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ABSTRACT 

Texas teacher education preparation programs have been unable to supply the 

demand for qualified teachers to serve the growing numbers of Spanish speaking 

students. Normalista teachers (so called because their preparation took place in Mexican 

Normal Schools) can become future bilingual teacher candidates. Typically normalistas 

have served as teachers in Mexico and are currently recent immigrants employed in jobs 

that are often unrelated to education. 

My study provides a description of the experiences shared by normalistas who are 

seeking certification to practice their chosen career in the state of Texas. Many 

universities have established partnerships with professional development schools for the 

purpose of providing pre-service teacher preparation. However, only a few have 

established similar partnerships with colleagues across the United States and Mexico 

border, presumably because of language and cultural barriers and limited knowledge in 

understanding of the different preparation paradigm used in the Mexican educational 

system. Second, my study will add to the knowledge base about Mexican trained 

educators, who are part of the post baccalaureate population in our universities, 

alternative certification programs, and in certification programs provided by the 

Education Service Centers in Texas. 

My study explores and addressing the special needs of individuals who arrive 

with this wealth of knowledge in pedagogical understandings, cultural experiences in the 

classroom, teaching methodologies and strategies for educating a large under served 

population. Moreover, my study examines and describes the salient ethical and 

procedural themes that emerge from the interactions with preparing adult English 



language leamers to serve the large population of elementary students in which Spanish 

is their native language. 

My study provides direction in the use of data acquisition and analyses that is 

qualitative in nature. More specifically the methodology used is survey research that 

uncovers the experience of normalista teachers in the transitional phase in preparing for 

teacher certification in Texas as a bilingual education teacher. 

Special attention must be paid to the practice of ethical codes, perceptions of adult 

English language leamers, and interpersonal interactions that are exclusive to this 

context. Methodological inquiry and analysis was guided using three basic frameworks: 

Ogbu's (1986, 1989) voluntary and involuntary immigrant framework, Gibson's (1988) 

structural inequalities theory, Cummins (1984) interdependence theoretical framework. 
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CHAPTER I 

INTRODUCTION 

I first met Arcelia when a colleague who proudly proclaimed, "I want you to meet 

a real normalista from Mexico," escorted her to my office late one afternoon. I was 

introduced to Arcelia, who extended her hand and, smiling, said, "MMC/JO gusto, Dora. 

I've heard all about you." I must have smiled from ear to ear. I felt strangely shy and I 

didn't know what to say but to tell her that I liked her beautiful matching jewelry, a lame 

comment perhaps, but nevertheless the truth. It was this brief encounter that marked the 

beginning of my association and interest with Mexican normalista teachers. Normalistas 

are Mexican teachers educated in Mexican teacher colleges called escuelas normales 

(normal schools), who presently reside in the United States. We spent the afternoon 

sitting around my desk, drinking coffee and talking of what we know best—teaching 

school. I told her about my life as a teacher and of course, my twelve years could not 

match Arcelia's twenty-eight years experience as a teacher and administrator in Mexico. 

I listened attentively as she described a day in the life of a public school teacher living in 

Mexico. Two hours later, I knew my dissertation study would some how be associated 

with Mexican educators. We parted with hugs and reminders to keep in touch. 

I became interested in looking at Mexican normalista teachers in Texas because 

of my association with the members of the Project Alianza (Alliance) grant initiative 

supported financially by the W.K. Kellogg Foundation. It was this association with the 

'Pvo']tci Alianza grant that involved normalista teachers originally from Mexico and their 



struggle to become bilingual education teachers in Texas that first interested me in 

conducting my study. The project initiatives involved the preparation of elementary 

education teachers with a focus on training traditional university students and 

paraprofessionals from the U.S. with Mexican-trained teachers residing in Texas to 

become certified bilingual teachers. The alliance consisted of several universities, a 

national research and development organization, and a binational foundation. These 

entities were working collaboratively to integrate Mexican normalista teachers into U.S. 

classrooms as certified educators. 

Purpose of the Study 

The purpose of my study was to examine and describe the personal and 

educational experiences that Mexican normalista teachers bring to the preparation 

process to become Texas bilingual teachers. My study also provides a description of the 

kinds of preparation Mexican normalistas have had in terms of schooling, their process 

for certification in Mexico, and provides historical information addressing the 

restructuring of the Mexican normal school system (escuela normal). The data sources 

herein presented are at different levels of analysis, so the analysis is not comprehensive, 

but rather exploratory and descriptive. 



Research Questions 

All the theories and concepts outlined combine appropriately to develop 

understanding to my primary and secondary research questions. The following questions 

guided my study: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

a. What kinds of preparation have they had in terms of schooling? 

b. Are they certified and what is the process for certification in their country? 

2. What are the experiences of Mexican normalista teachers in the U.S. 

certification process and the barriers they face, if any? 

Background of the Study 

As a teacher educator, I have been employed as a bilingual education teacher in 

Texas public schools and have worked with a range of culturally and linguistically 

different students. During my study I was employed as an instructor in the department of 

teacher education at a university in north Texas. At the university level, I taught teacher 

education pre-service students, in-service teachers, and international university students. 

However, initially in the fall of 2000,1 was hired at as a grant coordinator for the ESEA 

Title VII Bilingual/ESL Teacher Preparation federal grants and for the Project Alianza 

grant. This assignment involved the responsibilities of initially identifying bilingual 

education teacher candidates, recruitment of paraprofessional and high school students. 



pre-admission counseling of university student candidates, and serving as a contact 

person for those individuals interested in bilingual teacher education and certification. 

The idea for this study began with my association with the Project A//anza 

partners, who were involved in a five-year research and grant initiative from 1998 to 

2003. Project Alianza consisted of a consortium of U.S. and Mexican organizations and 

universities working together to improve preparation programs for bilingual education 

teachers in the U.S. The organizations in the consortium consisted of the funding agency, 

W.K. Kellogg Foundation, in collaboration with Intemational Development Research 

Association (IDRA), the Mexican and American Solidarity Foundation in Mexico 

(MASF), and the Center for Bilingual Education and Research (CBER) at Arizona State 

University. Higher education "hub" institutions were the originators of the consortium 

that included the University of Texas in San Antonio (UTSA), the University of Texas-

Pan American (UT Pan-Am), Southwest Texas State University (SWTSU), California 

State University Long Beach (CSULB), and Arizona State University (ASU). 

In the third year of the initiative, each hub university chose a satellite university 

with a bilingual education program in which to disseminate information. Additionally, 

each hub university was paired with a Mexican normal school to serve as a sister 

institution in order to conduct binational seminars for teacher education students and 

conduct research. The satellite universities included University of Texas El Paso (UTEP) 

with UTSA, Texas A&M Intemational University-Laredo with UT Pan-Am, Texas 

Woman's University (TWU) with SWTSU, California State University Bakersfield 



(CSUB) with CSULB, with Arizona State University (ASU) remaining as the research 

dissemination center. The Mexican sister institutions included the following: 

• Benemerito Escuela Normal de Coahuila (in Saltillo, Coahuila) with UTSA; 

• Escuela Normal Estatal de Ensenada (Ensenada, Baja California Norte) with 

CSULB; 

• Benemerito Escuela Normal Federalizada de Tamaulipas (Cuidad Victoria, 

Tamaulipas) with UT-Pan American; 

• Escuela Normal "Profesor Serafin Pena" (in Montemorelos, Nuevo Leon) 

with SWTSU. 

Then in the fourth year of the initiative, each satellite university acquired a sister 

institution in Mexico. The initial contact and meeting with the various sister institutions 

depended initially upon the availability of personnel and funding and the location of the 

two annual binational seminars. The University of Texas El Paso established a 

partnership with the Escuela Normal Experimental "Profesor Miguel Hidalgo" in Juarez, 

Chihuahua, Mexico as its sister institution. The project from Texas Ac&M Intemational-

Laredo established the Escuela Normal "Ing. Miguel F. Martinez" Centenaria y 

Benemerita in Monterrey, Nuevo Leon as its institute for planning seminars, preparing 

bilingual education teachers, and conducting research. Subsequently, a seminar was held 

in Monterrey during the month of May 2002. Texas Woman's University was paired 

with the Escuela Normal Oficial de Guanajuato in Guanajuato, Mexico to plan future 

research projects. Califomia State University-Bakersfield with CSULB had also 

conducted a seminar at the Escuela Normal del Estado "Profesor Jesus Manuel 



Bustamante Mungarro " in Hermosillo, Sonora during March 2002 for their teacher 

education students. 

Upon undertaking my involvement with the Project Alianza partners, I also took 

part in the second binational seminar, Seminario de Cultura Viva, at the Benemerito 

Escuela Normal de Coahuila in Saltillo in June of 2001. This on-site visit provided 

information involving the normal school system of preparing teachers, the educational 

system of Mexico, the private and rural school system, the national curriculum, and an 

understanding of the hierarchical decision-making processes used in the Mexican school 

system. While attending the seminar, I was a participant-observer, facilitating and 

attending sessions presented at the normal school. While in Saltillo I also visiting public, 

private, and rural schools, and conversed with school administrators, educators, 

community leaders and parents, normalista students, and children attending private and 

public schools. 

I acquired a wealth of knowledge from this enlightening experience, which has 

served to provide me with background knowledge in understanding the normal school 

system. These experiences mentioned have served as a vehicle for granting access into 

my research with normalista teachers by providing opportunities to engage in dialogues 

with individuals from the various govemmental and educational entities in Mexico. This 

has provided a manner in which to establish rapport with normalista teachers by sharing 

my experiences and providing Mexican educators with information from contact persons 

in the Mexico and the U.S. 



Time passed and much later, as I spoke to other normalista teachers, a sense of 

responsibility and compassion underscored each of their accounts as they described, with 

the use of poetic Spanish phrases, excerpts from their personal pasts. Upon speaking with 

teachers educated in Mexico, the majority expressed a strong interest conceming their 

personal responsibility of providing educational services for Latino children living in the 

United States, as in the following: 

Primero porque es la profesion que me gusta y al estar viviendo en Texas se abre 
la oportunidad de ensehar por la gran demanda existente de profesores bilingUes 
y la gran comunidad hispana en Texas, pues pienso quefue una gran oportunidad 
para poner nuestro "grano de arena " por nuestra comunidad. 

First, it is the profession that I like and because living in Texas affords me the 
opportunity to teach because of the existing great demand for bilingual teachers 
because of the large Hispanic community in Texas. Well, I think that it is a great 
opportunity for me to contribute my "grain of sand" for our community. 

In the past, Mexico has been the source of large numbers of Spanish-speaking 

unskilled and semi-skilled immigrants serving as laborers. However, among the most 

recent shifts in immigration pattems, has been an influx of educated professionals and 

technicians from large Mexican urban areas. These professionals include Mexican 

educators known as normalista teachers. Normalista teachers were educated in Mexican 

teacher colleges, known as normal schools (escuelas normales). They look forward to 

working in the U.S., after meeting all the prerequisites and requirements in the state in 

which they expect to teach. 

The literature noted that foreign-trained teachers have the potential to serve as 

role models for minority students in their communities (Fuller, 1992a; Gordon, 1994). 

Normalista teachers share similar linguistic and cultural backgrounds with immigrant and 



native-bom Mexican students and their families. Consequently, Mexican-trained 

teachers may share the same sociocultural ways of learning new content (Zapata, 1988). 

As a result, normalista teachers may be an important resource for bridging cultural 

understandings in the classroom, as well as in the Latino community. 

By pointing the way to a new form of intemational collaboration in education the 

hiring of foreign-trained teachers may be an important solution to diminishing the 

anticipated shortage of well-prepared teachers in the United States (Hewett-Gomez & 

Solis, 1995). A critical question explored by researchers has been~how education 

professionals in school districts are working to increase the size of the minority teaching 

force (Texas A&M Institute for School-University Partnerships, 1999; Vallejo & Garcia, 

2001; Varisco de Garcia & E. Garcfa, 1996). Unfortunately according to research done 

in six states including Arizona, Califomia, Florida, Illinois, New York, and Texas, most 

state education agencies reported not having an official policy addressing the hiring of 

foreign-trained teachers. The majority of these states reported that the hiring of foreign-

trained teachers was not a high priority (Vallejo & Garcia, 2001, p. 35). Ultimately in 

most cases, the hiring of teachers has been left to campus principals, which involved 

handling the details of legal residence and status, as reported in the following: 

The relationship between teacher education programs and school districts was 
inversely related to the extent to which foreign-trained teachers were recruited 
and employed. The stronger the relationship, the less likely it was that foreign 
trained teachers were recruited. Finally, when it came to working out details 
about their legal status and teacher training, the building principal was the 
ultimate decision-maker in hiring the teacher, including the foreign-trained 
teacher. Over all based on these respondents' comments, the hiring of foreign-
trained teachers was not a high priority. (Vallejo & Garcfa, 2001, p. 35) 



Personnel directors from the above mentioned six states reported that normalista teachers 

were basically required to meet all the school district's requirements for certification and 

follow the same policies as other hires. 

The assessment of professional educators, usually referred to as credentialing, has 

developed in accordance with the general intellectual and ethical standards climate 

(McGahie, 1991). Every state in the U.S. has established requirements that must be met 

to qualify for and renew a license to teach in the public schools. The license, often called 

a teaching certification, lists the subjects and levels for which authorization to teach is 

granted. Areas of coverage added to the certificate after initial certification has been 

granted are referred to as endorsements or supplemental certifications (National Board of 

Professional Teaching Standards, 1996). 

In most cases the decisions for the preparation, certification, and assessment of 

educators has been left to the individual states' educational boards and to professional 

educator organizations or through a combination of the two entities. These entities 

include for example the National Council for Accreditation of Teacher Educators 

(NCATE) and the Texas State Board of Educators Certification (SBEC). The 

competencies developed by these credentialing organizations have included particular 

provisions related to the special training for teaching culturally diverse students which are 

required in order for teacher preparation institutions to be accredited. Additionally, 

graduates from all teacher preparation programs must master competencies in order to be 

considered viable candidates for state teacher credentialing (Darling-Hammond & Sclan, 

1996). 



Credentialing policies and practices for preparing and judging the competence of 

professions have been embedded over time. Researchers claim that concern for the 

preparation of bilingual teachers was not a priority until the eariy nineties (Garcia, 1992b; 

Midobuche, 1999), although bilingual education as currently understood has been in 

existence since the mid-sixties. 

In a survey conducted by the Council of Chief State School Officers during the 

1994-95 academic school year, Texas was included in the 32 states that had certification 

standards for bilingual teachers and ESL teachers (TEA, 1995). Texas was also among 

the first eleven states in the U.S. offering altemative certification programs for teachers 

of bilingual students. During the 2000-01 academic school year, bilingual and English 

as a second language (ESL) teachers accounted for only 7 percent of all teachers in 

Texas. However, nationally the "total number of teachers certified to teach LEP students 

is not known, since many teachers have dual certifications in bilingual education and 

ESL" (OELA, 2002, p. 16). 

As in most disciplines, not all instructors of limited English proficient (LEP) 

students were certified in their assigned teaching field. (The acronym "LEP" is used by 

federal and state govemmental institutions to denoted English language leamers or ELLs, 

which has been adopted as a more optimistic designation.) In Texas for the 2000-01 

year, according to the Office of English Language Acquisition (OELA) there was an 

average of one teacher certified in ESL for approximately every 32 LEP students, and an 

average of one teacher certified in bilingual education for every 27 bilingual students 

(OELA, 2002). For more information regarding the statistics of the number of bilingual 

10 



and ESL teacher assigned to LEP students see Table 9, of the OELA survey of the states' 

educational programs and services for 2000-2001 scholastic year (OELA, 2002, p. 28). 

At the same time, there continues to be a critical shortage of bilingual teachers in 

Texas, the Latino population in Texas has grown by 39 percent (five times the national 

average). The LEP enrollment count makes Texas the state with the third highest LEP 

student enrollment in the nation, after Califomia and Puerto Rico (OELA, 2002). First 

year teachers certified in bilingual education and ESL are sought by nearly every school 

district in Texas (TEA, 2001, May). In 1998, seventy-four districts in Texas applied for 

special teaching permits for employing teachers so that the district could provide 

bilingual education programs. These districts reported shortage of over 2,000 bilingual 

education teachers (TEA, 2001, November). 

The Texas Data Center at Texas A&M University, by conservative projections, 

reported that there would be over 15 million Latinos in Texas by the year 2030, 

accounting for 90 percent of all new residents. These demographics could result in the 

following scenarios, as cited in the Texas Association of Chicanos in Higher Education 

(TACHE) Noticiario Newsletter dated April, 2001: 

By 2008, whites would cease to be the majority in Texas. If current demographic 
trends continue, in the year 2030 Texans, as a group, would be: 

• Poorer—Average household income would decline from $35,667 in 1990 to 
$32,399 in 2030. Households in poverty would increase from 16.2 percent in 
1990 to 19.6 percent in 2030. 

• Less educated—Workers with less than a high school education would increase 
from 26.1 percent in 1990 to 35.3 percent in 2030; those with a bachelor's 
degree would decline from 13.9 percent in 1995 to 10.9 percent in 2030. 

• Needier-Caseloads for welfare and Medicaid programs would increase faster 
than the general population. (TACHE, 2001, April, pp. 2, 5-6) 

11 



These numbers predict a disheartening account, and foretell a troubling future for 

the state of Texas. While various recruiting attempts are currently in progress to increase 

the number of minority teachers, other factors have contributed to low numbers of 

minority teachers. Specifically in Texas, the total available teacher pool does not appear 

to be able to keep up with the expected demand, especially with the slow progress of 

Mexican-American gains in college enrollment (Macias, 1998). Court rulings have 

effectively eradicated or dismantled college affirmative action and special admissions 

programs throughout the state, such as the case of Hopwood v Texas (1996). Texas 

Attomey General Dan Morales interpreted the Hopwood case by abolishing the use of 

race or ethnicity as a factor for influencing admissions, financial aid, and recruitment 

programs for higher education access in Texas. This case claimed that Anglo students 

were unfairly discriminated when they were denied eligibility to participate in the 

"special programs" involving college intervention strategies. 

Specifically, this case addressed the minority applicants that had been admitted to 

the University of Texas-Austin Law School and the 5* Circuit Court of Appeals mled in 

favor of Cheryl Hopwood. The "special programs" often discussed and debated referred 

to special privileges such as the following: lower admission standards, compensatory 

education, support programs, scholarships and employment opportunities. Unfortunately, 

based on these outcomes if grades and test scores are the primary criteria for admissions 

to universities, relatively few U.S.-bom Mexican American students will be admitted to 

Texas universities (Chapa, 1997). Ultimately, universities are meritocratic institutions, 

where judgments about individuals are based solely on qualifications and merit. 

12 



Researchers have recognized that "minority students have often required special 

assistance to overcome the handicaps of frequently inferior secondary school preparation 

and to manage in, for them, an unfamiliar and often hostile environment" (Altbach & 

Lomotey, 1991, p. 15) 

This being the case, where will the new bilingual/bicultural teachers come from to 

meet the demand of the diversity found in the new millennium classroom? Many 

nonnalista teachers already living in the United States have the skills to teach content 

area information in Spanish, and could fill some of these positions. They soon learn, 

however, that their credentials do not correspond with the teaching certificates required 

by the goveming state agencies to become re-certified to teach in the U.S. Consequently, 

foreign-trained educators are an under utilized source of future teacher candidates 

(Vallejo & Garcia, 2001). 

Additionally, research on teacher attrition has noted that many teachers do not 

remain employed in the teaching field more than a few years. Reasons for leaving the 

profession may vary. According to national education statistics, as many as 50 percent of 

all new teachers leave their profession within the first three years of employment (U.S. 

Department of Education, 1998). Similarly, Marlow (1996) reported that 44 percent of 

the teachers studied occasionally considered leaving the teaching profession sometime 

within the span of their careers. 

Research pointed to a variety of reasons for the large number of teachers who 

were dissatisfied and ultimately left the profession at the beginning of their careers. 

Burnout has been listed as a possible reason (Darling-Hammond & Sclan, 1996; Marlow, 
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1996; Raquepaw & de Hass, 1984). Burnout was most often caused by a great deal of 

stress experienced over a long period of time. This was found to be more apparent in 

teachers whose major responsibility was teaching diverse student populations (Calderon, 

1991). The five most frequently cited causes for bumout included the following: student 

discipline problems, lack of support from the administration, emotional factors, lack of 

parental and community support, and workload. Other than the growing diversity in the 

student population and those mentioned previously, researchers have suggested that low 

salaries, demanding work conditions, and decisions to change their career paths have also 

caused teachers to opt for other jobs that may be less demanding (Darling-Hammond, 

1984). The results manifested by frustrated teachers may include disappointment with 

the unrealistic expectations of their students to abusive teacher-student relationships 

(Grant & Secada, 1990; Haberman, 1991a, 1991b). 

The linguistic and cultural diversity encountered in U.S. classrooms of today has 

increased during the past twenty years. Clearly typical mainstream teachers are now 

confronted with a different view from the previous classrooms of their childhood schools. 

Nationally, for the 1999-2000 school years, over 86 percent of the 2.7-million public and 

private school teachers and 103,000 school administrators were Anglo. Fewer than 12 

percent of the teachers were non-Anglo with 3 percent Hispanic, 8 percent African-

American, and the rest other minorities (NCES, 2000). 

Researchers report that most American mainstream educators who work with 

language minority students unquestioningly take for granted the beliefs in the superiority 

of the U.S. society, the predominance of European and Euro-American culture within the 
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schools, and the pragmatic language usage of "English-only" in educational contexts 

(Cummins, 1982). In the book Affirming Diversity, Sonia Nieto (1999) tells of entering 

first grade speaking Spanish only and being forced to learn a second language while 

teachers ignored her developed first language. She tells of facing discrimination at an 

early age and recalls the messages she received from her public school teachers who did 

not value her culture or language. 

Almost 50 years later, I still remember the frustration of groping for English 
words I did not know to express thoughts I could say very capably in Spanish. 
Equally vivid are memories of some teachers' expectations that my classmates 
and I would not do well in school because of our language and cultural 
differences. This explains my fourth-grade teacher's response when mine was the 
only hand to go up when she asked whether anybody in the class wanted to go to 
college. "Well, that's okay," she said, "Because we always need people to clean 
toilets." (Nieto, 1999, p. 1) 

Unfortunately, this mismatch of mainstream teachers with culturally and linguistically 

different students has created unfavorable scenarios like the one noted by Nieto. At the 

same time, the leaming process can be complicated or disturbed when language minority 

students encounter discrimination on a daily basis during their educational experience. 

These subtle discriminative acts only further acknowledge the belief that language 

minority students are incapable of succeeding in higher education and that perhaps the 

pursuit of another vocation would be in their best interest (Carter & Wilson, 1993). 

Unequal opportunities perpetuate more denied access to higher education, as universities 

and colleges play a "vital gate keeping role or function in creating or limiting access" to 

higher educational opportunities for Latinos (Gandara, 1995; Macedo, 1993). While the 

educational value of diversity has been widely researched, it is evident that colleges and 
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universities must initially recruit Latino faculty to serve as role models. Researchers 

reported that in universities, which have a critical mass of Latino faculty and staff. Latino 

student enrollment and graduation rates increased (Altbach & Lomotey, 1991; Gandara, 

1995; Olivas, 1988; Reyes & Halcon, 1988a, 1991; Verdugo, 1986; Watson, Terrell, & 

Wright, 2002). 

Along with the barriers to access to equal opportunity, Latinos/as are faced with 

the negative perceptions that are manifested in the belief that the English language is the 

only language that counts in the education of language minority students. The 

Eurocentric mainstream position that equates success in terms of English-speaking 

ability, competitive leaming, and specific problem solving strategies has resulted in the 

idea that there is only one way of knowing. This notion has been imposed upon all other 

forms of knowing (Moll, Amantin, Neff, & Gonzalez, 1992; Trueba, 1997). Rather than 

ignoring what children learn at home, these "funds of knowledge" can be transformed to 

the basis for instruction (Gonzalez, Moll, Floyd-Tenery et al., 1993). Therefore, teachers 

must avoid making assumptions as to the students' knowledge or lack of it because of the 

language they speak, but instead should explore and clarify the knowledge students bring 

from home (Floder, 1991). This prior knowledge should serve as the foundation for all 

new leaming to build upon. 

Throughout the years, non-English languages and cultural differences have been 

treated as if they were irrelevant to the leaming process (Cummins, 1986, 1989). 

Teachers' positive attitudes toward the bilingual students, their language, and their 

culture have encouraged leamers, but also have the potential to breed apathy if teachers' 
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attitudes became negative (A. Ramirez, 1985). Cortes (1986) has suggested that a 

detrimental effect can result from just the idea of students perceiving prejudice without 

any real evidence of it actually occurring. Latino families and communities were often 

assailed as contributing to the poor academic performance of their children (Delgado-

Gaitan, 1990, 1994). More amiable environments with culturally aware educators using 

multicultural curricula would help to improve the quality of education for immigrant and 

diverse student populations (Calderon, 1990, 1994; Collier, 1985; Cummins, 1976; 

DeVillar, 1994; Gomez, 1994; King, Hollins, & Hayman, 1997; Moll, 1988, 1996). 

With this purpose in mind, consideration as to the implications of providing 

cultural and linguistic diversity in schools does not necessarily mean the creation of an all 

Latino environment, but has more to do with cognitive particulars influenced by language 

and culture. My study addresses a different paradigm of meeting the needs of a bicultural 

population living in the United States. As a result, Mexican normalista teachers can 

provide insights in working with Latino students and serve as a valuable resource in 

developing activities, curricula, and goals of educational programs for a more effective 

education for English language leamers. As a part of the newly arrived immigrant 

population, Mexican educators could provide a bridge to the enlightenment of the "other" 

perspective. They could also help to "disclose the contrast between the ideological 

discourse of equality, participation, inclusion, and mutual tolerance and the practical 

realities of effective powerlessness, subordination and exclusion" (E. Lima & M. Lima, 

1998) that are typically referred to as socialization and schooling. 
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Theoretical Framework 

Along with these questions to guide my study, this study was grounded in three 

basic frameworks: Ogbu's (1978, 1987a, 1987b, 1991a, 1991b, 1993) voluntary and 

involuntary immigrant framework, Gibson's (1987a, 1987b, 1988a, 1988b, 1991, 1995, 

1997) structural inequalities theory and Cummins' (1976, 1979a, 1979b, 1981b, 1991, 

1999, 2000) interdependence theoretical framework. Ogbu has developed a framework 

for studying minority immigrant achievement that makes a distinction between immigrant 

minorities. Two distinct categories of people have come to the United States with unique 

frames of reference. Ogbu (1987a, 1987b) stated that the voluntary immigrants are those 

who voluntarily seek greater opportunity. Whereas, involuntary or "caste-like 

minorities" find themselves in the U.S. through slavery, conquest, or colonization. It is 

the roles and status assigned to some cultural groups within a society that becomes a 

major determinant of educational underachievement (Gibson & Ogbu, 1991; Ogbu, 

1982a, 1982b, 1987a, 1992a, Ogbu & Matute-Bianchi, 1986; Stanton-Salazar & Bressler, 

1997). 

According to Ogbu (1991a), members of voluntary and involuntary minority 

groups live in the same society and experience the same circumstances, such as prejudice, 

discrimination, and inferior education for their children. However, voluntary minorities 

often are more successful academically than students in the dominant group. These 

voluntary immigrants find their present situation to be hopeful and encouraging. 

Mexican nonnalista teachers for the most part can be grouped in this category along with 

other voluntary immigrants who have a frame of reference for comparing present status 
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and future possibilities. Studies of a number of successful immigrants have found that 

these individuals succeed because they have a strong home culture and language, positive 

self-esteem, and a sense of ethnic identity (Gibson, 1988; Gibson & Ogbu, 1991; Nieto, 

1996, Ogbu, 1992b). 

Researchers have investigated the implications of power relationships that 

impact the education of Latinos. One such theory has been referred to as the structural 

inequalities theory that "emphasizes the status of a particular minority or social class 

group within the socioeconomic structure of the host society and the group's relationship 

with the dominant majority" (Gibson, 1991b, p. 30). The low achievement in schools of 

students of color reflects the social stratification system in society, and most schools were 

designed to maintain that status quo. Thus, students from oppressed groups were tracked 

into low-ability classes and vocational programs in which low achievement was expected. 

Therefore, upon reflection on Ogbu's (1991b) framework, groups without power 

"usually react to their subordination and exploitation by forming ambivalent or 

oppositional identities as well as oppositional cultural frames of reference" and they do 

not view the attitudes and behaviors of the dominant group as appropriate for them (p. 

30). For many ethnic minorities, the "American dream" of hard work translating to 

economic prosperity is a myth. Ogbu and Matute-Bianchi (1986) argued that groups that 

have been historically marginalized by society, such as Mexican-American, doubt that 

education makes a difference to their economic conditions. Society creates "glass 

ceilings," limiting career mobility or career choice by "assigning" the future careers of 

marginalized groups. This serves to diminish the motivation to succeed academically. 
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Consequently, many Mexican-Americans view and experience the schooling system as 

just a tool of the majority population to maintain the inequality of the status quo (Suarez-

Orozco, 1987). 

The consequences of group members who have crossed the boundaries into the 

dominant group may have experienced both "internal opposition or identity crisis" and 

also "external opposition by peer and community pressures" (Ogbu, 1983, p. 176). They 

have believed "that in order for a minority person to succeed, academically in school, the 

individual must leam to think and act white" (Ogbu, 1983, p. 177). Previously, this was 

not the case for many first and second-generation immigrant children who were 

successful, not because "they relinquish their traditional ways" but because they were 

able to "draw strength from their cultures" and their "ethnic identity" (Gibson, 1992, p. 

7). Mexican immigrants may be perceived as incapable of completing requirements for 

teacher certification and normalistas may be viewed with lower expectations in 

completing a university program. The system may attempt to discourage normalista 

teachers from continuing their chosen careers in the U.S. and encourage this type of 

inequality toward immigrant professionals may serve to diminish their motivation to 

succeed in the certification process. However, these individuals tended to draw strength 

from their culture and ethnic identity as they were driven by a determination to improve 

their families' economic situations (Suarez-Orozco, 1987, 1991, 1995). 

Cummins' (1976, 1979a, 1991, 1999, 2000) interdependence theoretical 

framework described the strong correlation of how literacy skills of different languages 

are similar or related in relationship to the basic communicative competence required for 
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everyday communication. This theoretical framework included research in cognitive 

functioning, motivation, and psychological functioning impacting educational attainment 

and second language learners. The more academic and cognitive competence required by 

schooling demanded a different higher level of literacy and cultural sophistication (see 

the BICS and CALP model in Cummins, 1979). Moreover, this framework served to 

explain the ramifications of native language loss and language retention as issues 

containing political implications in regards to foreign-trained educators. It was used to 

explain how proficiency in cognitive function, teaching and pedagogical competencies, 

and the motivation to succeed could be a positive impetus for normalista teachers to 

complete certification requirements. All teacher competencies and skills transfer to the 

U.S. teacher preparation model of teacher education. 

Significance of the Study 

This current research extends the pioneering work of Ana Garcia and Josue 

Gonzalez (1999) focusing on Mexican normalistas and U.S. bilingual teachers and 

enhances the literature conceming bilingual teacher preparation in regards to the re-

certification of Spanish speaking educators in four distinct ways: 

1. Mexican educators as U.S. teachers: It contributes to the discussion of 

Mexican normalista teachers serving as Spanish bilingual education teachers. 

2. Teacher Education Programs: It discusses the implications leading to 

modifications in ways the teacher preparation programs instruct Texas 

bilingual teachers. 
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3. Post-baccalaureate and re-certification process: It contributes to the research 

on determining ways in which Mexican educators may be re-certified as 

Texas bilingual teachers. 

4. Research Methods: It utilizes the advantages of using qualitative and 

quantitative research to record Mexican nonnalista teachers' voices. 

The primary significance of this study lies in its implications to the structure of 

bilingual teacher certification for the state of Texas by providing insights, information, 

and perspectives in the significant difference to normalista teacher training which 

requires twice as much time in student teaching experiences. Given the differences in the 

teacher preparation systems in the two countries, it is not surprising that there may be 

important differences in the educational preparation and experiences of graduates from 

the two systems. Nevertheless, Mexican nonnalista teachers bring specific knowledge 

that may be applied to the U.S. classroom, such as fluency in the Spanish language 

(Guerrero, 1999), a firm grasp of the culture (Garcia & Gonzalez, 2000) and content area 

knowledge (Petrovic, 2000). They may have the teacher preparation and a relatively 

better idea of the cultural background of other Latino students (Petrovic, Orozco, 

Gonzalez, & Diaz de Cossio, 1999). 

Recognizing the strengths normalista teacher bring, this knowledge may be used 

to make changes in coursework in order to support and develop competencies for 

bilingual teacher certification. Since, there is no single agreed-upon definition of what 

competencies a beginning teacher should have in order to be successful (Mitchell, 

Robinson, Plake, & Knowles, 2001). In addition, the literature noted that "it is difficult 
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to identify specific attributes of teachers who have served limited English proficient 

students effectively; recent efforts have attempted to do so" (Garcia, 1992, p. 388). 

Additionally, Collier (1985) has pointed out that "these guidelines are incomplete, 

lacking in such areas as curriculum development in BE (bilingual education) and ESL, 

assessments of minority language students, and methods of teaching content areas 

bilingually" (p. 3). 

The route for nonnalista teachers to obtain bilingual education teaching 

certification will depend upon the program of study involved in completing required 

deficiency plans and will also depend on which of the fifty states in the nation 

nonnalistas are seeking to re-evaluate their teaching certification. My study deals with 

Texas certification information. 

Limitations of the Study 

The concept of "limitation" in my study refers to "the limiting conditions or 

restrictive weaknesses.. .that occur when all factors cannot be controlled as a part of the 

study design" (Locke, Sirius, & Silverman, 1993, p. 18). In my study these include the 

following: 

• Limitation having to do with the problems inherent in studying a small 

sampling of an unknown or undocumented large population. 

• Limitation having to do with the variations of normalista teachers who were 

educated in the three areas of Mexico: northern, central and southern regions. 

Mexico is characterized by these distinct cultural regions. 
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• Limitation having to do with the variables such as the normalistas' previous 

educational concentration major and level of teacher licensure, 

• The current age of the normalistas, 

• Their genders, 

• Their social class while living in Mexico, 

• Their years of experience in the teaching field, and 

• Their amount of time residing in the United States. 

• Limitation having to do with the time allotment for the study, 

• Limitation having to do with the translation of data to English before analysis, 

• Limitation having to do with the modification of responses or behaviors in 

relating to a researcher whom normalistas may perceive to be an authority in 

the particular area of research. 

• Limitation of the ability for the researcher to clearly understand the true 

meanings in English, Spanish, or both languages to the responses in the 

interviews when cultural connotations or understandings may not have been 

clear. 

Not all of the limitations listed created limits in access, conditions, and/or served 

as restrictive weaknesses in obtaining data. Many occurred because not all factors could 

be controlled as part of my research design. In my careful outline of these limitations I 

have determined that the information that was gained from the compromised aspects of 

my study was nevertheless valid and useful. The participants have added to the 
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knowledge of Mexican normalista teachers by clarifying issues addressed in my research 

questions dealing with the certification process. 

However, I cannot determine the extent to which the findings described here 

apply to other states' teacher credentialing systems, to foreign-trained educators in other 

countries, or to other cultural groups that were not included in my sample. My intent, 

however was not to obtain data representative of the higher education sector overall but 

rather to identify the critical issues and challenges that some immigrant students or 

foreign-trained individuals, specifically Mexican normalista teachers are likely to 

confront in the re-certifying of their credentials. 

Addressing My Personal Biases 

In terms of this activity's utilitarian value for future research of foreign-trained 

educators, I would hope that this study would impact past assumptions of how to 

adequately recmit, prepare, and certify teachers to serve the educational needs of future 

language minority students. I believe we must first analyze the social disorder that the 

process of education continues to suffer in its identity crisis with the use of "high stakes" 

testing in the selection of capable teachers and "the contradictory process of over-

instrumentalization of education" (E. Lima & M. Lima, 1998) used to educate minority 

students. This obsession with the continuous replication of past mistakes and the 

"process of dehumanization of man by man" must be addressed in order to move forward 

in the next century (Fernandez, 1989). Since I am an advocate of bilingual education 
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and given my experience in the teaching field, it is difficult for me to claim that I have 

come to this study as an unbiased researcher involved in teacher education. 

Contributions to the Field 

This study was an exploratory study that helped identify research topics related to 

the preparation of foreign-trained teachers. Future research studies could be developed 

using various methodologies with longer time frames. The present study validates the 

idea of considering the possibility of using foreign-trained teachers to serve other 

immigrant student populations. The study provided information on normalista teachers 

preparing to serve as bilingual teacher in the state of Texas. 

The recommendations from this study are derived primarily from the information 

shared by the participants and the academic literature that supports the field of bilingual 

education. The recommendations will contribute to the discourse about bilingual 

education, teacher preparation programs, and teacher certification procedures for foreign-

trained educators. It is a relatively new enterprise and an issue ripe for criticism. 

Furthermore, the low educational attainment by Latinos/as may be on of the main 

reason why, despite the rapidly increasing population and strong economic participation. 

Latinos/as are not gaining the leadership power and influence necessary for improving 

the social conditions of their communities in the U.S. 

The initiation of dialogue in developing altemative paradigms or models for the 

certification of bilingual education teachers would seek to improve the future success rate 

of language minority students to provide a pool of additional teacher education 

26 



candidates. It is assumed by society that whoever educates America's children regardless 

of the educational model being implemented is of major importance to all citizens. The 

overwhelmingly important issue remains one of enhancing the education of native-bom 

Latino and immigrant children by focusing on the educators who have been preparing to 

teach them in their countries of origin. 

Concluding Remarks 

Texas teacher education programs have not been able to supply the number of 

qualified teachers to serve the growing numbers of Spanish speaking students. First year 

bilingual education and ESL teachers are sought by school districts across America. 

After thirty years, bilingual education is still a new phenomenon where researchers 

struggle to investigate and question reasons why language minority students are not 

succeeding in U.S. schools. With this in mind, Mexican normalista teachers (so called 

because their preparation took place in normal schools) can serve as future Texas 

bilingual education teachers. Vallejo and Garcia (2001) reported that most state agencies 

do not have an official policy addressing the hiring of foreign-trained teachers. At the 

same time, the number of Latino teachers has continued to decline while Latino 

population in Texas has grown at an astronomical rate. 

The initiation of dialogue in developing altemative paradigms or models for the 

certification of bilingual education teachers would seek to improve the future success rate 

of minority students living in the U.S. to provide a larger pool of qualified bilingual 

teacher education candidates. Typically normalistas who have served as teachers in 
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Mexico have the cultural knowledge and pedagogical understanding for improving the 

graduation success rate of Latino students to provide this source of future teacher 

candidates. 
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CHAPTER II 

LITERATURE REVIEW 

Introduction 

This study investigated the experiences of normalista teachers as they completed 

requirements for becoming certified as bilingual education teachers in Texas. The focus 

of my topic for inquiry integrated several broad areas of research. To understand the 

issues pertaining to the certification of Mexican normalista teachers the literature was 

reviewed in relation to the following: (a) the shortage of teachers, (b) bilingual education, 

(c) the politics of bilingual education, (d) student demographics of the nation, (e) teacher 

certification procedures, and (f) the Mexican education system. Chapter II will 

summarize these areas of research that have influenced my focus for study by providing 

an analytical context and a theoretical framework. 

The Shortage of Teachers 

The predicted shortage of teachers is not unique to the state of Texas. There is a 

widespread notion that there exists a significant shortage of teachers in public schools 

across the nation (Fetler, 1997; Task Force on Shortage, 1983; Yasin, 1999). 

Specifically, there is a critical need for bilingual teachers who are prepared to effectively 

teach academic content and skills while delivering instruction in two languages (August 

& Garcfa, 1988; Center for Applied Linguistics, 1976). While teacher recruitment has 

been seen as one of the problems, only about 10 percent of teacher candidates in the U.S. 
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who do complete requirements are certified in bilingual education and only 8 percent are 

certified in ESL instruction (Council of Great City Schools, 2000). 

In addition, the National Center of Educational Statistics of 1998 revealed that 

experienced teachers are retiring eariier, newer teachers are less qualified to teach, and 

that students who begin teacher education programs often do not complete certification 

requirements. In the year 1998, Secretary of Education Richard Riley predicted that by 

the year 2008 the number of public school teachers needed in the U.S. would be 

approximately two million teachers (Promising Practices, 1998). Furthermore, according 

to the 2008 projections made by the U.S. Department of Education, "880,000 untrained 

teachers will be teaching more than 13 million children" in the United States (NCES, 

2000, p. 2). 

In the 2001-02 academic school year, there were 289,000 public school teachers 

in Texas. Fuller (2002) noted that one recent estimate puts the shortage of teachers in 

Texas between 37,000 and 40,000 teachers. Each of the reported estimates has been 

based on assumptions or conditions. These conditions influence the information used to 

define and quantify the "shortage" of teachers: 

1. Lack of good information on the actual personnel decisions by schools and 
school districts. 

2. The number of students affected by the shortage of teachers. 
3. Only teachers with assignments that require a teacher to hold a certificate are 

included in the analysis. 
4. Lack of data on some middle school teachers (sic) overestimates the number 

of percentages of teachers assigned out-of-field. (Fuller, 2002, p. 1) 

The above four assumptions used to determine how estimates are analyzed by 

percentages of in-field teachers and out-of-field teachers have generated various data. 
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For example, the number of teachers today in Texas represents an increase of 50,000 

teachers since the 1994-95 school year totals. This increase reflects an increase in 

student enrollment and a decline in student-teacher ratio over time. When school district 

have the option of hiring more teachers or increasing the average class size, then the data 

tend to underestimate the true shortage of teachers (SBEC, 2002). Additionally, data on 

the enrollment of limited English proficient (LEP) and immigrant students, who may be 

categorized as both LEP and English proficient, has not always been consistently 

tabulated. Therefore, data collected may have yield false estimates of the true shortage of 

teachers to address this student population. 

Nevertheless, public schools have continued to maintain performance levels with 

their existing supply of skilled teachers (Garcfa, 2001). Additionally, data on teacher 

shortages have established that public schools with high concentrations of low income or 

diverse student populations have significantly more challenges than those faced by 

teachers working in less ethnically and economically diverse suburban areas (Stevens, 

1993). As schools struggle to find the number of qualified teachers needed to address the 

instructional needs of the increasingly diverse U.S. student population, policy makers 

have continued to demand high levels of student performance and accountability from all 

schools (McNeil, 1988; McNeil & Valenzuela, 2001). These reforms have added 

additional pressures for teachers, which have resulted in the underachievement of many 

immigrant and culturally diverse student populations (Carter, 1970; Carter & Segura, 

1979; Colon, 1989; De La Rosa & Maw, 1990; Donato, 1997; Flores, 1993; McCarthy & 

Apple, 1988; Moll, 1988; Valenzuela, 1999). 
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The No Child Left Behind Act (2001) requires educators to help LEP students 

"attain English proficiency, develop high levels of academic competence in English, and 

meet the same challenging State academic content and student academic achievement 

standards" expected from all children (U.S. Department of Education, 2002, November). 

However, according to Representative George Miller and Senator Edward M. Kennedy in 

a letter addressed to Secretary Rod Paige, "the Department's implementation of the law 

undermines the letter of the law and threatens to weaken the reform embodied in the law" 

(Miller & Kennedy, 2003, January). 

We oppose the Administration's budget that if adopted will result in the worst 
education budget in seven years. The Administration's budget falls $7 billion 
short of the resources promised in the Act, and it cuts funding for the No Child 
Left Behind initiatives by $90 million. In addition, it funds less than half of the 
federal commitment to special education, an $11 billion shortfall that affects over 
6 million American children with disabilities.... The $12.3 billion that the 
Administration proposes for Title I for low-income children falls more than $6 
billion short of the $18.5 billion called for by the Act—leaving behind over half 
of the eligible children, (p. 1) 

While information released from OELA, in regards to the instructors of LEP 

students in Texas, has produced the following data. In Texas, there were a reported total 

of 17, 816 certified ESL teachers; 20,935 certified bilingual teachers; 27,377 certified 

teachers assigned to LEP students; and a reported 37,382 teachers who had received 

additional training during the year to teach LEP students (OELA, 2002). Forty percent of 

U.S. teachers reported having English language leamers in their classroom in 1994, but 

only 29 percent of these teachers had received any training in how to address their 

students' needs (Dfaz-Rico & Smith, 1994). 



It has become clear that educators can no longer ignore linguistic communities 

while working with minority linguistic students (Gollnick & Chinn, 2002). Research has 

reported that culturally unaware teachers have actively rejected students' language and 

culture either overtly or covertly (Ahlquist, 1991; Delgado-Gaitan, 1987; Levin, 1986; 

Modiano, 1977; Quintanar-Sarellano, 1990; Sotomayer, 1974). Whereas, culturally 

aware teachers reportedly had more knowledge of interpersonal strategies needed to 

relate to their students in a more effective way (Baca de McNichols, 1977; Ellwood, 

1991; Levin, 1986; Mathews, 1988; Modiano, 1977; Quintanar-Sarellano, 1990; A.M. 

Rodri'guez, 1980). Developing effective models for teacher preparation programs using 

interpersonal strategies must begin by understanding the characteristics of the student 

population. The review of the literature on bilingual education in the United States will 

serve to examine the historical and political context (Crawford, 1995; Donato, Menchaca, 

& Valencia, 1991; J.M. Gonzalez, 1993; Moreno, 1999; Orî ield, 1999; San Miguel, 

1987) and to offer information on the development of bilingual teacher preparation 

programs. 

Bilingual Education 

Bilingual education can be defined simply as the use of two languages as the 

media of instruction. While "bilingualization" (the development of bilingual proficiency 

of students) may or may not be the goal of bilingual education, this definition implies that 

the issue of language proficiency development is secondary to the leaming of content 

through language (Cummins, 1976, 1981a, 1991; Genesee, 1987; V. Gonzalez, 1999; 
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Hakuta, 1986; Hakuta & Dfaz, 1985). In other words, bilingual education is an approach 

to teaching that uses two languages; it is not primarily an approach to the teaching of 

languages. Moreover, the connection between subject matter leaming and language 

development, especially that of the first language, has been shown by various researchers 

to be extremely strong (August & Hakuta, 1997; Cummins, 1984; Garcfa, 1988, 1992a; 

Krashen, 1981, 1993, 1996; Lambert, 1980, 1990; McLaughlin, 1985; Moll, 1992; 

Ramirez, Yuen, & Ramey, 1991; Ramfrez, Yuen, Ramey, Pasta, & Billings, 1991; 

Thomas & Collier, 1995). Instructional models for English language leamers varies from 

English as second language (ESL) approaches, where the goal is to teach English, to the 

various bilingual education models, where native language instruction is supplemented 

with an ESL component. 

Over ten years ago, Cziko (1992) asserted that the plethora of research on 

bilingual education could be verified by the 921 bibliographic entries located through a 

search of the Educational Resources Information Center (ERIC) database matching the 

descriptors "bilingual education and program evaluation from 1966 through September 

1990" (p. 10). Scholars to date have dedicated their work towards a complete historical 

understanding of bilingual education (August & Garcfa, 1988; Baker & de Kanter, 1983; 

Crawford, 1995; Stewart, 1993; Troike, 1981). Many studies have been conducted from 

various perspectives and are found in the literature, among are the following: 

• Sociolinguistic considerations (E. Garcfa, 2000; Hakuta, 1986; Keller 1982; 

Valdez, Lozano, & Garcfa-Moya, 1981); 
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• Second language acquisition theory (Chamot, 1981; Collier, 1995; Cummins, 

1984b; Garcfa & McLaughlin, 1995; Gleason, 1988; V. Gonzalez, 1999; 

Krashen, 1981; Piper, 1998); 

• Bilingual education program models (Berman, 1992; Brisk & Wurzel, 1979; 

Cohen & Laosa, 1979; Lessow-Huriey, 1990); 

• Various types of instructional design considerations. (Brisk, 1998; Carter & 

Chatfield, 1986; Casanova & Arias, 1993; Cloud, Genesee, & Hamayan, 

2000; Collier, 1989; Cummins, 1984; Edelsky & Hudelson, 1982; Hakuta, 

1986; Homberger, 1990; Lambert, 1980; Lindholm, 1987; Milk 1980; Nieto, 

1992; Ovando & Collier, 1985; Ramfrez, 1985; Tharp, 1989; Trueba, 1987; 

Wong-Fillmore, 1983; Wong-Fillmore, Ammon, McLaughlin, & Ammon, 

1985). 

Bilingual education programs must include the culture of the students in the 

instruction. Cultural values have been identified as central to the cultural discontinuity 

experienced by language minority students of various cultural groups (Ahi Nader, 1990; 

Boggs, 1972; Delgado-Gaitan, 1987, 1991; Jordan, 1977; M. Suarez-Orozco, 1987, 1989; 

Nguyen, 1984; Sindell, 1988). Most programs designed for preparing teachers to work 

with culturally and linguistically diverse students have been supported by research 

findings that point to effective instructional strategies (Delpit, 1995; Grant & Secada, 

1990; Ladsen-Billings, 1994; Leighton, Hightower, & Wigley, 1993). 

According to authorities, there has been evidence that the acquisition of two or 

more languages will produce positive results for meta-linguistic development for 
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bilingual students (Cummins, 1991; Ramfrez, Yuen, & Ramey, 1991; Ramfrez, Yuen, 

Ramey, Pasta, & Billings, 1991). Cummins' interdependence theory (1979a, 1979b, 

1981a, 1981b, 1991, 2000) has described the strong correlation of literacy related skills of 

different languages. That is, the better developed students' native language (LI) 

conceptual foundation; then the more likely students will develop similar high levels of 

conceptual abilities in their second language (L2) as discussed by Cummins (2000) in the 

following: 

This moderate to strong correlation between academic skills in LI and L2 
suggests that LI and L2 abilities are manifestations of a common underlying 
proficiency. The interdependence of academic aspects of proficiency across 
languages has been used to interpret the fact that in bilingual programs, either for 
minority or majority students. Instruction through a minority language results in 
no academic loss in the relationship between the amounts of the instruction of 
English and English academic achievement that is observed (sic), (p. 178) 

Biliteracy and "critical literacy" must be an essential component of educational 

reform efforts directed at language minority students. The concept of equity has 

suggested that educators should not expect bilingual education students to approach grade 

norms in English academic skills before the later grades of elementary school (Cummins, 

1979a, 1981, 1991; Thomas & Collier, 1995). Authorities have documented that this 

process takes from five to seven years for students to achieve English language 

proficiency. Consequently, when educators ignore the time requirement needed for the 

literacy foundation building, long-term development in English academic skills is 

intermpted (Jimenez, Moll, Rodrfguez-Brown, & Barrera, 1999; Moll, 1986). 

Findings have also concluded that the communication process can be disrupted 

when students and school personnel represented backgrounds with vastly different 
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language conventions (Boggs, 1972; Erickson, 1987; Levin, 1990; Vogt, Jordan, & 

Tharp, 1987; Watson-Gegeo & Boggs, 1977). Therefore, addressing competencies 

involving bilingual teacher preparation is crucial to insuring the continuous development 

of students' literacy foundation in their native language. 

The Politics of Bilingual Education 

Despite over 500 studies establishing that bilingual education is extremely 

effective under the right conditions, its effectiveness continues to be debated. 

The central issue of the debate has been whether research supports the educational 

benefits of the program or whether federal funds could be better spent on other types of 

educational programs. According to Padilla (1990), policy related issues requiring 

considerations are more profound that the "effectiveness" debate rationale, as he states in 

the following: 

In short, debates about bilingual education and equal educational opportunities 
cannot remain fixed on Hispanic (or other linguistic minority groups. Rather, 
such debates must be expanded to include the economic factors, including 
dependency rations, in order to understand the long-range cost of undereducating 
(sic) linguistic minority children, (p. 18) 

It has also been suggested that there is still much to leam from programs that are 

serving language minority students (August & Garcia, 1988; Baker & de Kanter, 1983; 

Hakuta & Gould, 1987; Troike, 1981; Willig, 1985). Previous research has centered on 

"what works," rather than "what makes sense for students" (Brisk, 1999; Thomas & 

Collier, 1999). Developing better models of teacher preparation programs should begin 

by understanding the characteristics of the student population. 
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A study conducted by the National Education Association found that in the 1989-

1990 academic year, bilingual education programs served only an estimated 5.6 percent 

of all students who were speakers of languages other than English (Rodriguez, 1990). 

The rest were served in ESL programs or in all English classrooms. Rodriguez (1990) 

estimated that bilingual programs served approximately 10 percent of all students in need 

of bilingual education. Therefore, three main themes have emerged from the literature as 

important for elements for bilingual educational programs. These include the following: 

• Bilingual instructional programs must combine academic content and 

language in teaching bilingual students (Brisk, 1998; Casanova & Arias, 1993; 

Collier, 1989; Cummins, 1984; Hakuta, 1986; Homberger, 1990; Lambert, 

1980; Lindholm, 1987; Nieto, 1992; Ovando & Collier, 1985; Ramfrez, 1985; 

Trueba, 1987; Wong-Fillmore, 1983). 

• Bilingual instructional programs must reflect positive teachers' attitudes and 

beliefs about the program and students (Anning, 1988; Clark & Yinger, 1979; 

Good & Brophy, 1987; Yonemura, 1986). 

• Bilingual instmctional programs must incorporate the students' native 

language and culture in the instructional strategies (Ahi Nader, 1990; Boggs, 

1972; Delgado-Gaitan, 1987; Jordan, 1977; M. Suarez-Orozco, 1987, 1989; 

Nguyen, 1984; Sindell, 1988). 

According to Crawford (1995), defining the criteria for academic success has 

given opponents of bilingual education a tactical advantage. The dominant perspective 

has been focused on what students do not know on standardized test or written material in 
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general rather that what they actually do in the classroom. Advocates of bilingual 

education are expected to prove that programs are achieving success in teaching 

competitive academic levels of English within two or three years. However, research 

underscores that it takes from five to seven years to acquire academic proficiency in a 

second language (August & Hakuta, 1997; Collier, 1995; Cummins, 1989; Thomas & 

Collier, 1995). Proponents have cited the cognitive, social and economic benefits of 

bilingualism (Bialystok & Hakuta, 1994; Collier, 1995; Dfaz & Klinger, 1991; Fishman, 

1976; Hakuta, 1986; Swain & Lapkin, 1991). However, students continue to be exited 

prematurely from bilingual education programs (Brisk, 1998; Casanova & Arias, 1993; 

Collier, 1989; Cummins, 1984; Hakuta, 1986; Homberger, 1990; Lambert, 1989; 

Lindholm, 1987; Nieto, 1992; Ovando & Collier, 1985; Ramfrez, 1985; Trueba, 1987; 

Wong-Fillmore, 1983). Therefore, too little native language development may be the real 

reason students are not gaining a solid foundation in literacy skills. 

Amid persistent reports of low achievement and high dropout rates among 

language-minority students, especially Latino/a students, many have concluded that 

bilingual education must be to blame. The response to this is that bilingual education 

has yet to receive a fair test, with adequate resources and trained staff (Wong-Fillmore, 

1992). Scholars have emphasized major issues that have impacted the success of 

bilingual education programs. The following variables regarding teachers' perceptions 

and competencies have been addressed in the literature by various authorities: 

• Teachers were against or opposed to bilingual programs (Otheguy, 1991). 

• Teachers did not want a change in the mainstream curriculum (Reyes, 1992). 
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• Teachers were not sympathetic to English language leamers (Nieto, 1993). 

• Teachers were not biliterate in English and Spanish (Ada, 1986; Guerrero, 

1999). 

• Teachers tended to use techniques often reported in the literature (Mehan, 

1979; Morine-Dershimer, 1985) of eliciting student responses at low 

cognitive and linguistic levels. 

• Although teachers played a crucial role in empowering students, they were 

also instrumental in rendering students politically disabled (Cummins, 1991); 

• Teachers relied too heavily on standardized testing (McNeil & Valenzuela, 

2001; Sleeter & Grant, 1988; Valencia & Aburto, 1991). 

• Teachers were involved with inferior implemented programs that 

mainstreamed children prematurely (Hakuta, 1986; Homberger, 1990; 

Lambert, 1989; Lindholm, 1987; Nieto, 1992; Ovando & Collier, 1985; 

Ramfrez, 1985; Trueba, 1987; Wong-Fillmore, 1983). 

Many bilingual programs in the United States exist only because school districts 

must comply with legislation and court decisions (Crawford, 1995). It is often been 

argued that civil rights legislation has been very modest in its efforts to eliminate 

inequalities and often serves those in power as much as, if not more than, those it is 

actually supposed to serve (Orfield, 1999). The result is "lukewarm implementation" of 

programs or direct attempts to sabotage the program (Wong-Fillmore, 1992). 
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Bilingual Education Teacher Preparation 

In the fervent debate over how to educate bilingual students, one issue is often 

overiooked, the effectiveness of teachers. A significant body of knowledge exists 

pertaining to the development of bilingual teachers from a variety of resources (Center 

for Applied Linguistics, 1976; Clark, 1990; Garcfa, 1992; Tikunoff, 1983). It is not 

difficult to generate a list of teacher competencies for bilingual teachers. Additionally, 

research studies have identified the characteristics of effective bilingual teachers (Collier, 

1985; Calderon, 1990; Chu & Levy, 1988; Faltis, 1993; Freeman & Freeman, 1991; 

Fuller, 1992; Garza & Barnes, 1989; Garcfa, 1992; Mercado, 1992; Milk, 1990; Moll, 

Velez-Ibanez, Greenberg, & Rivera, 1990; National Association of Bilingual Education, 

1992; National Board of Professional Teaching Standards, 1996; Perez & Torres-

Guzman, 1992; Rodriguez, 1980). 

Much has been written about teacher preparation competencies. Beginning with 

William Tikunoff (1983), some authorities have conducted studies of schools and 

classrooms that have effectively addressed the needs of language minority students 

(Carter & Chatfield, 1986; Garcfa, 1988; Pease-Alvarez, Garcfa, & Espinosa, 1991). The 

most extensive research studies addressing teacher competencies was performed by Chu 

and Levy (1988). The intercultural competencies used today as the foundation for 

teacher preparation programs were developed and compiled as a result of this study. 

