, more than half of tkgopats
indicated that their increase in interest in writing was larger thanamigea

As several of the comments below illustrate, the increase in writing dpmfor
particularly as illustrated by theelot categorymay have played a strong role on
students’ increased interest in writifdevertheless, as some of their comments
indicated, identity exploration may have also been an influential factocdrdied an
increase in writing intensity as my students wrote in their journalstedteng had
discussions, watched movies and/or read about topics that had to do with borderlands
cultural identity exploration. Students seemed to concentrate as they wreye. T
wrote longer essays and | did not see the need to refocus their attention as much a
when they had written about other topics. Essay writing also demonstrated some
degree of identity exploration since students were writing about books of their ow
choosing whose topics they may have identified with. The strongest example was
Nicolas who, after finally finding a book about indigenous history to his liking, wrote
his longest essay (and the longest written by any of my students).ilaése a
chance that both comfort and identity exploration played a role in increasedtiimeres
writing as several focus group participants indicated below. There is also a chance

that writing comfort and identity exploration impacted each other (FitRye
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Increase in
writing comfort

Increase in identity
exploration and cultural
appreciation

Interest in writing in
Spanish

Figure 12: Writing Comfort, Writing Interest, Identity Exploration and Cultural
Appreciation

The comments below illustrate focus group participant thoughts about
increased interest in writing. Writing was linked mostly to gained appi@t;jat
comfort, the practice of reading, and/or identity exploration.

As | mentioned in chapter four, Carlos sounded as if he had miraculously,
suddenly learned how to write in Spanish: “I just learned how to write in Spanish. |
did not know how to do it” (May 20, 2010). His appreciation for the culture also
impacted his interest in writing (and reading) as he expressed that he waepted to |
how to write and read more because, as stated before, “Latin culture is $Maryg”

20, 2010).

As | explained in chapter four, Enid, EImer and Dania’s desire to know how to
write better was linked to their increased comfort in learning how to wetenss in
particular. Likewise, 2 generation Ana felt more comfortable about writing letters to
her £' generation boyfriend. In contrast, Tony had always felt quite comfortable
writing in Spanish: “I like writing in Spanish more than in English since it istmuc

more free” (May 18, 2010).
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For students such as Margarita and Dinaida, who identified more as writers
than as readers, writing helped them explore who they were. Dinaida alsssexipae
connection between a higher level of writing comfort and her social and writer
identities. When | asked her if my class had given her a better level abrtomf
writing than in reading, she nodded and answered, “The Spanish class has helped me
see myself more as a writer. My life is kind of boring and | make it up as$d ri
your class. And writing helps me explore my identity. Teenagers ang toylearn
who they are, so writing helps you do that” (May 10, 2010).

Conclusion

In this chapter | discussed the shift in the number of resistant, seminesista
and non-resistant readers over the course of the academic year. The conmbined se
resistant/non-resistant group almost doubled from 43% to 80%. Six students had
demonstrated a lot of interest from the beginning, leaving eight students whag despit
the possibility of increased interest, did not indicate it. Second generation students
many of whom were of Salvadorian heritage, had the highest level of increased
interest in literacy, which suggests th&t @eneration students may be more engaged
by borderlands topics than 1.5 generation students. Female 1.5 generation students
demonstrated a higher level of interest in borderlands topics than 1.5 males. The latter
group of students demonstrated more interest in global topics sadiuergure and
mystery philosophical social injusticeLatin American literatureandinternational
literature.

A majority of students expressed that being allowed to choose their own

readings was the main reason their interest in literacy increasedewantity
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number of students demonstrated interest in topics that involved positive aspects of
the Latino culture. Moreover, they expressed more interest in some topics than in
others. Males differed from females in their preference for both posittya@egative
aspects over positive aspects. Both groups appreciated the exposure they had to a
variety of topics.

The most frequently selected topics had to do with borderlands topics of
social and home marginalizatiobatino life in the USA, and immigratioim that
order While more 2% generation students seemed to prefeial and home
marginalization more 1.5 generation students, particularly males, preferred global
topics such as the ones mentioned above. Despite their order of generation, an
equivalent number of students could identify with the topic of immigration. Most
students did not seem to enjoy the textbook readings with the exception of Gary
Soto’s reading about a Latino teenager in high school and Jose Marti’'s poem about
friendship, which was tied to one of the best known songs in the Latino/Latin
American world, “Guantanamera.” Moréd@eneration males than 1.5 generation

males preferredncestral and more current Latin American history
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CHAPTER 7:
ENGAGING LATINO/A STUDENTS IN READING THROUGH THE
EXPLORATION OF THEIR BORDERLANDS IDENTITIES

Through my ethnographic action research | intended to increase my Latino/a
students’ interest in literacy in their heritage language by gédtiemg acquainted
with borderlands topics with which they could identify. My aim was also to guide my
students’ exploration and construction of a more positive sense of linguistic and
cultural identity as | acquainted them with numerous readings about topics that
reflected their experiences. | followed Athanases’ (1998) suggestiomitinarity
students experience a validated sense of identity when they see their lactsdeah
literature. As | strived to grow into a culturally responsive teacher,(&330; 2004;
Ladson-Billings, 1995), | drew on my students’ linguistic and cultural perspsctive
and experiences to learn about and apply the kinds of literary experiences tlaat woul
best engage them.

As a way to draw aridge between dominant and non-dominant forms of
discoursgLeslie, 2008; Moje, 2000), | acknowledged my students’ current language
expressions, including Spanglish, as a legitimate form of expression thatlhds f
possibilities for them to develop into fluent bilinguals (Portes & Rumbaut, 2001).
Moreover, | incorporated readings that dealt with marginalized expesiafiee |
noticed that a noteworthy number of my students were attracted to those topics. In
addition, | relied on my students’ agency to choose their own readings so they would

freely inquire about their own topics of interest (Cone, 1994). | also welcomed their
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agency and voice to guide me through my teaching. My ethnographic actionliesearc
led me to the following findings regarding my students’ linguistic and cultural
identities as well as their experiences with reading.
The Linguistic and Cultural Identity of the Latino Student

Research has suggested the need to explore the complicated identity dinthva La
child in order to instill a stronger sense of identity (Trueba, 1989; Vigil, 1988)eThe
is also concern about the negative impact of society’s identification anthtabél
racial minority children on their sense of identity (Cross, 1993; Gans, 2007; Oboler, 1995;
Rumbaut, 1990; 1996). The potential negative impact of the immigration experience on
academic engagement has also been pointed out (Portes & Rumbaut, 2001; Suarez-Orozco,
Suarez-Orozco & Todorova, 2008). The greatest concern involve&ther@ration
student, the on&ho lacks a point of referenemdhas not experienced selective
acculturation (Portes & Rumbaut, 2001; Suarez-Orozco, Suarez-Orozco & Todorova,
2008). Researchers have also referred to the negative impact of lowessduog(Suarez-
Orozco, Suarez-Orozco & Todorova, 2008) and the need to help minority students explore
and construct their own sense of identity as a way to alleviate this neggtiavet i{@arate,
Bhimji & Reese, 2005). The time recommended to guide these students to #xgiore
social identity is middle adolescence or around the time they are in tedéh(g§tanney,
1989; 1993).

Regarding language, some researchers have pointed to the lower status
generally attributed to the Spanish language by American society agiafautor
adding to the at-risk identity of the Latino/a child (Freeman, 2000; McCollum, 1999;

Potowski, 2007; Sleeter, 1991). The inclusion of the heritage language in the
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curriculum has been recommended for its positive impact on the academic and social
identity of the language-minority student (Kenner, Gregory, Mahera, &zAli,

2008). Normative bilingualism in schools has been recommended as a way to help
Latinos become fluent bilinguals and engage in selective acculturation and as a
vehicle to combat dissonant acculturation between parent and child (Porter &
Rumbaut, 2001; Rumbaut, 2001). Furthermore, the most recent research on
bilingualism suggests numerous cognitive benefits for the bilingual person
(Cummins, 1996). And despite the well-documented benefits of diglossia, research
has recommended the acknowledgement of Spanglish as a legitimate form of
expression reflecting the borderlands experience the Latino student (CBappe
Faltis, 2007; Freeman, 2000; McCollum, 1999; Sayer, 2008).

My findings on the cultural and linguistic experiences of the Latino/a student
answered the following research question: “How do my students view their tultura
and linguistic identities?” My data analysis led me to conclude that, bdisidgs
borderlands experiences, the majority of my Spanish for Heritage Speakiensts
socially identified in multiple ways. While there was only en#ural mainstreamer
(Carter, 2005) who identified nationally as unhyphenated American, only one more
identified panethnically as unhyphenated Hispanic. The rest chose mostly national
and panethnic/national combinations. The panethnic/national combination
demonstrated that their ethnicity as minority in the United States playegartamt
role in their social identity. In other words, their identity had been problerddiize

their identification by society as ethnic beings, as minority, not paneaihtinstream
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community (Oboler, 1995; Portes & Rumbaut, 2001; Suarez-Orozco, Suarez-Orozco
& Todorova, 2008).

Besides the only student who plainly identified as American, only two
students identified as more American than the other half of their identitiesegR
Rumbaut 2001). Also, the students who had dual national heritage identified more in
dualistic national terms than in panethnic or in combined national/panethnic terms.
This may mean that their dual national Latin American heritage took precedemnce ov
the ethnic component of their identities. This phenomenon is one that may need more
attention as the identity of an increasing sector of the Latino population mitarsi
experiences may be further problematized as a consequence of the additibnal dua
national heritage factor.

Data on students of Salvadoran heritage, my largest group of students who
shared a common national background, suggested that they identified mostly in
panethnic/national terms. In self-labeling as such, these students whmesthge 7
generation, demonstrated a borderlands identity as they integrated tlugiahati
Salvadoran or American label with a variety of panethnic labels which defined them
in their current situation in the United States as part of the wider Latino cotymuni
and as minorities. Also as expected, a higher percentage of 1.5 generation students
identified nationally although there was no noteworthy difference betweenratigm
2nd generation students. This made sense since the majority of the 1.5 generation
students had arrived to the United States when they were children and had spent a
significant part of their lives in the United States. Moreover, students of otegleeri

country identified more as the combined panethnic/national category, again
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demonstrating their ethnicity as an important aspect of their situationras et
minority inhabitants of the United States. While for some students the national
portion of their dual identities was American, for others it was Latin Aaaer
However, for all of them a transformation occurred as they or their parentscente
the United States: they becagtanicizedOboler, 1995; Portes & Rumbaut 2001,
Suarez-Orozco, Suarez-Orozco & Todorova 2008). While their identity became
fragmented between mainstream and minority, they did not really feel that¢hne
part of mainstream society. Last but not least, the different labels antbtke
complex use of self-labels indicated that they were beginning or had alreadytbe
explore their social identities (Oboler, 1995; Zarate, Bhimji & Reese, 2005).

Of my students’ independent reading choisesjal and home
marginalization Latino life in the United Stateandimmigrationwere among the
most frequently selected topics. While the majority of 1.5 8hdéheration females
and 29 generation males preferradme and social marginalizatidnpics, it was
notable that 1.5 males were much more varied in their interests. They weye barel
interested in marginalized topics and preferred Latin American and otheglabes
topics. This finding suggested that males may be the ones who experience deeper
transformations as they go from 1.5 f§ @eneration. In other words, as the literature
| reviewed suggested, it is possible tH&tg&neration males experience with
downward assimilation may be reflected in the marginalization topicegmanber
of them preferred to read (Leslie, 2008; Moje, 2000; Portes & Rumbaut, 2001).

Moreover, the social marginalization topics being the top choicé'fgeReration
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students may demonstrate their internalization as marginalized ettmuatyni
immigrants.

