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CHAPTER I 
 

AN INTRODUCTION TO THE STUDY 

Introduction 
 
 

The question of the validity of bilingual and ESL (English as a Second Language) 

education has produced dispute and dissonance within the educational and political 

arenas for at least the last 40 years (Krashen, 1996).  The major issues involved in these 

debates according to Crawford (1998) include:  

1.  English is losing ground to other languages in the United States. 
2.  The best way to learn a language is through “total immersion.” 
3.  Children learning English are retained too long in bilingual classrooms at the 
      expense of English acquisition.                                                                            
4. Research is inconclusive on the benefits of bilingual education. (Crawford,  
      1998, pp. 2-6) 
 
There is, however, support for bilingual education.  Krashen (1996) finds that 

most people value and support bilingual education when they understand its 

implementation.  What Krashen discovered was that most people are asked if they 

support development of a person’s first language at the expense of English development 

and academics.  This question elicits a great deal of emotion as many people associate 

knowledge of the English language to ability to acquire a good education.  Further, 

Krashen (1996) suggests that, while 87% of academic publications support bilingual 

education and report on it positively, only 45% of newspaper and magazine articles and 

newspaper editorial pieces give bilingual education a positive report. 

 This study examines bilingual education at one school in West Texas and its 

impact on two eighth grade students who had been in bilingual/ESL (English as a second 
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language) programs for approximately seven years since entering U.S. public schools.  

Because the two students had been in bilingual programs all of their public school lives, 

they could be considered bilingual “lifers,” based on Mueller’s idea of literacy “lifers” 

(Mueller, 2001).  Mueller recounts her teaching of literacy to adolescents who had been 

relegated to lives of failure in literacy.  As I read Mueller’s text, I reflected on my 

experiences with students who had always been in programs for ELL students (English 

language learners). In thinking about their futures, it occurred to me that just as there are 

“lifers” in literacy, there are “lifers” in bilingual/ESL programs.  As surely as “literacy 

lifers” have in the past been doomed to academic failure, so have “ESL lifers.”  I felt that 

there was a very definite need to study what seemed to be a growing population of 

students. 

What has happened in many educational settings is that ELL students have been 

placed in ESL or bilingual education programs with little opportunity for moving into 

mainstream classrooms.  They are either never exited from special programs or exited too 

soon with both alternatives producing negative results.  Another possibility is that the 

programs they are placed in do not serve the needs of the ELL student so that the child 

can succeed in mainstream classrooms.  Unfortunately, many ELL students are doomed 

to a lifetime of not succeeding in the U.S. education system, and ultimately have 

difficulty negotiating U.S. society and economy.  I consider such students ELL “lifers.”   

Statement of the Problem 

The needs of ESL students are frequently viewed as being similar to the needs  

of other diverse learners. Often the comparison is made to special education students 
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 (Harper & de Jong, 2004).  ELL students, however, have many different types of needs, 

and are one of the fastest growing populations in the nation.  As Harper and de Jong 

(2004) report, students who speak a language other than English at home and are limited 

in English literacy, are part of the fastest growing groups of K-12 students in the United 

States.  In 2004, these researchers found that nationally this population grew by 138%.  

Rubinstein-Avila (2003) states that there is an urgent need for educators and researchers 

to pay closer attention to the schooling needs of adolescent ELL students.  Rubinstein-

Avila (2003) further asserts that there has been too little attention paid to the struggle of 

these adolescents as they attempt to gain the literacy skills necessary to make meaning 

from text.  These students deserve to be served but often are not. 

Many Hispanic students have been in bilingual/ESL programs since first coming 

to school or other educational programs. Head Start and kindergarten programs are 

frequently used for very young learners, but at the secondary level, the majority of 

Hispanic students are still in bilingual/ESL programs, and many have made little or no 

progress in second language acquisition. They are not skilled enough to be termed 

proficient (Yang, Urrabazo, & Murray, 2001).   

 
Research Questions 

 
Yang et al. (2001) found that there are many ESL students who even after seven 

years of bilingual/ESL instruction are still unable to exit from the programs.  What is 

especially alarming is the reality that ESL programs have not improved students’  

academic performance or higher order thinking skills. Why not? 
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Questions that guided this study were: 

1. What are the experiences and perceptions of two eighth grade students 

embodying ESL “lifer” status? 

2. What conditions exist in their school lives that continue to relegate lifer 

status to these two ESL students?  

To understand the questions that guide this study, it is important to understand the 

terms and concepts involved.  Addressing the embodiment of the “lifer” status of two 

eighth grade girls means questioning their own ideas of education, their current interests 

and hopes as well as future plans, and their academic performance as middle school 

students. 

The first question also involves acknowledging and understanding these girls’ 

lives as Hispanic females, their perceptions of English, and its importance in their current 

and future lives.  Finally, question one also addresses the context of these girls’ lives and 

 what role education, and especially their bilingual classes play in that context. 

The second question addresses the issues beyond the participants’ present 

experiences and perceptions. The question involves their histories, their schooling, and 

the school district itself.  This question also involves teachers, conditions within the 

school, and within the community itself.  In these areas, what has helped the girls, and 

what has hurt them?  What has made these girls the “lifers” that they are perceived to be 

by themselves and others? 
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Definitions 

 Several important terms need to be defined at this point.   

Additive-A second language that is added to a person’s native language that has equal 

status to the native language. 

BICS:  Basic interpersonal communicative skills.  This is also known as playground 

language. 

Bilingual Education:  Programs in which both L1 and L2 are used for instruction  

often with the goal of L2 being acquired. 

CALP:  Cognitive-academic language proficiency.  The language skills necessary to be 

successful academically in a language. 

ELL:  English language learner. 

ESL:  English as a Second Language.   

L1:  The first or native language of a person in an ESL/bilingual program. 

L2:  The second or new language being learned in an ESL/bilingual program. 

LEP:  Limited English Proficient.  Not knowledgeable or fluent in English. 

Lifer:  One who holds the status of being a language learner or not proficient in the 

English language for the rest of one’s life. 

Subtractive-A case in which the native language is replaced by the second language 

often in cases where the second language has more status and societal value than the 

native language. (Cummins, 1991, pp. 73-75) 

These terms will be used and explained more thoroughly throughout the study. 
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Foundational Theory 

This study is based upon Jim Cummins’ work in bilingual education and second 

language acquisition.  Cummins is arguably one of the most well known and respected 

authorities on the subject of bilingual education in the field.  It is for this reason that 

Cummins’ theories will be used as the foundational theory grounding this study.  It is 

important to note that while Cummins has many who respect his work, there are others 

that criticize his work (Cummins, 2000). Cummins has been a leading researcher in 

bilingual education since 1977.  If educators take Cummins’ research and apply it, ESL 

“lifers” may become fewer in number.  Yet, because so much of Cummins’ work is 

ignored and not used, “lifers” continue to exist and grow in number.  Repeatedly, though, 

Cummins’ research reports the success that can be had if bilingual education is done 

properly. No matter what students’ futures may hold, be it to go on to universities, or to 

join the common labor force, their “life chances—depend very much on how successfully 

they acquire specialized language required to gain academic qualifications to carry out 

literacy-related tasks and activities” (Cummins, 2000, p. 53).    

With an increase in migration and global industrialization, there is more cultural and 

linguistic diversity (Cummins, 1993).  Cummins asserts that such diversity suggests that 

nations need to provide educational and social equity, and recognize the inherent rights of 

linguistic and cultural minorities and indigenous peoples. While many may agree with 

these points to justify bilingual education, there is still a great deal of argument as to just  

how language proficiency occurs, and what really constitutes second or even first 

language proficiency, and how language develops in different contexts (Cummins, 2000). 
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Advantages of Bilingual Education 
                                                                                                        

Cummins (1993) asserts that since 1973, there have been numerous studies 

that have examined the consequences of bilingual education and found positive results.  

First, L1 (language 1 or first language) positively influences the proficiency of a second 

or additive language.  Secondly, and more importantly in this age of high stakes testing 

that assesses cognitive thinking skills, bilingual abilities and bilingual education 

programs that bring about bilingual abilities  produce higher order thinking development 

(Cummins, 2000).  There is a greater awareness of grammatical rules and language 

functions within many bilingual individuals that help them to use language as a “tool for 

thought” (Cummins, 1993).  Cummins propounds that when one is competent in more 

than one language, there is greater metalinguistic awareness and more language acquired.   

 Another advantage of bilingual education is the potential to disrupt the under  

achievement and frequent negative attitude toward school that often accompany those 

 who feel alienated from the school culture. Cummins (1980) finds that in L2 (second 

language or additive language) only schools such as U.S. schools that function only in  

English, cultural and linguistic minorities often have poor attitudes toward the school, but 

more crucially, toward themselves as well.  Students may also have negative feelings 

toward both the majority and their own “minority” culture as well, which could create 

students without any culture with which to identify.  Instead of creating cultureless 

students, Cummins (1998) argues that when done appropriately and correctly,  

bilingual education can “empower” students by making L2 “additive” instead of making 

L1 instruction “subtractive."  Rather than taking away the pride one has of their home  
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language and culture, additive L2 instruction builds on and develops the first language 

and adds second language so that both are equally developed and equally valued.  

Students then have a heritage language in which to identify and perhaps maintain the 

culture.  Cummins (2000) emphatically states that bilingual education should not be 

viewed as a cure all for minority underachievement in school.  Yet he proposes that 

biliteracy “must become a component of educational reforms directed at under achieving 

Latino/Latina students” (p. 1).   

 Cummins (1980) finds further reasons involving literacy in bilingual education.  

His research shows that by fifth grade students who were educated bilingually perform 

“significantly better than the comparison group in English reading comprehension skills 

despite 50% less instructional time through the medium of English” (pp. 53-54).  

Additionally, Cummins suggests there are three principles that will  

increase academic English (L2) skills. These are: 

1 Continued development of both languages enhances children’s educational and 
cognitive development. 

2 Literacy-related abilities are interdependent across languages such that knowledge  
and skills acquired in one language are potentially available in the other. 

3 While controversial abilities may be acquired fairly rapidly in a second language, 
upwards of 5 years are usually required for second language learners to attain  

 grade norms in academically related aspects of the second language. (Cummins, 
 1998, p. 3) 
 

Cummins has done a great deal of research in the field of bilingual education.  In 

this section, the advantages of being bilingual and providing a bilingual education are 

examined. 
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Cummins’ Theories of Bilingual Education 

 Cummins (1980) proposes that there are several theories associated with bilingual 

education.  It is notable that in most textbooks discussing ESL/Bilingual education, 

Cummins’ theories are highlighted and often praised.  The theories presented here are not 

in any certain order because many are interrelated.  

 
CALP/BICS 

 The concept of Cognitive/Academic Language Proficiency (CALP) (Cummins, 

1980) is one of the theories of which Cummins is most famous. CALP highlights 

academic rather than social language usage. Basic Interpersonal Communicative Skills 

(BICS) refers to more social language and is another of Cummins’ theories about second 

language acquisition. Cummins finds that unless one is severely mentally impaired or  

autistic, everyone acquires BICS in their first language.  Its development is not related to 

a person’s IQ or academic ability.   

There are qualitative differences between CALP and BICS.  One difference is  

that BICS is somewhat observable in that it includes skills such as pronunciation,  

grammar, and vocabulary usage.  These are observable because they are heard in daily  

oral interactions (Cummins, 1980).  A person’s CALP, on the other hand, is cognitive and 

therefore not as easily observed or assessed as their BICS may be.  Cummins calls CALP 

the “manipulation of language in decontextualized academic situations” (p. 29).

 Cummins (1980) explains that BICS development ends around the age of 5, due 

to its nature of interpersonal communication, while CALP and its association with  
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academic learning grows with “overall cognitive development which begins to flatten out 

around mid-adolescence” (p. 30).  Cummins warns, however, that this development is not 

a constant because there are variances in cultural groups and differences in CALP 

development depending on an individual’s prior academic preparation.  One difference is 

an individual’s oral fluency or lack thereof.  Cummins (1980) stresses that CALP 

development is related to BICS development. If BICS is not developed, CALP cannot 

develop.  Communication between adults and children in and out of the school influences 

CALP development as well.  

Cummins (1999) finds, however, that a person’s academic proficiency in the 

second language (L2 CALP) can precede the development of his/her L2 (BICS) if 

academic L2 is taught/learned first.  Further, Cummins almost seems to contradict his 

1980 findings when he states that “literacy and vocabulary knowledge (CALP) continues 

to develop at least throughout our schooling and usually throughout our lifetimes 

(Cummins, 1999, p. 3).   He also stresses that CALP develops throughout an individuals 

education, but her BICS plateaus.  BICS only develops in anyone to a certain level, then  

it stops development.  CALPS develops as a person gains more knowledge and  

vocabulary through formal education, but there is only so much BICS that one needs to  

perform basic communication. 

Cummins (1980) also presents the idea that when considering where to place  

ELL students academically, assessment should be used that will test CALP skills.  He 

asserts that when using assessments that test BICS only, students are unfairly and 

improperly placed in educational settings that are above and beyond the students’ abilities 
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because BICS often give assessors the wrong idea about language proficiency in L2 

because they are assessing social language skills, not academic.   

The greatest detriment to CALP development is that it takes an average of five to 

seven years for ELL students to reach grade norms in CALP, but it takes less than five 

years for ELLs to become proficient in BICS.  Thus, when students appear to have 

control of their BICS language, there is often an assumption that their CALP is proficient.  

Such discrepancies can create bilingual “lifers.” 

By not looking at the differences in BICS and CALP, Cummins (1999) found that 

often minority students took unneeded psychological tests or were exited from 

bilingual/ESL programs too soon.  These students too often did not receive the support  

that they needed from mainstream, untrained non-ESL/bilingual teachers with whom they 

were placed.  Cummins (1999) states that because English conversational fluency was 

believed to be a good indicator of English proficiency, many bilingual children were 

diagnosed learning disabled or mentally retarded.   

As early as 1980, Cummins complained that policymakers were ignoring  

what was already known about the differences between BICS and CALP when creating 

policy for second language instruction.  Cummins (1999) suggests three components that 

should be considered when designing mainstream classes to build CALP for bilingual 

students:  

The Cognitive component:  The instruction should be cognitively challenging and 
require students to use higher-order thinking abilities rather than the low-level 
memorization and application skills that are tapped by typical worksheets or drill-
and-practice computer programs. 
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The Academic component:  Academic content (science, math, social studies, art, 
etc.)  should be integrated with language instruction as in content-based ESL 
programs. 
The Language component: The development of critical language awareness 
should be fostered throughout the program by encouraging students to compare 
and contrast their languages (e.g. phonics, conventions, grammar, etc.) and by 
providing students with extensive opportunities to carry out projects investigating 
their own and their community’s language use, practices, and assumptions (e.g. in 
relation to the status of different varieties). (Cummins, 1999, p. 6)
 
 
Cummins (2000) states that BICS and CALP were originally meant as a means of 

communicating to educators that there is a distinction in language proficiencies.  His 

desire was preventing early exit of bilingual students into mainstream programs. 

 
Interdependence Hypothesis 

A person’s first language (L1) and her second language (L2) are interdependent in 

that what has been learned related to literacy in the L1 will transfer and be used in the L2 

(Cummins, 1980).  The more proficient the student is in L1, the more readily the transfer 

will occur.  Cummins, however, does caution that language specific skills may not always 

transfer.  The Interdependence Hypothesis (Cummins, 1980) predicts correctly that older 

L2 learners with better developed L1 CALP acquire cognitive skills quicker than younger 

language learners because they have better developed concepts of language/literacy rules 

in L1.  Once they have mastered the rules of language and the concepts of literacy, 

literacy will transfer. 

 Cummins (2000) describes his Interdependence Hypothesis in the following 

manner:  “To the extent that instruction in Lx is effective in promoting proficiency in Lx, 

transfer of this proficiency to Ly will occur provided there is adequate exposure to Ly 
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 (either in school or environment) and adequate motivation to learn Ly.” (Cummins, 

2000, p. 38) 

It is the interdependence between L1 and L2 CALP that helps reading skills 

transfer easily from L1 to L2 in bilingual programs.  Cummins (1981) says that there is 

support for the Interdependence Hypothesis because “L1 and L2 reading scores typically 

correlate highly with one another in bilingual programs, and the fact that many studies 

have consistently shown that older learners whose L1 CALP is better developed, acquire 

L2 CALP more rapidly than younger learners” (Cummins, 1981, p. 24).  

Because of the Interdependence Hypothesis, Cummins (1981) asserts that L2 

CALP can be better developed in language learners by using L1 instruction.  Thus, 

leaving language learners in bilingual programs through fifth or sixth grade leads to 

increased results for exiting the program. It is for this reason that L1 literacy and 

proficiency must be developed as fully as possible before attempting to transfer 

literacy/language skills to L2.  The interdependence theory works against policymakers 

who argue for quick or early exit from bilingual education programs.  To accept an early 

exit policy, Cummins (1980) states that policy makers must accept what he calls the SUP 

model or Separate Underlying Proficiency Model of bilingual education. 