These 34 intercultural competencies have been used to analyze credentials derived from 

universities within the United States (Garcfa, 2000, p. 290). Performance competencies 

have been mentioned extensively in the literature by the various authorities of bilingual 
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education (Cummins, 1986; Dentler & Hafner, 1997; Garcfa, 1993; Gay, 1993; Gonzalez, 

1993; Moll, 1988, 1992; Nieto, 1991; Rodriguez, 1990; Valverde, 1993). However, little 

is mentioned about re-credentialing foreign-trained individuals and about developing 

teacher preparation programs to assist them in teaching both types of student population. 

Instructional Strategies 

Moreover, in research focused on Mexican-American elementary school children, 

Garcfa (1988) reported several findings related to instructional strategies utilized in 

"effective schools" with students scoring at or above the national average on Spanish 

and/or English standardized tests. Instructional strategies included small group 

instruction with academic related discourse in which teachers tended to use techniques 

often reported in the literature (Mehan, 1979; Morin-Dershimer, 1985) of eliciting 

student responses at relatively low cognitive levels. Teachers in this study generated and 

encouraged student participation with their peers to invite interaction at higher-order 

cognitive and linguistic levels. Peer interaction discourse strategies were found to be 

significant for enhancing linguistic development (Wong-Fillmore & Valdez, 1986). 

Schooling practices which focused on collaboration strategies needed to be compatible to 

the social pattems of Mexican-American families (Kagan, 1986). 

Peyton (1997) recommended that rather than separate language teacher 

preparation into the different departments, all teachers should be prepared to teach in 

more than one second language context and grade level. This would include combining 

all the preparation for language teachers such as bilingual, English as a second language 
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(ESL), foreign language instruction, and immersion programs. Other scholars disagree 

and have reported that "bilingual education is a seemingly simple label for a complex 

phenomenon" (Cazden & Snow, 1990, p. 9) and that specific competencies must be 

addressed in the preparation of teachers for language minority students. 

In addition to these areas of research addressing bilingual teacher effectiveness, 

another body of research has focused on new paradigms of bilingual teacher preparation. 

Several university school-based strategies have considered programs with a proportion of 

the courses taught at the school site itself (Calderon, 1994; Leighton, Russo, & 

Hightower, 1993; Milk, Mercado, & Sapiens, 1992). These studies have included ideas 

on university courses that are taught in the bilingual classroom settings (Genzuk & 

Hentschke, 1992). This concept allows for the target community to advance into 

professional teaching positions as a means of promoting stability in the local teaching 

force (Garcia, 2000). 

Lucas, Henze, and Donato (1990) studied school policies and researched bilingual 

programs to determine what factors contributed to the success of language minority high 

school students. In a case study of six schools in Califomia and Arizona, they addressed 

eight features seemingly important in promoting success. These include the following: 

• Respect: Valuing the language minority students' language and culture; 
• Expectations: Setting high expectations for language minority students; 
• Leadership: Developing strong school leadership, a willingness to hire 

bilingual teachers, and the use of effective teaching practices; 
• Staff Training: Offering staff development involving second language 

acquisition, sensitivity training in cultural background, and effective 
curriculum approaches; 

• Academics: Offered variety of courses for English language learners; 
• Support: The hiring of bilingual counselors, cooperation with parents, and 

monitoring of language minority students' success; 
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• Parent Involvement: The inclusion of parents in the decision making process; 
• Commitment: High commitment for student empowerment through 

participation in community activities, (pp. 332-335) 

The debate of how to best address the educational needs of language-minority 

students has lasted more than 30 years. It has been a political debate that has never 

cleariy focused on pedagogical issues; therefore, scholars now tend to believe that we 

must move beyond the immersion debate to a more pressing concern about how to 

address the academic needs of cross-cultural students to help improve leaming outcomes. 

This issue has become a growing concern in light of the increasing numbers of 

foreign (Dunn & Griggs, 1995), immigrant, and minority students (Carter & Wilson, 

1992) now enrolling in higher education. These students are either academically under-

prepared, economically disadvantaged, non-native speaking (Mentzer, 1993), or students 

with leaming problems in discipline-specific areas. Thus a disproportionate burden of 

caring for the children and retires in the 21^' century will fall upon Latinos and language 

minority groups (Hayes-Bautista, Schink, & Chapa, 1988). 

The Changing Student Demographics of the Nation 

Along with the findings mentioned above the predicted demographics regarding 

the number of different immigrant student population trends were also foretold (Fem, 

1998). In a report prepared for the Office of English Language Acquisition (OELA) by 

the National Clearinghouse for English Language Acquisition and Language Instruction 

Educational Programs (NCELA) there was a total of 1,127,172 immigrant students 

enrolled in PreK-n"" grade, representing approximately 2.4 percent of the total public 
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school student enrollment (47,665,483) for the academic 2000-01 year. States reported 

that LEP students' native languages included more than 460 languages nationwide, with 

Spanish accounting for 79.2 percent of the vast majority (OELA, 2002, October). 

The majority of Spanish-speaking immigrants have arrived from Mexico. In the 

year 1997, there was an influx of approximately 146,680 Mexican citizens who came to 

the United States. Mexican immigrants accounted for 27.2 percent of the foreign-bom 

population at the end of the 20"'-Century (U.S. Immigration and Naturalization Services, 

1999). In the past, prior to Title III, Part A of the Elementary and Secondary Education 

Act (ESEA) known as the No Child Left Behind Act (NCLB) of 2001, separate data had 

not been collected on the enrollment of immigrant students in the U.S. The estimates 

tabulated by OELA include the following data: 

An estimated 4,584,946 LEP students were enrolled in public schools, 
representing approximately 9.6% of the total school enrollment of students 
(47,665,483) in Pre-Kindergarten (PreK) through Grade 12. Over 67% of all LEP 
students were enrolled at the elementary level, where they accounted for more 
that 11% of the total school enrollment (See Table 1) year, and their 
representative as a percentage of total school enrollment increase by 3.1%. Since 
the 1990-91 school year, the LEP population has grown approximately 105%, 
while the general school population has grown only 12%. 
(OELA, 2002, October, p. 3) 

Statistical information on immigration and the foreign-bom population are based 

on data collected in the Current Population Survey and reported by the U.S. Census 

Bureau. A detailed discussion in regards to the definition of terms and concepts is 

provided in the excerpt that follows: 

Immigrants, as defined in the Immigration and Nationality Act, are aliens 
admitted to the United States for lawful permanent residence. They may be 
issued immigrant visas overseas by the Department of State or adjusted to 
permanent resident status in the United States by the Immigration and 
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Naturalization Service... Foreign-bom are (sic) not U.S. citizens at birth. The 
foreign-bom population is classified by citizenship status: those who have become 
U.S. citizens through naturalization and those who are not U.S. citizens. Natives, 
as defined by the Census Bureau, were bom in the United States, in U.S. Island 
Areas such as Puerto Rico, or were bom in a foreign country of at least one parent 
who was a United States citizen. (U.S. Census Bureau, 2001, p. 8) 

Since 1970, the total number of foreign-bom residents has tripled, expanding 

from 9.6 million to 28.4 million by March 2000 (U.S. Census Bureau, 2001, Figure 1-1). 

This number represents an estimated 10.4 percent of the U.S. population, the highest 

proportion since 1930. In 1997, there was an influx of approximately 146,680 Mexican 

citizens who came to the United States. Mexican immigrants accounted for 27.2 percent 

of the foreign-bom population at the end of the 20"^-Century (U.S. Immigration and 

Naturalization Services, 1999). During the past decade, newly arrived immigrants 

together with the children bom to all immigrants have accounted for 69 percent of the 

U.S. population (Camorota, 2001). The influx of new arrivals compounded by the impact 

of Latinos' high birth rates has been a large factor in U.S. Latino population growth. 

Researchers who have reported on information conceming the birth rate of major 

ethnic groups have noted that the Latino birth rate was the highest in the U.S. and that 

these conservative projected statistics were actually too low. The population of children 

whom English is a second language was conservatively projected to reach 3.5 million 

children by the year 2000 and to approach six million by 2020 (Pallas, Natriello, & 

McDill, 1989, pp. 16-22). This is not counting the children of undocumented workers. 

As a case in point, Pallas, Natriello, and McDill (1989) predicted that by 2020 the 

expected increase of Latino children alone would be 18.6 million and the native language 
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of this large population would be Spanish. Nationwide, as the Latino birth rate continues 

to rise there will be a decline of neariy six million English speaking Anglo children 

(Faltis, 2001). Therefore, the national demographic profile revealed that the already 

significant number of non-English-speaking students (more than 50 percent in some 

school districts) is continuing to increase. 

U.S. public schools have been called upon to respond to demographic changes 

brought about by immigration. The problem is that U.S. schools are not fully prepared 

for such a demand, which has impacted college enrollment. Though mainly concentrated 

in five states—Califomia, Florida, Illinois, New York, and Texas, an increasing Latino 

presence has been noted in many other parts of the country as well. For example, it has 

been reported that in six states more than 20 percent of all school-age students have 

immigrant mothers (Camarota, 2001). In descending order these six states include 

Califomia, Florida, New York, Arizona, Texas, and New Jersey. Researchers found that 

Latinos/as accounted for more than 25 percent of all students attending central urban 

schools and 14 percent of the public school population nationwide. Additionally 

according to national statistics, more than 40 percent of all Mexican-bom immigrants 

between the ages of 16 to 24 reported that they were not currently enrolled in school and 

had not completed 12 years of schooling (NCES, June 2000). 

Immigrant Students 

In the literature "new immigrants" generally referred to the post-1965 immigrants 

(Portes & Rumbaut, 1990) who were non-white (approximately 80 percent), non-English-
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speaking, non-Europeans, and originating from Latin America, the Caribbean, and Asia 

(Edmonston & Passel, 1992, p. 41). Other immigrant and intemational studies have 

included the following researchers with the various populations: 

• Barringer, Gardner, & Levin, 1993 (Asians and Pacific Islanders); 

• Cummins, 1982 (French Canadians); 

• Gibson, 1987a, 1987b (Punjabe Sikh in Califomia); 

• Gibson and Bhachu, 1991 (Sikhs in Britain and the U.S.); 

• Lee, 1991 (Koreans in Japan and in the U.S.); 

• Matute-Bianchi, 1991 (Mexicans in Califomia's Pajaro Valley); 

• Suarez-Orozco, 1989 (Central Americans in Califomia); 

• Skutnabb-Kangas & Toukomaa, 1976 (Finnish in Australia); 

• Ito, 1967 and De Vos, 1983 (Asian in the U.S.). 

Economically, the previous large wave of immigrants arrived during the great 

industrial expansion, in which immigrant workers and consumers played a major role 

(Portes, 1996). Highly skilled immigrants moved into well-remunerated knowledge 

intensive industries at an unprecedented rate (Waldinger & Bozorgmehr, 1996). 

However, today low-skilled immigrants may be confined to the low wage sectors of 

employment that does not offer prospects for upward mobility (Portes, 1996). These 

low-skilled new immigrants have become segregated in work environments while 

isolated Whites (Waldinger & Boxorgmehr, 1996, p. 20). There exist large bodies of 

research from different perspectives; these include the following topics found in the 

research literature. 

48 



• Research about the process of acculturation (Berry, Kim, Mindu, & Mok, 

1987; Bullivant, 1988; Cloud, 1990; Commins, 1989; Eisenbruch, 1988; First 

& Carrera, 1988; Ima & Rumbaut, 1989; Luce, 1990; Ogbu, 1978; Olsen, 

1987; Peterson & Peppas, 1988; Prewitt-Dfaz & Seilhamer, 1987; C. Suarez-

Orozco & M. Suarez -Orozco, 1985, 1987; Thompson, 1988; Wu, 1989). 

• Researcher about the educational functioning of Hispanic Americans (Brown, 

Campione, Cole et al., 1980; Carter & Segura, 1979; Hispanic Policy 

Development Project [HPDP], 1984; Lefkowitz, 1985; Suarez-Orozco, 1989). 

• Research with regards to a psychosocial model of ethnic adaptation and 

minority status in plural societies (De Vos, 1980, 1982, 1983; De Vos & 

Suarez-Orozco, 1990). 

• Research conceming to the school functioning of Hispanic Americans, 

mostly Mexican Americans and Puerto Rican Americans, has been widely 

documented in the literature (Matute-Bianchi, 1990). 

The literature has attempted to outline the characteristics of the linguistically and 

culturally diverse population that have become the new population of U.S. schools, and in 

some states the new Latino Diaspora where there has been little previous Latino presence 

(Wortham, Murillo, & Hamann, 2002). The following are demographics reported by 

Rumbaut (1995a), who studied language minority high school students from the San 

Diego area and found that they had become fully proficient in two or more languages. 

• Fluent-English-proficient (FEP or bilingual) students had higher grade point 

averages than did English-only students. 
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• FEPs tended to be foreign-bom while the English-only students had 

socioeconomic advantages and had lived in the U.S longer. 

In another sampling of 2,420 eighth and ninth graders, Rumbaut (1995b) found 

that FEPs with foreign-bom parents had a 2.86 GPA, while English-only students had a 

2.71 GPA. Various data provided by the U.S. Census Bureau have reported the trends of 

immigrants arriving to the United States: 

• Slightly more than 1.1 million immigrants arrive in the U.S. annually; of this 

total almost half are female; 

• about 700,000 individuals entering as lawful permanent residents; 

• 100,000-150,000 enter legally as refugees or asylees-individuals seeking 

asylum; 

• around 300,000 enter without legal status; 

• undocumented immigrants constitute about 1 percent of the total U.S. 

population and 13 percent of the foreign-bom population; and 

• Most enter the country legally with temporary visas and become illegal when 

their visas expire and they stay. 

The percentage of immigrant children enrolling in U.S. primary and middle 

schools was nearly equal to that of the native bom, 71 percent to 74 percent, respectively, 

before age eight; and 94 percent to 96 percent, respectively, after age eight. Immigrant 

and native-bom youth attended high school at the rates of 87 percent and 93 percent 

respectively and were twice as likely as natives to live in families with an income in the 
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lowest quartile and to have parents with less than 12 years of schooling. The next section 

gives statistics pertaining to the educational attainment of most immigrants. 

Educational Attainment 

The 1990 Bureau of the Census reports the following pertaining to children of 

immigrants in U.S. high schools: Immigrant high school students are as likely as natives 

to graduate from high school within four years of their sophomore year in high school. 

Immigrant youth, especially Latinos, who enter the U.S. after 15 years of age in most 

case, are less likely to enter the school system or to remain until high school graduation 

than are immigrants who arrive when younger. Immigrants are more likely than native-

bom youth to make choices, beginning early in school, and they show to be consistent in 

their aspirations for college, regardless of race or ethnicity. They follow an academic 

track, take advanced courses in mathematics and science, take the SAT or ACT, and 

work hard to achieve their expectations. Overall, immigrants are more likely than 

natives-bom students are to enroll in post-secondary education. Most researchers have 

sought to explain the observed generational decline in achievement by comparing the 

attributes/attitudes of immigrants to those of their later-generation counterparts (Buriel 

1984, 1987, 1994; Matute-Bianchi 1991; Portes & Zhou 1993; Virgil & Long 1981). 

Native-Bom Mexican Students 

The progressive nature of academic underachievement among native-bom 

Mexican students, also referred to as "Chicanos/as," has been documented by studying 
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and comparing their grades, test scores, dropout rates, with those of immigrant youth. 

Important studies have examined Mexican and Central American students, in regards to 

generational status as an influential role in school experiences (Buriel 1984; Buriel & 

Cardoza 1988; Matute-Bianchi, 1991; Ogbu, 1991a, 1991b; Steinberg, Brown, & 

Dombusch, 1996; Suarez-Orozco, 1991; Virgil & Long, 1981). These findings, based 

primarily on small ethnographic studies, reported that first- and often second-generation 

students academically outperform their third- and later generation counterparts. 

Generational comparisons fail to acknowledge the symptomatic ways that schools are 

organized to subtract resources from regular-track, native-bom students (Valenzuela, 

1999a). 

Subsequently, several researchers have underscored the importance of track 

placement as a highly consequential variable that positively influences achievement 

outcomes of both immigrant and Mexican American youth (Romo & Falbo, 1996; Olsen, 

1997). Chapa (1991), Gandara (1986), and others have similarly observed that high 

levels of immigration do not explain the achievement gap between Mexican-American 

and non-Hispanic whites. Despite the use of intervention-type strategies for Latinos/as 

by educational institutions substantial gains in enrollment have not yielded (Chapa 1988, 

1991; Chapa & Valencia, 1993; McCarthy & Valdez, 1986). The existence of an 

"invisible ceiling" of blocked opportunity for Mexican-American students continues in 

higher education (Bean, Chapa, Berg, & Sowards, 1994; Chapa 1988; 1991; Cans 1992). 

Subsequently, there appears to be an "educational stagnation" occurring among Mexican-

American youth (Gandara, 1986; Cans 1992; McCarthy & Burciaga-Valdez, 1986). 
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The interrelation of immigrant achievement and native-bom student under 

achievement gets obscured because the framework assumes that achievement is a social 

process. Conversely, those who come with more positive orientations or greater skills, as 

do Mexico-bom students, are better equipped to offset the more debilitation aspects of 

schooling. Thus the problem of "generational decline in academic achievement" was 

actually understood as a problem dealing with subtractive schooling (Cummins 1984; 

Gibson, 1988, 1993; Skutnabb-Kangas & Cummins 1988; Valenzuela, 1997, 1999a, 

1999c). 

Texas Student Population 

The statistical information reported for the numbers of students in the Texas 

public school system is reported by the Texas Education Agency (TEA). Texas school 

districts have been required to report information every academic year in October to the 

Public Education Information Management System (PEIMS) managed by TEA. PEIMS 

is the data collection system used and developed from the Division of Performance 

Reporting for TEA. Statistical demographic information was gathered from the PEIMS 

reports of public schools for the academic year of 2000-2001. It reported that the 

percentage of Hispanics (Texas statistical information refers to Latino students as 

"Hispanics") enrolled increased by 4.3 percent from the previous year to a total of 40.6 

percent of the 2,001,697 students (K-12"' grades) in the Texas public schools. TEA 

recounted that there was a -0.9 percent drop in enrollment from the number in the 1999-

2000 academic year, showing a decrease of white students, who represent 42 percent of 
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the total. Hence, in the state of Texas 58 percent of the student population is reported as 

not white, and 49.3 percent of the total reported as economically disadvantaged (TEA, 

2001, November). 

In contrast to the student numbers in the PEIMS report for 2000-2001 was the 

demographic data on the teachers. In Texas, 73.2 percent of the teachers reported their 

ethnicity as "white," for a total of 201,145 public school teachers. The teacher profile 

section noted that the total number of full time teachers who were on duty (excluding 

administrators, support staff and auxiliary staff) was 274, 817. Of this total 46,970 

teachers or 17 percent identified their ethnicity as "Hispanic." The PEIMS report also 

noted that the number of certified bilingual teachers was only 7 percent of the state's total 

teacher population. 

Completing the educational profile for the Texas public school system and 

quoting from the same PEIMS report, a total of 3,679 teachers or 1.3 percent of the 

employed teachers for the 2000-01 academic year did not hold a completed four-year 

degree. Additionally, of the individuals teaching bilingual and ESL students, 48 percent 

of the elementary bilingual teacher hires and 41 percent of all secondary bilingual/ESL 

hires were not certified to teach in Texas (Texas A&M University, 2001). 

According to a report published by the Office of English Language Acquisition 

(OELA), formerly the Office of Bilingual Education and Minority Language Affairs 

(OBEMLA), there were a total of 570,022 limited English proficient (LEP) students 

attending Texas public schools. Data also indicated the teacher-student ratios per 

classroom. The report noted that there was an average of one certified ESL teacher for 

54 



approximately every 32 students, and an average of one teacher certified in bilingual 

education for every 27 bilingual students (OELA, 2002). These statistics reflect the 

2000-01 annual survey conducted by OELA of all the 50 State Educational Agencies 

(SEAs). The Survey of States' Limited English Proficient Students and Available 

Educational Programs and Services (SEA) survey generated data in three areas: 

1. The enrollment levels of limited English proficient (LEP) students; 
2. The educational conditions of reported LEP students; and 

3. The services received by LEP students. (OELA, 2002, October, p. 1) 

Information released from OELA, in regards to the instructors of LEP students in 

Texas, produced the following data. In Texas there were 17, 816 certified ESL teachers; 

20,935 certified bilingual teachers; 27,377 certified teachers assigned to LEP students; 

and a total of 37,382 teachers who had received additional staff development training to 

teach LEP students (OELA, 2002). 

Research studies have documented educationally effective practices with 

linguistically and culturally diverse students from data collected from case studies (Carter 

& Chatfield, 1986; Cummins, 1986; Garcia, 1988; Hill, 1989; Lucas, Henze, & Donato, 

1990; Moll, 1988; Pease-Alvarez, Garcia, & Espinosa, 1997). However, according to 

Eugene Garcfa (1991), there is a lack of any adequate and definitive body of research and 

knowledge regarding the constructs that define good teachers in general and good 

teachers of culturally diverse students in particular. 

Today, public schools are being asked not to simply improve their function, but 

also to adapt to this new population, new societal expectations, and new intellectual and 

employment demands (Trueba, 1989). School reformers have continued to point out the 
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lack of synchrony between the home and school culture as a significant obstacle to the 

achievement of minority students (Fuller, 1992; Valdes, 1996; Yopp, Yopp, & Taylor, 

1991). Unfortunately, schools without clear goals have depended on the individual 

teachers to raise the quality of their programs and were more vulnerable to ideological 

pressures (Brisk, 2000). Therefore, educators must examine cultural factors that have the 

potential to create academic success for diverse student populations rather than 

continuing to debate over school failures (Gandara, 1995). 

Teacher Certification Procedures 

In Texas, the credential agency known as the State Board of Educator 

Certification (SBEC) was created in 1995 by the 74"̂  Legislature. This agency govems 

the standards for initial credentialing, and establishes the criteria for recognizing 

educators who hold a degree and a teaching certificate from outside of Texas, including 

foreign countries. This 15-member board oversees all areas of professional teacher 

education, standards of conduct, continuing education, along with granting deficiency 

plans for certification. With the passing of House Bill 1721 (77"̂  Texas Legislature), 

SBEC adopted emergency rules at the August 3, 2001, meeting related to educators from 

outside of Texas, which extends the term of the one-year certificates currently issued to 

these educators. However, these emergency rules were only in effect until February 1, 

2002. With the numerous and timely changes in the degree plans, emergency permits, 

examinations, and requirements, it is easy to understand the frustration foreign-trained 

teachers experience. 
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Texas employs a dual-step procedural system in which aspiring teachers complete 

an interdisciplinary degree and then apply to the state for licensing. Specifically, future 

educators must complete requirements authorized by SBEC and then successful pass the 

appropriate state licensing examinations to hold a state certificate. Altemative routes 

exist for individuals seeking post baccalaureate teacher certifications (SBEC, 2000). 

Initial certification for teachers in Texas is granted by the colleges of education 

that coexist within the university system. Therefore, a broad range of required core 

courses along with the pedagogy and professional courses must be satisfied for a 

Bachelor's degree. For the general education requirements, most degree plans require 

several courses in liberal arts, such as the social sciences, multicultural education, and 

diversity courses and are characterized as interdisciplinary plans, with levels of focus 

including Early Childhood to 4'*' Grade, 4*'' to 8"̂  Grade, and 9"̂  to 12"̂  Grade. These 

specific degree plans are initiated at the university level and then approved by SBEC, 

involving specifications that reflect objectives and requirements for passing the state 

teacher-licensing exam. 

At the present time, university departments, schools and colleges of education 

have the flexibility to authorize and recommend students for teacher certification. In the 

case of the foreign students with an intemational degree transcript, evaluators in 

collaboration with colleges of education and SBEC determine deficiencies depending 

upon the program of study the individual completed. These decision-makers must be 

skilled at assessing the prospective students' needs, planning appropriate goals, 

coursework, and activities to meet those needs. 
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The accumulation of evaluative data and documentation of best practices in 

meeting the needs of this diverse population is a valuable resource for ensuring 

accessibility and future success for a wider range of program options. The contingencies 

that must be addressed deal with the transferability of the program of study (Petrovic, 

2000). 

In contrast, the institutions of higher education are authorized by the states in 

Mexico to credential individuals, by virtue of completing a specified list of requirements 

and coursework. Therefore, giving the institutions of higher education in Mexico the 

power to grant admission to certain professions that require a degreed credential, for the 

degree and license is one and the same. The Mexican teacher preparation program 

occurs mostly in specialized colleges called normal schools or escuelas normales. 

University Access 

Throughout the history of the U.S., there have been a variety of critical legal 

actions for providing a fair and equitable access to higher education in the U.S. 

However, the under representation of Latinos in higher education will require more effort 

to eliminate the inequalities in obtaining a higher education. In Sipuel v. Board of 

Regents of the University of Oklahoma (1948) the Supreme Court ruled that a state could 

not deny a student admission to a public institution solely on the basis of race. Also, with 

the Civil Rights Act of 1964, the legal basis of ensuring fair and equal access to higher 

education was further established. The filing of Regents of the University of Califomia 

V. Bakke (1978) has instigated debate over the limits and conditions of use of criteria to 
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assure fair and equitable representation in higher education. Despite these efforts to 

attain equitable access, research suggest that "admission criteria has not been 

compromised on quality and that at many non-elite institutions there is little or no 

change" in the admission and access of minorities (Trent, 1996). 

Admission standards at most universities include developing and implementing 

application criteria and managing the selection of possible students. Admission criteria 

that promote equity and access for minority and immigrant groups result in the need for 

remediation or leveling courses and ESL classes. Tension exists at the institutional level 

between the goals of access and the goals of educational excellence for political 

accountability. Such political and fiscal tensions result in competency testing for the 

students requiring remediation. 

A wide array of internal university policies and practices govem the admission 

process. Of particular relevance to immigrant students are statewide policies that 

distinguish between in-state and out-of-state residents requiring individuals to meet more 

stringent admission standards and pay higher tuition and fees. Some policies may be the 

product of state legislatures or other funding sources, but most are developed at the 

university system or institutional level. They are reportedly subject to frequent review, 

which tends to complicate the admission process for foreign-trained individuals seeking 

university access. University programs "strive to improve efficiency, balance the goals 

of increasing enrollments, increasing the enrollments of certain populations, and 

increasing or maintaining student preparation and quality" (Gray, Rolph, & Melamid, 

1996, p. 38). 
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Mexican Education System 

Until recently, the federal government through the direction of the Department of 

Public Education (Secretaria de Educacion Publico) or la SEP primarily sustained the 

educational system in Mexico. This helped to standardize education in Mexico while 

attempted to overcome the administrative weaknesses of the states (Zorrilla, 1998). 

However, centralization also had its disadvantages that included not supplying the needs 

of every state or region in Mexico and creating an enormous educational bureaucracy. 

Public education in Mexico is comprised of various levels of education. The three 

levels include the elementary education (educacion bdsica), middle school education 

(educacion media), and higher education (educacion superior). Basic education 

previously included preschool and elementary, but in 1993 middle school was added 

(Petrovic, Orozco, Gonzalez, & Dfaz de Cossio, 1999), as in the following: 

• Preschool (preescolar), an educational program for students ages three to five 

(Pre-K and K) in which attendance is not mandatory; however, nearly 88 percent 

of the children attend (SEP, 2000). 

• Elementary school (primaria), an educational program of six grades (1-6) where 

attendance is mandatory. 

• Middle school and high school (secundaria), an educational program of three 

grades (7-9) where students prepare for high school or entry into the labor force. 

Students chose the vocational middle schools that offer the curricula of choice or a high 

school preparatory school. These vocational schools prepare students in the area of 
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drafting, auto mechanics, cooking, secretarial work, computers technology, and other 

vocations. 

Upon completion of their basic education requirements, students advance to the 

high school level, referred to as educacion media superior At the second educational 

level students complete their bachillerato (high school diploma) that consists of three 

years of college preparatory schooling with emphasis to their specific area of interest. 

The bachillerato is equal to the U.S. high school diploma and not the U.S. university 

bachelor's degree. However, there are professional technical education programs at this 

level called educacion profesional tecnica where students earn their bachillerato that 

specializes on job training in various areas for students to enter the workforce, such as 

accounting. 

The next level beyond the high school level is the educacion superior that is 

similar to the U.S. system of community colleges, but last four to five years in which 

students must have their bachillerato or an equivalent to apply for admissions. These 

schools can be found in four different distinct models, these include the following: 

• Universidades (Universities) - These are directly equivalent to the university 

system of education in the U.S. and may be private or public institutions. The 

preparation of teachers at the secondary level is referred to educacion superior 

(for high school teachers) and is only offered at the university level. They 

specialize in the various content areas with research centers and graduate 

programs. 
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• Institutos Tecnologicos (Technological Institutes) - These are similar to the 

university systems, but do not offer graduate programs. The most common and 

prestigious majors include engineering, technology, social sciences, and 

agriculture and fanning. 

• Escuelas Normales (Normal Schools) - These are specifically dedicated to the 

preparation of teachers at all levels, including educacion preescolar (Preschool 

and kindergarten), educacion bdsica (grades 1-6), and educacion secundaria 

(grades 7-9). There are also normal schools for specializations, such as physical 

education, special education, and bilingual/bicultural education. 

• Universidades Tecnologicos (Technological universities) -These are public 

institutions similar to the community college systems that offer two-year degrees 

after the high school diploma usually related to majors dealing with engineering 

or technology. 

Equity in funding does not exist in Mexican public schools. The lack of 

economic resources has allowed schools to rely on money from parents as they donate or 

fund-raise the needed funds. Fees function as tuition payments; however, these are 

considered "donations," so as to not ignore the principle of free public education provide 

by the Mexican constitution. Most schools demand parents to donate to a "family tree of 

money" that is given to the school's principal at the beginning of the school year. The 

collected funds are used for teaching materials and for school maintenance. 

Schools do not function under the same economic conditions. Schools located in 

large urban areas have more resources than those schools located in the peripheral zones 
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(zonas) of the large cities. Most public schools operate under natural light and are 

designed with large open courtyards for moming welcoming exercises, such as saluting 

the Mexican flag. Classrooms are often small barren areas with old, chipped picnic-type 

tables and benches or single- and double-writing desks. 

All official textbooks are furnished by the Department of Public Education, 

(Secretaria de Educacion Piiblica) known as "la SEP," to the students free of charge. 

The modernization program required specialized materials that la SEP never provided or 

that teachers were required to purchase with their own money or do without (Calvo, 

1996). In essence the standardization of the curriculum was an effort to align the 

curriculum in all private, public and rural schools (Petrovic, 2000) and to help to 

eliminate the illiteracy rate in Mexico at the time. The result of this initiative was that 

between 1971 and 1973 textbooks were published for each elementary grade in each 

content area. Each text had a companion teacher's edition with recommendations on how 

to present the material with a series of planning books, and a collection of activities, 

called ficheros (files) for every grade level. In 1973, approximately 500,000 in-service 

teachers began using the new textbooks. Given these substantive changes in the 

elementary curriculum, changes were also made to the escuela normal program of study 

for elementary teacher preparation. 

Mexican Normal Schools (Escuela normal) 

A limited body of knowledge exists in studying Mexican normalista teachers and 

the Mexican education system by U.S. researchers. Petrovic, Orozco, Gonzalez, and 
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Dfaz de Cossfo (1999) found systemic and educational differences in the preparation 

programs for bilingual teachers in Mexico who "mainly serve indigenous communities 

and are usually from the communities they serve" (p. 57). This study reported that the 

Mexican "bilingual teacher" referred to the rural teachers (maestros rurales) serving the 

indigenous populations in remote areas in Mexico. Because of the various indigenous 

tribes living in Mexico, several normal schools are focused on training educators for them 

using the various indigenous languages (see Appendix E). However, because of the 

shortage of Mexican bilingual teachers, most rural teachers are identified while in high 

school and begin teaching shortly after graduation. 

The Mexican teacher preparation program occurs often in specialized colleges 

called normal schools or escuelas normales. Coursework is uniformly established 

throughout the eight semesters; therefore, the structured system does not allow for the 

substitution of courses. The admission standards are competitive based on the limited 

enrollment of yearly student cohorts. Therefore, failing a course could result in losing 

your place in the cohort and starting over the following year. With the reform of 1984, 

courses in the new teacher education program integrated subject matter, pedagogical 

knowledge, and closely followed the contents of the textbooks. The teacher-training 

program consisted of eight, eighteen-week semesters. Students attend class for 

approximately thirty hours per week. Field experiences are required throughout the first 

six semesters, including intensive experiences for the last two weeks of each semester 

(Petrovic et al., 1999). 
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The final year consisted of student teaching, typically from twenty-two to thirty 

hours a week. Finally, under the direction of a supervising teacher, each student had to 

prepare a portfolio of their last two semesters of student teaching, create a social service 

project, complete various community service hours, and conduct a thesis study based on 

one of their service projects completed with the surrounding community (see Appendix F 

for current 1997 degree plan for Mexican elementary teachers). 

In 1978, the Department of Public Education (Secretaria de Educacion Piiblica, 

hence SEP) was made less centralized by the development of branches involving the 

schooling levels. In each of the states, a system was developed that included elementary 

education (educacion bdsica) middle education (educacion media), and higher education 

(educacion superior). Also in the same year, la SEP created state education agencies for 

each state. In the six-year period from 1976 to 1982, the various programs of study for 

preschool, elementary, and specialized teacher preparation were once again modified. 

The changes in the restructured program included the addition of a number of 

required courses, these including philosophy of education, pedagogy, methods, and 

program analysis. This represented an increase in the hours of class to be completed. 

The subject matter necessary to complete the high school diploma (bachillerato) was 

continued under this program. However, the study of the principles of teaching the 

subject matter was made separate from the study of the subject itself. 

This change served two purposes. First, it allowed students to study the subject 

matter at the level required for the bachillerato. Second, it allowed them to concentrate 

in their methods courses on the subject matter level that they would actually encounter in 
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the field. As in the Program of 1975, the new program defined the general objectives to 

be achieved in each course as well as the particulars of the units. 

The restructured program of 1975 consisted of eight semesters. The first seven 

semesters had thirty-two hours of class per week and the last semester thirty. Upon 

completion of the program, students received the title of Profesor en Educacion Primaria 

and completed the equivalent of the bachillerato. The program of 1975, as restructured, 

was implemented first in the fall of 1978 and continued until 1983. However, it was not 

until 1992, with the Agreement on the Modemization of Basic Education (Acuerdo de la 

Modemizacion de la Educacion Bdsica y Nonnal) that the educational system was 

decentralized to some degree, and became the concem of the individual states. 

Prior to the reform the programs of study that have been developed for the various 

educational levels in Mexico, these programs included coursework that typically requires 

more than thirty hours of class attendance per week. Some of the programs of technical 

schools require up to forty-six hours of class time per week. In addition to the above, the 

programs of normal schools have two other characteristics, these include the following: 

• They have always included many hours of supervised field experience. 

• Normal schools provide a thorough foundation in the content areas of the 

teaching levels for which students are seeking licensure. 

Before 1984, teacher candidates could enter the normal schools at the high school 

level and upon completing high school requirements would be permitted to teach 

preschool, elementary, or middle school. This level of education is called educacion 

media superior, or high school level. Students earn the bachllerato that is equivalent to 
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the U.S. high school diploma. The prerequisite of the bachillerato later became a 

requirement for entering the escuelas normales (normal schools) and the level of 

education referred to as educacion superior. Educacion superior included baccalaureate 

level education provided at the universities, normal schools, technical schools, and 

various institutions awarding the licenciatura. However, the licenciatura is more that a 

university level degree, it is also a licensure for the various professional careers in 

Mexico. Students earn the licenciatura that is equivalent to the U.S. bachelor's degree at 

the normal school level, which was initiated after the 1984 reform. The elevation of the 

elementary normal school degree from a high school diploma (bachllerato) to a 

university degree (licenciatura) positively impacted the enrollment rate in elementary 

teacher preparation programs. 

Research Findings 

Research on the Mexican normalistas involved in the Project Alianza program 

began with the first manuscript authored by Petrovic, Orozco, Gonzalez, & Dfaz de 

Cossfo, (1999). This report gave a comparison of the U.S. and Mexican education system 

for credentialing teachers; consequently, similarities were found in the two preparation 

models. The Mexican normal school system follows the same standardized curriculum 

determined by the Secretaria de Educacion Piiblica, the centralized educational 

goveming institution. 

Michael Guerrero (1999) researched the importance of Spanish language fluency 

and development for bilingual teachers. Teacher training efforts to prepare Spanish 
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bilingual teachers have fallen short and have been undermined by language practices and 

policies that have discourage the use of languages and lower the language standards of 

professionals. Guerrero reports that "under present conditions, the majority of 

prospective bilingual teachers from the Spanish origin community have been schooled 

primarily in the U.S." in English (p. 40), and "their university coursework was rarely 

delivered in Spanish, even though taught by tenured professors" (Calderon & Dfaz, 

1993). 

Most recently, other research in regards to Mexican nonnalista teachers has been 

compared with bilingual teachers in the U.S. Garcfa and Gonzalez (2000) explored the 

perceptions, beliefs, and attitudes of both types of teachers. They concluded that 

nonnalista teachers perceived college as an important variable forjudging success; this 

was consistent with a study conducted by Levinson (2000) with Latino and African 

American parents. Normalista teachers had the following perceptions: (a) U.S. students 

who attended private schools had higher achievement, (b) socioeconomic status of 

students had an impact on student achievement, (c) and that school and community 

involvement was a teacher responsibility (Garcfa and Gonzalez, 2000). In regards to the 

Spanish language, normalista teacher had the following beliefs: (a) it is important to 

maintain the Spanish language, (b) only bilingual teachers with high levels of Spanish 

should be certified, and (c) Spanish is not valued in the U.S. because it is evident that so 

many speak Spanish incorrectly. 

Clark and Flores (2000) found that nonnalista teachers had a high degree of 

academic language use and proficiency and positive attitude towards the Spanish 
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language, bilingualism, and bilingual education. More study is needed to critically 

examine whether these findings are aligned with the needs of linguistically and culturally 

distinct minority children. Clark and Flores (2000) argued that although bilingualism 

was valued, the notion of bilingual education was perceived by normalista teachers as 

conflicting with the dominant culture and the attainment of "American values." These 

findings are important to consider when normalista teachers are being sought as 

prospective bilingual education teachers. 

In reference to research with Mexican students, Dfaz-Guerrero and Szalay (1991) 

stated that both countries perceive a teacher as part of the schooling process. The 

difference was that in the U.S. there seemed to be "a narrower focus on the teacher's 

characteristics and technical functions," while Mexican students viewed the teacher from 

a less technical, more human angle (p. 133). Mexican normalista teachers were 

compared to their U.S. bilingual teacher counterparts to research their views on bilingual 

education. Researchers found that normalistas used the word for education or 

"educacion' to describe teaching, as in the following: 

Normalista saw a difference between the term education (instruction) in English 
and educacion in Spanish. In Spanish the term educacion means the development 
of students. They saw a teacher, therefore, as someone who has to take control of 
their classrooms, instmct effectively, and teach good manners to their students. 
(Garcfa & Gonzalez, 1999, p. 34) 

Also, when asked the question conceming the most important role of the teacher, 

normalistas answered that they "thought polite behavior, good manners, and courtesy" 

were the most important role of the teacher as opposed to teaching academic subject 

matter to their students (p. 34). 
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Valenzuela (1999c) arrived at a similar finding conceming the Mexican cultural 

understanding for the word educacion. Education was considered more than receiving 

classroom instruction delivered by the teacher. The responsibility to teach students 

values, respect, and manners lay in the hands of teachers, in order to secure the attributes 

of an educated individual. Therefore, to be referred to as ''bien educado" (well educated) 

meant to exhibit moral qualities and show respect towards others. The lack of education 

was to exemplify an individual who lacked refinement and was referred to as an 

individual who was nial educado (poorly educated). This certainly suggests a different 

paradigm into creating classrooms to become culturally relevant to the needs of Mexican 

students. 

Research on Language Issues 

An important aspect of preparing nonnalistas to enter the work force is the issue 

of English language competency. Because of the research on native language instmction 

and the fact that nonnalista could serve as excellent models for our students, we must 

consider these theories on how knowledge in one language transfers to a second 

(Cummins, 1981). Research in second language acquisition indicates that acquisition of a 

second language is similar to native language acquisition, though differences do exist. 

McLaughlin (1985) and Hakuta (1986) examined the research in second language 

acquisition of individuals from different countries and different linguistic backgrounds. 

Multilingualism has been reported within European communities (Baetens Beardsmore, 
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1982; Skutnabb-Kangas, 1979) and among school-age children in the United States 

(Skrabanek, 1970; Veltman, 1988; Waggoner, 1984). 

Research evidence suggested some differences between first and second language 

acquisition. Second-language leamers were more developed cognitively since they have 

already experienced leaming a language. They bring to the second language a great deal 

of cognitive and linguistic knowledge to leam the second language more effectively 

(Baker, 1996; Collier, 1995; Cummins, 1993; Goldenberg, 1996; Hakuta & Dfaz, 1984; 

Ramfrez, Yuen, & Ramey, 1991; Ramfrez, Yuen, Ramey, Pasta, & Billings, 1991; 

Thomas & Krashen, 1988). 

While studies of second language writing were sadly lacking, there was reason to 

suspect that deep similarities exist between first and second language competence and 

performance. Similar pedagogies are called for in reading, for the acquisition of the 

written language, and writing practice for the development of an efficient composing 

process. This investigation into the literature documents how Spanish fluency and 

proficiency should be regarded as a plus involving nonnalista preparation, especially in 

the case of the use of dual language programs. 

Cummins (2000) discussed the issue in "terms of coercive and collaborative 

relations of power" that encompasses the important distinctions that Ogbu had made by 

adding categories of difference that define inter-group power relations. For example, 

these inter-group power relations may include racism; sexism, homophobia, and 

discrimination based on language or cultural differences. Therefore, the 
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reconceptualization of the role of languages other than English within our schools and 

society in general has to take place (Carter, 1970; Carter & Segura, 1979; Garcia, 2000). 

Language is a powerful tool. Samovar and Porter (1991) have noted that 

language can be used to define people's experiences to make sense of the worid. They 

maintain that this is also critical in distinguishing differing features of cultural groups 

(Intemational Reading Association and National Council of Teachers of English, 1994). 

Ideological opponents have argued that maintaining heritage languages will balkanize the 

nation along ethnic lines (Crawford, 1995; Johnson, 1982; Krashen, Tse, & McQuillan, 

1998). Proponents view bilingual education not as a temporary remedial mode of 

instruction or as a compensatory program in the view of "language as a problem" (Rufz, 

1988), but as an educational advantage to build a firm literacy foundation. 

For native English speakers, proficiency in another language was seen as a plus. 

For Mexican origin students, proficiency in a language other than English was seen as an 

educational deficit or a hindrance. Schools have continuously attempted to cultivate 

foreign languages in the secondary classrooms that are barren and artificial while 

isolating native speakers of those languages from the mainstream. This lack of "socio

cultural freedom illustrates the idea that the hegemonic group has no political desire to 

transform bilingual education into something that leaves the existing position of 

individual dominant interests" (Moraes, 1996, p. 66). 

School reformers have pointed out the lack of synchrony between the home and 

school culture as a significant obstacle to the achievement of minority students. A 

critical question that is explored in this preliminary report is how education professionals 
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in school districts and or public schools in Texas are working to increase the size of the 

minority teaching force. The next section ties into the notion that home and school need 

to be connected and how language bridges that connection when educators understand 

how language can been seen as a strength versus a deficiency. 

The New Challenge 

Many states that have not been as heavily impacted by diversity issues will have 

to begin dealing with the challenges and opportunities that are presented by a changing 

population (Wortham, Murrillo, & Hamann, 2002). The teacher shortage may require the 

additional hiring of 200,000 teachers over the next decade (Fielder & Haselkom, 1999). 

The factors that have also impacted the supply and demand for the hiring of more 

teachers include the following: an emphasis on reducing teacher-student ratios, the 

escalating teacher attrition, and teacher retirement rates. 

The literature clearly provides guidance in evaluating the significance of 

culturally sensitive teachers. Gold (1997), in a Califomia study on the shortage of 

teachers qualified to work with English leamers, found that teachers entering the 

profession were increasing monolingual English teachers with little or no experience or 

formal preparation in working with bilingual or ESL students. Compounding the 

problem of the shortage of teachers is the emerging recognition that many colleges of 

education fail to adequately prepare new teacher candidates to work with diverse student 

populations. Instead universities continue to prepare teachers to work with a white, 

middle class student population that is no longer the norm in many states (Cardenas, 
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1995). According to Samway and McKoen (1999), one out of every two teachers in the 

field can expect to teach English language leamers throughout their teaching career. 

Teacher Attitudes 

Good and Brophy (1987) argued that teachers' beliefs are connected to their 

instructional behavior and that their ways of thinking may be guided by personally held 

systems of beliefs, values, and principles (Anning, 1988; Clark & Yinger, 1979; 

Yonemura, 1986). Shavelson and Stem (1981) declared that negative attitudes can be 

detrimental to student achievement and that the power of teacher expectations (Irvine, 

1990) and self-fulfilling prophecy perpetuates itself on teachers' negative attitudes and 

affects achievement (Rosenthal & Jacobson, 1968). Valenzuela (1999c) used her 

personal insights as a student in public school, as well as her teaching experience at the 

secondary and university level to underscore major problems with teacher preparation 

programs in the United States in the following: 

Colleges and universities fail miserably at preparing their student for the urban 
world in which many will ultimately work. Moreover, because the core 
curriculum in colleges and universities is Eurocentric and elitist, higher education 
systematically produces teachers who fail to notice the virtues of a more inclusive 
approach. Cultural dominance at the university level recreates relations of 
dominance and subordination at the primary and secondary levels of schooling 
where urban; minority youth are forced to "leam" what their "place" is in society, 
(p. 283) 

Many mainstream teachers have accepted the challenge of working with social, 

academic, and cultural differences, and abilities, but have not been trained to do so. In 

regards to teacher training, according to bell hooks (sic) (1989), all ethnic groups should 
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leam more about each other. However, she cautioned that we make such examinations 

carefully in order "to insure that the [student's] perspectives do not reflect [racial or 

cultural] biases" (p. 46). Further, researchers reported that marginalized individuals are 

"pessimistic about the ability of whites to accept the challenges" presented by diverse 

student populations (Curtis, 1998, p. 138). Curtis (1998) noted that teacher training may 

be further impacted with a change in the mainstream curriculum to include the 

participation by people of color and to address the needs of oppressed or marginalized 

groups, as in the following: 

Divesting one's self of power and privilege is not an easy thing to do. When 
sharing our thoughts and feelings with other people feels like personal loss, our 
instincts of self-preservation cloud our more "liberating" judgments. The 
inclusion of our historical and social locations as they relate to power, oppression, 
and privilege has the potential to be a compelling component in the constmction 
of curriculum, (p. 138) 

Research on teacher expectations suggested that teachers unconsciously display 

biases that favor students most like themselves (Ortfz, 1988; Rosenthal & Jacobson, 

1968; Spindler, 1974; Tikunoff, 1983; Good, 1970). Classroom observations by Sleeter 

(1989) revealed gender and racial bias reflected in whom teachers tended to call on in 

class. Genesse (1987) found that Mexican-American students were praised 36 percent 

less often, 40 percent less likely to have their ideas developed, 21 percent less likely to 

ask questions, and 40 percent less likely to receive positive feedback. 

Although schools today may explicitly advocate respect for cultural differences 

and provide immigrant students far more specialized instructional assistance, the goal in 

the minds of policy makers and some educators remains one of cultural replacement and 
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eventual assimilation (Cummins, 1984,1986; Gibson, 1988,1993; Skutnabb-Kangas & 

Cummins, 1988; Spring, 1997; Valenzuela, 1999a, 1999c). Few schools place value on 

Latino students' culture or encourage them to develop their native language skills. Under 

such circumstances, English rapidly replaces Spanish as the dominant language, and a 

valuable resource is often lost (Portes & Hao, 1998; Rumbaut, 2000; Valenzuela, 1999a, 

1999c). 

Subtractive Schooling 

The term "subtractive" was first used by Lambert (1975) to denote deficit 

strategies that often replaced one language with another language. The impact of 

subtractive programs has robed students of their language and culture, which has been 

well documented in the literature (Arenas, 1980; Cummins, 1984; Garcia 1983; Hakuta, 

1986; Krashen, 1986; Krashen & Biber, 1988; Peal & Lambert, 1962; Skutnabb-Kangas, 

1989; Soto, 1993; Trueba, 1987; Wong-Fillmore, 1991). Additionally, the organization 

of schooling has been implicated as historically devaluing the country of Mexico, its 

citizens, the Mexican culture, and the Spanish language as educational resources in which 

to build new knowledge (Hemandez-Chavez, 1988; Lopez, 1976). This has resulted in a 

type of assimilationist pressure that Latino/a students have historically faced in public 

schools that has had detrimental effects on the education of Latinos/as. 

Scholars have described this phenomenon as "subtractive assimilation" 

(Cummins, 1984, 1986; Gibson, 1993; Skutnabb-Kangas & Cummins, 1988), 

"subtractive acculturation" (Gibson, 1988a, 1988b, 1995), "deculturization" (Spring, 
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1997), and "subtractive schooling" (Valenzuela, 1999a, 1999c; Valenzuela & Dombusch, 

1994). With this in mind, scholars have argued that as a direct response to "subtractive" 

teaching philosophies native-bom second- and third-generation Mexican students tended 

to reject and later lose their native language and culture. Therefore, schools have been 

characterized as "subtractive in ways that extend beyond the concept of subtractive 

cultural assimilation to include the content and organization of the curriculum" as well 

(Valenzuela, 1999, p. 27). 

Schools have been organized to subtract resources from native-born Mexican 

students. According to Valenzuela (1999), native-bom Mexican youth were neither 

"inherently anti-school nor oppositional." It appeared that these students did not oppose 

education, but they opposed the schooling process because they did not feel that they 

were respected, as reported in the following excerpt from Subtractive Schooling: 

Schools are organized formally and informally in ways that sever students' 
cultural and ethnic identities, creating social, linguistic, and cultural divisions 
among the students and between the students and the staff. Because of these 
divisions, social relationships are often fragile, incomplete, or nonexistent. 
Teachers fail to forge meaningful connections with their students; students are 
alienated from their teachers, and are often (especially between groups of first-
generation immigrants and Native-bom) hostile toward one another, as well; and 
administrators routinely disregard even the most basic needs of both students and 
staff. (Valenzuela, 1999, p. 5) 

Researchers have reported that immigrant loyalty to the native language and 

culture provided emotional resources. These valuable resources have aided in crossing 

socio-cultural and linguistic borders by using social networks of friends or family (Abi-

Nader, 1990; Buriel, 1984; Portes & Rumbaut, 1990; Stanton-Salazar & Dombusch, 

1995). Some studies have noted that the successful adaptations among immigrants may 
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relate to the patterns of cultural, economic, and "social capital" immigrant are able to 

deploy in the new land, whereby, "cultural values" promote educational success 

(Coleman, 1988, 1990; Portes, 1995). 

The linguistic literature, in particular, underscores the importance of academic 

competence in one's own language as a precondition to mastery of a second language 

(Cummins, 1984; Hemandez-Chavez, 1988; Montafio-Harmon, 1991; Lindholm & 

Aclan, 1993; Merino, 1983). Language use may or may not be an accurate reflection of 

proficiency because speakers "may be forced out of circumstances to use a language 

other than the one he manipulates best" (Pedraza & Pousada, 1992, p. 257). As children 

mature, they become more English dominant (Merino, 1983; Veltman, 1983), even in 

predominant Spanish-speaking areas (McConnell, 1985). 

Immigrant students who may already have essential skills in academic subjects in 

their own language (or those who acquire these skills through bilingual education 

programs) reportedly outperformed their native-bom counterparts (Cummins, 1984; 

Hemandez-Chavez, 1988). Immigrants' academic competence was further established by 

research findings from students schooled in Mexico, who tended to outperform native-

bom Mexican students schooled in the U.S. (Buriel, 1984; Matute-Bianchi, 1991; Ogbu, 

1991; Valenzuela, 1999; Virgil & Long, 1981). For native-bom students, the shift to 

English is completed by high school, and for immigrant students, English is often strong 

at this age (Veltman, 1983). For example, Spanish and English ability remained high 

among high school students in Florida, but their English writing ability was ranked higher 

than Spanish writing (Garcfa & Dfaz, 1992). 
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The misrepresentation of the facts has contributed to the impression that 

immigrants are not acquiring English. The impression some people have that Spanish 

speakers are not acquiring English is due to the influx of new immigrants (Krashen, 

1996). McCarthy and Valdez (1985) concluded that the "transition to English begins 

almost immediately and proceeds very rapidly" (p. 28). However, the loss of the first 

language is not necessary, and is not a good thing. Developing the first language does 

not harm English language development. On the contrary, as long as English language 

development takes place, continued first language development is related to superior 

scholastic achievement (Nielsen & Leamer, 1986; Femandez & Nielsen, 1986) with not 

socioeconomic disadvantage (Tienda & Neidert, 1984). 

Caring for Students 

Scholars have documented the association of caring with Latino teachers 

(Homberger, 1990; Mercado & Moll, 1997; Montero-Sieburth & Perez, 1987). However, 

caring is not exclusive to Latino teachers (Abi-Nader, 1993; Ada, 1993; Ambert, 1995; 

Cofer, 1990; Mercado & Moll, 1997; Mohr, 1979; Santiago, 1993). The literature is also 

clear that hiring more Latino teachers can positively enhance the teaching of Latino 

students (Meier & Stewart, 1991; Morrison, 1958). However, non-Latino teachers can 

also be extremely effective. 

Research with Puerto Rican students indicated important connections among 

caring communities and the identification that students make with their academic 

achievement. According to Battistich, Solomon, Kim, Watson, and Schaps (1995), 
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Puerto Rican students live in greater poverty than those from most other groups, and one 

of the major conclusions of their study had important implication for these students, as 

reported in the following: 

Although the deleterious effects of poverty are well known, the most encouraging 
aspect of the present findings is the suggestive evidence that some of its negative 
effects can be mitigated if the school is successful in creating a caring community 
for its members, (p. 649) 

Cultural relevant pedagogy is an approach to teaching and leaming that empowers 

students intellectually, socially, emotionally, and politically by using cultural referents to 

impart knowledge, skills, and attitudes (Ladson-Billings, 1994). Culturally relevant 

pedagogy attempts to help teachers focus on the totality of the teaching-learning 

experience. Rather than focus on fragmented pieces, culturally relevant teaching asks 

teachers to consider their underlying beliefs and ideologies as they attempt to teach all 

students successfully. Therefore, the cultural referents in this pedagogical perspective are 

not merely vehicles for bridging or explaining the dominant culture; they are aspects of 

the curriculum in their own right. 

Currently accepted views of effective language leaming environments have 

asserted that children leam both oral and written language most effectively when they are 

using language to examine content that is of interest to them (Cummins, 1981a). Rather 

than when they are studying the language as an entity, or for its own sake it is more 

difficult to leam (Cantoni-Harvey, 1987; Collier, 1995b; Faltis & Hudelson, 1994; 

Hudelson, 1989; Rigg & Allen, 1989). In addition more, rather than less, native 

language support resulted in higher achievement in English (Collier, 1995b). 
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In the following, I address aspects of my theoretical frameworks that were used to 

guide my study. These also contributed to a better understanding of the pattems of 

immigrant achievement and native-born Mexican American achievement in discussing 

Mexican trained educators as they navigate through the re-certification system to become 

Spanish-English U.S. bilingual teachers. The following theoretical frameworks noted in 

the literature specifically addressed each of these phenomena. 

Theoretical Frameworks 

From all the research reviewed, more than twenty explanatory frameworks were 

identified that could apply to Latino schooling and achievement. I selected the 

frameworks that guided my data analysis to explain the educational experiences and 

certification of normalista teachers. My study was grounded in basically three major 

frameworks: the voluntary and involuntary immigrant framework (Ogbu, 1974, 1978, 

1987, 1991, 1994), the structural inequalities theory (Gibson, 1988), and Cummins 

(1979a, 1979b, 1981b, 1984, 1991, 2000) interdependence theoretical framework. 

During the 1960's, minority groups were deemed to have inherent leaming 

deficiencies labeled "cultural deprivation" or "cultural deficits," which schools could 

overcome with intervention strategies, such as Head Start and the various reading 

programs that could raise literacy standards and rescue students from their demise (Carter 

& Segura, 1979). The commonly held assumption focused on acquiring the "proper" 

academic socialization skills needed to succeed in schools and acquiring the cultural 

stimuli to prepare the students for the educative process (Valentine, 1968). 



The issues conceming the variability in school adaptations and their outcomes 

among ethnic and immigrant groups have received some attention in the scholariy 

literature (Gibson and Ogbu, 1991; Jacob and Jordan, 1993; Ogbu and Simons, 1998). 

Anthropologist John Ogbu (1974, 1978, 1987, 1991, 1994) and Suarez-Orozco (1999) 

have underscored an explanation for the types of adaptations that have often occurred 

with minorities living in the U.S., including Mexican Americans, by categorizing 

characteristics of immigrant and involuntary minorities. 

School adaptation and self-identification are very complicated issues. These 

involve not only cultural, but also political questions regarding schooling adaptation 

issues involving the "hidden curriculum" found in most schools (Goodlad, 1984, Sirotnik, 

1983). The term "hidden curriculum" originated in a description of classroom life, 

categorizing schools as complex, highly stylized social environments (Giroux & Purpel, 

1983; Jackson, 1868). In them students leam to take on social roles that lead to their 

class-determined place in the adult world. Its continued existence has been found to be 

evident in schooling practices in which values (e.g., punctuality, neatness, compliance) 

are combined with the teaching of bureaucratic skills (e.g., following rules) to socialize 

students (Apple & King, 1983; Gatto, 1992; Vallance, 1973-74) 

Ogbu's Framework 

Many sociologists such as Gans (1992), Portes and Zhou (1993), Rumbaut 

(1997a, 1997b), and Waters (1996) have further argued that a new hourglass 

"segmentation" in the society of the United States has formed new pattems of 
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immigrants' insertion into life in the United States. Ogbu (1974, 1978, 1987, 1991a) has 

developed a cultural-ecological framework focused on the negative influences of 

institutional oppression and historical racism of ethnic minorities living in the U.S. that 

effect their attainment of educational academic achievement. 