Regarding the topic of language, my findings suggest that, while both genders
were versatile in their use of language, females demonstrated morditsersati
Contrary to males, some of the females acknowledged Spanglish as aaliegitim
and/or transitional form of expression leading to bilingualism which they diasea
higher form of expression. Female students simply saw more possibilities i
communication. While a noteworthy number of males considered bilingualism as the
ideal option, many of them did not consider themselves bilingual or considered the
possibilities in between. My study also confirmed Arriagada’s (2005) findisty t
females are more bilingual than males. While more than half of my femdlenss
indicated that they spoke English and Spanish equally well, only about one-third of
males said the same. However, both males and females were able and spadkt
in whatever language/s was/were needed according to the person they spoke wi

Teachers of heritage speakers should acknowledge their students’ityersatil
and guide them to understand all of the possibilities comprised in such versatility.
They should lead them to understand that Spanglish is an acceptable, yet trgnsitiona
vehicle towards diglossia. Teachers should also understand that diglossia in
combination with increased cultural exploration and appreciation may help mcreas
selective acculturation for Latino students, especially males (Rbofesnbaut,

2001). Last, teachers should be aware that, just as in my students, bilingualism is
latent in all of their students. With teacher persistence a noteworthy nafmbe

students may manifest increased interest in reading, writing and speakpgnish.
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While the great majority of my students demonstrated a borderlands identity,
many of them possessed limited knowledge about their cultural and lingurstagbe
as well as about the experiences of other Latinos of different nationalsoiigy the
end of the school year, after much exposure to an extensive number of readings, a
noteworthy number of students expressed an increased appreciation for their Lat
American and Latino heritage. And as Enid had expressed, they were staféaba
panethnic sense of community as they shared their experiences with students of
different heritage backgrounds. Teachers of heritage speakers shoukbaz@aphe
sense of panethnic community that connects them with one another (Oboler, 1995). In
the next section | present my findings on how my students’ interest in literacy
changed after becoming acquainted with borderlands topics.
Changes in Latino Student Literary Engagement through Culturally Responsive
Teaching
Research has suggested a bidirectional relationship between literacy and
identity and literacy’s potential as a source of construction, exploration and
expression of identity (Athaneses, 1998; Vyas, 2004). However, it may be
challenging for the teacher of minority students to find topics that engage thes
students’ multiple identities (Gay, 2000; Hinchman & Thomas, 2008). One way to
simultaneously engage minority students in reading and develop a heightened sense
of identity may be through their exposure to literature that reflects tfeeir li
experiences (Athanases, 1998). Another way may be to add writing acasitges
way to further facilitate student identity exploration through borderlandarte

topics (Bean et al., 1999). Moreover, the power of unsanctioned literature in the lives
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of marginalized teenagers has been considered (Lelie, 2008; Moje, 2000). It is also
possible that, for students who have lost theint of referencgliterature may
provide a needed sense of connection to their roots (Caplan, Choy & Whitman, 1992;
Giroux, 1992; Suarez-Orozco, Suarez-Orozco & Todorova, 2008). A culturally
responsive approach to teaching literacy to Latino/a students may bedivefivay
to link identity exploration with literary engagement. A research methodumive to
helping teachers become culturally responsive is ethnographic actiarcte@@ay,
2000; 2003; Jacob, 1995; Ladson-Billings, 1995).

My findings on changes of my students’ interest in literacy dealt with the
following question: “Can I, through the exploration of culturally relevant topics
impact my students’ interest in literacy?” They suggested a shift in thieanh
resistant, semi-resistant and non-resistant readers from the beginmagtaltof the
academic year. The 20 students who had been resistant readers at the beginning of
the year decreased to seven. The number of semi-resistant students more tleah doubl
from nine to 19. Non-resistant readers increased from six to ten students. Thus, while
at the beginning of the academic year only 15 students had not been resistant readers
the number almost doubled to 28 by the end of the year. In other words, the combined
semi-resistant/non-resistant group increased from 43% to 80%. Six students had
demonstrated a lot of interest from the beginning, leaving only eight students who,
despite the possibility of increased interest, did not indicate it.

My findings also suggest that“yeneration students, many of whom were of
Salvadorian heritage, had the highest level of increased interest in lit€hesy

finding suggests thaf'®generation students may be more engaged by borderlands
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topics than 1.5 generation students. Female 1.5 generation students demonstrated a
higher level of interest in borderlands topics than 1.5 males. The latter group of
students demonstrated more interest in global topics swadivasture and mystery
philosophica) social injustice Latin American literatureandinternational literature.

A noteworthy number of students demonstrated interest in topics that involved
positive aspects of the Latino culture. Most of them also indicated appreciatibe for t
opportunity of choosing their own topics. Moreover, they expressed more interest in
some topics than in others. Males differed from females in their prefdigriogth
positive and negative aspects over positive aspects. Both groups appreciated the
exposure they had to a variety of topics.

The independent reading topic most frequently selecteco@al and home
marginalization.The second most frequently selected topic kasno life in the
USA.The third most frequently selected topic vimsnigration While more 2
generation students seemed to preteial and home marginalizatipmore 1.5
generation, particularly males, preferred global topics. Whilgénheration males
preferredsocial and home marginalizatiomith 31%, only 5% of 1.5 generation
males preferred that topic. There was no difference between the disaggregapsd g
of males, females, 1.5 generation aftiggneration in the preference for the
immigration topic which may indicate that, despite their order of geneyation
equivalent number of students could identify with the topic of immigration. Most
students did not seem to enjoy the textbook readings with the exception of Gary
Soto’s reading and Jose Marti’'s poem about friendship. This poem had connections

with one of the most well known songs in the Latino/Latin American world,
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“Guantanamera.” More"2generation males than 1.5 generation males preferred
ancestral and more current Latin American history
Contributions and Limitations of my Research

One of the greatest limitations of my study was the time in the year mly
research was finally approved by my district. While | had been unofficially
documenting my observations since the beginning of the year, my students could not
complete the questionnaires or participate in the focus groups until the month of May.
While listening to their perspectives earlier in the year would have intpsctee of
my decisions as an action researcher, | did not have the opportunity to listen to my
students’ perspectives in a more structured way until almost the end of the school
year. For example, finding out my students’ opinions about the Tertulia book club
format earlier in the academic year would have led me to experiment witthothie
discussion arrangements. Moreover, while | had originally intended to ask my
students to complete the identity questionnaire several times in the schaal year
order to detect marked changes in their identities, | only had the chance of omsking
of the questionnaire once, toward the end of the school year. While | changed several
guestions to compare the way they felt at the end of the school year to howtthey fel
the beginning, it would have been more informative to have students complete those
guestionnaires a few times throughout the year.

Regarding the questionnaires, as | stated earlier, | eventualeck thiat
groupingCuando era puertorriguefiandCajas de cartbrunder the same question
(Appendix K) was a mistake since, as | realized through the focus group discussions

both books referred to different immigration experiences. In fact, | would have
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encountered much more valuable information if | had included each as part of a
separate question Whiteuando era puertorriquefiad to do with the first

generation experience that none of my students identified directly®atas de
cartoninvolved the nomadic experiences many of my students were so familiar with,
whether they were 1.5 of%generation immigrants. | still believe that both books,
especiallyCajas de cartbnhave potential to guide students through their identity
exploration and to engage them in literacy. Finding the best ways to teach both books
deserves more exploration. The question of which is the most appropriate age group
to read them needs some attention.

Despite its limitations, this study contributed to the body of knowledge about
the borderlands linguistic and cultural experiences of Latino students amswvela
deeper understanding of the differences and commonalities between the egperienc
of 1.5 and ¥ generation Latino immigrants. The study added heterogeneity to the
body of research about the Latino students by inquiring about the experiences of
diverse students, mostly of Salvadorian background, a topic that has not been
explored by research. Meanwhile, my research on the contrasting reao@ngeeses
of the 1.5 and"® generation Latino immigrant drew from and expanded research of
these two immigrant groups, linking the immigration experience with thienga
experience (Portes & Rumbaut, 2001; Suarez-Orozco, Suarez-Orozco, & Todorova,
2008). The research also explored contrasts and similarities between mdales a
females and between students of one and two Latin American origins. Responding to
a need discussed by several researchers, | worked to help the Latino/a stuglept de

a more positive sense of identity (Trueba, 1998; Vigil, 1988). The study also inquired
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into the experiences of some of my school’'s most academically at-rignsilahd

drew conclusions about their cultural, linguistic and reading experiencasviie,

the study described the experience of a student going through downward assimilat
and depicted the experiences of two tenth-grader students undergoing identity
exploration.

Knowing the significance of helping develop both the social and reader
identities of my students, | linked both in my action research. | provided aedetail
account of the processes involved in achieving that as | simultaneouslytiddsira
own growth in becoming a culturally responsive teacher. | documented how | drew on
the perspectives of my students and the expert teachers as well as on my own,
providing an in-depth description of the strategies | implemented to crealiially
responsive class. | also demonstrated step-by-step the strategpelsto guide my
students through the exploration of their cultural and linguistic identities asHegot
acquainted with a large number of borderlands topics (Gay, 2000; 2004; Ladson-
Billings, 1995; Sleeter, 1991).

My research also addressed the concern of some researchers about the
invisibility of the Latino experience in the curriculum (Cammarota, 2006pNie
2004) by moving the experience of the traditionally marginalized student and his/he
identity needs, to the center of the curriculum. | demonstrated how | acklysale
my students’ agency and let it lead what we did in the classroom. By permitting m
students to select their own readings, | allowed their agency to helmtbeover
their own preferred reading topics. | listened to and helped develop my students’

voices as they helped me create a curriculum that was more reflectner dives
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(Banks, 1994). Moreover, | answered the call of Giroux (1988) to incorporate the
voices of minority children in action research and illustrated the various wigs a
researchers may draw from the agency and voice of the Latino/a student. Thanks t
the extensive interaction | had with my students they opened up and became candid,
especially my mentees with whom | spent the most quality time (Delpit, 1988; D
Greensberg, 2003; Freire, 1993; Giroux, 1986; Nieto, 2004, Sleeter, 1991).

| followed Vias’ (2004) suggestion about the importance of exploring the
bidirectional relation between identity and literacy. Responding to Athan@6€xt)
finding that students who see their lives reflected in literature experaeheightened
sense of identity, | got my students acquainted with numerous readings tltatdefle
their experiences. | expanded on Moje (2000) and Leslie’s (2008) researchdpy usi
literature about marginalized experiences that regarded the particulaergpef
Latino/a children. | also described my efforts to create encounters and glapgse
between my students and text (Hinchman & Sheridan-Thomas, Za08)ermore|
expanded the research of Bean et al. (1999) by adding identity exploratidmrds a t
component to the connection between reading and writing.

Concerning the topic of language, | demonstrated how | drew on my students’
linguistic experiences and versatility. Moreover, | acknowledged Spharaglia
natural phenomenon that, in addition to reflecting my students’ borderlands
experiences, served as a transitional condition that was full of possibdities f
transforming my students from limited to fluent bilinguals (Portes & Rumbaut, 2001)
Last, | drew from Vygotsky’s (1978) Theory of Proximal Development toeéldb

my students’ linguistic experience.
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Overall my methodology was strong since it was triangulated through a large
variety of data gathering sources. Moreover, the combination between efiinogra
and action research that | used in my effort to become a culturally responshes teac
was meaningful. Culturally responsive teaching that follows students’svara
acknowledges their agency reaches them at their zones of proximal development
(Vygotsky, 1978). Culturally responsive teachers who are open to their students’
voices and agency are better able to understand where their studentsaas as fa
linguistic, social, cultural, and literary experiences and identities. @lijtur
responsive teachers go out of their way to reach their students in their zones of
proximal development. On their way to meeting their students in their zones of
proximal development, teachers need to take risks by naturally becoming teache
researchers as they experiment with all possible and alternative metted®to
reach their students. And concerning literacy, some students will need much more
direct attention from the teacher in order to creadaningful encountef®thanases,
2004) between student and text.

Similarly to the teacher in Flores-Dueias’ study (2005), | took the risk of
acting more as a community member than as a teacher. | did away witloreddi
classroom practices such as expecting students to raise their hands defayeutal
implementing a curriculum that does not follow students’ voices or agenskedir
appearing vulnerable by sharing intimate parts of my life with theajoakembling
what they were familiar with and bridging the gap between home and school.
Ultimately, | meant for them to feel more comfortable in expressing dpaiions

and experiences, hoping to make the learning experience more genuine, and to help
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students identify with the material. My students’ experiences, insteadstihgxat
the margins, were at the core of what we did in our classes.

In regards to language, while | kept my commitment to making my students
more bilingual, | acknowledged the validity of Spanglish as their current, hstate
in their borderlands existences. Culturally responsive teachers must umdiénstia
the linguistic experience of Latino students is multidimensional, tranditiona
versatile, and full of possibilities for becoming fully bilingual. Culturaigponsive
teachers must do their best to understand their students’ linguistic curremt state
order to be able to reach them in their zones of linguistic proximal development.

Becoming a culturally responsive teacher takes a lot of hard work and caring
for the whole child. With that in mind | wonder if being Latina, trying to do my best
for my ethnic group, had a lot to do with what I did with/for my students. | wonder if
caring a great deal about students can actually cross ethnic bordéeste&dher
who is not Latina go out of her way a great deal for the satthef people’s
children (Delpit, 1988)? Should Latino/a teachers be the ones to teach heritage
speakers?