 
Separate Underlying Proficiency Model 

 Cummins (1980; 1981; 2000) is certainly not a proponent of the Separate 

Underlying Proficiency Model (SUP), but he does explain the theory in his literature.  

Cummins (1980) describes the model by explaining that it is like there are two “balloons” 

inside the heads of bilingual learners.  Each “balloon” has separate linguistic abilities for 
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the languages that the person speaks, reads, and writes. If one language is stimulated for 

the purpose of reading and writing, the other one is not stimulated at all, because of the 

separation of the language abilities.  Proponents of SUP, who often espouse anti-bilingual 

education, believe that if literacy instruction is done in L1 and not in L2 (English), in this 

case the student’s English learning will suffer.  Cummins (1980) argues that no research 

done since 1960 supports the Separate Underlying Proficiency Model.  What Cummins  

 (1980; 1981; 2000) supports is what he terms the CUP or Common Underlying 

Proficiency Model. 

 
Common Underlying Proficiency Model 

 Cummins (1981) finds that if ELL students have prior experience with either L1 

or L2, proficiency can be developed in both languages.  The key, according to Cummins 

(1981) is that the learner has motivation and “adequate exposure” to both of the 

languages in school and the environment at large.  Further, Cummins (1981) states that 

the CUP model is applicable both in the home and in the school.  Concepts that develop 

in the home inL1 at home can be transferred to L2 at school.  Cummins (1981) offers an 

important caveat, though, when he warns minority parents not to use L2 at home to help 

their children in the mistaken belief that L1 use weakens their children’s chance of 

academic success.  Rather than helping their children, with language development, the 

“interaction between parents and children will often suffer” (Cummins, 1981, p. 27) 

because parents will be too intimidated to talk and interact with their children.  Cummins 

further suggests that teachers should not instruct parents to use only L2 at home for this  

 

14 



very reason.  He says that parents should be encouraged to read to the children in L1 and 

to spend as much time with their children as they can.   

 Finally on the Common Underlying Proficiency Model, Cummins (2000) makes 

two very good points: 

1. In virtually every bilingual program that has ever been evaluated, whether 
intended for linguistic majority or minority students, spending  
instructional time teaching through the minority language entails no 
academic costs for students’ academic development in the majority 
language. 

2. An impressive number of research studies have documented a moderately 
strong correlation between bilingual students’ L1 and L2 literacy skills in 
situations where students have the opportunity to develop literacy in both 
languages.  It is worth noting that these findings also apply to the 
relationships among very dissimilar languages in addition to languages  
that are more closely related, although the strength of relationship is often 
reduced (e.g. Arabic-French, Dutch-Turkish, Japanese-English, Chinese-
English, Basque-Spanish). (Cummins, 2000, p. 38) 
 

Cummins has done extensive work in bilingual education.  He is cited often and 

respected by many in the field.  Practitioners in bilingual education would be wise to 

utilize what he says about assessment and placement.  If they would, there might be 

positive change in the way that ELL students are assessed and placed.  Perhaps then, they 

would be served in a more fruitful manner, and those relegated to “lifer” status may 

benefit. 

 
Significance of the Study 

 
 Not a great deal of research has been done on ELL student lifers.  Rubinstein-

Avila (2003) reports that in the 10 previous years to her study, only three percent of the 

research literature dealt with “linguistically and culturally diverse students” (Rubinstein-

Avila, 2003, p. 291).  Because this population of ELLs is ever growing, there is a greater 
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urgency to understandtheir needs, making this research very necessary.  Practitioners who 

work with ELLs realize that there is little offered to help educate these students and meet 

their needs. 

Furthermore, there are others who will benefit from the study.  Those who will 

benefit include school district officials, administrators, pre-service teacher trainers, 

bilingual preparation program trainers, bilingual program consultants, and even parents 

need to be informed of material from this study. 

Basic facts related to the ELL population, and that would be useful for school 

district personnel to understand, include: 

1. Over 2.1 million public school students in the United States are 
 identified as ELL students. They account for 5% of all public 
 school students. 
2. ELL students are concentrated in the West, in urban areas, and in 
 large schools with 750 or more students. Schools with 20% or 
 more minority students and 20% or more students receiving free or 
 reduced price lunches  are more likely to enroll ELL students.  
3. Seventy six percent of public schools with ELL student 
 enrollments provide English as a second language (ESL) programs, 
 and 36% have  bilingual education programs. Bilingual education 
 programs are generally implemented in schools with higher 
 concentrations of ELL students than  in schools with smaller 
 numbers of ELL students. 
4. About one-third of public schools with ELL student enrollments 
 provide both ESL and bilingual education programs, and 71% of 
 all ELL students attend these schools. Thirteen percent of schools 
 (4,832) enrolling ELL students have neither ESL nor bilingual 
 programs, and three percent of all ELL students (59,373) attend 
 these schools.  Thirty percent of public school teachers instructing 
 ELL students have received training for teaching ELL students, 
 and fewer than 3 percent of teachers with ELL students have 
 earned a degree in ESL or bilingual education (NCES, 2001).  

      Forty-two percent of all public school teachers have at least one 
 ELLstudent in their classes.  Only 7% of these teachers have 
 classes in which over 50% of their students are identified as ELL.   
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 Students are found in large schools, schools with 20% or more 
 minority populations and 20% or more students receiving “free or 
 reduced-price lunches.” In other words, the schools are poor and 
 more than likely overcrowded and under staffed (Sosa, 2000).                                            

 So much of the above data applies to the research site where this study was 

conducted.  While there are indeed bilingual/ESL programs in place at the site, they are 

often ineffective. Students relegated to lifer status are not reaching the potential that they 

should, and much of this can be attributed to the fact that educators are ill prepared and 

the system is doing little to prepare in-service teachers to educate the ELLs.   

Researcher’s Perspective 

I must admit that as I came to do the research, I had several biases and 

assumptions that could have influenced this study.  These biases pertained to learners, 

parents, teachers, programs, administrators, and the community in which the research 

took place.  Being a teacher at the research site also played into my biases as I felt I dealt 

with ESL Lifers on a daily basis.  I felt school should be a place where 

learners come to learn and teachers come to teach.  People, I felt, should care about one  

another.  There should be a common goal of success for all, and that the dream was not 

just some empty motto to be posted on the wall to appease some government entity 

somewhere.  I also believed that ELLs could come to school and have a chance to 

succeed in both their first language and learn English to live the “American Dream,” 

whatever that might be for each individual.                                                                                                    

 When I first began my teaching career, there was much that I did not understand 

about ESL/bilingual programs or ELLs. I thought that I knew and understood their 

17 



problems fully because, while I myself was never a public school ELL because English 

was my first language, I had gone to elementary and high school just nine miles away 

from the site being studied. In my high school graduating class, 31 out 36 of us were ELL 

students.  So many of my senior class had been ELLs and they had been successful.  

What I forgot was that between our eighth grade year and our freshman year, 12 of our 

classmates dropped out.  Had they dropped out from the frustration of not being able to 

function in English?  At the time, I thought they were lazy and unmotivated, unlike my 

successful ELL classmates. I began to wonder and later believe that perhaps it was not 

laziness or lack of motivation.  I must admit, however, that some of this negative bias 

followed me into my career as a teacher and researcher.   

I had also assumed that it is uncaring parents at home who have led to 

unsuccessful English learners in schools.  There have been times when I believed that 

parents were too busy drinking beer and engaging in illegal activities to care 

about whether their children succeeded or not.  I believed that parents were not concerned 

enough to come to parent night or to attend parent conferences to discuss 

methods to help their children succeed in the classroom.  Often I forgot that when people 

live in the abject poverty that this study’s participants live in, they are too busy and too 

tired trying to work multiple menial jobs in order to make the living needed to support 

their children.  It is not just that they are busy working, however.  As I would find, they 

were also in positions where they could not even see their children due to legal issues.    

 I held biases against my fellow teachers.  I saw them as persecutors that were 

victimizing the children and not teaching to their fullest ability.  The more I read the  
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research and learned methodologies that could be used to educate ELLs, the angrier I 

became.  As I sat in the teacher’s lounge and heard fellow teachers refer to certain ELLs 

in negative terms I questioned if bilingual students—“lifers”—would ever have a chance.  

I truly expected that as I got into the research, I would only hear stories of gross bullying 

and victimization on the part of teachers.  

 Over the years, I had seen a myriad of expensive technology and 

worksheet/workbook programs purchased by school districts.  Each was to be a panacea 

for lifers’ problems.  After but a year or two, many of the programs were sent to the 

district’s storage room never to be seen again.  The money was spent and bilingual lifers 

were still condemned to their sentence. 

 I had a bias against administrators as well.  I assumed that all that they were 

interested in was how much money the ELLs could bring into the campus and the district 

as a whole.  Funding is often tied to how many members of a special population are being  

served.  As long as the number is high, funding is high.  It does not pay to exit students 

from highly-funded programs. Unfortunately, the funds have not always been spent on 

the population for which they were intended.  There often seemed to be loopholes where 

administrators and district policymakers could shift designated funds to the 

administrative needs of new computers or furniture.  What mattered was that the special 

populations’ numbers stayed up, no matter what the cost to the student individually and 

the group collectively.  

 Finally, I had a bias toward the community.  Like many Texas communities and 

public schools, football seems to be king.  As long as there is a football program,  
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emphasis seems to be placed there.  It didn’t matter whether the program was successful, 

“Let’s make sure that there is one” seemed to be the rallying cry.  Even the most hard to 

locate parent could be found at the high school football stadium on Friday night.  The 

community seemed to support the idea that the team had to have the best jerseys and the 

best equipment.  Money seemed to be no issue when it came to football. 

Football, however, was not the only problem.  Many of the community members, 

like their parents before them, have lived in the community all their lives and had gone to 

the public schools.  The schools operated the same way as when they were in school, and 

they didn’t see any need for change.  There appears to be an attitude of  “It was good 

enough for us” that permeated the community.  My research showed that this was not a 

fair assessment.  In fact, most of the assumptions brought to the research were like most 

biases in general.  They were unfair and unfounded.  Through my study, I found my  

biases needed, and did, change. 

 
Conclusion 

As I consider bilingual education and the way it has been implemented, but 

specifically at my research site, I am reminded of something that I used to hear often 

when I was in the Army.  “There are three ways to do things: The right way, the wrong 

way, and the Army way.”  As I have studied bilingual research, methodology, and 

practice I wonder if the same thing could be said about how bilingual education is being 

approached.  “There are three ways to do bilingual education:  The right way, the wrong 

way, and the public school way.”  Of course, there are many different ways in which  
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ELLs may be taught successfully.  The problem is that it appears that very few of the 

ways are actually being used and this is to the detriment of ESL Lifers. 

 This study examined what is happening at one site that has caused certain ESL 

students to remain unsuccessful in not only exiting the ESL program at their school, but  

why they remain unsuccessful in attaining language proficiency and literacy.  As not only 

the Hispanic population increases in number (Elmelech, 2002), other language minority 

student numbers are rising, too.  All students need to be served and all students have the 

right to be successful.  Their parents expect it, and if the United States is truly a 

democracy and intends to remain a democracy, all of its inhabitants must be educated to  

the fullest extent.  This country can no longer excuse itself for having ESL Lifers. 
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CHAPTER II 
 

LITERATURE 
 

Introduction 
 
 Luis was a student of educator/researcher Robert Jimenez. Luis had very strong 

feelings about bilingual education and what it does to the future of bilingual students: 

I feel that those placed in bilingual education are kind of held back.  I 
think that while they’re in bilingual education, their peers are surpassing 
them educationally, and they are being held back and not being challenged 
enough to explore their skills.  In the end they are not going to be at the 
same level as their peers, and they might not advance because of it.  Think 
about this:  What while I am learning my ABCs, my counterparts are 
learning advanced math or science concepts?  Right away because I 
participated in bilingual education I got screwed out of going to college 
(Jimenez, 2004, p. 24). 
 

Perceptive teachers who have taught students like Luis realize the truth of this statement.  

Too often bilingual students do not have promising futures in higher education or, more 

importantly, life.  Relegated to a less than adequate education, they cannot catch up to 

their monolingual peers. 

 In this chapter, the research literature is discussed.  In the first part of the chapter, 

I present general background information and the issues of bilingual education in terms 

of “lifers”.  This includes statistical data about the students being served.  In the second  

part of the chapter I discuss what biliteracy is and strategies from the research to assist in  
 
developing literacy for English language learners.  
 

 
Lifers 

 
When reading for a graduate course, I read a book entitled Lifers: Learning from 

At Risk Adolescent Readers (Mueller, 2001).  Mueller’s work was with students who had 
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reading deficits into their high school years.  Because these students had not been able to 

conquer their difficulties after so many years of trying, Mueller termed these students 

“lifers”.  I could immediately see a parallel between these reading “lifers” and the ESL 

students I had been teaching in public school. Yang, Urrabazo, and Murray (2001) found 

that there are many ESL students, who even after seven years of bilingual/ESL 

instruction, are still unable to exit the program.  The researchers find this to be especially 

significant in large urban districts with limited resources.  What these researchers found 

especially alarming is that ESL programs usually do not improve academic performance 

and the learners usually lack higher order thinking skills.  

 Immigrant children come to the United States daily.  Data from the 2000 census 

show that the foreign-born population in the United States has increased 57% since 1990 

to a total figure of 30 million in 2000 (Elmelech, 2002).  One out of every five children 

under the age of 18 in the United States is estimated to have at least one foreign born 

parent (Elmelech, 2002). What is truly disheartening is that Elmelech (2002) also reports 

that many of the more recent immigrants will remain economically disadvantaged  

throughout their lives. Reasons for these are multiple and varied, but their effects on  

children include: 

1. First generation immigrant children are twice as likely to be poor 
 as third or later generation children. 
2. First generation children whose parents work full time are four 
 times more likely to be poor than similar third or later generation 
 children. 
3. More than one third of poor first generation children live with 
 parents who work full-time. 
4. Among children with at least one parent who has some education 
 beyond high school, first generation children are about twice as 
 likely as second and later generation children to remain below the 
 poverty line. 
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5. Poor children of immigrants are more likely to have parents with 
 low educational attainment. 
6.  First generation children living with both parents are over four 
 times more likely to be poor than comparable third or later 
 generation children. 
7. The majority of first and second generation children in poverty are 
 Hispanic. 
8. First generation children are still twice as likely as third or later 
 generation children to be poor in 2000, despite a national decline in 
 the poverty rate since  1993.  (Elmelech, 2003, pp. 3-5) 

 
First generation Hispanic immigrants are likely to be poor and undereducated.  

Statistically the research demonstrates that their futures are bleak.  They are likely to 

remain “lifers.” 

 
Unidentified Lifers 

 Are there students that should be in ESL/bilingual programs who are not?  Are 

there “lifers” who, even though they are in ESL/bilingual programs, are still failing 

school because they are still in the process of learning English?  Lewelling (1991) made 

the point that often English language learners become proficient in communication skills 

soon after arriving in the United States, but are exited too soon into the mainstream 

classroom because their social language masks that academic language is too challenging 

for them.  Cummins (1999) explains this issue through his terms BICS (basic 

interpersonal communicative skills) and CALP (cognitive academic language 

proficiency).  The difference between these terms is that when students use BICS on the 

playground to communicate with playmates and can do so fluently, it may cause teachers 

to believe that the student is ready to exit.  However, the student has not developed his or 

her CALP skills so that they can understand the academic vocabulary in the classroom.   
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  Lenskyj (1982) shows that using BICS as a predictor of classroom success was 

ineffective because students simply do not have the language skills necessary for 

classroom comprehension and participation .  Collier (1989) found that “School 

personnel frequently assume that proficiency in this type of language (BICS or 

playground language) is all that is needed to succeed in school” (p. 516).  Collier (1989) 

stated that five to seven years of second language study is required for ELLs to reach 

“native-speaker levels in school language” (p. 516). 

 
The Creation of Lifers 

Valdez (1997) finds that the school failure of Spanish-speaking Mexican 

American children is a complex issue and not attributable to language alone.  He found 

that educators must also consider issues of quality of instruction, effects on inter-group 

relations, and the connection between language and power.  Davis (1989) examined 

Hispanic students and discovered that the causes of lower achievement in the population  

could be attributed to dead end tracking, failure of schools to address the needs of 

 limited English proficient students, lack of parental involvement, lack of quality 

counseling services, and lack of general support in bilingual education.  Sensitivity was 

an issue that Castellano (1989) asserts is necessary in literacy instruction for Mexican-

American students.  She found that because of patterns of anxiety and doubt that 

characterize early relationships with written language, students who were not treated 

sensitively struggled with literacy throughout their school years.   