The two distinctive categories of people who have come to the United States are 

first those who voluntarily came seeking opportunity, and second "those individuals who 

find themselves in the United States through slavery, conquest, or colonization" (Gibson 

& Ogbu, 1991, p. 9). According to Gibson and Ogbu (1991), the voluntary immigrant 

minorities referenced their situation in the United States to the country of origin in which 

they left behind. In spite of the difficulties voluntary immigrant minorities may 

encounter, they come to the U.S. with a sense of becoming successful by using all the 

available opportunities that are present (Suarez-Orozco, 1987, 1989). 

Researchers report that voluntary immigrants view educational success as the 

most viable option for reaching economic parity and political mobility (Ogbu & Matute-

Bianchi, 1986). Most believe that someday they will eventually retum to their country 

of origin. Therefore, their time spent in the U.S. becomes focused and goal-oriented in 

striving for success. Moreover, voluntary immigrants have a belief that success in 

schooling equates with the issues of achieving and prospering in the dominant society. In 

addition, voluntary immigrants reportedly responded to positive group pressure to 

succeed. These pressures involving family loyalties and obligations to those left behind 

in the country of origin, and thus remained focused on goals and commitments (Montero-

Sieburth & Batt, 2001). 
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However, the second category of minorities referred to as "caste-like" or the 

involuntary minorities have reportedly failed to secure a place within the mainstream 

society. Findings reported that involuntary minorities find their "situation hopeless and 

tend to adopt behaviors in opposition of negative stereotypes perceived by the majority 

culture" (Ogbu, 1978, p. 40). Additionally, the involuntary minorities continued to 

experience academic difficulties in schooling, compounded by the consequent loss of 

cultural identity and language. Ogbu and Matute-Bianchi (1986) concurred that these 

behaviors served to maintain group subordination in the mainstream culture with long 

term effects resulting in lower economic gains and opportunities. 

Ogbu (1978) provided the focus to this framework on class systems. He argued 

that groups without power "usually react to their subordination status and exploitation by 

forming ambivalent or oppositional identities as well as oppositional cultural frames of 

reference" (p. 40). These groups do not view the attitudes and behaviors of the dominant 

group (middle class, white, Anglo-Saxon, Protestant), as appropriate for them. Many 

members develop attitudes and behaviors that are clearly opposed to those of the 

dominant group. Group members from subordinate classes who cross the boundaries into 

the dominant group "may experience both intemal opposition or identity crisis and 

external opposition or peer and community pressures" causing them to give up their own 

cultural identity (p. 176). 

In many cases, minority students resist assimilation by developing strategies of 

resistance, including poor academic achievement (Fordham, 1988; Gibson, 1988; Ogbu, 

1978). These students equate schooling with accepting the culture of the dominant group 
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and thinking and acting white or middle class—characteristics that could have them 

expelled from the minority or class peer group. This opposition becomes a very 

important point because members of some groups may equate success in schooling with 

accepting the culture of the dominant group and giving up their own cultural identity. 

They believe "that in order for a minority person to succeed, academically, in school, he 

or she must leam to think and act white" (Ogbu, 1978, p. 177). 

In evaluating their findings, researchers concluded that the difficulty second-

generation Mexican-American youth experience with school cannot be attributed to 

cultural background (C. Suarez-Orozco & M. Suarez-Orozco, 1995a). Instead, they 

reported a change in achievement motivation as students assimilate to the majority 

culture. As a case in point, the characteristics that are presented seem to focus on the 

issue that even today's bilingual classrooms have students with varying degrees of 

characteristics in their culture, language, and even motivation framework perspective. 

Researchers have found significant differences in attitudes toward school, school 

authority, and family among U.S. students. According to C. Suarez-Orozco and M. 

Suarez-Orozco (1995), although, all groups reported that school was necessary to finding 

a good job, the immigrant youths value school more than their native-bom peers. Data 

suggest a complex picture. Additionally, some immigrants achieve below their native-

bom peers (Portes, 1995; Portes & Hao, 1998; Rumbaut, 1995; Waters, 1996). Other 

studies have related that successful immigrant parents were influential in orienting their 

children away from various negative aspects of the mainstream culture (Zhou & 

Bankston, 1998). 
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Immigrant youth and parents have higher educational aspirations than do natives 

of the same racial or ethnic group (C. Suarez-Orozco, 1988). Immigrant students with 

parents from higher education and income levels were most likely to attend college. 

Immigrant parents were more likely to have higher educational expectations for their 

children; however, family income had a disproportional negative effect on college 

continuity for immigrants. Immigrant parents were able to maintain their own culture at 

home while actively shielding their children from many of the U.S. dysfunctional 

practices and beliefs. Culturally defined attitudes toward authority, discipline, and peer 

pressure positively effected school success of immigrant children (C. Suarez-Orozco & 

M. Suarez-Orozco, 1995a). 

Some immigrant youth, such as Mexican-Americans who reside in the U.S., may 

speak little or no English and have little opportunity to be acculturated because they have 

resided or worked in ethnic neighborhoods. They may remain below grade level and 

eventually dropout of school. In contrast, those immigrants who speak English well and 

have content knowledge in the first language may still drop out of school because they 

are discouraged by the negative educational or employment experience of others of the 

same ethnic group. They do not, therefore, see a payoff from receiving a diploma or a 

higher education or in some cases cannot afford to stay in school. 

Many recent studies indicate that cultural assimilation does not necessarily 

guarantee structural assimilation, and structural assimilation is not fully dependent on 

cultural assimilation (Ogbu & Matute-Bianchi, 1986). The history of recent immigrants 

reveals a polarization: the richer doing well and the poorer staying poor. Research has 
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reported that education and social status in home countries helps immigrants to carry 

their social connections, wealth, and human capital into the U.S. (Barring, Gardner, & 

Levin, 1993). 

Educators must not expect that the cultural experiences of all immigrant students 

will be congruent with the norms of school. Another important factor is the status of the 

immigrants, for example the undocumented, legal, refugee, and migrant (Gibson, 1992, 

1993). Gibson (1992) and Thomas and Collier (2002) have reported that immigrant 

students experience many other factors that contribute to their school achievement, 

including the following: 

the immigrant student's age upon arrival to the United States; 

the language spoken in the home; 

the quality of education previous to moving to the U.S.; 

the students' parents' educational level; 

the exposure to mainstream lifestyles; 

the economic status in the country of origin; and 

the various cultural factors. 

Nevertheless, Ogbu's distinction represented a useful starting point in 

conceptualizing the causes of underachievement among subordinated group students. It 

highlighted important pattems of how coercive power relations operate in the broader 

society and in tum how they find their way into the structures and operation of schooling. 

As in the case of foreign-trained educators as they progress through the gamut of re-

certification prerequisites in order to re-enter their chosen career most reference 
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themselves as voluntary immigrants that provide them with resiliency through out the 

certification process. 

In the following, Gibson's (1988) cultural discontinuity theory is discussed as a 

source for providing a framework to analyze the interactions of Mexican trained teachers 

within the teacher preparation process for certification. This framework "emphasizes the 

status of a particular minority group within the socioeconomic structure of the host 

society and the group's relationship with the dominant majority" (p. 30). Most schools 

are designed to maintain the status quo, reflect the culture of the dominant society, and 

usually disregard the cultures and values of the various ethnic groups in the socialization 

process. 

Gibson's Cultural Discontinuity Theory 

The cultural discontinuity theory attributed the differences in outcomes between 

students of oppressed groups and students of dominant groups to the differences between 

the culture and language of the school and those of the students (Gibson, 1988). In 

studying a Sikh group, Gibson (1988) first documented accommodation as the selective 

adaptation and rejection of elements of U.S. culture by immigrant groups. The group 

attempted to acquire education for their children while controlling access to the 

mainstream culture. Additionally, adults in this group tried to navigate through the 

stmctural barriers to economic success while maintaining traditional cultural pattems in 

the home and community. 



Beginning from the early seventies, anthropological research methods have been 

used to leam more about students whose cultural background differs from the dominant 

culture. The central thesis of the "cultural mismatch" paradigm was that the 

communication process was disrupted when students and school personnel represented 

backgrounds with vastly different conventions (Boggs, 1972; Erickson, 1987; Levin, 

1990; Vogt, Jordan, & Tharp, 1987; Watson-Gegeo & Boggs, 1977). One focus has been 

to investigate ways in which language use in the home as opposed to language use in the 

classroom impacts achievement (Boggs, 1972; Cazden & Hymes, 1972; Heath, 1983, 

1986). Dolson (1984) explained reasons why children from homes where the native 

language was used achieved better in academics than those with parents and older 

siblings who try to use English. Consequently, children who rejected their native 

language in favor of English, their weaker language, tended to be far more restricted in 

the types of discourses and genres they could use effectively. 

Cultural values have been identified as central to the cultural discontinuity 

experienced by language minority students of various cultural groups (Ahi Nader, 1990; 

Boggs, 1972; Delgado-Gaitan, 1987; Jordan, 1977; Nguyen, 1984; M. Suarez-Orozco, 

1987, 1989; Sindell, 1988). Nine-Curt (1984) identified areas that may cause confusion 

for Puerto Rican students in the area of nonverbal communication such as gestures, 

proxemics, occulistics, haptics, and kinesics. 

Some studies have pointed to the damaging effects of teachers acting as unwitting 

enforcers of the dominant culture (Heath, 1983; Ortfz, 1988; Sindel, 1988). Micro-

ethnographies on sensitive teachers acting as cultural brokers, who guided their students 
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through the adjustment phase, have provided invaluable information for educators (Abi 

Nader, 1987, 1990; Montero-Sieburth & Perez, 1987). Also, the use of knowledge 

conceming cognitive leaming styles has granted insights involving various methods of 

presenting new information to second language leamers (Cole & Scribner, 1974; Kaplan, 

1988; Norton, 1987; Ovando & Collier, 1985; Ramfrez & Castafieda, 1974; Witkins, 

1967). 

A major criticism of the cultural mismatch paradigm, however, has been that it 

fails to explain the variability in academic achievement among different minority groups. 

Nevertheless, the most significant findings discussed are the ways in which linguistic 

minorities responded to this cultural discontinuity phenomenon (Roosens, 1987, cited in 

Trueba, 1989). These included ways in which linguistic minorities perceived their 

cultural orientation as a result of cross-cultural contact (Hoffman, 1988) and the ways in 

which cultural differences contributed to their low status in the dominant culture (Zanger, 

1987, 1989). 

For example, many schools may set aside the month of May to celebrate Cinco de 

Mayo, participating in a traditional ethnic event or in tasting ethnic foods in order to leam 

about Mexican culture. Cheryl Curtis (1998) referred to these activities as celebrating 

diversity through the concept of surface culture involving "fun, food, and festivals" 

(p. 135). Reportedly, the curriculum has always centered on the mainstream culture. 

Consequently, with the advantage going to the students of the dominant group and 

requiring little or no adjusting because seeming multicultural-type instructional strategies, 

such as "fun, food, and festivals" activities matched the prevalent culture of the school. 
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Moreover, these types of activities were only a substitute for integrating the 

contributions and experiences of Latinos through the curriculum throughout the academic 

school year. A case in point is the Cinco de Mayo celebration in U.S. public schools. 

Mexicans clearly have a different focus and this event is not necessarily regarded as such 

a momentous occasion in comparison to other celebrations, as it is assumed in the U.S. 

It appeared that this holiday was celebrated more for convenience, in regard to the U.S. 

academic calendar, than in the honoring of Mexican culture and traditions. 

Additionally, Portes (1996) focused attention on providing as much information 

on recent immigrants as possible (education, language, career expectations, and social 

economic conditions), especially on children who come from developing areas such as 

Asia and Latin America. Research studies have focused on the deconstruction of myths 

often held regarding immigrant population (C. Suarez-Orozco & M. Suarez-Orozco, 

1995a). A different explanation for minority school failure has been offered by the 

resistance theory, which is similar to both Ogbu's theory. Both Ogbu and Gibson have 

developed frameworks focused on cultural ecological theory based on oppositional 

features of minority and immigrant cultures. However, these differ in the extent to which 

the resistance theories focus on the individual, as opposed to a cultural group. 

Resistance Theory 

Theorists, such as Giroux (1983), Willis (1977), and MacLeod (1987/1995) 

believed in the capacity of individuals to interpret their own circumstances and respond 

accordingly. According to Willis (1977), individuals were found to be active participants 
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in deciding the future of their fate as in the case of by working class youth who choose 

working-class jobs. MacLeod (1987/1995) described under-privileged youths living in 

housing projects and reported that they choose a future not unlike that of their parents' 

lifestyle. The theory was that this resistance against what was perceived to be an unfair 

system often has led many individuals to reject opportunities to succeed within the 

system. This body of research was critical in understanding the dual roles Mexican 

normalistas encounter: that of student and that of the professional educator. 

In schools, students leam which group society assigns them to and how to behave 

appropriately in that group. Either conformity or resistance may produce similar results 

of keeping individuals in the groups to which they have been assigned. Schools are 

viewed as cultural transmission agents of socially stratified roles (Levinson, Foley, & 

Holland, 1996; McCarthy & Apple, 1988). Resistance involves opposition to the 

assigned roles of subordination for Latino students; however, it may relegate them to 

educational failure and the reinforcement of negative stereotypes. For Latinos in the 

U.S., bilingual education has served as a form of resistance to the assimilation process of 

the dominant culture. However, at the same time, it has also served to diminish Latinos 

entry into the power structure of the mainstream culture by, in many cases, not becoming 

completely biliterate in English and Spanish and bicultural in the native and mainstream 

cultures (Lopez, 1995). 

Vygotskian Framework 
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In the recent literature on the academic achievement of these students, researchers 

have increasingly looked beyond narrow, linguistic considerations to explain the success 

of failure of language minority students (Genesee, 1987; Trueba, 1989). According to 

Trueba and Zou (1998), the rigidity of Ogbu's framework failed to explain differential 

achievement within the same ethnic group. Vygotskian theory of human development 

provided a perspective to view effective pedagogical approaches. 

Vygotsky (1978) maintained that leaming is a socially constructed, interactive 

process, not merely an "intra-psychic cognitive event." The process by which leaming 

takes place is explained by Vygotsky's theoretical construct in terms of "zones of 

proximal development" (ZPD). Leaming is a risk-taking event in which the leamer 

progresses continuously past the level of competence into the zone of proximal 

development. In order to move to the next level of competence, according to Vygotsky, 

the leamer needs the assistance of a teacher or more competent peer. Once the leamer 

intemalizes the essential features of these experiences, the leamer is able to utilize their 

own strategies to guide their actions and accomplish tasks independently (Van der Veer 

&Valsiner, 1991). 

Erickson (1987) suggested a Vygotskian approach to synthesize the cultural 

mismatch paradigm with Ogbu's (1986, 1989) framework by maintaining that the two 

paradigms are compatible. Erickson claimed that the breakdown of trust between teacher 

and student develops in the primary grades and is compounded by the mistmst minority 

communities have for the public schools. This Neo-Vygotskian theoretical framework 
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has been used to analyze the breakdown in trust experienced by language minority 

students (Erickson, 1987; Jacobs, 1990; Trueba, 1989). 

Vygotskian theory (1962, 1978) about the relationship between cognitive and 

social phenomena has been addressed by various investigators (Cole, 1985, 1990; Moll, 

1986, 1990; Scribner & Cole, 1981; Trueba, 1991; Wertsch, 1981, 1985, 1991). 

Furthermore, the relationship between language and thought proposed by Vygotsky as a 

symbolic system mediating all social and cognitive functions must be considered. 

Therefore, lower school achievement of immigrant leamers must be linked to the abmpt 

shift to an unfamiliar discourse and sociocultural environment. 

Consequently, no suitable zones of proximal development are available to 

immigrant students when the adults or more capable peers are unable to interact with 

them. Therefore, cognitive strategies and discourse rules required to function in schools 

are not readily available to immigrant students (Brown et al., 1982). In other words, 

these researchers have argued that it is impossible to establish zones of proximal 

development without the symbolic tools that allow students to make sense of social 

transactions. These zones of proximal development may require the awareness of the 

influence of language, culture, and thought. 

In the case with normalista teachers, their own experiences sensitize them to the 

traumas and dilemmas faced by immigrant students. Serving as bilingual teachers, 

Mexican nonnalista teachers may understand the predicament of immigrant students and 

create appropriate zones of proximal development needed for intellectual development. 

Also, with the conscious effort to display Mexican culture in the classroom, normalista 
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teachers offer their students the cultural foundation to reaffirm their identity. The result 

is that bilingualism is the nonn in the classroom with the refusal to accept treatment as an 

underclass by the surrounding English speaking community. 

In the following framework Cummins (1979a, 1979b, 1981b) reaffirmed the 

notion of native language use in the classroom. Cummins further reported that whenever 

the child's home language and culture were excluded, minimized or reduced, the child 

became what he refeired to as "academically disabled." But whenever LI (native 

language) was added, then students became "academically empowered." This 

represented a continuum or an "additive-subtractive dimension," which may positively 

empower students or negatively replace their native language and culture (Cummins, 

1979a). 

Cummins' Interdependence Theoretical Framework 

In the previous frameworks researchers have argued that they do not account for 

considerable intra-group variance in academic achievement, or the effects of variables 

such as socioeconomic status (Cummins, 1997; Gibson, 1997; Vincent, 1996). 

According to Cummins (2000), the distinction of the two populations referred to by Ogbu 

may be a bit oversimplified, because of the failure to explain the underachievement of 

some immigrant minority groups (e.g., Afro-Caribbean, Portuguese-speaking, and 

Spanish-speaking students living in Canada). It is also likely that refugee students 

constitute a separate category that cannot easily be subsumed within the "voluntary-

involuntary distinction" (Vincent, 1996). 
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Cummins' (1979a, 1979b, 1981b, 1986, 1991, 2000, 2001) framework conceming 

language minority students has three fundamental subdivisions. The first subdivision is 

that "second language leamers who were instructed in their native language for all or 

part of the school day performed as well in English academic skills as comparable 

students instructed totally through English" (Cummins, 2000). Basically, adequate 

concept exposure in the first language will provide positive motivation to leam the 

second language. The second subdivision of the framework is the Interdependence 

Hypothesis, which states the following: 

Instruction through a minority language (LI) is effective in developing academic 
proficiency in the minority language; therefore, the transfer for this proficiency to 
the majority language will occur given adequate exposure and motivation to leam 
the language, (p. 20) 

Cummins (1979a) illustrated this theory using the analogy of an iceberg originally 

developed by Shuy (1976), where the foundation of a language is deeply implanted under 

the surface. It has been hypothesized that the cognitive and academic factors of LI and 

L2 are interdependent and that the development of proficiency in English is partially a 

function of the level of LI proficiency at the time when intensive exposure to English 

begins (Cummins, 1979a; Skutnabb-Kangas & Toukomaa, 1976). 

When Cummins developed this idea further, he used two icebergs that overlapped 

with a common base. The obvious surface differences of the two languages include the 

surface features of phonology, syntax and lexicon. Undemeath the surface of both 

languages was one common foundational core of developed ability that determined an 

individual's performance on cognitive and academic tasks or which was referred to as the 

96 



Cummins' Dual Iceberg theory representing bilingual proficiency. Here, Cummins 

(2001) explained the difference in Basic Interpersonal Communication Skills (BICS) and 

Cognitive Academic Language Proficiency (CALP) as follows: 

In this illustration the BICS are the visible language proficiencies of 
pronunciation, vocabulary, grammar, which are used in everyday interpersonal 
communicative situations and the CALP skills are below the surface and have 
been ignored by policy decisions regarding language of instruction. CALP is 
required to manipulate or reflect upon these surface features outside of 
interpersonal contexts. (Baker & Homberger, 2001, pp. 112-113) 

The differences between BICS and CALP are important in the decisions made by 

educators that begin to prematurely transition students when more instruction in LI is 

necessary for second language acquisition to occur successfully. Additionally, "there 

may be non-surface aspects of proficiency in each language that are not interdependent 

and that may not be related to CALP" (Baker & Homberger, 2001, p. 119). Genesee 

(1979) distinguished between language-specific skills that were related to the transfer of 

reading skills and more general aspects of language proficiency. Minority language 

leamers may be "empowered" or "disabled" by the education process, as Cummins 

illustrated in the following: 

• The extent to which English language learners' first language and culture are 
incorporated into the school curriculum 

• The extent to which minority communities are involved in the education of 
their children. 

• The extent to which education promotes active leaming. 
• The extent to which the assessment is successful in finding students' 

achievement problems. (Baker & Homberger, 2001, pp. 182-190) 

Third, Cummins further found that whenever parents were included in the 

decision-making process in the education of their children, communities were 

empowered. Teachers at the negative end of the continuum tended to exclude and 
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maintain cultural boundaries between themselves and parents (Baker & Homberger, 

2001, pp.190-200). Consequently, when communities were kept relatively powerless it 

resulted in their children's lack of school progress or academic inferiority to the 

mainstream children. 

The empowerment model's goal was to give students more control over their own 

leaming in order to positively influence motivation and self-esteem. The subtractive 

nature of transitional bilingual education programs includes the following characteristics: 

• The use of the transmission model in the curriculum; 

• The exclusion of parents and the community; and 

• The economically disadvantaged status of language minority students. 

Individually or in combination these characteristics could be the root of a language 

minority student's problem in the subtractive schooling environment (Cummins, 1999, 

2000, 2001; Valenzuela, 1999a, 1999c). Instead of directing attention to sound 

educational practices, the debate has been so intense that it has led to advocating specific 

"models" based solely on what language should be used for what purpose. Instead the 

focus should be on teacher preparation and recruiting individuals prepared to meet the 

needs of a changing population (Cummins, 1999, 2000, 2001). 

Final Comments 

Change is not easy, the cultural shifts our nation is now undergoing takes their toll 

on our individual and collective experiences. Disruption in the social fabric often leads 

to misunderstanding, miscommunication, and tension among people. In the vast majority 
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of public discourse, arguments are often based on personal experiences and opinions, 

without the acknowledgement of the existence of a research base on connecting language 

programming with academic achievement (Medina & Mishra 1994; Ramfrez, Yuen, & 

Ramey, 1991; Ramfrez, Yuen, Ramey, Pasta, & Billings, 1991; Thomas & Collier 1996). 

With these shifts, schools need to move from paradigms of shame to that of compassion 

that is, the need for schools to overcome an oppressive climate that devalues the language 

and culture of the home (Soto, 1997). 

Fundamental school reform calls forth to make schools to be more educative, 

inclusive, socially just, caring, and participatory, as well as effective in a conventional 

sense (Oakes, Hunter-Quartz, Ryan & Lipton, 1999) in order to support language 

minority students. Schools face the double duty of graduating students with education 

skills demanded by today's society and breaking the psychological barriers that 

historically marginalization has raised in the minds of students and families (Brisk, 1998; 

Ogbu & Matute-Bianchi., 1986). Without a doubt, "teachers are without question, the 

heartbeat of a successful school" (Boyer, 1995, p. 31). Suarez-Orozco (1987) observed 

that "such values and anticipation may immunize students against the poisons of 

degradation they nevertheless encounter in the inner city schools" (p. 167). 

Researchers reported on the stresses associated with immigration that affects the 

schooling process. These include the following: confrontations with violence and 

poverty, emotional losses faced with leaving country of origin, and cultural disorientation 

(Aronowitz & Giroux, 1991; Padilla & Liebman, 1975; Rumbaut, 1997; C. Suarez-

Orozco, 1998). Among many immigrant groups, length of residence in the U.S. was 
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associated with declining health, school achievement, and aspirations (Rumbaut, 1995; C. 

Suarez-Orozco & M. Suarez-Orozco, 1995b). 

Without dwelling on other demographic facts relevant to Latinos, we need to 

place the Latino population into proper perspective as far as social policy is concem. In 

order to do this we must reexamine the question of who is dependent upon whom in our 

society to care for those who cannot care for themselves, such as the elderiy or children. 

Thus, the question becomes who needs whom in our society? Case in point, it has been 

traditionally believed that minority groups extract resources for services, such as welfare. 

With regards with the demographics that have been foretold, we are moving closer to a 

period in the future of the U.S. in which "minority groups will be overiy taxed to 

maintain the standard of living of an elderly majority group population whose self-

interest and life style generally exclude minority groups" (Padilla, 1990, p. 18). 

Therefore, viewed from this futuristic paradigm educational reform must focus its efforts 

on educating diverse student populations, the taxpayers of tomorrow, to ensure a 

financially stable future for the U.S. 

Schools should shift from departmentalized, impersonalized, content driven 

classrooms to child-centered, interdisciplinary leaming communities, rich with 

opportunities for students to leam collectively and experientially through deep 

engagement in thematic, problem-based curricula (Dewey, 1938). Schools may become 

more caring by responding to students, as whole individuals who have academic, social, 

emotional, and physical needs, rather than seeing them as recipients of instruction and 

knowledge (Faltis & Hudelson, 1998). Policy makers' fundamental assumptions, reports 
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Orfield (1999), have moved from a belief that policy must continue to address deep 

forces of inequality to an assumption that racial problems have been solved and therefore 

now can be ignored, as he states in the following: 

Contemporary education policy analysts rarely deal explicitly with politics and 
scarcely deal with racial politics. The absence of discussion occurs in part because 
both the Democratic and Republican parties have embraced the essentials of the 
'excellence reforms' of the eariy 1980's that assume schools can be reformed and 
that they [schools] should be judged without reference to social crises. From such 
a perspective, education is something that any school can provide, regardless of 
extemal problems and unequal resources. In such a system, race and poverty are 
irrelevant. (Orfield, 1999, p. I l l ) 

Most national literacy estimates in the United States are based solely on English 

abilities this has inflated the perception that there is a literacy crisis. However, the 

overshadowing persistence of the myth that English monolingualism exists in this 

country reflects the belief that English is the only language that counts (Cummins, 1991). 

In order to promote English literacy and biliteracy, the extent and implications of 

language diversity in the U.S. need to be thought of in terms of language diversity as a 

resource rather than a problem or a liability. Our nation must survive as a democratic 

society that is competitive in the intemational arena; the full participation of all its 

citizens is necessary for enriching the tradition of democratic pluralism (Giroux, 1993). 

Summary 

In many ways, the teacher shortage in Texas has reflected the national teacher 

shortage situation. The literature underiined that the access to quality teaching personnel 

was indeed a central element to the students' academic success. A review of the 

literature noted that studies involving bilingual education teacher competencies have been 
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observed by scholars, university preparation programs, and certification agencies. Faced 

with major challenges in recruitment and retention, rural and urban centers face an 

increasing need to recruit new bilingual teachers with the expertise to serve immigrants 

and Latino student populations. 

Latinos are a sizable and a fast growing segment of the U.S. population. They 

represent an increasing proportion of the nation's labor force and an important human 

resource. The review of the literature offered evidence of how immigrant students differ 

from second- and third- generation linguistic minority students (Gibson & Ogbu, 1991; 

Ogbu & Matute-Bianchi, 1986; Suarez-Orozco, 1995; Valenzuela, 1999). Also, how 

immigrant students academically outperform their third and later generation counterparts 

(Buriel 1984; Buriel & Cardoza 1988; Ogbu, 1991; Matute-Bianchi, 1991; Ogbu, 1991a; 

Steinberg, Brown, & Dombusch, 1996; Suarez-Orozco, 1991; Virgil & Long 1981). 

Much research on educational attainment has been documented either by an 

assimilationist model or a cultural ecological model. Scholars reported on schooling 

attainment by each group and length in U.S. residence was linked to the development of 

English proficiency, decline of home language isolation, and the reduction of dropout 

rates occurred similarly across immigrant groups. 

According to Chapa (1991) and others, the data do not support arguments focused 

on high levels of immigration to explain the achievement gap between Latino student 

populations and whites (Chapa, 1991; Chapa & Valencia, 1993). Authorities reported 

that an "educational stagnation" was happening among Mexican American youth and 

underscored that an "invisible ceiling" continues to remain on college-going behavior 
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despite the various intervention-type strategies used to attract this population (Bean, 

Chapa, Berg, & Soward, 1994; Chapa 1988, 1991; Gandara, 1986; Gans 1992; McCarthy 

& Valdez, 1986). It is clear in regards to the literature that intervention must occur 

before secondary education, so that the perception of college-going options may become 

a reality for Latino youth. This problem stems, in part, from the fact that many 

mainstream teachers have not been prepared to deal with diverse student populations. 

Role models that exemplify culturally and linguistic characteristics similar to these 

populations have not been readily available at all levels for student interaction. One 

source to fill this need could be to recruit immigrant teachers from Mexico, called 

normalista teachers. 

The academic success of Latinos and immigrant students in the past has depended 

on acquiring some values and orientation of the mainstream culture, but avoiding full 

cultural assimilation with its distractions that work against educational attainment. It was 

reported that an "additive" not "subtractive acculturation" provided emotional resources 

for immigrant students in crossing socio-cultural and linguistic borders by using social 

networks of friends or family (Abi-Nader, 1990; Buriel, 1984; Portes & Rumbaut, 1990; 

Stanton-Salazar & Dombusch, 1995). Therefore, when educators design programs to 

address the initial adjustment of Latino immigrants and students, strategies must be 

developed in which these individuals are able to draw strength from their home cultures, 

develop a positive sense of their ethnic identity, and maintain native languages that serves 

as a resource. 
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Research pertaining to bilingual education programs suggested the importance of 

selecting qualified Spanish-speaking teachers with the ability to make the classroom 

inviting for recent arrivals. Latino immigrant students must be allowed to leam content 

area information and English in schools that provide adequate resources, and hospitable 

social climate, with culturally sensitive faculty and staff members. 

Finally, the theoretical frameworks were provided for describing characteristics of 

foreign-trained teachers, thus providing a mechanism for analyzing and synthesizing all 

of the data. Results were then triangulated to provide an accurate picture of the findings. 

The following chapter presents the information related to my methodology. 
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CHAPTER III 

METHODOLOGY 

Introduction 

The study characterizes the educational experiences that Mexican normalista 

teachers bring to the certification process to become Texas bilingual education teachers. 

The purpose of my study was to examine and describe the kinds of preparation Mexican 

nonnalistas have had in terms of schooling and their process for certification in Mexico. 

Having addressed these issues, the research offers a response to my research questions: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican nonnalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

The analysis of these barriers to certification will increase understanding of the positive 

and negative forces that nonnalista teachers experience which influences their desire to 

continue their chosen career path. At this stage in the body of research, there exists a gap 

in the knowledge of Mexican nonnalistas teacher certification and the educational 

experiences they bring to that process. 
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This chapter provides a description of the research design of my study. It 

includes the methods used in data sampling, collecting, and data analysis. The 

methodology of this exploratory investigation is discussed in relation to the following: (a) 

The type of research conducted; (b) the sources of data chosen to be utilized in my study; 

(c) the methods used in data generation and data analysis; and (d) the descriptions of 

study participants. The following are the research questions that guided my study: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican nonnalista teachers in the Texas 

certification process and the barriers they face, if any? 

First, in order to answer research question 1: "What types of experiences do 

Mexican nonnalista teachers bring to the preparation process to become Texas bilingual 

education teachers" I used the qualitative approach to collect and analyze my primary 

data sources, these included the following: 

• Data from a 14-item questionnaire with follow up interviews and discussions 
with participants: 50 completed questionnaires were retumed as a data source 
(see Appendix B). 

• Data from a total of twelve interviews from three normalista teachers over a 
period of three months (June-August 2002) and a follow up interview in 
November 2002, using informal and formal interviews. See Appendix B for 
an example of one interview transcript. 
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Second, I used the qualitative approach to perform a comprehensive review of 

Mexican teacher educational issues noted on my various secondary data sources. These 

secondary data sources included the following: 

• Data from personal artifacts of the participants' previous preparation program. 
(Importance: Used for visual representations of comments from participants. 
Analyzed based on type of sources, for example: course readings; classroom 
observation surveys; lesson plans; normalista student evaluations; course 
assignments; lists of course offerings; and normalista student generated 
projects.) 

• Documents from la Secretaria de Educacion Piiblica (SEP) (Importance: 
Used for describing, listing, and underiining preparation programs offered in 
the Mexican escuela nonnal system. 

• Curriculum materials used in the normalista preparation program: Escuela 
normal Bdsica and Superior: Guia de temas y actividades de trabajo 
(Importance: Used to further develop an understanding of the coursework 
offered in the escuela normal system. Analyzed by outlining course syllabus, 
activities and assignments for each content area course). 

• Information used in the preparation of Mexican teacher education from the 
Benemerito Escuela normal de Coahuila, entitled "Licenciatura en Educacion 
Primaria, Biblioteca para la actualizacion del maestro, Programa para la 
Transformacion y el Fortalecimiento Academicos de las Escuelas Normales. " 
(Importance: Used to develop understanding the escuela normal system in 
regards to hierarchy and course requirements for each semester. Analyzed by 
outlining course syllabus, activities and assignments for each content area 
course used in the normal school). 

• Dissemination research materials published by the Intercultural Development 
Research Association (IDRA) and by the Mexican and American Solidarity 
Foundation (MASF). (Importance: Used to document and keep abreast of the 
current research findings dealing with the project. Analyzed to clarify 
research stands, variables, and the technical educational terms used in the 
escuela nonnal system). 

Data obtained from grant meeting information and notes generated at the 
Project Alianza grant quarterly meetings beginning with the February 2001 
meeting to the meeting held in June of 2002. (Importance: Used to document 
and keep abreast of the current research findings dealing with the project. 
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Analyzed to clarify research stands, variables, and the technical educational 
terms used in the escuela nonnal system). 

• Teacher certification updates from the State Board of Educator Certification 
(SBEC) agency pertaining to foreign-trained teacher re-certification in Texas 
from press releases listed online at http://www.sbec.state.tx.us accessed 
throughout the course of analyzing the data from my study. (Importance: 
Used to document and keep abreast of the current research findings dealing 
with certification requirements. Analyzed to identify state and national trends 
and policies dealing with certification of out-of-country credentialed 
educators). 

Items that I deemed related to teacher preparation information were then extracted 

and recorded. The sources listed as primary and secondary data sources were analyzed 

according to the model of analytic procedure presented by Marshall and Rossman (1989). 

They noted that the typical procedure for analyzing qualitative data includes organizing 

the data and generating topics, categories, themes and pattems. 

Next, I used survey research design and the quantitative approach to collecting 

data by using a questionnaire with closed-ended ordered questions. Part I of the 

questionnaire addressed the demographic information of the participants using six 

questions and answered the first research question: "What types of educational and 

personal experiences, related to their identity as a teacher, do Mexican normalista 

teachers bring to the preparation process to become Texas bilingual teachers?" Data 

collected from Part I of the questionnaire providing information regarding the educational 

experiences in Mexico and in the United States for each of the participants. 

I used the qualitative approach to conduct a comprehensive review of the 

participant's responses to the second part of the questionnaire. This addressed research 

questions la and lb: "What kinds of preparation have they had in terms of schooling, are 
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they certified in Mexico, and what is the process for Mexican certification?" Then, the 

qualitative approach was used to review the participants' responses in the interviews as 

they related their experiences in the Texas certification process, to answer research 

question 2: "What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any?" 

Data for my study came from several sources including documents, audiotapes, 

artifacts, questionnaires, and interviews. Ongoing analysis of the data was continued 

throughout the study (Bogdan & Biklen, 1998; Patton, 1990). Eariy analysis "helps the 

fieldworker cycle back and forth between thinking about the existing data and generating 

strategies for collecting new and often better, data. It can be a healthy corrective for built 

in blind spots. This makes the analysis of the data an ongoing, "lively enterprise that 

contributes to the energizing process of fieldwork" (Miles & Huberman, 1994, p. 50). 

First, I collected data from the initial informal interviews with my three interview 

participants. Next, while conducting the interviews, I collected data from my secondary 

sources. I did this by collecting data from the following sources: Dissemination research 

materials published by the Intercultural Development Research Association, meeting 

notes from the Project Alianza grant meetings, personal communications with staff 

members at the Secretaria de Educacion Piiblica (la SEP) in Mexico City, curriculum 

materials from the normal school in Saltillo, and updates from the Texas State Board of 

Educators Certification (SBEC) office and website regarding the certification of foreign 

trained educators. Throughout the duration of my study my participants also brought in 

artifacts to share during the interviews. The questionnaires were completed and retumed 
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to me throughout the course of the study. All questionnaire participants were contacted 

by phone and/or by e-mail for further clarification of the questionnaire responses and to 

express my gratitude for their participation. The formal interviews were completed later 

during the study with follow up meetings with the interview participants for member 

checking and for sharing information with the participants as I analyzed the data. 

Focus of Inquiry 

My research questions can be answered only though an understanding of the 

participants' meaning construction process. The focus of inquiry involved questions 

related to the participants' experiences and perspectives of interactions with the re-

certification process in Texas. In my study, my research questions were the following: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

In my study, I chose to use both the quantitative and qualitative approach to 

collect and analyze my data. The literature on designing educational research provided 

guidance and an explanation for using multiple methods. 1 chose the multiple methods 
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approach because this approach employs a variety of both quantitative and qualitative 

methods used in data generation and data analysis strategies. Multiple method studies 

combine two or more approaches to research in a single study. I chose this approach 

because qualitative inquiry involves an investigative process that is an interpretive, 

naturalistic approach to the subject matter that provided a more comprehensive procedure 

in which to collect and analyze the data. In the following, I explain my research design 

and why I chose this research design and methodology that was best suited to answer my 

research questions for my study. 

Type of Research Design 

According to Fraenkel and Wallen (1993), the term research can mean any sort of 

careful study in a field of knowledge with the purpose of discovering or establishing facts 

and principles. The research methodology of this study is exploratory and descriptive in 

nature that is, it explores and describes a given state of affairs as fully and carefully as 

possible (Fraenkel & Wallen, 1993). In my study, the "given state of affairs" that I 

explored and described were the educational experiences that Mexican normalista 

teachers bring to the certification process to become Texas bilingual education teachers. 

The purpose of my study was to examine and describe the kinds of preparation Mexican 

normalistas have had in terms of schooling and the process for certification in Mexico. 

The research questions in my study were the following: 
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1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

My study involved a qualitative approach to collect and analyze the data, in order 

to fully address the first research question: "What types of experiences do Mexican 

normalista teachers bring in the preparation process to become Texas bilingual education 

teachers?" I used this approach because, according to Patton (1990), using a qualitative 

approach is best suited when detailed; in-depth information is needed about certain 

clients or programs. Additionally, other authorities believe that there is no one correct 

method for conducting qualitative research and therefore have recommended that 

researchers describe their methodology in detail (S. Stainback and W. Stainback, 1988). 

In the following, I describe my methodology in detail using both the qualitative and 

quantitative approaches, referred to as multiple methods. 

The survey research design and the quantitative approach were used to collect and 

analyze the data from the questionnaires. The quantitative approach consisted of the 

descriptive statistics of the normalistas' demographic characteristics and information that 

was collected by using a questionnaire. This information was collected from six closed-
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ended order questions in part I of my questionnaire. I interviewed three normalista 

teachers and surveyed fifty normalistas using my 14-item questionnaire (see Appendix 

B). The secondary data resources were used to identify preparation experiences for 

normalista teachers related to their initial certification, and to answer research question 1: 

"What types of experiences do Mexican nonnalista teachers bring in the preparation 

process to become Texas bilingual education teachers?" 

The qualitative approach was used to collect and analyze the twelve oral 

interviews from the three participants. The descriptions of the artifacts presented by the 

three interview participants, the data analysis, and the interpretation of the data collected 

in the responses to the open-ended questions from Part II of the questionnaires were 

analyzed using the qualitative approach. A comprehensive review of the participant's 

responses to the second part of the questionnaire was done which addressed research 

questions la and lb: "What kinds of preparation have they had in terms of schooling, and 

are they certified and what is the process for certification?" The qualitative approach was 

used to review the participants' responses in the interviews as they related their 

experiences in the certification process, and to answer research question 2: "What are the 

experiences of Mexican normalista teachers in the certification process and the barriers 

they face, if any?" See Appendix B or an example of one interview transcript and one 

completed questionnaire. 

I used the combination of survey research design, the quantitative approach, and 

the qualitative approach because the literature provided an explanation for using multiple 

methods. Multiple method studies combine two or more approaches to research in a 
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single study and employ a variety of both quantitative and qualitative methods used in 

data generation and data analysis strategies. This multiple methods research design 

involved an investigative process that was an interpretive, naturalistic approach to the 

subject matter that provided a more comprehensive procedure in which to collect and 

analyze the data. 

The qualitative approach was used to perform a comprehensive review of 

Mexican nonnalista teacher educational issues noted on the various secondary data 

sources such as normal school curriculum documents, normalista artifacts, meeting notes, 

and Texas certification updates. These secondary data resources were used to identify 

certification and preparation procedures for normalista teachers in Mexico related to their 

initial certification, to describe the types of educational experiences in detail, to outline 

the re-certification procedures for normalistas in the Texas certification process, and to 

answer my research questions: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican nonnalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 
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My organization method used analytic procedures that involved five modes of 

organization, these included: organizing the data, generating topics, categories, themes, 

and pattems. Each phase of the data analysis entailed data reduction as a means of 

managing the collected data into manageable chunks. This provided a way for me to 

interpret the words and responses of the participants in my study. Topics that were 

generated from the entire data set, including documents, interviews, and questionnaires 

were the following: 

Licenciatura versus Bachelor's Degree (titulo) 

Normal School (escuela nonnal); 
Social Service (servicio social); 
Community Service (servicio comunitario); 
Employment Opportunity (plaza); 
Immigration (emigracion); 
Oral Examination (tesis); 
Normal Schools (escuelas normales) 
Leveling Classes (cursos); 
English Classes (cursos de Ingles); 
Qualifying Tests; 
Licensure Testing; 
Entrance Testing (TASP, TOEFL); 
Exit Testing (ExCET, TExES, TSE, TOPT); 
Mexican Oral Examination (tesis); 
University Coursework (universidad); 
Classroom Observations (observaciones); 
Social Service (ser\>icio social); 
Community Service (servicio comunitario); 
Oral Examination (tesis); 
Employment Opportunity (plaza); 
Immigration (emigracion); 
Teaching and Curriculum Materials; 
Dissemination of Information; 
Immigration Status; 
Cost; 
Conceptualization of maestra versus Teacher; 
Teacher Creativity (creatividad); 

115 



Cultural Understandings; 
Language; 
University Upgrading Courses (cursos de capacitacion); 
Upgrading of Credentials (nivelacion); 
Staff Development (cursos de capacitacion); 
Deficiency Plan; 
English Proficiency (Ingles); 
Credential Evaluation; and 
Prerequisites. 

The interpretive process that I used involved bringing meaning to the raw data 

that I had collected which was voluminous and overwhelming. According to Guba 

(1978), the process of category generation involves noting regularities in the setting or 

people chosen in the study that have intemal convergence and extemal divergence. In 

my study the categories were intemally consistent but distinct from one another. I 

wanted to identify the salient grounded categories of meaning that were evident with my 

participants. The ten categories were identified from the various topics that were grouped 

accordingly under a corresponding category as in the following: 

1. Certification Procedures in Mexico 

• Mexican Licenciatura; 
• Normal schools; 
• University; 
• Mexican Oral Examination (tesis); 

2. Certification Procedures in the U.S. 
• U.S. Bachelor's degree; 
• University coursework; 
• Licensure Testing; 

3. Re-certification for Normalistas in the U.S. 
• Deficiency Plans; 
• Leveling Classes; 
• English Classes; 
• Entrance Testing; 
• Exit Testing; 
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4. 

5. 

6. 

7. 

Qualifying Tests; 
Licensure Testing; 

Testing (exdmenes) 
Entrance Testing (TASP, TOEFL); 
Exit Testing (ExCET, TExES, TSE, TOPT); 
Qualifying Tests; 
Licensure Testing; 
Mexican Oral Examination (tesis); 

Mexican Teacher Preparation Procedures 
Normal School (escuela nonnal); 
University coursework (Universidad); 
Classroom observations (observaciones); 
Social Service (servicio social); 
Community Service (servicio comunitario); 
Licenciatura; 
Oral Examination (tesis); 
Employment opportunity (plaza); 

Mexican Normalista Teacher Issues 
Immigration (emigracion); 
Creativity (creatividad); 
Teaching Materials; 
Cultural Understandings; 
Dissemination of Information; 

Barriers to Re-certification 
Dissemination of Information; 
Credential Evaluation; 
Immigration (emigracion); 
Prerequisites; 
English Proficiency; 
Testing; 
Cost; 

Teacher-student Mismatch 
Conceptualization of maestra versus Teacher; 
Teacher Creativity (creatividad); 
Curriculum and Materials; 
Cultural Understandings; 
Language; 
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9. Mexican Re-certification 
• Mexican -University Curses (cursos de capacitacion); 
• Mexican -Upgrading of Credentials (nivelacion); 
• Mexican - Staff Development (cursos de capacitacion); 
• Licenciatura; 

10. U.S. Re-certification 
U.S. Entrance Examinations (exdmenes); 
U.S. Exiting Examinations (exdmenes); 
U.S. - Deficiency Plan; 
U.S. - University Coursework; 
U.S. - English Language Proficiency (Ingles); 
U.S. - Credential Evaluation; and 
U.S. Prerequisites. 

I used the process of inductive analysis where the salient categories emerged from 

the data (Patton, 1990, p. 390), which grouped the numerous topics into ten main 

categories. According to Patton (1990), indigenous concepts are those created and 

expressed by participants, and are generated through analyses. I tried reading and re

reading the transcripts from the interviews once they had been transcribed to identify 

major topics that had developed across the data sources. The previous identified ten 

categories were collapsed into four main themes: 

1. Mexican Teacher Education and Preparation, 
2. U.S. Preparation and Standardized Competency Testing, 
3. U. S. University Access, 

4. Teacher Creativity. 

Generating categories, themes, and pattems requires a "heighten awareness" of 

the data, a "focused attention" to those data, and "an openness to the subtle, tacit 

undercurrents of social life" (Marshall & Rossman, 1989, p. 115). The recurring ideas 

and pattems in my study dealt with answering my research questions involving the 

educational experiences of Mexican normalista teachers in the re-certification process of 
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becoming bilingual teachers in Texas. The pattems addressed the questions, as in the 

following: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

These pattems emerged by questioning the data and reflecting on the conceptual 

framework. The theoretical frameworks in my study represented by Ogbu, Gibson, 

Vygotsky, and Cummins revealed pattems that emerged from the data. For example, 

Mexican normalista teachers were identified as first-generation immigrants who were 

successful, not because "they relinquish their traditional ways" but because they were 

able to "draw strength from their cultures" and their "ethnic identity" (Gibson, 1992, p. 

7). Mexican immigrants may be perceived as incapable of completing requirements for 

U.S. teacher certification and nonnalista teachers may be viewed with lower expectations 

in completing a university program. The system may attempt to discourage normalista 

teachers from continuing their chosen careers in the U.S. The system may also 

encourage this type of inequality toward immigrant professionals may serve to diminish 

their motivation to succeed in the certification process. This theme identified as 
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"university access" involves the perceived barriers that may hinder normalista teacher re-

certification and represents the pattem of "barriers" to the certification process. 

Additionally, normalista teachers tended to draw strength from their culture and ethnic 

identity as they were driven by a determination to improve their families' economic 

situations (Suarez-Orozco, 1987) as they continued in the process of bilingual teacher 

certification. 

In order to address the issue of objectivity in the multiple methods approach, I 

consulted with a peer reviewer who conducted a separate and independent review and 

analysis. I did this to confirm the results. Lincoln and Guba (1985) identified 

confirmability as the qualitative parallel to objectivity. They noted this process 

minimizes the influence of the researcher's judgment. Further confirmability means that 

the data and their interpretation are not figments of the researcher's imagination or own 

reality. Lincoln and Guba further recommended a confirmability audit to attest to the fact 

that the data can be traced to original sources and so that through the process of 

synthesizing the data, conclusions can be confirmed. It does not rely on statistical 

procedures, but allows the outcomes, theories, or hypotheses to emerge from the data 

(Lincoln & Guba, 1985). The objective was then to present the data in its various 

contexts so that the readers could determine if the findings were appropriate for 

application to their own particular setting. 

The use of an independent coder or my peer reviewer allowed me to improve the 

reliability of the analysis, and to gradually make sense of the phenomena. My peer 

reviewer provided multiple perspectives about the data generated by the study. The peer 
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reviewer was chosen for her experience as a scholar, as a qualitative researcher, and as a 

previous resident of Mexico (until the age of sixteen) to serve as an independent coder. 

She provided explanations for various concepts or terms that seemed unclear to me and 

clarified cultural misunderstandings. This person was chosen because of her expertise as 

a researcher. Her role was to conduct an independent analysis and to provide me with 

feedback regarding my working hypothesis and my analysis. The feedback I received 

allowed me to see when my biases were leading the investigation. She found that the 

information regarding the educational experiences involving the normal school 

preparation was an important factor for describing the positive attributes normalista 

teachers bring to the certification process. She also found that nonnalista teachers 

experience much of the same types of struggles and barriers that other immigrant and 

minority students encounter at the university level. 

My choice of qualitative research methods was shaped by the belief that these 

methods would best help to achieve my research goals. My goal was to study the 

normalista teachers' unique perspectives dealing with their personal and educational 

experiences and to answer my research questions, as in the following: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

121 



2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

In my review of the relevant literature conceming bilingual education research, I 

found that most bilingual education research did not investigate teacher development 

from the insider's perspectives. My interviews were used to collect data to investigate 

the educational experiences of normalista teachers. I used interviews as a primary data 

source because of the unique perspectives and interpretations of individuals that can be 

revealed by using interviews. Grumet (1990) asserted that in the life experiences of 

teachers, "teaching is both art and science" and "we must study teaching as teachers. For 

us teaching is research and research is teaching...." (p. 119). Interviews were best suited 

for my study because I believe that the experiences of teachers can only be fully 

explained by the use of teachers' voices, as in my study with normalista teachers. 

A portion of the investigation involved the use of a questionnaire to collect data 

while conducting the interviews. This part of the investigation was descriptive in nature 

and is known as survey research design (Fraenkel & Wallen, 1993). The questionnaire 

data was also used to address my research questions: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 
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2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

Fraenkel and Wallen (1993) noted that a descriptive survey research involves 

asking the same set of questions (often prepared in the form of a written questionnaire) of 

a large number of individuals. The researcher tabulates and reports the responses, usually 

in the form of percentages or frequencies of those who answered in a particular way to 

each of the closed-ended questions. Salant and Dillman (1994) reported that survey 

research might be thought of as either a method of data collection that can be used with 

other research designs, or a descriptive research design in itself. They noted that it has 

the advantages of allowing for the collection of information from a large number of 

people. In this study the questionnaire provided the primary data for the research, but I 

also included interviews to further clarify the questionnaire responses. 

By using this multiple method research design (approach) to explore the 

nonnalista teachers' reality, I was able to "view the problem or situation" (Taylor & 

Bogdan, 1998, p. 135), but not for the purpose of replicating the "native's point of view" 

(Bryman, 1988). My intentions were focused on a broader issue of examining the 

certification process through my participants' experiences. While Taylor and Bogdan 

(1975) have argued for the need to see things from the participant's point of view, in 

reality the qualitative researcher is focused on a broader target. The broader target was 

revealed through my findings that answered my research questions involving the personal 

and educational experiences that normalista teachers bring to the certification process. 
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The findings revealing the barriers faced by normalista teachers have been 

consistent with the same barriers and circumstance other minority teacher candidates are 

confronting in post-secondary education. The findings also help to reconstruct incidences 

in which this "phenomena," using standardized testing to gauge teacher quality, has 

created a distraction to supplying qualified educators to serve in dire need areas such as 

bilingual education. I was able to co-construct the findings of my study by interpreting 

the "phenomena in terms of the meanings people bring to them" that evolved from the 

individual's reconstructions (Denzin & Lincoln, 1994, p. 2). 

Finally, the choice to use qualitative methods was compatible with the 

constructivist paradigm because in conducting this research, I co-constructed the data by 

also using secondary data sources. Then, the themes began to emerge from the study, as I 

shared viewpoints with my interview participants. Together the participants and I co-

constructed findings from the generated data by negotiating meaning, developing a 

consensus of understanding, and refining interpretations of the data. For example the 

secondary sources from the SEP were instrumental in providing understanding to the 

normal school system and the changes in the teacher preparation process through the 

various reforms. The curriculum materials provided a scaffold to my understanding of 

the paradigm involving the licensing of teachers with regards to the institutions of higher 

education (IHE) as the sole source for issuing professional licenses in Mexico. 
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Survey Research 

Authorities consider survey research as one of the most common forms of 

research engaged in by educational researchers. It involves researchers asking a large 

group of people questions about a particular topic or issue. This asking of questions can 

be done in a number of ways: face-to-face with individuals or groups, by mail, or by 

telephone (Salant & Dillman, 1994). I chose to survey my participants by mail and by 

using an open-ended questionnaire (see Appendix B). 

The puipose of survey research was to gain knowledge about the characteristics of 

an entire group of interest, such as a certain population. That is, my population was 

Mexican normalistas seeking Texas bilingual teacher certification. In order to determine 

the current status of that population with respect to one or more variables (Gay, 1987) 

involving certification in the U.S. or not, I used the questionnaire to answer my research 

questions: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 
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In my study the entire group consisted of Mexican teachers living in Texas. 

However, to date (April 2003), no official list of Mexican-trained teachers residing in 

Texas is available. Survey research examines a subset of that group, a sampling, because 

it is not feasible to survey the entire population. The results of the survey of the sample 

are then generalized to the population (Salant & Dillman, 1994). In my study, the subset 

group was the Mexican normalista teachers seeking bilingual teacher certification in Pre-

K through fourth grade. Grade level implications refer to the bilingual education 

transition model used in Texas that typically places English/Spanish bilingual educators 

in the primary grades of Pre-K through fourth grade. Bilingual education students are 

transitioned to all English classrooms in third or fourth grades; therefore, 

English/Spanish-speaking teachers are in demand in the primary grades to serve as 

bilingual teachers. 

Survey research methodology is usually defined as a study of a large group 

through a direct study of a subset of that group, but differs from a case study (Salant & 

Dillman, 1994). Survey research looks at many cases, but generally cannot examine each 

case in much depth. Rather the purpose of a survey is to examine one or more variables 

for larger numbers of entities and draw conclusions. The purpose of my survey was to 

gather descriptive statistics of the normalistas' demographic characteristics and 

information and to answer my research questions: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican normalista teachers bring to the preparation process to 

become Texas bilingual teachers? 
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(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

This does not mean that a survey based on a sample is not valuable. Its value 

often lies not so much in its quantitative generalizability but in identifying important 

issues or themes from the research questions. My study was explorative in nature with the 

purpose of identifying the important issues dealing with the certification of individuals 

with Mexican higher education degrees. When involving a large sample survey research 

can be useful for providing a broad view of issues, for capturing the essence of trends, 

and for planning. 

Survey research is not value free (Fowler, 1993). It is important to assess what 

motivated the study, how results will be used, and how question design might have 

shaped the answers. For example, in my study, thinking that the participants would 

choose a single grade level, I asked the following question, "What grade levels have you 

taught?" I received questionnaires with multiple answer choices marked, identifying 

various grade levels. In fact, the majority marked at least three or more grade levels. In 

the interviews, what surfaced was that all nonnalista teachers have experience in 

teaching at the various grade levels. Phone calls to participants clarified this issue for 

me. The normal school system requires their students to focus on a particular grade each 

semester, thus at the end of eight semesters nonnalista students have taught in the various 
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grade levels, in the following areas: preschool, elementary, and secondary levels. 

Additionally, with the required service projects involving literacy and community 

outreach, the majority had taught adults, as well. Therefore, in regards to the normalista 

teacher, they have a wide range of experiences, teaching in the multiple grade levels. 

Quantitative surveys and questionnaires dealing with numbers are generally not as 

useful as case studies in providing the whole picture (Groves & Lepkowski, 1985). 

Questionnaires only provide a small piece of that whole picture. Finally, by sacrificing 

depth and thoroughness for breath and representativeness, questionnaires usually cannot 

provide a rich picture of the complex and interacting social, cultural, linguistic, and 

cognitive factors (Fraenkel & Wallen, 1993). To make accurate estimates based on a 

human sample, there are four necessary principles, according to Salant and Dillman 

(1994) that make surveys and questionnaires work, as in the following: 

• The sample is large enough to yield the desired level of precision. 
• Everyone in the population has an equal (or known) chance of being selected 

for the sample. 
• Questions are asked in ways that enable the people in the sample to respond 

willingly and accurately. 
• The characteristics of people selected in the sampling process but who do not 

participate in the survey are similar to the characteristics of those who do. 

(p. 5) 

The closer a survey or questionnaire comes to meeting these requirements the more 

confidence one can place in the results. In my study, the sample involved the 50 

participants, which was a large enough sample to yield the desired level of precision 

because I also collected data from my interviews and secondary data sources. In my 

study, not everyone in the entire population had an equal chance of being selected for the 

sample because the total population living in Texas was unknown. In my study the 
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questions were asked in ways that enabled the people in the sample to respond willingly 

and accurately. Also, the characteristics of the people selected in the sampling process 

but who did not participate in the survey were similar to the characteristics of those who 

did participate. Therefore, in order to make accurate estimates based on my human 

sample of 50 participants, the required principles were satisfied. In summary, the major 

characteristics that all surveys posses are the following: 

• Information is collected from a group of people in order to describe some 
aspects of characteristics such as abilities, opinions, attitudes, beliefs, and/or 
knowledge) of the population of which that group is a part. 

• The main way in which the information is collected is through asking 
questions; the answers to these questions by the members of the group 
constitute the data of the study. 