Similar to Ladson-Billings (1994), not all of the expert teachers | chose to
interview were Latinas. The one white teacher was well-known to be asveffeth
Latino/a students as the other four. But this teacher had always demonshigted a
level of involvement with the Latino community. When | once asked her why her
house had the resemblance of a Mexican house, she explained that she had spent a
considerable and the best part of her childhood in places in which there was

significant Latino influence. She also is the only white American in my Spanish book
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club and often socializes with us outside of book club time. Similarly, the white
teachers in Ladson-Billings’ study demonstrated high levels of knowkdnge and
involvement with the African American community. This may be a noteworthy fact
for teacher preparation programs. The level of exposure to the cultures obmiabiti
marginalized children may make a significant difference in the amounttafal
responsiveness that white teachers may engage in.

Ethnography in combination with action research is conducive to reaching
students at their zones of proximal development. My cultural tacit understandings
combined with my daily experience of observing and sharing with my studentd helpe
me be in tune with their perspectives and experiences. Also as part of my students
ethnic group, their consideration of me as one of their own led them to open up to me.
Ethnography does much more than observing isolated events. As a researcher, my
eyes and ears were habitually open and students knew that | was listeadygpre
include their voices in my inquiry.

My experience of becoming the mentor of one of my focus groups, the one
which consisted of low academic achievers, also became key to my reseaarch. O
daily contact, reading discussions, and conversations about what their lives as
traditionally marginalized teenagers were like became quite informatardelped
me acquire a more holistic perspective.

When ethnography is done by action researchers who belong to the ethnic
group of their students, trust and community naturally unfold allowing students to
open up and express their views. Helping students develop their voices is important in

ethnographical and action research studies. When students open up, action researcher
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are informed about the next steps to take in order to reach their students in their zones
of proximal development. Their voices let the action researcher determine the
effectiveness of his/her actions and the need for new courses of action. As part of m
ethnic group | was trying to work towards the advancement of my students. In order
to achieve that, | tried to become the best culturally responsive teachid beo
Ethnographic action research helped me accomplish that.

Implications for Future Research

Research should look at all of the possibilities and connection between
reading, writing and the social identity exploration of Latino teenagetsolic also
inquire into how other sources can guide the exploration of social identity such as
music, projects, movies and the electronic media. Moreover, the development of
minority students’ voices through writing should be delved into. Regarding reading,
research should longitudinally explore how to take resistant readers from less
global/more concrete topics to more global/intellectual topics. Résshoeild also
inquire about the best ways of applying the oral tradition format and other forms of
community-oriented literary arrangements such as book discussions.

The exploration of identity through literary topics should be studied
longitudinally by following teachers who are committed to integrating itdenti
exploration into their curriculum throughout the three levels of heritage speakers’
classes. More research is also needed on how to help students connect to history
topics that interest them. Additional teacher research should be devoted to finding the
most effective ways of guiding students through their social identity exipiotay

getting them acquainted witbuando era puertorriquefi&ajas de cartonGary
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Soto’s books, and marginalized literature such as Reymundo Sanchez’s. Fuehermor
more teacher research should also inquire into the most effective ways to help
students explore/create their social identity through the topic of labels.

Beneficial research would include the longitudinal inquiry of the differences
and similarities betweerf'11.5, and 2 generation students in their social identity
and the literary formats and practices that optimally engage them gnihéwed
construct a more positive sense of identity. Furthermore, exploring how to lirélge t
responses to their needs in classes that include the three groups is important.
Moreover, since | had nd"eneration students in my classes, it would be useful to
conduct a similar study to mine with that group of students. The experiences of other
growing Latin American groups of immigrants such as Bolivians and Peruvians
should also be looked into.

Special efforts should be devoted to researching how to reverse Latino
teenagers’ downward trajectory and help them become more bilingual and engaged in
literary practices. Research regarding Latino teenage inmates sbougdoh the
following: impact of listening and developing their voices; guiding them to explor
their national roots and panethnic current condition; helping them explore/construct
their own sense of identity through literary topics that acquaint them wittiveosi
aspects of their heritage; and exposing them to a great variety of rezulcgwith
the goal of helping them find topics that interest them. It would be valuabladp st
these inmates longitudinally past their prison term and into adulthood to inquire if

they end up having a more positive sense of identity and are able to engage in more
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selective acculturation. More success stories are also needed abootaLstiidents
who cankeep it real(Carter, 2005) as they become more engaged in literacy.
Implications for Teaching and Learning

Several researchers have demonstrated concern about the at-risk academic
identity of the Latino/a student. They refer to the oppositional stand of manp/aat
teenagers and thddonds of solidarityhat pull them away from the academic
environment (Portes & Rumbaut, 2001). Research has also pointed out thaf'fnany 2
generation Latinos identify decreasingly as “unhyphenated” Americeer the
course of their high school years, which may happen as a consequence of their
experiences with marginalization (Portes & Rumbaut, 2001). According to other
researchers, this phenomenon may be caused by these students’ capacity td construc
their own sense of identity, a capacity that grows after studentsaygththe period
of social identity exploration typical of the minority teenager (Phinney, 198%8;
Zarate, Bhimji & Reese, 2005). This heightened ability to construct sdeiatity is
considered beneficial by some researchers (Zarate, Bhimji and Reege (20@b
researchers have also pointed to invisibility in the curriculum as one ofuthescaf
the at-risk condition of a large number of minority students (Nieto, 2004; Suarez-
Orozco, Suarez-Orozco & Todorova, 2008). These researchers have recommended
the minority student’s assistance in constructing the curriculum (Banks, 1994) and a
culturally responsive approach that reflects the experiences of the moiolity
(Ladson-Billings, 1995; Gay, 2000, 2004; Sleeter, 1991). In the following sections |

describe how | drew on my students’ cultural, linguistic and reading experiences
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order to engage in culturally responsive processes that impacted my studerdst int
in reading.
Drawing on Students’ Cultural and Linguistic Experiences

In the first part of chapter five | answered the following subquestion: “How do
| attempt to draw on my students’ linguistic and cultural experiences, voice and
agency as a guide to teach them literacy?”

By listening to my students’ voices and acknowledging their agency, | strived
to learn about and draw on my students’ borderlands experiences in order to
understand the kinds of topics with which they could identify. | also drew on what |
learned from the expert teachers as well as what | had derived froneimy ta
understandings of my students’ cultural experiences. | applied flexilolihat |
knew about my students’ linguistic comfort levels and versatility in order & me
them at their linguistic level of proximal development (Vygotsky, 1978) with thie goa
of increasing their bilingualism. After | learned that a large number oftudests
were resistant readers, | strived to facilitate encounters ancpsips between them
and text (Hinchman & Sheridan Thomas, 2008). By listening to my students’ voices |
also grew to understand the literary topics and practices that betteednigam --
such as experiences with conflict, split families, immigrant experse@ce complex
and triple identities. | drew on what | knew and had experienced regarding ithe Lat
community’s oral tradition and communal experiences to conduct interactiveylitera
experiences. | acknowledged my students’ agency by providing them with
independent reading choices, listening to their voices about a variety of topics, and

keeping up my high expectations for them. In the following section | describe the
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strategies | used to guide my students’ exploration of their linguisticldiuatat
identities as | acquainted them with borderlands literary topics.
Guiding Student Identity Exploration through Literary Topics

In the second section of chapter five | answered the following subquestion:
“How do | guide my students’ exploration of their cultural and linguistic identity
through culturally responsive literacy topics with which they identify?”

| spent most of the school year guiding my students’ exploration of their
multiple identities through numerous activities based on borderlands literary topic
that | coded as language, roots, borderlands experiences, marginal egnerces
of Latino teenagers, and cultural gender roles. The activities included reading i
group/s, discussions, writing assignments and projects. When | realized tlyat a lar
number of my students were lacking in heritage knowledge, | decided that a great
portion of their learning about their heritage would come through their own research
channels and initiative in addition to the literary activities we did in d\dgs.
students also explored borderlands experiences related to travelingnddétene
order of immigration generation, colonial relationships, social and culturaakapit
teachers’ expectations on Latino students, nomadic conditions, and obligations.
Movies - “Stand and Deliver,” “Almost a Woman” and “Under the Same Moon” —
were alternative literary forms to text. | guided my students to explore
marginalization topics such as poverty, social injustice, incarceratiog, gan
involvement, and the experiences of minority children. With the goal of helping my
students experience literature as a liberation vehicle, | brought them Ithterstary

of a person who overcame her marginalized experiences. My students also explored
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their cultural gender roles. The death topic in its connection with magismeali
which is typical of Latin American literature and which they will evaiiyy come in
close contact with in AP Literature, was another topic they explored.viudstg
became a vehicle to expand the exploration initiated through literary discuddions
experiences as | endeavored to become a culturally responsive teachetdeftmm
some conclusions which I lay out in the following two discussions.
The Culturally Responsive Teacher for the Latino/a Student

Culturally responsive teachers of Latino/a students are cultural madiator
(Suarez-Suarez, Suarez-Suarez & Todorova, 2008). These teachers help thes student
build connections in order to compensate for their students’ uprootedness. They
present their students with extensive information about their national hestagsl a
as about topics that connect to their lives. The connections also have to do with their
panethnic identities. That connection will provide students with a sense of solidarity
with other Latinos and with knowledge about the richness in the diversity of their
different backgrounds (Oboler, 1995). It is important for Latinos to be guided to
follow the lead of African Americans who have created frameworks of sitjidar
their experience with discrimination. In contrast with the morentecatino
experience with discrimination, African Americans’ more extended experieas
often led them to develop more sophisticated compensatory mechanisms to deal with
the experience of discrimination. This higher level of awareness abouinimsdtron
frequently brings about stronger degrees of social identity exploration wimch ca
assist in the development of a more positive sense of social identity (Pady& W

2005). Culturally responsive teachers of Latino/a students need to understamé the r
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they play in the lives of their students as far as raising in them arsieviéd of
awareness, helping them develop a stronger sense of identity and gogtmtpt
examine how to form frameworks of panethnic solidarity.

Regarding literacy, culturally responsive teachers help createinggul
encounters between their students and text (Hinchman & Sheridan-Thomas, 2008).
They immerse their students in topics with which their students identify. Moreover,
these teachers extensively acquaint their students with as manisast@eir
heritage language as possible. These should be done with the intent of helping
students explore their sense of identity and come out of the process with a stronger
sense of identity and a higher level of selective acculturation.

Culturally responsive teachers help their students build connections between
reading and writing and their combined possibilities for identity exploratiory The
build bridges between speaking/reading/writing comfort and cultural appogcand
exploration through extended exposure to a great variety of literary topics. This
combination may help instill a thirst for knowledge. The more exposure students have
to different literary topics, the faster they will find their topics of ieser

My focus on helping my students connect/reconnect with their parents and
communities was appreciated by several of them. These students’ reactiens we
consistent with Bearse and Jong’s (2008) finding from the study that Latino student
valued becoming more fluent in Spanish since it could help thentrg&ato their
roots and their familySimilarly, my students were thankful for their increasing
ability to communicate in purer forms of Spanish with their parents and communitie

Culturally responsive teachers understand their important roles as mediators and
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agents in their students becoming selectively acculturated bilingualsgRorte
Rumbaut, 2001). They also go out of their way to listen to their students’ perspectives
as a guide to their teaching. In addition, they understand their important role in
reaching their students in their zones of proximal linguistic, social, and reader
development as | explain later in this chapter. In the next section, | dibeuss t
culturally responsive curriculum as a fundamental component of Spanish fordaeritag
classes.

A Culturally Responsive Curriculum for Spanish for Heritage Speakers Classes

Suarez-Orozco, Suarez-Orozco and Todorova (2008) have suggested that for

the £'and 1.5 generation immigrant student, academic achievement is the exception,
not the rule. Moreover, Portes and Rumbaut (2001) have expressed their concern
about the downward trajectories of mafi§ygeneration students, especially males.
Those findings alone should serve as a guiding light in the curriculum creation for
Spanish for Heritage Speakers classes. A culturally responsive curriculur shoul
make a difference.

A culturally responsive curriculum that reflects Latino/a students’ biaalts
experiences is meaningful, engaging, and helpful for them. It acknowledges tha
Latino students do not identify in unhyphenated ways, not even as Latino or Hispanic
or in national terms alone, that they in fact have different variations of borderlands
related identities (Portes & Rumbaut, 2001). It builds connections between the
different borderlands experiences. Culturally-speaking, these bordeelgpeisences
may be different variations and combinations of the national and panethnic.

Linguistically-speaking, the connections may be widespread betweestengli
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monolingualism, variations of Spanglish, and Spanish/English bilingualism. The
curriculum acknowledges that a number of Latino students may identify in &érms
marginalization and that efforts are needed to focus on making them feel less
marginalized.