 Chavkin and Gonzalez (2000) state that Mexican American youth lag behind 

other immigrant groups in educational achievement and completion.  Could one of the 
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reasons for this lag in educational achievement be because of the way in which some 

educators view the Mexican American student? Trueba and Bartolome (1997) suggest 

that many teachers are willing to admit that Mexican Americans have historically 

underachieved in school because of inappropriate cognitive, cultural, and linguistic 

teaching methods.  The problem, these researchers say, is teachers do not see that it is 

their own teaching methods that can cause students’ problems.  “...They do not believe 

that their own teaching methods or tools cause students’ problems; rather, it is the 

students who are not‘regular’ and who have special needs.”  (Trueba & Bartolome, 1997, 

p. 1) Trueba and Bartolome call for a change in teacher attitudes and preparation to 

emphasize cultural enlightenment rather than a belief that the students are deficient. 

School achievement is equally low in both native-born and immigrant Mexican-

American students (Fry, 2003).  First, second, and third generation Mexican-Americans  

drop out of school at similar rates.  Fry (2003) notes that grades and test scores across 

generations are also similar.  Concerned about the evidence that immigrant children 

performed as well as U.S. born Mexican-Americans when examining differences in 

immigrant children’s language proficiency, self concept, family income, parental 

education, and home resources, Fry found that when immigrant children came to the 

United States in early childhood they achieved as well as children born in the U. S.  Fry 

(2003) also questioned why third generation Latinos did not perform better in school than 

the second generation.  This was surprising because more of the parents had finished high 

school and had higher incomes, but this did not impact the lives of second and third 

generation Latino immigrants. 
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Pallas (1989) suggests other causes of underachievement in the ELL population.  

His factors for determining whether a student is at-risk or not include:   

1.  poverty, race and ethnicity, family composition;  

2. mother’s education; 

3. language background. 

The determinants of a student being at risk, then include several factors.  If the 

student’s family is minority and poor, the student will likely remain poor.  If the student’s 

mother lacks education, she cannot help to reinforce what the school is attempting to 

teach.  Lastly, language background can hinder a student because language may not be 

developed well in either L1 or L2. 

 
Tracking as a Cause of Lifers 

 Tracking (negative homogeneous student placement) is an issue that has been 

cited as a cause of an ESL student’s “lifer” status (Davis, 1989).  Educational tracking is 

illegal, yet still practiced (Cummins, 1982b). Hobson v. Hansen (1967) ruled that IQ tests 

used to track students were culturally biased because they were standardized on a white, 

middle class sample. Moses v. Washington Parish School Board (1971) ruled on both IQ 

tests and achievement tests finding that neither could be used for tracking.   

 While racial segregation is illegal, tracking has been used to segregate ELL 

students and Hispanics from participating in school and mainstream programs.  Moses v. 

Washington Parish School Board (1971) involved a school that had recently been 

desegregated, however, testing was being used to place minority students into special 

education, thereby keeping them out of mainstream classes and programs.  In her book, 
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Chicana Adolescents: Bitches, ‘ho’s, and Schoolgirls, Dietrich (1998) asserts that 

tracking is really de facto segregation that keeps Hispanic girls from getting the education 

and inclusion they deserve. 

 In a California study, Rendon (1989) found that tracking can begin as early as the 

second week of first grade.  Students are put into categories of fast or slow learners, and 

students who do not speak English are often “misdiagnosed” and placed on the slow 

track.  The study found that slow learners are educated quite differently than the faster 

learning group, and tracking leads many Mexican American students to enroll in 

vocational, commercial, or general education programs.  According to Rendon’s (1989) 

study, higher education is unrealized for many Mexican Americans who have been 

tracked. 

 Michaelson (1978) stated that many researchers believe that poor educational 

performance for Mexican American children stems from cultural and family background,  

when in fact it stems from “rigid” tracking practices that limit student achievement. 

Cummins (1982b) found that many linguistically and culturally different students are 

labeled as “low IQ” adversely affecting their academic progress.  He further found that in 

actual practice, a disproportionate amount of Mexican-American students are being 

tracked into special education and vocational courses.  Cummins (1982b) says that the 

reason for this is that educators assume that because students appear language proficient 

due to their ability to communicate with peers in English, they are not actually 

academically proficient in English, and this lack of proficiency results in placement in 

lower tracked programs. 
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 Tracking causes differences in curriculum.  Harklau (1999) states that often, ESL 

students are often tracked into classes that require academically less of students.  Harklau  

further asserts that these practices result in “long term consequences” (p. 52) 

linguistically and socially.  

 Often times there is little academic challenge with little or no homework, and 

many times students spend their time talking the whole class period (Harklau, 1999).  

Harklau (1999) asserts that education for ELL students is best “enhanced by the 

coordination of efforts among mainstream and ESL educators, with all taking 

responsibility for students’ linguistic and academic learning in their classrooms” (p. 56).  

Tracking excludes the necessity for all teachers in a school community to take 

responsibility for the education of ELL students.  

 Falbo (1996) reports in a study done in a Texas school district that examined 

families of Mexican origin, that school practices, rather than parental influence, 

determine student success.  One of the key practices that undermines student success is 

tracking.  Tracking, according to this study, is done by standardized test scores, which 

lower student expectations and student self esteem.  The study found that once students 

are placed on the lower tracks they are unable to pass exit exams for graduation from 

high school because test preparation on the lower tracks is inadequate and students drop 

out at high rates due to repeated failure.   

 In Boston schools, tracking practices are blamed for drop out rates as high as 40% 

(Massachusetts Advocacy Center, 1990).  Tracking has “exaggerated” inequality, made  
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sure that students are isolated for being “different,” and are treated as liabilities.  

Challenging and stimulating courses of study are reserved for those deemed most “able”.   

 Tracking is an important factor in the creation of “lifers.”  Tracking keeps “lifers” 

together and away from mainstream populations. Programs prevent these students from  

getting the same education, treatment, privileges, and opportunities as other students who 

are not channeled or tracked into dead end programs.  And while tracking is detrimental 

to struggling students, it is not the only issue or practice that creates “lifers.” 

 
Counseling and Lifers 

 Davis (1989) mentions the lack of quality counseling services as a problem faced 

by ESL/bilingual students.  Michaelson (1978) found that counselors historically set low 

standards for Mexican American academic achievement.  One solution suggested in the 

literature is that Anglo counselors do internships in the barrio so that they may 

acculturate themselves to Mexican American culture (Cross & Maldonado, 1971).  In 

comparison, he found that bilingual counselors who expand their roles to assisting in 

parent orientation, being community liaisons, and helping with student placement are 

stronger than counselors who continue to be traditionalists.  Furthermore, Michaelson 

(1978) found that many counselors are often misused by the institutions that employ 

them. Counselors are frequently used for scheduling classes, preparing standardized tests 

for the campus and shipping them out for grading, and generally doing work that the 

administrators do not want to do. The New York City Board of Education (1990) found 

that excellent counseling was critical to the success of ESL students.  When counselors 

were able to counsel ELL students, and were in tune to the ELL students’ cultures, ELL 
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students were much more successful than with poor or little counseling. Improved 

counseling services help to diminish drop out rates for Mexican American students 

(Hirano-Nakanishi & Diaz, 1982).   

 Michaelson (1978) also found that there is a need for Anglo counselors to be more 

culturally aware of their minority students.  Bolton-Brownlee (1987) stated that too often 

there is cultural clash between counselors and their minority clients.  Diversity in 

educational settings has led to three major difficulties for multicultural counseling:  (1) 

the counselor’s own culture, attitudes, and theoretical perspectives; (2) the client’s 

culture; and (3) the multiplicity of variables comprising an individual’s identity (Bolton-

Brownlee, 1987). This cultural clash may be part of the reason that Mexican-American 

students often receive poor counseling services (Rendon, 1989).  

 
Fossilization and the Lifer 

 One theory as to why ESL/Bilingual lifers exist is fossilization. One definition of 

this phenomenon is that fossilization occurs when new or correct input fails to have an 

impact on the learner’s grammar in the second language (Gass, 1997).  Graham (1981) 

defines fossilization as a permanent incorporation of incorrect linguistic forms into a  

person’s second language.  Selinker (1992) defines fossilization as being a phenomenon 

observed in second language learners in which certain errors become permanent features 

of the second language. Another theory of fossilization is that it is a plateau in the 

language learning process (Richard-Amato, 1996). Fossilization needs to be 

differentiated from stabilization in that stabilization occurs before fossilization and is 

viewed as correctable while fossilization remains uncorrectable (Nakuma, 1998). Han  
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(2003) says that fossilization remains a central issue in language learning because it is an 

uncorrectable problem and one that faces language learners. 

 Fossilization is likely to occur when learners do not have enough examples of a 

particular grammatical form in oral speech in the second language (Dakowska, 1996).  

Students who have been in the United States for many years often demonstrate 

fossilization in their oral language.  Graham (1981) found that while these second 

language speakers can communicate basic needs in English, the speakers develop their 

own simplified forms of English.  This is caused by lack of formal instruction and 

insufficient corrective feedback from native speakers and teachers.  Graham calls on 

educators to give students positive, affective feedback, but also realizes that negative  

cognitive feedback is necessary when fossilized structures of the language are used.  Yet 

the problem remains about how to do this without antagonizing the students or 

intimidating students.  Error correction is difficult, and requires specific teacher 

preparation.  If over correction occurs, instruction and communication may be delayed, 

yet no correction will lead to fossilization (Duquette, 1995). 

 Little is still known about what causes fossilization.  Richard-Amato (1996) 

suggests some related factors that could lead to fossilization: 

…increased anxiety about the learning situation, lack of good linguistic 
models, not enough flexibility within the learner, insufficient motivation, 
to name a few.  Of these, lack of motivation seems to be the key.  Often 
the learner whose language is said to be fossilized has reached certain 
communicative goals and no longer feels the need to be more native like.  
(p. 29) 
 

 Historically, however, the literature shows several theories for why fossilization 

occurs.  Weinreich (1953) theorizes that L1 (first language) forms of grammar are 
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wrongly identified by the language learner with L2 (second language) grammar forms 

and transferred to the second language. Hale (1988) believes that L1 parameters of  

language may be so strongly entrenched in the language learner that he or she may not be 

able to remove them so as to acquire new parameters in L2.   

 “Interlanguage”, however, may be used to counteract fossilization (Pienemann, 

1985).  According to Pienemann, grammatical structure must be taught in the natural 

setting so that fossilization does not occur.  Another theory about what causes 

fossilization is that if communication demands are emphasized over proficiency, learners  

will resort to language strategies that lead to fossilization. Higgs & Clifford (1982) offer: 

It is meaningless to declare a student communicatively competent without 
specifying the language functions that he or she is competent to 
communicate.  It is meaningless to declare any situation a communicative 
setting.  A situation is a useful communicative setting only when the 
language functions it elicits are appropriate to the performance levels of 
the students. (p. 78) 
 

 Sims (1989) explains two levels of fossilization: “hard” and “soft.” The difference 

exists in how difficult the remediation would be to correct the fossilization.  This appears 

to differ from previous definitions in that Sims (1989) suggests that it is possible to 

remediate fossilization. Sims places the causes of fossilization on “false learner 

hypotheses” (ELL students believe that what they are saying and how they are saying it 

are correct) or on “neurolinguistic, socio-affective, or instructional origins” (Sims, 1989, 

p.36) which means that fossilization may never be conquered.   

 Language learners themselves may see no problem with the issue of fossilization 

even when aware of it (De Prado Creo, 1990).  Most of the time, they feel that if they are  
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able to communicate their needs and perform their jobs then they have adequately 

mastered the second language and feel no need to progress further.  

 Fossilization is a serious issue that almost all teachers who work with ELL 

students see in some form or another.  It is difficult to say if the phenomenon will ever be 

conquered.  As mentioned in the latter part of this section, there are some who believe 

that fossilization is something that can be cured or remediated, however, the majority of 

the literature states that fossilization cannot be overcome. 

 
ELL Student Parent Backlash 

 Another phenomenon that must be dealt with is the parent backlash against 

ESL/bilingual education.  Parents are becoming angry at what the schools are doing to 

their children, or more appropriately, not doing.  Said one parent, “I’m very angry.  The 

school is supposed to do what’s best for the kids.  The school puts my kids’ education in 

danger, because everything is in English here” (Freedman, 2004).  What made this 

mother angry was that her son had been in bilingual classes for four years and had neither 

progressed nor exited from the bilingual program.  Other parents were angry because 

their children had been placed in bilingual programs after spending their first four years 

in monolingual education programs in English.  They had been placed because of the 

parents’ immigrant status.  The children were unable to speak or read in the parents’ 

native language. 

Gaitan (2004) suggests that educators get parents involved in their child’s 

education.  Schools say that they want more parental involvement, but Gaitan (2004) 

finds that there are obstacles with this solution: 
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School obstacles to Latino parent involvement include school culture, lack 
of parents’ knowledge of school, and schools’ ignorance of Latino family 
strengths and their inability to build on them.  For Latino parents, staying 
involved in the schools means having educators that hold open the doors 
and reach out to the community in caring and effective ways. (Gaitan, 
2004, p. 43). 
 

 There have been many issues that have helped to create “lifers.”  In essence, 

“lifers” have been created by schools.  Tracking has been used in the past and continues  

to be used to keep ELL students out of mainstream classes and programs.  Counseling  

could be used as a tool to help “lifers,” but counselors have often been used 

inappropriately.  Counselors also need to be more culturally sensitive to ELL students.   

Schools, however, are not the only problem for English Language Learners.  

Fossilization is a process with which language learners/teachers must contend.  While 

there is no remedy for fossilization, the literature does suggest that there are ways to 

inhibit fossilization and help ELL students to progress to their full abilities. 

Parents must also be considered.  Parents want what is best for their children in 

school and to be successful in the United States.  They want their children to progress as 

much as possible. They want what they feel all of their children are entitled to. 

 
A National Issue 

 ELL studentss are not just found in Border States or major port cities.  ELL 

students can be found in every state in the Union, and they deserve the same education 

every other student is given.  It is not just for their benefit that this must happen, but it is 

for the nation as a whole. 
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 Frederico Pena, a former Secretary of Transportation and Secretary of Energy in 

the Clinton Administration, asserted that,  “what has happened to millions of Latino 

children has created a crisis in the national security of our country.  That’s how serious 

the challenge is to our nation” (as cited in, Mitchell, 2004 p. A3). de Jong (2003) 

interviewed exited ESL students to find out if time variables such as length of program 

participation, grade level exited, and length of participation in the mainstream classroom 

mattered in predicting academic achievement for the students.  de Jong (2003) found that 

students who have been exited from programs did poorly on end of course assessments 

and achievement tests.  What de Jong (2003) ultimately concludes is that “one size fits 

all” models of bilingual education do not work. Yet, this was the typical practice within 

the school she studied, and which produced an alarming failure rate.  de Jong (2003) 

asserted that while there are exceptions to this practice, “one size fits all” model is the 

national norm for bilingual education. 

History of Bilingual Education 

Historically, a great amount of legislation has occurred dealing with bilingual 

education.  Pappamihiel (2004) summarized these movements beginning with the 

Elementary and Secondary Education Act (ESEA), which first passed in 1965, and 

provided the framework for state-run migrant programs.  The ESEA has, on average, 

been reauthorized every five years. Many bilingual programs now in place were 

developed under Title VII of the 1965 Elementary Secondary Education Act.  Vera  

 (1974) asserted that failure was built into the program from the beginning because not 
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enough research was used to develop the legislation.  Vera believed the laws were 

necessary because of past discrimination involving English-only instruction.  

In one of the first reauthorizations, the Migrant Education Program was created in 

1966 (Pappamihiel, 2004).  The Migrant Education Program stipulated that migrant 

children were eligible for funds and programs under Title VII of the ESEA, which is now 

Title III of the No Child Left Behind Act of 2001.   

The Bilingual Education Act of 1968, an amendment to the ESEA, was to provide 

equal educational opportunity for minority students. Federal funding would be provided 

through this amendment to local districts and schools for bilingual education instruction 

in the classroom. In 1972, amendments were once again made to the ESEA.  At that time, 

preschool migrant children were included for eligibility purposes.  Until this law was 

passed, only school aged-children were funded.  During this time, another law required 

English language instruction to children who did not speak English. Lau v. Nichols  

(1974) was a Supreme Court ruling requiring schools to meet the special needs of English 

language learners to allow them to become proficient in English. Until Lau v Nichols, 

schools were not required to provide for the needs of ELL students (Pappamihiel, 2004).  

The Equal Educational Opportunities Act of 1974 addressed the issue of language 

barriers which must be overcome through the use of educational strategies.  Students and 

families were no longer responsible for overcoming the barriers, schools and districts 

were (Pappamihiel, 2004).   
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In 1978, another amendment required parental advisory councils to be instituted 

when programs were being funded by ESEA monies.  The purpose of the amendment 

was to foster more parental involvement in the schools (Pappamihiel, 2004).   