• Information is collected from a sample rather than from every member of the 
population. (Fraenkel & Wallen, 1993, p. 343) 

The use of a survey or a questionnaire is "indicated when the data required do not 

already exist, and the research questions are not susceptible to experimental trial for 

practical reasons such as lack of resources or ethical constraints" (Gorard, 2001, p. 80). I 

used my questionnaire to answer my research questions, see Appendix B for an example 

of a completed questionnaire from my study. The following are the research questions 

that guided my questionnaire construction and my study: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican nonnalista teachers bring in the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 
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2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

In my study the information was collected from a group of people in order to 

describe the educational experiences of Mexican normalistas teachers who were in the 

process of bilingual teacher certification in the state of Texas. The main way in which 

the information was collected was through asking questions using my questionnaire and 

the answers to these questions constituted the data of my study. Information was 

collected from a sample rather than from every member of the population. Based on 

these criteria my questionnaire met all these requirements. 

The Survey Questionnaire 

The most common form of survey research may range from a five-item 

instrument to a long document that requires one or two hours to complete and can be 

designed to be administered by mail, in person, or by phone and require less time and 

expense than interviews and observations. My questionnaire was a 14-item instmment. 

The construction should be based on sound theory and carefully assessed in previous 

studies. In my study, my 14-item questionnaire was based on a previous study done by 

Garcfa and Gonzalez (2000) with bilingual teachers and Mexican normalista teachers. 

The questionnaire was based on "sound theory and careful assessment of this previous 

study" in which the study compared the perceptions of both populations of teachers. 

Additionally, building on previous work helps to improve the quality of instruments and 

allows for researchers to relate the findings of similar studies to one another. Therefore, 
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the general guidelines for all questionnaires should be based on theory and previous 

research and the following characteristics: 

• Items written in clear, non-technical language that is easy to understand. My 

questionnaire used non-technical terms in Spanish and English. 

• Items should not contain negative phrasing that may be difficult to process. In 

my questionnaire each of the items were written using positive phrasing that 

was easy to process and understand. 

• Instruments should contain only one idea per item. In my questionnaire, 

several of the questions dealing with demographics, previous schooling, and 

teaching experience involved two ideas comparing the schooling experience 

of normalistas in Mexico and in the United States. 

• Open-ended formats allow participants to reply in their own words. I used 

open-ended formatted questions in Part II of my questionnaire in order to 

gathering qualitative information. These open-ended questions were useful in 

the early phases of my questionnaire development because the responses to 

these questions could be incorporated into closed-ended items. 

• Closed-ended formats require the respondent to select one from among a 

limited number of responses. I used closed-ended formatted items in Part I of 

my questionnaire with ordered responses in which the participants could select 

one or more of the answers to respond to the question. In these items I also 

provided an answer choice of "other" so that the participants could provide 

additional information if their choice was not available. 
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• The discourse structure of questionnaires should move from general to a more 

specific-type questioning format. In my questionnaire, Part I included closed-

ended general demographic informational questions and then moved to a more 

specific-type questioning format with open-ended questions. The participants 

were able to complete the questionnaire using their own words in English or 

Spanish to express their thoughts and fully answer the questions. 

Additionally researcher have found that if the level of language was not completely 

comprehensible in the questionnaire, then the results are not valid because the 

instruments did not access what they were intended to assess (Fraenkel & Wallen, 1993). 

Therefore, careful pilot testing of the questionnaire should be tried out with participants 

who are similar to those who will respond in the study. Problem items should be then 

revised and tested again. My questionnaire was piloted with 12 immigrant students 

invoWed in an altemative certification program to become bilingual teachers. These 

individuals checked the Spanish translations of the questions and commented on word 

clarity, choice, and the types of questions I used in the questionnaire. 

Gaining Access 

Based on my literature review, I developed a set of questions for an open-ended 

questionnaire. Prior to the selection of the three Mexican normalistas involved in the 

interviews, a set of questionnaires were given to all of the Project Alianza coordinators 

following a quarteriy meeting held in June, 2002 (15 each). Only one project 

coordinator actually mailed the questionnaires and one other e-mailed me the addresses 
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for labels to mail to grant recipients. From this total of the thirty questionnaire 

participants that were mailed, fourteen were Mexican normalistas. Nine were retumed 

and coded. The coordinators had freedom to distribute the questionnaires as they saw fit. 

Permission for surveying the grant recipients was given to me prior to beginning my 

study by the project directors of each university. 

The database of names created of the prospective participants was developed from 

the following contact resources; these were involved in the first series of questionnaire 

mail-outs. 

• Names appearing on a TWU recruiting list and sign-in roster for the office; 

• Names appearing on the roster of grant recipients for Project Alianza grant; 

• Names of the Mexican-trained teachers in the area who had completed 

certification testing; 

• Names of the bilingual paraprofessionals from area school districts who were 

from Mexico; 

• Names of Mexican normalistas who had inquired about TWU education 

grants. 

Ten individuals not fitting the profile phoned my office to state reasons for not 

participating in the study. Five of these individuals were not Mexican normalistas, but 

were working as paraprofessionals in near-by school districts. Three of the individuals 

were traditional U.S. students whose names had appeared on a TWU recmiting lists. 

Two individuals were graduate students who had educational credentials from Latin 

America, but did not have any previous teaching experience. These ten individuals were 
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not from Mexico and did not have any information to contribute conceming the Mexican 

normal school preparation process; hence, they did not fit the profile. Additionally, all 

participants retuming questionnaire were contacted to express my appreciation, to 

member check, clarify written answers, and to make additional notes from the 

participants. 

Steps in Survey Research 

A second wave of mail-outs was distributed in late August 2002 to other possible 

contacts obtained from various resources, previous university students, and the Mexican 

Consulate Office in Dallas, Texas. Information conceming bilingual education grant 

opportunities at TWU was circulated on a Spanish job line and educational 

announcement board via the Intemet. This yielded a plethora of inquiries from newly 

arrived Mexican immigrants living in the area. However, these inquiries concemed 

university grant opportunities for the various other educational fields. Most interested 

individuals were not previous Mexican educators and not currently involved in the re-

certification process. Additionally, 24 questionnaires were retumed, marked "retum to 

sender" or "no forwarding address." Another ten questionnaires were not included in the 

sample because the individuals did not fit the criteria. A total of 50 completed 

questionnaires were used in my study (see Appendix B for an example of a completed 

questionnaire). Also, ten additional questionnaires were completed and retumed to me by 

educators from the various Latin American countries; however, these were not used in 

my study of Mexican normalista teachers. According to the literature, the following 
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steps are required for conducting survey research (Fraenkel & Wallen, 1993; Gorard, 

2001; Jaeger, 1984; Johnson, 1992; Salant & Dillman, 1994) these eight steps are 

outlined in the following. 

Step 1: Problem Definition 

According to researchers, the problem to be investigated should be interesting and 

important enough to motivate the individuals surveyed to respond. Therefore, according 

to Salant and Dillman (1994), clarification is very important. Richard Jaeger (1984) gave 

an example of developing a hierarchy approach, starting with the broadest, most general 

questions, and ending with the most specific question. This type of hierarchy will help to 

identify large categories, suggest more specific issues within each category, and conceive 

of possible questions. In my study, the first question was a general closed-ended ordered 

two-part question used to gather information on the education of nonnalistas in Mexico 

and in the U.S., as in the following: 

1. Informacion educacional / Educational Information 

En los EE.UU. / In the United States: En Mexico/ In Mexico: 
Elem./Middle School Preparatoria/ Bachillerato 
Elem./Middle School Institutos Tecnologicos 
High School Escuela Normal/ licenciatura 
Community College Universidades 
College / University Courses Posgrados/ maestrfa o doctorado 
Other 

Educacion en Texas para la certificacion / Education in Texas for certification: 
Altemative Certification Program (ACP) Region Service Center 
State Board of Educators Certification (SBEC) Community College 
University Certification Program Other 
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Consequently, by determining whether a proposed question fits the purposes of 

the intended questionnaire, I was able to eliminate those extra questions that only serve to 

make the questionnaire lengthy and boring. Participants were asked to give general 

information. The questions that followed were tailored to finding out more specific 

information pertaining to the personal experiences of normalista teachers in the teacher 

re-certification process. The definition of the problem centered on my research questions 

that guided the construction of my questionnaire these included the following: 

1. What types of educational and personal experiences, related to their identity as 

a teacher, do Mexican nonnalista teachers bring to the preparation process to 

become Texas bilingual teachers? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified in Mexico and what is the process for Mexican 

certification? 

2. What are the experiences of Mexican normalista teachers in the Texas 

certification process and the barriers they face, if any? 

Therefore, the problem in my study focused specifically around the issues relating to 

Mexican nonnalista teacher re-certification and the personal and educational experiences 

they bring to the preparation process to become Texas bilingual teachers. 

Step 2: Identifying the Target Population 

Anything can be described by means of a survey, and that which is studied in a 

survey is called the unit of analysis (Salant & Dillman, 1994). My units of analysis were 
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the types of personal and educational experiences of the nonnalista teachers from Mexico 

and their re-certification experiences in Texas. Therefore according to the researchers, 

survey data can be collected from a number of individual units of analysis to describe 

those units. My units of analysis were my participants' experiences used to describe 

Mexican normalista teachers in the Texas bilingual certification process. These 

descriptions were then summarized to describe the population that this sample represents 

(Salant and Dillman, 1994); therefore, my sample describes the population of normalista 

teachers in the certification process in Texas. Gorard (2001) explains the problematic 

issues to consider, as in the following: 

In an ideal study you will be selecting cases from the population at random (by 
chance) to form you sample. Thus, you need to start with a list of all cases in the 
population and give each of them a non-zero chance of being selected. Any case 
that, in reality, has zero chance of being included in your study is not in fact in the 
population. This is another way of defining your population to which your results 
generalize. It is the list of all cases, which could be, or could have been picked as 
part of the sample, (p. 11) 

In my study, identifying a sampling frame was a very difficult undertaking 

because of the degree of protective identity that some immigrants often need. During my 

study significant immigration issues were raised regarding the protection of human and 

civil rights during the enforcement of immigration laws. These included the strategies 

enacted for anti-terrorism, interior and border control of major entry points of the 

U.S./Mexican and U.S./Canadian borders. Significant immigration reforms are needed in 

the areas of anti-terrorist legislation, secret evidence and detention, military tribunals, the 

per-country quota system, resolution of the backlog of pending applications for 

immigration visas and citizenships, access to adjustment of status and opportunities for 
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family reunification, and the termination to unfair political asylum, deportation process 

and other impediments to acquiring permanent residency (see Legislative Committee for 

National Coalition for Dignity and Amnesty for Immigrants website for more 

information). 

Many immigrants come to the U.S. simply to earn money and send it to family 

members back home. Their families are not eager to leave communities with strong, 

multi-generational social ties. It is when the wage eamer cannot travel freely back to 

their families that they decide to smuggle their families across the border. In 1986, the 

U.S. govemment passed a law legalizing many undocumented immigrants living here at 

the time. However, today arguing national security concems, the govemment is cracking 

down on poor immigrant workers by raiding businesses and deporting workers. 

Immigrant workers are not a threat to national security; consequently, if they were 

legalized, their presence in this country would be accounted for and documented. This is 

precisely what is needed for national security. When immigrants are deported en masse, 

it sends a strong message that immigrant workers have no basic rights for entry to the 

U.S., rights to employment, and rights to permanent residency with the option to become 

U.S. citizens. 

During the time before my study, July of 2001, the Texas Higher Education 

Coordinating Board informed university admission departments of the policy guidelines 

for determining residency of immigrants that was influenced by the passage of HB 1403. 

At this time the 77"̂  Legislature passed legislation that impacted the residency of students 

who were not U.S. citizens (Coordinating Board Rules §21.39, 2001; Texas Education 
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Code §54.052, 2001). The new legislation impacted the identification of students 

classified as residents for state tuition purposes, for eligibility for state financial aid 

purposes; and for admission purposes (Texas Higher Education Coordinating Board, 

2001). The LIFE (Legal Immigration Family Equity) Act created K-3 and K-4 visas, 

which permit spouses of U.S. citizens and their children to remain in the U.S. while 

waiting to receive approval of the 1-130 petition or an available immigrant visa. These 

visa holders are now eligible to establish a claim to Texas residency. Later these 

individuals may be considered permanent residents after filing the 1-130 petition. These 

immigration issues influenced my sampling population because many of my potential 

participants were in the process of acquiring residency through the filling of petitions or 

the sponsoring by relatives or employers (Coordinating Board Rules §21.39, 2001; Texas 

Education Code §54.052, 2001). 

The first wave of questionnaires was mailed to individuals whose names had been 

compiled of university applicants interested in bilingual education certification. The 

criteria used for the initial wave of my questionnaires included the following: 

• Individuals involved in the Project Alianza grant; 

• Individuals educated in a Spanish-speaking countries who had eamed the 

equivalent of a bachelor's degree; 

• Individuals seeking bilingual teacher certification; 

• Individuals with previous teaching experience in their country of origin. 

In dealing with the target population in my sample, I would like to emphasize that 

such perceptions may or may not be true. For example, some participants misunderstood 
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university or state policies and these beliefs and perceptions influenced their responses. 

These misconceptions were important to explore in my study. The data do not, however, 

provide a full or unbiased picture of immigrant Spanish-speaking teachers, Latin 

American teachers, Mexican normalista teachers, or individuals seeking re-certification 

with out-of-country teaching credentials. The various certification routes include 

appealing directly to the State Board of Educators Certification (the "fast-track" method), 

attending accredited Texas university preparation programs (deficiency plans), applying 

to an altemative certification program (offered by school districts), and securing the 

necessary courses at regional educational service centers (SBEC, 2003). 

Step 3: Mode of Data Collection 

The four basic ways to collect data in a questionnaire are by administering the 

instrument "live" to a group, by mail, by telephone, or through face-to-face interviews. 

When data in a questionnaire are collected by mail, like in my study, the questionnaire 

was sent to each individual in the sampling group by mail, with a request that it be 

completed and then retumed by a given date. The advantages of this approach are that it 

is relatively inexpensive and it can be accomplished alone or with an assistant. This 

allows for the opportunity to reach or have access to individuals that might be difficult to 

reach by telephone and it permits the respondent ample time to give thoughtful answers 

to the questions asked in the questionnaire. 

The disadvantages of mail questionnaires are that there is less opportunity to 

encourage the cooperation of the participants through building rapport or to provide 

140 



assistance through answering their questions, and clarifying instructions. Therefore, in 

most cases mail questionnaires have a tendency to produce low response rates and do not 

lend themselves to certain categories of possible participants, such as the visually 

impaired or the illiterate. In my case, my response rate was high based on the 

information that was available to me. The response rate was higher than I had expected 

because I did not have a list of individuals fitting the profile, or complete addresses of 

normalista teachers living in Texas, or access to a larger sample of the population. 

Step 4: Cover Letter 

Mail questionnaires require a cover letter explaining the purpose. My cover letter 

was translated to Spanish and sent with the questionnaire (see Appendix B for sample 

cover letters in English and Spanish). The ideal cover letter will motivate the sampling 

members to respond, but it should be brief and addressed specifically to the individual 

being asked to respond. My cover letter that was attached to my questionnaire explained 

to the potential participant that the study would address issues pertaining to the 

certification process and it emphasized the importance of the issue in terms dealing with 

Mexican normalista teachers. The letter encouraged the individuals to cooperate and I 

provided my phone numbers and e-mail address in order to contact me for further 

clarification or assistance. The calls (65) and e-mails (25) that I received during my 

study were done to clarify responses and offer additional information, to explain the 

reasons for not participating in the study, and to schedule a face-to-face meeting with me 

to offer more information that the questionnaire did not address. 
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Confidentiality and anonymity of the participants was assured and that the results 

would be shared with those who had participated in the study. The letters were all 

individually signed by me, in an effort to avoid the appearance of sending a form letter. 

Finally, the retum was made to be easy; hence I enclosing a stamped, self-addressed 

envelope (Fraenkel & Wallen, 1993; Gay, 1987; Johnson, 1992; Salant & Dillman, 

1994). 

Step 5: Nonresponse 

In almost all research studies, for a variety of reasons, not all members of the 

sampling group will respond or retum the questionnaires. This is referred to 

"Nonresponse." Nonresponse is due to the following: lack of interest in the topic, 

forgetfulness in mailing back the questionnaire, unwillingness to participate, and time. 

The main reason nonresponse is a problem is because those who do not respond will very 

likely differ from the participants with regard to answers to the questions. When this is 

the case, any conclusions that are drawn on the basis of the participants' replies will be 

misleading and not a tme indication of the views of the population from which he sample 

was drawn. 

Nonresponse can be categorized in two main groups: total non-response and item 

nonresponse. Total nonresponse refers to when a questionnaire is not retumed or no 

information at all is collected from one or more individuals. Researchers have found that 

total nonresponse can occur in interview surveys for any or all of the following reasons: 

• Participants refused to be interviewed. 
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• Participants were not available at the time of the study. 

• Participants were unable to take part because of illness, deafness, or inability 

to speak the target language. 

• Participants not able to be located at the time of the study (Kalton, cited in 

Fraenkel & Wallen, 1993). 

In my study, nonresponse was due basically to my lists of names and addresses of 

potential participants who did not fit the profile. Additionally, the period of time my 

study was conducted was during the summer months of 2002 when individuals were on 

summer vacation, many of my potential participants had retumed to Mexico, and some 

may have not been available at the time of the study. However, in reality all that is 

known about most mail survey nonresponse is that the questionnaire has not been 

retumed. Table 3.1 outlines the number of questionnaires that were sent and retumed. 

Table 3.1. Total Number of Questionnaires in the Study. 

Questionnaires Number 

Mailed 

Fully Completed 

Partially Completed 
Not Used 

Retumed marked 
"Retumed to Sender" or 
"No Forwarding Address" 

Nonresponse 

125 

65 

18 

24 

18 
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Step 6: Threats to Validitv 

Several threats to validity of the instrumentation process in surveys can cause 

individuals to respond differently than they might otherwise. Questions should not be 

leading or insensitive. If the conditions under which individuals are questioned in 

interview studies are somewhat unusual, this may affect the results; therefore, 

participants may act in different ways unrelated to the nature of the questions themselves 

(Gorard, 2001; Salant & Dillman, 1994). Also, the characteristics of a data collector, for 

example excessive rudeness, insensitivity, etc., may affect how individuals respond, 

causing them to react in part to the data collector rather than to the questions. There is 

also the possibility of an unconscious bias on the part of the data collector, as when he or 

she asks leading questions or some individuals but not others (Salant & Dillman, 1994). 

In my study, I took into consideration the questions types, not relying on "leading 

questions," and establishing rapport with all participants as a follow-up to the 

questionnaires and interviews. 

Step 7: Defining the Population 

The population is the entire group of entities or persons to whom the results of the 

study are intended to apply. The population of interest can vary widely depending on the 

research question and the purpose of the study. In my study the primary and secondary 

questions involved the following: 
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1. What types of educational and personal experiences do Mexican normalista 

teachers bring in the preparation process to become Texas bilingual teachers, 

related to their identity as a teacher? 

(la) What kinds of preparation have they had in terms of schooling? 

(lb) Are they certified and what is the process for certification? 

2. What are the experiences of Mexican normalista teachers in the certification 

process and the barriers they face, if any? 

In answering the first question, first I needed to define the entire population for 

sampling as the following: Spanish-speaking individuals with teaching credentials from 

Mexico who were in the process of bilingual teacher re-certification and who may 

already be currently teaching in Texas public schools. 

Step 8: Sampling population 

The study involved a total of fifty participants used for obtaining data. In my 

study, the subset group was the Mexican normalista teachers seeking bilingual teacher 

certification in Pre-K through fourth grade. The total population consists of Mexican 

degree Spanish-speaking individuals seeking bilingual teacher certification. Data related 

to nonnalista qualifications and the process of teacher credentialing in the state of Texas. 

A sample is a "set of participants selected from a larger population for the purpose 

of survey" (Salant & Dillman, 1994, p. 53). My sampling method employed sampling of 

convenience and of volunteers (Cochran, 1977). According to Cochran (1977), samples 

of convenience involve persons who are selected because of their accessibility; where as. 
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a volunteer sample consists of persons who volunteer to participate in the study. These 

two types of samples are called non-probability samples. I could not "statistically infer" 

that the findings for the sample were similar to the findings for the entire population. 

"Any generalizations from a non-probability sample to its population must be made on 

the basis of a reasoned comparison of the sample with the population. That is, the 

inference is judgmental rather than statistical" (Smith & Glass, 1987, p. 228). In 

addition, I used the data from my participants to guide my interviews with Mexican 

nonnalista teachers and to support, interpret, explain, and clarify my findings. 

Fowler (1984) has developed procedures for sampling. Researchers conducting 

surveys first define the sampling frame. The sampling frame is a list of the set of people 

from the population who have a chance of actually being selected. In my study the 

sampling-frame was identified as the following: 

• Mexican immigrants involved in the Project Alianza preparation grant 

programs at the university level in the state of Texas. 

• Mexican immigrant professionals involved in the teacher preparation process 

in the various routes towards certification. 

• Mexican educators involved in the re-certification process to serve as 

bilingual teachers in Texas. 

The next step is to select a sample that is representative of that sampling frame. 

Probability sampling, as opposed to non-probability sampling, involves a sample with the 

probability that each element has of being selected. Simple random sampling is designed 
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to ensure that the essential characteristics of the sample being studied are like those of the 

population from which the sample is drawn. 

Stratified sampling involves dividing the population into strata (levels) and 

selecting samples from within each level. Using the probability sampling procedures, 

such as random and stratified sampling, allows for making inferences to the 

characteristics of the interested population. Also, this allows for the specification of how 

precisely or accurately the sampling represents the population as a whole. Sample 

surveys are unique in that they allow us to estimate population characteristics based on 

this small fraction. However, seldom can researchers achieve perfection in estimating the 

accuracy of population characteristics as noted by Salant and Dillman (1994) in the 

following: 

Surveys always have a certain amount of sampling error (unless all members of 
the population of interests are asked to respond and actually do). Frequently, lists 
from which samples are drawn either include ineligible participants or exclude 
people who should be included. Writing questions that elicit absolutely accurate 
answers is often impossible. And finally, virtually no survey achieves 
participants from every single person in the sample, (pp. 216-217) 

However, to make good estimates based on a survey of the population researchers 

have discussed four critical sources influencing sampling error. Each is reported as 

playing a critical role in making the final product solid and useful; following is a list of 

the items involved in the assurance of minimal error. 

• Drawing a large enough sample of participants, randomly, so that sampling 
error is kept to an acceptable level. 

• Selecting a sample of people in such a way that virtually all members of the 
population in which we are interested have an equal (or sometimes known) 
chance of being selected, thus, limiting coverage error. 

• Writing questions and arranging them in a questionnaire in ways that help 
avoid measurement error. 
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• Obtaining a response rate high enough to lesson concem about nonresponse 
error, (p. 216) 

Another major issue of sampling deals with the size or numbers of responses. 

According to Stevens (1992), the sample must be large enough to accomplish what is 

intended by the analysis, and "perhaps the order of five or ten times the number of 

variables results used." Researchers believe that cases in the sample might be lost at 

several stages of the study, so it is important "to build in redundancy" throughout 

(Gorard, 2001, p. 13). Therefore, surveys may not be retumed or questions may not be 

answered completely. In my study, the small number of variables did not warrant a large 

sample size, mainly because data were also taken from other sources. Redundancy was 

built into the questions by restating questionnaire questions that reflected by research 

questions. The questionnaires were used to canvass the community for Spanish-speaking 

teachers interested in becoming bilingual education teachers. 

In my study, the limitations of convenience sampling with the normalista 

population involved several issues. Initially sampling involves deciding how much 

sampling error is acceptable and therefore, how large the sample needs to be. The three 

specific steps are identifying the population to be surveyed, obtaining an adequate list and 

addresses for the mailing of questionnaires, and then selecting the sample to analyze. 

Unfortunately, sampling is not that easy when dealing with protective identity in political 

charged issues in regards to immigration and homeland security. Hence, nonnalista 

teachers who are recent undocumented immigrants will soon discovery that the 

recertification process is very costly and difficult. All teacher preparation programs and 

the Texas State Board of Educators Certification (SBEC) require documentation of 
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immigration status for admissions to Texas universities, a criminal check for employment 

and entrance to Texas public schools, evaluations of foreign credentials, and immigration 

documentation for permission to take the state licensure test for Texas educators. 

All Mexican educators are required to show proof of immigration status to the 

State Board of Educators Certification for the consideration of becoming certified to 

teach in Texas. Although, many school districts have hired Mexican teachers, this has 

been, only on an emergency or short-term basis as in the hiring of normalistas to teach 

during summer school in June and July (V. Peak, personal conversation, June 2001; 

Vallejo & Garcia, 2001). To this date, normalista teachers who are legally residing in the 

U.S. have spent months gathering the needed paperwork just to begin the process of 

recertification, entering the university or other routes to certification, and seeking 

employment through personnel administrators in Texas public school districts. 

In my study, convenience sampling did not give me a full understanding of the 

population size or that of the total number of the larger population of Mexican educators 

who are currently involved in re-certification. The important issue involving the "power 

of sample surveys is their ability to obtain information from a relatively few participants 

to describe the characteristics of an entire population" (Salant & Dillman, 1994, p. 53). 

It appears that the population of Mexican educators living in the United States is large; 

however, because of various political, educational, and linguistic variables only a small 

number have been successful in pursuing re-certification. This has impacted my 

sampling number. As information continues to be disseminated more Mexican educators 
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will be available to begin filling bilingual teacher education shortages throughout the 

nation. 

I identified eight areas for data collection involving primary and secondary data 

sources (see an explanation of analysis in the following entitled, "data collection."). 

These included the following areas: Open-ended questionnaires, interviews, normalista 

personal artifacts, documents from the Secretaria Educacion Piiblica (la SEP) in Mexico 

City, curriculum materials used in the public schools, coursework materials used at the 

normal schools, manuscripts published by Intercultural Development Research 

Association (IDRA), Project A/ZoHza meeting notes, and updates from the State Board of 

Educators Certification (SBEC). 

Data Collection 

The advantage of using a variety of data collection methods and gathering data 

from a variety of sources is that it allows for triangulation and helps to build a holistic 

view. I looked for pattems, themes, and the clustering of events that continued to cross 

reference to validate what I had found. The following topics emerged from the data that 

are bulleted below. I read and re-read the transcripts from the interviews once they had 

been transcribed to identify major topics that had developed across the data sources. The 

previous identified topics were collapsed into four main themes from all the data sources: 

1. Mexican teacher education and preparation 
• Licenciatura versus Bachelor's degree; 
• Normal School (escuela normal); 
• Social Service (servicio social); 
• Community Service (servicio comunitario); 
• Oral Examination (tesis); 
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• Upgrading of credentials (nivelacion); 
• Staff development (cursos de capacitacion); 

2. Preparation and Standardized Competency Testing (examenes) 
• Deficiency Plans; 
• Entry examinations (TASP); 
• Exit examinations (ExCET); 
• Contrast of leveling courses (nivelacion); 
• Classroom observations (observaciones); 

3. U. S. University Access 
• Dissemination of information; 
• Immigration Status; 
• Credential Evaluation; 
• Prerequisites; 
• Cost; 

4. Teacher-student Mismatch 
• Conceptualization of maestra versus teacher; 
• Teacher creativity (creatividad); 
• Curriculum and materials; 
• Cultural understandings; 

• Language. 

That is, I used the multiple sources to compare data obtained from one source in a 

particular manner (e.g., formal and informal interviews, discussions with participants, 

open-ended questionnaires, meeting notes, historical documents) to data obtained from 

different sources in a different manner in a continuously interactive way. 

Primary Data Sources 

• Data from a 14-item open-ended questionnaire with follow up interviews and 
discussions with participants: 50 questionnaires retumed as a data source (see 
Figure 2 for characteristics of participants). 

• Data from a total of twelve interviews from Mexican normalista teachers over 
a period of three months (June-August 2002) and follow up interview in 
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November 2002; using informal and formal interviews (see Table 3.4 for 
additional information conceming interviews). 

Secondary Data Sources (Supporting Documentation) 

Therefore as qualitative data were analyzed and summarized these findings were 

compared to and/or integrated with the quantitative data before final conclusions were 

drawn. The following sources were used for examining and clarifying data information 

obtained from the interviews and questionnaires. The various primary and secondary data 

sources provided for the triangulation of the data. 

• Data from personal artifacts of the participants' previous preparation program. 
(Importance: Used for visual representations of comments from participants. 
Analyzed based on types of sources, for example: course readings; classroom 
observation surveys; lesson plans; normalista student evaluations; course 
assignments; lists of course offerings; and normalista student generated 
projects.) 

• Documents from la Secretaria de Educacion Publica (SEP) (Importance: 
Used for describing, listing, and underlining preparation programs offered in 
the Mexican escuela nonnal system, see appendix). 

Curriculum materials used in the nonnalista preparation: Escuela nonnal 
Bdsica and Superior: Guia de temas y actividades de trabajo (Importance: 
Used to further develop an understanding of the coursework offered in the 
escuela normal system. Analyzed by outlining course syllabus, activities and 
assignments for each content area course). 

Information used in the preparation of Mexican teacher education from the 
Benemerita Escuela nonnal de Coahuila, entitled "Licenciatura en Educacion 
Primaria, Biblioteca para la actualizacion del maestro, Programa para la 
Transformacion y el Fortalecimiento Academicos de las Escuelas Normales. " 
(Importance: Used to develop understanding the escuela normal system in 
regards to hierarchy and course requirements for each semester. Analyzed by 
outlining course syllabus, activities and assignments for each content area 
course used in the normal school). 
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• Dissemination research materials published by the Intercultural Development 
Research Association (IDRA) and by the Mexican and American Solidarity 
Foundation (MASF). (Importance: Used to document and keep abreast of the 
current research findings dealing with the project. Analyzed to clarify 
research stands, variables, and the technical educational terms used in the 
escuela normal system). 

• Data obtained from grant meeting information and notes generated at the 
Project Alianza grant quarteriy meetings beginning with the February 2001 
meeting to the meeting held in June of 2002. (Importance: Used to document 
and keep abreast of the current research findings dealing with the project. 
Analyzed to clarify research stands, variables, and the technical educational 
terms used in the escuela normal system). 

• Teacher certification updates from the State Board of Educator Certification 
(SBEC) agency pertaining to foreign-trained teacher re-certification in Texas 
from press releases listed online at http://www.sbec.state.tx.us accessed 
throughout the course of analyzing the data from my study. (Importance: 
Used to document and keep abreast of the current research findings dealing 
with certification requirements. Analyzed to identify state and national trends 
and policies dealing with certification of out-of-country credentialed 
educators). 

All the listed secondary data sources help to not only triangulate the data, but also define 

and further explain the information received from the questionnaires and interviews. 

Description of Participants in the Study 

The participants in this study were the 50 individuals who answered the survey 

questionnaire, including those involved with the interviews. The demographic 

information is given for each of the 50 participants involved in the sampling, with regards 

to the native state in Mexican of origin and preparation institutions (see Table 3.2). 
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Table 3.2. State of Origin in Mexico and Education of Participants. 

STATE 

Chihuahua (CHIH) 

Coahuila (COAH) 

Colima (CO) 

Distrito Federal (DF) 

Durango (DGO) 

Guanajuato (GTO) 

Guererro (GRO) 

Morelos (MOR) 

Jalisco (JAL) 

Nuevo Leon (NL) 

San Luis Potosf (SLP) 

Tamaulipas (TAM) 

Puebla (PUE) 

Oaxaca (OAX) 

PREP. 

1 

2 

2 

5 

4 

5 

2 

2 

1 

7 

6 

7 

1 

5 

E.N. 

1 

2 

1 

3 

4 

4 

2 

2 

1 

5 

6 

7 

1 

4 

ESP 

1 

2 

2 

4 

4 

4 

1 

2 

1 

7 

6 

8 

1 

5 

MA 

— 

2 

1 

2 

1 

2 

— 

1 

— 

4 

2 

2 

— 

3 

UPN 

— 

— 

— 

— 

— 

— 

— 

-

-

— 

— 

4 

— 

1 

Categorical information outlines the state of origin and preparation institution, 

including the following: Preparatoria (PREP), escuela normal (E.N.), especializacion 

(ESP.), maestrfa (MA.), and la Universidad Pedgogica Nacional (UPN). This 

information corresponds to the types of schooling involved in Mexico for educators. 

These types of schooling include high school (preparatoria-PREP), teacher colleges 
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(escuela normal-E.N.), specialization in a content area (especializacion -ESP), Master's 

degree (maestria-MA.), and specialized teacher university system (Universidad 

Pedgogica Nacional-UPN). 

Initially, it was believed that perhaps the 68 normalistas that were involved in the 

Garcfa and Gonzalez (1999) study of the Project Alianza grant recipients would yield a 

sufficient number of participants; however, only a percentage resided in Texas. 

Additionally, the project had been discontinued during the 2001-2002 academic school 

year at Southwest Texas State University (SWTSU). A similar situation happened with 

the project held at the University of Texas-El Paso (UTEP), with the grant coordinator 

leaving the university. The remaining numbers of grant participants originated from the 

following grant partners: Texas Woman University (TWU), the University of Texas-San 

Antonio (UTSA), and the University of Texas Pan-American (UT Pan-Am). The 

number of prospective participants totaled to only 22 normalistas. Below a listing of the 

project Alianza partners that were surveyed and involved in the sampling (see Table 3.3). 
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Table 3.3 Project A//anza Possible Sampling Participant Information 

University 
Project 
Partners 

UTEP 

UTSA 

UT Pan-Am 

TWU 

SWTSU 

Texas A&M 
Intemational 

Totals 
(Normalistas) 

-

29 

22 

6 

— 

__ 

Teachers 
On Record 

-

15 

17 

3 

— 

Currently in 
Certification 
Process 

— 

14 

5 

3 

-

The administering of questionnaires while conducting the interviews provided 

collaborative evidence or triangulation and was an additional layer of understanding that 

was already in place when the interviews occurred. Additionally, this helped in 

establishing trust and familiarity, showing genuine interest, assuring confidentiality and 

not being judgmental, which were important elements in building rapport (Glassner & 

Loughlin, 1987, p. 35). The interviews were used to expand, support, and clarify data 

from the questionnaires. As I compiled the information, I began to reflect critically on 

my findings, what I was reading and what I had heard at the university, in the 

community, and throughout the state conceming certification routes for foreign-trained 

individuals. 
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Interviews Participants 

The three participants that were chosen to conduct a series of interviews were 

selected for their particular characteristics rather than at random. They were chosen 

because they represent a particular period of time in the Mexican educational reform 

movement based on the year they had graduated. I interviewed each participant three 

times over a three-month period during the summer months and once in the fall. The 

interviews were conducted in my office after working hours, where the participant felt 

there would be no distractions. I interviewed one participant at a time in a series of three 

interviews each within a one-month period and in the fall of 2002. All interviews were 

conducted in Spanish, with approximately 30 to 90 minutes in length (see Table 3.4). 

Table 3.4. Interview Information 

PSEUDONYMS DATES TIME INTERVIEW TYPE 

1. Janelice 

2. Beatrice 

3. Arcelia 

Friday, June 14, 2001 55 minutes Open-ended 
Saturday, June 15, 2001 65 minutes Structured 
Thursday, June 20, 2001 75 minutes Structured 
Saturday, November 9, 2001 90 minutes Open-ended 

Friday, July 5, 2001 90 minutes Open-ended 
Saturday, July 6, 2001 45 minutes Structured 
Friday, July 12, 2001 90 minutes Stmctured 
Friday, November 4, 2002 30 minutes Open-ended 

Friday, June 21, 2001 90 minutes Open-ended 
Friday, July 19, 2001 90 minutes Structured 
Friday, August 2, 2001 60 minutes Structured 
Friday, November 8, 2001 65 minutes Open-ended 
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The reason that I requested three nonnalista teachers to initially agree to sit 

through a series of interviews after replying to their questionnaires was to clarify 

responses and to serve as a way to further probe into the questions prepared in the 

protocol. I had previously established rapport with these three participants throughout 

my two-year employment at the university. I had counseled and had provided assistance 

to them, which undoubtedly contributed to the extensive and useful data that I received 

from them later. This was a form of member checking (Lincoln & Guba, 1985) and to 

understand the situation of each normalista in the re-certification process in as many 

different perspectives as possible. Such forms of member checking serve to do the 

following: 

• It provides an opportunity to assess intentionality—what it is that the 
respondent intended by acting in a certain way or providing certain 
information. 

• It gives the respondent an immediate opportunity to correct errors of fact and 
challenge what are perceived to be wrong interpretations. 

• It provides the respondent the opportunity to volunteer additional information; 
indeed, the act of "playing back" many stimulate the respondent to recall 
additional things that were not mentioned the first time around, (p. 314) 

By virtue of being identified to participate in the study, all of the interview 

participants were previously prepared in Mexican normal schools to teach children in the 

primary grades. At the time of the study, two (Arcelia and Janelice) of the three had 

completed all certification requirements and had been employed for three years. Arcelia 

has eamed a master's degree from Mexico and has served as an administrator. Unlike 

most of the nontraditional students attending the university, only one (Beatrice) of the 

three participants is a member of the first generation in their family to attend a post-

secondary educational institution. Two (Arcelia and Beatrice) of the normalistas had 
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experience working as a paraprofessional in the public schools prior to receiving their 

own classroom. Arcelia and Beatrice had received a Project Alianza grant for their last 

two years of study. All three former normalista teachers have lived in Texas for at least 

five to ten years. 

All three participants are married, female, and come from a background of 

working class families, including two (Arcelia and Janelice) with parents who were also 

educators. Two of my interview participates have small children. Janelice has one 

toddler and Beatrice has three school aged sons ranging in age from 7 to 9 years, 

including twin boys. All three have supportive spouses. Arcelia's husband is a European 

immigrant who is employed as a professional. Beatrice's husband has a painting 

contracting business and Janelice's husband is also a professional. The participants 

ranged in ages from early thirties to late fifties. As much as possible, I wanted the 

participants to have authority during the informal interview exchange so they would feel 

free "to move back and forth in time—to reconstruct the past, interpret the present, and 

predict the future, all without leaving a comfortable chair" (Lincoln & Guba, 1985, p. 

273). 

Tvpes of Interviews 

In my first interviews with my participants, I used an informal open-ended type of 

interview to establish rapport, using the questions from the questionnaire as a guide in 

which each had previously completed. This allowed each participant time to clarify, 

explain, and focus on the initial demographic background information for the first 
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informal conversational interview. The purpose for using this type of interview method 

in my study can be described in the literature as in the following: 

Informal conversational interviews are used to maximize flexibility to be able to 
pursue information in whatever direction appears to be appropriate, depending on 
what emerges from observing a particular setting or from talking to one or more 
individuals. (Patton, 1990, p. 281) 

The second and third interviews was structured and focused on specific questions. These 

interviews were completed with the use of an interview protocol (see Appendix B) that 

was prepared before the interviews. All interviews were audio taped using two cassette 

recorders and transcribed verbatim. An explanation of the type of interviews was 

explained previously and copies of all interview protocols are included in the appendix. 

In order to focus my questions on the interviews, I kept a copy of my research 

questions with me each time I conducted interviews. These questions provided the initial 

organization for my data. I allowed the questions to guide me but I endeavored not to be 

bound by them, keeping myself open to unexpected phenomena that might occur (Miles 

& Huberman, 1994). 

Unstructured Interviews 

In the first unstructured interviews, I used the "grand tour question," asking them 

to tell me their life stories with the focus on the previous teacher education preparation 

(Spradley & McCurdy, 1972). I let them choose what they wanted to tell, because it 

would give interesting information on how the participants reconstructed their past and 

how they interpreted the questionnaire. 
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Structured Interviews 

Except for the first interview, the rest of the interviews were structured, guided by 

the findings from my triangulation documents, questionnaires, and documents I had 

received from Mexico. I used a protocol with different categories to organize the 

information into a chart with all the responses (see Appendix for protocol). 

Interview Guide and Interviewing 

Principles used in questionnaire development also apply to the development of 

instruments for use in interviews. Although interviews are very time consuming for 

survey research, and therefor more expensive to use as a data-collection method, they 

have several clear advantages over mailed questionnaires. These are the following: 

• In an interview, the response rate is higher than in mailed questionnaires, 

which usually yield low response rates. 

• In an interview, participants are more likely to answer all the questions 

presented because of their personal involvement with the interviewer. 

• In an interview, the interviewer can obtain more meaningful information 

because rephrasing, clarifying and the rewording of questions help to probe in 

obtaining relevant information, and follow leads. 

• In an interview, the rapport that builds with the participants can lead to more 

meaningful information. 

• In using interview, the sample size is usually much smaller. 
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Audio Taping 

I used two tape recorders to audiotape interviews with the Mexican normalista 

teachers. I did this to guarantee and facilitate a clear understanding of the responses that 

were answered using Spanish instead of English in most cases. I transcribed and 

organized the responses in a notebook. I used this technique in order to avoid the 

distraction of note taking and to make the interviews more relaxed and conversational. I 

conducted all the interviews in Spanish; however, English words were sometimes used to 

clarify vocabulary or make comparisons to the U.S. educational system. 

Survey Questionnaire 

The open-ended questionnaire used in my study was administered by mail, 

requiring less expense and time than interviews and observations; and requiring 20-30 

minutes to complete. All of the questionnaires used in the analysis were retumed by 

mail, except one that was retumed electronically. Additionally, all questionnaires were 

followed up by phone calls, including the three face-to-face open-ended interviews by the 

interview participants, used for clarification of responses. This allowed for some of the 

same advantages inherent in the use of an interview, such as the opportunity to establish 

rapport with my participants, further explain the purposes of the study, and clarify 

individual items to gain additional knowledge. I received a total of 50 questionnaires 

including the three questionnaires that were also completed by my interview participants 

that were submitted before the first interview. 
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In developing the questionnaire, the general guidelines were to construct the 

questionnaire to be brief, and as easy to respond as possible. The last question was 

similar to an "other" category type question used in some closed ended questionnaires 

where a space is provided for the respondent to write in a response not anticipated or to 

include some important information that was not addressed in the previous items. The 

fact that the forniat was unstructured allowed the respondent complete freedom of 

response; this provided greater depth of response and permitted insight into the reasons 

for responses. The questionnaire construction process involved several steps, which 

include the following: 

• Reviewing the relevant research literature related to previous studies; 

• Writing the questions guided by previous studies; 

• Revising and editing the English version, then translating the items to 

Spanish; 

• Revising and editing the Spanish version of each item; 

• Combining the English and Spanish version for my questionnaire; 

• Pilot testing the questionnaire with my students for checking the content, 

question information, and Spanish translation of each item; 

• And finally submitting the document to the human subject's board for 

approval. 
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Field Testing the Questionnaire 

My questionnaire was partially based on a previous study conducted by Ana 

Garcfa and Josue M. Gonzalez (1999) that was used to gather information in a 

comparison study of university students from the Project Alianza grant initiative in Texas 

and Califomia. The piloting of various items from this previous questionnaire provided 

a vehicle for the improvement of the quality of my instrument. Additionally, I was able 

to relate the previous findings to my study, which provided the careful assessment of the 

information. 

Questionnaire Content 

Individual items for the questionnaire were constructed according to the following 

guides. The first rule was that each question would deal with a single concept and 

worded as clearly as possible; therefore, any term or concept that might have seemed 

difficult to understand or different for those in the sampling group were therefore 

highlighted and defined. Second, no leading questions were used suggesting that only 

one response was more appropriate than another response. Next, touchy or personal 

questions in which the respondent might not reply honestly were avoided. 

The questionnaire's major topics, for Part I are addressed in the following items; 

the educational background, the type of certification they had experienced in the U.S., 

prior teaching experience, number of years teaching, and the total number of years living 

in the U.S. Other related topics were used for the construction of a general profile of 

survey participants, including questions about the origin and place where they had 
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received their teaching credential. The second part of the questionnaire involved specific 

information conceming their previous schooling and their re-certification process. The 

items included the types of initial certification programs, information about certification 

in the native country, certification requirements for becoming a bilingual teacher in 

Texas, and areas to be address for future studies. Overall, the main focus for data 

collection involved teacher preparation issues in both the native country and in Texas. 

See appendix for examples of questionnaire questions and written responses. 

Questionnaire Format 

The questionnaire format consisted of open-ended and closed-ended questions. 

Part I of the questionnaire, the "personal profile" section for acquiring participant 

demographics was comprised of a closed-ended six questioning format. The question 

structure involved a closed-ended with ordered choices type format. Closed-ended 

questions with ordered answer choices tended to be quite specific. Hence, these types of 

questions are less demanding for the respondent and much easier to code and analyze 

than open-ended questions. The distinguishing feature of this kind of question is that each 

choice represents a gradation of a single concept. Participants were required to find the 

most appropriate place on the continuum or from among the complete range of possible 

choices that were provided. The format was not based on multiple-choice questions as in 

most questionnaires. 

Part II of the questionnaire was comprised of open-ended questions encompassing 

a discourse structure moving from general to more specific questions used to interpret 
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responses from the previous section. This provided an avenue for clarification. Open-

ended questions do not always provide choices from which to select an answer. Instead, 

participants must formulate an answer in their own words. This type of question takes 

the least amount of effort to write, but may have several major drawbacks that I also 

considered. However, the format made it possible to gather qualitative information, for 

discovering new variables in responses, and for influencing future questions used in my 

interviews. The utilization of open-ended questions was invaluable in the eariy phases of 

conducting the interviews because of what was discovered from how participants 

answered the questions. Perhaps in the future these findings should be addressed and 

incorporated in the development of closed item questions used in another questionnaire 

with this population. 

Analyzing the Data 

In analyzing the data, I used descriptive analysis to report in frequencies, the 

actual number responding in a certain way, and the category as recorded in percentages. 

According to Guba (1978), when focusing analysis of qualitative data one must deal first 

with the problem of "convergence." In other words, the problem of convergence is 

figuring out how to fit together items that lead to the classification system for the data. 

Analyzing the Findings and Addressing Credibility 

Lincoln and Guba (1985) suggested that regularities represented pattems to be 

sorted into categories that could be judged by two criteria, these included the following: 
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intemal homogeneity, and extemal heterogeneity. First, intemal homogeneity is used to 

determine to what extent the data belonging in a certain criteria "dovetail" in a 

meaningful way. The second criteria, extemal heterogeneity is more involved with the 

extent to which differences among categories are obvious or clear. According to Guba 

(1978), "the existence of a large number of unassigned or overlapping data items is good 

evidence of some basic fault in the category system" (p. 53). 

Testing for completeness involves several issues, such as the following: intemal 

and extemal plausibility, reasonably inclusive, reproducible by another, and credible to 

the participant or respondent. Prioritizing is therefore important in developing the 

category systems and done according to "the salience, credibility, uniqueness, heuristic 

value, feasibility, special interests, and materiality of the classification schemes" (Patton, 

1990, p. 404). Lincoln and Guba (1985) addressed the importance of understanding the 

naturalistic inquiry paradigm as the focus of credibility. Whereas, Miles and Huberman 

(1984) focused on more rigorous techniques for data analysis as the best way to enhance 

credibility and applying traditional research criteria and logical positivist assumption to 

qualitative analysis. According to Patton (1990), the "credibility of qualitative inquiry is 

especially dependent on the credibility of the researcher because the researcher is the 

instrument of the data collection and the center of the analytic process" (p. 460). 

Dealing with Nonresponse 

In reality, not everyone to whom you send a questionnaire is going to retum it. 

Some recipients have no intention of completing it, others mean to but put it off so long 
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that they either forget it or lose it. It is for this later group that follow-up activities are 

primarily conducted. The subjects who responded may be different in some systematic 

way from those who did not respond. They may be better educated, feel more strongly 

about the issue, or be more successful. Successful normalista teachers tended to respond 

more than unemployed normalistas or those employed as teaching assistants or substitute 

teachers. 

Initially, the importance of selecting a sample that represents the sampling frame 

involving the criteria for participation becomes the main issue of nonresponse who may 

not have differed significantly from those who responded. Other issues are raised 

involving this occurrence. According to Smith and Glass (1994), they suggested that 

when response rates are less than ninety percent even if it appears that response rates 

might be low, surveys would be more valid and useful if the sample size were reduced 

and more energy was used in obtaining higher response rates. 

Initially, I consulted the sampling frame or list of criteria for the set of individuals 

from the population who had a chance of actually being selected for the study. The list of 

those who were selected, the participants who answered the questionnaire from the roster 

and finally, those who did not respond were analyzed enhancing the validity and 

credibility of the analysis. 

One issue I considered was that open-ended questions can be very demanding for 

participants whenever individuals are asked to recall past experiences or discuss issues 

they may not have considered recently or at all. Several of my participants voiced this 

issue when questioned about the specific number of hours of observations or field 
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experience they were required to have in the normal school preparation. Although they 

were still able to recall and describe specific information to address each question not all 

were able to recall quantitative information, such as the exact number of courses per 

semester, or the number of classroom observation hours, etc. 

Second, open-ended questions typically produce many different responses and 

only a few mentions of any one topic. Although this may be true, my questionnaire was 

very specific and involved individuals who where currently and actively seeking re

certification which narrowed the focus for the questions. Third, open-ended questions 

many times do not accurately provide consistent information across the whole sample. In 

the case of my results most of the information was consistent. Triangulation with 

interviews supported and explained in greater detail presumed inconsistencies. 

Additionally, open-ended questionnaires tend to require an enormous amount of time to 

prepare for later entry into a computer and are more difficult to code. Some of the 

reasons for nonresponse are included in the following: 

• Questionnaires were retumed with no forwarding address (24). 

• Those in the first-wave of questionnaires were mailed during the summer 

months and were never completed or retumed (18). 

• Many potential participants later voiced that they had little knowledge of how 

to pursue the re-certification process; therefore, believed that they would be 

unable to participate in the study or fully complete the questionnaire (8). 

• Various non-participants were uncomfortable with including personal 

information because of their immigration status (5). 
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• Many non-participants had no previous teaching experience, had little 

knowledge of the teacher preparation program in Mexico, or did not fit the 

sampling profile (10). 

• Some were no longer pursuing teacher certification and currently involved in 

other types of employment and had no knowledge of re-certification 

procedures in the state (2). 

• Others contacted me and expressed a need to meet with me personally to fully 

explain the issues addressed in the questionnaire. These participants believed 

that the questionnaire seemed too limited or did not fully address the 

participants' particular situations (10). 

• A few non-participants, out of frustrations, voiced that the cost, the state's 

testing requirements, and their lack of English language proficiency had 

stalled their progress in the re-certification process and chose not to 

participate. These individuals further consulted with me for guidance in 

proceeding with certification requirements (5). 

• Project Alianza partner universities who did not respond were involved in a 

number of restructuring processes, such as the programs at Southwest Texas 

State University (0) and Texas A&M Intemational University-Laredo (0). 

The hiring of a new coordinator at UTEP (El Paso)(0) created difficulty in 

gaining access to a list of students. Also, other university partners did not fit 

the profile of Texas certification requirements, as in the case of Arizona State 
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University (0), Califomia State University-Bakersfield (0), and CSU-Long 

Beach (0). 

To increase response rates a great deal of emphasis was placed on obtaining 

acceptable responses so that results would adequately represent the defined population. 

It was necessary to take additional measures to raise the response rates. To increase the 

response rate, I initiated a special telephone follow-up to the non-participants. 

According to Fowler (1984), a 75 percent success rate is a rule of thumb, but even with a 

75 percent response rate, it is important to consider whether nonresponse bias was a 

serious problem in the response rate. My response rate was 66.4 percent, but 

Nonresponse bias was not a serious problem because those individuals who did not 

response did not meet the population criteria. 

A common flaw in survey research, particularly in second language survey 

research is to ignore sources of error other than sampling (Johnson, 1992). As listed 

above, nonresponse can be a major source of error if those who do not respond differ in 

some important ways from those who do. For this reason, it is imperative to compare the 

responses of those who responded immediately to those who responded later or only after 

follow-up measures are implemented. My study of response bias allowed me to conclude 

that the results were not likely to be biased due to nonresponse. 

Seldom have researchers achieved perfection in estimating the accuracy of 

population characteristics. In my experience with identifying nonnalista teachers, I 

originally thought it would be a simple process. It would seem that the term "nonnalista 

teachers" applied to only Mexican teachers; however, in fact all the Latin American 

171 



countries at some point in their history have used the normal school system to prepare 

their teachers. Latin American preschool and primary school teachers are referred to as 

"normalista" teachers. 

Follow-up Information 

Additional background information that I gathered was based on the introductions 

and brief discussions conducted with various participants prior to or after receiving the 

questionnaires. In most cases, the participants phoned as a follow-up or to inquire if I 

needed any further clarification. I was extremely touched by their generosity to offer 

assistance and encouragement during my study. Some participants voiced their concems 

about the limited space available in which to completely answer the questions. This was 

evident based on the condition of some questionnaires that were retumed with 

handwritten notations on the back pages or arrows as an indication that the answers were 

continued on the back or bottom of the pages. 

Therefore, key issues that surfaced from brief conversations from participants 

were first directed to the limited space available for answering each question. The 

majority of the participants were more likely to keep their answers short in attempt to fit 

their response in the space or provide a listing instead of a narrative type answer to each. 

Those who continued writing on the back pages were individuals who had been more 

successful in the re-certification process, had the most information to share, or expressed 

a need to voice their frustration by delineating a long list of procedures, requirements, 

and prerequisites. Second, in regards to conducting the interviews while continuing to 
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receive the questionnaires in the mail during the various waves, this helped to clarify my 

probing interview questions. That is, some of the responses to the questions, for example 

included specialized vocabulary or terminology that I was unfamiliar with dealing with 

teacher preparation. My interview participants were able to clarify or expand on several 

topics that seemed confusing as 1 read the responses from the questionnaires. 

Third, although each of the open-ended questions on the questionnaires was 

provided in Spanish followed by the English translation many responded to the items in 

English as if directing their answers specifically to me. Participants that responding to 

the questionnaire in English may have thought that this would in someway provide 

evidence of their biliteracy in Spanish and English. 

In most cases, the participants who answered in Spanish instead of English 

seemed to thoroughly answer the questions in depth, giving clear information by 

providing feedback and expressing their concems. Whereas those who responded in 

English gave more facts answering the question in a "politically correct" way, these 

tended to be current students who were more comfortable responding in English or more 

fluent in the language. Although, none of my students participated in the study, six of the 

participants were past grant recipients; therefore, they were more apt to offer assistance 

and suggestions. 

Those who acknowledged me as an authority on the subject of certification routes 

contacted me to inquire about the availability of grant money or to ask about immigration 

issues, employment availability, or various questions regarding degree plan requirements 

or testing procedures. Additional inquiries were addressed to me through e-mail or by 
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telephone; consequently, I did exclude a few questionnaires from those who did not fit 

the profile. Also, twenty-four of the questionnaires were retumed because of no 

forwarding address. The following outlines the data based on the responses from each 

question, beginning with demographic information from Part I the personal profile. 

Trustworthiness 

To establish the goodness, or trustworthiness, of my study I followed the criteria 

set forth by Guba and Lincoln (1982). These criteria are the following, credibility 

(intemal validity), transferability (extemal validity or generalizability), dependability 

(replicability or reliability), and confirmability (objectivity). It is important to establish 

the data generated and the analysis provided as trustworthy. Certain data generation 

activities can increase the likelihood of obtaining information that will lead to credible 

explanations of phenomena. According to Lincoln and Guba (1985), "prolong 

engagement, persistent observation, and triangulation.. .member checking" can lead to 

produce accurate data used to reconstruct plausible interpretations of these events (p. 

301). The table that follows compares traditional research with naturalistic inquiry by 

conceptualizing the information compiled from the literature (see Table 3.5) to judge the 

quality of the inquiry (Eriandson, Harris, Skipper, & Allen, 1993, pp. 29-30; Guba & 

Lincoln, 1994, pp. 105-117; Lincoln & Guba, 1985, pp. 189-331). 
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Table 3.5 A Comparison of Trustworthiness in the Types of Research. 

Traditional Research 

Intemal Validity 
Causal Relationship 

Extemal Validitv 
Generalization 

Reliability 
Predictability 
Consistency 

Objectivity 
Experimental 

Naturalistic Inquiry 

Credibility 
Prolong Engagement 
Triangulation 
Peer Debriefing 
Member Checks 

Transferability 
Purposeful sampling 

Dependability 
Credibility 
Confirmability 
Audit Trail 

Confirmability 
Member Checks 
Audit trail 

Credibility 

Credibility pertains to how research findings match reality. Credibility is the 

"goodness" of the relationship between the data generated and the occurrence the data 

represent. The truth is co-constructed from the realities of the researcher and the 

participants of the study (Eriandson et al., 1993). Credibility is established by securing 

the support of all the participants. These strategies include triangulation, member 

checking, and peer debriefing. According to Merriam (1998), "one of the assumptions 

underlying qualitative research is that reality is holistic, multidimensional, and ever-
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changing, it is not a single, fixed, objective phenomenon waiting to be discovered, 

observed, and measured as in quantitative research" (p. 202). Merriam (1998) noted in 

the following: 

Human beings are the primary instruments of data collection and analysis in 
qualitative research. Interpretations of reality are accessed directly through their 
observations and interviews. We are thus 'closer' to reality than if a data 
collection instrument had been interjected between the participants and us. 
(p. 203) 

First, credibility was important to me because I wanted to match the information 

that my participants were presenting to me with the realities of the procedures involving 

the certification process. It was important to document the information involving this 

multidimensional process to report the findings in a concise matter for future normalista 

teachers. Second, because since this issue of certifying foreign-trained educators is a 

relatively new venture for the state, it was important to have current information of the 

changing realities of the bureaucratic network. Third, it was important to match the 

reality of the historical context in which my participants' responses were based with 

Mexican education reform movements that have influences teacher training in order to 

fully analyze the data correctly. Finally, it was important for me to stay current with the 

certification reforms in Texas with foreign-trained teachers to understand how this 

process influenced the re-certification success rate of Mexican normalista teachers. 