Social identity is a fundamental component of the culturally responsive
curriculum. It consists of various activities that combine identity exptoratith
borderlands literary topics. Some of these activities include discussions,froject
writing assignments and research assignments. Furthermore, thalaorrdoes not
only focus on identity exploration but also on identity construction. Last, the three
levels of heritage speakers’ classes include an increasing coicel €ulminating on
the third level. As it happened with my students, several of the discussions meant to
develop their critical thinking may not really ascend to a higher level and malysi
linger as rhetoric questions. But the seed of critical thinking has been plantegl. Thes
discussions should start more superficially in level one and become moré asitica
the students progress towards level three (Diaz-Greensberg, 2003; Pahl & Way, 2006;
Phinney, 1989, 1993; Zarate, Bhimji & Reese, 2005).

Culturally responsive literary practices have a strong component of
resemblance to community-related interactions and to the oral tradition. Some of
these comprise reading activities in different kinds of group formations haswvel
reading discussions that resemble conversational styles which indedsnce to
real life experiences. In the following section | discuss my conclusiong abo

culturally responsive reading practices.
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Culturally Responsive Reading Practices

As Hinchman and Sheridan-Thomas (2008) have stated, a crucial role of the
teacher of minority students is that of creating meaningful partnershipsdretheir
students and literature. This could be a life-saver for students who exhibit little
engagement with reading and with academics in general. Schools and curriculum
makers should dedicate more attention to the kinds of reading topics that they present
to borderlands as well as traditionally marginalized students. If reagpragtdon’t
reflect or address the experiences lived by those students, it is possildiesbat t
topics will most likely not be engaging to them. As | stated above in re&etenc
traditionally marginalized readers, Leslie (2008) has specificallgd for
alternative, even non-sanctioned, ways to inspire them to read.

The persistent exposure of resistant readers to a great variety oftopics
including unsanctioned ones that reflect marginalized and/or borderlands topics
included -- is crucial (Leslie, 2008; Moje, 2000). For the students who exhibit more
intellectual/global tendencies, the curriculum must also acquaint théntopits that
are engaging to them. Reaching a balance and finding the commonalitiesnbtbigvee
less global/intellectual and the more global/intellectual students whe tteasame
class may be challenging but beneficial for both groups of students. Ideally
throughout the three heritage speakers classes, reading topics would be akticulate
that range from less intellectual to more intellectual experienga®paring students
to think at the higher levels expected in Spanish AP Literature. All students in
heritage classes should be instilled with the hope that they will one day become

Spanish AP Literature students.
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Readings should also address the need for students to connect or reconnect
with their roots (Caplan, Choy & Whitmore, 1992; Giroux, 1992; Godina, 2003;
Machado-Casas, 2009). Likewise, readings should relate to their current sitgation a
Latinos in the United States. Solidarity with other members of the Latino aaitym
can be initiated in the classroom via the exploration of their commonalities and
differences through literary topics (Oboler, 1995).

My research suggested the benefits of Cone’s (1994) recommendation to
allow resistant readers to choose their own readings. Having the freedom te choos
their own reading topics was in fact one of the main reasons the majority of my
resistant readers became less resistant. By allowing students to ttteosen
reading topics, we show them we acknowledge and respect their agendgoWe a
facilitate their finding topics they would not have found otherwise. Moreover, we
make possible their exploration of their identities through the topics they choose to
read. And by allowing them to choose their reading topics we can discern thgreadin
topics they prefer as a guide to our teaching. Another important way of helping
students to explore their identities and interests on their own terms igWwingll
them to choose their own research topics.

Reading with students should be done and experimented with in different
formats. Alternative literacy forms such as movies, music, projects, anaeinter
sources should also be widely used and experimented with. Even the entries written
by students might be used as an alternative form of reading whose topics could be

explored through discussions and writing assignments. More personal forms of
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literacy which intimately reflect the lives of students and teacher soe al
recommended.

My findings suggest that there is a bidirectional relationship betweeschte
and social identity when borderlands students are acquainted with literatahe whi
reflects their life experiences (Athanases, 1998). As | answered Rattsn(ilo95)
call to explore the relation between literature and cultural identityjdedthat a
noteworthy number of my students expressed a heightened cultural and linguistic
appreciation by the end of the school year. The positive aspects of theistimgad
cultural heritage in the reading topics | acquainted them with were atnerigree
most frequently selected reasons their interest in reading increasednislessthan
females expressed that the posiawvel the negativBad heightened their interest in
reading. Perhaps the negative had a strong connection with marginalized topics, a
topic with which a noteworthy number d"2jeneration males identified with.

It is possible that after much exposure to engaging literary topics, Latino
students may identify more in Latin American national terms and/or in panethnic
Latino terms, which may raise the concern of some (Portes & Rumbaut, 2001).
However, it is possible that students’ increased literary engagementettayduip
them to succeed academically. As Ladson-Billings (1995) indicated, thelsnts
may become less resistant to learning since they don’t have to abandon wéi@they
in order to learn (Carter, 2003). These students may also become moreasitioey
continue exploring their social identities as traditionally margindleténic
minorities. While some of my questions aimed at developing students’ critical

thinking were not answered to the level | expected, | interpreted themngstdnme
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wide-eyed in silence as a first step in the growth of their criticaltemess. While my
main focus was their extensive exposure to literary borderlands topics wih whi
they could identify, | felt that | planted the seed for critical thinking wiaohnld
hopefully be further developed in the next level.

My main focus the whole school year was helping my most resistant readers
become less resistant. One of my most resistant readers, who also had one of the
worst psychological profiles, was Rafael, who, at the time of this writingjrwas.

To my mind, 3% generation Rafael exhibited all of the characteristics of dissonant
acculturation and downward assimilation (Portes & Rumbaut, 2001). Rafael Was a 2
generation mafé who had ngoint of referenc¢Suarez-Orozco, Suarez-Orozco,
Todorova, 2008) with his heritage country of El Salvador since he had never visited
it. He was a limited bilingual (Portes & Rumbaut, 2001) which meant that he was
much more fluent in English than in Spanish. In contrast to females such as Dania,
the fluent bilingual daughter of a minister who spent a lot of time with her parents,
Rafael spent a lot of time on the streets. “I want to go home,” he told me when |
visited him at the correctional center. “Now you want to go home but when you could
you were never there,” | commented. He smiled and said, “Yes, | washwver |

would get home like at 3:00 in the morning every day, even on school days.” It seems
to me that Rafael did not become fluent in Spanish since he was barely ever,at home
in the most intimate social sphgi&rriagada, 2005). On the other hand, Rafael’'s
mother could barely speak English. She needed an interpreter when she tastified i

court on behalf of her son. She and her son did not undergo consonant acculturation

22 According to Vigil (1988)cultural transitionalLatino youngsters join gangs more commonly if thegy 2
generation immigrants.
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(Portes & Rumbaut, 2001) as she never became fluent in English as her son spoke
limited Spanish. This phenomenon may have caused role reversal (Portes &
Rumbaut, 2001). At a teacher-parent conference she complained at her difficulty
making Rafael stay at home at night. She was a single mother. Rafael’'s jpacknt
divorced when he was a child. According to Cloe, Rafael became a gang meraber a
consequence of his parents’ divorce which made him a sad child. Moreover, Rafael’'s
father was barely involved in his life. Rafael once told me, “I don’t talk with my
dad.” Rafael also lived in a low-income neighborhood. His mother’s desirewas t
move away from it when Rafael came out of jail. His mother’s intention to mave als
had to do with distancing him from his troubled friends (Portes & Rumbaut, 2001).
Rafael associated with youth who were considered to be at-risk acadgmical
by our school. In fact, the group of students he committed the crime with had been
our students at different times. None of them was considered to be in good academic
standing at the time of the incident. They all are currently serving jadrsesd. As a
student experiencing downfall acculturation (Portes & Rumbaut, 2001) Rafael
seemed to livéonds of solidarityhat, far from helping him succeed academically,
pulled him away from advancement. As Portes and Rumbaut (2001) stated, “Youthful
solidarity based on opposition to the dominant society yields an adversarial stance
toward mainstream institutions, including education” (p. 285). As his former teacher
continue to strive to reverse Rafael's downward trajectory towards selective
acculturation as well as to change his non-reader identity to a readetyidesath
month | send Rafael a letter containing a literary excerpt or a poem nommall

Spanish or in Spanglish. In each letter | remind him in Spanish to continue reading
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and painting. | am committed to doing this each month until Rafael comes out of jail
when he becomes an adult. Hopefully by then he will have become more of a
diglossia speaker, more of a reader, and, especially, better able to dratheut of
downward trajectory. In the following section | present recommendations tbretea
preparation and professional development programs on how to generate culturally
responsive teachers.
Teacher Preparation and Professional Development for Culturally Responsive
Teachers of Borderlands Children
Teacher education and professional development programs should emphasize
the link between the social and academic needs of borderlands children. One
phenomenon with direct impact on academics is the identity of the borderlalads chi
In these programs teachers and teacher candidates should get acquainted with
strategies to guide students’ identity exploration and creation througmyiter
discussions, writing exercises, research and movies. Discussed litgrias/should
include language, roots, borderlands experiences, marginal experiarices of
minority children and cultural gender roles. Furthermore, ways to explotegiceof
labels, identification and identity should be examined as well. Another important
phenomenon that deserves serious consideration is order of generation. Downward
assimilation, consonant and dissonant acculturation and selective accultuatldn w
go a long way in understanding the needs of tha 5 and ¥ generation
immigrants.
Teacher preparation programs and professional development should also focus

on the topic of connections in its myriad manifestations. One manifestation has to do
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with helping students develop a stronger sense of linguistic and cultural self-
awareness as it relates to their panethnic experience and to theiArmbtghat

connects them to their roots should also be linked to their academic experiences as
much as possible. Explore how to draw from that source of connection to bridge the
academic experience for the student. In addition to world languages, conngxtions
students’ linguistic and cultural heritage can be found in different subjestsarela

as art, history, art history, human geography, anthropology, biological stience
statistics, geography, geology, government, English, health, music,esaietienore.

In each one of these classes, the background experiences of borderlands children can
be used to discern connections, contrasts and similarities.

Teachers and teacher candidates should be guided to draw from and help build
on the cultural and linguistic experiences and perspectives of borderlandsncinildre
order to meet them at their linguistic and cultural zones of proximal development.
The experiences of marginalization of these children should cease in order t@ becom
an intrinsic part of the curriculum. The acknowledgement and development of the
minority language should help them become fluent bilinguals as part of theteffor
help them become more selectively acculturated child. Bridges should be drawn from
English and heritage language regarding comparisons, contrasts and sasuilasti
part of the formation of teacher candidates, they should be required to become close
fluent bilinguals. In this way, they would gain sensitivity and understandgeyding
the importance of diglossia in the lives of these children.

Regarding literacy, teacher preparation and professional development

programs should emphasize going out of one’s way to meet children at their zones of
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reading proximal development in order to facilitate meaningful partipersl@tween
socially marginalized children and text. Independent reading should be encbasage
a way to acknowledge and allow students to follow their own agency which npay hel
them gain motivation and self-reliance in regards to finding the kinds of reading
topics that they enjoy and with which they can identify with. A significantberrof
literary topics should reflect their own experiences and some of the important
characters should resemble them socioeconomically but at the same tintleaiffe
some kind of sense of liberation and progress. Programs must emphasize the
important link that should exist between literacy and social identity in the bamderl
student. Alternative forms of unsanctioned reading students can identify with should
be allowed as a bridge to sanctioned reading. These programs should also explore
how to balance out less and more global topics as well as lower and higher leve
thinking.

Attention should be given to pedagogy that bridges the gap between home and
school cultures. Exploration of the characteristics of the more traditionatesult
should be intrinsic to these teacher preparation and professional development
programs in order to implement in the classroom some of the familiar trdaitg¢ha
characteristic of Latino/a students’ cultures such as familism, adatiems, and
communal interaction. These programs should also examine how to bridge the gap
between oral traditions and literacy in a communal kind of way.