 The Hawkins-Stafford Elementary and Secondary School Improvement 

Amendments of 1988 changed the ages for funds distributions.  Until passage of this act, 

a school district could only spend migrant/bilingual funds on students between the ages 

of five and seventeen.  After the passage of the amendment, schools could spend  

funds on educating students between the ages of three and twenty one (Pappamihiel, 

2004).  Pappamihiel stated that while this did not alter children’s eligibility to participate 

in programs, it did change the student age requirements for programs, helping schools to 

receive more operating money. 

The ESEA was reauthorized in 1994.  In this reauthorization, states were given 

the task of maintaining and transferring migrant records in an expeditious manner.  The 

federal government supervised and assisted with the process, but relinquished  

responsibility to the states. This is still the case in the most recent reauthorization of the  

ESEA, No Child Left Behind (Pappamihiel, 2004). 

The No Child Left Behind Act (2001) is the most recent of the reauthorizations to  

the ESEA.  The act addresses issues for migrant and bilingual students. It facilitates  

interstate cooperation, especially when students transfer records; it mandates 

accountability procedures, and establishment of parent advisory councils. One of the 

most controversial aspects of the act is testing.  Standardized testing is a component of 

the act in that requires students enrolled in the third through fifth grades to be tested in  
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math and reading.  The component was put in place to assure that high standards are 

being met to educate bilingual/migrant students.  

   As mentioned previously, Vera (1974) found that legislation for bilingual 

education has failed because of lack of research related to bilingual education.  Failure of 

the legislation was probably not intentional, but the claim has also been made that policy 

was often made in bilingual education without considering theory (Cummins, 1983).  

Whatever the case, too often students do not receive the services to which they are 

entitled (Wilner & Amlung, 1985).  These authors found that 40% of the ELL students in 

New York City did not receive the language instruction that was legally required.  Only 

30% of the students were receiving the full instruction to which they were entitled.  

Furthermore, only four percent of the teachers were bilingual with the expectation to 

serve 12% of the bilingual student population. Wilner and Amlung (1985) also found that  

not all of the money allocated to bilingual education was being spent for bilingual 

education. 

Policy, practice, and discrimination have been both enemies and friends to  

English language learners.  Policy though legislation may mean well, but as the above 

 figures show, practice has not been what policy mandated.  Historically, those who were 

to be served were not.  Schools reported that targeted students were served, but either the 

monies were misappropriated or the teachers who were to implement the  

policies/programs did not serve the students.  The fault has often been put on the 

language learner, where the blame might better be placed on the schools or personnel. 
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Carter and Segura (1979) blame a region’s school policies and practices for low 

success rates and also find that compensatory education programs are failing in providing 

for English Language Learners.  The geographical area for the study is part of an area 

known to many as La Frontera which includes California, Arizona, New Mexico, and 

Texas (Harrison, Lee-Bayha, & Sloat, 2003).   

In another study, Rasmussen (1988) found that migrant farm workers’ children 

were the most difficult to educate.  Rasmussen showed that in 1974, the average migrant 

student had a 40% chance of reaching the ninth grade, an 11% chance of reaching twelfth 

grade, and less than 10% chance of graduating from high school.  This study further 

states that the migrant students’ reasons for quitting school are:  

• failure in classes; 

• dislike of school;  

• having few credits;  

• little involvement in extracurricular activities;  

• poor grades;  

• extensive migration;  

• limited English fluency; and  

• lack of family support.   

 de Ortego y Gasca (1979) finds that American schools reflect the Anglo American 

culture that is dominant in the United States.  He asserts perpetuation of Anglocentrism to 

be an impediment to the cultural and linguistic dignity of Mexican American students.   

 

40 



Additionally, teachers may expect less of the Mexican American students and that 

attitude causes failure rather than success (de Ortego y Gasca, 1979).   

 San Miguel (1987) examined the historical struggle of Mexican Americans to 

attain educational equality in Texas.  He states that there is still much discrimination in 

Texas, and this is largely because of the failure of Mexican Americans to take part in the 

political process.  Whether it is apathy, lack of understanding of the political process, or 

intimidation, Mexican Americans are not participating in the political process in numbers 

that would make a difference.  Legislators know who the voters in their districts are and 

are much more likely to respond to what voters want than to what constituents as a whole 

need or desire.  Even if Mexican American constituents outnumber the Anglo minority in 

a district, if the Anglos are the majority voters, it is their desires that will come closer to 

being attained. 

Legislation and tort cases have attempted to improve the lot of ELL students.  

Some of the efforts such as Lau v. Nichols have indeed helped.  However, as Cummins 

(1983) asserted, too many times, policy and legislation were created without considering 

theory and research. 

 Another crucial issue in response to bilingual policy involves the backlash that 

has been seen in states such as California and Arizona.  Voters have worked to pass anti- 

bilingual education laws.  Without bilingual education, however, “lifers” cannot be 

served and will continue to languish in poverty and suffer from lack of education and 

literacy. 
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Bilingual Backlash 

There has been a backlash against bilingual/ESL programs in government policy 

and in the mainstream population because, as Penedes (1997) states, the blame for what 

has been  put on bilingual education.  Reasons for this blame are varied and diverse. 

 In the 1980s, a revolt began against bilingual programs in U.S. public schools. 

The “U.S. English”, “English First”, and “Proposition 227” movements were the three  

major movements of the anti-bilingual education program (Crawford, 2000). Most of 

those involved with these movements called to replace bilingual education designs with 

immersion.  Immersion is a language instruction design whereby students become 

proficient in a second language by hearing and using it to learn their school subjects 

rather than by studying the language independently (Fortune & Tedick, 2003).    

One group, English First advocates, believe that multilingualism will produce 

derisiveness and conflict (Garcia, 1997).  They wish to make English the official 

language of the United States.  

 A movement against bilingual education removing bilingual education in 

California was Referendum Proposition 227.  This successful movement was started by a 

California businessman, Ron Unz, who later led other fights against bilingual education 

in Arizona (Proposition 203), Massachusetts, and Colorado (Citrin, Kiley, & Pearson, 

2003).  While Unz failed in Colorado, he was successful in the other states.   Why were 

these changes so successfullymade?  MacGregor-Mendoza (2000) asserts that often 

language policies aimed at schools are based on public opinion or personal biases, and 

there is no consideration for the people she terms “heritage-language speakers,” which  
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include Native Americans and Mexican Americans.  Her findings were that the impact of 

these laws was minimal at best because in practice, schools and districts were not 

following the law anyway.  Benavides (2002) supports MacGregor-Mendoza’s findings 

when he states that many bilingual programs were dismantled without evidence of 

program failure. Benavides  

finds that a lack of respect for speakers of Spanish exists just as much currently as in the 

days of segregation.  

 There are other reasons challenges to bilingual education have been successful.  

Krashen (1997) points to a popular idea held by the public that many people have 

successfully acquired English without bilingual education in the school.  There are 

examples of this in the literature where people become proficient in English without ESL 

programs (Rodriguez, 1982).  Krashen (1997) points out that Rodriguez was successful 

because he grew up in an English-speaking neighborhood where he received input in 

English from sources other than the classroom.  Krashen (1997) states that too many 

Spanish-speaking children hear English only at school.  Another example is reported by 

De la Pena (1991), who came to the U.S. at age nine and was successful without bilingual 

education.  Krashen (1997) explains the success of De la Pena stems from the fact that De  

la Pena was already in the fifth grade and literate in Spanish therefore able to learn  

English more quickly.  Students who already know how to read in one language are able  

to transfer their reading skills to a new language (Cummins, 1982a).  

 These anti-bilingual education laws impact minority children who have no voice 

in the matter.  Lu (1998) explains in her research that the use of the mother tongue by  
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students affects educational and cognitive development.  Many skills are already 

developed in the first language and these skills are used to bridge the first language 

learning with the learning of English.  Taking away the use of the first 

language takes away the bridge to the second language, in this case English.  Without 

such bridge, success in English may be severely reduced (Lu, 1998).  Another problem 

discovered with the passage of these laws is that the curriculum may be watered down so 

that the struggling language learners can understand something about what is happening 

in the class (Parrish, Linquanti, & Merickel, 2002).  At the same time, teachers report  

feeling pressure to speed up English acquisition at a cost to curriculum and students 

(Revilla & Asato, 2002). 

What led to the revolt against bilingual education?  Crawford (1998) lists eight 

fallacies and myths about bilingual education that may be behind some of the revolt: 

1. English is losing ground to other languages in the United States. 
2. Newcomers to the United States are learning English more slowly 
 than in previous generations. 
3. The best way to learn a language is through “total immersion”.  
4. Children learning English are retained too long in bilingual 
 classrooms at  the expense of English acquisition. 
5. School districts provide bilingual instruction in scores of native 
 languages. 
6. Disproportionate dropout rates for Hispanic students demonstrate 
 the failure of bilingual education. 
7. Research is inconclusive on the benefits of bilingual education. 
8. Language-minority parents do not support bilingual education 
 because they feel it is more important for their children to learn 
 English than to maintain the native language. (Crawford, 1998, pp. 
 2-6) 

 
 Ultimately, anti-bilingual education laws impact minority children because these 

laws have been voted in by the majority.  The ethnic majority in most cases has no real  
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idea of the true importance and necessity of bilingual education for the education of the  

language minority.  Too many have bought into the myths of bilingual education and  

have voted out of fear rather than reality.  If the country is truly a democracy, is it not  

requisite that all students be educated?  If that is the case, and research shows that a 

bilingual bridge must be made to the target language, have these voters made the wrong  

choice? 

 Kinberg (2001) studied the English Only movement and found that it should be 

viewed as one that infringes on the rights of minority groups in the United States.  

Further, she states that if the English Only movement is successful, then people whose 

second language is English or who do not speak English will be unable to fully function 

in United States’ society and the political process.  Carrasquillo (1991) propounds that 

English immersion programs--as called for by groups in the English Only movement--

may “unconsciously place language minority students in a position subordinate to 

monolingual English speaking students and teachers; it may lead to low achievement and 

high drop out rates” (p. 123). 

 There have been problems in bilingual education.  It has not always accomplished 

its goals.  Rossell (2003) states that enrollment in bilingual education in elementary and 

secondary schools dropped between 1997-1998 and 2001-2002, but English language 

learners improved their language skills during the same time, though not enrolled in 

bilingual education. In another work, Rossell & Baker (1996) stated that there is little 

evidence that bilingual education is superior to all-English programs.  In other words, the  
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assertion in this anti-bilingual education text is that bilingual education programs are no 

better than submersion or immersion for instructing ELL students. 

The bilingual backlash exists partly out of fear and partly out of ignorance.  

Myths exist that perpetuate both the fear and the ignorance.  Voters cast ballots based on 

what they have heard through propaganda from the anti-bilingual education movements.  

However, is bilingual education is necessary for language acquisition and literacy to 

develop in both languages?  If voters and members of anti-bilingual education 

movements truly want English fluency and literacy, they need to reexamine the truth 

about bilingual education. 

 
The Truth about English “Losing Ground” 

Krashen (1996) states negative reporting by the media has caused fear among 

many of the anti-bilingual organizations.  He found the following to be true: 

1. A surprising number of Mexican-American children appear to be 
  English dominant for conversational language at a young age. 
2. More members of the younger generation report high proficiency 
  in English than in Spanish; for the older generation, more report  
  high proficiency in Spanish. 
3. As children grow up, they become more English dominant  
 even in heavily Spanish speaking areas. 
4. Spanish ability remains fairly high among high school seniors  
 in Florida, but their English ability is also high, and students rank 
 themselves more highly in English writing than Spanish writing. 
5. Fewer young people of Hispanic origin report Spanish to  
 be their home language. (Krashen, 1996, pp. 55, 58) 
 

Krashen’s findings demonstrate that the anti-bilingual propaganda is not factual.  

Many Hispanic students are actually making gains in English skills.  Those who would 

argue against bilingual education are incorrect in their assertions.  However, 
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because these people rely on myths such as those listed by Crawford (1998), they are 

easily swayed to vote for anti-bilingual initiatives. 

It is not just voters and proponents of anti-bilingual education movements that 

affect ESL “lifers.”  States and the schools themselves, whether well meaning or not, 

affect “lifers” because of the importance placed on stadardized testing. 

 
High Stakes Testing and the ESL Lifer 

In Texas, the high stakes state mandated test is the TAKS (Texas Assessment of 

Knowledge and Skills) test.  The rating that a school and a school district receives 

depends upon how well the school and school district as a whole perform on TAKS.  

Sub-populations divided into ethnic makeup and language ability are also examined.  For 

example, the state will examine how minority students did and how well LEP (Limited 

English Proficient) students did on the test.  If any of the sub-populations did poorly 

while the rest of the school did well, the school and district may still be sanctioned. 

Because of the emphasis put on sub-populations, it behooves schools to teach ELL  

students as much as possible.  Often times, however, the test content and test taking skills  

are taught rather than subject matter (Hiller, 2005). The test is important because salary 

bonuses, contract renewals, and public attitude about the school can all be tied to test 

results.   

 Although sub-groups are an important part of the process, they may also be 

ignored in order to get the majority to pass.  At the same time, to get the LEP sub-group 

to pass, testing strategies may be all that are taught the students so that they can pass the  
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test.  Perhaps they would have a better opportunity to pass the test if they were taught  

English and literacy rather than test taking skills.  Nash (2000) asserts that too many 

schools have replaced curriculum with the “high standards” mandated by the test so  

that all that is being taught is the test and the schools are merely trying to make sure that 

they have performed well enough in other areas such as attendance and drop-out rates. 

The Texas Education Agency (TEA) is the entity that establishes the ratings for 

schools in Texas.  The ratings are:  Exemplary, Recognized, Academically Acceptable, 

and Academically Unacceptable.   

 The standards for each are as follows: 

 
Exemplary 

1. 90% passing rate in all TAKS sections by all students and all ethnic and  
economic subgroups. 

2.   95% high school graduation rate. 
3.   Middle school dropout rate no higher than 0.2%. 
 
 

Recognized 
 

1.  70% passing rate in all TAKS sections by all students and all ethnic and 
 economic subgroups. 
2.  85% high school graduation rate. 
2. Middle school dropout rate no higher than 0. 
 
 

Academically Acceptable 

1.  50% passing rate on the reading, language arts, writing, and social studies      
 TAKS sections by all students and ethnic and economic subgroups. 
2.  35% passing rate on math TAKS section by all students and subgroups. 
3.  25% passing rate on science TAKS section by all students and subgroups. 
4.  75% high school graduation rate. 
5.   Middle school dropout rate no higher than 2%. 
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Academically Unacceptable 

 Anything lower than the standards for academically acceptable. (TEA, 2004) 
 

In El Paso County, as with most poor border counties in Texas, many schools and 

districts consider themselves successful when labeled Academically Successful.  Schools 

and districts that are predominately populated with ELL students are especially prone to 

feel this way because they feel that they are disadvantaged because of poor performance 

from ELL students.  

 When not meeting the standards, however, administrators often make excuses for 

why their students are performing at the lower levels.  “Officials in all school districts 

said they expect scores and ratings to go up next year, once students and teachers get 

used to the TAKS.” (Acosta, 2004, p. 2A)  In another report, Acosta (2004) asserted that 

money may also be needed:   

A study released by several Texas think tanks says that investing in early 
childhood development programs today could in the future reduce the tax burden 
due to remedial education, welfare, crime, poverty, and other problems. The 
study, “Exceptional Returns: Economic, Fiscal and Social Benefits of Investment 
in Early Childhood Development,” estimates that for every $1 invested in 
programs like Head Start, $2 will be generated to taxpayers in future savings.”  
(Acosta, 2004, p. B1) 
 
The bottom line is that there is a gap in test score results, but more importantly 

there is a 20% gap in graduation rates between whites and minority students  

 (Mezzacappa, 2004).  Mezzacappa (2004) states that while gaps in achievement are 

closing, this occurs because tested areas such as reading are declining 

in the white population.  The gap is closing because white students are performing more  
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closely to minority levels than minorities attaining the previous accomplishment 

displayed by their white counterparts. 

  
  The Issue of Biliteracy in Public Schools 

 In Mexico there is a saying, “Los ricos se hacen mas ricos y los pobres se hacen 

mas pobres.” (The rich get richer and the poor get poorer.)  Of course, this is a statement 

of economic status and power, but one must wonder if this statement does not also apply 

to the current and future status of ELL (English Language Learner) students and their 

literacy in the United States.  Are these students losing power and future economic status 

due to classroom literacy practices?  What can educators do to ensure that ELL students  

are given the best opportunities to fully develop their literacy abilities? Public schools 

must develop and use strategies and practices that will develop biliteracy. 

 
Numerical Facts 

 It is predicted that between the years 2000 and 2020, children of color between 

the ages of 5 and 17 will grow in number much faster than the number of white children.  