Triangulation 

This is a procedure use to establish the fact that the criterion of validity has been 

met and for checking the integrity of the inferences draw in the analysis of data (Denzin, 

176 



1989). There are several ways to triangulate information that strengthen a study design 

in a combination of methodologies. Triangulation involves "multiple and different 

sources, methods, investigators, and theories" (Lincoln & Guba, 1985, p. 305), and 

improves the likelihood of generating data that will lead to credible analysis. I used 

multiple data sources and multiple methods to reveal multiple aspects of a single 

empirical reality. This approach assumes that "there is an overwhelming need for a 

single set of standards by which the methodological act can be evaluated" (Denzin, 1978, 

p. 339). 

Another major assumption for the use of triangulation involves research as a 

"discovery process designed to get at an objective truth that may be systematized as a 

formal theory of social structure and process" (Miller, 1994, p. 25). I used triangulation 

to verify the information from the various data sources allowing for the constmction of 

the questions using interviews with members of the study, data from the questionnaires, 

and secondary data sources to verify previous understandings. In addition to 

triangulation, member checks were also used in my study. 

Member Checks 

Member checking may also be referred to as respondent validation for one 

interview to the next one. This is a sociological term for accessing feedback from 

participants pertaining to the findings, "whereby data, analytic categories, interpretations, 

and conclusions are tested with members or stake holding groups from whom the data 

were originally collected" (Lincoln & Guba, 1985, p. 314). This is used for corroborating 
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or verifying findings or for ensuring confirmability. Whenever there was disagreement 

between one of my participant and my analysis then I had to do further checking using 

the various sources and member checking with the other participants to explore the nature 

of the disagreement. Second, implementing member checking was taken into account 

with the assumption that researcher effects must be minimized. I wanted to guard against 

doing anything that would influence participants or change their behaviors or opinions. I 

gave my participants multiple opportunities to determine the accuracy of the data 

analysis. I communicated with my participants, summaries of my interpretation of what 

they said during the current and previous interview. 

Member checking allowed my participants to make the needed corrections in their 

previous interviews, to clarify their questionnaire responses, and to become informed of 

what I was saying about them in my analysis. According to Lincoln and Guba (1985) 

member checking is important in the followings ways: 

• Provides the opportunity to assess intentionality—what it is that the 
respondent intended by acting in a certain way or providing certain 
information. 

• It gives the respondent an immediate opportunity to correct errors of fact and 
challenge what are perceived to be wrong interpretations. 

• It provides the respondent the opportunity to volunteer additional information; 
indeed, the act of "playing back" may stimulate the respondent to recall 
additional information, (p. 314) 

A final member check is essential after the data are analyzed and findings are 

represented in a report (Lincoln & Guba, 1985). Participants reviewed the final analysis 

in order to provide concluding feedback. According to Lincoln and Guba (1985), final 

suggestions made during the final review should then be incorporated into the report 
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because member checking is a precaution taken so that the researcher correctly interprets 

the participants' perspectives. 

Peer Debriefing 

Peer debriefers provide multiple perspectives about the data generated for the 

researcher. The peer debriefer's role is to ask questions that encourage multiple 

interpretations, clarify meaning, and question the researcher's conclusions. This person 

also supplies positive interpersonal support for the researcher during the investigative 

process. Both the peer debriefer and the researcher keep notes that will serve as an audit 

trail throughout the investigation (Lincoln & Guba, 1985). 

During the study, a colleague provided me with feedback on a weekly basis. I 

met with my peer debriefer to receive input about my questions and my interpretation of 

the information. We would discuss issues dealing with my working hypothesis, the 

analysis, and what to investigate next. The feedback I received allowed me to see when 

my biases were leading the investigation. The support was undeniably crucial to the 

process of my study. 

Transferability 

The second criterion for trustworthiness is transferability that is the degree to 

which the findings of one study can be applied to other situations (Guba & Lincoln, 

1982). Because this study focused on nonnalista teachers from Mexico involved in the 

certification process for teaching in Texas bilingual education classroom, the study was 
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limited to only individuals seeking re-certification. Readers will have to decide how this 

information can be applied to other situations or persons and with other foreign-trained 

teachers. 

Dependability 

The third criterion for trustworthiness is dependability, which refers to the extent 

to which the same research findings will be found in similar situations. The "goodness" 

of an inquiry is also judged by its "consistency"... stability or accuracy" (Eriandson et al., 

1993, p. 34). A key point of "dependability" is that changes in results can be explained 

by tracking variances to a specific source. For example, if I would conduct another 

interview with Janelice about her introduction that yielded different results, the source of 

the variance in my interpretation might be tracked to my reflexive journal notes, notes 

from speaking to my peer debriefer, or my interview transcripts. The "audit trail," or the 

documentation of the incidents and processes of the research, provides a means for an 

extemal check on the dependability of the data (Eriandson et al., 1993, p. 34). 

Audit Trail 

As raw data are generated, notes are kept and reflections on process and product 

are recorded during the study (see Appendix for excerpt from reflexive joumal notes kept 

during the study). Materials such as notes and joumals provide an audit trail that can be 

followed and audited for trustworthiness, especially in term of dependability and 

confirmability. The documents that comprised the audit trail for my research were 
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interview transcripts, questionnaires, e-mail messages from participants and committee 

members, computer printouts from the various secondary sources, handwritten notes and 

diagrams I used to organize the data into tables, meeting notes with participants, agendas 

from the Project Alianza meetings and notes, follow up information from various sources, 

phone log of voicemails, and conference notes and handouts, and information from web 

sites dealing with certification updates. All of these documents had a direct relationship 

to my research topic of interest. 

My reflective joumal housed my lists, notes, diagrams, conceptual maps, and 

various questions I though needed to be asked. I documented all stages of the 

management and manipulation of information that was required to gain further insight 

into the data to establish an audit trail. Although the last phase of research should include 

an extemal audit (Eriandson et al., 1993), due to constraints on resources, such as time 

and money, an extemal audit was not part of this research. However, my peer debriefer 

did provide useful insights and asked crucial questions during the length of the study and 

was able to give me feedback conceming my audit trail on a regular basis. Notes from 

meetings with my peer debriefer were also kept in my joumal. 

Confirmability 

Finally the last criterion for trustworthiness deals with confirmability that is 

concemed with the objectivity of the data (Guba & Lincoln, 1982). Confirmability is an 

element of trustworthiness that allows scrutiny of the sources of the data so that the logic 

of the researcher's interpretations and conclusions can be followed by an extemal check. 
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To achieve confirmability, I used triangulation with several sources of data supporting 

another. 

The data themselves should be "confirmable" by virtue of the sources they 

represent. It is crucial that the data themselves confirm the findings of inquiry. 

Confirmability was achieved in my study by the use of documents from the normal 

school in Saltillo, Mexico, curriculum materials from the Secretaria de Educacion 

Piiblica (SEP), certification updates provided online from the State Board of Educators 

Certification (SBEC), and from Project Alianza meeting notes. It is also assumed that the 

researcher brings individual perspectives to the study. Consequently, I included 

reflective comments in my joumal of my notes in order to uncover my own underlying 

biases, implicit assumptions, or prejudices about the context and problem (Bogdan & 

Biklen, 1998). To summarize what I did to ensure confirmability, I conducted the 

following: 

• I used triangulation or multiple measures of data collection from primary and 

secondary sources. 

• I used multiple methods of analysis, such as open-ended questionnaires or 

survey research to collect demographic data and information from my 

participants. 

• I used interviews as another data source and member checking with each 

additional interview to clarify meanings. 

Categories were derived from the list of topics that emerged from the data. These topics 

were collapsed into the themes that surfaced from the data. 
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Ethical Considerations 

According to Bogdan and Biklin (1998), two ethical issues must be considered in 

research with human subjects: the informed consent and the protection of subjects from 

harm (see Appendix A). Informed consent ensures that research subjects enter research 

projects voluntarily with full understanding of the study and the obligations that are 

involved. Protection is assured by concealing the identity of the participant. In all 

written reports, pseudonyms were used for participant's names. 

Several steps were taken to ensure confidentiality. First, in the consent form a 

statement was included to the effect that all responses would be kept confidential. 

Second, every effort was made to protect participants' privacy by conducting the 

interviews after hours in my office, when staff members had left for the day. None of the 

interviews were discussed with persons not related to the study. Additionally, findings 

and results will never be presented in a way that could reveal data from an individual 

respondent. Third, respecting all potential participants who decided not to take part in the 

questionnaire was important. Although great effort was made to convince potential 

participants of the study's importance and of the value of their contributions for the 

study's recommendations and conclusions, my ethical responsibility was to respect those 

who chose not to respond. 

I encouraged the participants to respond in the second wave of mailing by using 

phone calls as reminders if they had forgotten; however, in the final analysis I decided to 

stop before becoming potentially coercive. One partner university's Project Alianza 

grant recipients chose not to respond because of the already over saturation of research 
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conducted at their university with these same issues. Finally, ten of the participants chose 

to conduct the survey over the phone and one via e-mail. Writing up findings from 

interview data was itself an analytically active experience. 

Data Analysis 

Methodology authorities have made distinctions between the various types of 

philosophical orientations for qualitative research (Asmussen & Creswell, 1995; Bogdan 

& Biklen, 1992; Creswell & Urbon, 1997; Glesne & Peshkin, 1992; Guba & Lincoln, 

1988; Stake, 1995; Strauss & Corbin, 1990; Tesch, 1990). Researchers approach their 

studies with a "paradigm or worldview," that is "a basic set of beliefs or assumptions that 

guide their inquiries" (Creswell, 1998, p. 254). These philosophical orientations include 

ontological, epistemological, axiological, rhetorical, and methodological. I used 

Creswell's (1998) worldview or orientation to "rely on views of my participants and 

discuss their views in the context in which they have occurred to inductively develop, 

from particulars to abstractions, ideas in this study" (p. 254). Rather than adhering to the 

ideal of letting the data "speak for them selves," I attempted to document their meaning-

making processes as the my participants responded to the questionnaires to further 

answer my research questions. 

My reporting does not attempt to summarize or organize what the interview 

participants have said, but my endeavor was more of an attempt to show the readers what 

is occurring with this population of individuals in the certification process. The narrative 
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dramas that were conveyed by my participants, increasingly mirrors the interviewed 

population. 

Types of Data Analysis 

Decisions of how to analyze text and the various forms of generated data require a 

challenge to most researchers (Creswell, 1998). Representing the information in tables, 

in compiled lists, including figures and matrices, and the narrative form was also a 

formidable task. The following is a listing of the types of data analysis used in my study. 

• General review of all the information -A complete review of all the generated 

information was done to obtain an overview of the data (Agar, 1980; Patton, 

1980; Tesch, 1990). Transcripts and questionnaires were re-read in their 

entirety and units of texts were stored on computer files, copied onto diskettes, 

figures and artifacts were scanned onto computer files, and hard copies filed 

in color coded loose leaf notebooks. 

• Taking notes -Written findings in the form of memos, comments, passages in 

notes, and reflections were used as an initial sorting out process (Huberman & 

Miles, 1994). 

• Getting feedback on ideas -The initial summarizes of interviews and 

anecdotal notes from phone conversation with participants were used to obtain 

clarification and feedback (Bogdan & Biklen, 1992). Key words and 

metaphors used in the Spanish language by the participants in the study were 

expanded and defined to fully understand the meaning of the data. 
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Descriptive Analysis - Often reported in frequencies (the actual number 

responding in a certain way) and percentages. These descriptive statistics are 

numbers that summarize the data. For example, "Only 30 percent of the 

normalista surveyed had completed the re-certification process." This type of 

analysis was used in the demographic information collected from questions 1 

through 6 of the questionnaire. 

Demographic information that 1 developed into tables for making 

comparisons, contrasts, and to visualize the information in graphic 

representational form. 

Reduce information - The data that I developed, categorized, and sorted into 

themes. First, the interviews that I transcribed and filed as word documents 

in the following ways: (a) by each interview, (b) by each participant, (c) by 

topic that surfaced, and (d) by themes. Second the data from the 

questionnaires that I gathered and typed on word documents in the following 

ways: (a) by individual questionnaires, (b) sorted by question; (c) 

demographic information was compiled into table formats; (d) sorted by 

topics that surfaced; and (e) sorted by themes that had emerged. Third, data 

from secondary sources were copied, summarized and typed onto word files, 

and catalogue in binders. New information for each source was added 

throughout the study. Information form web sites, grant meeting, conference 

sessions, and professional presentations were added to each binder 

corresponding to the area of emphasis for each secondary data source. Coding 
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and analysis of the secondary sources followed the same format as interviews 

and questionnaire data. A preliminary "count" of the frequencies was 

determined by counting how frequently certain codes appeared in the word 

document (Huberman & Miles, 1994) for all typed of coding in all types of 

data sources. 

• Relating categories -Huberman and Miles (1994) discussed factoring and 

relating variables to develop a chain of evidence which is a procedure found 

in grounded theory research (Corbin & Strauss, 1990). Categories were 

crossed matched with each of the data 

• Analytical Frameworks -Wolcott (1994b) discussed contextualizing the data 

in a theoretical framework from the literature. In my study, the research 

questions focused by investigation and guided my date analysis. The 

literature review was instrumental in consulting with previous findings in 

regards to bilingual education teacher preparation and the Mexican education 

system. The theoretical frameworks that were contextualized throughout the 

study help to interpret the findings using research theories. 

The next step was to step back and reflect to form larger meaning of what was 

going on in the process of re-certification. Data interpretation was an overwhelming 

process, making sense of the data, the "lesson leamed" as reported by Lincoln and Guba 

(1985). Analyzing involves taking the narrative text apart, looking for themes, finding 

the categories, organizing the data based on insights, and allowing the data to surface by 

relying on the original research questions. I developed a graphic organizer using my 
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questions, themes, and literature review to make sense of how all the pieces in my 

literature review and data sources combined to develop the theoretical frameworks (see 

Appendix D for graphic organizer). 

Steps in Analyzing the Data 

The data analysis and write-up was a ten-step process. The ten steps are listed in 

the following: 

1. Transcribing each of the questionnaires into separate word-processing files, 

2. Combining the questionnaire information into files for each question, 

3. Constructing tables for each question to analyze the data, 

4. Transcribing the interviews, 

5. Reading and categorizing the data, 

6. Examining what was said and what was left out, 

7. Consulting other data sources for triangulation, 

8. Re-reading each interview transcript and re-categorizing the data, 

9. Making connections and mapping data across the questionnaires, data sources, 

and the interviews for all three cases, 

10. Writing and editing the analysis. 

On-going analysis 

I was excited to receive the retumed questionnaires. Usually the same day I 

received them I would enter the data on a separate word document and save the data on 
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both my computer and a backup diskette. All the questionnaires were numbered as I 

received them and entered as numbered files. I began to identify topics and a personal 

profile began to emerge of each of the participants. The data was developed, categorized, 

and sorted into themes. The raw data was transcribed and filed as word documents in the 

following ways: (a) by each interview, (b) by each participant, (c) by topic that surfaced, 

and (d) by themes. 

Step 1: Transcribing the Questionnaires 

As I received each questionnaire, I created a word document by copying the 

written responses on a blank questionnaire that 1 copied to create separate word 

documents for each questionnaire. Then I consolidated all the answers for each question 

together in one file. 

Step 2: Combining the Questionnaire Information into Files for each Question 

The responses from the Part I were consolidated in separate word documents then 

a separate chart was developed using all the responses. Second the data from the 

questionnaires were gathered and typed on word documents in the following ways: (a) by 

individual questionnaires, (b) sorted by question; (c) demographic information was 

compiled into table formats; (d) sorted by topics that surfaced; and (e) sorted by themes 

that had emerged. Then, the responses from Part II, questions #7-14 were copied onto a 

separate word documents and saved on disc on my computer as separate file. This 

allowed me to view all the response in one document for analysis. Tables that are 
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discussed in the next chapter were developed and then copied onto Chapter III, to give a 

visual representation of the data for the reader. 

Step 3: Constructing Tables for each Ouestion 

Organizing the data in table form provides the reader a visual to find trends or 

describe the types of response in a qualitative form. However, I was not concemed with 

numbers, but more with finding commonalties within the sampling population. See 

findings in Chapter IV for Tables 4.1 to 4.10 for data analysis. 

Step 4: Transcribing the Interviews 

Deciding what to transcribe is a form of analysis (Dey, 1993). I decided to make 

full verbatim transcriptions of all interviews, in the actual language (Spanish and 

English). Code switching merely is used for emphasis or to clarify meaning and the 

amount of English used in the interview indicates that the participant believes that the 

person conducting the interview has a preference for a certain language. In my case most 

of the interviews were conducted totally in Spanish; however, when the normalista 

wanted to make sure I understood the concept or whenever introducing new vocabulary, 

it was done for clarifying and defining the word. 

Step 5: Reading and Categorizing the Data 

I transcribed the interviews after each session to help me generate and form 

questions for the next interview. 1 documented verbatim on a legal pad what was said 
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each time and used my notebook to clarify certain phrases or words. In this next step, I 

used a more formal analysis that was on going and quick. Next I read through the notes 

identifying terms that I was sure of the spellings. I used a Spanish/English dictionary to 

check my understanding based on my written word and those found in the dictionary, 

similar definitions. I compared each interview with the previous interviews. Topics that 

began to surface from the entire data set, including documents and questionnaires were 

the following topics: 

Licenciatura versus Bachelor's degree (titulo); 
Normal School (escuela normal); 
Social Service (serxncio social); 
Community Service (servicio comunitario); 
Employment opportunity (plaza); 
Immigration (emigracion); 
Oral Examination (tesis); 
Normal Schools (escuelas normales); 
Leveling Classes (cursos); 
English Classes (cursos de Ingles); 
Qualifying Tests; 
Licensure Testing; 
Entrance Testing (TASP, TOEFL); 
Exit Testing (ExCET, TExES, TSE, TOPT); 
Mexican Oral Examination (tesis); 
University Coursework (universidad); 
Classroom observations (observaciones); 
Social Service (servicio social); 
Community Service (servicio comunitario); 
Oral Examination (tesis); 
Employment opportunity (plaza); 
Immigration (emigracion); 
Teaching and Curriculum Materials; 
Dissemination of Information; 
Immigration Status; 
Cost; 
Conceptualization of maestra versus Teacher; 
Teacher Creativity (creatividad); 
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Cultural understandings; 
Language; 
University Upgrading Courses (cursos de capacitacion); 
Upgrading of Credentials (nivelacion); 
Staff Development (cursos de capacitacion); 
Deficiency Plan; 
English Proficiency (Ingles); 
Credential Evaluation; and 
Prerequisites. 

Since I decided not to use the qualitative analysis software because all the 

transcripts were in Spanish, except one, I had to cut-and-paste the data myself on my 

word processor. After reading all the questionnaires, notes, documents, and interview 

transcriptions, I identified with blocks of data and assign them to their proper category. 

These are called "excerpt files" that were electronically saved in files with the correct 

name (Dey, 1993). Multiple categories were possible because the data in each category 

were not exclusive, the categories that surfaced from the topics includes the following: 

1. Certification Procedures in Mexico, 
2. Certification Procedures in the U.S., 
3. Re-certification for Nonnalistas in the U.S., 
4. Testing (exdmenes), 
5. Mexican Teacher Preparation Procedures, 
6. Mexican Normalista Teacher Issues, 
7. Barriers to Re-certification, 
8. Teacher-student Mismatch, 
9. Mexican Re-certification, 
10. U.S. Re-certification. 

Step 6: Examining What Was Said and What Was Left Out 

I tried to examine what was left out in the responses. According to Coffey and 

Atkinson (1996), narratives are "shaped and told according to connections and cultural 
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understanding" (p. 77). For example, Janelice told me that she was a veterana (veteran), 

did not remember all the information because it was too long ago, and that she was not 

aware of the present changes in the Mexican teacher preparation system. 

The term "veterana" has a different meaning for me, especially when considering 

that Janelice is in her late 30's. She began filling in with information that it was her 

mother and grandmother that knew much more, since they were also normalistas, about 

all the refoiTns, etc. This indicated to me that Janelice wanted me to identify her more as 

a U.S. or Texas teacher because she no longer had an affiliation with any of the nonnal 

schools. 

Step 7: Consulting Other Data Sources for Triangulation 

It is important to make use of multiple and different sources, methods, 

investigators, and theories to provide corroborating evidence (Lincoln & Guba, 1985; 

Merriam, 1998; Miles & Huberman, 1994; Patton, 1980). This involves examining and 

corroborating evidence from different sources to explain or make clarifications on a 

perspective. This was accomplished by reading a variety of historical and curricular 

documents pertaining to the reform eras and then discussing key points with Mexican 

educational authorities. Project A/Zanza partners, and my participants. 

Step 8: Re-reading Each Interview Transcript and Re-categorizing the Data 

Each interview session would create more types of questions that I needed to ask 

with regards to the Mexican educational system. I was able to leam more about the 
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political and historical implication more effectively after reading official documents from 

la SEP describing in full detail what was occuming historically and politically that 

affected the Mexican Education System. I tried reading and re-reading the transcripts 

from the interviews once they had been transcribed to identify major topics that had 

developed across the data sources. The previous identified ten categories were collapsed 

into four main themes: 

Mexican Teacher Education and Preparation 
• Certification Procedures in Mexico 
• Mexican Teacher Preparation Procedures 
• Mexican Re-certification 

Preparation and Standardized Competency Testing 
• Certification Procedures in the U.S. 
• Re-certification for Normalistas in the U.S. 
• Testing (exdmenes) 

U. S. University Access 
• Testing (exdmenes) 
• Mexican Normalista Teacher Issues 
• Barriers to Re-certification 
• U.S. Re-certification 

Teacher Creativity 
• Mexican Nonnalista Teacher Issues 
• Teacher-Student Mismatch 

Step 9: Making Connections and Mapping Data From the Questionnaires. 
Data Sources, and the Interviews. 

The data I collected included questionnaires, manuscripts, meeting notes, 

documents, grant reports and statistics, and interviews. I was able to write two chapters 

conceming the information I acquired based on all the data sources. 
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Step 10: Writing and Editing the Analysis. 

I used a peer editor to review and read for content while I was writing. I made 

several copies of the chapters and highlighted key ideas as I addressed a section of the 

paper. When analyzing interview transcripts it is important, as a form of social contact, 

to involve yourself in the findings as acting out a role, in which the participants 

"construct their self-presentations and negotiate their identities" (Coffee & Atkinson, 

1996, p. 78) through out the interactions. 

Criteria for Analyzing Data 

Analysis entailed systematically coding, grouping and summarizing the 

descriptions, and providing a coherent organizing framework that encapsulates and 

explains aspects of the social world that my participants portrayed in my study. 

Participants' interpretive activity is subordinated to the substance of what they reported; 

the "so whats" of the experiences overwhelmed the "hows." Basically the goal was to 

show how interview responses are produced in the interaction between interviewer and 

respondent without losing sight of the meaning produced or the circumstances that 

conditions the meaning-making process. The analytical objective was not to describe the 

situation, but to show how what was being said related to the experiences and lives being 

studied. 

An inductive approach was taken to the data analysis. Once the questionnaires, 

interview transcripts, and descriptions of artifacts are word-processed, they were 

reviewed and coded by me. Codes were operationally defined (Miles & Huberman, 
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1994) so that they were consistently applied throughout the study and so that another 

researcher might be able to follow my audit trail (Guba & Lincoln, 1982). Codes were 

then organized into more abstract conceptual categories. New data was continually 

analyzed and compared to determine similarities and differences between it and existing 

categories (Strauss & Corbin, 1990). Coding remained flexible throughout the study. 

When the data collection was complete and all passages had been coded and categorized. 

I began to search for pattems and themes, which related to my research questions. 

Concluding Remarks 

Teaching is an oral and storied culture (Grumet, 1990). Rather, it is a feature, 

which has yet to be properly recognized by existing research approaches. The account I 

am representing here starts from the presumption that teachers, from all countries, have 

important stories to tell about their work, the context of schooling, the preparation of 

teachers, and the stmctures that support and inhibit teacher leaming. In the case of 

teacher preparation, future teachers have been relentlessly assaulted over the past several 

decades by policies, practices and discourses of hierarchy, marketization and 

managerialism, notion that are not only foreign to schooling, but are against the ideals of 

collaboration, community and democracy. 

In research, there is always continual struggle over whose views get to be 

represented and the smaller voices, those less audible voices, seem to get drowned out by 

the louder, more dominant voices. As I interviewed the participants in my study, the 

issue of power came into view. The dimension where the researcher has all the questions 
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and then attempts to extract data from the interviewee, this seems to have the wrong 

hallmark for a more participatory approach. The notion of what is worthwhile 

investigation may reside with the research informant and may only be revealed in a 

situation where trust and rapport are established. This ideal can rest somewhat uneasily 

with some researchers. The issue is who has the power to determine what a worthwhile 

or robust research question is. Additionally, teachers as informants are in a vulnerable 

position in this regard. When taken seriously, this represents a significant reversal of the 

way power generally tends to operate in research projects. 

Participants in the study provided frequent feedback to me in order to be sure that 

the reconstructions were confirmed. Data were triangulated by each of the sources and 

type. The goal of my research was to co-construct the viewpoints of the normalista 

teachers and report to the readers so they could decide for themselves if the themes that 

emerged are transferable to their situation. I interviewed the individuals to pursue 

emergent lines of inquiry regarding their interactions with in the process of certification. 

The focus of inquiry involved questions related to the participants' experiences and 

perspectives of interactions with the re-certification process to become bilingual teachers. 

In the next chapter, I report my findings. 
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CHAPTER IV 

FINDINGS 

Introduction 

In this chapter, 1 report my findings from the two-part, open-ended questionnaire 

(see Appendix B), and the interviews used to obtain information about the educational 

background, teaching experience, and certification route of each participant. The first 

significant part of the investigation addressed the first research question and the two 

secondary questions. The first primary question reads, "What educational and personal 

experiences, related to their identity as a teacher, do Mexican normalista teachers bring 

to their pursuit of a Texas bilingual teachers certificate?" To further develop the first 

research question pertaining to normalista teacher initial preparation, two secondary 

questions were included: (a) "What kinds of preparation have they had in terms of 

schooling, and (b) are they certified and what is the process for certification?" The 

second part of the investigation addressed the second research question as in the 

following, "What are the experiences of Mexican normalista teachers in the certification 

process and the barriers they face, if any?" 

I analyzed the questionnaire data while conducting the interviews. This was a 

helpful activity because it contributed to understanding the participant's situation and 

answering my research questions. This approach of analyzing data, is a way of looking at 

the "whole puzzle first" in order to find your personal way of knowing what is before you 

(Wink, 2000). This perspective has helped to unveil data that I was able to analyze and 
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provide a more focused view of the experiences of my participants as they revealed their 

personal and professional experiences by participating in my study. 

Part I: Findings from the Questionnaires 

The primary objective of the study was to leam about Mexican normalista 

teachers who were currently seeking re-certification or who were already teaching in 

bilingual classrooms in Texas. In the following, I discuss the characteristics of Mexican 

educators, their various preparation routes towards certification, the differences in their 

training, and information regarding the schooling and teacher preparation in Mexico. 

While there are many more results than can be discussed here, most will be discussed by 

first analyzing the data from each question and then identifying themes that were 

identified and modified in the interviews with the three interview participants. The open-

ended questioning format provided a vehicle for the participants to state strong opinions, 

vent frustrations, and identify issues pertaining to foreign-trained teachers in the 

certification process. 

Question 1: Educational Information 

Part I of the questionnaire was developed using various categories. Participants 

were asked to check the appropriate items to compile demographic information. First, 

the order of the answer choices listed was an issue I addressed. Choices or categories 

were listed chronologically or in numerical order (if applicable) and the Spanish 

translation of each question item was placed first. The first question involved a three-part 
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question identifying and categorizing the educational background of the participants, 

which included the following: 

• The level of education participants had received in Mexico or their country of 

origin, 

• Additional education received in the U.S., and 

• Their chosen route for completing certification requirements. 

Special care was taken to offer a simplified, short ordered list in which to check all 

appropriate options. The following (Figure 4.1) includes the first question as it appeared 

on the questionnaire, see Appendix B for the complete combined questionnaire (English 

and Spanish version) used in my study. 

1. Informacion educacional /Educational Information 

En los EE. UU. I In the United States: En Mexico: 

Elementary School Preparatoria/ Bachillerato 
Elem./Middle School Institutos Tecnologicos 

. High School Escuela Normal/ licenciatura 

. Community College Universidades 

. College / University Courses Posgrados/maestria o doctorado 
Other 

Educacion en Texas para la certificacion I Education in Texas for certification: 

Altemative Certification Program (ACP) Region Service Center 
State Board of Educators Certification (SBEC) Community College 
University Certification Program 

Other 

Figure 4.1. Sample of Question 1 
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There were a total of fifty participants. Demographic data is presented in 

percentages from a total of 50 participants, and the number for each item is given to 

represent the total number of participants who responded in that matter. The results from 

the three-part question are presented in the following tables: Tables 4.2, Table 4.3, and 

Table 4.4. 

Education in Mexico comprises the following educational levels; basic preschool, 

primary, secondary (junior high), prep school, higher education, and post graduate. Basic 

education (educacion bdsica) consists of initial, preschool, primary, secondary, and 

special education. It also includes schools that specialize in physical, artistic, and cultural 

education. Table 4.1 gives an overview of the institutions and the degrees offered in 

secondary and vocational education, normal schools, college or universities, and 

postgraduate education found in Mexico. 

The normalista teachers who had completed high school requirements received a 

diploma, called a bachillerato, and had pursued various other higher education degrees 

before arriving to the United States. For example, a total of 98 percent, or n = 49, 

participants had completed high school, called preparatoria. Data was analyzed by 

percentages, that is 49 out of 50 participants answered they had completed requirements 

for a bachillerato, or 98 percent of the total participants. Therefore, the letter "n" 

designates the number of participants who answered the questions in that particular way. 

Table 4.2 represents the educational levels that each of my participants had received in 

Mexico from high school (preparatoria) to graduate school (posgrado) level. 
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Table 4.1. Educational Levels and Types of Awards Received 

LEVELS OF EDUCATION 

BACHILLERATO - (High School Diploma Equivalent) 

Escuela Normal Bdsica Preparatoria 
(Prior to 1984 Program) (High School) 
(4 years) (3 - 6 Years) 

Escuela Tecnica 
(Specialized Vocational) 
(2- 4 Years) 

LICENCIATURA - (Bachelor's Degree Equivalent) 

ESCUELA NORMAL - (PREREQUISITE: BACHILLERATO) 
(After 1984 Refonn) 

ESCUELA NORMAL BASICA ESCUELA NORMAL SUPERIOR 

Educacion Preescolar 
(Preschool) 

Educacion Primaria 
(Elementary Education) 
Educacion Secundaria 
(Junior High Education) 

Educacion Media Superior 
(High School Education) 
(Specialization Training) 
(Technical School Training) 

UNIVERSIDAD - Teacher Preparation - (PREREQUISITE: BACHILLERATO) 

University Courses 
(Re-certification) 

Universidad Pedagogica 
National (UPN) 
(Re-certification) 

Degree & Certification 
All Levels 

Graduate & Additional 
Certification 
(Maestria /Doctorado) 

Degree & Specialization 
Certification 

Degree Without 
Certification 
(Licenciatura) 
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Table 4.2. Participant Responses to Educational Levels and Types of Awards Received 
Outside of U.S. 

EDUCATIONAL LEVEL 

Level 

Educacion Media Superior • 

U.S. Equivalency # 

- BACHILLERATO (High School Dip! 

Percentage 

loma Equivalent) 

Secundaria / Preparatoria (Middle/High School) 49 98% 

Escuela Tecnica (Specialized Vocational) 1 2% 

Escuela Normal Bdsica (Normal School) 10 20% 

Educacion Superior - LICENCIATURA - (Bachelor's Degree Equivalent) 

ESCUELA NORMAL - (PREREQUISITE.- BACHILLERATO) 

BASICA 
Educacion Preescolar 
Educacion Primaria 

SUPERIOR 
Educacion Secundaria 

(Preschool) 
(Elementary Education) 

(Secondary Education) 

4 
29 

19 

8% 
58% 

38% 

UNIVERSIDAD Coursework- (PREREQUISITE: BACHILLERATO) 

University Courses 

Degree & Certification 

Degree & Specialization 

(Re-certification) 

(All Levels) 

(Certification) 

10 

14 

7 

20% 

28% 

14% 

Universidad Pedagogica 
National (\J?N) (Re-certification) 15 30% 

Graduate & Additional 
Certification (Maestria / Doctorado) 15 30% 

Degree Without 
Certification (Licenciatura) 8 16% 
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The Mexican school system has various types of high schools that focus on 

various professions. Students who complete their secondary education (middle school) in 

Mexico may continue their studies in one of the numerous preparatory schools in Mexico. 

High school level prep schools included the types of schools from the various levels 

(federal-federal, state-estatal, public-piiZ^/ca, or private-privada o particular) in the 

various professional career fields, such as science, mathematics, economics and 

administration, or arts and humanities. 

Some of the preparatory schools are under the direction of the SEP, and others are 

directed at the university level by the Universidad Nacional Autonoma de Mexico (The 

National Autonomous University of Mexico), which is also referred to as UNAM. 

Technical schools are also available at the middle school level under the direction of the 

Instituto Politecnico Nacional -IPN (National Polytechnical Institute). The Centros de 

Estudios Cientificos, Tecnologicos e Industriales de Servicio -CETIS (Centers of 

Scientific Studies, Technologies and Manufacturing) are equivalent to the preparatory 

schools and are directed by the SEP (SEP, 1991). According to Beatrice, high school 

students select from the areas of chemical-biology, physical-mathematics, economics-

administration, and humanities to prepare for a career. Prior to 1983, the normal schools 

were categorized at the high school or educacion media superior level of schooling 

(Petrovic, 1999) and prepared teacher to begin teaching after high school graduation. 

Following is a listing of the type of schools available at the high school level. 
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EDUCACION MEDIA SUPERIOR LEVEL 

Universitaria-(Prep Schools) Technol6gica-(Technical Schools) 

Bachilleratos de Universidades 
(High Schools within Universities) 

Colegios de Bachilleres 
(College High Schools) 

Bachilleratos Estatales 
(State Schools) 

Preparatorias Federales por 
Cooperacion 
(Federal Prep Schools) 

Bachilleratos Federalizados 
(Federal Schools) 

Bachilleratos Privados 
(Private Schools) 

Centros de Estudios de Bachilleratos 
(Centers of High School Studies) 

Bachilleratos de Arte 
(Arts Schools) 

Bachilleratos Militares 
(Military Schools) 

Centros de Bachillerato Tecnologico 
Industrial y de Servicio (Centers of 
Technological Manufacturing and Service) 

Centros de Estudios Cientificos y 
Tecnologicos (Centers of Scientific 
Studies and Technologies) 

Centros de Bachillerato Tecnologico 
Agropecuario (Centers of Technological 
Farming) 

Centros de Ensefianza Tecnica 
Industrial (Centers for the Teaching of 
Technical Manufacturing) 

Bachillerato de Institutos Tecologico 
(School of Technological Institutes) 

Centros de Bachillerato Tecnologico 
Forestal (Centers of Technological Forestry) 

Bachilleratos Tecnicos de Arte 
(Technical Schools of Arts) 

Escuelas de Bachillerato Tecnico 
(Technical Schools) 

Centros de Estudios Tecnologicos del Mar 
(Centers of Oceanographic Studies and 
Technologies) 

Figure 4.2. Types of Secondary Schools Available in Mexico. 

Source: SEP. (1991). Educacion media superior: La educacion media superior en 
Mexico. Mexico, DF: SEP. (pp. 1-29) 

205 



Since all teacher certification routes require the evaluation of foreign transcripts 

to determine the validity, equivalency, plan of study, types of coursework, and grade 

point average all professionals seeking certification would have eamed the minimum of a 

high school diploma as a prerequisite for higher education. Therefore, all foreign 

professionals reentering the teaching field are at the post-baccalaureate university level. 

Depending on the individual, some nonnalistas will seek certification only and others 

will continue their coursework at the graduate level and pursue a Master's degree along 

with teacher certification. 

The responses gathered from question #1 do not indicate which participants had 

also received their initial teaching credential at the high school level or whether all 

participants just checked this answer by responding: bachillerato (98%). However, based 

on data from the following questions, I was able to clarify their responses. Of the 

participants in my study, many reported completing requirements for teaching elementary 

school at the normal schools (escuela nonnal bdsica) specializing in preschool education 

(8%) or in elementary education (58%), with one individual graduating from a private 

normal school. All the remaining had also received teacher preparation from the 

university level (38%), except for eight individuals who received their licenciatura (16%) 

in a different field. Importance must be given to understanding the equivalence of the 

licenciatura eamed in the various fields or areas and levels of education to determine 

certification coursework requirements. 

The licenciatura credential is awarded for degree completion requirements and is 

also a professional license used in Mexico and in most of the Latin American countries. 
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Normalista teachers completing their degrees under the 1975 Mexican program of study 

and before will require additional coursework, for their degree is the equivalent of a high 

school diploma or the bachillerato. For individuals involved in the pre-1984 program, 

university admissions staff personnel will need to explain that the completed schooling 

listed on the transcript is not equivalent to a university degree. 

The Mexican govemment has provided intervention type support for those 

nonnalistas with this type of licensing by providing leveling courses offered through the 

distance leaming system or through the various Mexican universities. Therefore, 

individuals from a high school teacher training program should contact the Mexican 

Department of Education or la Secretaria de Educacion Publica (SEP) to expedite their 

re-certification process in Texas, otherwise they will need to complete requirements for a 

four-year bachelor's degree plan. However, all normalista teachers with the 1975 

preparation, reported taking more coursework for the purpose of re-establishing their 

teacher credential (nivelacion) or re-certification (capacitacion) at the university level or 

at the Universidad Pedagogica Nacional -UPN (National Teacher's University) system 

prior to arriving to the U.S. 

One-fifth of the sampling reported that they did not have any previous teaching 

experience prior to arriving to the U.S., but were actively pursuing a teacher credential. 

Individuals who reported involvement in an altemative program were seeking 

certification through an Altemative Certification Programs (ACP) and were currently 

teaching in bilingual classrooms. An important issue to contemplate is that not all 

Spanish-speaking immigrant teachers have teaching credentials from their native 
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countries. School districts are actively seeking credentialed immigrants to fill bilingual 

education teaching positions. The foreign-trained professionals involved in the 

altemative program have professional licenses and degrees in various fields such as 

engineering, economics, technology, biochemistry, and architecture. 

Normal schools that are involved in teacher preparation that focus on middle or 

high school instruction are at the level of escuela normal superior Participants with this 

type of initial training included a percentage of individuals (38%), over one-third of the 

sampling. This preparation has always been at the level of the licenciatura and 

equivalent to university coursework. Additionally, the escuela normal superior offers 

specialized training in the various content areas, such as the following: school counseling 

(psicologia educativa), biology (biologia), science (ciencia), and technology (tecnicas de 

la comunicacion). Few participants reported additional coursework above the initial 

teacher preparation program with a master's degree (30%), with licensing in all levels of 

teacher preparation (28%), and with specialized certification above the basic teacher 

credential (14%). 

Although the normal school degree is not eamed at a university, in all of its types 

and specializations, it is considered to be at the level of higher education (educacion 

superior). In other words, the degree is a licenciatura, equivalent to a bachelor's degree. 

The following table is a listing of the types of normal schools available (Table 4.3). 
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Table 4.3. Types of Normal Schools in Mexico 

TYPES OF NORMAL SCHOOLS 
(Public and Private Institutions) 

Normal de Educacion Especial 

Normal de Educacion Ffsica 

Normal de Educacion Preescolar 

Normal de Educacion Primaria 

Normal de Educacion Secundaria 

Normal de Educacion de Especializacion 

Normal Superior 

SPECIALIZATION AREA 
(Number of Years) 

Special Education Degree 
(4-5 year degree plan). 

Physical Education at all levels 
(4-year degree plan). 

Preschool Education -ages 3 to 5 years. 
(4-year degree plan). 

Elementary Education (also available in 
Bilingual Education for Indigenous 
populations. (4-year degree plan) 

Secondary Education offered in teaching 
areas in secondary education- middle school. 
(4-year general degree plan or 6-year degree 
plan with specialization). 

Educational service offered in post-
secondary education offering a degree in 
teaching gifted and talented students at the 
primary level. (3-year specialization degree) 

Degree offered in teaching areas in high 
school, physical education, and vocational 
education. (4-5 year degree plan). 

Information Source: SEP. (2001). Licenciatura en educacion primaria: Material para los 
maestros. Mexico, DF: SEP. 

By the year 1984, normal schools were recognized as part of the licenciatura 

academic level. This important designation placed the normal schools on an equal 

academic level with other institutions of higher education in Mexico. In addition, this 

also meant that the bachillerato became a prerequisite to entry into the normal school 

209 



system (Zapata, 1993). In a period of ten years, the requirement for admission to the 

normal schools had increased from a middle school education to a high school diploma. 

Normal schools preparing secondary teachers (escuela nonnal superior) have always held 

this designation. 

Table 4.1 lists the different routes towards initial certification and the re

certification for nonnalistas that have received their preparation at the high school level. 

After the 1984 reform, nonnalistas were required to upgrade their status to the level of 

the licenciatura or university degree. However, since normalistas were required only to 

take more university coursework for upgrading the initial credential, no university degree 

was awarded. Types of normal schools differ in their focus and level. Table 4.3 list the 

various normal schools available that emphasize specialized areas for preschool, 

elementary, and secondary school teachers. 

However, in recent negotiations with the Secretaria de Educacion Piiblica (SEP), 

nonnalista teachers who have made contact with officials in Mexico have had their 

degrees upgraded and recognized as an equivalent degree. The following table lists the 

types of additional schooling normalistas have received while in the U.S (Table 4.4). 
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Table 4.4. Response to Question Dealing with the Additional Educational Levels 
Received in the United States (N = 50). 

LEVEL # % 

College / University Courses 

Community College Courses 

Other / English Classes (ESL) 

GED /High School Equivalency 

Elementary / Middle School 

None (N/A) 

42 

30 

25 

4 

1 

1 

84 

60 

50 

8 

2 

2 

The majority reported attending and completing certification requirements though 

the use of a local community college (60%) and by a university-based program (84%). 

Most altemative certification programs and those offered at the education service centers 

will require the nonnalista teachers to enroll in courses such as U.S. Govemment, Texas 

History, and English. All routes to certification require students to present transcript 

evaluations and English proficiency test results. 

The majority of foreign-trained teachers will require English or ESL courses prior 

to transferring to and completing university coursework; therefore, most university bound 

normalista teachers have taken community college courses, English classes or ESL 

leveling courses prior to enrolling in a certification preparation programs. Others 

reported passing the General Educational Development (GED) exam or completing 

requirements for a U.S. high school diploma (8%), and enrolling in ESL or English 

classes (50%) prior to attempting to take the Texas Academic Skills Program (TASP) test 
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for admissions to universities in the state of Texas. This test is required according to 

admission standards for the state of Texas, as in the following: 

Required by Texas law to ensure that students enrolled in all Texas public 
colleges and universities possess the academic skills needed to perform 
effectively in college-level course work. Students who have not eamed at least 
three semester credit hours prior to the fall 1989 semester must be tested for 
reading, writing, and mathematics skills under the Texas Academic Skills 
Program. All undergraduate students enrolled at Texas Woman's University who 
are not other wise exempt must attempt the TASP test prior to enrolling for 
classes. (TWU Catalogue, 2001-2003, p. 97) 

Based on the data, overwhelmingly the participants marked "college /university 

courses" as the type of additional education they had received. Since post-baccalaureate 

students, including foreign-credential students, are required to obtain a deficiency plan 

from a university, most had a tendency to continue their coursework at the same 

institution of higher education (IHE) that granted the plan. Prior to the 2002-2003 

academic school year, a deficiency plan was issued by university teacher education 

programs, this plan listed the certification coursework requirements. 

Deficiency plans were initially a prerequisite for all the other certification routes 

or for employment with school districts. Various types of documentation were required 

for requesting this degree plan from the various university programs. In Texas, 

universities the college of education certification officers submit student applications to 

SBEC for approval. All applicants should provide documentation items along with the 

application, items required are the following: 

• Submission of all official transcripts of college work, with a 3.0 accumulative 

GPA requirement. 
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• Submission of transcript evaluation by a credential evaluation agency (see a 

list from SBEC of the recognized agencies on website). 

• Submission of application fee of a $25 money order. 

• Submission of official report of TASP test results in all three areas (Reading = 

260, Mathematics = 240, and Writing = 240). 

• Submission of results from the Test of English as a Foreign Language 

(TOEFL) with a qualifying score of 550. 

• Submission of results from the Test of Spoken English (TSE) with a 

qualifying score of 50. 

The required deficiency plan was basically the student's degree plan that included 

the types of certification examinations that were also needed to meet all state certification 

requirements. In addition, in the last 18 months since January 2003, the requirements 

have gone from submitting the application form with $25 cash or personal check plus the 

credential evaluation agency report to this massive list of costly examinations (see Table 

4.9 for listing of credentialing required examination). Initially, many normalistas 

obtained their deficiency plans from the universities prior to seeking employment. In 

additional to the deficiency plan, many districts and altemative certification routes 

required additional developmental courses prior to acceptance into their programs. 

Once coursework has been completed, students are granted their certification by 

passing a licensing test issued by the State Board of Educator Certification (SBEC). 

According to SBEC, anyone seeking educator certification in Texas must pass both parts 

of the licensing examinations which include professional knowledge and subject matter 
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knowledge (see SBEC website for cument certification information, 2003) in order to 

receive a Texas teaching credential. Educators must complete requirements by following 

state approved certification programs or altemative certification routes which are 

approved by SBEC, routes include the following accredited programs: University-based 

programs, altemative certification programs (ACP), and state educational service center 

programs (ESC). Certification is based on passing the examinations. However the "fast 

track" route includes the renewal of teacher certification from another state, country, or 

U.S. ten-itory, or through special conditions approved by the individual school districts 

that may be recognized by SBEC. In this instance, each certification route each case is 

handle on an individual basis depending on the level and area of certification for the 

individual. However, all foreign-trained teachers are still required to complete the exit 

examinations prior to becoming certified. 

The majority reported attending English classes, enrolling in developmental 

courses, or taking English as a second language (ESL) class (50%) at a local community 

college. More than half completing an associate degree (60%) or were completing 

required credit hours for teaching as a paraprofessional in area school districts. A major 

hurdle for many has been attaining the qualifying scores on the Texas Academic Skills 

Proficiency (TASP) test, a prerequisite for university teacher education programs, in 

Reading, Mathematics, and Writing. Few are in the process of securing their 

certification directly through examination (8%) from the state agency (SBEC); 

consequently, other normalistas choosing this route did not submit their questionnaire for 

the study, but reported the information to me directly. 
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Cun-ent requirements through SBEC for those individuals with standard 

certificates or credentials by an authorized licensing agency in their country of origin 

may apply for a Texas certificate directly from the state. Applicants must send 

transcripts to acceptable credential evaluation agencies for course evaluation. The 

evaluation reporting of the document must state the following. 

• The statement that the degree is equivalent to a bachelor's degree in the U.S. 

and includes the month, date, and year in which the foreign degree was issued. 

• Verification that the applicant completed all program requirements, including 

a teaching practicum, and was awarded a teaching credential from the country 

of origin. 

• Validation that the applicant has a teaching credential issued by the native 

country and specific information conceming the credential (e.g., the effective 

date, period of validation, specific areas of certification, and clarify grade 

levels it addresses. 

Other requirements requested by SBEC are the completion of the application 

referred to as the "Certification for Out-of-state Certificate" holders, number SBEC-0S9, 

which includes a $175 fee that is nonrefundable. Applicants are ask to send an original 

statement from the native country certifying agency stating that the application's license 

has not been revoked or suspended for any type of misconduct and is not pending 

disciplinary action. Also, documentation of their immigration status is required; as well 

as, evidence of English proficiency documented by one of the following: 

• Verification of attainment of qualifying scores on an English proficiency test. 
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• U.S. University undergraduate or master's degree. 

• Intemational university degree where the primary language is English. 

• Completion of a teacher preparation program in the U.S. 

• Three years teaching experience in the U.S., delivering the instruction in 

English. 

Participants choosing this route have expressed the need for additional staff 

development, review sessions, or explanations as to the understanding the test format or 

style prior to attempting the certifying examinations. The majority felt that the 

examinations failed to measure their ability to deliver classroom instruction. While 

interviewing my participants after receiving their questionnaire, I found the following to 

be evident in regards to their proficiency in English, their content knowledge, and their 

performance on a standardized instrument used to test teacher candidates: 

• Most had a basic knowledge of the English language. 

• Most knew the theory and pedagogical content involved in the examinations. 

• Most were able to comprehend the format and how to eliminate at least two of 

the four answer choices on the examination. 

• Most could explain in detail how to answer the question. 

• Most could give an accounting of "what they would do in the scenario." 

• Most did not consider the testing to be the sole source of addressing 

competent instruction needed in the classroom. 

Overwhelmingly, the issue of language was a major barrier towards the re

certification process for the normalista teachers. According to Cummins (1981b), and 

216 



other researchers language acquisition takes at least three years; therefore, the issue 

pertaining to the successfully passing of the exams involves language competence and 

not teaching competencies. Additionally, contextually cultural-tied scenarios confused 

the nonnalista teachers, the majority believed that the "correct answer" was not always 

offered as an option. Applicants attempting the "fast track" by taking the examination 

without completing the prerequisites soon realized that another route may be more 

expedient. 

Several foreign-trained individuals have been contracted at the various districts 

offering Altemative Certification Programs (ACP). Most ACP programs allow the 

individual to work as a full time teacher while completing certification requirements. 

The participants in my study involved in this type of programs described altemative 

programs as intensive, time consuming, extremely stressful, and costly. All applicants 

attend various types of on the job training that include professional development 

workshops, certification test overviews, concentrated mentoring sessions, and additional 

classroom observations during the summer, after school hours, and on Saturdays. Local 

education service centers in the surrounding regions also offer similar school-based 

programs for certification. In the following. Table 4.5 lists the various certification 

routes for out-or-country, out-of-state credential holders, or post-baccalaureate teacher 

candidates. For the most part the normalistas surveyed found that attending the 

university met their needs for affiliation and support. 
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Table 4.5. Response to Question Dealing with Types of Educational Certification 
Involvement in Texas. 

CERTIFICATION ROUTE NUMBER % 

University Certification Program 30 60 

Community College Courses 30 60 

English Classes / ESL Courses 25 50 

Altemative Certification Program 10 20 

State Board of Educator Certification 4 8 

(Examination Only) 

Region Educational Service Center 3 6 

Other / Special Permit 1 2 

It is interesting to note that most altemative programs were located in the large 

urban districts, where there is a greater urgency for bilingual/ESL educators. According 

to information provided in the March 1, 2002 - SBEC Board Meeting Highlights, "a 

report examining the percentage of teacher and teacher full-time equivalents (FTEs) 

assigned to teach in-field and out-of-field" summarized the following findings: 

a. The vast majority of all teachers assigned to teach academic subject area (93 
percent) hold a valid Texas teaching certificate (standard provisional, or 
probationary); 

b. more than 90 percent of pre-elementary and elementary self-contained 
teachers and teacher FTEs were assigned in-field; 

c. approximately 80 to 85 percent of secondary teachers and teacher FTEs were 
assigned in-field in the five core course areas (English Language Arts, 
mathematics, science, social studies, and foreign language); and 

d. The area most in need of additional certified teachers was bilingual/English as 
a Second Language. (SBEC, 2002) 
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The following questions provided information as to the aspirations of normalistas 

and the levels of their teaching experience in their country of origin. The same 

educational format continues with elementary and secondary normalista students 

involved in teacher preparation, which includes community service with adult leamers. 

Therefore, participants answered this question by checking all levels because they 

equated the experience as student teachers as "past" teaching experience. The question 

was actually referring to teaching experience as the various grade levels assigned or past 

employment experience. 

Questions 2 and 3: Grade Levels 

Both questions 2 and 3 were formatted as a closed-ended question with ordered 

choices. The following are the questions as they appeared on the combined questionnaire 

in Spanish and English; see Appendix A for complete questionnaire. Most of the 

participants reported teaching at the preschool or elementary level while in Mexico 

(34%). Participants with middle school (10%) credentials and those with licensure in all 

three lower levels (4%) in their country of origin reported that they also had experience 

teaching younger students in multi-aged classrooms (Table 4.6). For the most part, 

professionals interested in teaching in bilingual classrooms will be assigned to teach in 

preschool through fourth grade classroom, based on the level of degree plan and 

certification offered in Texas for bilingual Spanish speaking teachers. Since the state of 

Texas uses a transitional bilingual education model, in which most students are 

transitioned into all English classrooms after the fourth grade, this is the area of greatest 
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need for bilingual teachers. Also, normalista teachers and Latin America origin 

professionals are better equipped to teach the primary elementary grades where the 

Spanish language is needed for instruction. See Figure 4.3 and Figure 4.4 for example of 

the questions from the questionnaire. 

2. ^ En que nivel piensa usted ensehar en los EE. UU. ? 
Which grade level do you plan to teach in the United States? 

Pre-K Elementary / Preescolar-Primaria 
Middle School / Secundaria 
High School /Preparatoria 
Other/ Alternativo 

Figure 4.3. Sample of Question 2. 

3. ^En que nivel enseho en Mexico? 
At what grade level did you teach in Mexico? 

K-Elementary / Preescolar-Primaria 
Middle School / Secundaria 
High School / Preparatoria 
Other/ Alternativo 

Figure 4.4. Sample of Question 3. 

220 



Table 4.6. Response to Question Dealing with Grade Levels Taught in Mexico and 
Anticipated in the United States (n = 50). 

GRADE LEVELS 

Anticipated Level 
In United States 

Preschool / Elementary 47 94% 

High School Only 

Middle School Only 

University / College 

Prp-K Flpmenfarv 

Previous Level 
In Country of Origin 

17 

5 

5 

1 

1 

34% 

10% 

10% 

2% 

2% 

& Other / Altemative 

Pre-K, Elementary 
& Middle School 

Pre-K, Elementary, 
Middle, & High School 

Middle & High School 

High School & 
Other/College 

All Levels 

6 

2 

1 2% 

4% 

4% 

12% 

4% 

4% 

Other Coursework 

None / No Training 4% 

1 

6 

2% 

12% 
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Consequently, this factor may ensure native-Spanish speakers success in passing 

the Texas Oral Proficiency Test in Spanish (TOPT), and success in dealing with bilingual 

students and parents. Most voiced it would be more difficult to teach in the upper level 

grades because of the higher degree of English proficiency necessary in delivering 

instruction. 

Although only a fraction reported experience in teaching all grade levels except at 

the university level (4%), most foreign-trained teachers are required to work within the 

community and observe classrooms in all the different levels during their training. An 

important issue that surfaced with this question was that normalistas aspired to someday 

teach upper level grades. Those with experience in teaching subjects such as algebra, 

microbiology, and physics, revealed that at this time they were not fluent enough in 

English to teach at the secondary level. Therefore, those who checked several levels had 

the background knowledge to teach in Spanish the various higher levels content areas. 

Finally, because of the scarcity of Spanish bilingual teachers in Texas public schools, 

employment opportunities were readily available in EC-4* grade positions. 

Nonnalistas reported teaching a combination of elementary, middle, and high 

school (4%) with the remaining teachers having no experience teaching in their country 

of origin (12%). In clarifying this question with my interview participants, what surfaced 

was that this question could have been answered in several different ways. First, 

normalistas have actually taught in all grade levels for each category addressed in their 

initial training. For example, teachers educated in la escuela normal preescolar have 

focused their education on teaching preschool children. However, nonnalista teacher 
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preparation requires a teaching practicum with observation in all levels of preschool 

throughout the eight semesters of preparation. Leaming activities offered at the normal 

schools included observation with children from birth through second grade. Each 

semester of the training concentrates on a particular age group and involves specific 

leaming activities focused on theory, pedagogy, lessons planning, observations, and 

instructional strategies. Normalista students are required to observe and practice 

beginning with infants at the local daycare center. Instruction later progresses through 

the remaining sequential levels, including the following: nursery school, pre-

kindergarten, kindergarten, and primary school. 

Although a large percentage reported teaching or aspiring to teach at the 

elementary level in Texas (94%), several employed teachers reported not having prior 

teaching experience (12%). Other reported having only secondary level teaching 

experience (20%). Those responding with no previous experience had advanced degrees 

or reported having experience teaching at the university level. As in the U.S., no initial 

teaching certification was required for teaching at the university level in some fields of 

study. Consequently, because of the insufficient number of bilingual teachers, the 

teaching profession offered a definite career option for an expedient, readily available 

career choice for unemployed immigrant professionals. 

Educators in Latin American are highly regarded, even though the pay is often not 

sufficient. Teaching is equated as a professional career in which educators are often part 

of the elite few; therefore, as immigrant professionals arrive to the U.S. many desire to 

remain in that perceived elitist position. My participants commented that teaching was a 
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calling, a highly esteemed place of honor; therefore, they obviously valued teaching 

much more than any typical employment. 

Questions 4 and 5: Years of Teaching Experience 

The following questions probed the number of years that the participants had 

taught in the United States and in Mexico. A percentage of those reported indicated that 

they had little experience working as a teacher in the United States either as a full-time 

teacher or a teacher's assistant (40%), while the another group reported as having one to 

three years experience (32%). It is evident that normalistas who answered in this fashion 

were at the beginning stages of their bilingual teacher certification and were employed 

under special permission from the school districts or by special permits. The following 

includes the two questions as they appeared on the questionnaire (Figure 4.5). 

4. iFuera de sii participacion en el programa Alianza, cudntos ahos ha ensehado en los 
EE.UU.? 
Other than in Project Alianza, how many years have you taught in the United States? 

0 Alios / Years 
1 -3 Afios / Years 
4-8 Alios / Years 
9-12 Ahos / Years 
13-20 Alios / Years 

Figure 4.5. Sample of Question 4. 
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5. I Cudntos ahos enseho en Mexico o en otro pais ? 
How many years did you teach in Mexico or in another country? 

0 Alios / Years 
1-3 Alios / Years 
4-8 Alios I Years 
9-12 Alios / Years 
13-20 Afios / Years 

Figure 4.6. Sample of Question 5. 