Teachers and teacher candidates should be driven to explore their of own
assumptions of own culture and the cultures of traditionally marginalizedeshildr

They should also be guided to examine their own values, dispositions, and cultural
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behaviors that may further alienate or may alleviate the marginal expesief
traditionally marginalized child. There should be extensive emphasis on exposure to
and immersion in the community of the socially marginalized child. Bafm

community service in these communities should be an integral part of the training of
these teachers. In addition, they should be taught to become habitual learners who
constantly draw from the perspectives and experiences of their studentssdsxerc
similar to ethnographic action research should be encouraged instead of fit-for-al
inservices which may tend to stereotype the children’s cultures more tipan hel
teachers understand and allow the agency of the child to drive their instruction. The
role of being perpetual, reflective learners is also crucial in orderdh stadents at

their zones of proximal development. These programs should also guide teachers t
acknowledge and draw from student agency and to help develop and follow Latino/a
students and fellow teachers and teacher candidates in regards to currizdilum a
pedagogy. These professionals should also be trained on how to work in professional
learning communities to collaborate about the characteristics oflganeiginalized
children and how to bridge the gap and connect curriculum to their experiences.
Efforts such as PD through professional learning communities and ethnographic
action research to find how to reach students in their zones of linguistic, cutidiral a
reader development should be rewarded by principals. Last, teacher and teacher
candidates should be guided to explore the concept of caring for other people’s
children as if they were one’s own and how to demonstrate caring, whether or not
teachers belong to their students’ ethnic group or not, by becoming the best possible

culturally responsive teacher.
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Conclusion

This study sheds light into the cultural and linguistic identities of my 43
Latino/a students, focusing on what set them apart — national background, order of
generation and gender — as well as what brought them together panethhically
illustrates how | became culturally responsive by drawing from odesits’
perspectives and experiences as | guided their identity exploration through
borderlands literary topics. In this study | also demonstrate how | relied agé¢hey
and voice of my students to make curricular and pedagogical decisions and to le
them decide their preferred literary topics. Furthermore, my rdsesfers to the
positive impact on the interest in literacy elicited by high levels of expds a large
variety of literary topics as well as to positive aspects of LatieAgan and Latino
cultures, histories, and language.

Through my research, | worked to draw a direct line between the social
identity of borderlands students and the literary experience by faoijtaticounters
and helping create partnerships between them and text. My goal was fard@ytst
to see their lives reflected in the lives of the characters portrayddratuire. What's
more, | directly represented the lives of my students in my “book”. My students
became “characters” in my thesis, adding to their visibility. Not ordytrdiditionally
marginalized students become more visible in my curriculum and pedagogsg/gbe
became more visible to the readers of my thesis. By creating minisoafrany
students, | tried to provide the kind of exposure to my readers that | recommended
above for professional development and teacher preparation programs. Many of my

students have demonstrated joy, excitement and pride for their portrayal insmsy the
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| hope that my attempt to make them more visible will help make theirierpes
more familiar to teachers so that these teachers may regard trenasitheiown
children.

This study indicates that guiding the exploration of, and the connection and
reconnection to cultural and linguistic heritage and to panethnic expehelpse
“demarginalize” students. As the expert teachers expressed, there isanecto the
job of the teacher of heritage speakers than the specifications of a ‘®father
description. The role spreads out according to whatever may be needed to help heal a
fractured sense of identity and to connect it to learning and literacycorimection
with text should serve, not only to inspire the borderlands student to read and write
more, but also to gain a deeper sense of self-value and of liberation.

By depicting my own growth, | demonstrated that there is a lot of room for
growth throughout a teaching career. Even though | possessed tacit understanding
a member of my students’ ethnic group, my positionality limited my understanding
due to my socio-economic background, level of education, and order of imongrati
generation. As a®lgeneration immigrant | had chosen a bd@kando era
puertorriquenathat referred to an experience that was in a way more like mine than
my students’, none of whom wa3 generation. My extensive amount of learning
during the year of my study made me think of teachers with much less exfmosure
Latino/a students’ experiences. These teachers’ positionality by bedaiogmiddle
class, racial majority and/or immigration experiences beyond secorcagien may
limit their levels of exposure and familiarity to Latino/a studemtgegiences. Just as

| benefited, these teachers would benefit from conducting ethnographic action
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research. My constant inquiry by observing and listening to my students andyny da
experimentation with how best to teach them picked up the pace of my learning
considerably. With the exception of my first year of teaching, | don’t @meember
learning so much in a one-year period. Most of my reflections were fidlfedsubt

and many of my experiences felt like trial-and-error. But my exterisarning
experience, which ran parallel to my students’, finally made me feefigdab

assertively consider myself a culturally responsive teacher of bamdsrstudents.
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APPENDIX A

Glossary of Terms
1* generation immigrant Immigrant who enters the country after the early teenage years.

1.5 generation immigrant Immigrant who enters the country during or before the early
teenage years.

2" generation immigrant Child of £'or 1.5 generation immigrant parents who is born in
the United States.

Borderlands literary topics- Topics that refer to the person who lives between two cultures
and/or languages.

Consonant acculturatioar When immigrant parents and their children acculturate and learn
English in a parallel fashion.

Culturally Responsive PedagogyPedagogy that draws from the cultural experiences of the
minority or traditionally marginalized student and bridges the gap betins#er home
culture and the school culture.

Diglossia— Speaking two languages without combining them.

Dissonant acculturatior- When immigrant parents and their children do not acculturate and
learn English in a parallel fashion.

Downward assimilatior- Eventual academic disengagement experienced by the immigrant
student.

Ethnographic action research Combination of the reflective spiral processes involved in
action research and ethnographic concepts and anthropological methods.

Fluent bilingual- Person who is equally fluent in two languages and does not typically
combine them.

Limited bilingual—- Person who is more fluent in one language than the other.
Selective acculturatior The experience of the immigrant who retains his/her original
language in addition to English and continues to have contact with his/heabdgiture in

addition to American culture.

Social and home marginalizatienExperiences that are typical of the socio-economically
marginalized person.

Spanglish- Lexical and syntactic combination of English and Spanish.

Tertulia— Biweekly book club to discuss independent reading.
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APPENDIX B
Spanish for Heritage Speakers 2 Syllabus (Translated by Magda Cabrero)
RULES AND REGULATIONS

1. Arrive to class on time.
2. Bring all school supplies: binder, book if applicable and the class planner. You
must maintain a clean and organized binder, and the binder should only be for this
class. (Do not doodle!)
3. Behave appropriately in class. Do not inconvenience the rest of the students. Do
not talk when | am talking or when someone is presenting.
4. Please maintain a clean room. Put garbage in the trash can.
5. You must dress according to the provisions of the school.
6. School supplies and the task of the day must be on your desktop when the
bell rings.
7. Bring your planner to class every day so you can write down your assignments.

ASSIGNMENTS

1. Write the following information on all of your assignmeritdl name, date,
period, title, and page number.
2. Hand in all of your assignments on time.
3. If you have been absent on the day of a test or quiz, you will need to make up the
work within five days after you are back in school.

LIST OF MATERIALS
1. One inch binder with three rings
2. White paper with lines.
3. 5 dividers with tabs (tabs)
GRADING SYSTEM
1. Each quarter will be computed in the following manner:
20% Tests & projects
20% Diaries, essays/compositions
20% Oral presentations

10% Homework assignments
30% Quizzes
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2. The end of the year grade will consist of 20% for each quarter (80%), 10% for the
semester exam and 10% for the final exam.
3. Grade Scale

A 93-100 C+ 77-79

A- 90-92 C 73-76

B+ 87-89 C- 70-72

B 83-86 D+ 67-69

B- 80-82 D 64-66
F 63 -0

CLASS REQUIREMENTS

1 You must speak only Spanish during class.

2. The journal must be written during class. If you are absent, you will need¢oyour
entry after class. Your entries must consist of no less than 10 lines. Useore0oiv
connection and/or extension. Highlight the words of connection or extension the first
time you use them.

3. Your binder will have the following sections in the following oraertes,
geography/history/culture, homework, testing and reviews, journals and
miscellaneousPapers must be archived chronologically by date. The most recent
will be the last page under all others.

CODE OF HONOR

It is expected that all students demonstrate integrity in everythingabab lio with
Spanish class. All work must be done individually, unless the teacher gives the
authorization to do group or collective work. Cheating will not be tolerated and the
student will have to adhere to the consequences prescribed by the student manual.

Contact me:

Please feel free to contact me with any questions or concerns you may have during
the school year. Sometimes | call home to inform parents’ about their student’s
academic performance. Complete the information that is requested below. You can
also contact me by e-mail. These worksheets must be kept in the "Miscellaneous”
section throughout the school year.

Thank you

Magda a. Cabrero
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Please write clearly:
Name of the student

Name of the father /
mother/guardian

Father/ mother/guardian’s

signatu

Phone number: home

work

E-mail

Return to the teacher as soon as possible.
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APPENDIX C

Program of Studies: Themes and Topics

Level 1

Personal and Family Life
Greetings and Introductions
Physical Descriptions and

Personality Characteristics,

Feelings and Emotions
Family Members
Clothing and Colors

School Life
Numbers and Time
Days, Months and Calendar
Classes, Schedules and
Supplies

Social Life
Interests and Leisure Activitie
Weather and Seasons

Community Life

Cities, Places, Activities and
Transportation

Shopping

Restaurants and Food

Level 2

Home Life

Daily Routine

Rooms of the House and
Household Chores

Food

Childhood Experiences (Spanig
only)

Student Life
Classes and School Routines
School-Related Activities
Health and Fitness

Leisure Time
Indoor and Outdoor Activities
S Shopping
Special Events

Vacation and Travel
Travel Plans and Activities
Countries and Nationalities
Asking For and Giving
Directions

Level 3*

Rights and Responsibilities
Home, School and Communit
Voting and Civic

Responsibilities
Driving

h Civil and Military Service
Chores

Future Plans and Choices
Education Plans
Vacation Plans
Careers and Jobs

Teen Culture
Student Life
Fashion/Clothes
Entertainment
Leisure Time
Sports/Extreme Sports

The Environment
Nature and Wildlife
Ecology
Conservation
Eco-Tourism

Humanities

Current Events

History, Holidays and
Traditions

Art, Architecture and
Literature

The Arts
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APPENDIX D

Culturally Responsive Additional Topics

Culturally Readings Description
Relevant
Topics
Language “El origen de la lengua Article about the origin, different components afd
espafiola” influences of the Spanish language.
“Your Accent, your Accent” | My son’s poem about my accent.
“Language and intimacy” My essay about the relationship between languade an
intimacy in my life.
Spanglish Book that acknowledges the existence of Spangbsh a
natural phenomenon.
“Lecciones de inglés” Short story about the difficulties of learning Esblfor a
Latin-American person.
Excerpts olLegacies Explains the benefits of being bilingual for second
generation Latinos.
Roots “Yo soy un hombre sincero”| Poem by Cuba’s national heroe. One of its themedda

(poem)

Salvadoran legends
Reading describing El
Salvador’s national emblem

Positive aspects of national
heritage

“Mi Peru”
“Piramide alimentaria”

Glossary ofExcelencia en la
cocina

“The Health Benefits in
Spanish Food”

do with patriotism.

Emailed to me directly from El Salvador by a former
student.

Downloaded from internet.

Research conducted by students on positive aspkcts
their cultural and/or linguistic heritage.

Patriotic poem.

Food Pyramid.

Cookbook written by my grandmother.

Downloaded article.

Borderlands
Experiences

Borderlands/La frontera

The colonial experience of living as a Latino ie thnited
States and the inequitable experience of beingiad.a
the Latino culture.
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“La reforma migratoria para
el 2010”

Un latino influyente

“¢.Qué es el mes de la
hispanidad?”

“l am who | am, so what”
Excerpts olLearning a New
Land

Cajas de carton

Cuando era puertorriquefia
Excerpts inEthnic Labels,
Latino Lives

Excerpts in_egacies

“Boricua en la luna”

Newspaper article on “The Immigration Reform for
2010".

Students’ own research on a Latino/a of influence.

Articles downloaded from internet about multipletiha
topics in relation to the “Hispanic month”.

Poem about being of Mexican heritage in the United
States.

The experiences of first generation immigrants.
Autobiographical account about the childhood of¢hid
of migrant workers.

Autobiographical account of a female teenager wbuen
to the United States from Puerto Rico.

Labels that impact the identity of Latinos in theitdd
States.

The experiences of second generation immigrants.

Poem about Puerto Ricans immigrating to the United
States.

Marginal
Experiences

“En el fondo del cafio hay un
negrito”

“Indias sin reservas”

Excerpts oRigoberta
Menchu

Homegirls: Language and
Cultural Practice Among
Latina Youth Gangs

Excerpts fromMy Bloody
Life: The Makings of a Latin
King

“Ana Gutierrez: From
Migrant Farmworker to
Ph.D.” inThe Transcendent
Child

The Brief Wondrous Life of

Oscar Wao

Short story about a poor dark child.

Autobiographical accounts by indigenous women who
have surmounted many obstacles.

Guatemalan Nobel Prize winner tells the story ef h
oppressed indigenous family under the Guatemalan

military regime.

Research on two female gangs.

Autobiographical account of a former gang member.

Biography of successful Latina who surmounted many
obstacles.

The life of a Dominican nerd.
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“El llamado”

Poem about a prisoner.