The expectation is that there will be 61% more Latino children aged 14-17 and 47% more 

aged 5-14 (Sosa, 2000).  These numbers indicate that there is a need for teachers to serve 

these students for the next 20 years and beyond.  Additionally, large numbers of  

 Limited English Proficient students are not being served according to the U.S. federal  

government: 

1. Over 2.1 million public school students in the United States are 
 identified as LEP students. They account for five percent of all public 
 school students and 31% of all American Indian/Alaska Native, 
 Asian/Pacific Islander, and Hispanic students enrolled in public 
 schools.  
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2. LEP students are concentrated in the West, in urban areas, and in large 
 schools with 750 or more students. Schools with 20% or more 
 minority students and 20% or more students receiving "free or 
 reduced-price lunches" are also more likely to enroll LEP students.  

3. Schools can use a combination of methods to identify LEP students. 
 The most frequently reported methods are teacher observation or 
 referral, home language survey or assessment, and previous student 
 record.  

4. Seventy-six percent of public schools with LEP student enrollments 
 provide English as a second language (ESL) programs, and 36% have 
 bilingual education programs. Bilingual education programs are 
 generally implemented in schools with higher concentrations of LEP 
 students than in schools with smaller numbers of LEP students. 

5. About one-third of public schools with LEP student enrollments 
 provide both ESL and bilingual education programs, and 71% of all 

 LEP students attend these schools. 13% of schools (4,832)   
 enrolling LEP students have neither ESL nor bilingual programs,  
 and three percent of all LEP students (59,373) attend these schools.  

       Forty-two percent of all public school teachers have at least one LEP   
       student in their classes. Only seven percent of these teachers have   
       classes in which over 50% of their students are identified as LEP. 

6. Thirty percent of public school teachers instructing LEP students have 
 received training for teaching LEP students, and fewer than three 
 percent of teachers with LEP students have earned a degree in ESL or 
 bilingual education (NCES, 2001). 
 
With such numbers, NCES (2001) finds that 42% of all public school teachers  

have at least one LEP student in their class. Only seven percent of these teachers have 

classes in which over 50% of their students are identified as LEP. ELL students are found 

in large schools, with 20% or more minority populations and 20% or more  

students receiving “free or reduced-price lunches”.  These schools are poor and more than 

likely overcrowded and under staffed.  

 
Understanding the Issue of Biliteracy 

 
 There are many definitions of biliteracy, but the definition used in this study is, 

“the acquisition and learning of the decoding and encoding of and around print using two  
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linguistic and cultural systems in order to convey messages in a variety of contexts”  

 (Perez & Torres-Guzman, 1996). A key aspect of  biliteracy is that it embraces both 

languages.  Historically, U.S. education systems have strived to replace the first language 

or L1 with English or L2 to the point that L1 might not even be remembered or spoken by 

the student after enough years in the school setting (Baker, 2001).  As Baker (2001) 

reports, many indigenous languages have all but disappeared due to these practices.   

Macedo (2000) also states that: 

For most linguistic-minority speakers, their bilingualism is not about the 
ability to speak two languages.  There is a radical difference between a 
dominant speaker learning a second language and a minority speaker 
acquiring the dominant language.  Whereas the former involves the 
addition of a second language to one’s linguistic repertoire, the latter 
usually provides the minority speaker with the experience of subordination 
in speaking the devalued language by the dominant values and language 
that he or she has learned, often under coercive conditions. (Macedo, 
2000, p. 63) 
 

Proponents of biliteracy hope to stop this trend and instead celebrate the ability to speak, 

read, and write in multiple languages. 

 
Identification and Placement of ELLs 

According to a survey by the Council of Chief State School Officers (1992), one  

of the most common methods used to identify ELL students is through teacher  

observation.  Some suggest, however, that teacher observation can be skewed to fit 

teacher assumptions and biases.  Previous student records can also show failure and 

placement at another school, but should be challenged.   Do they assess the child or 

simply perpetuate previous invalid placements?  ELL students need to be assessed in 

multiple ways to include testing that measures English listening, reading, and speaking 
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skills; achievement scores; teacher observation; and student interviews (Council of Chief 

State School Officers, 1992).  Relying on narrow English assessment instruments will 

continue to funnel ELL students into classrooms where little or no language assistance is  

available (Wiburg, 1998).   

 An NCES (2001) survey found that “bilingual education programs are generally 

implemented in schools with higher concentrations of LEP students than in schools with 

smaller numbers of LEP students” (p. 23).  Thus, it must be acknowledged that if a 

student is in a smaller school, chances are that ELL students are mainstreamed into “sink 

or swim” submersion programs.  Teaching ELL students through English only instruction 

is considered the worst model of teaching ELL students. This practice makes student 

means fall between the 20th and 40th percentiles on standardized tests (Jimenez, 2002). 

Seventy one percent of all ELL students attend one third of the total U.S. public schools 

that have bilingual/ESL programs.  However, three percent of all ELL students attend 

schools thathave no bilingual/ESL program,  resulting in an educational system which 

ignores 60,000 students. 

  As mentioned previously, forty-two percent of all public school teachers have at 

least one ELL student in their classrooms, however only 30% of the teachers instructing  

these students have training for teaching ELL students and less than three percent with 

ELL students have a degree in ESL or bilingual education (NCES, 2002).  At the same 

time, in the schools that do have programs, the ESL/bilingual teachers work in isolation 

from the rest of the school.  The burden of instructing ELL students falls on them alone. 
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Supervision of the teachers working in the program rarely comes from principals because 

the principals rarely know what the instruction should be like (Slavin and Calderon, 

2001). 

 ELLs do want to learn and they want to develop their native language literacy 

and, in this case, English literacy (Grant & Wong, 2003).  Bilingual education strives to 

do that when done properly.  When not attended to properly, “lifers” are created. 

 

Schools and ELL Biliteracy Development 

Bilingualism and biliteracy are two important goals that school teachers and 

administrators say they want to achieve.  The literature (Grant & Wong, 2003, Thomas  

& Collier, 1997) says that indeed these goals can be attained, but practices are often 

questionable. Perhaps it is an issue of teachers and administrators not knowing what they 

want because they do not know how to produce biliteracy. 

 Teachers must realize that ELL students bring different knowledge and thinking 

to school, and therefore require different teaching strategies and curriculum (Brisk and 

Harrington, 2000).  Brisk and Harrington (2000) also state that, “Culture influences 

literacy uses and values, prior knowledge, text organization, and connotation of words.   

Students learn the uses and values of literacy from their experiences in their culture” (p. 

10).  Without acknowledgement of their prior experiences and language, ELL students 

often feel alienated from schools that promote only second language acquisition.  This 

alienation produces a lack of motivation in ELL students, especially in literacy. 
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Motivation to read is key at the middle school level.  Middle school teachers need 

to realize that students who come to middle school and are weak in reading may have 

very low motivation to read.  The system does not help the issue of reading.  In most 

middle schools, reading is no longer taught as a separate class of  

instruction (Wigfield, 2004).  ELL students that come to school weak in reading may 

remain weak in reading because of the lack of instruction.  Wigfield (2004) states that 

these struggling students desperately need direct reading instruction.  To depend entirely 

on content area teachers to do this is unfair.  Wigfield (2004) finds that content area 

teachers are untrained and unprepared to teach literacy in their classes.  Students needing 

literacy in these classes will not get the help they need in most cases.  Wigfield (2004) 

challenges teachers to find materials that students will not find “dry, uninteresting, and 

irrelevant” (p. 65) because these are reasons that ELL students often attribute to their lack 

of motivation to read.  

 Teachers must also use materials that are age appropriate and that are part of a 

rigorous curriculum (Jimenez, 2004).  Students come to school motivated to learn, only to 

be given watered down curriculum in the form of easy to read books.  Furthermore, if 

literacy is to be improved for the ELL student, they need to have opportunity to speak 

English with other speakers than just their teacher (Jimenez, 2004).  Valdes (2001) 

explains a weak curriculum allows little contact with other English speakers: 

They were completely isolated from English-speaking same age peers.  
All interactions in English took place exclusively with the teacher at a 
ratio of 1 to 30 or 35.  The rest of the time, they were engaged in seatwork 
focused on learning vocabulary or copying sentences.  Little went on in 
the classroom that could prepare them to develop the kinds of  
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proficiencies they would need to succeed in other classes.  Teachers’ goals 
and objectives involved following the textbook, teaching English-language 
forms, and sometimes, merely keeping the children quiet. (Valdez, 2001, 
p.l47) 

 

What child would enjoy attending such classes day in and day out?  Further, in a  

monolingual classroom, would parents, students, and administrators allow this kind of 

instruction to occur?  Subjecting ELL students to this kind of instruction, therefore, is 

inequitable and negligent. 

Schools and teachers that are effective with Latino students are familiar with 

practices that allow Latino students to achieve success.  Often, these teachers are familiar 

with the research on effective schools, and have received professional development in 

second language acquisition, English as a second language (ESL), multicultural 

education, and bilingual education. These teachers recognize the necessity of a 

commitment to long term second language acquisition, especially when applied to 

literacy (Jimenez, 2002).  The challenge remains, however, if more teachers, reading 

specialists, administrators, and others are being given the preparation and knowledge 

required to be effective.   

 There may be other factors as well.   

Four-fifths of California’s teachers are white.  Most do not come to work 
with firsthand knowledge of the communities and cultures of their 
students.  Most speak only English…Teacher education programs are far 
behind the times in providing teachers with the knowledge about second 
language acquisition, about the impact of racism in students’ lives, and 
about the diverse cultural backgrounds of the students in the public 
schools.  We found more direct, lively dialogue and consideration of 
issues of race, culture, and language in schools where prior to 
restructuring, there had been a tradition of strong bilingual programs or 
multicultural education and community embeddedness…Generally,  
 

56 



however, it appeared to us that in many schools, people were unaware that 
there is a perspective, a knowledge base that is missing around their table.  
They do not know what they do not know. (Jimenez, 2002, pp.102-103) 
 

It is perhaps, time to examine training and preparation of educators in this field.  There 

are weaknesses, and if they are to be fixed, it is important that they be understood. 

 Grant and Wong (2003) make a compelling argument when they say, “It is likely 

that unless local or state education agencies require that reading specialists take courses 

or receive in service training to prepare them for meeting the needs of language-minority 

children, little will change” (p. 387).  They suggest that traditionally reading and ESL 

education programs have been taught as two separate programs with separate target areas.  

They say that ESL teachers need to know more about literacy development and  

reading specialists need to know about first and second language acquisition and be able 

to use effective strategies to help ELL students develop reading skills to the same level as 

native English speaking peers.  Reading specialists are receiving theoretical grounding 

for literacy associated with populations that are monolingual.  The norm for literacy is 

established by the white, native- English speaking population.  Further,  

because reading specialists are taught that reading processes in a second language may 

not be different than those in a first language, literacy acquisition for ELL students is 

often marginalized (Grant and Wong, 2003). 

 Jimenez (2002) found that education programs for teachers and administrators 

rarely prioritize the teaching of students that are linguistically and culturally diverse.  

While in the training programs, students often examine ELL students’ situations but often 

merely view the situations as marginalized and problematic to education.  The knowledge 
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that Latino students bring into the classroom culturally and linguistically is too often 

ignored, unrecognized, and certainly not valued in most curriculum materials (Jimenez, 

2002).  This adds to the marginalization process which only alienates the ELL students 

even more. 

 The reading process does not vary from language to language.  Reading 

specialists are taught that “we only learn to read once” because reading skills transfer 

between languages (Cummins, 1991).   Krashen’s (1996) research finds:   

1. The underlying process of reading in different languages is similar. 
2. The process of the development of literacy is similar in different 
 languages. 
3.  When confounding factors are controlled, there are positive  
 correlations between   literacy development in first and second 
 languages (pp. 24-27). 

 
 ELL students should be allowed to develop first language literacy before they are 

taught second language literacy (Krashen, 1983). If language learners already have a 

grammar and literacy system in place it is much easier to transfer knowledge and 

comprehension to a second language.  However, if the first language is not developed, 

transference is difficult at best.  “An acquirer will substitute some first language rule for a  

rule of the second language if the acquirer needs the rule to express himself but has not 

yet acquired it” (Krashen, 1983, p. 41).  If the ELL student has no first language rules to 

rely on, how can the language learner experiment and acquire the second language?  

There are no language rules with which to experiment or rely.  The learner remains in a 

state of confusion. That is why it is important to develop L1 in ELL students before 

attempting teach them to acquire L2. 
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There is a need for teachers, reading specialists, and administrators to be trained 

properly to educate and work with ELL students.  Using methodologies that work for 

native English speakers only will not help ELL students.  Educator training programs 

must address this issue.   

 
Opposition to Biliteracy 

 Many feel that biliteracy is a negative goal. Many educators, policy makers, and 

the public in general are quick to disavow any interest in biliteracy.  These people see 

little to no value in biliteracy and really see biliteracy as a hindrance to academic 

improvement (Jimenez, 2002).  Jimenez (2002) sees two reasons for these feelings: 

xenophobia and linguicism.  Jimenez (2002) defines linguicism as “an unreasonable fear  

or disdain of languages or dialects other than that of mainstream, standard U.S. English.” 

(p. 3) 

 Ron Unz is one of the leading opponents of bilingual education/literacy.  In one 

example of his strong opposition to biliteracy, Unz spent $700,000 to help get 

Proposition 227 (English for the Children) to pass in California.  Unz feels that bilingual 

education is an “ethnic separatist” policy that will cause a backlash against immigrants.  

Unz wanted to replace bilingual education programs in California with a one year English 

immersion program (Miller, 1999). Unz believes that English immersion programs are 

superior to bilingual education models which are in his opinion doing a disservice to 

California’s Hispanic population. 

 One year immersion does not work because that second language acquisition does 

not develop quickly.  According to Collier (1987), it takes two to eight years for students  
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between the ages of 5 and 15 years to attain grade level norms in academic achievement.  

Also, language learners go through four phases of language learning: preproduction, early 

production, speech emergence, and intermediate fluency  

 (Ernst-Slavit, Moore, and Maloney, 2002).  If the full two to eight years are not given,  

these phases will not develop.  

  Other opponents of biliteracy have included individuals that believe in the 

“genetic inferiority of Hispanics and their lack of effort on behalf of their children (Dunn, 

1987). Also, anti-bilingual education Hispanics such as Richard Rodriguez argue against 

bilingual education based on their own bad experiences in education (Rodriguez, 1982).   

The federal government of the United States has also at times been an opponent of 

biliteracy through legislation and withholding of funding (Baker and de Kanter, 1981).  

 There has been much opposition to biliteracy for many reasons.  Whatever the 

reason, biliteracy should be a goal, not a target for opposition.  Biliteracy is worthwhile.  

There are problems in education that should be targeted that are harmful to students and  

impede their progress.  Biliteracy is not an impediment to learning, but rather it fosters 

learning and literacy in two languages (Thomas & Collier, 1998). 

 
Conclusion 

 Employers are looking for employees that are proficient in English and languages 

other than English (Thomas & Collier, 1998).  If indeed bilingual students can truly 

become proficient they will be sought out much more than graduates who are 

monolingual (Thomas & Collier, 1998).  It may not happen too often. Schools and  

teachers often view the bilingual student as one who is defective and in need of 
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remediation (Thomas & Collier, 1998).  To solve the “problem,” these students are pulled 

out of regular classes and put into ESL/bilingual pull out programs and their monolingual 

English peers move on in the regular classroom making the achievement gap between the 

two groups even greater (Thomas & Collier, 1998).   

 For various reasons the research shows that there are students who need to be 

served in bilingual programs but are not (Dryfoos, 1996).  Biliteracy is necessitated by  

the global economy, but will those that are poor or of immigrant status be served in U.S. 

schools?  The research demonstrates that there are strategies and approaches that can be  

used to benefit those who need to be served, but when?  Will bilingual/ESL students 

always to be relegated to the status of “lifer”? 

  ELL students have the potential to be biliterate.  They need English to 

succeed in the mainstream United States economy.  To be biliterate and bilingual, 

however will allow these students to become successful adults in the mainstream global 

economy. 
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CHAPTER III 

METHODOLOGY OF THE STUDY 

Introduction 

 Qualitative research is a method of inquiry that allows gathering data with as little 

disruption to the setting as can possibly be done (Merriam, 1998).  Qualitative research is 

more personal and involved with people than statistical or numerical observations. “It is 

assumed that meaning is embedded in people’s experiences and that this meaning is 

mediated through the investigator’s own perceptions” (Merriam, 1998, p. 6).  Merriam 

states that qualitative researchers gather meaning from the reality of peoples’ lives and 

their perceptions of their experiences. 