In questions 4 and 5, it was interesting to note that overall participants who 

responding had more years of experience in teaching in their country of origin, with the 

majority having 4 to 8 years teaching experience (32%). This was a demographic type 

question in which the responses only identified years of teaching experience; 

consequently, because normalistas began teaching full-time at the age of nineteen or 

twenty the number of years of experience may seem deceiving. 
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Table 4.7. Response to Question Dealing with the Number of Years Taught in 
Mexico and in the United States. 

YEARS OF TEACHING EXPERIENCE 

Number and Percentage of Participants 

0 -1 Year 

1 -3 Years 

4 - 8 Years 

9 - 1 2 Years 

13-20 Years 

28 Years 

30 Years 

40 Years 

Taughi 

20 

16 

12 

1 

1 

— 

— 

— 

tin U.S. 

(40%) 

(32%) 

(24%) 

(2%) 

(2%) 

— 

— 

— 

Taught in Mexico 

9 

10 

16 

2 

9 

2 

1 

1 

(18%) 

(20%) 

(32%) 

(4%) 

(18%) 

(4%) 

(2%) 

(2%) 

The following question referred to the amount of time the participants had lived in 

the United States see Table 4.8 for further explanation and to note the trend that 

exemplifies that all the routes towards re-certification take longer amounts of time to 

complete for the normalista. 
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Question 6: Number of Years Living in the United States 

The following section (question 6) probed the number of years that the 

participants lived in the United States. The following includes the question as it 

appeared on the questionnaire (Figure 4.7). 

6. I Cudntos ahos ha vivido en los EE. UU. ? 
How long have you lived in the United States? 

Jdenos de un ailo /hess than one year 
J-5 ahos / years 
jS-10 ahos /years 
_Mas de 10 ahos/More than 10 years 

Figure 4.7. Sample of Question 6. 

Data from question 6 revealed that participants had lived in the United States for 

more than 10 years (40%) and were curtcntly teaching as certified bilingual teachers. 

The majority of normalistas involved in the school districts' Altemative Certification 

Programs, university programs, and Education Service Centers reported living in the U.S. 

more than six years, and commented that securing U.S. residency was a prerequisite to 

the preparation programs. All participants, with the exception of one, were U.S. residents 

and reside in Texas. The one particular normalista mentioned above is teaching with a 

special permit granted by the Texas Education Commissioner. Table 4.8 represents the 

number of years my participants have lived in the United States. 
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Table 4.8. Response to the Question Dealing with the Number of Years Living in the 
United States. 

NUMBER OF YEARS TOTAL % 

Less Than One Year 

1 - 5 Years 11 22 

6 - 1 0 Years 19 38 

More than 10 Years 20 40 

It is interesting to note that the participants living in the U.S. for several years 

actually began their teaching experience as teaching assistants. This has served as a 

vehicle for dissemination of information to the various routes toward becoming re

certified as bilingual teachers, gaining access to observe classrooms, obtaining letters of 

recommendation, gaining knowledge of bilingual/ESL strategies, and leaming more 

about the culture of the U.S. classroom. During interviews with participants, they 

revealed that this experience also provided a place to network with mentor teachers while 

completing coursework at the university. In the next question, the responses were used to 

clarify the types of programs available in each state in Mexico and other Latin American 

countries. 
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Ouestion 7: Normal School and University Preparation 

An interesting finding that emerged in the data was the transitory pattems of the 

participants. This population appeared to travel frequently throughout Latin America and 

had a strong understanding of the various Latin American cultures. A nationally 

recognized teaching credential permitted more flexibility for Mexican educators with the 

possibility of moving from state to state to teach. The participants who were prepared in 

the various states in Mexico had completed their teacher training within the various levels 

of post-graduate education. 

The educational levels reflected the various reform periods to the Mexican 

education system that has influenced the teacher preparation program. Initially, the 

completion of junior high school was the only prerequisite to attending a four-year 

teacher preparation normal school. Therefore, prior to the first reform implementation, 

normalista teachers graduated from a high school program, and then began their teaching 

careers. Of the teachers surveyed, four reported beginning their teaching careers in this 

era and then retuming to the university for their degree (licenciatura) or for additional 

required training during the various reforms. 

Professionally trained teachers were needed in Mexico during the 1960s and 

1970s because of the drastic growth in population. Prior to the reform of 1972, 

specifically, teacher preparation was expanded to require three years of middle school 

(secundaria) education and three years of teacher preparation (preparatoria) that was 

implemented at the high school level. This program of study for teacher preparation was 

first used throughout the normal school system for elementary teacher preparation and for 
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awarding credentials during the academic year of 1975-76. Those reporting a teaching 

license from the high school level were awarded their diploma (bachillerato), specifically 

tailored for teacher preparation. 

Additionally, with the population growth, the existing nonnal school system could 

not meet the demand for teachers and as a result the need for the expansion in preschool, 

elementary, and secondary education became evident. Consequently, the various types of 

normal schools multiplied. Private and specialized schools were created for the 

preparation of kindergarten, special education, and physical education teachers. 

During this time elementary school populations continued to increase at an 

accelerated rate until 1982; consequently, the number of normal schools created a surplus 

of normalista teachers for Mexico. The professional teacher preparation coursework was 

extended in the late 1970s and early 1980s to a fourth-year middle school (secundaria) 

education. Then in 1984, normal school programs were reformed again. Now students 

were required to complete a high school education and cam their diploma (bachillerato) 

as a prerequisite for entry to the normal school. Therefore, it was in this restructuring 

phase that the normal school degree was elevated to the level of licenciatura (Secretaria 

de Educacion Piiblica, 1997). Prior to this new reform, the high school (preparatoria) 

education was completed in the normal school and occurred concurrently with teacher 

preparation. In essence, many of the participants have had their credential re-evaluated at 

least once prior to entering into the U.S. In the following question the participants 

voiced their reasons for retuming to the profession a second time. 
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One main purpose for this study was to survey teachers who had completed their 

teacher preparation in Mexico in normal schools. However, after receiving the 

questionnaires, I noted that although many were in fact educated in normal schools, thus 

refeiTed to as "nonnalistas," they originated from the various Latin American countries. 

The participants teaching middle school or secondary level were educated in normal 

schools or at the university level. Not every foreign-trained Spanish-speaking educator 

was referred to as normalistas because they cam their licenciatura at the university. 

Ouestion 8: Reasons for Preparing to Teach in the United States 

In a previous study, Garcfa and Gonzalez (2000) found that foreign-trained 

teachers believed that teaching was more than a type of employment, and normalistas 

were not necessarily motivated by teacher salaries. Normalista teachers underscored a 

distinct difference between the instructional goals required by U.S. educators opposed to 

the responsibilities involving the development of the child. Overwhelmingly, the 

participants identified three significant factors contributing to successful teachers, these 

include the following: teachers need to take control of their classrooms, know content 

well enough to develop effective lessons, and have the ability to guide their students 

through a smooth transition to English (Garcfa & Gonzalez, 2000). Participants noted 

that teaching was a vocacion, a calling to give back to the community, help immigrant 

children, and empower parents to help their children. One normalista expressed in the 

following about her beliefs and perceptions in regard to teaching diverse student 

populations. 
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Upon arrival to Texas my children suffered the consequences of encountering a 
different language and culture. For this reason, my greatest desire is to help the 
newly arrived children from Latin America make a smoother transition. 

(Al llegar a Texas mis hijos sufrieron las consecuencias de enfrentarse a otro 
idioma y otra cultura. Por esta razon mi mayor deseo es ayudar a los nihos 
provenientes de America Latina y hacer menos duro esa transicion de cambio.) 

To inform and help the parents in order to contribute and offer them a better 
education for the students. 

(Para infonnar y ayudar a los padres defamilia para contribuir y ofrecer una 
mejor educacion a los estudiantes.) 

Participants were aware of the critical need for bilingual teachers and felt a duty to help 

the Hispanic community. Upon speaking with normalistas, most expressed the 

importance of equity in the classroom and had a strong interest conceming Latino 

students' rights for high quality educational services. Similar to the findings from Garcfa 

and Gonzalez (2000), the participants expressed concrete examples of how they offered 

assistance to the community by providing contact information conceming community 

resources. 

Ouestion 9: Mexican Teacher Preparation 

Normal schools in Mexico are separate from state universities, but are authorized 

by the states to grant admission to professions. Based on the various answers to previous 

questions, this question did not apply to all the participants because not all had attended 

normal schools for their initial preparation. Since institutions of higher education (IHEs) 

in Mexico also grant the teaching credential, not all educators from Mexico are 

normalistas (so named because they received their teacher training in specialized normal 
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schools). The licenciatura is a teacher certification license and a university degree; 

therefore, all IHEs in Mexico are the licensing agency for several professions. 

At least one entity has remained consistent, the public school system in Mexico 

including the normal school system, has been controlled by a central govemmental 

agency, the Secretaria de Educacion Publica (Petrovic et al., 1999). Initially, the goal of 

the 1984 reform for elementary teacher preparation programs was to incorporate theory 

and research into the program. This was a way to reinforcing the professionalism of the 

teaching career by reducing the number of hours required for field experiences. 

The reform included new additions in the degree plan involving two areas: the 

common educational core requirements and specific grade level requirements for all 

degrees in education (Secretaria de Educacion Piiblica, 1984). The core was composed 

of approximately thirty-six courses in the areas of psychology, pedagogy, and foundation 

courses in the social sciences. In addition, the core included a series of statistics courses, 

theories used in education research, and mathematics courses. 

Coursework specific to the grade level to be taught consisted of twenty-seven 

courses. The goal of this coursework was to provide an understanding of aspects of 

organizational structure and administration as well as knowledge of the curriculum to be 

used at the elementary level. It also included two courses devoted to the study of the 

characteristics, needs, and resources of the region in which the teacher was expected to 

work. Typically, this was the region in which the normal school was located. 

Along with this new program of study, the Secretaria de Educacion Piiblica 

established special academic programs for teachers who had graduated under previous 
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programs. Participants answered this question explained the changes that had been 

adapted during the 1984 reform. Some of the changes are reflected in the information 

from participant #2 who provided the following outline: 

• After completing middle school, it is necessary to study in the basic normal 
school, 4 years, in order to receive your title (certification) to teach class in a 
school in pre-kinder, kinder, or elementary. 

• After completing the basic normal school, one needs to take classes in the 
secondary (superior) normal school for 4 years, for one academic year and six 
years in a summer school. 

• Once you complete the secondary normal school, the teachers are able to 
teach in High School, basic normal schools, secondary normal schools -
Masters - Doctorate. 

• (Despues de haber tenninado mis estudios en la secundaria se necesita 
estudiar en la Escuela Normal Bdsica (4 ahos) para recibir el titulo para dar 
closes en una escuela de pre-kinder, kinder, o primaria. 

• Despues de haber tenninado la Normal Bdsica uno necesita tomar clases en 
la Escuela Normal Superior del Estado por 4 ahos en un aho escolar regular 
o seis ahos en una escuela de verano. 

• Cuando tenninas la ENS los maestros pueden enseiiar en la Secundario, 
Normal Bdsica, Nonnal Superior - Maestria - Doctorado.) 

Another participant, wrote the following to describe the degree plan from the National 

Teachers University (Universidad Pedagogica Nacional- UPN), a university based 

preparation program that helped to elevate the status of teacher preparation by upgrading 

previous issued degrees offered at the normal schools (escuelas normales): 

In agreement with the degree plan of the National Teaching University, in-service 
teachers in Mexico took subject/ courses in the following four strands: Theory, 
Pedagogy, Psychology, and Didactics like Marxism and we completed our lessons 
using the theories we had studied. Therefore, we made sure our lessons had an 
autocratic focus, with analytical-like awareness of planning a lesson and include 
the research connected with the education field. 

(De acuerdo del plan de estudio de la Universidad Pedagogica Nacional; los 
maestros en servicio en Mexico tomdbamos asignaturas en 4 lineas: Teoricas, 
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Pedagogia, Psicologia, diddctica asi como las teorias Marxistas y 
relaciondbamos nuestro quehacer docente con los tedricos que estudidbamos. 
Por lo cual, se buscaba que el docente tiiviera un enfoque autocrdtico, analitico 
asi como una conciencia de la labor docente y la investigacion relacionada al 
Campo Educativo.) 

Based on the leveling programs, referred to as nivelacion, normalista teachers 

could then upgrade their credentials from the two earlier preparation programs. 

Previously, preschool and elementary teachers had received "letters of completion" at the 

middle school (secundaria) level as a prerequisite to enter the normal school. Normal 

school and high school were completed simultaneously for initial certification and 

nonnalistas were not required to eam an advanced degree. The normalistas with middle 

or high school preparation could then complete leveling courses to eam their licenciatura 

during the educational reform era (Zapata, 1993). 

In other words, foreign-trained teachers from Mexico may arrive with a variety of 

teacher preparation configurations. With this in mind, it is important to consider that this 

paradigm of re-certification and upgrading of credentials exists in the foreign-trained 

teacher schemata of understanding. However, upgrading initial licenses is different from 

the re-certification process. Participants stated that after completing all of the five layers 

of teacher preparation in Mexico it was difficult to comprehend why their Mexican 

credentials were not considered valid for teaching in Spanish bilingual education 

classrooms. Mexican educators have completed teacher preparation programs in one or 

in all of the following programs before arriving to the U.S. 

235 



• Program Level 1: Middle school (secundaria) level education with a letter of 

completion as means of teacher certification for preschool or elementary 

levels. 

• Program Level 2: High School (preparatoria o la educacion media superior) 

level education, with three years in middle school and three years in high 

school eaming a diploma (bachillerato) and the certification for teaching 

preschool or elementary school levels. In this program both the high school 

diploma and certification are granted simultaneously by the normal school. 

• Program Level 3: Normal School (escuela nonnal bdsica) level education, 

with four years (eight-semesters) involved in the preparation of preschool and 

elementary teachers. In this program a high school diploma is a prerequisite 

for entry and nonnalistas eam a licenciatura (degree) in an educational area 

pertaining to their major, for example: preschool (educacion preescolar) or 

elementary school (educacion primaria). 

• Program Level 3b: Normal School for secondary teachers (escuela nonnal 

superior), with four years (eight-semesters) involved in the preparation of 

secondary teachers. In this program a high school diploma is a prerequisite 

for entry and nonnalistas eam a degree (licenciatura en educacion 

secundaria) in a content area to teach in middle school and high school. 

• Program Level 4: University (universidad o la educacion superior) level 

education, with four years (eight-semesters) involved in the preparation of 

educators with specializations (e.g., art, bilingual education, special education. 
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or physical education). In this program a high school diploma is a prerequisite 

for entry and educators eam a degree (licenciatura en educacion con 

especializacion) focusing on a particular specialized area. 

• Program Level 5: National Teacher's University (UniversidadPedagogica 

Nacional-UPN) level education, with four years (eight-semesters) involved in 

the preparation programs in education, including Educational Administration, 

Psychology, Pedagogy, Sociology, and Master's programs in Educational 

Development. In this program a high school diploma is a prerequisite for entry 

and educators eam a licenciatura or Master's degree (maestria) focusing on a 

particular specialized area or content. 

• Program Level 6: Graduate University Level or Master's degree (Maestria). 

• Program Level 7: In-service Training (Centros de actualizacion del 

Magisterio-CAM). CAM system has been replaced by Teachers' Centers 

(Centros de Maestros) for the licensing of teachers without the licenciatura 

credential. 

In essence, nonnalistas have between four to ten years of teacher preparation 

from Mexico, with the completion of middle school, high school, normal school, and 

university program levels. Perhaps this may be causing the confusion in understanding 

the Texas requirements for teacher certification involving state licensing examinations. 

In other words, this two-step system found throughout the U.S., requiring teacher 

candidates to complete a degree and then apply to the state for a license to practice their 

profession does not exist in Mexico. One's degree and license are the same. Participants 
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who answered the question included the number of years or number of semesters required 

for completion, listing the required coursework, or including a description of the 

licenciatura as an equivalent to the bachelor's degree in the U.S. Coursework at the 

normal school was concentrated on teaching and the application of theory. The 

preparation involved a year-long student teaching assignment in which normalista 

students were required to discuss their progress with their professors, supervising teacher, 

and the classroom/cooperating teacher. The development of a research study and it 

defense was the final project. One normalista teachers who taught at the middle school 

level discussed the issue of middle school teacher preparation. 

After completing middle school, I registered in an escuela normal, in which I 
studied for four year to receive my degree as a kindergarten and elementary 
teacher. The last year is called the practicum in which the student teacher has to 
prove to the supervising teacher that he/she can teach children, if the student does 
not pass, then the year needs to be repeated one more year in the normal school. 
After I completed the normal school and graduated I went to the escuela normal 
superior and graduated with my licenciatura in middle school education, that is, 
so I could teach classes in secondary education. 

(Despues de haber tenninado mis estudios en el dinbito secundario me inscribi en 
la escuela nonnal bdsica en la cual estudie por 4 ahos para recibir mi titulo como 
maestra para dar clases en kinder y en primaria y en el ultimo aho es llamado 
aho de prdctica, el cual consiste en que el estudiante normalista necesita 
comprobar al maestro evaluador que considere que el maestro normalista no esta 
preparado para impartir clases a los alumnos, el maestro normalista debe de 
repetir el aho escolar una vez mds si desde graduarse de la nonnal bdsica. 
Despues de haberme titulado de la escuela normal bdsica me inscribi en la 
escuela nonnal superior del estado para recibir mi titulo como licenciada en 
educacion media. Es decir para poder dar clases en la secundaria.) 
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Ouestion 10: Steps Taken Towards Re-certification 

Based on the list of requirements and prerequisites that the participants submitted 

for question 10, the routes to re-certification table was constructed that lists the 

prerequisites for admission to teacher certification, program admission requirements, 

additional fees, and the various pre- and post-tests required for teacher certification. 

Table 4.9 lists the required documents needed for each certification route, requirements 

are designated by an "X" beside each item in the table ( - indicates that the item is not 

required). The types of certification routes available for normalista teacher re

certification include the university program, school district altemative certification 

programs, programs offered by the educational service centers through out Texas, and the 

fast track route offered by SBEC. The university, school district programs, and the 

service center preparation programs require individuals to take leveling coursework in 

preparation for the state's newly adopted licensing exam, known as the TExES that 

replaced the previous test called the ExCET. However, the "fast track" route permits 

individuals to register and take the examination without additional coursework. All the 

requirements listed in Table 4.9 require the individual to pay a fee, for example an 

application fee, examination fee, and/or tuition. The total cost to complete any of these 

routes within a two year period is approximately $10,000 to $20,000 depending on the 

individual's immigration status, English proficiency, and ability to pass the examinations 

on the initial attempt. 
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Table 4.9. Documentation Requirements for the Re-certification of Foreign-trained 
Teacher Candidates for Each Route. 

REQUIREMENTS 

TYPES CERTIFICATION ROUTES 

University ESC ACP SBEC 

PREREQUISITES 

SBEC "Fast Track" 
Route - Application 
Fee($175) 

X 

Credential Evaluation Report X 
Of Original Transcript 
(Up to $300) 

Copies of Credentials and X 
Transcripts 
(Up to $20) 

Statement of Degree X 
Verification (Original) 
From Country of 
Origin - in English 
(Cost of Trip Home) 

English Proficiency X 
Verification Test (TASP) 
($29 for each Attempt-
Together or in 3 parts) 

Citizenship Status X 
Verification from INS 
(Up to $300 and Lawyer 
Fees for initial changing 
Of Status from 
HltoHl-BVisa) 

X 

X 

X 

X 

X 

X 

X 

X 

X X X 

X X X 
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Table 4.9. Continued. 

REQUIREMENTS 

TYPES CERTIFICATION ROUTES 

University ESC ACP SBEC 

ADMISSION REQUIREMENTS 

TOEFL Test X 
($110) 

CLEP Test 
Additional 
Spanish Credit 
Hours for 
Transcript ($72) 

University X 
Courses Fees 
And Tuition 
(30-64 credit hours 
$1200 per Semester) 

University Admissions X 
Application ($50) 

ADDITIONAL PROGRAM 
FEES AND REOUIREMENTS 

Textbooks X 
And Materials 
($150 per Semester) 

Program Participation Fees 
($3000 per year) 

English Classes 
(Tuition Cost-
Up to $1200) 

X 

X 

X 

X 

X 

X 

X 

X 

X 
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Table 4.9. Continued. 

REQUIREMENTS 

TYPES CERTIFICATION ROUTES 

University ESC ACP SBEC 

Community College 
Coursework - Core 
Leveling -courses 
(Tuition Cost - Up to 
$1200 per Semester) 

X X 

EXAMINATIONS 

ExCET / TExES 
Exit Examination 
Two-parts 
($72 / Test Part) 

Review Sessions 
For all examinations 
($30 - $50 each) 

Practice Test 
Sessions 
($30 each) 

TOPT 
(Texas Oral 
Proficiency Test 
In Spanish)-$72 

TSE 
(Test of Spoken 
English) - $125 

Extra Costs: ($500 / Semester) 
Travel, Copies, Textbooks 
Mailing, Childcare 

X X X X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X X 
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Participants commented on the inconsistencies of the credential evaluation agencies 

available throughout the U.S. and cited that various agencies had given little or no credit 

for some coursework. The root of all the frustration for many is the fact that throughout 

Mexico the university or educational system issues the teaching license concurrently with 

the degree. This license is valid, in most cases throughout the Latin American country 

and accepted in every state within. Therefore, the institutions of higher education (IHE) 

have the power to grant licenses in not only teaching, as in teacher certification, but also 

in the various professional careers. The following table gives a comparison of the Texas 

educational degree plan for bilingual educators and the Mexican education degree plan 

for elementary teachers (Table 4.10). 
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Table 4.10. Teacher Preparation Program Characteristics for Texas and Mexico 
(Elementary). 

REQUIREMENTS TEXAS 
(EC-4"' Grade 
Bilingual Generalist) 

MEXICO - PROGRAMS * 
(Maestro de Educacion Primaria) 
* 4-6 hours per week 

Year of Program 

General Education 

Major Education 

2002 

14 Courses in 
Liberal Arts 
(Texas University 
Core Classes) 
42 Semester hrs. 

24 Courses 
(Interdisciplinary 
Major) 
68 Semester hrs. 

1984 

Minimum of 12 
courses in 
Liberal Arts 
(44 U.S. 
Semester hrs.) 

28 Courses 
(Courses in 
Spanish, Math, Art, 
P.E., Psychology, 
Statistics, & Health 
114 Semester hrs. 

1997 Present 

Minimum of 2 
courses in 
Liberal Arts 
(10 U.S. 
Semester hrs.) 

27 Courses 
(Courses in 
Content, 
Curriculum, 
& Research) 
124 Semester 

Professional Education 

Practical Experience 

Total Degree Plan: 
Semester Credit Hrs. (SCH) 

7 Courses 
(Education Minor-
Includes 6 units of 
Student Teaching) 
20 Semester hrs. 

6 semester units 
in Student 
Teaching 
(480 clock 
hours) and 
45 clock 
hours for 
practicum 

45 Courses 
130 SCH 

Minimum of 
23 Education 
Courses 
(80 U.S. 
Semester hrs.) 

486 total 
clock hours 
of Student 
Teaching 
and 108 
clock hour 
of teaching 
practicum. 

63 Courses 
238 SCH 

Minimum of 
16 Education 
Courses 
(122 U.S. 
Semester hrs.) 

1,008 total 
clock hour 
of Student 
Teaching 
and 504 
clock hours 
of teaching 
practicum. 

45 Courses 
256 SCH 

SEP. (2001). Plan de estudio: Licenciatura en educacion primaria. Mexico, DF: SEP. 
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Ouestion 11: Major Differences in the Two Programs 

According to the participants the major difference was the teaching of the content 

areas. In the past, the Mexico normal school allowed students to study the subject matter 

at the level required for the bachillerato while concentrating in their methods courses on 

the subject matter level that they would actually encounter in the field. The majority of 

the participants (98%) believed that this type of dual preparation was effective. Mexican 

instructors focused on preparing individuals majoring in education by teaching them 

subject matter content with pedagogical objectives and age appropriate activities. As the 

program for 1984 degree plan developed core requirements consisted of a foundation in 

three types of courses: Educational psychology. Social and community awareness, and 

pedagogy in regards to theory and methodology (Petrovic, 1999). Educators were 

required to study the characteristics of the community; consequently two courses were 

devoted to leaming about the region in which the normal school was located. During this 

reform period of 1984, nonnalista teachers could upgrade their credential from the 

previous program of study to a licenciatura status (Zapata, 1993). 

The following list from one participant outlines the major areas of each education 

system with a comparison list of qualities and attributes from each system. In the 

following this participant reports that the U.S. is in the beginning stages of using the 

educational philosophy known as the Constructivist approach in classroom instruction. 

The Mexican teacher education program is very extensive and it gave me a 
foundation to do well in the American program. The major difference was that 
my preparation in Mexico used a Constructivist approach, and in the U.S. this 
approach is just beginning. 

Mexican System - UPN 
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Constructivist Approach - 100% 
• Major emphasis in the preparing teachers: Research, Self-Evaluation, and 

necessary modification in planning to meet the needs of students. 
• Knowledge of theory and how it relates to lesson planning 
• Knowledge of the educational program and ability to maintain the interests 

(attention) of a group 
• There is no access to technology 
• There are no funds available for student enrichment (courses, conferences, 

meetings) 
• There are no intervention type organizations for helping students 
• Certification by completion of degree plan and thesis, which serves as the 

written certification examination 

El programa Educativo Mexicano fue muy extenso y me dio la base para poder 
realizar un buen papel en el programa Americano, la gran diferencia fue que en 
Mexico me prepararon como constructivita (Constructivist), y en EE. UU. esta 
corriente apenas empieza. 

(Sistema Mexicano - UPN 
Corriente Constructivita - 100% 
• Gran enfasis enformar maestros: Investigadores, analiticos autocrdticos, que 

modifiquen su labor de acuerdo a las necesidades de los alumnos. 
• Conocen la teoria y esta relacionada con tu labor docente. 
• Conocen el programa de educacion de los alumnos y lo puedes manejar a los 

intereses del grupo. 
• No hay acceso a la tecnologia 
• No hay techo financiero para preparacion de los alumnos (i.e., cursos, 

seminarios, y congresos, etc.) 
• No hay organizaciones de apoya a los alumnos. 
• Certificacion a traves de una propuesta pedagogica y un examen dan lo que 

se defiende la propuesta.) 

American System: 
Beginnings of Constructivism, not all professor understand this approach 
Emphasis in the preparation of teachers: Self-evaluation, good ability to 
complete and carry out a lesson 
Knowledge of theory, not connected with the lesson planning 
Knowledge of programs, followed as a recipe 
Access to technology 
Access to educational funds for further preparation (TABE, NABE, 
RGVABE, etc. - types of professional conferences) 
Advocacy organizations for students 
Certification is a written exam 
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(Sistema Americano: 
• Iniciando el constructivismo, no todos los profesores conocen la comente 

constructivismo. 
• Enfasis enformar maestros: Autocrdticos, que tengan un buen manejo de la 

conducta y de la seccion (Lesson Plans). 
• Conocen la teoria, no se relaciona con el quehacer docente. 
• Conocen el programa lo siguen como receta. 
• Acceso a la tecnologia 
• Acceso a recursos financieros para acceder a la preparacion (TABE, NABE, 

RGVABE, etc.) 
• Organizaciones de apoyo para los alumnos. 

• Certificacion es un examen escrito.) 

Several of the participants mentioned UPN, or la Universidad Pedagogica 

Nacional (National Teacher's University), institutions outside of the normal school 

system for teacher preparation. Mexican teachers attend UPN for training to become 

school administrators or to specialize in another educational area. The UPN system in 

Mexico has 75 main campuses with 218 branch campuses throughout Mexico. All 

campuses offer the licenciatura programs in education and coursework towards 

nivelacion (leveling courses). The upgrading of credential programs were offered both 

throughout the UPN branch campus network and through distance leaming opportunities 

(Amaut, 1998). The various words used for upgrading coursework by the participants 

were defined as follows: 

• Nivelacion—Involves taking coursework to make a previous credential 

equivalent to a later reform program for the licenciatura (leveling courses). 

• Actualizacion^hwdives taking coursework by in-service teachers to improve 

their teaching and is a requirement to maintain their teaching credentials (staff 

development coursework or workshops). 
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• Capacitacion- Involves taking coursework by in-service teachers who do not 

hold a teaching credential (post-baccalaureate courses). 

Although limited space was available in which to respond, several participants 

outlined differences and compared the two programs. However, the main difference was 

that in the U.S. programs, the degree plan is an interdisciplinary degree with various 

courses in several disciplines. However, in Mexico, the eight semesters involved in the 

degree plan are preplanned, highly structured and focused on education majors. Also, at 

the normal school, nonnalista students enter in established groups or cohorts that hold 

constant as the students advance through their program. Participants answered the 

question by providing lists in an effort to depict the intensity of the coursework and to 

highlight the advantages of a concentrated program. Additionally, a large number of 

nonnalista teachers have received a master's degree as well or have several hours of 

leveling classes. In the following, a participant comments that all the coursework builds 

from the previous course and follows a sequence. 

The greatest difference that I see is that in this country one can teach classes and 
study to become a teacher without having a knowledge base or studies in 
education. For example, in Mexico the only ones who have completed their 
studies as a normalista are able to come in and teach students and in order to be 
able to study in the escuela superior. One must provide evidence of graduation 
requirements from an escuela normal in order to be able to register for your 
Master's in Education at the escuela superior. Everything is done in a sequence 
of courses beginning with the most basic until ending with a doctorate in 
Education, only and exclusively in Education. 

La gran diferencia que yo vi, es que en este pais pueden dar clases y estudiar 
para ser maestros sin haber tenido bases o estudios relacionados con la 
educacion en el pasado. Por ejemplo, en Mexico linicamente las personas que 
tienen estudios normalistas pueden entrar para impartir clases a los alumnos y 
para estudiar en las escuelas nonnal superior deben de comprobar que se 
graduaron de la normal bdsica lo mismo para inscribirse en la maestria en 
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educacion debe de comprobar que estudio la escuela normal superior. Todo 
lleva una secuencia de estudios empezando de lo mds bdsico hasta terminar en el 
doctorado en educacion. Unica y exclusiva en EDUCACION. 

A large number of participants (60%) replied with such a fervent appeal 

conceming university course work and the lack of a rigorous degree plan. Since most 

nonnalista teachers were required to complete courses from a deficiency plan with 36-42 

credit hours in graduate or undergraduate coursework, many are unaware of the 

requirements for a four-year degree. Deficiency plan requirements concentrate on 

courses emphasizing bilingual education, reading instructional strategies, and 

professional standards. Consequently, classroom observations, student teaching or field 

based courses may not be on their deficiency plans. The participants perceived that no 

method courses were taught in the U.S. teacher preparation programs. In comparison 

with the degree plan used in Mexico, it is understandable that normalista teachers would 

make those comments. 

Question 12: Similarities in the Two Programs 

The last restructuring of the Mexican teacher preparation program of study 

became effective in 1997. This reform allowed for course alignment with the curriculum 

used in the textbooks developed by the SEP Alignment was evident in the teacher 

education textbooks that connect educational theory with praxis, see Propositos y 

Contenidos de la Educacion Preescolar (2001) available in the various grade levels. As 

with prior programs, this program of study has eight, eighteen-week semesters and is 

divided into three types of preparation: Academic course work consisting of 35 classes 
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distributed over a six semesters. The last two semesters are devoted to 28 credit hours of 

student teaching and four hours of student teaching analysis. 

The results from the questionnaires indicated that participants perceived that both 

programs had similar coursework, but reported that they believed that the Mexican 

system was more application based as opposed the U.S. program consisting of more 

theory based coursework. Below are some responses to question 12, both positive and 

negative reactions to the following: U.S. educational system, bilingual education, and the 

teacher preparation system for re-certifying individuals from other countries: 

There is no similarities between the structures of the two programs are totally 
different. 

(No tienen nada de parecido; las estructuras de los programas son totalmente 
diferentes.) 

The two have many similarities involving the teaching of the different areas, but 
in Mexico the focus is on the development of the child: socially, academically, 
culturally, etc. And here, I have yet to see a teacher of a group, discover 
giftedness. All I see is an emphasis on the TAAS test. 

(Los dos tienen muclias similitudes en cuanto a la ensehanza de las diferentes 
dreas, pero en Mexico buscas el desarrollo integral del niho, social, academico, 
cultural, etc. Y aquijamds he visto que el maestro de grupo descubra talentos. 
Solo los veo enfocados en el TJ^S.) 

I have not found one similarity for they are two different programs, created with 
different objectives and for different kinds of people. 

(No le encuentro ninguna similitud pues son dos programas diferentes, creados 
en diferentes objetivos y para diferentes clases de personas.) 

They both try to teach you how to develop a good educational program. 

(Tratan de enseharte como desarrollar un buen programa de educacion.) 

The programs have many similarities, for example I studied courses in 
psychology and also the program here has mathematics, science, social studies. 
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and other courses that the program here requires and that the Mexican program 
demands, also. 

(El programa tiene bastante similitudes por ejemplo yo estudie cursos de 
psicologia y tambien el programa de aquiles tiene matemdticas, ciencias, 
estudios sociales y otros cursos que el programa de aqui requiere y que tambien 
el programa de Mexico lo exige.) 

A key issue with this question pertains to the manner in which participants 

interpreted the question and answered with a positive or negative statement. The 

participants' attitudes and beliefs are cleariy revealed in this question in regards with 

comparing the two preparation programs. For the most part, the answers were positive in 

offering similarities conceming education as a whole for both programs; however, 

negative responses reflected frustration in the re-certification process or edification for 

the native country's education program in comparison to the U.S. teacher preparation 

program 

In addition, many interpreted the questions as referring to the re-certification 

programs for both countries involving the leveling classes. The frustration lies in the 

confusion of associating their experiences in Mexico with the leveling classes needed for 

the licenciatura. In other words, in Mexico, leveling (nivelacion) classes or coursework 

refers to the required "upgrading" of their degree to the equivalence of a bachelor's 

degree or licenciatura. In essence this upgrading also served to add status to the 

profession. The courses were rigorous and offered a motivation to complete the 

coursework with the awarding of the licenciatura. Whereas, in the case of the Texas 

deficiency plan the courses needed for certification may be graduate or undergraduate 

coursework, but in most cases will not count towards a degree. 
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Ouestion 13: Most Difficult Part of the Re-certification Process 

The majority of participants (80%) reported that the "most difficult part of the re

certification process" was the use of standardized testing with regards to demonstrating a 

high level of English proficiency for entry and certification requirement. Participants 

commented on the lack of correlation between passing scores on the TASP and/or 

ExCET/TExES examination and their teaching ability. Consequently, language was a 

factor to most in addressing the testing issue. 

Tables 4.10 and 4.11 give a listing of the examination required for re-certification 

including the costs for university enrollment based on semester averages of 12 

undergraduate credit hours or 6-credit graduate hours. The following is a brief description 

of each test. 

• Texas Academic Skills Program (TASP) - Prerequisite minimum skills test 

required for university admissions with three sections: Reading, Mathematics, 

and Writing. Total testing time is five hours. 

• Test of English as a Foreign Language (TOEFL) - Prerequisite language test 

for non-native students, addresses three areas: listening comprehension, 

structure and written expression, and reading comprehension and vocabulary. 

Total test time is 110 minutes. 

• Texas Oral Proficiency Test (TOPT) - This test evaluates Spanish oral 

language proficiency, while examinees respond to taped-recorded questions. 
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• Test of Spoken English (TSE) - Oral language test designed for non-native 

adults, particularly graduate students and professionals. Examinees respond 

to printed and taped-recorded questions. All answers are tape-recorded. 

• Texas Examination of Educator Standards (TExES) - This exit level exam 

replaced the Examination for the Certification of Educators in Texas 

(ExCET). This test grants the certification or licensure to teach in Texas 

public schools. Bilingual education teachers seeking certification must pass 

the (a) Bilingual Education/ Generalist EC-4''' Grades (103) test and (b) the 

Pedagogy and Professional Responsibility (100) test. 
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Table 4.11. Costs for re-certification examinations for Foreign-Credential Teacher 
Candidates 

Examinations Costs for each Tests Totals 

Prerequisite Tests 
English Proficiency 
Verification Test (TASP) 

• Reading 
• Mathematics 
• Writing 

TOEFL Test (English) 

Exiting Examinations 
Review Sessions 

Practice Test 
Sessions 

ExCET / TExES 

• Bilingual Education/ Generalist 
EC-4'*'Grades (103) 
• Pedagogy and Professional 
Responsibility (100) 

TOPT 
(Texas Oral 
Proficiency Test 
In Spanish) 

TSE 
(Test of Spoken 
English) 

$29 for each Attempt-
(Together or in 3 separate parts) 

$ 29 - $ 87 

$110 

$30 $50 / test (2 parts) 

$30 / test (2 parts) 

$72 / test (2 parts) 

$110 

$100 

$60 

$144 

$72 $72 

$125 $125 
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Table 4.12. Costs for Re-certification for Foreign-Trained University Students 

Requirements Costs for Each Requirement 

Prerequisites 

Credential Evaluation Report 
Of Original Transcript 

Copies of Credentials and 
Transcripts 

Statement of Degree 
Verification (Original) 
From Country of 
Origin - in English 

English Proficiency 
Verification Test (TASP) 

Citizenship Status 
Verification from INS 

SBEC Application Fee 

TOEFL Test 

Up to $300 

Up to $50 

Cost of Trip Home 

$29 for each Attempt-
(Together or in 3 separate parts) 

Up to $1200 in Lawyer 
Fees for changing status 
From HI toHl-B and 
$700/ year for Residency) 

$175 

$110 

University Admissions 

University Admissions 
Application 

$30 for undergraduate admissions 
$50 for graduate admissions 

Textbooks, Supplies 
And Materials 

AC Programs Fees 
(Altemative Certification) 

$720 / Semester for Undergraduate 
$576 / Semester for Graduate 

$3,000 per year to school district 
(Salary deduction) 
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Table 4.12. Continued 

Requirements Costs for Each Requirement 

English (ESL) Classes 

Community College 
Coursework - Core 
Leveling Classes 

Tuition Cost Up to $1200 

Tuition Cost - Up to $1200 per Semester 

Exiting Requirements 

ExCET / TExES 
• Review Sessions 

• Practice Test 
Sessions 

• Certification 
Examination 

$30 - $50 / test (2 parts) 

$30 / test (2 parts) 

$72 / test (2 parts) 

TOPT Exam 
(Texas Oral 
Proficiency Test 
In Spanish) 

TSE Exam 
(Test of Spoken 
English) 

$72 

$172 

256 



Table 4.12. Continued 

Requirements Costs for Each Requirement 

University Tuition: 

Undergraduate 
Fees 
(Full-time/ In state) 
Note: Add $6,450 for out-of-state tuition. 

$1,200/semester 
$1,500/semester 

Graduate 
Fees 
(Full-time/ In state) 
Note: Add $5,160 for out-of-state tuition. 

$1,440/semester 
$1,704/semester 

University Student Room and Board: 

Undergraduate and 
Graduate 

$4,113 / Semester - On Campus 
$1,944 / Semester - At Home 
$5,067 / Semester - Off Campus 

Personal Expenses as a Student 

Undergraduate and 
Graduate 

Transportation: as a Student 

Undergraduate and 
Graduate 

$1,683 / Semester - On Campus 
$ 963 / Semester - At Home 
$1,917 / Semester - Off Campus 

$ 720 / Semester - On Campus 
$1,008 / Semester - At Home 
$ 1,008 / Semester - Off Campus 

For the most part, licensing exams are used to ensure that professional knowledge 

is incorporated into the professional education programs that prepare teachers. In Texas 

the licensing tests are not tied to the granting of the degree; however, in the case of the 
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nonnalista teachers they cannot receive a standard teaching license if they do not pass the 

state's test. The failure rate for Mexican-American students and whites was 39 percent 

and 14 percent respectively (Garcfa, 1989). Valencia and Aburto (1992) presented 

information regarding the high failure rate of Latinos on teacher tests. They report the 

technical aspects of teacher tests are very questionable in how they are constructed and in 

what they purportedly predict. The participants voiced that the tests' seemingly 

unparalleled competencies did not effectively match qualities needed to teach diverse 

populations in the preschool or primary grades. Also, the reliability of paper and pencil 

test to gauge teachers' abilities to teach within a diverse community of leamers. Research 

on the questions of the potential evidence in racial/ethnic bias on teacher tests is sorely 

needed. Participants offered evidence for the mismatch of competencies when Latino 

educators are assigned to work within the Latino community involved with culturally and 

linguistically diverse parents and students. 

During the 8 years that I worked in the leaming center, I never needed to consult 
the TASP test to direct, guide, and teach the children. Also, I never needed to 
consult the TASP test to inform and help the parents leam how to contribute and 
offer a better education for their students. 

Durante los 8 ahos que yo trabaje en el Leaming Center, nunca tuve necesidad de 
ir a consultar el TASP para orientar, guiar y ensehar a los nihos, tampoco tuve 
que consultar el TASP para infonnar y ayudar a los padres defamilia para 
contribuir a ofrecer una mejor educacion a los estudiantes. 

A major finding dealing with standardized testing in my study echoes what 

authorities have reported from studies with minority and immigrant students. All 

participants commented on the entry and exit level exams when questioned. Additionally 

in all cases the participants had retaken the exams several times in order to reach the 
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qualifying scores needed for the prerequisites. The high failure rate, or in the case of the 

TASP test, achieving the qualifying scores for the Reading, Writing, and Math portions 

of the test, continued to be a concem for most. The majority had expressed missing the 

qualifying score by less than five points and then having to retake a portion of the test 

several times over a two-year period. 

Everything beginning with the exams is so difficult that in reality do not help you 
at all, but you have to take them. 

(Todo empezando con exdmenes es tan dificil que en realidad no te sirven para 
nada, pero tienes que hacerlos.) 

The ExCETs are other exams that present scenarios that at times or perhaps, never 
actually happen in the classroom. "Teaching is not static, it is always in motion 
and in the classrooms everyday is a new day of teaching and leaming. 

(Los ExCETs son otros exdmenes que presentan escenarios que algunas veces o 
quizds nunca suceden en el salon de clase. "La ensehanza no es estdtica, siempre 
estd en movimiento y en los salones de clase cada dia es un dia nuevo de 
ensehanza y de aprendizaje. ") 

The major concem was that English fluency and proficiency were required 

immediately for accessing university coursework. This was apparent in regards to the 

entrance exams (TASP) for acceptance to most teacher education programs. Others 

voiced their concems about English proficiency needed to mast the exams, as seen in the 

following responses. 

I think it is the language, and the length of time one takes to master the English 
language. 

(Pienso que el idioma, en lo que uno logra dominar unpoco el idioma ingles.) 

One of the aspects that is the most difficult in becoming re-certified or better yet 
to take the necessary courses for certification, for example the "Approaches," is 
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that they demand that one take and pass the TASP first in order to register for 
some of the courses. I consider this a humiliation to me because after arriving 
with a licenciatura I have to come and take this exam that has nothing to do with 
the coursework that I have to take it to obtain my certification. 

(Uno de los aspectos mds dificiles para renovar el titulo o mds Men para tomar 
los cursos indispensables para la certificacion como por ejemplo los 
"approaches," es que le tengan que exigir a uno que tiene que tomar o mds bien 
pasar el TASP para poder registrarse en unos cursos. Yo considero que es una 
huinillacion que despues de venir de una licenciatura yo tengo que venir a 
presentar un examen que no tiene nada que ver con los cursos que tengo que 
tomar para obtener la certificacion.) 

The majority of the participants agreed that the most personal difficulty they 

experienced was mastering English in order to pass the state qualifying exams and to 

understand the format involving passages with scenarios of classroom interactions. 

Vallejo and Garcfa (2001) recounted on similar findings conceming the integration of 

foreign-trained teachers into the public schools system. The researchers found that "an 

important barrier that foreign-trained teachers also face is the lack of English 

proficiency" (p. 11) in order to understand the format of standardized tests. Participants 

commented that the lack of information conceming the program objectives also 

compounded the problem of understanding the test format involving classroom scenarios. 

In an attempt to define competencies, researchers have consistently included 

description of the skills in the literature (Cummins, 1985; Dentler & Hafner, 1997; 

Garcfa, 1993; Gay, 1993; Gonzalez, 1993; Moll, 1988, 1992; Nieto, 1991; Valverde, 

1993). The skills such as the ones presented on state licensing examination such as the 

ExCET have been used to address the effectiveness of bilingual education or teaching in 
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general. However, A.M. Rodriguez (1990) has pointed out that these competencies 

needed to be examined more closely, as in the following excerpt. 

Examples of the examinations of bilingual teacher competencies cumently in use 
reveal that there is little consensus among experts about the set of competencies 
most appropriate to good bilingual teaching... Competencies can be described in 
terms of required skills, behaviors, tasks, knowledge, attitudes, values, pre
dispositions, and aptitudes...such expert generated competencies form the basis 
for university teacher preparation programs, district in-service education, and 
teacher credentialing requirements. Until competencies are empirically identified, 
educators will continue to rely on the existing anay of questionable measures 
based on narrow cognitive outcomes, superficial behavioral observations, and a 
priori value-laden judgments, (p. 373) 

Whereas researchers have argued against interpreting standardized test scores to 

determine competencies in academic and language proficiency, Midobuche (1999) 

recommends the following: 

• We need to research and explore the current state of the art of using specific 
bilingual education competencies and standards and the possible benefits this may 
bring to the field. 

• We need to examine the State Competency Exams for bilingual education 
teachers, since these are utilized for credential many teachers, (p. 49) 

One participant explained that successful teaching experience was more important that 

passing qualifying exams, which had become an obstacle in completing certification 

requirements. 

Precisely the process of certification of passing the ExCETs, although where I 
have worked as a tutor, I am considered an excellent teacher. In certification this 
does not count, the only thing that counts is that I pass the exams. And these 
exams have become a barrier, since the language is so difficult and address more 
the intentions of those who write the questions. 

(Precisamente el proceso de certificacion de pasar los ExCETs, ya que en donde 
he trabajado como tutor me catalogan como excelente maestra. En certificacion 
eso no cuenta, cuenta solo que yo apruebe los exdmenes. Y esos exdmenes vienen 
a ser una barrera ya que el idioma es dificil y mds, captar la intencion de la que 
escribio las preguntas.) 
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Ouestion 14: Additional Comments 

The participants (80%) that responded to this question basically gave their 

opinion of the types of requirements needed for certification or wrote about a key 

circumstance affecting their route towards completing their certification. The following 

responses from two normalistas voiced these emerging themes conceming immigration 

and legal status in regards to access to employment and numerous university leveling 

courses needed for certification. 

I think the most important issue is the permit from INS. Before working with 
universities there should be a simple plan and less expensive. This lack of 
bilingual teaches is a major problem for this state. Why could it not be possible to 
make the paperwork easier for these people trying to work in the U.S.? There are 
many best-qualified teachers that could and would come if they could get help. 

The absence of Latino role models impacts several areas. Primarily, the lack of 

role models determines whether the cultural heritage of the group is passed on to future 

generations. Other vital areas influenced by this absence are the following: instilling 

language and cultural pride and the promotion of racial understandings to majority 

students. However, in regards to instruction in the bilingual classroom, language role 

models are also important. As in the following, one normalista was concemed with 

having "qualified" Spanish-speaking teachers to serve in the bilingual classroom. The 

concem has been voiced throughout my study by a majority of the participants about the 

quality of Spanish language proficiency of U.S.-bom bilingual teachers. Guerrero (1999) 

proposed that bilingual teachers were not fluent in the Spanish language and that this has 

major implication for the academic success of Spanish-speaking bilingual children. As 

one normalista stated in the following excerpt: 
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Not having qualified teachers nullifies all work, organizations and great programs 
that exist. Students cannot leam if they have a wrong model, performing daily to 
them. Teachers who say they are bilingual do not know or employ grammar 
correctly. How can students achieve if they are not taught and if [this is] done in 
a wrong manner. I very firmly believe that we have students leaving schools not 
because of family matters but of the quality of their teachers. The saddest part is 
that there is so much money thrown down the drain with inadequate teaching 
performance. 

And, finally one normalista teacher described taking non-equivalent classes that are a 

requirement on deficiency plans and how the tests were an issue in testing teacher 

candidates to gauge teacher quality in the following: 

I would like to suggest to the people in charge of certification. I consider that I'm 
a good teacher; I have my students ready for their next grade level. I feel 
confident of the way I teach. I took the non-equivalent classes that I had to take 
(which were 39 credit hours, like I was starting my, career all over again). I took 
classes about U.S. history, speech, computer (basic subjects), which I know I had 
to take. However, what I don't understand if why we need to answer a multiple-
choice test (or tests) which I'm not good at it, to prove that we are good teachers. 

Summary of Research Findings for the Questionnaires 

In the first part of this chapter, the information involved including the 

demographics of this population. An important finding was the extensive measures the 

teachers had to take in order to prove their competency by obtaining qualifying scores on 

standardized tests. Their routes for re-certification, procedures, and requirements needed 

for this process were arduous, indeed. The recounting of the steps in the process was part 

of the overarching themes of chapter four. Participants gave important information as to 

the total time and cost for this process. The majority of the participants voiced their 

concems with the overwhelming amount of time spent in completing the prerequisite 

activities involving admission testing, taking leveling courses, and obtaining English 
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language proficiency prior to beginning their re-certification coursework. They 

expressed their concems of continuing through the required steps needed at each program 

level or route. 

Part II: Interview Analysis and Discussion 

To fully comprehend, the analysis of the data gathered from the questionnaires, 

the reader needs a clear picture of the changes made in the various restmcturing periods 

of the Mexican educational system. The data obtained from the interviews and secondary 

sources clarify important issues that help to identify educational and personal experiences 

that nonnalista teachers bring to the certification process to become bilingual teachers. 

According to my literature review, the 1984 reform period had the most impact on the 

escuela nonnal system because prior to that year, normalista teachers in preschool or 

elementary education were only required to complete a high school education in order to 

be certified to teach in the public schools. This is an important factor in the re

certification of nonnalista teachers because this determines whether the normalista 

teacher's previous preparation is equivalent to a high school diploma or a baccalaureate 

degree. Each of my three interview participants, Arcelia, Janelice, and Beatrice, 

described important insights involving the preparation process in Mexico in regards to the 

major reforms or eras in the licensing of preschool and elementary teachers. The four 

main themes that surfaced from the data were the following: Mexican teacher education, 

competency testing, university access, and teacher-student mismatch. 
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Arcelia's Story 

My first participant, Arcelia, conducted several interviews with me during the 

course of the study. Arcelia is a retired Mexican educator who is currently receiving a 

small pension from the Mexican govemment. According to Arcelia, Mexican educators 

who retire from teaching are able to receive retirement benefits. Residents of Mexico 

have equal access to derive benefits from national resources, such as retirement from 

social security. Social security is set up to provide citizens, regardless of age, with 

medical aid, and a retirement income. Everyone who works pays into the social security 

system; however, for those who are disabled and/or unemployed relief is not available 

such as a national welfare system. 

Arcelia is now beginning her second career as a bilingual teacher and has taught 

for four years in Texas. Her teacher education and preparation span the course of more 

than fifteen years, beginning in 1959 to 1974. Arcelia continues to enjoy leaming new 

strategies for teaching children in the U.S. which have been provided by her school 

district's staff development opportunities. 

Arcelia considers teaching as the development of the whole child. The goal of 

education in Mexico is content knowledge which is associated with the exercise of 

intellectual abilities and meditation (SEP, Plan and Programs of Study, 2001). This 

finding was also consistent with Garcfa and Gonzalez, (2000) whose research revealed 

that Mexican educators consider their job as a vocacion, a calling to serve the students 

and their community. Arcelia revealed background information conceming her origin 

and initial teacher preparation program, in the following: 
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I was bom in the state of Oaxaca, in a city that is in the southeast part of Mexico. 
I completed my studies in a normal school, a rural normal school, to become an 
elementary education teacher at the Lazaro Cardenas Normal School in Palmira 
Morelos, near Cuemavaca, in Cuemavaca, Morelos. I only studied in that period 
of time, when you would study three years in middle school and three years in the 
normal school. And with those six years, one would leave prepared to teach. 
Because they were government run schools, one would leave with employment 
immediately. We did not have to go and look for work, look for an employment, 
a position, or anything. The school would do everything. And we did not have to 
look for work, look for a job, or anything. The following year we would leave to 
go to work. 

(Naci en el estado de Oaxaca, es una cuidad en el sureste de Mexico. Realice mis 
estudios en la nonnal, en la normal rural para ser maestra de educacion primaria 
en la escuela normal en "Ldzaro Cdrdenas" de Palmira Morelos es una colonia 
de Cuemavaca, en Cuemavaca, Morelos. Solamente estudiaba, en esa epoca, se 
estudiaba 3 anos de secundaria y 3 anos de normal, y con esos 6 anos uno salia 
preparada a ensehar. Como eran escuelas federales, uno salia con su plaza 
inmediatamente, no teniamos que hacer nada, absolutamente nada. La escuela se 
hacia todo eso. Y no teniamos que ir a buscar trabajo, buscar una plaza, y nada. 
A los siguientes anos salian a trabajar.) 

In her family, Arcelia was an only child who always dreamed of becoming a 

teacher. Since, her father was a teacher and a principal it was important to seek his 

approval by choosing the same career path. In Mexico, teachers are highly respected and 

the teaching profession is an honorable position within the community. During the time 

Arcelia was beginning her preparation in high school, teachers were often part of the 

small minority of literate citizens in Mexico. Therefore, teachers were held in high 

esteem for their knowledge and wisdom. Arcelia revealed that she had always wanted to 

become a teacher, for she stated "ha sido mi pasion," it has been my passion. She 

recalled many childhood memories of playing school with her cousins and friends. Later 

as a Mexican educator, she would strive to keep current on educational issues and to 
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continuously upgrade her credentials within the various entities, as reflected in the 

following: 

When I was a little girl I would play school and I was the teacher because I would 
see my father who was also a teacher. I want to tell you that to be a teacher has 
been my passion, I love to teach and when 1 came to this country, despite my age 
1 thought I could do it, and with persistence I attained my goal. 

(Cuando yo era nihajugaba la escuelita y que yo era la maestra porque veia a mi 
padre que tambien es maestro. Quiero decir que ser maestra ha sido mi pasion 
me gusta ensehar y cuando llegue a este pais a pesar de mi edadpense que podia 
\o haceiio y con mucho einpeho lo logre.) 

Arcelia completed her initial teaching license at the age of nineteen. After 

finishing high school she taught in a small rural school in a community of indigenous 

people in which her father was the principal. Amaut (1998), reports that because of the 

scarcity of rural teachers the trend was to hire a member of the local community. Most 

rural teachers had only completed an elementary school education of four years. 

Rural teachers took charge of the schools upon completion of a brief training 

program within the community (Amaut, 1998). In rural communities where it was not 

possible to find people capable of taking charge of a classroom, older children who had 

just completed elementary school became the teachers of the younger ones sometimes 

with little or no supervision. Therefore, in the beginning of the 1980s, the need for 

teachers began to decline, creating a teacher surplus, especially in urban areas (Secretaria 

de Educacion Piiblica, 1997). Of the 40,000 elementary education teachers graduated in 

1982-1983, only 19,000 could be employed (Amaut, 1998). 

Arcelia stated that her experiences teaching the indigenous population in Mexico 

have given her a better understanding of the issues conceming bilingual students in the 
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U.S. When she attended the escuela normal superior, she eamed her licenciatura in 

biology. Arcelia has taught a total of 28 years in Mexico in the elementary and 

secondary public, private, and rural schools. She has served as a principal of an 

elementary school. Therefore, her teaching preparation in Mexico includes four layers of 

schooling: high school diploma with emphasis in primary education, specialization in 

Biology from a secondary level normal school, six years of university training for 

elementary education from UPN, administration training from UPN, and completion of 

requirements for a licenciatura in elementary education. All of the experiences have 

given her knowledge in working with the diverse student population in the U.S. Arcelia 

discussed her educational experiences while in Mexico, in the following: 

Later 1 completed my specialization in biology at the Mexican normal school for 
secondary educators located in Mexico City. And, at the end I studied for six 
more years at the Universidad Pedagogica Nacional-UPN to receive my 
bachelor's degree in elementary education. 

(Posteriormente hice la Especialidad de Biologia en la Escuela Nonnal Superior 
de Mexico localizada en la Ciudad de Mexico, DF. Por Ultimo estudie, 6 ahos 
mds en la Universidad Pedagogica Nacional y adquiere el Titulo de Licenciada 
en Educacion Primaria.) 

Arcelia stated that she was proud of all her accomplishments and of completing 

her bilingual teacher training in Texas, despite facing a few obstacles. It was not an easy 

path for Arcelia, especially upon arriving to the U.S. Most of her problems dealt with 

the misinformation or lack of information that was available at the time she beginning the 

certification process. In the mid-1990s the issue of certifying Mexican normalistas was 

a relatively a new phenomena and most colleges of education varied in their procedures 

of re-certification. 
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According to Arcelia, re-certification information was unavailable at that time and 

the first deficiency plan she received from a major university, outlined a degree plan 

totaling to over 80 semester credit hours. At that point in her life, Arcelia needed to 

decide on whether to pursue a teaching credential, work as a paraprofessional, or stay 

home and enjoy her retirement. Since, she was curious about the U.S. public school 

system, she decided to work as a paraprofessional. Within the first months of 

employment, she was encouraged by various teachers to contact another university and 

inquire about their re-certification requirements. The university's certification officers 

offered to reevaluate her previous coursework. Consequently, it was determined that she 

needed approximately ten courses or 30 credit hours. At that point, after discussing her 

options with her husband, the decision was made to begin the certification process. 

Janelice's Story 

Unlike most of my participants, Janelice completed her teaching preparation at the 

university level and received her licenciatura after the 1984 reformation. Janelice spoke 

about the community service hours, the social service project conducted with a group of 

nonnalista students and the hours of observations she was responsible for completing at 

the nursery schools and at the elementary public schools. Although Janelice had 

accumulated several hours of classroom observations, field experience hours, and the 

completion of two semesters of student teaching in Mexico, she did not actually have a 

teaching job when she was living in Mexico. She moved to the U.S. shortly after 

graduating from the university. Janelice remarked how very proud she was to be 
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mentored by the older women in her life and of the preparation she received in the 

Mexican state of Nuevo Leon. 