Voices of Affirming Diversity Minority students speak about their school expesgsn
Latino

Children

Cultural “Las medias rojas” Short story about a Spanish father who disfiguigs h
Gender daughter so she will not leave him alone in Spaimove
Roles to America.

“Preparacion de la mujer al
matrimonio”
“Casa de Bernarda Alba”

Excerpts oBorderlands/ La
frontera

“La nifa fea”

Ultra-conservative Spanish manifesto that gives
recommendations for married women.
Play about oppressed women.

Oppressive role of women in Latino society and of
Mexican Americans in American society.

Short story about the discrimination against ary ggil.
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APPENDIX E
Catalogue of Themes
A. Under major theme of Culturally Responsive Pedagogy:
Linguistic identity exploration; cultural identity exploration; borderlantsdiry
topics; connection to roots, family and community; cultural gender exploration;

voices; agency; and classroom culture.

B. Literary Topics:

Language; roots; borderlands experiences; marginal experiences; aoidesltural

gender roles.

C. Linguistic Identity Exploration:

English monolingualism; Spanglish; and Spanish/English bilingualism.

Unexplored identity; beginning of identity exploration; and identity exploration.

D. Cultural & Linguistic Exploration:

National identity; panethnic identity; roots; positive and negative cultural

characteristics; identification vs. identity; and labeling.

Unexplored identity; beginning of identity exploration; and identity exploration
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E. Reader/Writer Identity:

Resistant reader; semi-resistant reader; non-resistant

F. Literacy Interest:
Low interest in Spanish literacy; exploration of different culturally reteliterary

topics; and developed preference for specific literacy topics.
Low or limited identity due to limited acquaintance with topics; exploration of
identity due to extensive acquaintance with topics students identified with; dedf hig

identity as readers and writers.

G. Action Research:

Processes as code; perspectives and strategies are subcodes ofsprodesse
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APPENDIX F

Data on Borderlands Experiences
Samples of Students’ Journal Entries
Dinaida(January 18, 2010}:The conflict of Negi’s mother iCuando era
puertorriqueiais that she [her daughter] is acting like an ‘americana’. But it is not
her fault that she is acting like that. It is the culture. The mother [...] does not want
her to act as an ‘americana’, because she does not like how they act and dress”.
Dania(February 16, 2010): “Many times the child of the immigrant goes through
experiences that are different from the ‘gente americanizada’ (Ameechpeople).
For example, the culture is different. In my experience my parents have to know my
female and male friends to know the kinds of people | get together with. The people
who are ‘americanizada’ simply go out and that is it. | don’t think that the ‘padre
hispanos’ (Hispanic parents) don't trust their children; simply they protect thei
children more”.
Dania(April 19, 2010): “I could see and understand how difficult is the life of an
illegal immigrant...my friends tell me how they miss their countries, {hements,
their family, their friends. You can see in this story what it means to adferesult
of being an immigrant”.
Karen(April 19, 2010) “These things happen a lot. Children stay in their country of
origin while the parents are in the United States working for them. It ishf@igult
for them because they can'’t see their parents and they stay with their unadss, a
grandparents and, if something happens, how can their parents know? But that is life

because | have many cousins, nephews and nieces who have not seen their parents
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and wish to see them. It is very sad. That is why the parents work to send them money
and get their papers and passports to be able to see them”.

Enid (April 19, 2010): “My impressions of “Under the Same Moon” are strange since
my mother, father and siblings are immigrant and | remember as ityesterday

when | came to the United States that it was very painful for me. | creed hi&d

never cried before. When | watched the movie for the first time | becaanét $elt

as if | had gone through the pain they went through. That is why I don't like to watch
movies like that, since I think that | have gone through the same as the boy”.
FranciscgApril 19, 2010): “When | saw this movie for the first time | started to cry
because | went through something similar. When my father came to the Uaitesl St

it was very sad for me and hard not to see him every day. But through the years he
could save money to bring me to the United States. And for him that was really hard
since he had to work night and day to make money to be able to bring us. That is why
| appreciate all he does for me and my siblings. | don’t plan to get in trouble éecaus
he does not deserve that | fail him that way”.

Elmer(April 19, 2010): “For two years | lived in el Salvador with my aunt. During
those years | spent fun time with my cousins. [...] The movie “Under the Same
Moon” made me think about my own past. For two years | lived with my aunt, during
the time that | was waiting for the residence in the United Stateshdmber how

much | missed my mother. And | used to think like the child in the movie. | thought
that she did not love me, but when | grew up | realized that she did. Even though |
lived with my aunt and used to see my oldest sister, it was not the same as geeing m

mother with me. The idea of leaving my whole life in El Salvador caused me a lot of

330



fear. | did not know how things were going to be here. When | used to live in El
Salvador | did not have to attend school but | was told that when | came to the United
States | would have to go since that was the law in the United Statesteirfbly

since | did not want to leave my cousins and could not bring my toys in my suitcase.
When the day arrived | felt really badly. When | arrived to the airport myastiom
started to hurt. | was so afraid that | lost my appetite [...]. Then the time twaget

into the airplane. | started to cry. All of my relatives hugged me and told me goodbye
| got into the plane with my uncle and cousins. In the airplane | slept several hours
Finally the airplane landed. There were my mother, brother and sister Waiting

me”.

Marcos(February 16, 2010): “The second time that | came to the United States was
when | was 12 years old. My mother lied to me that we were only going to be here
for one week, but we have stayed for three years this time. That time, only my
mother, my brother, my sister and | came. Three months later my fatherccatag t
also. A year later my brother came to work as a doctor here since he alesady

doctor there”.

Juan(October 5, 2009): “I work in McDonalds with my mother. We both work
together to pay the rent. Only she and I live in our apartment. Also in the summer |
helped her with another job of hers. When | have money after paying thenyent
phone, cable/internet, | send money to my sisters and grandmother in Salvador. | also
help other family members. When | have money left | deposit it in the bank for

school” (Translated by Magda Cabrero).
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Juanita’s journal: “I am the only one of my siblings who is in school. They are in El
Salvador” (Translated by Magda Cabrero).

Tony's journal: “When | used to live with my father, while children went to play
outside and spoke with their friends, my father made me study since that was better
than ‘wasting time doing those silly things’. Before | moved with my mothat

was the only culture that | knew. After | moved to the United States | gotiatepia

with the American culture. One full of rock’n’roll music, freedom and double
cheeseburgers” (Translated by Magda Cabrero).

Dinaida’s journal: “I have become introverted. | was expressive befotedbue
changed. My father was deported; can no longer enter here. Now | cry a lotnand | a
sad and pretend to be happy when | don’t want anyone to know what happened. Now
you know something about me and | hope you will understand why | don’'t speak
much in your classroom” (Translated by Magda Cabrero).

Dania’s journal: “My parents tell me that from the age of one more or lessl tois
travel to El Salvador. | never went with my parents. | traveled with my gragmigar
my uncles and aunts. My mother tells me that [...] | always used to come back
speaking with the accents of the children from there. | used to come back as an
entirely new person...each time that | go back to El Salvador | cry whileowgrds
the airport and take the plane to go there. | feel that | will miss my lovediotiee
United States....but when | come back the same thing happens to me, | come sobbing
because | feel that | leave who | really am there. Even though | was not born in El
Salvador, | feel I am from El Salvador. It is in my blood, it runs through my Jeins.

feel, like India Maria (comedian) says, ‘| am neither from here, nor frene th
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Inside of me there is always a voice that wants to come out. | understand the
importance of being bilingual and bicultural in this country but in reality almost
always only English is the language that is used. The only places whel¢hiatel

can allow that second person to come out are in Spanish class and in my home. | wish
| could change that in one way or another” (Translated by Magda Cabrero).

Isabel’s journal: “I am multicultural. My father was born in Chile and my nrotlzes

born in Ecuador. | love the sayings of Chile. The accents stick easily with me”
(Translated by Magda Cabrero).

Nadine’s journal: “My culture is Bolivian and Guatemalan. | would say taat |

more Bolivian since | am closer to my mother’s side. One of the things that make me
more Bolivian is that | love Bolivian food. | also dance in a folkloric Bolivian dance
group and | like it very much” (Translated by Magda Cabrero).

Margarita’s journal:“* My mother and | are from Nicaragua but my father is from
Guatemala and my siblings are from the United States, that is why wenlaaye
traditions and cultures. My father’s culture is more indigenous and the culture of my
mother and mine is more from the city” (Translated by Magda Cabrero).

Lola’s journal: “My family is not like the ones who are in El Salvador. They have
gotten accustomed to the American life. The one who is still purely Salvad®nay
grandma who visits once a year. She brings back the culture to my home” (fBdnsla

by Magda Cabrero)
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Samples of Focus Group Discussions (Individual Quotes)

Carlos(May 18, 2010): “I was born here but | am not Americanized, | guess. How
white people live like, like they live in those big houses. They have everything they
want like picture perfect lives”.

FranciscgMay 21, 2010): “I am not Americanized, | prefer to speak Spanish and my
home is not American at all”.

Nicolas(May 25, 2010): “I want to learn about Mayans and Aztecs. | feel connected
because it is my culture; | am Mexican, Mayans love art. American histboring,

not background, ancient history, what people are capable of doing; genocide and all
of that”.

Karen(May 10, 2010): “I wish | know more about my ancestors. | just want to know
what happened. The book about Salvadorian children... was back at the time when
the Salvadorian war started and my family was there when the war statadally

saw the video of it about five years ago, they went against each other; if nhy fami
had gotten killed | wouldn’t be here right now. When | read that book | realized that a
lot of children are suffering over there. And it is kind of cool that an American
woman adopted a kid over there...you know that is kind of cool. That is like
awesome. You're like making something new. You are actually bringing another
culture back to us”.

Carlos(May 21, 2010): “Latino culture is strong, | want to read more, write more,

those accents”.
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Dinora(May 4, 2010): “Now | know more Spanish. It has connected me to my
culture, now | know more about Peru, etc., such an important part of who | am.
Nicolas(May 25, 2010) “We are always together. | am proud to be Hispanic; | don’t
care what people say, it is my culture not theirs”.

Samples of Focus Groups (Dialogue Segments)

Francisca: Cuando era puertorriquefigot my attention. It got my attention because
it talks about my culture and that she can do whatever she wants. It got mipmtte
because just because you don’t know the American culture and language that well
they can treat you wrong. That is not right”.

Teacher: “Would this book be good for Latinos to explore who they are and feel good
about themselves?

Francisca: “Yes, this book would be good to explore who they are”.

(May 21, 2010)

Francisca: “I am not Americanized, | speak more Spanish at home”.

Carlos: “I was born here but | am not Americanized, | guess”.

Teacher: “What does been Americanized mean to you”

Carlos: “What white people are like, like they have those big houses. They have
everything they want like picture perfect lives.

Jessie: “I think teachers should te&imando era puertorriquena”.

Francisca: “It teaches that you are who you are, stay with what yowahdve proud
of it”.

(May 21, 2010)
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Teacher: “Have you thought about who you are more, less or not at all because of
reading in my class?”

Enid: “The class has brought more of my Hispanic side”. | feel mored_atin

general.

Teacher: “Do you feel good about it?

Enid: “It is positive! | do feel more confident than before”.

Enid: “l always hated taking Spanish before. It was a fun class but atiéreiadly

did not care; but this class made me think how good my parents’ country is; | learned
about all of those countries and | was like wow. It connected me more to my
personality and to my dad and to my roots’.

(May 25, 2010)

Teacher: “Do you live between two different worlds?”

Carlito: “My dad is different from Americans. Being Latino in the Unitedestgbu
experience racism. | like being Hispanic but people already assunheltimét speak
English; but | like being Hispanic; our class makes me feel better abogt bei

Hispanic. It makes me feel more proud all the different countries in our clesge |

gone through a lot of identity crises. | have gone a lot through it. | felireesha

because | heard things about being Hispanic. Tenth grade was when | thought about it
for the most time. You start thinking about who you are and one of the things you are

is Hispanic and | have gone a lot through that. [...]. | know | am Hispanic and can’t
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do anything about it. | am in eleventh grade. My parents are the nicest people | know
And | know many Hispanic people that aren't like”.

Karen: “There are a lot of Latinos but don’t want to be called Latinos. They say
when they are asked where are you from, they say, my parents are this...but you're
part of it too! | mean you look like them, you have their skin color, you have the
culture and all that but you don’t want to be called that way” (May 4, 2010)

Samples ofField Notes & Teacher Journal Entries

“To my comment, ‘Maybe you identify yourselves with being ‘norteanagios’,

Yara, one of the sisters of Honduran heritage, abruptly replied with a serious,

imposing expression on her face, ‘Il am not American™ (November, 20, 2009).