 Simultaneously, “a qualitative approach requires researchers to develop empathy 

with people under study and to make concerted efforts to understand various points of 

view.  Judgment is not the goal; rather, the goal is to understand the subjects’ world” 

(Bogdan & Biklen, 2003, p. 232).  I chose to use qualitative design over quantitative 

design because of the connectivity of qualitative design between the researcher (myself) 

and the participants (two eighth grade ESL “lifers”) whom I knew in a professional, 

student-teacher relationship at the school where I worked.   

 “A research design situates researchers in the empirical world and 
connects them to specific sites, persons, groups, institutions, and bodies of 
relevant interpretive data including documents and archives.  A research 
design also specifies how the  investigator will address the two critical 
issues of representation and legitimation. (Denzin & Lincoln, p. 36, 2003) 
 

 Events described in this dissertation took place within a school involving 

participants with vested interests playing key roles in the school environment.  As 
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Lincoln and Guba (1985) state “No phenomenon can be understood out of relationship to 

the time and context that spawned, harbored, and supported it” (p. 189).  Merriam (1998) 

found qualitative methods to be of particular value when research attempts to understand 

and explain meaning in social phenomena with minimal disruption to the natural setting.  

In this chapter, I discuss why case study research design with a critical 

ethnographic lens was used for the study.  Also, I will describe the context of the study, 

the participants involved in the study, data gathering, and data analyses. 

 
Research Design 

 
In this section, the topic of discussion is research design.  Research design had to 

be chosen that would best tell the story of the two participants and allow answers of the 

research questions to be found. 

 
Case Study 

Under the qualitative research paradigm, I used a case study methodology 

(Merriam, 1998). According to Merriam (1998) the case study is relevant in that the 

“single most defining characteristic of case study research lies in delimiting the object of 

study, the case” (p. 27).  Merriam (1998) states that one must “fence in” (p. 27) the 

subject being studied.  In other words, there must be boundaries to the study and by 

investigating the lived stories of either participants, or a particular event, the boundaries 

are set.  This study focused on two participants and their particular experiences within a 

designated ESL program.  This study only examined these participants and the way that 

the school and system did or did not deal with their issues as ESL “lifers.”  Case study  
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was also the best fit for this study because of limitations in time and the number of 

outside people that could or would be involved in the study.  Furthermore, case study 

methodology was used because the participants and their situation were contextually 

bound within the framework of their school experiences (Merriam, 1998).  Merriam 

(1998) suggests that case study methodology is particularistic, descriptive, and heuristic, 

and therefore informs the reader of the particular nature of the case, the descriptive 

attributes of the case, and illuminates his/her understanding of the case.   

My experiences with the participants stimulated a desire to have a better 

understanding of their situation and how the participants came to be ESL “lifers.”  “A 

case study might be selected for its very uniqueness, for what it can reveal about a 

phenomenon, knowledge we would not otherwise have access to” (Merriam, 1998, p. 33).  

The participants were eighth graders at the time of the study, but their ESL “lifer” status 

started when they first entered school.  There was no way that I could go back in time to 

observe their public school careers, therefore, case study was the best methodology to use 

for the study.  

It was not enough to merely report on what the participants had experienced in 

their educational careers.  I had a strong desire to discover what could be done to 

discontinue the creation of ESL “lifers.”  As the next section will show, critical 

ethnography was chosen to meet that desire. 

 
Critical Ethnography 

Carspecken (1996) states that researchers using critical ethnography do so  

to “refine social theory rather than merely to describe social life” (p. 3).  That being the 
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case, I chose to use a critical ethnographic lens for this research project in order to create 

a context for changing the status quo of what frequently happens to ELL students in 

public schools.  I am not suggesting that one study alone will do this.  I hoped, however, 

that the study would add to a movement toward change.   

 Critical ethnography necessitates certain criteria called for by Carspecken (1996).  

These are: 

1. Social sites are specific social and temporal regions with society where 
 people interact.  Usually, a social site will be characterized by routine 
 activities. 
2. Social Settings are tacit understandings reached between actors 
 concerning the type of interaction they will engage in.   
3. Social systems are the result of internal and external influences on 
 actions that are very broadly distributed throughout a society. 
4. Reproduction occurs when people act consistently with respect to 
 broadly distributed conditions. (pp. 37-38) 
 
In my study, these criteria were met.  The site was a school where people 

interacted with one another in the traditional manner that people interact in a school.  

Teachers interacted with teachers, teachers interacted with students, and students 

interacted with students in routine activities.  The “actors” indeed had “tacit 

understandings” as to how they would interact with one another.  The site had internal 

influences (teacher/administrator expectations, student expectations) and external 

influences (parents, state, and community expectations).  Lastly, the site was a school  

much like others that had the same demographics and locus to the U.S/Mexico border. 

 Critical ethnography was also chosen as the method for this project because of the 

tone that it cast on the study.  As Thomas (2003) states, critical ethnography “offers a 

more reflective style of thinking about the relationship between knowledge, society, and  
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freedom from unnecessary social domination” (p. 45).  Thomas’ points fit the context of 

my study because of the nature of the topic.  Knowledge exists about how better to 

educate ELL students, but it has to be put into practice. 

Thomas (2003) also found that “power relations and knowledge are 

interconnected, critical ethnography challenges the conventional ideological images 

inherent in all research and looks for alternative meanings” (p. 46), which means while 

power and knowledge are related because those with power have knowledge, critical 

ethnography tries to find methods of change, as well as to view phenomenon differently 

and in new ways. 

Critical ethnography is delineated from other research because it is an act of 

critique that emphasizes “how things are” and “how things could be better” (Thomas, 

2003, p. 46).  As the study proceeded, I hoped that I would report not merely what 

happened in the lives of two participants, but how the system might be made better by 

listening to the voices of those affected. 

 
Context of the Study 

 
 

The Site 

 The site of this study was a small middle school in El Paso County, Texas.  The 

school district covers 62 square miles and has five campuses with roughly 2800  

students enrolled.  During the time of the study, the district had an accountability of 

Acceptable (Texas Education Agency, 2005).  There were 617 students enrolled in the  

middle school.  The Hispanic population of the school was 97.4%, African American was 
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 0.5% of the population, and there were 2.1% white students.  Economically 

disadvantaged students made up 91.7% of the population, but the entire school received 

free lunch.  LEP (Limited English Proficient) students were 41.3% of the population.  

The campus also employed 11 paraprofessionals (Texas Education Agency, 2005). 

 The district used a bilingual education model for elementary students in grades K-

5.  An ESL model was used for secondary students from middle school through high 

school.  The purpose of the elementary bilingual model was to hasten English acquisition 

as rapidly as possible.  The district plan was create monolingual English speakers.  The 

secondary ESL model’s purpose was to complete the task that was started in the 

elementary years.  It was hoped that all ESL instruction could be delivered in English 

only. 

 
History 

El Paso County is predominately a geographical desert.  The research site, 

however, is located in what is commonly called the lower valley of El Paso County, 

which is surrounded by alfalfa fields and wild elm trees.  Irrigation from wells and the 

Rio Grande help keep the valley green. The valley is actually the ancient channel of the 

Rio Grande River, and varies between 20 and 30 miles wide.  One side of the valley is in 

Mexico, the other in the United States. 

 The valley has been famous for cotton farming. Cotton farming was most 

lucrative during the World War II years when cotton was used for military uniforms and 

other war necessities. As the price of cotton dropped, farmers began to sell their land to 
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housing developers.  The sale of land was a much more lucrative activity than farming.  

Farmers who remained continued to grow chili, alfalfa, and pecans. Some of the more 

stubborn farmers and members of the older generation still farmed cotton. 

 Housing development actually means the creation of rural ghettos.  In El Paso 

County, these rural ghettos are referred to as colonias.  Often, the residents of the ghettos 

have no running water and feel lucky to have electricity.  Water has to be hauled in 

trailers and light comes from candles, flashlights, or kerosene lanterns from Mexico.   

Heating for homes is obtained by burning wooden shipping pallets. The most popular 

form of housing is the mobile home.  However, houses are also constructed out of 

wooden shipping pallets, cardboard, or corrugated sheet metal. 

The advent of the colonias caused a population boom in the valley for which rural 

schools were not prepared.  Cheap land enticed people from housing projects in El Paso 

to move to the valley where they could have an opportunity to own a piece of the 

“American Dream” for themselves.  The land would be theirs after they paid for it.  The 

projects would never be theirs.  At the same time that cheap land became available,  

immigration policy changed and many Mexican nationals came to the valley with their 

families.  This brought not only more poverty, but students who would need to be taught 

English.  To add to the growth issue, violence and crime also grew (Pinkerton, 2005).  

The projects were breeding grounds for street gangs.  Gangs now came to the valley 

which many said had heretofore been quiet and peaceful.  Most of the inhabitants before 

the population boom were made up of families who had lived in the valley for 

generations. 
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School finances suffered from growth as well.  Valley schools had never been 

wealthy.  In Texas, schools are financed by property taxes.  Valley schools were in 

property-poor districts.  There was no industry to be taxed other than natural gas and oil 

pipelines.  Most tax revenues came from cotton farms that were of no real value.  While 

people came to live in the districts for tax purposes, their impoverished property was of 

no value to the schools.  Children needed to be educated, but there was no money to meet 

the demand. 

Historically, schools in the lower valley used the submersion model for teaching 

English to students. This had been done for generations and many of the “old” families 

accepted this and wanted the practice to continue.  Mandates from the federal government 

such as the Elementary and Secondary Education Act, however, required schools that 

were receiving federal funds have in place bilingual and ESL programs.  This required 

more money and personnel the schools did not have. 

 
A County of Poverty 

In 2003, 27.4% of the county population where the study took place lived in  

poverty (Meritz, 2004).  Meritz (2004) reports that 64.1% of county residents had only 

high school diplomas and 15.9% had bachelor degrees.  The median income for El 

Paso County in 2003 was $29,988.  Twenty-seven percent of the population lived below 

the poverty line and 36% of the children lived in poverty.  Seventy-two percent of the  

children in El Paso County spoke languages other than English at home, the predominant 

home language being Spanish (Meritz, 2004). 
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 This poverty level and the issue of language “deficiencies” causes El Paso County 

students to lag behind statewide test score averages by more than 50 points (Scharrer, 

2004).  Historically, the state of Texas has provided a 10% adjustment in funds to help 

education costs associated with educating the ELL students.  The superintendent of one 

of the large school districts in the county stated that this has not been enough and that the 

adjustment should be about 50% (Sharrer, 2004). 

 When state testing results were released September 29, 2004, student performance 

had dropped dramatically.  In 2002, 20 schools were rated exemplary in El Paso County. 

In 2003, the number dropped to three.  Recognized schools also declined from 2003. 

Whereas in 2002 there were 90 recognized schools, only 50 attained recognized status in  

2003.  Also, 16 of the county’s schools did not make Adequate Yearly Progress under the 

No Child Left Behind Act (Acosta, 2004).  Adequate Yearly Progress is a measurement 

that is used to determine if students are making academic progress on state mandated 

tests to reach the No Child Left Behind Act’s goal of 100% of all students being  

proficient on state tests by the 2013-2014 school year. 

 
Gaining Access 

 
During the study, I was a reading teacher at the school site. I had contact with 

ELL students on a daily basis.  I taught one of the participants in my reading lab, the 

other I knew from TAKS Saturday school which was a program used to tutor students 

who had failed the TAKS in reading or math. 

Purposeful sampling (Lincoln & Guba, 1985) was used to select the participants.  

Within the conventional paradigm that purpose almost always is to define 
a sample that is in some sense representative of a population to which it is 
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desired to generalize.  Even a simple random sample is representative in 
the sense that every element in the population has an equal chance of 
being chosen (Lincoln & Guba, 1985, pp. 199-200). 
 
To find the participants, I approached students I knew to be ESL students.  I  

asked students individually how long they had been in U.S. schools and how long they 

had been in ESL/bilingual programs.  I wanted to find students who had been in schools 

and programs the longest length of time, but who were also able to articulate their stories.  

I also wanted students who were willing to participate after school students who were  

willing to talk to a teacher, and students who did not feel shame or some other negative 

emotion about being in programs for ELL students.   

 The participants were two eighth grade students, both girls, in a small school 

district in far West Texas. They were chosen for the study because they spent their  

entire public school careers in ESL/bilingual programs and were still in ESL.  

 The students were recruited in a face to face recruitment procedure.  I visited with the 

participants and informed them of what I was trying to study and the purpose of the 

study.  They were informed that participation was entirely voluntary, but our visits about 

the study would have to be discussed with their parents and their parents would  

have to give me written permission for them to participate.  The participants agreed to 

participate and discuss the recruiting visit we had with their parents.  I prepared  

a consent form (Appendix A) for the participants’ parents to sign. An IRB (Institutional 

Review Board) proposal (Appendix B) and all necessary forms were filed with the 

university.  
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The school administration was advised of the study.  I met with the school 

district’s superintendent who willingly wrote a letter of permission allowing me to work 

with students and teachers in the district to gather data for the study (Appendix C).  The 

letter also gave me permission to access student records.  I next met with the campus 

principal who also gave me a letter of permission to work on the individual campus. The 

teaching faculty was not informed so that the process would be as natural as possible. 

 
The Participants 

Two eighth grade ESL students were the participants for the study.  They were 

chosen because they were both students whom I knew previous to the study, and they 

have been in a program of some kind for ELL students since first attending public school.  

One participant was one of my classroom students, and the other was a girl I met when 

teaching Saturday school, a local program intended to bolster TAKS scores for ELL 

students.  The students were motivated to participate and their parents demonstrated 

interest in their child’s participation.  I knew that the participants were motivate to 

participate in the study because of their excitement.  Flor would ask daily if it was the day 

to “do the thing.”  Soledad would literally come dancing and skipping into the room 

when it would be her turn to be interviewed.  As we did the second of three interviews for  

each participant, both girls appeared anxious to start telling me details that they had 

previously forgotten. 

 I observed these students since the first of the school year to see if they would fit 

the study and might be successful participants.  I was looking for participants who were 

articulate and willing to talk.  Both of the participants fit these criteria.  I was also 
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looking for participants who had been in ESL/bilingual programs since first coming to 

school and still were in ESL.  Both participants had been in these programs and were still 

in ESL.  I also wanted participants who could be counted on to attend interview sessions.  

Both participants were very responsible and dependable. 

 
 
Flor 
 

Flor was a chubby 13-year-old eighth grader.  She had light skin, almond eyes, 

and kept her hair often in a bun.  Flor was popular with her teachers and popular with 

most if not all of her peers.  Teachers liked Flor because she was compliant and did her 

work.  Flor was rarely absent and was very conscientious about doing her work and 

making good grades.  Flor had a noticeable Spanish accent when speaking English, but it 

was not a heavy accent.  In my class, she willingly participated when called on and often 

tried to participate freely without being called on.  In other words, she raised her hand 

and wanted to be called on to respond to questions and class discussion. 

 
Soledad

Soledad was an obese 14-year-old eighth grader at the school.  She, too, had light 

skin and almond shaped eyes.  She wore her hair pulled back into a pony tail and had  

blonde highlights added.  Soledad was not popular with all teachers.  She would not 

always comply with what they told her and her obesity often kept her from keeping her 

shirt tucked in as was called for in the school dress code.  In interviews, she admitted that 

she did not always do school/homework.  Soledad had a very heavy Spanish accent when 

speaking English and a very limited command of English vocabulary.  During the 
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interview process, Spanish occasionally had to be used.  Soledad told me that she rarely 

participated in class discussions because she only spoke Spanish to teachers and some of 

them did not like her to do that. 

 
Data Collection 

 
Data for this study were collected using the methodological tools of participant  

observation, non-participant observation, and personal interview.  Data are collected to 

ground the researcher in both the facts about those being studied and to the empirical 

world of the participants (Bogdan & Biklen, 2003).  If data are gathered systematically 

and rigorously collected, the research done for qualitative research would be linked with 

other forms of science (Bogdan & Biklen, 2003).  This is important in that the research 

gains credibility from this linkage.  At the same time, Bogdan & Biklen (2003) state that 

triangulation--the evidence that data is valid--will be more readily afforded.  In other 

words, the more data that are gathered from different sources, the greater the opportunity 

that the truth of the data and the sources themselves will manifest.  The Data Collection 

Matrix (Table 3.1) exemplifies what resources were used to answer the two research 

questions for the study. 
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Table 3.1 Data Collection Matrix 

What are the experiences and perceptions of 

two eighth grade students embodying ESL lifer 

status? 

 

What conditions exist in their school lives that 

continue to relegate lifer status to these two 

ESL students?  