I studied at a school in Nuevo Leon, the University of Montemorelos. And it is in 
part the curriculum that we used that was the curriculum of the state. It was not 
something separate and what I remember is that it was something that had an 
emphasis on Educational Psychology. 

(Yo estudie en una escuela de Nuevo Leon, la Universidad de Monte Morelos y 
estd fue bueno y esta pues es parte teniamos el curriculo que tenemos en el estado 
de Nuevo Leon. Pues, bueno no era algo separado y lo que recuerdo es que era 
algo que tenia mucho enfasis en la psicologia educativa.) 

Janelice's grandmother and mother have been involved in teacher education at the 

university level for several years. At one point during the second interview, I was able to 

speak to her grandmother and mother conceming the normal school reform eras. Janelice 

had little knowledge of the specifics involving the reforms; however, her mother stated 

that the reform of 1984 seemed the most rigorous for nonnalista students. Janelice's 

mother is currently the director of a normal school in Mexico and attempted to explain to 

me information conceming the core requirements of thirty-six courses. All areas were 

supplemented by additional coursework in the content areas, including statistics and 

educational theory. According to Janelice, two courses dealt with starting your own 

school or daycare center. Another important issue with Mexican teachers is that of 

leaming about the societal needs of the community. The following is a listing of the 

degree requirements as told by Janelice that was collaborated by curriculum materials 

provided by la SEP and by research findings from Petrovic et al (1999). 
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• Foundation courses involving an understanding of Mexico to promote civic 

responsibility in solving social problems: Economics, philosophy, political, 

social, cultural, moral, legal, and educational processes. 

• Psychology courses involving an understanding of the leaming process: Child 

development, psychology, and the process of socialization. 

• Pedagogical understanding for reflective practice to connect theory with 

practice: Educational theories, methodology and strategies in the teaching 

process. 

Basically, in the 1984 era, the focus was to provide an understanding of the 

aspects of school organization and administration whether in preschool, elementary or 

secondary. Included with management strategies for developing one's own school, in 

this period normalista students studied the community, its resources, needs, and 

characteristics in which the normal school was typically located. This was evident in the 

information that was provided by all three participants. 

Beatrice's Story 

Beatrice was the normalista educator that was the most enthusiastic of the three 

about working with children as a bilingual teacher. She is married and the mother of 

three young boys, including twin sons. Each time we would meet to conduct an 

interview, she would bring some type of artifact from her preparation at the normal 

school. That is, she brought and described various thematic units compiled in lesson plan 

books and other types of assignments from her preparation program at the normal school. 
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Upon completing high school, Beatrice decided to attend the university and train to 

become a child psychologist. However, she soon retumed home because she missed her 

family, as she described in the following: 

After my life in high school, I began my professional career, which I began at the 
UAC (Universidad Autonoma de Coahuila), in Saltillo, as a psychology major, 
but I only stayed a year. The first semester I lived with my aunt and the second 
semester because of my friend's sister... That career was nice, but my family, my 
father, my mother, and Tito, my brother was far away, and I missed them. 
Nevertheless, it was so difficult for me to retum and enroll the second year in 
psychology. The third semester, I stayed for only ten days and retumed to my 
home. It was nevertheless a new experience to go through even though it was 
only for one year. Anyway, it was a new experience for me to leam new things. 

(Despues de mi etapa de preparatoria siguio la de profesional, la cual la empece 
en la UAC de Saltillo, en licenciatura en psicologia pero nada mds dure un aho, 
el primer semestre en casa de una tia y el segundo semestre en caso de la 
hermana de una amiga... La carrera era muy bonita pero mifamilia, mi papd, 
maind v Tito, mi hennano estaban lejos, y yo los extrahaban. Tal vez era 
demasiado para volver a inscribinne en segundo aho de psicologia, el tercer 
semestre v durar solamente diez dias y regresar a mi casa, fue como quiera una 
nueva experiencia que pesar de haber sido solamente un aho me servio de mucho 
para aprender nuevas cosas.) 

As she spoke about her goals, she described her desire to work with children. Beatrice 

wanted to try to help them. In the following she describes in English and then in Spanish 

her reasons for deciding to become a teacher and attending the escuela normal in Saltillo. 

First of all, I was studying at the Universidad Autonoma de Coahuila in Saltillo, 
Coahuila as a psychologist. I went to that area and I would like to study 
psicologia infantil, and become a child psychologist, and then after awhile that I 
have some of my friends going to the Escuela Normal en Sabinas de San Juan en 
Coahuila, I found that I would like to go over there. And start taking some 
classes I thought I wanted more than to be a psychologist. I wanted to help the 
children more than a just a psychologist, to help mentally, psychologically, and do 
something more related to cognitive skills. 

I met a friend from school, and she told me that she had registered at the Normal 
de San Juan because they had raised the educational level of the career to a 
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licenciatura and that it required in order to complete high school to register. That 
is why I thought it was a good idea. Well, partly because I thought it was a nice 
career for me, it was close to my home. 

(Me encontre con que una compahera de escuela, y me dijo que se habia inscrito 
en la Normal de San Juan porque habia elevado la carrera de educadora a nivel 
licenciatura y que se requeria de preparatoria para poder ingresar. Asi es que a 
mi me parecid buena idea, pues aparte de que es una bonita carrera para mi 
gusto, quedaba cerca de mi casa) 

After completing the admission requirements for the following year, Beatrice was chosen 

to begin her studies at the normal school. At the school, she soon felt at home and 

became involved in the decision-making committee of the school. Beatrice discusses 

some of the issues involved in beginning a new era in the normal school system. Since it 

was no longer a high school program many of the rules and restriction were lifted in 

regards to student conduct. 

That first year that I was there I was part of the student board. They were trying 
to change the rules, los reglamentos about the students. Like before when it was 
in high school, they don't like you to get married, they don't let you get pregnant, 
none of those. But they switch all of that, that year, because they say that the 
students are not in high school any more, so they did care about that anymore, that 
now the students are responsible adults, and they are now working on a bachelor's 
degree. So then of course, the following year everybody got pregnant! I was the 
president of the student committee for the graduation planning committee. I had 
to do the speech for the graduation. 

It is not like in high school where you choose the branch that you want to take. 
This is the normal, where they have everything set for you. It is a set career, and 
they say this is what you need to take it is not like here where you go find the 
room where you have the class. No you have your own classroom the whole 
semester. The teacher goes to your classroom. You stay there the whole year and 
that's your classroom. 
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It was necessary to examine the preparation of each normalista teachers on an 

individual basis within the context of their milieu. Beatrice completed her 8-semester 

program in 1989 as a preschool teacher; therefore, her class graduated under the 1984 

degree requirements to eam a licenciatura from the normal school preparation. Petrovic 

et al (1999) reported on the history of integrating the normal school studies into the 

system of higher education. The main goal was to include research in the general studies 

program. 

By comparison the novice teacher in Mexico has spent three times more clock 

hours in the classroom as U.S. student teachers. Additionally, theory and application 

courses were taught in conjunction with age appropriate classroom strategies. This 

pairing of university content area coursework with classroom instructional pedagogy 

would equate with both normalista students' success, as well as, the children's success in 

the classroom. Information conceming the Mexican teacher education program follows. 

Mexican Teacher Education Program 

One of the main themes throughout the study was the theme of the Mexican 

teacher preparation. Initially, one could graduate from high school with a career as a 

teacher, prior to the 1984 reform. Graduating opened up the possibilities for young 

people who did not have the resources and conditions to continue studying due to their 

social and economic situation, of entering the job market occupying a position of high 

esteem, as a teacher. This was more than a way to improve ones standard of living; it 

was a way to gain respect and to survive in Mexico. 
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The reforms that occurred in the Mexican normal schools allowed all normalista 

teachers access to a professional degree. The licenciatura is a highly specialized 

bachelor's degree equivalent, which was the case of the post-1984 Mexican educational 

reform, and is evident by the amount of required professional education coursework in 

the escuela normal. Along with the licenciatura, also came the prestige in writing 

"licenciada/o" after your signature and being addressed in that manner, as is the case for 

all professionals. Upon graduation this title was awarded to all graduates; therefore, the 

university system granted not only the degree but the professional license as well. 

Previously before the 1984 reform, normalista teachers were awarded a "letter of 

completion" along with their high school diploma, as expressed by Arcelia in the 

following: 

At the present time, those who aspire to become teachers in Mexico are required 
to attend the university for four years after high school. In previous years, to 
become an elementary teacher, one only needed to study for three years. After 
completing middle school, in other words, at the completion of the twelfth grade 
the person acquired a "Letter of Completion" which enabled them to begin a 
career in teaching after preparing a thesis to acquire the title. Many of the 
teachers were not certified because it was not a requirement that they had to 
become certified. 

(Actualmente los aspirantes a maestros en Mexico deben atender 4 ahos de la 
universidad despues de la preparatoria. Ahos atrds para ser maestro de 
educacion primaria solo se estudiaban 3 ahos mds despues de la secundaria, es 
decir que llevando uno completaba el 12° grado de estudios la persona adquiria 
una "Carta de pasante " con la que podia empezar la carrera de maestro 
posteriormente se preparaba una tesis para adquirir el titulo. Muchos maestros 
no eran titulados porque no se exigia que lofueran.) 

As I interviewed Janelice, it was evident that she made the distinction between the 

two types of programs. Since, she completed her preparation after the 1984 reform; she 

was able to receive her degree at a university focusing on preschool teacher education. 
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Upon graduation, her title was nonnalista licenciada en educacion preescolar (certified 

teacher in preschool education). 

I studied at a school in Nuevo Leon, the university of Monte Morelos and was 
good y we had a cuniculum that came from the state of Nuevo Leon. Well, it was 
not a separate thing and from what I remember it was very focused and 
emphasized educational psychology. It dealt with the formation of the whole 
child, the growth/development, and its stages, etc. And also the generation of the 
educational system, what they would use at that time when I studied was 
educational history, also education standards, and at that time there were many 
required observations, especially in the last year. 

(Yo estudie en una escuela de Nuevo Leon, la Universidad de Monte Morelos y 
estd fue bueno y esta pues es parte teniamos el curriculo que tenemos en el estado 
de Nuevo Leon. Pues, bueno, no era algo separado y lo que recuerdo es que era 
algo que tenia mucho enfasis en la psicologia educativa. Hace de todo que hace 
laformacion de niho. El crecimiento, sus etapas, etc. Y, tambien la generacion, 
el sistema educativo lo que se usaba en eso tiempos cuando yo estudiaba y la 
historia educativa, tambien corrientes educativas, he habia en esos mementos y 
muchas observaciones. especialmente el ultimo aho). 

Today, normalista students are provided with course textbooks for each of their 

classes included in the eight-semester degree plan. See the first semester course book 

entitled, Propositos y Contenidos de la Educacion Preescolar (SEP, 2001c) for more 

information on the 1997 degree plan. The course textbooks, that are available in soft 

cover, are similar to a course packet that includes: the course outline, course objectives, 

joumal articles, and group activities for classroom participation. The teacher-training 

program consisted of eight, eighteen-week semesters. Students attended approximately 

thirty hours of class every week. Field experiences were required throughout the first six 

semesters, including intensive experiences for the last two weeks of each semester. The 

final two semesters consisted of student teaching, typically from twenty-two to thirty 

hours a week. Finally, under the direction of their cooperating teacher, each student had 
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to prepare a portfolio (previously known as a thesis) of their last two semesters of student 

teaching which related to their social service project, community service hours, and a 

thesis based on their community service project. 

According to Arcelia, the pre-1984 graduates were awarded the title of maestra de 

educacion primaria and a high school diploma. But this did not resolve the disparity in 

knowledge and prestige between them and university graduates. It did, however, provide 

the opportunity for teachers to pursue a higher education degree (i.e., at the level of 

licenciatura). The changes in the restructured program included the addition of a number 

of required courses -including philosophy of education, pedagogy, methods, and program 

analysis- and an increase in the hours of class to be completed. The subject matter 

necessary to complete the bachillerato was continued under this program, prior to 1983. 

Janelice gives an accounting of how the courses were developed during the time of her 

preparation in the following: 

Well, that is the way we began, with going to observe classrooms, to see what was 
happening, only to go to observe, and then later to report on them. That was all, 
but more or less on the sixth semester, the social service began, this is when one 
could begin to teach classes, share the teaching with the teacher. And we did the 
observations in all the levels. All the levels, and like I said before we began with 
the daycare centers, to see how they took care of the children, how they changed 
them, even how they would changed their diapers. We would observe all of this, 
until we could come to an understanding of what was involved in a preschool 
classroom. 

(Bueno, asi comienza de puro ir a salon de clases, mirar, de que estaba pasando, 
solamente de hacer observaciones y despues reportes de ellos. Eso es todo, pero 
mds o menos el Sixto semestre, y empiece el servicio social, que es cuando que 
uno estd dentro de aula y ya puede dar clases, compartir clases con la maestra. Y 
las observaciones las hicimos en con todo los niveles. Todo los niveles, y como 
comentaba antes desde la guardaria de los nihos, como les cuidaban, como les 
cambiaban, como hasta cambiar pahales. Todo esto nos observamos hasta llegar 
a lo que era un salon de preescolar.) 
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Janelice commented about the various levels of preschool that normalista students 

were required to observe. In Mexico, the escuela normal preescolar (normal school for 

preschool teachers) focused on leaming about children, ages zero to five. Janelice and 

Beatrice were both initially certified to teach preschool. Each semester focused on a 

particular student age or grade level in preschool and/or elementary school. Therefore, 

beginning with the first semester nonnalista students would take classes in educational 

psychology with a heavy concentration of eariy childhood development for a complete 

understanding of that particular age group and developmental stage. All courses 

concentrated on a particular age of the child, students leamed pedagogical concems of a 

certain age group, leam how to prepare lesson for that age group, develop age appropriate 

materials, and leamed the educational theory characterized by that age group. 

Observations were conducted in nursery schools, childcare centers, etc. so that 

nonnalista students would be able to internalize a global perspective of how the children 

see the world. Therefore, in Mexico the priority is early childhood development with age 

appropriate materials and classroom strategies. Normalista students kept observation 

joumals and created age appropriate activities and projects. Janelice voiced that 

classroom observations started the first semester in daycare centers and/or nursery 

schools within the neighborhood of the normal school. 

We would all leave the campus to do observations at the schools near Monterrey, 
we would observe in all the different levels of preschool and also in daycare 
centers or in nurseries. 

(Saliamos del campo y de alii de la universidad, a Monterrey, en aquellos lugares 
para hacer observaciones porque en que vinieron diferentes niveles de 
preescolares en ese nivel y tambien en los jar dines de nihos.) 
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All facets of preschool education were taught at the normal school in an effort to 

give more time for observations and reflective activities used when students retumed to 

campus. Beatrice described the observation experiences in the normal preparation, in the 

following: 

The first semester you do observations, only. They tell you like for two weeks we 
will do observations. Then they take you on buses to the school. The second 
semester we practice like with small kids like 3-4 years old. They don't have any 
classes. They say you're going to have this school so you need to find your 
students in that school, so we went to the neighborhood and look for all the 3 and 
4 year olds. So we bring them to the school and have about 10-15 students, until 
like 8-12. The first semester we observe the 6"̂  semester normal students in the 
schools. Normalista observe the normalistas, the third year normalista. They 
have 35 students to teach, so there is the teacher the 6'*' semester normal student 
and you can help like distribute the papers and help the teacher and students. But, 
this was only sometimes. Most of the time, the normalista student is alone with 
the 35 students. Then we go to school from 8:00 to 12:00. 

The integration of theory, application, and observations throughout the first six 

semesters enabled normalista students to leam the content for all grade levels, in order to 

teach in multiage classrooms, and to meet the academic needs of their students. 

In the Mexican teaching system, full time means the time in front of a class. This 
does not include teacher preparation time, professional development, and campus 
obligations. This has also been a factor in with U.S. teachers. However, the 
situation is especially serious in Mexican secondary classrooms in which full time 
teachers typically work with several sections of students. Normally the teacher-
student ratio is 1:50 or one teacher with approximately fifty students in each 
class. Most times, this totals to over 500 students, in which normalista teachers 
have to teach and form relationships with a large number of students (Calvo, 
1998). 

In Mexico, preschool teachers are still highly specialized in developmentally 

appropriate instructional strategies. Normalista teachers gain knowledge in the 

management of day care centers and nursery schools. Consequently, many trained 

preschool teachers opt to leave the public school system and set up their own private 
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schools. Janelice explains the field experiences of normalista students conducted at the 

daycare centers in the following: 

They were not necessarily conducting classes there, but they were places, well, 
that were about children all right, little ones. My title covers that also, also to 
daycare where the children are from age zero up until they begin school. All of 
this, counted as your observations in preschool, nursery schools, daycare, and 
kindergarten. 

(Que no necesitadamente era dando clase pero eran lugares, pues que se trataba 
con nihos verdad, chiquititos. Mi titulo cubre tambien eso tambien desde 
guardaria donde estdn los nihos de cero ahos hasta antes de comenzar la escuela 
primaria. Todo esto, y esto tambien se contaba las observaciones, guardaria, 
jardines de nihos, etc.) 

In Mexico, preschool teachers are still highly specialized in developmentally 

appropriate instructional strategies. Normalista teachers gain knowledge in the 

management of day care centers and nursery schools. Consequently, many trained 

preschool teachers opt to leave the public school system and set up their own private 

schools. Janelice explains the field experiences of normalista students conducted at the 

daycare centers in the following: 

They were not necessarily conducting classes there, but they were places, well, 
that were about children all right, little ones. My title covers that also, also to 
daycare where the children are from age zero up until they begin school. All of 
this, counted as your observations in preschool, nursery schools, daycare, and 
kindergarten. 
(Que no necesitadamente era dando clase pero eran lugares, pues que se trataba 
con nihos verdad, chiquititos. Mi titulo cubre tambien eso tambien desde 
guardaria donde estdn los nihos de cero ahos hasta antes de comenzar la escuela 
primaria. Todo esto, y esto tambien se contaba las observaciones, guardaria, 
jardines de nihos, etc.) 

The following is a chart that outlines the various levels of preschool education, see Table 

4.13. In Mexico, preschool teachers are highly specialized in developmentally strategies. 
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Table 4.13. Grade Categories for the Various Levels of the Mexican Public School 
System 

Grade Categories 
(Mexico) 

Various Levels 
(Mexico) 

U.S. Equivalency 

Guarderia de Nihos 
(Initicd Education) 

Preescolar 
(Preschool Education) 
(4 Levels) 

Primaria 
(Primary Education) 
(6 Levels) 

Secundaria 
(Secondary Education) 
(3-4 Levels) 

Preparatoria 
(Prep School) 
(3-4 Levels) 

Educacion Bdsica 
Primero de Preescolar 
Segundo de Preescolar 
Tercero - Pre-Kinder 
Kinder 

Primero de Secundaria - 7 
Segundo de Secundaria - 8 
Tercero de Secundaria - 9 

Educacion Media Superior 
(Primero de Educacion 
Tecnica / Escuela normal) 

(Segundo de Educacion 10 
Tecnica / Escuela normal) 
(Tercero de Educacion 11 
Tecnica / Escuela nonnal) 
(Cuarto de Educacion -12 
Tecnica / Escuela normal) 

Nursery School 
Day Care Center 
Pre-K or Headstart 
Kindergarten 

Elementary (1-6) 
or (1-5) 

Junior High 
(7-9 or 6-8) 
High School (9) 

High School (9) 

High School (10) 

High School(11) 

High School (12) 
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Mexican Education Reforms 

Arcelia spoke in great length about the changes involved with the Mexican 

teacher training reforms at the normal school level. She was very knowledgeable in the 

history of the Mexican education system because she taught in Mexico for 28 years as a 

public and private elementary school teacher. She worked at the secondary level, 

teaching Biology to high school students, but admitted that she loved teaching the 

younger children more. In Mexico, her experiences included working as a principal at an 

elementary school. 

Beatrice discussed a class assignment, during the first semester, in which 

normalista students were required to visit a local daycare center and interviewed the 

personnel. Students were then required to compile a notebook of all the interviews, with 

a description of the various responsibilities each role fulfilled in caring for the children at 

the daycare center. This mini-research assignment gave normalista students experience 

in conducting interviews, analyzing the data, and presenting the information. 

Additionally, this assignment provided the students with information in regards to 

gaining insights in the daily activities required in these types of schools. 

Table 4.14 outlines a listing of leaming activities, as described by Beatrice, in the 

preparation of nonnalista students in elementary education that involved coursework, 

classroom observations, lesson planning, the application of instructional strategies, and 

community service. 
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Table 4.14. Nonnalista Preparation Components - 1984 Program 

8 - SEMESTERS (18 WEEKS/SEMESTER) 

PREPARATION Semester 1 Semester 2 

Coursework 
Content & Application 

Observations 

Child Development 

Field Experiences 

Student Development 

Research Development 

Lesson Plan Development 

Practice 

32 hours 

Observe 4 
Semester 
Normalista 
Student 

Theory for 
0-2 year olds 

32 hours 

th Observe 4 
Semester 
Normalista 
Student 

Theory for 
3-4 year olds 

Daycare Center Teach class of 3-4 
Site visit to observe with partner 
0-2 year olds normalista 

Orientation to 
Mexican system 

Leam about the 
Community area 
Identify 3-4 year 
Olds to dev. Class. 

Develop Plans -
Daycare Center 
Development 

0-2 year olds 

Orientation to area 
and community 

Research Proposal 
Due for Thesis 

Write lesson plans for 
3-4 year olds 

3-4 year olds 
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Table 4.14. Continued 

PREPARATION Semester 3 Semester 4 

Coursework 

Observations 

32 hours 32 hours 

Child Development 

Mentoring 
Field Base Experience 

Student Development 

Research Development 

Lesson Plan Development 

th 

Practice 

Observe 6 
Semester 
Normalista 
Student 

Theory for 
5-6 year olds 

Kindergarten 
Site visit to observe 
5-6 year olds 

Orientation to 
Community 
Service 

Survey Coop. 
Teacher 
Home Visits 
Orientation to 
Parents & students 

Develop Plans -
Thematic Units 
6 - 2 week units 
5-6 year olds 
Development 

Kindergarten 

th Observe 6 
Semester 
Normalista 
Student 

Theory for 
7-8 year olds 

nd 
Mentor 
1^'&2 
semester students 

Orientation to area 
for social service 

Survey Cooperating 
Teacher 
Home Visits 
Conduct Community 
Service Project 

Develop Plans 
Thematic Units 
6- 2 week units 
7-8 year olds 

ŝt ^ 2"'' Graders 

284 



Table 4.14. Continued 

PREPARATION Semester 5 Semester 6 

Coursework 

Observations 

32 hours 

th 
Observe 8 
Semester 
Normalista 
Student 

32 hours 

th 
Observe 8 
Semester 
Normalista 
Student 

Child Development 

Mentoring 
Field Base Experience 

Student Development 

Theory for 
9-10 year olds 

3-4 graders 
Site visit to observe 
9-10 year olds 

Orientation to 
Community 
Service 

Theory for 
11-12 year olds 

Mentor 
3"* & 4"" students 
teach 11-12 year olds 

Orientation to area 
for social service 

Research Development 

Lesson Plan Development 

Practice 

Survey Coop. 
Teacher 
Home Visits 
Orientation to 
Parents & students 

Develop Plans -
Thematic Units 
6 - 2 week units 
9-10 year olds 
Development 

3̂ '̂  & 4'" Grade 

Survey Cooperating 
Teacher 
Home Visits 
Conduct Community 
Service Project 

Develop Plans 
Thematic Units 
6- 2 week units 
11-12 year olds 
Development 

5th & 6"" Graders 
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Table 4.14. Continued 

PREPARATION Semester 7 Semester 8 

Total Credit Hours 

Coursework 

Student Teaching 

Student Development 

Mentoring 

Research Development 

Lesson Plan Development 

30 hours 

2 hours 

28 hours 

Home Visits 
Orientation to 
Parents & students 

Lesson Plans 
Approval by 
Professor 
Coop. Teacher 
S.T. Supervisor 

Conduct Thesis 
Study within the 
Community 

Develop Plans -
Thematic Units 
8 - 2 week units 

30 hours 

2 hours 

28 hours 

Home Visits 
Conduct Community 
Service Project 

Lesson Plans 
Approval by 
Professor 
Coop. Teacher 
S.T. Supervisor 

5'" & 6"" Nonnalista 
student 

Defend Thesis Study 

Develop Plans 
Thematic Units 
8- 2 week units 

Prior to the reform, the programs of study that had been developed for the various 

educational levels in Mexico typically required more than thirty hours of class attendance 

per week, which was evident of the 1976 and 1984 programs. Additionally, the 

programs available at the technical schools required up to 46 hours of class time per 
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week. The consensus was that all the programs at the normal school level had basically 

two other characteristics worthy of note which were discussed by the three participants. 

They have always included many hours of supervised field experience with in the schools 

and community. This experience is so important that many normal schools operate 

elementary schools to provide field experience sites for their student teachers. 

In addition to the methods courses expected of teacher preparation programs, normal 

schools provided a foundation in the content areas of the teaching levels for which 

nomialista students were seeking licensure. The theory and child development courses 

were aligned with the age or grade levels of the children and connected to the application 

of lesson plans and field experiences. 

As part of their duties, normalista students leam to provide service to the 

community during the home visits and working within the neighborhoods where the 

normal schools and professional development schools are located. This is an important 

experience for normalista students because as normalista teachers they will typically 

serve in leadership roles within the community and perform several activities as a part of 

their assigned commissions. The organization of teachers in commissions was traditional 

in Mexican public elementary schools. Thus, finances were left up to the commission in 

providing fund-raising activities to support the school. According to Arcelia, anything 

required of the school was provided by the teaching staff, this included the areas of 

nursing, janitorial needs, and the cleaning and preparation of the classrooms for the 

aftemoon teaching shift. Students attend schools in a moming or aftemoon track 
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consisting of four hours: rather 8:00 a.m. until 12:00 noon or from 1:00 p.m. until 5:00 

p.m. 

In the past, nonnalista teachers seldom had a personal classroom assigned to 

them. Also, according to Arcelia depending on where you were teaching in high school, 

it was quite possible that teachers would be required to pursue an aftemoon assignment 

on another campus in order to receive a full salary. Because most schools ran on a 

double track system, two teachers would use the same classroom. Consequently, a 

second teacher with a different group of students would arrive in the aftemoon to use the 

classroom (Amaut, 1998). Arcelia recounted that while teaching in the rural areas of 

Mexico, she would end her first class at one school around noon and then would pack up 

her books, supplies, and materials to race to another school in a different location to work 

in the aftemoon. All three normalista teachers commented on the work environment 

found in the U.S. schools. They could hardly believe that the school districts in the U.S. 

would allow them to have a personal classroom to use for an entire school year. 

Since, every reform gave more prestige to the normal school degree and to the 

profession of teaching, the program of study that was implemented at the same time put 

greater emphasis on theory and less on field experiences and teaching, which had always 

been the central focus of normal schools. This added to a decision to redesign the 

elementary school curriculum and textbooks, necessitated further changes in the normal 

school program of study (Secretaria de Educacion Publica, 1997). 

Then in 1998, 147 million free texts were distributed (Secretaria de Educacion 

Piiblica, 1998) to all the schools. This reform impacted elementary teacher education 
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because the contents of the textbooks were aligned to the teacher preparation coursework. 

Today, the last two semesters of coursework are dedicated to student teaching and the 

completion of the thesis study. Beatrice stated that each normalista, as a student teacher, 

was in charge of an elementary classroom and was under the supervision of the student 

teacher supervisor and the professors from the normal school. At the same time student 

teachers in their eighth semester were required to mentor other normalista students. 

Janelice discussed the thesis process and explained how the committee had the power to 

pass the nonnalista student during the defense of the study, in the following: 

And one presents the thesis to a certain committee. This committee comes from 
the state, when they arrive to the university; one presents their thesis. Probable 
the committee members have already seen your work before you defend. Defend 
your thesis, that is you do, like I, well this is what I found in my study and these 
were my results and this is what I think and how it can help this and that [the 
community] in this study. And, my thesis was one that was referred to in the 
federal and state govemment. What differences were evident? And if any one 
was better than the other, to a certain point, no? What differences were evident in 
both and what were the results? That is how this was done. It was my personal 
study. Every person chooses something to research that contributed to education. 
This is what I remembered from my studies. 

(Y eso uno lo presenta ante un cierto comite. Este comite llegaba del estado, 
llegaban a la universidad y uno presentaba la tesis. Probamente ellos habian ya 
visto el trabajo, ya habian estudiaba de que se trataba, se defendia...asise 
llamaban, defender. Defender su tesis y uno sefue que yo bueno, esto es que yo 
encontre estos son mis resultados y esto es lo que pienso y puede ayudar en esto y 
puede ayudare en este estudio. Y, mi tesis fue en los programas que habia en el, 
estatal federal. iQue diferencia habia, y si uno era mejor que el otro, en cierto 
punto, no? iQue diferencia habia entre ainbos y que resultados tenia? Asi que 
en esto fue. Fue mi estudio personalmente. Cada cual pues escoge algo que 
puede en alguna manera aportar a la una educacion. Eso es que yo recuerdo 
ahora de mis estudios). 

Low salaries also contribute to dissatisfaction in working as teachers in Mexico 

(Amaut, 1998). Teacher salary problems are the reflection of the national educational 
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system that controls the budget. Arcelia reported that teacher are very pooriy paid, but 

they have a teacher-type credit union that educators may borrow money to buy a car or 

for household expenses. For many teachers, a fair wage would be the solution of their 

personal problems. Many times normalista teachers will have an extra job to cover their 

basic needs. In the face of the simultaneous presence of several factors (low wages, 

having several outside jobs, large student enrollments, and the lack of sufficient 

instructional materials), it is no wonder Mexican nonnalistas find their working condition 

in the U.S. favorable. 

Nonnalista preparation completed after the 1997 reform is the current degree plan 

of normal school graduates in elementary education as of April 2003. It is believed that 

the program is scheduled to charge again. This program of study has three to five times 

more professional coursework than in most U.S. programs required for initial 

certification. Each class involves four hours of class attendance per week, and each hours 

is considers 1.75 credit points for a total of 7.1 credits per course. Each semester the 

nonnalista students enroll in 32 hours of course work worth 56 credits. In other words, 

with the required eight semesters the degree plan totals to 256 hours of class attendance 

with a total of 448 credit hours (SEP, 2001), see Appendix D for listing of courses. 

Community Service (Servicio Comunitario) 

During student teaching, the students participate in a seminar in which they 

analyze and evaluate their experiences and plan future activities. In this seminar they 

prepare their documento recepcional, which is similar to a thesis requirement in the U.S. 
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During this time, the students could receive subsidies (e.g. for travel and meal expenses) 

to enable them to complete a social service requirement, required for all higher education 

degrees in Mexico. 

While Beatrice completed her preparation in Mexico, every required assignment 

was handwritten and submitted for correction to the instructor. It was then retumed to 

her with comments, the professor's signature, and stamped with an official seal of 

approval. In addition to the course work assignments all normalistas students were 

required to complete a series of volunteer hours within the community. The community 

service project was developed prior to the completion of the third year. Groups of 

students would plan and throughout the training assigned class would then execute a 

service project to benefit the community. This was a class requirement in which 

normalista students were required to complete several volunteer hours of service 

involving an area of the community in which the school was located. 

This is all, but more or less in the sixth semester, one begins their social service, 
this is when one is already working in the classroom and when one can already 
teach classes with the teacher. 

(Eso es todo, pero mds o menos el sexto semestre, y empiece el servicio social, 
que es cuando que uno esta dentro de aula y ya puede dar clases, compartir 
clases con la maestra.) 

Groups of students would plan and then execute a service project to benefit the 

community. This was a class requirement in which normalista students were required to 

complete several volunteer hours of service involving an area of the community in which 

the school was located. 

291 



Competency Testing 

With regards to testing, universities have addressed teacher quality by specifying 

standards for admission to teacher education programs. The Texas Academic Skills 

Program or TASP test is the basic skills standard required for university admissions in 

Texas. According to the literature, minority teacher candidates had lower passing rates 

than non-minority candidates on their initial testing attempts (Orum, 1986). Though 

difference between the passing rates of candidate groups eventually decreased because 

many unsuccessful test takers retake and pass the tests, eventually passing rates for 

minority candidates are still lower than those for non-minority test takers. Participants 

discussed the difficulty they had in reaching the qualifying score for all three content 

areas: reading, mathematics, and writing. The overall consensus was that higher scores 

could be achieved by taking one subject test per testing session, instead of attempting all 

three in one session. 

Although, test often play an important role in licensure systems and in what 

candidates study and learn to prepare for licensure and practice (Darling-Hammond & 

Sclan, 1996), teacher competency tests were identified as a major obstacle by the 

participants. Below is a statement from Beatrice that describes the testing issue and how 

she has been affected by the stress of acquiring the qualifying score. 

In Mexico, I had honors with my thesis and good grades and in here I'm starting 
feel frustrated because of these tests. I hope I could take an essay test or an 
academic test based in academic skills more than in situations where are basically 
opinions of "what could you do." I hope this system of certification can be 
changed in the future because I don't want to ruin my plans of having a Masters 
Degree in Special Education (Bilingual) because is taking me too long to jump to 
the next step. I'm sorry to being rude but [it] is a reality that I would like to 
contribute to change. 
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All participants commented on the entry and exit level exams when questioned. 

Additionally in all cases the participants had retaken the exams at least times in order to 

reach the qualifying scores needed for the prerequisites. Janelice expressed missing the 

qualifying score on the TASP writing by less than five points and then having to retake a 

portion of the test several times over a two-year period. She admitted that the testing 

situation caused her to become frustrated; however, once she began teaching the pressure 

was to pass the tests within three years of the initial deficiency plan. Since, normalista 

teachers have obtained emergency permit to teach in some school districts, a renewal is 

required every year. Therefore, the entry and exit level tests become a priority. Once the 

individual has passed the TASP they are granted permission to take the ExCET or TExES 

which involving granting the licensure to teach in Texas. 

Despite all the requirements needed and the barriers that were put forth, Arcelia 

stated that she was proud and amazed that she was able to complete her bilingual 

teaching certification in a short time. It was not an easy path for she was scheduled to 

take the last of the ExCETs, the state certifying test, in which she was denied a "bar 

code" giving access to taking the exam. Consequently, she was unable to sign the 

contract for her third year of teaching. Fortunately, she was reinstated after passing the 

state exam in the fall of that same year. During that time she was employed as a 

permanent substitute teacher, teaching in the class she had taught for the last two years. 

Upon passing the test she was reinstated. Later she was informed that she did not need to 

wait to receive this code to register for the test because she had already passed one 

section. The important issues here, is the dissemination of correct information for 
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individuals seeking re-certification in an effort to complete all requirements in a timely 

manner. 

Suarez-Orozco (1998) reported on immigrant learners and found that although 

social forces may limit their options, individuals tended to adopt divergent adaptive 

strategies that aided in negotiating social and institutional barriers. Whereas, Levinson 

(2000) reported on the differences between female and male adolescents from Mexico, 

consequently, it would seem that females often would take on more responsibility and 

would take their education more seriously than most males. Pugach (1998) found similar 

findings working on the U.S,-Mexican border in which females tended to choose between 

schooling and mairiage, while boys chose between school and early employment. 

University Access 

Admission criteria that promote equity and access for minority and immigrant 

groups have resulted in the need for remediation or leveling courses and ESL classes. A 

majority of the normalistas attended classes at the community college or private English 

institutes to improve their proficiency in English before attending the university. Tension 

exists at the institutional level between the goals of access and the goals of educational 

excellence for political accountability. Such political tensions have resulted in 

competency testing for all students, but have also highly impacted immigrant students 

requiring remediation in English and instruction on the format of standardized tests used 

for admissions (Altbach & Lomotey, 1991). 
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University Access in the U.S. 

In addition to the admission tests, all teacher education students are required to 

pass qualifying tests and obtain the acceptable scores prior to enrolling in professional, 

pedagogy education upper-level coursework. The qualifying scores are generally 20 or 

more points higher than the required passing scores required for university admissions. 

The elevated qualifying scores are based on the decision of each college of education, 

and are a requirement for all foreign-credential holding prospective students. Other 

options such as CLEP tests, advanced placement credit, developmental or remedial 

coursework, no longer satisfy this requirement. 

University Access in Mexico 

In order to deal with the disproportion between the number of teaching graduates 

and the demand for them, the Mexican Department of Education (Secretaria de 

Educacion Publica) began another restructuring phase of the teacher preparation system 

in 1984. This change made it possible to integrate normal school studies into the nation's 

core system of higher education. In order to refine and update normalista credentials, 

leveling classes were offered for obtaining the licenciatura (Petrovic, 2000). 

The elevation of the elementary normal school (escuela normal bdsica) degree to 

licenciatura impacted enrollment in elementary teacher preparation programs that began 

to decline in number. According to Arcelia, this may have been caused, in part, to the 

normal school education having lost its attraction as a short educational professional 

program. Enrollment decreased from 72,100 in 1984 to 26,500 in 1990. By 1995, it had 
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stabilized somewhat at 48,700 (Secretaria de Educacion Piiblica, 1997). Historians 

reported that this had a significantly positive effect on the demand of teachers, but not 

consistently throughout the country (Amaut, 1998), 

Before I thought that it was a career that every woman could choose when they 
want to get mairied. Like in Mexico you can choose to be a teacher in junior 
high. Everyone who chooses to be a teacher does after secundaria, not high 
school. So that's why I would like to have a higher degree instead of a high 
school degree, instead of studying something else at the high school, but I wanted 
to study at the university. That was my decision to study in psychology. I 
decided to go to the normal when I found out that the classes were upper level, 
higher level like a university. I went the second year; I tried the first year in 
1984. Because they had already taken the exam to be accepted at the normal, and 
the principal said 1 couldn't go that year, it was too late, so I had to wait until the 
next year, after the first year of the licenciatura. I had to take the academic skill 
test of 400 questions, and 1 was number three out of the top 60 people on that list. 
It is the same for every normal in Coahuila that's what I think. In San Juan, it is a 
small school, and they only have room for two classes, so they have 30 and 30 in 
each class. Class A and Class B. You have to show your high school report card. 
Not really a GPA, it is just a passing score that you have good grades, como 
calificaciones. Perhaps you also need like your birth certificate, pictures, and a 
letter of good behavior, de bueno conducto. Oh yes, they give you that in high 
school. That's very important, so we have a copy of that with the principal's 
signature, with the seal, the date, and everything is in order. 

Teacher-Student Mismatch 

In the U.S., many school districts support bilingual education programs primarily 

for the attainment of procure federal money for the district. One teacher stated to 

Janelice that in the past school districts were not concemed with the needs of the students 

and did not have money for Spanish materials. 

We have to grab them when no one is looking. This is because the district does 
not encourage the use of Spanish for literacy or everyday talk. The district 
personnel seem to perceive literacy as an English-only event. There is no room 
for Spanish and most bilingual teachers reported that they have little support for 
the bilingual program. 
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In the U.S., most bilingual education teachers have complained about the scarcity 

of funds for obtaining Spanish materials to use in the classroom to support literacy 

activities since the inception of bilingual education. Throughout the U.S. the rush to exit 

students out of bilingual programs into-all-English classrooms has added stress for 

bilingual teachers to quickly exit bilingual students. At the local level, bilingual teachers 

are openly resisting school mandates that focus on basic skills and curriculum packages 

that present distorted content about life and knowledge in the United States. The 

packaging of curriculum was another important topic in my study. Normalista teachers 

stated the overwhelming amount of classroom materials was so unbelievable to them. 

With the standardization of Mexican public schools, normalista have the freedom to be 

creative and often create their own instructional materials. Whereas, the U.S. proclaims 

the ills of standardization of the idea that "one size does not fit all, " but continue to 

provide training in packaged curriculum that present an impersonal strategy to students. 

Creativity in Teaching 

Janelice expressed the differences in the preparation involving the creativity that 

is lost when too many materials are readily available. Today, in the U.S. she stated that 

there appeared to have an overabundance of materials and pre-packaged "kits" in which 

to use to teach in the classroom. She remarked that in the U.S. teachers have so much to 

support their teaching, these included the following: teacher editions, packaged 

worksheets and workbooks for every subject and content area, construction paper in 

every color, charts, visuals, math manipulatives, games, children's books, and student 
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textbooks, etc. Whereas, in Mexico there is a scarcity of classroom materials and schools 

are characterized as barren, dilapidated areas with few teacher resources. 

Janelice referred to recycled materials that were used continuously in Mexican 

classroom because teaching materials are so scarce. The idea is that students are asked to 

collect things that would normally be thrown away. Arcelia spoke of collecting bottle 

caps and Popsicle sticks to be used several times over for several purposes in her 

classroom. For instance, the bottle caps were used as math manipulatives for counting 

and Popsicle sticks for making puppets or for various building projects. 

But, one thing that has helped me the most, I don't know is that over there they do 
not have the ease, for example, to create something from nothing, over there it is 
called discarded materials. With whatever little things, a box, a little thing, 
whatever and with what everything, with that you do not need to create or make 
much. In comparison with here, they don't have the luxury of having extra 
materials. So many times, it is true that you develop your creativity. Because 
there is none, nothing, and there is no help, like here. In some of the districts, 
there is paper, even colored paper, mechanical pencils there are pencils more than 
what is needed to help. It is excellent, in comparison to over here; you have to 
use your own money. 

Alld no tienen tanta facilidad como aqui por ejemplo, para crearse algo, no se 
necesita usar, alld se llama "inateriales de deshecho." Cual quiera cosa, una 
caja o una cosita, cual quiera cosa. Con esa no necesita crease o hacer mucho. 
En coinparacion de aqui no tiene la facilidad de tenian material de sohra. 
Entonces muchas veces eso verdad ya hacer que uno desarrollo su creatividad. 
Porque no hay, alld no le dan uno ayudo se es un mes estro, como aqui. En unos 
de los distritos, hay papel, hasta de colores, hay lapiceros, hay Idpices lo mds que 
se hay para ayudar. Es excelente, en cambio alld, uno necesita da de uno mismo 
de su bolsa. 

The Mexican standardized curriculum offers student free textbooks. However, because 

of the scarcity of materials and instructional leaming supplies, teachers must use 

everyday, household objects or recyclable materials in which to teach mathematics and 
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other subjects requiring manipulatives. This allows for flexibility, creativity and 

insightful ways of meeting the needs of students, as reported by Janelice in the following: 

Many times one can not do very much and in my personal experience this has 
helped me the most because I have developed this [ability]. And being here, I 
have much [supplies, materials], well it has helped me, well there are so many 
things that an idea suddenly occurs to me, the things [knowledge] that I have I do 
not look for them in the books or in anything, I just think and I say to myself, "I is 
it that I would like to do?" Then suddenly, I have an idea and this is what I do. 
Well, I think this is the reason because others [teachers] that arrive from over their 
[Mexico] relish in using the little that [what is available] you have to make many 
things. 1 do not know, if this is one way... 

(Muchas veces uno no puede hacer mucho y en mis experiencias personal eso me 
ha ayudado porque he desarrollado eso y estando aqui teniendo mucho, pues 
tantas cosas que hay entonces de repente se me vienen una idea, las cosas que 
tengo regulannente no los buscan en los libros y nada si no quiero algo, pienso y 
digo, "i Que es lo que quiero hacer con esto?" Se me ocurre una idea y eso es lo 
que hago. Pues, ciento que es la razon porque algunos que lleguen de alld, se 
esmeran en usar lo poquito que tiene y hacer muchas cosas. No se, si eso es de 
una manera...) 

Final Comments 

Each of the participants helped to reveal insights involving the three major 

reforms or eras in the licensing of preschool and primary teachers. As I reviewed my 

secondary sources for explanations of how the educational reforms developed and what 

improvements were made, it was invaluable to be able to ask the normalistas for 

background information regarding the changes at the normal schools. Beatrice's class 

was the second group to graduate from the 1984 reform. During the late 1980s, Mexico 

finally recognized the normal system as a baccalaureate program and viewed preschool 

and elementary teachers as true professions with the awarding of the licenciatura. 
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Throughout the interviews and in the responses to my questions, I did not find my 

three interview participants to have any negative reactions to any of the dilemmas that 

they had faced during the certification process. The participants acknowledged that in 

Mexico teachers are highly respected because of the degree of dedication they 

exemplified. This is evident in the amount of training that is required in the various 

categories: taking coursework, mentoring other students, working in the community, 

meeting with parents, planning thematic units, and developing a research study during 

their preparation. Nonnalista teacher dedication was evident in the work they do while in 

the community: teaching up to 50 students in one classroom, participating in community 

service, developing curriculum materials, and mentoring students from the normal 

schools when applicable. Unfortunately, the pay for teachers in Mexico is very low and 

classroom resources are scarce. 

Although my data did not reveal much about normalista perceptions of working 

with U.S.-bom Mexican students, I did note by their responses that the native bom 

bilingual population of students in their classrooms presented a challenge to them. 

Arcelia reported that working with indigenous populations in Mexico gave her a better 

understanding; however, Janelice remarked that she believed that it was her job to teach 

all the students. Janelice said that her training in Mexico using recyclable materials and 

various strategies gave her an edge in developing strategies to teach the U.S. bom 

population, but agreed that normalista teachers will be "shocked" by the version of 

Spanish that is spoken in the U.S. She said that was the most challenging part of the job. 

Beatrice commented that she believed her job was to help them cognitively, but to also 
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try to understand the circumstances in which the parents and children were coming from 

with regards to their home life. Finally, Janelice and Beatrice both said that being a 

parent themselves gave them more patience and a better understanding for the children. 

Additionally, when questioned about their social status, all the normalistas 

reported that they considered themselves as part of the upper middle class in Mexico, but 

lower middle class in the U.S. Arcelia commented that parents from Mexico welcomed 

her with open arms because they would tell her that she reminded them of Mexico. 

Although in Mexico, parents are not allowed in the classrooms, Mexican parents felt they 

were welcomed in Arcelia's classroom. Parents of U.S.-bom students were equally 

welcome, but the difference in the two populations was evident in regards to support. 

According to Arcelia, in Mexico, parents perceive teachers as authoritative figures with 

great knowledge and wisdom. That is, teacher wisdom is respected. In the U.S., the 

perception with parents is that teacher wisdom is questionable and can be challenged. 

The majority of my participants commented that initially coming to the U.S. 

presented many financial difficulties, especially prior to being hired as a bilingual 

teacher. Indeed, they commented it can be more difficult if there is not a network of 

support available. The difficulties they faced involved establishing residency, evaluating 

teacher credentials, and obtaining correct information for re-certification. However, 

according to Beatrice because she had leamed to live with so little, it was not a difficult 

transition. In fact, according to Janelice often her job was complicated by having so 

much to leam and leaming how to use "all" the teacher resources and materials available 

in her classroom and at her school. Arcelia agreed that the materials used in the U.S. 
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classrooms were excellent and useful in meeting the needs of children by using hands-on 

materials, and that all of it has been a blessing as compared to what was available for her 

in Mexico, as she states in the following: 

When I first saw all the materials, I said, ay, Dios mio ^que hago con tanto, con 
todo estol (oh, God, what do I do with all of this?) Oh, I just kept thinking 
about mis nihos en Mexico (my children in Mexico). Oh, how we had nothing, 
how we would go outside, we would all go outside to look for something. We 
would pick up rocks and sticks to do math. We were all so poor and the schools 
did not have money to buy us anything. I would just use anything and everything, 
like limones y cualquier cosa (lemons and just anything) para ensehar a mis 
nihos (to teach my children), if I could have had just some of these things... 
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CHAPTER V 

SUMMARY, RECOMMENDATIONS, AND IMPLICATIONS 

Introduction 

The preliminary comparison of the two teacher preparation models was presented 

to identify the initial certification procedures in Mexico and the re-licensing routes for 

nonnalista teachers in Texas. The basic conclusion was that the Mexican national 

teacher preparation program focused on most of the same skills and objectives as the 

Texas state programs; however, a number of specific differences were also pointed out. 

The research investigation addressed four questions: 

• What educational and personal experiences, related to their identity as a 

teacher, do Mexican normalista teachers bring to their pursuit of a Texas 

bilingual teacher certification? 

• What kinds of preparation have they had in terms of schooling? 

• Are they certified and what is the process for certification? 

• What are the experiences of Mexican normalista teachers in the U.S. 

certification process and the barriers they face, if any? 

In this last chapter, I reiterate the conclusions of the analysis and present a series 

of recommendations for licensure decision-makers, teacher educators, teacher education 

policy makers, and foreign-trained educators who are seeking to become certified to 

teach in Texas. The first set of recommendations speaks to the educational and personal 

experiences and previous preparation that Mexican normalistas bring to the pursuit of a 
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bilingual teacher certification. The second set is about evaluating the barriers that 

normalistas encounter in the certification process, and the final recommendations 

encourage new and innovative programs for bilingual teacher candidates. 

Summary 

There is a widespread assumption that there exists a significant shortage of 

teachers in Texas public schools. When a district has an opening for a teaching position, 

the administration at the district can determine to fill the position with an individual who 

may or may not be qualified to be in that position. If school districts are forced to hire 

personnel to improve the teacher-student ratio, they may be unable to find qualified 

teachers to hire, or simply choose not to hire another qualified teacher. In the past this 

has been the case with bilingual education positions that were filled with individuals who 

were not qualified. That is, the individuals were not certified to teach in that position. 

The primary goal of licensing teachers is to ensure that all students have 

competent teachers. Definitions of what teachers should know and be able to do have 

changed over time and various professional organizations and many states have 

developed standards for teachers. Quality of teaching depends on many factors related to 

the education and personal qualities teacher bring to the profession. 

Normalista teachers represent an unlimited source of human capital, yet to be 

explored. Based on the data, most have several years of teaching experience prior to 

moving to the U.S. and many extra layers of teacher preparation involving upgraded 

coursework towards a licenciatura, master's degree, and/or hours of staff development 
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experiences. In regards to the data that surfaced pertaining to the educational 

experiences normalistas bring to the certification process, several broad areas were 

mentioned. First, depending on the reform eras in which the nonnalista teachers were 

educated, preparation experience will differ in regards to the time and place the training 

was held. Before the 1984 reform normalista preschool and elementary teachers were 

educated during their high school years. After 1984, the nonnalista plan of study became 

a rigorous university level degree with the awarding of the licenciatura. At this level, the 

preparation involved coursework in content and theory, field based courses, community 

service, and the development of a research study. 

Second, depending on the level of education received in Mexico, many educators 

may have multiple layers of accumulated preparation through out the reforms in several 

of the educational disciplines. However, it is evident that the normalista teachers will 

need orientation to the U.S. certification process to understand the dual-step process. 

Third, Texas employs a dual step procedural system in which aspiring teachers 

complete an interdisciplinary degree and then apply to the state for licensing. 

Specifically, future educators must complete requirements authorized by the State Board 

of Educator Certification (SBEC) and then successfully pass the appropriate state 

licensing examinations to hold a state certificate. Altemative routes exist for individuals 

seeking post baccalaureate teacher certifications, although university teacher education 

programs seem to be the most common route for normalista teachers. 

Colleges of education that coexist within the university system, create programs 

for the initial certification of teachers that must be approved by SBEC. At the present 

305 



time, university departments, schools, and colleges of education have the flexibility to 

authorize and recommend students for teacher certification. In the case of the foreign 

students with an intemational degree transcript, evaluators in collaboration with colleges 

of education and SBEC determine deficiencies depending upon the program of study the 

individual has completed. Students are required to complete the list of courses in order 

to complete the certification program. However, this does not certify them to teach in a 

public school. Teacher education students must pass the state's credentialing examine in 

order to be fully certified to teach. In other words, Texas uses a two-step process in 

certifying public school teachers. 

In contrast, the institutions of higher education (IHE) are authorized by the states 

in Mexico to credential individuals. By completing a specified list of requirements on a 

degree plan, individuals are licensed and certified in a chosen field of study. Therefore, 

IHEs in Mexico have the power to grant admission to certain professions. The degree 

and professional license is one and the same. Since the Mexican teacher preparation 

program often occurs in nonnal schools or escuelas nomiales, it is a highly stmctured 

system. Each normal school is limited to the number of students; therefore, students are 

held accountable for courses. Courses in the content areas are paired with professional 

courses to connect content, educational theory, application, and practice. This allows 

normalistas to implement class assignments in the real world. Normal schools, similar to 

our professional development schools enable students to practice during the completion 

of their coursework. 
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Nonnalista Educational Experiences 

The literature underlined that the access to quality teaching personnel was indeed 

a central element to Latino students' academic success. Research pertaining to bilingual 

education programs documented the importance of selecting qualified teachers with the 

ability to deliver content area instruction in English and in the students' native language. 

In my study, the questions regarding the educational experiences of normalista teachers 

were addressed in a number of ways. The key points addressing the educational 

experiences that normalista teachers bring to their pursuit of a Texas bilingual teacher 

certification were the following; 

• Normalista teachers who have completed their preparation after the 1984 

reform had eamed a university degree, referred to as the licenciatura; 

• Nonnalista teachers have completed a U.S. equivalent university preparation 

program, which included 8-semester with 18 weeks in each; 

• Normalista teachers had as many as seven various layers of teacher 

preparation based on the reform movements in Mexico. These layers of 

preparation include the middle school and/or high school program, the normal 

school program, the university program, level specialization supplemental 

program, master's and/or doctorate degree, or leveling courses such as 

nivelacion, capacitacion, and actualizacion in order to upgrade their 

credential. 
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• Nonnalista teacher specialists had also eamed a master's degree in Mexico 

specializing in a content area or in a special needs area; such as child 

counseling, special education, and gifted-talented training; 

• Normalista teachers had the knowledge of developing lessons and activities at 

the various grade levels; 

• Normalista teachers had knowledge of developmental appropriate strategies 

for addressing the needs of students; 

• Nonnalista teachers had several hours of classroom observations in the 

various grade levels; 

• Nonnalista teachers had training in research methodologies as evident from 

their exit examinations, which consisted of a thesis study and oral defense; 

• Normalista teachers had knowledge of working with parents and the 

community, which was evident from the large amount of required community 

and social service hours devoted to improving the community; 

• Nonnalista teachers who were certified to teach in Texas had successfully 

passed all entry and exit level teacher competency examinations, and have 

taken additional courses in pedagogy, content area instmction, and 

bilingual/ESL methodologies; 

• Normalista teachers who were certified had completed all requirements 

necessary to becoming a certified teacher in Texas. 
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Nonnalista Personal Experiences 

To address the research questions, various issues were raised conceming the 

lenses with which Latino immigrants have been analyzed in the past, from dominant 

mainstream paradigms that are based on ideological assumptions. The research that has 

focused on Latino educational attainment has been viewed by either an assimilationist 

model or a cultural ecological model. The applications of these paradigms have 

involved placing individuals in one of the two categories; voluntary immigrants or 

involuntary minorities (Ogbu, 1991a). However, Latino underachievement becomes 

unclear within this framework because this paradigm assumes that achievement is a 

social process. When in reality, achievement involves more than the polarity of this 

framework. It encompasses issues related to culture and language, poverty, and 

achievement differentials. The literature review attempted to demonstrate the trends 

behind such explanatory models and described what solutions have existed within the 

educational reform movements. 

Along with these models to explain the underachievement of Latinos is the 

realization of the nature and amount of power that schools represent. For Latinos, and 

people of color whose cultural, social, economic, or political perspectives differ from the 

mainstream, schools may represent a power structure that will indoctrinate their children 

away from the cultural ways of living that their families value. The academic success of 

Latinos and immigrant students in the past has depended on acquiring an orientation to 

some of the values from the mainstream culture, while at the same time avoiding full 

cultura] assimilation. Gibson (1988) first documented accommodation as the selective 
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adaptation and rejection of some of the elements of the mainstream culture by immigrant 

groups. Further, C. Suarez-Orozco and M. Suarez-Orozco (1995a) noted that immigrant 

parents were able to maintain their own culture at home while protecting their children 

from negative influences found in society. The culture and language of the home served 

to strengthen the parental-child relationship of immigrant parents, while empowering 

their children to succeed academically in school. 

With this in mind, was the idea of providing Mexican role models in the schools 

to reflect the Latino culture, language, and values found in the homes could serve to 

change the trend of Latino underachievement. It is very difficult to determine at what 

degree the "strangeness of the school environment" affects the achievement of Latinos 

when there is an obvious mismatch between the school and the home (Snow, 1990). 

Various authorities have documented the differences in classroom discourse, 

expectations, classroom organization, and leaming styles (Diaz, Moll, & Mehan, 1986). 

Interactions within the classrooms and those at home exemplify the degrees of cultural 

variations. However, normalista teachers have an understanding of the home culture and 

could bridge understanding between the home and school for both native-bora and 

immigrant student populations. 

Nonnalista teacher re-certification experiences varied with regards to the 

certification route they had chosen to pursue. These routes included programs at the 

university level, altemative certification programs, and at regional service centers. The 

main issue in the discussion was the high level of English language proficiency required 

by second language leamers at the inception of their preparation programs that was 
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revealed by the data. Consequently, the normative mean or achievement continues to be 

prevalent, so that "teaching to the test" in reality equates with teaching the mainstream 

culture in preparation to meet predetermined competency levels for certification. The 

underiying assumptions involve paradigms involving accountability that have manifested 

in higher educational arenas. Latino and immigrant students continue to maneuver 

through the long maze of standardized testing and competency based assessments as a 

right of passage in seeking an education. The lack of initiative to consider using multiple 

measures of assessing teacher candidates to measure competency has resulted in a stalled 

supply of worthy candidates. The "gate keeping" part that institutions have continued to 

play in limiting access to Latino students has resulted in stagnant preparation programs 

for bilingual teachers at the university level that have been unable to keep up with the 

demand. The various routes have provided expedient alternatives to normalista teachers 

retuming to the classroom. 