“When we read about baseball | said, ‘one of these days we are going to talk about

sports. And Nolo said: ‘I will bring football to El Salvador and the team is going to be

called pupusera’. We all laughed” (January 14, 2009).

“Today Karen said that she is Salvadorian American. | asked, ‘Is it Salvadiosta

and then American?’ She answered ‘yes” (February 19, 2010).

Melina asked me to help her write her quincearera speech which she is supposed to

give in Spanish (March 3, 2010).
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“Then we start reading about Peru. | identify Miguel and Dinora and | ask wiat the
know about Peru. | can see Michael's sense of pride on his face. Mgéngration”

(April 18, 2010).

Sample of Teacher Interviews

Magda: “Do Latino students feel American?”

Aurora: “I have never seen Latino students who say they are American ong/oPlac
birth has nothing to do with where they are from”.

Aurora: “If teachers don’t teach them who they are, they are up in the air, since they

will never connect to their culture”.
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APPENDIX G

Interview for Teachers of Spanish for Heritage Language Speakers Classes

The questions comprised in my interview for the six teacheBpaiish for Heritage
Speakersre based on my inquiry questions on chapter 1. The questions are also
based on the literature review | have done. They are based on the theories of the
following:

Gay (2000, 2002, 2003, 2005, 2010); Ladson-Billings (1995); Educational Research
Service, (2003)Culturally ResponsivBedagogy

Phinney (1989; 19938ocial Identity Development Theory

Moll, Amanti, Neff, & Gonzalez (1992Funds of Knowledge

Gee (1996)Sociolinguistic Theory

Rosenholtz’s (1984 Reader Self-Perception Theory

Giroux (1988; 2007Yoice Development TheoandCritical Theory

Freire & Macedo (1987)Praxis through studying the world and the word

The questions are grouped under the following titles:

|. CULTURAL AND LINGUISTIC IDENTITY

How do you explore cultural and linguistic topics with your students?

Have you ever talked with your students directly about their cultural and lileguist
identity? Please explain how you did it and what happened.

In your experience, have you noticed if your students ever think about their cultural
and linguistic identity? Please explain.

Does discussing their cultural and linguistic identity make a differen¢ein t
awareness of their identity? Please explain.

Do you think that exploring your students’ identity with them is a worthwhile
endeavor? Please explain.

Il. CULTURAL AND LINGUISTIC IDENTITY AND LITERACY

Do you know books that explore the bicultural and bilingual identity of Latino
children?
Have you ever asked your students to read books independently at home?
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8) What cultural, linguistic topics do you explore through literature and writing
assignments?

lll. FUNDS OF KNOWLEDGE (I will explain Moll's theory and will proge
at least one example)

9) What would you say are the funds of knowledge that your students bring from their
home cultures?

10)Do you use their funds of knowledge to teach them? How?

11)Have you ever used their funds of knowledge to increase their interest irgfeadin
Why?

IV. CRITICAL THEORY

12)Do you ever discuss issues regarding the place of your students in theakmeric
society and how they can improve it?

13)Do you use literacy related activities to explore their place in Anresoaiety,
unequal distribution of power, and schools’ reproduction of inequality?

14)Do you ever discuss how they can have more voice and change their place in the
world?

15)How can | develop my students’ voices?

V. SELF-PERCEPTION AS READERS

16)Do your students perceive themselves as readers?

17)Have you ever attempted to change the way they perceive themselgaders?
How?

18)Do you think your students are resistant to literacy in English?
18) Do you think students may be less resistant to read in Spanish? Why?
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APPENDIX H
Focus Group Questions for Students

| will ask about eight questions to students when we meet in focus groups. The focus
group questions are based on my inquiry questions. They are also based on the
following theories:

Phinney (1989; 19938ocial Identity Development Theory
Gee (1996)Sociolinguistic Theory
Rosenholtz’s (1984 Reader Self-Perception Theory
Giroux (1988; 2007Yoice Development TheoandCritical Theory
Freire & Macedo (1987)Praxis through studying the world and the word
Dance (2002):.Down” Teacherdor Street-Savvy Students
Carter (2005Keeping It Real for Minority Students
Bourdieu (1990)Social and Cultural Capital Theory
Ogbu & Simmons (1998)oluntary & Involuntary Minorities
Gay (2000, 2002, 2003, 2005, 2010); Ladson-Billings (1995); Educational Research
Service, (2003)Culturally Responsiveedagogy

Have your perceptions about the Latin culture and language changed since the
beginning of the school year? How have they changed and why?

Do you think that any or some of the readings have made the students explore who
they are and what/who they identify with? Can you provide some examples of t

readings that have done that?

What is your level of comfort now with reading and writing in Spanish in congaris
with the beginning of the school year?

Has your level of interest in reading changed since the beginning of the seaodl y
How and why?

Has your perception of yourself as a reader changed since the beginningcbbtble s
year? Why do you think this has happened?
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6) Did being able to choose your own books to read independently and discussing what
you read at “La Tertulia” impact your interest in reading? How and why?

7) Did readings such &@uando era puertorriguefiandCajas de carténmpact your
interest in reading? Were there other more memorable readings than thdsis two t

school year? How and why?

8) What recommendations would you give to teachers of Heritage Speakers tdasse
make Latin students more interested in reading and writing?
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APPENDIX |

Interview for Student to Ask a Family Member or a Friend who Immigrated to USA

1) Country person emigrated from:

2) Years in USA:

3) What made you decide to come to the USA?

4) Please describe your experience when you first came to the Unites] State

5) How has your experience with the English language been? Are you bilingual?

6) Do you miss something about your country of origin? What?

7) Are there any cultural values from your home country that you wish you ¢aind y
children) would not lose while living in the United States?
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8) What has your experience of living in the United States been like? Have you
adopted values or characteristics of the American culture? Do you corsitsely
bicultural?

9) How does your child’s upbringing in this country compare to your own upbringing
in your country of origin?

10) Is there anything from your home culture (like a meaningful dtiefagnily
value or cultural value) that you wish your child’s teachers understood so they could
teach your child better?

11) What do you feel your family or you are very good at? Like a special kind of
intelligence, aptitude or skill?

12) What are your proud of in the Latino culture?
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V1.

VII.

VIII.

APPENDIX J

Questionnaire for Students about Linguistic Identity and Cultural Identity

The first part of this questionnaire will be given only oncéhat beginning of the
semester. The second part will be given twice during the begirand end of the
semester. This questionnaire will inform me about basic aspéatsy students’
cultural and linguistic background. It will also inform me about thg mg students
identify culturally and linguistically. It will also help to deteine if my students’
sense of cultural and linguistic identity changes throughout the semester.

|. First Part

| was born in

(Only answer this question if you were born in another country)

| came to this country when | was years old.

My parents were born in

At home my parents speak mostly in

My parents speak English fluently.  Yes No

| speak with my parents in and

(leave second answer blank if you speak in only one language).

| speak with my siblings mostly in

| speak with my grandparents and other members of my family in

The culture of my parents and the culture of my school are:
A. Similar

B. Somewhat different

C. Very different
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Il. Second Part

| speak:
A. English better than Spanish
Spanish better than English

B
C. Spanish and English pretty much equally well.
D. Other:

Il. My level of comfort in speaking Spanish as compared to the beginning
of the year

A. has gone down

B. has not changed

C. hasincreased some
D. hasincreased a lot

lll. | preferto speak in:
English
Spanish

Both English and Spanish separately
Spanglish

Other:

moow2

A. Am monocultural: The culture
B. Am bicultural: The culture and the

C. Have a combination between my home culture and the American
culture in which the culture is more evident
than the culture.

D. Other:

V. My appreciation now for the positive qualities of the Hispanic culture
from the beginning of the school year.

A. Has gone down

B. Has stayed the same

C. Hasincreased some
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D. Has increased a lot

VI. | prefer to read in:
A. English
B. Spanish
C. Either in Spanish or English (I am equally fluent in both)
D. Spanglish

VII. My level of comfort in reading in Spanish as compared to the beginning
of the year
A. has gone down
B. has not changed
C. hasincreased some
D. hasincreased a lot

XII. | prefer to write in:
A. English
B. Spanish
C. Either in Spanish or English (I am equally fluent in both)
D. Spanglish

IX. My level of comfort in writing in Spanish as compared to the beginning
of the year
A. has gone down
B. has not changed
C. hasincreased some
D. hasincreased a lot
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APPENDIX K
Questionnaire for Students about their Reading Interests

I. Regarding reading, at the beginning of this school year, Ihad __ interssdiimyt
A. no

B. little

C. some

D. alotof

II. Now, lhave interestin reading.
A. no

B. little

C. some

D. alot of

[ll. If you interest in reading has not increased, select the reasons iofardportance. The
most important reason starts with #1. Check all that apply.

A. ______The reading topics were not interesting.

B. __ ljustdon' like the practice of reading.

C. _____Reading is difficult for me.

D ______Topics that we read aboutGnando era puertorriquefiandCajas de

carténare not interesting to me.

E. _____ldid not like reading books of my own choice independently at
home.
F. ______ Thediscussions we had during Tieetuliaevery two weeks did not
really change my interest in reading.
G. ______Topics related to the positive aspects of Hispanic culture and
language are not interesting to me.
H. __ Topics related to different aspects (positive and negatie¢dad to

the Hispanic culture and language are not interesting to me.
l. None of the above. State your own reason:
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IV. If your interest in reading increased, select the reasons in ordepatéance. The most
important reason starts with #1. Check all that apply.

A. The majority of the reading topics were interesting to me.

B. Some of the reading topics were much more interesting than
others.

C. The more exposure | had to a variety of reading materials, the
more | got interested in reading.

D. The discussions we had durdirggT ertulia every two weeks made
me more interested in reading.

E. I could choose my own independent (home) reading topics.

F ___ Topics related to positive aspects of the Hispanic cuttdriamguage
are interesting to me

G. ___ Topics related to different aspects (negative or posifitlee Hispanic

culture and language are interesting to me.

H. Topics that we read abouCunando era puertorriquefiandCajas de Carton

ardnteresting to me.
None of the above. State your own reasons:

My teacher had ___ impact on my interest in reading:

A. No

B. Alittle

C. Some

D. Alot of

Explain why:
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APPENDIX L

Questions about Independent Readings and Other Readings for La Tertulia

1) Describe the main characters, including their cultural and linguistiagierpes.

2)  What is the biggest challenge they face?

3) Describe what you think are the best characteristics of the main characte

4)  Are they influenced by other characters?

5) Do you think the main characters are good role models? Why?

6) Do they change themselves/their surroundings through the book? How?

7)  What is the self-concept of the main characters like?

8) Is there a character you identify with? Why?

9) Is there a character who has a strong drive to get ahead?

10) Are there any socioeconomic issues that take place in the story? Explain.

11) What advice would you give to the main characters?

12) Please change the story. Add anything you deem interesting and/or
important.

13) How much control do the characters have over their lives?

14) How do other characters perceive the main character?

15) Who is the character you admire the most? Please describe.

16) What do you like the most about this book?

17) What is the best description used by the author in the book?

18) Describe the setting of this story.

19) Give a descriptive summary of the plot.