 

Participant interviews Cumulative folders 

Cumulative Folders Grade reports 

Classroom portfolio/folders Informal teacher conversations 

Informal teacher conversations Formal interviews with school/district 

personnel 

Formal interviews with school/district 

personnel 

LPAC Committee meetings 

LPAC Committee meetings Observation 

Observation/field notes Knowledge of practices within the district  

garnished from being a district teacher 

 

Timeline 

 
The study took place in the spring semester of 2005.  The first interview was 

conducted on February 2, 2005 and the last on May 26, 2005.  Time was limited by the 

fact that once the school year was over, the participants both planned to leave the 

community for the summer.  It was imperative that the interview portion of the data 

gathering process be completed by the end of the school year because my contact with  
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the participants would end on the last day of school.  The Timeline Matrix (Table 3.2) 

serves the purpose of explaining the timeline that the study followed. 

Timeline Matrix 

Date Action 

January 2005 Submitted IRB and all necessary forms to Texas Tech University 

February 2005 Requested and received permission from district superintendent and 
campus principal to conduct study in school district and at school site. 
Distributed and received back parental/participant consent forms allowing 
participation of students in study. 

February 2005 
through May 2005 

Data collection process 

February 2005 
through July 2005 

Data analysis 

 

Participant observation 

Participant observation (Spradley, 1980) was employed when I participated as the 

participants’ classroom teacher in an eighth grade reading lab and Saturday school  

program.  Spradley (1980) states that when researchers employ a participant observation,  

they do so with a dual purpose: “The participant observer comes to a social situation with 

two purposes: (1) to engage in activities appropriate to the situation and (2) to observe the 

activities, people, and physical aspects of the situation” (p. 54).  I recorded field notes 

during this process.  Most field notes were taken between classes and after talking with or  

observing other teachers. 
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 I was a participant observer at the site.  I worked at the site as an eighth grade 

reading teacher and reading specialist.  I had worked at the school for four years prior to 

the study.  I watched as ELL students struggled and tried to succeed with language and 

literacy though the years that I worked at the site. 

 Many of the students I saw struggle told me that they had always gone to school 

in the school district where I worked since coming to school in kindergarten.  I noticed 

that though the students had been in school since at least first grade in the district, they 

were still not fluent in either speaking or reading English.  I wanted to know why they 

were not successful.  I wanted to know what was keeping students from being fluent.   

 As a reading specialist, I could not see any reason for their literacy issues other 

than a language barrier.  I wanted all of my students to succeed and yet they were not.  

This led me to want to conduct a study whereby the students’ own voices could be heard. 

 
Interviews

Interviews were conducted with the participants, the participants’ teachers (1), a 

teacher’s aid (2), and other appropriate interview sources such as the district’s Bilingual 

Education Director (3), a teacher who worked in a dual language school in the district (4), 

and a sixth grade ESL teacher familiar with the “lifer” issue (5) to give additional 

background information.  Non-participant interviews are in the appendix section.  Within 

the participant interview process, I utilized a three-tiered format (Seidman, 1998) 

whereby the two study participants were encouraged to tell their stories.  With 

other personnel, I utilized a semi-structured interview process (Appendixes D-H). 

Seidman (1998) suggests that if a researcher wants to truly understand “the meaning  
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people involved in education make of their experience, then interviewing provides a 

necessary...avenue of inquiry” (pp. 4-5).   

Seidman’s three tiered format is: 

1. Interview one: Focused life history.  In this interview, the participant explains 
 their life history. 
2. Interview two:  The details of experience.  In this interview, the participant gives 
 details about their life as a member of the area being studied. 
3. Interview three:  Reflecting on the meaning.  In this interview, the participant  
   reflects on their experiences. (Seidman, 1998, pp. 11-12) 
  

In this process, the three interviews were conducted for 90 minute periods 

separated by one week between each interview.  I followed this schedule except on 

occasions where either my professional schedule did not permit me to meet with the 

participants, or the participants’ schedules did not permit meeting with me. 

 I experienced difficulties in following this tiered format because the participants 

had difficulty remembering much of their past. Sometimes it seemed as if they just did  

not remember the details.  Other times, it appeared that the past had little importance to 

them.  And there were still other times when the participants wanted to remember 

something, but either their vocabulary (in either language), or their memory could just 

not serve them. They were not always able to express all that they wanted to in English, 

and when I tried to encourage them to speak in Spanish, the participants expressed 

gestures and facial expressions, which I interpreted as self-consciousness in speaking 

Spanish to an Anglo teacher.  This barrier kept them from responding.  Interview three  
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was extremely difficult to conduct because the participants could not express connections 

to what they had done as participants and to their lives. 

Flor and Soledad were interviewed a total of four times each.  Three interviews 

were conducted following the Seidman process.  The final interview for both participants 

was conducted the last week of school after the TAKS test to wrap up the study. A total 

of 137 pages of the two participants’ interviews were transcribed.  

 
Non-participant observations

 I conducted non-participant observations (Spradley, 1979) in the participants’ 

LPAC (Language Proficiency Assessment Committee) meetings.  LPAC meetings are 

held to determine whether or not students who are in ESL will be exited or remain in the 

program.  I merely operated as an observer.  My input was not asked for, and my 

presence was not greatly appreciated by the head ESL paraprofessional nor the principal.  

I would not have been allowed to stay, but I reminded them that the principal had himself 

given me written permission to attend after the superintendent had already done the same 

(6). 

 Every ELL’s file was brought into the conference room where the LPAC meeting 

was held.  All of the school’s ESL teachers, the head ESL paraprofessional, the principal, 

a parent, and myself were present.  The names on the files were read aloud.  Three 

students had passed the reading portion of the TAKS and were to be exited.  The 

remaining students were to be left in ESL for the ensuing school year.  Each adult 

present, except me, had to sign a form for all of the students whether they were exited or 

not.  The process would not have taken long, but there were a large number of students 
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whose paper work had to be signed by each adult.  Because Flor and Soledad had failed 

the reading portion of the TAKS, they were to be in ESL again as freshman at the high 

school.  I took notes and left after the disposition of Soledad and Flor. 

Spradley (1979) states that “It is entirely possible to collect data by observation 

alone” (p. 59).  During this type of observation, Spradley (1979, p. 59) states that there  

are three possible roles that the observer may play: “bystander,” “spectator,” or “loiterer.”  

In the observation conducted, I played the role of “spectator” and recorded field notes on 

a legal pad.  The field notes were then used to help in the process of triangulating 

(Erlandson, Harris, Skipper, & Allen, 1993) what the participants shared with me in the 

interviews, and what I observed in my classroom to include work that they produced. 

  
Student Work    

Another data source I collected was the classroom work the participants produced. 

The participant that I taught in reading lab had a great deal of work to use for data.  The 

data included tests, essays, and book talks.  This was not the case for the student that I did 

not have in reading lab.  The only work that she produced came from her ESL class, 

which her teacher provided.  These data included just a few vocabulary worksheets and a 

test. As both the participant and the teacher explained, there just was not much written 

work produced in the ESL class.  Both participants’ data were important, in that the work 

demonstrated some of the theories of literacy and language acquisition in language 

learners. Flor had a folder full of work from a number of novels that she had read and 

essays she had written.  Soledad had only a handful of artifacts in her folder because she 

had not been exposed to more books. 
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Other artifacts 

 I also garnered data from the participant’s cumulative folders and TAKS results. 

Erlandson et al. (1993) state that “Triangulation leads to credibility by using different or 

multiple sources of data (time, space, person) methods (observations, interviews,  

videotapes, photographs, documents)…" (pp. 138-139).  Further data gathered included the 

school’s state reports, and other pertinent sources as they became available. 

 
Data Management 

 
It was important that the data be kept safe and organized at all times.  Data was 

never left in the field, i.e. the classroom or the school.  Each day, data such as field notes 

was brought home and transcribed onto a disk that was locked with the raw field notes in 

a file cabinet in my home office.  Classroom artifacts were copied and blocked out for 

anonymity purposes, but were coded so that they might be identified as to ownership.  

The code will remain known only by the researcher.  Raw data will be kept for three  

years, and then destroyed.  This will include field notes and other information that could 

harm the participants or their families.  

Classroom artifacts were copies of actual artifacts and originals when possible.  

Names were blocked out so that confidentiality was assured.  The same was done when 

looking at records such as report cards or cumulative folders.  Copies were made for 

inclusion with the project, but all names, addresses, social security numbers, phone 

numbers, and PEIMS codes were blocked out. 
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Data Analysis 

 The field notes from the participant and non-participant observations were typed, 

cut, and pasted onto 3 x 5 index cards.  These data were utilized to render individual 

pieces of heuristic, stand-alone information that was organized into salient themes and 

categories (Bogden & Biklen, 2003).  Data were read and re-read in order to cross-

reference for triangulation. 

The same categories were used for both participants. The categories for the data 

were: 

1. Kindergarten; 

2. First grade; 

3. Second grade; 

4. Third grade; 

5. Fourth grade; 

6. Fifth grade; 

7. Middle school mainstream classes; 

8. Middle school ESL classes; 

9. Literacy instruction; 

10. Why the participants believe they are still in ESL; and 

11. Self-predictions for the participants’ futures. 

Trustworthiness  

 Trustworthiness in research means “How can an inquirer persuade his or her 

audiences (including self) that the findings of an inquiry are worth paying attention to, 

82 



worth taking account of” (Lincoln & Guba, 1985, p. 290)? If the content is not 

trustworthy, then why would anyone, including the researcher, pay any attention to the 

work? 

To establish trustworthiness, Lincoln & Guba (1985) propose that critical 

ethnography has four components: 

1. Credibility 
2. Transferability 
3. Dependability 
4. Confirmability  (Lincoln & Guba, 1985, pp. 301-319) 
 

Credibility was attained by the three activities that Lincoln & Guba (1985) list as 

prolonged engagement, persistent observation, and triangulation.  I was a reading teacher 

at the study site and observed the two participants daily during the study’s duration I was 

a teacher at the study site for four years and worked on the site as an educator the entire 

study year.   

 The study may be replicated in other contexts, but this is debatable.  The site and 

the participants have been “thickly described” (Lincoln & Guba, p. 125, 1985).  

However, in order for me to say that transferability can accrue, I would have to know the 

contexts of future studies.  Sufficient information has been provided about the context of 

the site such that future researchers may know if the context of a future research site is 

the same in comparison.  “...an inquirer cannot know all of the contexts to which 

someone may wish to transfer working hypothesis” (Lincoln & Guba, p. 124, 1985).  I 

believe and hope that I have supplied sufficient information on the context of the site for 

transferability to be found by future researchers of ESL “lifers” in similar contexts. 
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Dependability and Confirmability were dealt with by use of an audit trail 

(Appendix I).  “An inquiry audit cannot be conducted without a residue of records 

stemming from the inquiry, just as a fiscal audit cannot be conducted without a residue of 

records from the business of transactions involved” (Lincoln & Guba, 1985, p. 319).  

Raw data management is also a part of the audit trail. 

Participant anonymity was protected in several ways.  First, as stated in the IRB 

(Institutional Review Board) proposal, participants’ parents provided a cover name for 

their children.  These young people are referred to in the study by those names only.  Any 

reference to anything else that might help to identify participants was carefully edited.  

The school itself and the community that it is located in are not referred to by their real 

names.  While the study does discuss the county by name, it is important to use that name 

because of the border influence.  There are enough small communities with similar 

characteristics throughout the county, however, that I was satisfied there was no way that 

the town or participants could be identified.  

 In considering the research to be done, I realized the importance of each of these 

components.  As the research progressed, the components were remembered at all times 

to ensure that the research would be valid or trusted.  If not, the research would be 

pointless and would not stand. 

 
Conclusion 

 
 Qualitative methodology fits this study very well.  The study dealt with real 

human beings with real lives, real ambitions, and real needs.  The needs of these lives are 

not being met so that the real ambitions of the participants may be realized.  There are  
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millions of other “lifers” in this same situation.  A generation of “lifers” is being created 

that may never realize their dreams and ambitions.   

Critical ethnography fits this study as well.  As Thomas (2003) explained, 

 critical ethnography is delineated from other research because it is an act of critique that  

emphasizes “how things are” and “how things could be better” (p. 46).  Bilingual/ESL 

programs have not served who they should have served as the participants in the study 

will share in the next chapter.  “Things” should be better. 
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CHAPTER IV 
 

CASE STUDIES 
 

Introduction 
 

This chapter presents two case studies focused on two participants and their 

particular experiences within a particular school district’s bilingual/ESL program.  This 

study only examined these participants and the way that the school and system did or did 

not deal with their issues.  Case study methodology was used because the participants and 

their situations were contextually bound within the framework of their school experiences 

(Merriam, 1998),  this study occurred in only one U.S. school district, making it easier to 

examine common experiences of ESL “lifers” that the participants may represent.   

The participants’ cases are presented chronologically from kindergarten through 

eighth grade.  I chose to present the cases chronologically because I felt this order would 

present the development or lack of language development more clearly than presentation 

of similar themes alone. 

 My experiences with the participants stimulated a desire to have a better 

understanding of their situation and how they came to be ESL “lifers.”  The participants 

were eighth graders at the time of the study, but their ESL “lifer” status started when they 

first entered school.  There was no way that I could go back in time to observe their 

public school careers.  School personnel who had known the participants had resigned, 

been relieved of duty, or retired, thus they could not serve as informants.  The 

participants’ own stories were what I depended on for the information that would tell the 

story of their ESL “lifer” experiences. 
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 Triangulation of data occurred via comparison of data.  The participants’ stories 

produced triangulation because of the shared perceptions and experiences.  I was also 

able to triangulate data by viewing their cumulative folders, TAAS/TAKS results, my 

own personal observations, and informal conversations/formal interviews with school 

personnel.   

 In this chapter, I first discuss the categories I created for the cases and then I 

present “Flor” and “Soledad” (pseudonyms).  I end this chapter with a cross case analysis 

to tie the cases together. 

 
Structure of the Cases 

 
The participants freely told the stories of their education at the site school.  The 

stories were told in relation to what the participants were experiencing by grade level.   

While the interviews that produced much of these stories were naturalistic, and stories 

were not always told chronologically, I was still able to piece together each participant’s 

life story. 

 Each case begins with an introduction to the participant, where I give a brief idea 

of who they were at the time of the study as well as a physical description so that readers 

may begin to picture each of these girls in their minds.  Next, I discuss the participants’ 

elementary years which include their experiences for grades kindergarten through five.  I 

then discuss their middle school years and discuss ESL and mainstream instruction from 

sixth through eighth grade.  This category describes what the participants experienced in 

their classes.  Overall language acquisition was the next category.  In this category, I give 

an overview of how successful the participants were in acquiring English in their school 
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careers.  Literacy acquisition was the next category.  This category examines how the 

girls were taught reading and writing.  Parental involvement is another category.  This 

category examines how involved the participants’ parents were in their stories.  Like all 

students in Texas, TAKS the state mandated test in Texas, played a very important role in 

the participants’ placement and “lifer” status.  This was the reason for placing this 

category in the study.  At the time of the study, both participants had beliefs about why 

they were still in ESL and thus “lifers.”  I include this category so that their voices may 

be heard about their plight.  Finally, both participants had dreams about their futures at 

the time of the study, so I include the category that describes their beliefs about their 

futures.  

While I believe schools are designed to progressively teach students more 

knowledge and skills each succeeding year, and curriculums are designed to ease this 

process, Flor and Soledad demonstrated through their stories that the progression through 

learning and instruction does not always take place. 

 
Flor 

 
Introducing Flor 
 

Flor was a 13-year-old Hispanic girl in the eighth grade at the time of this study.  

She was short for her age, under five feet tall, slightly chubby, and physically resembled 

more a fourth or fifth grade girl than the typical eighth grade girl at the school.  She wore 

her dark brown hair in a bun or braided and pinned.  Her round face complimented her 

Mestizo complexion.  A Mestizo is a person of Spanish/Native-American heritage. Her 

eyes were brown and almond shaped.  Flor was bubbly, energetic, and always polite.  She 
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 would, however, speak up for herself with other students if they confronted or 

challenged her in any way.  Flor was popular with most of her teachers because she was  

compliant and had a good over all attitude.  Flor was also liked by her teachers because 

she did her work and was an A-B student in all of her classes. (7) 

Flor began her ESL career when she entered the first grade in the district. (8)  Flor 

was born in Las Cruces, New Mexico, which is located within the 50 mile perimeter she  

has lived all of her life, including towns in both the United States and Mexico.  

(9)  She often compared herself with students who were from Mexico and this became 

confusing during the interview process.  (10)  I was confused because at first Flor was not 

clear on if she was a Mexican citizen or an American citizen.  We spent a great deal of 

discussion about “over there” (Mexico).  Flor often mentioned when she lived “over 

there” and mentioned she lived “over there” and she was from “over here” and that she  

lived “over here,” etc.  This was one of the first times that I was able to see that while 

 Flor spoke wonderful “playground” English, she did have trouble being exact in her 

communication.  Flor clarified the point by explaining that immediately after her birth, 

she and her mother moved back to the small Mexican village that her mother was from.  