Recommendations 

Several areas needed to be addressed involving recommendations for further 

investigation. These concern program awareness, the dissemination of information to 

foreign-trained teachers for re-certification, and re-evaluation of credentials. Despite 

several decades of policy attention to university access, there does not seem to be a 

consensus on a definition of or measurement of university access in regards to Latinos. 

The concept of university access with normalista teachers involved the assumption that 

these individuals will continue to face barriers of participation to higher education that 
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are related to such factors as English language proficiency, test taking skills, finances, 

and culturally ways of knowing. In my study these factors served to limit university 

access to normalista teachers. Thus, as a matter of equity and efficiency, universities 

must not continue to "give lip service" to the ideals of diversity as admission standards 

continue to be based on standardized testing. Strategies for supporting immigrant and 

Latino populations and giving them access to higher education include the following: 

• Develop creative and proactive recruitment initiatives that will attract 

prospective bilingual or normalista teachers to the university, for 

dissemination of information conceming the requirements for certification 

using culturally relevant understanding for this population. 

• Develop cost effective ways for facilitating the initially evaluation of official 

transcripts of foreign prepared teachers, in order to streamline the process of 

admissions to the various programs. 

• Cross-cultural interaction with teacher preparation program personnel should 

be encourage for conducting research in bi-national, bilingual, bi-cultural 

curriculum development and alignment. 

• Nonnalistas as cultural brokers could initiate the dialogue between 

preparations programs to begin cross-culturally collaborative efforts for 

pedagogical and philosophical conversations in the education of minority 

language students. 

• Provide for reciprocal teaching opportunities for nonnalista teachers and 

traditional education teachers. 

312 



Based on the duration of the number of years it takes to complete certification 

requirements, initially normalista teachers have determined that working, as a 

paraprofessional was a more viable option. Others appeared to be stalled with the various 

requirements. As mentor teachers for novice teachers, normalistas could benefit from 

reciprocal leaming experiences with newly certified bilingual teachers. Traditional U.S. 

bilingual teachers entering the classroom have a minimal level of academic Spanish 

proficiency as opposed to the nonnalista or foreign-trained Latin American teacher 

(Guerrero, 1999), who typically have a highly sophisticated academic vocabulary, which 

could be instrumental in raising achievement levels of bilingual students. 

Barriers to Certification 

The question involving the certification process and the barriers that nonnalista 

teachers often confront was addressed with positive and negative statements involving 

the various prerequisites, university coursework, and examinations. A long list of timely 

and costly requirements was produced by the participants; the following issues have 

caused a delay in their certification: 

• The issues conceming the dissemination of information with regards to the re

certification process; 

• The issues involving the cost of re-certification; 

• The issues relating to paying for leveling courses and English classes; 

• The issues conceming the process and the cost of evaluating foreign 

credentials; 
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• The issues of establishing residency in Texas; 

• The issues dealing with the lack of financial resources in continuing with a 

state university based program; 

• The issues effecting the passing of university entry level examinations; 

• The issues conceming the cost required to upgrade their immigration status; 

• The issues related to the demonstration of English proficiency by using 

standardized tests; 

• The issues relating to working in a new environment and leaming the U.S. 

culture; 

• The issues related to using standardized testing for the licensing of bilingual 

teachers, that are written in English; 

• The issues of having little experience in the organization of U.S. schools; 

• The issues of devoting substantial amounts of time in the re-certification 

process in Texas. 

The underlying assumption of such paradigms has manifested in higher 

educational arenas as Latinos maneuver through the minefield of standardized testing and 

competency based assessments. Normalista teachers' re-certification experiences varied 

with regards to the certification route they had chosen to pursue. The main issue in the 

discussion of this reality is the high level of English language proficiency required by 

second language leamers at the inception of their preparation programs. This lack of 

initiative on the preparation institutions' part has resulted in stagnant programs for 
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bilingual teachers at the university level that have been unable to keep up with the 

demand. 

Based on institutional policies it is the dominant culture's notion that educational 

attainment is determined by years of schooling completed, the scores on standardized 

tests, and by the various types of academic preparation in order to be success in one's 

chosen career path. Traditionally, nomialista teachers arrive with many years of 

schooling and experiences that identifies them as a worthy solution to the critical supply 

and demand for bilingual teachers. According to Thomas and Collier (2002), the stronger 

predictor of leaming the second language involves the amount of formal schooling in the 

first language (p. 334) to positively impact student achievement. Unfortunately, 

nonnalista credentials were not readily accepted and the loss of human capital is 

compounded by the implications of the absence of positive role models in the classroom. 

of their coursework at the university, escuela normal bdsica, escuela normal 

superior or through the completion of leveling courses to eam their licenciatura in 

educacion preescolar, primaria, or secundaria. 

Implications 

Educational Implications 

The failed implementation models of the past bilingual education programs in the 

United States have created an endless cycle of failed language proficiency in Spanish for 

Latino students; consequently, most U.S. bilingual teachers have not developed their 

academic Spanish skills over time using typical public schools' drill and practice 
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exercises. Additionally, Guen-ero (1999) reports that there is evidence that bilingual 

teacher education programs are not providing enough opportunities for students to 

develop enough academic Spanish language fluency to deliver instruction effectively. 

Furthermore, prior to entering the university program aspiring bilingual education 

students from secondary bilingual programs or from Spanish High School classes have 

not had sufficient exposure to authentic literary materials in Spanish (Constantino, 1994). 

Therefore, how could their fluency develop? 

It is unreasonable to expect that most prospective traditional bilingual teachers 

will have the native-like Spanish proficiency at the level of the normalista teacher. Nor 

will Mexican nonnalista teachers have the English proficiency at the level of the 

traditional bilingual education teacher. This "proficiency" issue conceming traditional 

bilingual teachers is due to both political and pragmatic considerations (Nieto, 2000), and 

which variable may attribute to the scarcity of bilingual teachers today and in the future. 

Therefore, if native Spanish speaking students are transitioned quickly to all 

English classrooms where English is the main or only language valued, then proficiency 

in Spanish will not continued or be developed. The pool of prospective bilingual teachers 

will not increase unless Spanish is edified and reaffirmed as a language of value for 

students entering the job market. If native-bom Mexican students are no longer fluent in 

their first language, traditional bilingual teachers are not fluent enough to meet the needs 

of immigrant Spanish speakers, and now Mexican normalista teachers are suspended by 

gate keeping hurdles, who will teach in the "critical need" area? Are bilingual education 
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students and programs being set up for failure without worthy teacher candidates to serve 

as bilingual teachers? 

Political Implications 

When bilingual teachers are desperately needed, "why look gift horses in the 

mouth?" Why is it that non-certified personnel are teaching in bilingual classrooms, 

when Mexican normalista teachers living in the U.S. are waiting in the wings, ready and 

able to teach content area information? In spite of the evidence that bilingual education 

has generally been found to be more effective than other programs (Thomas & Collier, 

1997) for language minority students, many times bilingual classrooms are kept separate 

from other classrooms and isolated from the student body. Even bilingual teachers bear 

the burden of the "bilingual" label in the same way as their students: 

They may be seen as less intelligent, less academically prepared, and less able 
than non-bilingual teachers—this in spite of the fact that they are usually fluent in 
two languages and having a wide range of pedagogical approaches for teaching a 
diverse student body. Because many bilingual teachers are from the same cultural 
and linguistic background as the students that they teach (sic). They bring a 
necessary element of diversity into the school. But many schools have not found 
a way to benefit from their presence. (Nieto, 2000, p. 163) 

Research studies on classroom discourse and the interactive relationship between 

teacher talk and student responses have concluded teachers significantly influence 

classroom discourse (Dillion, 1985; Poole, 1992; Rowe, 1986). Teacher influence has 

also been noted as a variable in the success of dual language bilingual classroom. The 

research points to positive influences in regards to teacher talk and teacher-student 

interactions (Duff, 1995; Freeman, 1998; Genesee, 1987; Harley, Allen et al., 1990; 
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Homberger & Micheau, 1993; Lapkin et al., 1990; McCollum, 1994; Moll & Dfaz, 1985; 

Wong-Fillmore, 1985; Ramfrez et al., 1991; Swain & Can-oil, 1987; Swain & Lapkin, 

1986; Tarone & Swain, 1995). Additionally, it is important to realize that sustained use 

of the native language, the integrating of subject matter, and the inclusion of the students' 

home culture positively effects teacher-student interactions and student academic 

outcomes (Heath, 1983; Nieto, 1990; Moll, 1992; Moll & Dfaz, 1985; Philhps, 1983; 

Tharp & Gillimore, 1988). Native or near-native Spanish speakers could provide for 

bilingual student achievement: normalista teachers could be instrumental in positively 

impacting bilingual student outcomes, and would be a vital resource for filling teaching 

positions in densely populated areas with large numbers of language minority students. 

According to Faltis and Merino (1992), the linguistic needs of students require 

specific interventions and responses unlike mainstream students. Bilingual education is 

specifically designed to provide a program that is cognitively demanding as well as 

linguistically appropriate. Krashen (1993) noted that an effective program requires 

appropriate testing and placement with teachers that are fluent in the native and target 

languages. The process in which teachers are engaged in providing appropriate 

environments may be more important (Faltis, 1993; Freeman & Freeman, 1991; Merino 

& Faltis, 1985; Milk, 1990; Perez & Torres-Guzman, 1992) for students to believe that 

school success is not based on mainstream values, but on mutual respect and providing a 

caring environment. 

Since most normalista teachers have been required to renew their licenses through 

out the various reforms, consideration should be taken in the amount and types of 
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coursework these individuals have accumulated over the years. It is evident that 

normalista teachers will need practical experience in U.S classrooms to understand the 

cultural constructs; thus, requiring the ability to bridge intercultural understands into the 

culture of the school. 

Normalista teachers fall into this category of the non-traditional students with the 

ability, desire, and expertise to lead active productive lives contributing to society. 

Understanding of culture and language (Cummins, 1996; Lambert, 1990) combined with 

awareness of the social contexts of the non-traditional student is crucial to their success. 

In addition, consideration must be taken into account in the English language proficiency 

abilities of this population as they register for graduate level coursework when 

completing deficiency plan requirements 

Final Comments 

Today's definition of teacher quality differs from previous years in several ways. 

First, it is attempting to acknowledge the diversity of the student population in a way not 

previously done. Second, it asks for a level of instruction that is more intellectually 

rigorous and meaningful than has traditional been the case. These definitions of teacher 

quality are less concemed with teachers' character traits or technical proficiency and 

more concemed with teachers' ability to engage students in rigorous, meaningful 

activities that foster academic leaming for all students. Mexican normalista teacher 

could provide such a rigorous curriculum, with meaningful culturally relevant activities, 

for the bilingual education classroom in Spanish. 
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Participation Letter (English) 

Dear Participant, 

For my dissertation topic I have chosen to study Mexican normalista teachers 
who are in the process of re-certification to teach in the U.S, as bilingual education 
teachers. The pui-pose of the research is to better understand the experiences of Mexican 
normalista teachers. The significance of the study will be the following: (1) To address 
the special needs of nonnalistas who arrive with knowledge and experiences in 
professional pedagogy, instructional strategies, Spanish language proficiency, and 
understanding of the Mexican culture. (2) To find out what is going on with the 
certification process for normalista teachers in the transfer process to become U.S. 
bilingual education teachers. 

As part of the study, I have prepared a questionnaire of key questions pertaining 
to the purpose of the study to obtain information about normalistas who are currently in 
the U.S. bilingual teacher preparation process. At a later date, I will select a focus group 
of 10 participants to interview personally, asking them for additional information 
pertaining to the questions on the questionnaire. From the focus group, three normalista 
teachers will be selected for further interviewing. Portions of the responses from the 
questionnaires and interviews will be transcribed (and perhaps translated from Spanish to 
English) from the questionnaires and audiotapes; and may be used in written reports 
about the study. Your name will be changed on the reports so that your identity remains 
anonymous. I would be happy to answer any questions you may have. You may contact; 
Dora L, Salazar or Barbara Morgan-Fleming, PhD at Texas Tech, at the following 
number: (806) 742-1997. If you would like more information you may contact the 
University Institutional Review Board for the Protection of Human Subjects at Texas 
Tech University at the following address: 

If you would like to participate in the study please read and complete the consent 
form and/or questionnaire attached to this letter and retum to me or your Project Alianza 
coordinator at your university. Thank you for your cooperation. 

Sincerely, 

Dora L. Salazar 
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Participation Letter (Spanish) 

Estimado participante: 

Me llamo Dora L. Salazar y soy una estudiante graduada en el departamento de 
educacion en la universidad de Texas Tech localizada en Lubbock, Texas. Pueden llamar 
a la universidad al numero (806) 742-1997. Tambien soy parte de la iniciativa Proyecto 
Alianza en la universidad de Texas Woman's en Denton, Texas, donde soy instmctora y 
coordinadora de becas academicas. He escogido el siguiente tema para completar la tesis 
del doctorado; Normalistas mexicanas que estan en el proceso de certificarse para 
maestras bilingUes en el estado de Texas. 

El proposito de esta investigacion es conocer mas a fondo las experiencias por las 
cuales han pasado normalistas mexicanas a traves del proceso de certificacion estatal. La 
importancia de este estudio es la siguiente: (1) Identificar metodos de capacitacion para 
normalistas con el fin de cubrir las deficiencias y abarcar completamente los 
conocimientos necesarios para el aula bilingUe en Texas. Esto al reconocer que ya llegan 
con capacidades y experiencias en pedagogfa profesional, practicas de ensehanza y 
evaluacion, domino del espanol y conocimientos culturales. (2) Enteramos de los 
tramites adecuados en el proceso de transferir la licenciatura para educadores mexicanos 
a la certificacion y tftulo para maestros bilingUes en Texas. 

Como parte de la investigacion, se ha preparado un cuestionario con la intencion 
de obtener informacion sobre normalistas que estan ahora en el proceso de preparase para 
ser maestros bilingUes en Texas. Se escogera un grupo de diez participantes para 
entrevistar personalmente, con el proposito de solicitar informacion adicional acerca del 
tema seleccionado. Desde este gmpo enfocado, tres maestras normalistas seran 
seleccionados para mas entrevistas. Algunas respuestas de los cuestionarios y tambien 
las entrevistas seran transcritas (o quizas traducidos del espaiiol a ingles); y seran usados 
en reportes escritos de la investigacion. Su nombre se cambiara en el estudio para que 
Ud. permanezca en incognito. 

Estare a su disposicion si tiene dudas o preguntas puede llamar la Dra. Barbara 
Morgan-Fleming, de la universidad de Texas Tech, o a mf al siguiente numero; (806) 
742-1997. Si desean mas informacion pueden escribir en la Mesa Institucional dirigida 
hacia la Proteccion del Humano (University Institutional Review Board for the Protection 
of Human Subjects) de la universidad de Texas Tech. La carta se puede dirigir al 
siguiente domicilio; 

Si Ud. quisiera participar en el estudio, favor leer y completar el bianco de 
permiso y el cuestionario adjunto y regreselo a al coordinador/a del Proyecto Alianza de 
su universidad o a mf. Gracias por su cooperacion. 
Atentamente, 

Dora L. Salazar 
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Consent Form for the Questionnaire 

I hereby give my consent for my participation in the study entitled: An Inquiry Into a 
Care Model for Mexican Nonnalistas Preparation and Transfer Program to the Texas 
Bilingual Education Teacher Program: A Oualitative Study. I understand that the person 
responsible for this study is Mrs. Dora L. Salazar a graduate student and Barbara 
Morgan-Fleming Ph.D. She has explained that the study's objectives are the following: 
(1) To examine and describe the experiences of Mexican normalista teachers who are 
preparing for teacher certification in Texas as bilingual education teachers. (2) To address 
the special needs of normalista teachers who are in the process of Texas bilingual teacher 
certification. (3) To examine and describe the salient, ethical, and procedural themes that 
will emerge in the process. 

I understand that Mrs. Salazar will collect data with the use of a questionnaire and 
by the use of a focus group by means of informal interviews and audiotapes that I my 
voluntarily participate in as a group. If I am chosen as the single subject in which to 
conduct several formal interviews, she will also collect data in the form of interviews 
with me that will be recorded by audiotapes. I understand that at the end of the study, a 
report will be written and selected portions of audio-recorded interviews will be used to 
illustrate information in the report. I also understand that my participation is voluntary, 
that my identity will be kept confidential in the written report unless I give my 
permission for it to be revealed, and that I will not be paid for my participation in this 
study. 

It has further been explained to me that the total duration of my participation will 
be for one month in which initially I complete a 30 - 60 minute questionnaire in which I 
will retum to Ms. Salazar in a stamp envelop. If I choose to participate in a focus group 
discussion with the duration of 60 - 120 minutes and/or then if selected for the in depth 
interviews will participate in a series of four interviews with a duration of length to not to 
exceed two hours. I may discontinue my participation from the study at anytime. Also, 1 
understand that only Mrs. Salazar will have access to the records and/or data collected for 
this study; and that all data associated with this study will remain strictly confidential. 
Mrs. Salazar will keep the collected data in a locked cabinet for a period of five years. 
The anonymity of participants will be protected at all times. Pseudonyms will be 
assigned to all people and physical locations, when results are published in any format. 

The risks have been explained to me as following; There is no physical risk to my 
participation in this study whatsoever; however, the university requires that I understand 
the following information. Treatment is not necessarily available at Texas Tech 
University or the Student Health Center, nor is there necessarily any insurance carried by 
the University or its personnel applicable through the participant's own insurance 
program. Mrs. Salazar and Dr. Morgan-Fleming have agreed to answer any inquiries I 
may have conceming the procedures. 
I understand that I may discontinue my participation in this study at any time I 
choose. 
Signature of Participant . _Date 
Signature of Investigator .Date 
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Consent Form for Interviews 

I hereby give my consent for my participation in the study entitled: An Inquiry Into a 
Care Model for Mexican Normalistas Preparation and Transfer Program to the Texas 
Bilingual Education Teacher Program: A Oualitative Study. I understand that the person 
responsible for this study is Mrs. Dora L. Salazar a graduate student and Barbara 
Morgan-Fleming PhD a faculty member. Ms Salazar has explained that the study's 
objectives are the following: (1) To examine and describe the experiences of Mexican 
normalista teachers who are preparing for teacher certification in Texas as bilingual 
education teachers. (2) To address the special needs of nonnalista teachers who are in the 
process of Texas bilingual teacher certification. (3) To examine and describe the salient, 
ethical, and procedural themes that will emerge in the process. 

I understand that Mrs, Salazar will collect data from formal and informal 
interviews. If I am chosen as the single subject in which to conduct several formal 
interviews, she will also collect data in the form of interviews with me that will be 
recorded by audiotapes. Also, copies of my personal artifacts will be used in the data 
collection; these include the following; Personal course assignments, including lesson 
plans and projects; curriculum and materials developed as student assignments; sections 
of my thesis; and overviews of course schedules of the eight semesters. I understand that 
at the end of the study, a report will be written and selected portions of audio-recorded 
interviews will be used to illustrate information in the report. I also understand that my 
participation is voluntary, that my identity will be kept confidential in the written report 
unless I give my permission for it to be revealed, and that I will not be paid for my 
participation in this study. 

It has further been explained to me that the total duration of my participation will 
be for one month in which initially I will participate in a focus group. Then if selected 
for the in depth interviews will participate in a series of four interviews with a duration 
length of 30 to 60 each and that I may discontinue my participation from the study at 
anytime. Also, I understand that only Mrs. Salazar will have access to the records and/or 
data collected for this study; and that all data associated with this study will remain 
strictly confidential. Mrs. Salazar will keep the collected data in a locked cabinet for a 
period of five years. The anonymity of participants will be protected at all times. 
Pseudonyms will be assigned to all people and physical locations, when results are 
published in any format. 

The risks have been explained to me as following: There is no physical risks to 
my participation in this study whatsoever; however, the university requires that I 
understand the following information. Treatment is not necessarily available at Texas 
Tech University nor is there necessarily any insurance carried by the University or its 
personnel applicable through the participant's own insurance program. Mrs. Salazar and 
Dr. Morgan-Fleming have agreed to answer any inquiries. 
I understand that I may discontinue my participation in this study at any time I 
choose. 
Signature of Participant Date 
Signature of Investigator Date 
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Cover Letter for Second Wave 

Dear Participant. 

My name is Dora L. Salazar and I am a graduate student in the College of 
Education at Texas Tech University; which may be contacted by calling (806) 742-1997. 
For my dissertation research, I am studying Mexican nonnalista teachers who are in the 
process of re-certification to teach in the U.S. as bilingual education teachers. The 
purpose of the research is to better understand the experiences of Mexican normalista 
teachers. The significance of the study will be the following; (1) To address the special 
needs of nonnalistas who arrive with knowledge and experiences in professional 
pedagogy, instructional strategies, Spanish language proficiency, and understanding of 
the Mexican culture. (2) To find out what is going on with the certification process for 
nonnalista teachers in the transfer process to become U.S. bilingual education teachers. 

As part of the study, I have prepared a questionnaire of key questions pertaining 
to the purpose of the study to obtain information about normalistas who are currendy in 
the U.S. bilingual teacher preparation process. At a later date, I will select a focus group 
of 10 participants to interview personally, asking them for additional information 
pertaining to the questions on the questionnaire. From the focus group, three normalista 
teacher will be selected for further interviewing. Portions of the responses from the 
questionnaires and interviews will be transcribed (and perhaps translated from Spanish to 
English) from the questionnaires and audiotapes; and may be used in written reports 
about the study. Your name will be changed on the reports so that your identity remains 
anonymous. 

I would be happy to answer any questions you may have. You may contact me, 
Dora L. Salazar or Barbara Morgan-Fleming, PhD, at Texas Tech University by calling 
(806) 742-1997. If you have additional inquires, you may also contact the Texas Tech 
University Institutional Review Board for the Protection of Human Subjects by writing 
them in care of the Office of Research Services, Texas Tech University, Lubbock, Texas 
79409 or by calling (806) 742-3884. 

If you would like to participate in the study please read and complete the consent 
form and/or questionnaire attached to this letter and retum to me or your Project Alianza 
coordinator at your university. Thank you for your cooperation. 

Sincerely, 

Dora L. Salazar 
Texas Tech University 
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Cover Letter for Second Wave 

August 1,2002 

Dear Prospective student, 

I am sending you this packet because you have expressed an interest in attending TWU 
and pursuing a teacher certification. If you are a Normalista teacher please fill out the 
following questionnaire and retum it along with the consent form and contact me for 
further information about the Project Alianza grant. Currently there are openings in our 
academic scholarships in elementary bilingual/ESL teacher education. I invite interested 
individuals to apply for academic scholarships to support your studies leading toward a 
Baccalaureate degree. The Qualification requirements for the grants are as follow: 

• Bilingual in English and Spanish 
• Undergraduate course work with a minimum of 2,75 GPA 
• Successful completion of all sections of the TASP 

(Readiiig=260, Math=240, Writing=240) 
• Strong commitment to improving the educational opportunities for language 

minority students. 

Please contact our office for more information. 

Sincerely, 

Dora L. Salazar 
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Combined Questionnaire 

Cuestionario / Questionnaire 

Primera Parte / Part I 
Perfil Personal / Personal Profile 
En la primera parte, le pedimos que nos cuente acerca de usted. Esto nos permitira 
crear un perfil demografico del grupo para este cuestionario y poner marco a las 
respuestas. 
In the first part, we ask you to tell us about yourself This will allow us to create a profile 
of the respondents to this questionnaire and to study the responses. 

Favor de responder a las siguientes preguntas marcando una contraseiia en la linea 
apropiada. 
Please respond to the following questions by placing a check mark on the appropriate 
line. You may answer in either Spanish or English. 

I. Informacion educacional / Educational Information 
En los EE.UU. / In the United States: En Mexico: 

Elem./Middle School Preparatoria/ Bachillerato 
Elem./Middle School Institutos Tecnologicos 
High School Escuela Normal/ licenciatura 
Community College Universidades 
College / University Courses Posgrados/ maestrfa o doctorado 
Other 

Educacion en Texas para la certificacion / Education in Texas for certification: 
Alternative Certification Program (ACP) Region Service Center 
State Board of Educators Certitfication (SBEC) Community College 
University Certification Program Other 

2. ^En que nivel piensa usted enseiiar en los EE.UU.? 
Which grade level do you plan to teach in the United States? 
Pre-K Elementary I Preescolar-Primaria 
Middle School I Secundaria 
High School I Preparatoria 
Other/ Alternativo 

3. ^En que nivel enseiio en Mexico? 
At what grade level did you teach in Mexico? 
K-Elementary /Preescolar-Primaria 
Middle 5c/ioo//Secundaria 
High 5c/zc>o//Preparatoria 
Other/ Alternativo 
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4. i,Fuera de su participacion en el programa Alianza, cuantos anos ha enseiiado en 
los EE.UU.? 
Other than in Project Alianza, how many years have you tauglit in the United States ? 

_0 Ahos / Years 
_l-3 Anos/ Years 
_4-8 Afios / Years 
_9-12 Afios/ Years 
_13-20 Afios/ Years 

5. i,Cuantos aiios enseiio en Mexico o en otro pais? 
How many years did you teach in Mexico or in another country? 

_0 Afios / Years 
_l-3 Afios/ Years 
_4-8 Aiios / Years 
_9-l2 Anos / Years 
_i3-20 Anos / Years 

6. i,Cuantos afios ha vivido en los EE.UU.? 
How long have you lived in the United States? 

Menos de un afio / Less than one year 
1-5 anos /years 

_6-10 ahos /years 
_Mas de 10 aiios / More than 10 years 

Secunda Parte / Part 2 

NORMALISTAS MEXICANAS / MEXICAN NORMALISTA TEACHER BACKGROUND 

7. <;De que parte de Mexico es Ud. y en cual escuela finalizd sus estudios? 
Wliat part of Mexico are you originally from and which Escuela Normal (normal 
school) did you attend for your preparation ? 
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8. Diga por que decidio regresar o reintegrarse a la profesion de maestro en Texas. 
Tell about why you decided to return to your chosen professional field to teach in 
Texas. 

PROCESO DE LICENCIATURA DE NORMALISTA MEXICANA / 
MEXICAN NORMALISTA TEACHER LICENCIATURA (LICENSING / CERTIFICATION) PROCESS 

9. ^En que consiste el plan de estudio para la formacion inicial de maestros de 
educacion primaria, a la que corresponde el grado academico de licenciatura? 

What is involved in the degree plan for Mexican elementary education in the 
nonnal schools that corresponds with the university degree? 

PREPARACIONES DE LA TRANSFERENCIA DE PROFESORES DE EDUCACION 
ORIGINALMENTE DE MEXICO A LA CERTIFICACION DE TEXAS/ 

MEXICAN NORMALISTA TEACHER TRANSFER PREPARATION FOR U.S. BILINGUAL 
EDUCATION TEACHER CERTIFICATION 

10. De acuerdo con sus experiencias, .̂Cuaies han sido los tramites para sacar la 
certificacion de maestro bilingiie en Texas? ^Cuales fueron sus experiencias 
comenzando este proceso? Describa los pasos y espliquelos. 

Based on your own experiences, what steps have you taken to becoming a 
certified bilingual education teacher in Texas? List steps and explain. 
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IMPRESIONES DEL NORMALISTA ACERCA DE LA PREPARACION DE LA E D U C A C I 6 N 

BILINGUE DE TEXAS A COMPARACION CON LA PREPARACION NORMAL MEXICANA/ 

MEXICAN NORMALISTA IMPRESSIONS OF U.S. BILINGUAL EDUCATION PREPARATION 

VERSUS MEXICAN NORMAL SCHOOL PREPARATION 

11. iTomando en cuenta sus experiencias en el programa educativo mexicano y en el 
programa educativo de Texas, como se podrian diferenciar estos programas? 

In your experience at the Mexican nonnal school and at the U.S. university 
teacher education program, how are the two preparation programs dijferent? 

12. ^Como se parece el programa de Mexico al programa de Texas? 
How are the two similar? 

13. ^Cual ha sido la parte mas dificil del proceso de renovar su titulo en Texas? 
What has been the most difficult part of the re-certification process for you? 

COMENTARIOS ADICIONALES / ADDITIONAL COMMENTS 

14. ^Hay otra cosa que quisiera agregar relacionada de sus experiencias en la 
universidad o refiriendose a la ensefianza bilingiie en Texas? 

Do you have anything else you would like to add conceming your experience at 
the university or concerning the U.S. bilingual education-teaching field? 
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Completed Questionnaire 

Cuestionario / Questionnaire 

Primera Parte / Part I 
Perfil Personal / Personal Profile 
En la primera parte, le pedimos que nos cuente acerca de usted. Esto nos permitira 
crear un perfil demografico del grupo para este cuestionario y poner marco a las 
respuestas. 
In the first part, we ask you to tell us about yourself This will allow us to create a profile 
of the respondents to this questionnaire and to study tire responses. 
Favor de responder a las siguientes preguntas marcando una contraseiia en la linea 
apropiada. 
Please respond to the following questions by placing a check mark on the appropriate 
line. You may answer in either Spanish or English. 

1. Informacion educacional /Educationallnformation 
En los EE.UU. / In the United States: En Mexico: 

Elem./Middle School Preparatoria/ Bachillerato 
Elem./Middle School Institutos Tecnologicos 
High School X Escuela Normal/ licenciatura 

X Community College X Universidades 
X College / University Courses Posgrados/ maestrfa o doctorado 

Other 

Educacion en Texas para la certificacion / Education in Texas for certification: 
Altemative Certifiication Program (ACP) Region Service Center 
State Board of Educators Certitfication (SBEC) Community College 

X University Certification Program Other 

^En que nivel piensa usted enseiiar en los EE.UU.? 
Which grade level do you plan to teach in the United States? 

_X Pre-K Elementary / Preescolar-Primaria 
Middle School / Secundaria 
High School / Preparatoria 
Other/ Altemativo 

3. ^En que nivel enseiio en Mexico? 
At what grade level did you teach in Mexico? 

_X K-Elementary /Preescolar-Primaria 
X Middle School / Secundaria 

High 5c/i(9o//Preparatoria 
Other/ Altemativo 
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4. iFuera de su participacion en el programa Alianza, cuantos aiios ha enseiiado en 
los EE.UU.? 
Other than in Project Alianza, how many years have you taught in the United States? 

0 Afios / Years 
1-3 Afios / Years 

_X_4-8 Alios / Years 
9-12 Aiios/Fears 
13-20 Afios/Fears 

5. ^Cuantos afios enseno en Mexico o en otro pais? 
How many years did you teach in Mexico or in another country? 

_0 Alios / Years 
_l-3 Anos/ Years 
_4-8 Afios / Years 
_9-12 Anos / Years 
_13-20 Afios/ Years 

X 28 Alios / Years (added) 

6. ^Cuantos aiios ha vivido en los EE.UU.? 
How long have you lived in the United States? 

_Menos de un aiio / Less than one year 
_l-5 anos / years 

X 6-10 afios / years 

Mas de 10 afios / More than 10 years 

Secunda Parte / Part 2 

NORMALISTAS MEXICANAS / MEXICAN NORMALISTA TEACHER BACKGROUND 

7. ^De que parte de Mexico es Ud. y en cual escuela finalizo sus estudios? 
What part of Mexico are you originally from and which Escuela Normal (normal 
sc/iool) did you attend for your preparation? 

Naci en el estado de Oaxaca. Realice mis estudios para ser maestra de educacion 
Primaria en la Escuela Nonnal "Lazaro Cardenas" de Palmira Morelos un suburbio de 
Cuemavaca Morelos. Posteriormente hice la Especialidad de Biologia en la Escuela 
Normal superior de Mexico localizada en la Ciudade de Mexico. Por ultimo estudie, 6 
ahos mds en la Universidad Pedagogica Nacional y adquire el Titulo de Licenciadad en 
Educacion Primaria. 
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8. Diga por que decidio regresar o reintegrarse a la profesion de maestro en Texas. 
Tell about why you decided to return to your chosen professional field to teach in 
Texas. 

Cuando yo era nihajugaba la escuelita y que yo era la Maestra porque veia a mi padre 
que tambien es Maestro. Quiero decir que ser maestra lia sido mi pasion me gusta 
ensehar y cuando llegue a este pais a pesar de mi edadpense que podia yo hacerlo y con 
mucho empeho lo logre. 

PROCESO DE LICENCIATURA DE NORMALISTA MEXICANA / 
MEXICAN NORMALISTA TEACHER LICENCIATURA (LICENSING / CERTIFICATION) PROCESS 

9. ^En que consiste el plan de estudio para la formacion inicial de maestros de 
educacion primaria, a la que corresponde el grado academico de licenciatura? 

What is involved in the degree plan for Mexican elementary education in the 
normal schools that corresponds with the university degree? 

Actualmente los aspirantes a maestros en Mexico deben atender 4 ahos de Universidad 
despues de la Preparatoria. Ahos atras para ser maestro de Educacion Primaria solo se 
estudiaban 3 ahos mds despues de la secundaria, es decir que llevando uno completaba 
el 12° grado de estudios la persona adquiria una "Carta de pasante" con la que podia 
empezar la carrera de Maestro posteriormente se preparaba una Tesis para adquirir el 
Titulo. Muchos maestros no eran titulados porque no se exigia que lofueran. 

PREPARACIONES DE LA TRANSFERENCIA DE PROFESORES DE EDUCACION 
ORIGINALMENTE DE MEXICO A LA CERTIFICACION DE TEXAS/ 

MEXICAN NORMALISTA TEACHER TRANSFER PREPARATION FOR U.S. BILINGUAL 

EDUCATION TEACHER CERTIFICATION 

10. De acuerdo con sus experiencias, ^Cuales han sido los tramites para sacar la 
certificacion de maestro bilingiie en Texas? ^Cuales fueron sus experiencias 
comenzando este proceso? Describa los pasos y espliquelos. 

Based on your own experiences, what steps have you taken to becoming a 
certified bilingual education teacher in Texas? List the steps and explain. 

No sabia como empezar. Fue voluntaria en la Escuela Fannin por algunos meses para 
buscar infomiacion. Despues aplique en el como maestra substituta, huciendo 
este trabajo una maestra me dijo que podia yo ir a la universidad y ser contratada como 
maestra de tiempo completo yfue lo que hice. 
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IMPRESIONES DEL NORMALISTA ACERCA DE LA PREPARACION DE LA E D U C A C I 6 N 

BILINGUE DE TEXAS A C O M P A R A C I 6 N CON LA PREPARACION NORMAL MEXICANA/ 

MEXICAN NORMALISTA IMPRESSIONS OF U.S. BILINGUAL EDUCATION PREPARATION 

VERSUS MEXICAN NORMAL SCHOOL PREPARATION 

11. ^Tomando en cuenta sus experiencias en el programa educativo mexicano y en el 
programa educativo de Texas, como se podrian diferenciar estos programas? 

In your experience at the Mexican nonnal school and at the U.S. university 
teacher education program, how are the two preparation programs different? 

Una de las grandes diferencia es que en Mexico los mesestos debemos aprender a 
trabajar con una escasis muy grande de materiales o aprendianos a usar materials de 
desecho. En Texas cada programa cuenta con una gran cantidad de materiales de 
apoyo. 

12. iComo se parece el programa de Mexico al programa de Texas? 
How are the two similar? 

En mi opinion los programas de Mexico y Texas para preparar a los maestros son muy 
siinilares porque los dos pretenden formar a las personas que van a trabajar con los 
estudiantes. 

13. ^Cual ha sido la parte mas dificil del proceso de renovar su titulo en Texas? 
What has been the most difficult part of the re-certification process for you? 

La primera parte fue el encontrar la informacion necesaria de que hacer, como empezar 
el proceso. La segunda parte son los tests especialment los ExCETs. 

COMENTARIOS ADICIONALES / ADDITIONAL COMMENTS 

14. ^Hay otra cosa que quisiera agregar relacionada de sus experiencias en la 
universidad o refiriendose a la enseiianza bilingiie en Texas? 

Do you have anything else you would like to add concerning your experience at 
the university or conceming the U.S. bilingual education-teaching field? 

Quiero agregar que creo 100% en el Educacion BilingUe porque en los 4 ahos que he 
trabajado como Maestra BilingUe pude comprobar que mis estudiantes de Primer grado 
aprendeden mds rapidamente a leer en Ingles cuando ya aprendieron a hacerlo en 
Espahol. 
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Data from Open-Ended Questionnaire 

Secunda Parte / Part 2 -
NORMALISTAS MEXICANAS / MEXICAN NORMALISTA TEACHER BACKGROUND 

7. ^De que parte de Mexico es Ud. y en cual escuela finalizo sus estudios? 
What pan of Mexico are you originally from and which Escuela Normal (normal sc/iool) 
did you attend for your preparation ? 

#1 I'm from Miizquiz, Coahuila, Mexico. I attended to Escuela Normal Federal de San 
Juan de Sabinas Coahuila. 

#2 Dr. Arroyo, N.L. (Nuevo Leon) Mexico 
Escuela Normal Basica "Nuevo Leon" 
Escuela Normal Superior del Estado de Nuevo Leon. 
1 afio de Maestria 

#3 - Soy de Acapulco, Guerrero. Asistf a una Escuela particular ahf mismo en Acapulco 
se llama Escuela Normal "Emperador Cuauhtemoc." 

#4 - Soy originaria de H. Matamores, Tamaulipas y asisti a la Escuela Normal Federal de 
esta ciudad, gradue y trabaje por 5 aiios en el estado de Guanajuato. 

#5 - Chiapas; Asistf en la Universidad Autonoma de Tamaulipas, en Reynosa 
Tamaulipas. 

#6 - Soy originaria de San Luis Potosf, Mexico. Estudie en la escuela Normal del Estado 
y posteriormente en la Universidad Pedagogica Nacional. 

#7 Nacf en el estado de Oaxaca. Realice mis estudios para ser maestra de educacion 
Primaria en la Escuela Nonnal "Lazaro Cardenas" de Palmira Morelos un suburbio de 
Cuemavaca Morelos. Posteriormente hice la Especialidad de Biologfa en la Escuela 
Normal superior de Mexico localizada en la Ciudade de Mexico. Por ultimo estudie, 6 
afios mas en la Universidad Pedagogica Nacional y adquire el Tftulo de Licenciadad en 
Educacion Primaria. 

#8 - Nacf en Reynosa Tamaulipas frontera con USA. Estudie Educacion (Pedagogfa) en 
la Universidad Autonoma de Nuevo Leon Mexico. 

#9 - Soy de Veracmz Ver. Estudie ciencias de la Educacion en Montemorelos Nuevo 
Leon, Mexico. 

#10 - Soy de Matamoros Tamaulipas y mis estudios de la Nonnal Superior los realice en 
Cuidad Victoria, Tamaulipas. 
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Interview Protocol (English) - Interview 2,-3 

INTRODUCTION: 

1. Tell me about yourself. 

2. What influenced you in your decision to become a bilingual teacher? 

3. Describe your teaching philosophy for second language leamers who are 2"'' or 3"' 
generation Mexican-Americans. 

4. How is your philosophy different or modified for immigrant students in your 
classroom? 

5. What do you consider the most important issue in bilingual/ESL teacher 
education? 

6. Do you feel that your teacher education program prepared you for your first year 
of teaching? What was the most helpful class, assignment, or activity in your 
preparation? 

7. What surprised you the most (was unexpected) about teaching this grade level? 
Bilingual children? Immigrant students? 

8. Do you or did you have a mentor your first year? 

9. If you were to go back to your university and address future bilingual educators, 
what would be the most important issue you would focus on for beginning 
teachers? 

10. What do you consider to be your best attribute or qualification for teaching 
second language leamers in this grade level? 

11. Why do you think the administration placed you in this position? 

12. What books, articles, or literature are you currently reading? 

13. Who had the greatest impact in your life? 

14. What do you see yourself doing in five years? 
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II. CATEGORY 1: TEACHER BELIEFS ABOUT THE SCHOOL 

1. Tell me about your school. What do you consider to be the best attribute of this 
school? 

2. Explain how you were assigned to this particular school. Was it your first choice? 

3. Describe your biggest challenge, or the most difficult issue facing you at this 
particular school. 

4. List some of the innovations implemented at this particular school, 

5. Are any of the students bused to this school, or do all the students reside in or around 
the neighborhood? 

6. How does this school recognize the accomplishments of its students, teacher, parents, 
and staff? 

7. What types of incentives are offered at this school, if any? 

8. What would you like to change, if you could, at this school? 

9. What support, other than financial, would most benefit you as a bilingual classroom 
teacher? 

10. What resources do you feel are lacking at this school, your grade level, district, or 
classroom? 

11. What type of staff development do you feel is needed at this school, for bilingual 
teachers, or for you in general? 
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Interview Protocol (Spanish) - Interview 2- 3 

II. INTRODUCCION: 

1. Haz me una pequefia introduccion acerca de tu vida. 

2. ^Que te influencio para tomar la decision de ser uno profesor bilingUe? 

3. Describe su filosoffa de ensefianza para estudiantes de 2° or 3er grado que estan 
aprendiendo un segundo lenguaje y son Mexican Americana. 

4. ^Como es tu filosofia diferent o modicada hacia estudiantes inmigrantes en el 
salon de clases? 

5. ^Cual es el acontecimiento o suceso mas importante en bilingUe y ESL 
educacion? 

6. ^Sientes que tu universidad se a preparado(a) Ud. para el primer aiio de 
ensefianza? ^Cual fue la clase, trabajo y actividad que ayudo mas entu 
preparacion? 

7. £,Que fue lo que mas te sorprendio (no fue espectado) al haber ensehado en este 
grado? ^Nifios bilingUes, estudiantes inmigrantes? 

8. ^Tiences o tuviste un mentor el primer afio de ensenaza? 

9. ^Si tuvieras que ir de regreso a tu universidad y dirigirte a futuros profesores 
bilingUes, cual seria el hecho asunto mas importante que enfocarias para los 
profesores principantes? 

10. ^Cual es tu mejor cualidad para enseiiar estudiantes que estan adquiriendo un 
segundo lenguaje a este nivel? 

11. ^Por que crees que la administracion te ubico en esta posicion? 

12. iQue libros, articulos o literatura esta actualmente leyendo? 

13. ^Quien tuvo el mayor impacto en tu vida? 

14. ^Que crees que estaras haciendo dentro de cinco afios? 
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III. CATEGORIA UNO: 

CATEGORIA UNO: CREENCIAS DEL PROFESOR ACERCA DE LA ESCUELA 

1. Cuentanos acerca de tu escuela. ^Cual es la mayor atribucion de esta escuela? 

2. Explfcanos como fuiste asignado(a) a esta escuela. ^Fue esta tu primera 
escogencia? 

3. Describenos tu mayor reto o el acontecimiento mas diffcil que has tenido que 
enfrentar en esta escuela. 

4. Enumera algunas de las innovaciones implementadas en esta escuela. 

5. ^Son algunos de los estudiantes transportados de otro vecindario o ellos viven en 
el mismo vecindario? 

6. (,C6mo reconocen el cumplimiento de los estudiantes, profesores, padres y 
miembros administrativos en esta escuela? 

7. ^Que incentivos son ofrecidos por esta escuela, si hay? 

8. ^Que te gustaria cambiar de esta escuela, si tu pudieras? 

9. ^Que soporte, otro que economico te beneficiario como uno profesor bilingUe? 

10. ^Sientes que hacen falta algunos recursos en tu clase, escuela, distrito? 

11. iQue tipo de desarrollo administrativo es necesitado en esta escuela para 
profesores bilingUes o para usted en general? 
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Interview Protocol (English) Interview 4 

TEACHER BACKGROUND 

1. What part of Mexico are you originally from and which Escuela Nonnal did you 
attend for your preparation? 

2. Tell about why you decided to retum to your chosen professional field to teach in 
Texas. 

3. What is involved in the degree plan for Mexican elementary education in the 
normal schools that corresponds with the university degree? 

4. Based on your won experiences, what steps have you taken to becoming a 
certified bilingual teacher in Texas? List the steps. 

5. In your experience at the Mexican normal school and at the U.S. university 
teacher education program, how are the two preparation programs different? 

6. How are the two teacher programs similar? 

7. What has been the most difficult part of the re-certification process for you? 

8. Do you have anything else you would like to add conceming your experiences at 
the university or conceming the U.S. bilingual education teaching field? 
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Interview Protocol (Spanish) - Interview 4 

II. FORMACION DE MAESTRO 

1. ^De que parte de Mexico es Ud. y en cual escuela finalizo sus estudios? 

2. Diga por que decidfo regresar o reintegrarse a la profesion de maestro en Texas. 

3. ^En que consiste el plan de estudio para la formacion inicial de maestros de 
educacion primaria, a la que corresponde el grado academico de licenciatura? 

4. De acuerdo con sus experiencias, ^Cuales han sido los tramites para sacar la 
certificacion de maestro bilingUe en Texas? ^Cuales fueron sus experiencias 
comenzando este proceso? Describa los pasos y espliquelos. 

5. ^Tomando en cuenta sus experiencias en el programa educativo mexicano y en el 
programa educativo de Texas, como se podrian diferenciar estos programas? 

6. ^Como se parece el programa de Mexico al programa de Texas? 

7. ^Cual ha sido la parte mas diffcil del proceso de renovar su tftulo en Texas? 

8. ^Hay otra cosa que quisiera agregar relacionada de sus experiencias en la 
universidad o refiriendose a la ensefianza bilingUe en Texas? 
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APPENDIX C 

INTERVIEW TRANSCRIPT 
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Interview Transcript 

(3 of 20 pages) 

Janelice's Second Interview - June 15, 2002 

DS: Eso esta bien, solamente quiero saber de sus experiencias, ah, primero vamos a 
empezar en que consiste el plan del estudio para la formacion inicial de profesores de 
educacion primaria o preescolar - para maestros de Mexico. 

JANELICE: Okay, yo estudie en una escuela de Nuevo Leon, la Universidad de Monte 
Morelos u esta fue bueno y este pues es parte tenfamos el curriculo que tenemos en el 
estado de Nuevo Leon. Pues, bueno no era algo separado y lo que recuerdo es que era 
algo que tenfa mucha enfasis en la sicologfa educativa. Hace de todo que hace la 
formacion de nifio. El crecimiento, sus etapas, etc. Y, tambien la generacion, el sistema 
educativo lo que se usaba en eso tiempos cuando yo estudiaba y la historia educativa, 
tambien corrientes educativa, he habfa en esos mementos y muchas observaciones 
especialmente lo ultimo aiio. En, es mas cuando es mas cuando se hace el servicio social. 
El afio anterior mas observaciones. Salfamos del campo y de allf de la universidad, a 
Monterrey en aquellos lugares para hacer observaciones porque en que vinieron 
diferentes niveles de preescolar en ese nivel y tambien en los jardines de niiios. Que no 
necesitadamente era dando clase pero eran lugares, pues que se trataba con nifios verdad, 
chiquititos. Mi tftulo cubre tambien eso tambien desde guardaria donde estan los niiios 
de cero afios hasta antes de comenzar la escuela primaria. Todo esto, y esto tambien se 
contaba las observaciones, guardaria, jardines de nifios, etc. Y ahf hay muchas 
programas, hay muchas escuelas en que nosotros comenzabamos nuestras observaciones. 
Tambien, hay algunas materias que se enfocaron en historia. Historia de Mexico, en la 
organizacion de dar salon de clases, las leyes que hay, publicaciones, y aspectos que no 
debfamos seguir, y al sf uno queria comenzar una escuela. Que cosa es que uno deberfa 
hacer, que puntos deben tomar en cuenta y que pasos que seguir para abrir un lugar 
porque a terminar con ese tftulo uno podfa ir y hacer eso. Tambien en Mexico, no nada 
mas de enseiiar no pero comenzar una escuela o una institucion y no se si ya, no 
recuerdo, que no se si hacfa tanto enfasis de que lo que era matematicas. Nada esto, solo 
recuerdo mas he tornado un semestre de matematicas y uno de estadfstica. No se si 
recuerdo mas. Al ultimo, en el ultimo semestre se utilizaba la investigacion, que es una 
investigacion, que de campo. Donde uno hace todo las investigaciones necesarias, los 
estudios, la para poder llegar a esos resultados finales, y al termino, pues la carera es esa 
tesis, esa trabajo final. Y eso uno lo presenta ante un cierto comite. Este comite llegaba 
del estado, llegaban a la universidad y uno presentaba la tesis. Previamente ellos habfan 
ya visto el trabajo, ya habfan estudiaba de que se trataba, se defendfa.. .asi se llamaban, 
defender. Defender su tesis y uno se fue que yo bueno, esto es que yo encontre estos son 
mis resultados y esto es lo que pienso y puede ayudar en esto y puede ayudare en este 
estudio. Y, mi tesis fue en los programas que habfa en el, estatal federal. ^Que 
diferencia habfa, y si uno era mejor que el otro, en cierto punto, no? ^Que diferencia 
habfa entre ambos y que resultados tenfa? Asf que en esto fue. Fue mi estudio 
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personalmente. Cada quien pues escoge algo que puede en alguna manera aportar a la 
una educacion. Eso es que yo recuerdo ahora de mis estudios. 

DS: Acerca de la tema de la tesis, alguno de la escuela normal, como un director o 
maestro, necesitaba decir que eso es un buen tema para hacer una investigacion, o Uds. 
Tenfan que defender su tema antes de escoger su estudio? 

JANELICE: Si, por dos semestres se tiene un maestro de investigaciones. Y este 
maestro es una persona que esta capacitado para guiar a la tesis. Y entonces en el primer 
semestre lo que se hace es de preparar al, el estudiante en como se investiga o que puntos 
deben de tener la investigacion. Como se hacen graficos, como se hacen las incestas que 
uno va a tener en ese trabajo final de la investigacion. Y, bueno, todo el primer semestre 
es preparacion para el estudiante. El segundo semestre es el trabajo y uno hace es va 
siendo los vagadotes primero y va llevando a esta persona que esta encargado, que es el 
maestro de investigaciones. Y el va checando todo, haciendo correcciones, etc., como un 
guiador. Y a realmente del principio lo primero que hace es que se da un, una como un 
proyecto. ^Entonces pasas por el maestro y lo dices, "piensa que esto se ayuda en una 
manera o no?" Es como una gufa para el alumno. Y asf es como se va empezando el 
trabajo. Tiene que ser algo relevante y que en aluna manera valla contribuyere para que 
sea mejor la Educacion o de que da una informacion de que esta pasando. Entonces en si, 
no son directores si no atreves de estos maestros. En el caso mfo, este maestra ya era 
doctora de Educacion, que estaba dando investigaciones en ese tiempo y la precisamente 
venia de aquf nada mas que el estaba ensefiando en mi universidad pero tenia doctorado. 
Entonces con el hicimos el trabajo de investigaciones se hicieron todos las incestas, 
graficas, etc. En esos tiempos comenzaron apenas la tecnologfa. Tener mas, aunque y 
los hicimos con computadora. Asf que era lo ultimo en esos tiempos. Pero, fue algo muy 
interesante. Y el es a traves de esta persona que se hace. 

DS; Cuentame de las experiencias acerca de observaciones que estan en los lugares 
donde hay nifios. 

JANELICE: No se comienza en el primer ano, esto es mas adelante. Me parece el tercer 
ano o el quinto semestre. Bueno, asf comienza de puro ir a salon de clases, mirar, de que 
esta pasando, solamente de hacer observaciones y despues reportes de ellos. Eso es todo, 
pero mas o menos el Sixto semestre, y empiece el servicio social, que es cuando que uno 
esta dentro de aula y ya puede dar clases, compartir clases con la maestra. Y las 
observaciones las hicimos en con todo los niveles. Todo los niveles, y como comentaba 
antes desde la guardaria de los nifios, como les cuidaban, como les cambiaban, como 
hasta cambiar pafiales. Todo esto nos observamos hasta llegar a lo que era un salon de 
preescolar. Como ver la maestra ensehar, etc. Y tenfamos tambien opcion de preguntar 
de lo que necesitaba y se no habfamos visto algo podfamos dar la informacion de ella. Y 
pues, hasta el final es cuando uno va a ir a trabajar. Yo trabaje el ultimo ano todo el 
septimo y el octavo semestre en un aula. 

DS: ^Entonces, el septimo y el octavo semestre ya tenfan Uds. sus trabajos? 
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JANELICE: El septimo semestre y el octavo semestre era el servicio social. Las 
observaciones eran antes. Todo el ano iba me parece que eran dos o tres dfas, no estoy 
segura no recuerdo pro que ya pasaron 12 anos de que termine. Pero eran 2 o 3 dfas por 
la semana que iba a dar clases. Era parte de dfa tambien en la escuela, entonces que el 
ultimo semestre de trabajar mas en hacer este servicio social y las investigaciones y un 
alguna otras materias que son los finales ya. 

DS: Entonces, tambien para defender la tesis, ^este es el examen oral que al final para 
decidir si Uds. Pueden graduar o terminar su escuela? 

JANELICE: Sf, aparte de haber terminado todo los cursos, etc., tener una satisfactoria 
nota en el servicio social y el servicio comunitario porque esto es aparte, sf. Es el 
servicio que se hace, trabajar en la escuela que de alguna manera, lo que el objetivo es de 
ayudar verdad las necesidades que tuviera la comunidad que nos tocaba, cada quien 
porque vivfan en el lugar donde estabamos estudiando. Cuando se haces el trabajo de las 
investigaciones o la tesis se hace una pre-presentacion o hacfamos una presentacion 
previa y eran antes de algunos maestros de la misma universidad. Sf hacfamos una 
presentacion pues, como de manera de preparacion, para que uno tuviese listo y se sentfa 
tal vez acomodar algunas cosas que se necesitaba para la real. Y despues de eso venia la 
presentacion o la defensa de la tesis. Ya antes de un jurado que venia de la estado. 
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APPENDIX D 

1997 COURSEWORK DEGREE PLAN 
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Table D. 1. 1997 Program of Study for Elementary Teacher Preparation 

FIRST SEMESTER 

COURSES HOURS 

Foundations of the Mexican 4 
Educational System 

Problems and Policies in Basic 6 
Education 

Contents of Elementary Education 4 

Child Development I 6 

Communication & Study Strategies I 6 

Social & School Context 6 

SECOND SEMESTER 

Historical Development of Mexico 4 

Mathematics & its Teaching I 6 

Spanish Methods I 8 

Child Development II 6 

Communication & Study Strategies 2 

Introduction to the Teaching Profession 6 
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Table D.l Continued 

THIRD SEMESTER 

COURSES HOURS 

Historical development of Mexico II 4 

Mathematics & its Teaching II 6 

Spanish Methods I 8 

Special Educational Needs 6 

Physical Education I 2 

Observation & Practicum 6 

FOURTH SEMESTER 

Universal Pedagogy I 2 

Natural Science I 6 

Geography I 4 

History I 6 

Physical Education II 2 

Art Education I 2 

Regional Analysis I 4 

Observation & Practicum II 6 
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Table D.l Continued 

FIFTH SEMESTER 

COURSES HOURS 

Universal Pedagogy II 

Natural Science II 

Geography II 

History II 

Physical Education III 

Art Education II 

Ethical & Civic Formation I 

Observation & Practicum III 

2 

6 

4 

4 

2 

2 

4 

8 

SIXTH SEMESTER 

Universal Pedagogy III 

Regional Analysis II 

Lesson Planning & Evaluation 
of Leaming 

Elementary Education System 

Art Education III 

Ethical & Civic Formation II 

Observation & Practicum III 

6 

4 

2 

4 

8 
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Table D. 1. Continued 

SEVENTH SEMESTER 

COURSES HOURS 

Student Teaching I 28 

Analysis of Student Teaching I 4 

EIGHTH SEMESTER 

Student Teaching II 28 

Analysis of Student Teaching II 4 
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APPENDIX E 

PERCENTAGE OF INDIGENOUS POPULATIONS 

IN MEXICO 
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Table E. 1 Percentage of Indigenous Populations in Mexico 

STATE 

Aguascalientes 
Baja Califomia 
Baja Califomia Sur 
Campeche 
Chiapas 
Chihuahua (CHIH) 
Coahuila (COAH) 
Colima 
Distrito Federal (DF) 
Durango (DGO) 
Estado de Mexico 
Guanajuato (GTO) 
Guerrero 
Hidalgo 
Jalisco (JAL) 
Michoacan 
Morelos (MOR) 
Nayarit 
Nuevo Leon (NL) 
Oaxaca (OAX) 
Puebla 
Queretaro 
Quintana Roo 
San Luis Potosf 
Sinoloa 
Sonora 
Tabasco 
Tamaulipas 
Tlaxcala 
Veracruz 
Yucatan 
Zacatecas 

Information From: SEP (1993). 

PERCENTAGE OF INDIGENOUS POPULATION 

— 
— 

15.9 
25.1 
2.8 
— 
— 
— 
— 
3.0 
— 

12.7 
17.7 
— 

3.2 
2.0 
4.1 
— 
36.6 
13.0 
-

26.1 
11.2 
— 
2,6 
3.4 
— 

3.4 
9.9 
39.7 

Atlas de Mexico: Educacion primara (pp. 34-35). 
Author. 

413 



APPENDIX F 

MEXICAN INDIGENOUS POPULATIONS: 

MAJOR TRIBAL LANGUAGES OF THE 

50 INDIGENOUS LANGUAGES 

SPOKEN IN 

MEXICO 
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Table F.l Mexican Indigenous Populations; Major Tribal Languages 
of the 50 Indigenous Languages Spoken in Mexico. 

Indigenous Languages Population 

Nahuatl 
Maya 
Zapoteco 
Mixteco 
Hiia hhu 
Tzeltal 
Tzotzil 
Totonaca 
Mazateco 
Choi 
Huasteco 
Mazahua 
Chinanteco 
Purepecha 
Mixe 
Tlapaneco 
Tarahumana 
Zoque 
Mayo 
Tojolabal 
Chontal de Tabasco 
Popoluca 
Chatino 
Amuzgo 
Huichol 
Tepehuan 
Tique 
Popoloca 
Cora 

1,325,440 
776,824 
415,247 
389,957 
283,263 
283,260 
263,611 
214,192 
180,130 
141,747 
127,500 
120,727 
116,906 
107,950 
101,489 
74,448 
62,555 
44,398 
39,382 
37,181 
36,430 
34,684 
34,042 
32,940 
28,001 
28,651 
18,715 
14,390 
14,017 
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