20) What is the best story that you have read this quarter/semester/yekait &xyy.
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APPENDIX M
Student Journal Entries

1) Mi experiencia veraniega [y (My Summer Experience)

2) Mi cultura (My Culture)

3) Cuando era nifio (When | Was a Child)

4) Yo (Me)

5) Diferencias y similitudes entre un personaje de mi libroy yo (Diffeseaad
similarities between a Character in My Book and Me)

6) De lo que estoy agradecido (What | am Grateful For)

7) Los conflictos de Esmeralda Santiago (The conflicts of Esmeralda Sgntiag

8) Las experiencias de los hijos de los inmigrantes (The Experiences of ltieiCbf
Immigrants)

9) La experiencia escolar del inmigrante de primera y segunda gemefahe School
Experience of the Immigrant of First and Second Generations)

10)Spanglish o bilingtiismo (Spanglish or Bilingualism)

11)El rol femenino y masculino (The Femenine and Masculine Roles)

12)Las etiquetas (Labels)

13)Mi reaccién a la pelicula “Bajo la misma luna” (My Reaction to the Mowieder
the Same Moon”)

14)Un viaje (A Trip)

15)Coémo me divertia cuando era nifio (How | Used to Enjoy Myself When | Was a
Child)

16)Mis obligaciones (My Obligations)
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17)La Amistad (Friendship)
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APPENDIX N

Speaking Preference

English | Spanish Both Spanglish | Spanglish | Both English

Only Only English & Only Only & Spanish

Spanish + Separately

Separately English +
Only Spanglish
Only

# % | # % # % # % # % # %

1.5 males 2] 29%| 0 0% 5 71% 0% D 0% 0 09

1.5 females| 0 0%| 1 179 2 33% 1 17% 1 17% 1 17

Total 1.5 2 | 15% | 1| 8% 7 54% 1 8% 1 8% 1 8%
Students

2" gen. 6 | 60% | O] 0% 4 40%| O 0% 0 0% 0 0%
Males

2" gen. 5 | 3% | 0] 0% 3 23%| 4 31% 0 0% 1 8%
Females

Total 2° 11 | 48% | 0| 0% 7 30%| 4 17% g 0% 1 4%
gen. students

Totalmales| 8| 47%| 0 0% 9 53% 0% 0 0% 0 09

Total 5 | 26% | 1| 5% 5 26%| 5 26% 1 5% 2 119
females

Total 13 | 36% | 1| 3% 14| 39% 5 149% 1 3% 2 6%
number of
students
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APPENDIX O

Reading & Writing Preference

Reading Preference

English Only| Spanish Only Both English & Spanglish Only | Spanglish & Englis
Spanish Separately
Separately +
Spanglish Only
# % # % # % # % # %
1.5 males 3 43% 0 0% 4 57% 0 0% 0 0%
15 2 33% 0 0% 2 33% 1 17% 1 17%
females
Total 1.5 5 38% 0 0% 6 46% 1 8% 1 8%
students
2" gen. 8 80% 0 0% 2 20% 0 0% 0 0%
males
2" gen. 8 62% 1 8% 3 23% 0 0% 1 8%
females
Total 2 16 | 70% 1 4% 5 22% 0 0% 1 4%
gen.
students
Total 11 | 65% 0 0% 6 35% 0 0% 0 0%
males
Total 10 | 53% 1 5% 5 26% 1 5% 2 11%
females
Total 21 | 58% 1 3% 11 31% 1 3% 2 6%
number of
students
Writing Preference
English Spanish Only|  Both English & Spanglish Spanglish
Only Spanish Only Only
Separately +
English
Only
# % # % # % # % # %
1.5 males 3 43% 0 0% 4 57% 0 0% 0 0%
15 4 67% 0 0% 2 33% 0 0% 0 0%
females
Total1.5 | 7 54% 0 0% 6 46% 0 0% 0 0%
Students
2%gen. | 6 | 60% 0 0% 3 30% 0 0% 1 10%
Males
2%gen. | 10 | 77% 0 0% 2 15% 0 0% 1 8%
Females
Total 2° | 16 | 70% | O 0% 5 22% 0 0% 2 9%
gen.
students
Total 9 53% 0 0% 7 41% 0 0% 1 5%
males
Total 14 | 74% 0 0% 4 21% 0 0% 1 5%
females
Total 23 | 64% 0 0% 11 31% 0 0% 2 6%
number of
students
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APPENDIX P

Language/s Spoken with Siblings

English Only | Spanish Only English & Spanglish
Spanish
# % # % # % # %
1.5 males 5 83% 1 17% 0 0% 0 0%
(one student
has no
siblings)

1.5 females 6 100% 0 0% 0 0% 0 0%
Total 1.5 11 97% 1 3% 0 0% 0 0%
students
2"%gen. 5 50% 0 0% 5 50% 0 0%

males
2% gen. 8 62% 1 8% 3 23% 1 8%
females
Total 2° 13 57% 1 4% 8 35% 1 4%
gen.
students
Total males 10 63% 1 6% 5 319 0 0%
Total 14 74% 1 5% 3 16% 1 5%
females
Total 24 69% 2 6% 8 23% 1 3%
number of
students
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APPENDIX Q

Changes in Reading Interest

Interest stayed the| Interest Interest No
same increased decreased answer
# % # % # % # %
1.5 male| 5 (2ofthe 71% 2 29% 0 0% 0 0%
5 had a lot
of interest
from the
beginning)
1.5 3 (2 of the 50% 3 50% 0 0% 0 0%
female | 3 had alot
of interest
from the
beginning)
2" gen. 2 22% 6 67%| 1 (some > 4 1 11%
male little)
2"%gen. | 4 (2 of the 31% 9 69% 0 0% 0 0%
female | 4 had a lot
of interest
from the
beginning)
TOTAL 14 40% 20 57% 1 3% 1 3%
6 of the 14| 22% had
had a lot of| no interest
interest from the
from the | beginning
beginning
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APPENDIX R

Reasons for Increase & Lack of Increase in Reading Interest

Reasons for Increase in Reading Interest

Reason§ 1.5 | 1.5gen. | Total | 2%gen.| 2"gen. | Total | Total # Total # Total #
gen. females | 1.5 males | females | 2™ positive positive positive
males gen. gen. reasons | reasons | reasons
for males for
females
A 1 (top 1 2 1 2 3 2 3 5
choice)
B 1(top | 2 (both 3 3(1top 4 7 4 6 10
choice top choice)
choice)
C 0 2 2 2 (1top| 3(1top 5 2 5 7
choice) | choice)
D 0 1 1 1 3 4 1 4 5
E 2(1 3(1top 5 5 7T@top| 12 7 10 17
top choice) choice)
choice)
F 1 2 3 1 (top 4 5 2 6 8
choice)
G 1 1 2 3 2 5 4 3 7
H 2 2 1 2 (only 3 1 4 5
Cajas de
cartén)
Total # 6 14 19 17 27 44 23 41 64
of
Reasons|
Reasons for Lack of Increase in Reading Interest
Reason§ 15| 1.5gen.| Total | 2“gen.| 2™gen. | Total | Total # Total # Total #
gen. females | 1.5 males | females | 2™ neg. neg. negative
male gen. gen. reasons | reasons | reasons
for males for
females
A 1(1 2 3 3(ltop| 4 (2top 7 4 6 10
top choice) | choice)
choice)
B 0 1 1 2 1 3 2 2 4
C 0 0 0 1 1 2 1 1 2
D 411 2 (both 6 2 2 4 6 4 10
top top
choice)| choice)
E 0 0 0 0 1 1 0 1 1
F 3 1 4 2 1 3 5 2 7
G 0 0 0 1 2 3 1 2 3
H 0 0 0 0 0 0 0 0 0
Total # 8 6 14 11 12 23 19 18 37
of
Reasons|
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APPENDIX S

Independent Reading Topics

Reading topics Total Male & | Books Chosen byl Total Books Chosen b
Female 2" Generation 1.5 Generation
(3 x 20 Males (3x13Males& | (3x7Males&3x6
& 3 x 14 Females) Females)
3 x 20 Females)
# % # % # %
Social & Home 28 23% 23 28% 5 13%
Marginalization
Latino Life in the 12 10% 6 7% 6 15%
USA
Immigration 12 10% 8 10% 4 10%
Adventure & 10 8% 6 7% 4 10%
Mystery
Teenage Topics 9 8% 6 7% 3 8%
Philosophical 8 7% 6 7% 2 5%
Social Injustice 7 6% 4 5% 3 8%
Latin American 6 5% 3 4% 3 8%
Literature
Ancestral & More 6 5% 5 6% 1 3%
Current Latino
and Latin
American History
Self-Discovery 6 5% 5 6% 1 3%
Heterosexual 6 5% 6 7% 0 0%
Romance
International 5 4% 2 2% 3 8%
Literature
Sports 2 2% 1 1% 1 3%
Homosexual 2 2% 0 0% 2 5%
Romance
Religion 1 1% 0 0% 1 3%
Total 120 Books 81 Bookg 39 Books
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APPENDIX T

Reading Topics Selected by Males & Females

Reading Topics Selected by Males

Books Chosen by 1.5

Reading Topics Male Books Chosen by"
(3 x 20 Males) Generation Generation
(3 x 13 Males) (3 x 7 Males)
# % # % # %
Social & Home 13 22% 12 31% 1 5%
Marginalization
Adventure & Mystery 8 13% 5 13% 3 14%
Immigration 6 10% 4 10% 2 10%
Philosophical 6 10% 4 10% 2 10%
Latin American 5 8% 2 5% 3 14%
Literature
Ancestral & More 4 7% 4 10% 0 0%
Current Latino and Latir]
American History
Social Injustice 4 7% 1 3% 3 14%
Self-Discovery 4 7% 3 8% 1 5%
Teenage Topics 3 5% 2 5% 1 5%
International Literature 3 5% 0 0 3 14%
Latino Life in the USA 1 3% 1 5%
2 3%
Sports 2 3% 1 3% 1 5%
Total 60 Books 39 Books 21 Bookg
es

Reading Topics Selected by Femal

Books Chosen by"

Books Chosen by 1.5

Reading Topics Female
(3 x 20 Females) Generation Generation
(3 x 16 Females) (3 x 7 Females)
# % # % # %
Social & Home 15 25% 11 26% 4 22%
Marginalization
Latino Life in the USA 10 17% 5 12% 5 28%
Immigration 6 10% 4 10% 2 11%
Heterosexual Romance 6 109 6 14% 0 09
Teenage Topics 6 10% 4 109 2 11%
Social Injustice 3 5% 3 7% 0 0%
Self-Discovery 2 3% 2 5% 0 0%
Homosexual Romance| 2 3% 0 09 2 11%
Adventure & Mystery 2 3% 1 2% 1 6%
International Literature 2 3% 2 5% 0 0%
Ancestral & More 2 3% 1 2% 1 6%
Current Latino and Latir]
American History
Philosophical 2 3% 2 5% 0 0%
Latin American 1 2% 1 2% 0 0%
Literature
Religion 1 2% 0 0% 1 6%
Total 60 Books 42 Books 18 Books 18
Books
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APPENDIX U

Comfort in Reading, Speaking & Writing in Heritage Language

Comfort in Reading in Heritage Language

No increase Increased some Increased a lot
# % # % # %
1.5 males 2 29% 2 29% 3 43%
1.5 females 2 33% 2 33% 2 33%
2" gen. males 2 20% 5 50% 3 30%
2" gen. 4 31% 6 46% 3 23%
females
Total males 4 24% 7 41% 6 35%
Total females 6 32% 8 42% 5 26%
Total 10 28% 15 42% 11 31%
Total increased some & increased a lot 26/36 = 72%
Comfort in Speaking in Heritage Language
No increase Increased some Increased a lot
# % # % # %
1.5 males 1 14% 4 57% 2 29%
1.5 females 0 0% 5 83% 1 17%
2" gen. males 0 0% 9 90% 1 10%
2" gen. 0 0% 10 77% 3 23%
females
Total males 1 6% 13 81% 3 19%
Total females 0 0% 15 79% 4 21%
Total 1 3% 28 78% 7 19%
Total increased some & increased a lot 35/36 = 97%
Comfort in Writing in Heritage Language
No increase Increased some Increased a lot
# % # % # %
1.5 males 0 0% 4 57% 3 43%
1.5 females 1 17% 2 33% 3 50%
2" gen. males 3 30% 2 20% 5 50%
2" gen. 1 8% 9 69% 3 23%
females
Total males 3 18% 6 35% 8 47%
Total females 2 11% 11 58% 6 32%
Total 5 14% 17 47% 14 39%

Total increased some & increased a lot

31/36 = 86%
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APPENDIX V

Relation between Reading Comfort and Reading Interest

No reading comfort and no reading interest

Total 1.5 2° generation
1 male 1 male 0 male
3 females 1 female 2 females
4 students 2 students 2 students
Some reading comfort and little or some reading interest
Total 1.5 2°gen
2 male 0 males 2 males
3 females 0 females 3 females
5 students 0 students 5 students
A lot of reading comfort and a lot of reading interest
Total 1.5 generation "9generation
0 male 0 male 0 male
1 female 0 female 1 female
1 student 0 student 1 student
No reading comfort < a little or some reading interest
Total 1.5 generation "9generation
2 males 0 male 2 males
2 females 1 female 1 female
4 students 1 student 3 students
Some reading comfort > no reading interest
Total 1.5 generation "9generation
3 males 1 male 2 male
1 female 0 female 1 female
4 students 0 students 0 students
Some reading comfort < some + reading interest
Total 1.5 generation "9generation
0 male 0 male 0 male
1 female 1 female 0 female
1 student 1 student 0 students
Some reading comfort < a lot of reading interest
Total 1.5 generation "$generation
0 male 0 male 0 male
2 females 0 female 2 females
2 students 0 students 2 students
A lot of reading comfort > no reading interest
Total 1.5 generation "9generation
1 male 1 male 0 male
0 female 0 female 0 female
1 student 1 student 0 students
A lot of reading comfort > a little or some reading interest
Total 1.5 generation "9generation
5 male 2 male 3 male
2 female 1 female 1 female
7 students 3 students 4 students
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