(11)   

 Flor and her mother returned to the United States and the town she now lives in 

when Flor was five years old. They made the move because Flor explained that her  

mother no longer wished to live with her parents and had “found her husband.” (12)   

Since Flor had known her step-dad since she was five, she did not really consider him to  

be her step-dad, but really thought of him as her real father. She was quite emphatic 
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 about it.  (13)  Her step-father was born in the United States--Flor did not know where—

and worked as a truck driver. (14) 

 Flor’s mother was a Mexican citizen born in Mexico.  Her mother worked in a 

pants factory, which was the town’s main economic provider. (15)  For two years, it had 

been rumored that the factory was going to close, which caused a great deal of worry  

within the community.  Flor stated that the factory was not going to close, but that the  

night shift had been laid off and the only people who worked were those on the morning 

shift.  (16)  In the summer, after the interviews were over, it was announced on the El 

Paso news that the factory was going to close entirely.  Nearly 700 jobs would be lost. 

The bulk of the workers came from Flor’s town.  This would be a major economic 

disaster for the town and, I knew for Flor’s family as well. 

 Flor had one little brother. (17)  Flor stated that her little brother was going to be 

six years old. She explained that while he should have been in first grade, her mother did 

not want to send him to kindergarten the year before, so he was in kindergarten. (18)  

Flor stated that her little brother was bilingual and certainly more bilingual than she was 

when she started to school, but spoke English as well as she did in the eighth grade. (19) 

 
Flor’s Elementary Years 
 
 Flor came to the district in the second semester of first grade. Flor attended two 

elementary schools in the district.  The entire time that Flor was in elementary grades,  

she was in bilingual self-contained classes.  Each year, Flor had different teachers and  

remained in the bilingual program. 
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Flor was excited to go to school in the United States, but at the same time she was 

scared. She did not know what to expect and had gone to school in Mexico for 

kindergarten and half of first grade.   

Students who were in the bilingual program in the district did not often exit the 

bilingual program.  What follows are Flor’s memories of elementary school. 

Kindergarten.  Flor began her school career in the small Mexican border village that she 

and her mother moved to when she was born.  She completed kindergarten in Mexico and 

half of first grade. (20)  In Mexican kindergarten, Flor remembered being taught the 

Mexican alphabet.  For every holiday, Flor remembered doing projects which were often 

cards for parents or family members.  Flor also remembered taking her own blanket for 

nap time and that lunch time was different than lunch time in U.S. schools because 

mothers brought the lunches to the students.  This was because the school had no 

cafeteria.  Kindergarten started at 8:30 and continued until 11:30. (21) 

   
First Grade. Flor did not remember much about her semester in first grade in Mexico.  

She did know that she was given reading instruction in Mexico and came to the first 

grade in the United States knowing how to read.   In the United States, Flor entered a 

bilingual self-contained classroom with two teachers.  One teacher was to teach in 

English, the other Spanish.  As Flor remembered, reading instruction in the United States 

class focused on how to use syllables to decode English words.  Whether Flor could 

comprehend what she read in English or not did not seem to matter. Pronunciation and 

syllabification of the English words did matter.  However, Flor remembered that Spanish  
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was the main language of instruction. (22)  Flor liked this because Spanish was truly her 

only language.  She did not understand English.  Flor remembered that reading books in 

first grade had English words on the top line and Spanish words on the bottom line.  In 

this manner, students were to comprehend what they read if they could read and 

comprehend in Spanish. (23)  Flor felt it was easy to read English because in her 

recollection, the words sounded the same as Spanish words to her. (24) 

 Flor stated that she thought that first grade was “cool” because they did not make 

students feel embarrassed to talk and do “stuff.” (25) Flor was taught first grade in the 

United States by a married couple who were supposed to teach in English and Spanish 

and “trade classes” which Flor explained meant that the couple should have taken turns 

teaching subjects.  One member of the couple would teach a subject in Spanish, then the 

other partner would teach the next in English and so on. One taught math and the other 

taught reading and Spanish.  At this point, Flor found this instructional design to be 

positive because the confusion was lessened for the students because they always knew to 

expect one teacher to do English instruction and the other to do Spanish. (26)  Flor found 

the couple to be very nice.  They were calm and did not raise their voices to the students. 

(27) 

 Flor found the two languages on the pages of the reading books helped her to 

understand what she was reading.  The double lines allowed her to go back and forth 

between the two languages, she said.  She also remembered, though, that it caused 

confusion because, “Sometimes I thought the words meant something and then the 
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translation did not meet what I thought it would.” Flor said that the book was the only 

English language instruction that she was given in first grade, and most of the books that 

they read were only in Spanish. (28)  

Flor discussed that for every book that she read, she was required to do a 

summary of the book.  The book reports served as the students’ only English instruction. 

In most cases, Flor said she either copied the words directly from the book or simply 

wrote words in Spanish.  Most times, Flor felt that her first grade writing was guess work 

and meaningless, what she herself called, “gibberish.” (29) 

Upon completion of first grade, Flor did not feel that she knew English very well.  

She said that she understood some words, but she just felt like all that mattered was that 

she was passed on to the second grade.  She thought she was making sufficient English 

progress when she realized she had been passed. (30)  She also knew that when  

teachers spoke to her in English, she only knew one or two words of what had been said. 

(31) 

 
Second Grade. It was difficult for Flor to think back to second grade.  At first she said she 

did not remember anything about her self-contained bilingual classroom experience.  In 

describing her second grade teacher, Flor immediately snapped “really mean.” (32)  Flor 

explained that there were very few girls in the classroom and that the boys were always 

making the teacher angry.  The boys were constantly talking and playing.  Because of her 

constant ire, the teacher spent most of the instructional timein the office seeing to the 

discipline of the boys and Flor said there was no time to do reading or English 

instruction. When instruction was given, it was all Spanish. (33)  Flor said that the boys  
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really didn’t care what the teacher was teaching and that while the teacher and offending 

students were in the office, the teacher left worksheets for the students to do in her 

absence.  (34) 

 Flor remembered that once the teacher got angry with her.  Flor had not done 

some math homework because she did not understand it.  Flor said that the teacher yelled 

at her, but she could not remember what was said exactly, other than the teacher wanting 

to know why the work was not done.  Flor explained that she did not understand the work 

and knew little English.  Flor said that the teacher re-explained the instructions and that 

she told the teacher to tell her how to do the work from then on.  (35) 

 
Third Grade.  Flor felt that her third grade teacher for her bilingual self-contained class 

was a good one. (36)  Flor stated that her third grade teacher was good because she 

helped the students.  “She wasn’t much like a (sic) ESL teacher, she just teach (sic) us 

words and like math, reading, Spanish, English, and all that stuff.” (37)  At first, I 

assumed that Flor did not hold a high regard for ESL instructors because of her tone of 

voice. (Please note that in the eighth grade, Flor called all of her language teachers ESL 

teachers because in middle school, she took ESL.  However, in elementary school, all 

ELLs had bilingual teachers for their self-contained bilingual classes.) What Flor actually 

was telling me was the teacher didn’t really teach the class much of the English language.  

Reading and language instruction were done in Spanish as was math. “Sometimes she 

gave us English.” (38)  Again, I asked what was done in English and Flor explained that 

worksheets for various subjects were given in English. (39)  When Flor was asked what 

percentage of instruction was Spanish and what percentage was English, all she could say 
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was that it was mostly Spanish. (40) Flor felt that at the time the large percentage of 

Spanish instruction was “cool” because she didn’t understand English at the time, but in 

hindsight, Flor said it was wrong because she was in school to learn English but the 

teacher was not there to teach it. (41) 

 
Fourth Grade 
 
 Flor described her fourth year with, “We didn’t do nothing.” Flor explained that 

all the teacher did was have students read books and do what she called “reading sheets” 

all year long. (42) Flor explained that a popular way for the teacher to have students read 

was to use Accelerated Reader (AR). Flor said that they would also read long stories and 

answer questions about the stories.  She seemed frustrated that he assigned no homework. 

(43)  Flor talked about other subjects that year such as math, science, and social studies, 

but she said they did none of that, just the stories and AR.  

 Ultimately, Flor remembered art, music, computer lab, and PE. (44) Flor said that 

her feelings about this at the time was that it was “cool,” yet she also remembered that 

she felt bad because she realized she wasn’t learning anything.  She bluntly said, “That 

year, I wasn’t going to learn that much English.” (45)  

 “What about the other subjects?” I repeated.  
 “Like he had to show science, history, math, and all that.  He 
 didn’t do none of that.” 
 “What did he do?” 
  “Nothing.” (46) 
 “When you were reading, what would he do?” 
  “All we did was read, read, read. He like, had like dark, dark,  
  dark, glasses, so he  would just put it on and lean, lean back...” 
 “Uh, huh...and what did he do when he was leaning back?” 
 Laughing, Flor said, “What do you think?  He went to sleep.” (47) 
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 Throughout fourth grade, Monday through Friday, Flor discussed the fact that her 

teacher slept daily.  The only time he woke up was to take students to Art, lunch or PE, or 

when the students were fighting. “If he didn’t have to take us, he just slept all day.” Flor 

couldn’t remember him teaching lessons. (48)  No one in authority ever said anything to 

her teacher “’cause you couldn’t tell he was asleep ‘cause he wore dark glasses.” (49) 

Flor said that any little noise would wake the teacher because he was afraid of being 

caught asleep, so most of the time they were very quiet as they ran around the room 

playing and laughing. (50)  The students never complained, she said, because they were 

happy not having to do any work that year which made the other students in other classes 

jealous. (51) 

This data was verified by talking with the other participant who actually informed 

me of this teacher before Flor.  In effect, Flor confirmed what the other participant told 

me first.  Also, when I spoke with a sixth grade ESL teacher, she also talked about the 

teacher once the tape recorder was turned off. 

 
Fifth Grade. Until the fifth grade, Flor was taught only in Spanish. (52)  She liked her 

fifth grade teacher because he did teach all of the subjects in both languages 

which she remembered included math, reading, ESL, and science. (53)  The majority of 

the instruction was in Spanish, but both languages were used. (54) Flor was able to 

remember clearly some of the projects that they did in fifth grade.  Students created 

current events books.  For reading, the students had to answer comprehension questions 

and do character studies.  An example of the latter, according to Flor, was an activity in  

which they had to explain the importance of characters in their reading. (55)  AR was still 
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an important component of the classroom.  Flor reported that in fifth grade her AR level 

was now at 3.2.  Besides doing the AR test on the computer, students had to make posters 

about their books and draw pictures of the characters. (56) 

 Flor felt that fifth grade was a year in which she learned English vocabulary well 

and that her teacher was nice and the students were well behaved. (57)  To teach 

vocabulary, the teacher gave the students vocabulary lists and dictionaries.  Students were 

to look up the definitions and write them.  After writing the word and the definition, 

students were then told to write a sentence using the word. Students made up their own 

sentences. To ensure that students learned the words, students were to study the 

definitions for a weekly test. The vocabulary test was a multiple choice test using the 

multiple definition choices.  (58) Flor remembered that each week the students were  

given TAKS (Texas Assessment of Knowledge and Skills) like passages for tests, too. 

Students read the passage and answered multiple choice questions about the passage to 

prepare them for the TAKS. (59) 

 Flor was very clear on the fact that it was in the fifth grade that she realized she 

was understanding and speaking English. (60)  In her mind, she attributed this to the fact 

 that she was actually learning English words in class and using them. She also 

 remembered that she and her peers were talking in English and not being made to.  They 

were speaking English of their own volition. Of course, she said they were still speaking 

Spanish, too. (61) 

 Flor’s elementary years were spent in self-contained bilingual classrooms once 

she came to the United States. While the classes were called bilingual, they truly were  
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not. The predominant language of instruction was Spanish.  Literacy lessons were non- 

existent.  In retrospect, Flor felt that often teachers were uncaring and did little to help her 

succeed.  

 
Flor at the Middle School 

This section will be divided in two ways.  The first section will deal with Flor’s 

experiences in mainstream classes, and the second section will explain Flor’s ESL 

experiences.  In Flor’s middle school, sixth graders had three ESL classes, seventh 

graders two ESL classes, and finally if they are making what the school determined to be 

sufficient progress in the eighth grade, students only had one ESL class.  The 

administration hoped that by the eighth grade, ESL students would be exited from ESL.  

Unfortunately, that often did not occur. 

 
Mainstreamed Classes 

Once bilingual students reached the middle school, they were no longer as 

isolated from monolingual students as they had once been.  At the middle school, ESL 

students took classes such as science, math, and physical education with other ESL 

students and their monolingual peers.  This allowed them some “normalcy” in that they 

were in the mainstream population.  There were some problems associated with that 

placement. 

Sixth Grade Mainstream.  The middle school Flor attended starts in sixth grade.  It is at 

the middle school that ELL students make the transition from bilingual classes to ESL 

classes.  When Flor first came to the campus she said that she felt scared 
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because she was afraid that there was going to be much more instruction in English and 

that the school was going to be hard.  In fact, Flor said the school was actually “pretty 

easy.”  I asked her what made it easy and she said that it was “Because the teacher wasn’t 

mean.  She gave us a dictionary to look for the words in their value and significance.” 

(62)  I did not know what value and significance meant and I could tell Flor didn’t either, 

but I thought it was probably something the teacher said to do on every assignment. 

 Sixth grade was the first year that Flor had to change classes rather than staying in 

a self-contained environment.  (63)  One class that Flor felt like she had 

problems in was math because the math teacher only spoke English. Flor understood the 

numbers, but not the explanation of the process.  Luckily, Flor stated that she had a  

fellow ESL student in the class who did know English and the friend translated and 

explained to Flor the procedures. (64) 

 Flor also took social studies that year.  Social studies was world history in sixth 

grade and Flor was confident in that class and successful because the teacher taught in 

Spanish. Flor remembered that the only activity that the class did, was answer questions 

from the book which was written in both Spanish and English. (65) Her other classes 

were ESL and physical education. 

 
Seventh Grade Mainstream.  Flor took Texas History for her social studies class in the 

seventh grade.  This was taught by an Anglo retired Army colonel who emphasized oral 

reading.  Flor found this to be a difficult class because the teacher only spoke English, the 

class only read the text orally (“All the days of the week out loud”), and then they were 

given a chapter test. (66)  
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Flor said that science had many experiments in it.  She found this to be a positive 

class in that she learned and had fun.  This teacher was bilingual and he spoke both 

Spanish and English to the students. (67) 

In seventh grade, Flor also found math class to be more comprehensible.  Her 

math teacher was bilingual and spoke both languages to the class to insure that everyone 

 understood the concepts that were being taught. (68)  Flor also took a math lab class for  

students who had failed the math portion of the state test and physical education.  She did 

not comment on those classes. 

 
Eighth Grade Mainstream 

 Flor had an easy time remembering about the eighth grade because at the time of 

the study, Flor was in the eighth grade.  Flor’s day started out with what the 

campus called advisory class.  Advisory had been designed to tutor students for the 

TAKS test.  Flor said that if there was no tutoring, her advisory teacher had the students 

watch Channel One (a commercial school cable program), do homework, or study.  Her 

first period class was art, followed by reading, science, math lab, American History, math 

class, and finally ESL.  In art, Flor said her class was working with clay.  In reading, Flor 

stated that her class was reading Tangerine (Bloor, 2001) and had just turned in an essay 

that the teacher had assigned on a topic addressed in the book.  Flor said that in reading 

class that day they had discussed what they were reading in the book Tangerine. Flor felt 

that these discussions would be helpful on TAKS because then they would be used to the 

types of questions that were given orally. (69) 
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Science class had an exercise in which they filled in the blanks on a worksheet 

using the textbook as a resource.  Flor liked her science class and teacher because the  

teacher taught in both Spanish and English. During the March interview, Flor said that 

 in her science class they were working on computers to produce a report on the body.  

Because of the limited number of computers, students were working in pairs to get 

information from the Internet.  Flor said that to make the reports, they used a combination 

of cut and paste and paraphrasing.  More specifically, Flor explained that they just took 

pictures from the Internet, but paraphrased the text.  The Internet was their sole source of 

information for their science research. (70) 

Math lab had a test over something, but Flor couldn’t remember what the test was 

about.  Math lab was a class given to students who had done poorly on the TAKS math 

test.  In history class, Flor said that they were working on timelines.  Her history class 

often did worksheets and timelines.  Weekly, the teacher took the students outside to pick 

up trash.  There was also some reading.  Flor said that in her history class, they were 

doing puzzles about what they had read. (71) In math and ESL, they took six weeks tests  

on a particular day.  Her ESL test was over the book Dear Mr. Henshaw (Cleary, 1994).  

(72) 

 Flor liked her art class.  She explained that when they were not taking six weeks 

tests, the class was working in clay.  At the time of one interview, she said that they 

worked on a figure such as a star, a heart, or whatever they chose, then “you finish you 

put it to dry, then you glaze ‘em, you color ‘em, you could take it home.” Flor also 

explained a unit on traditions in her art class.  In this unit, students were drawing scenes 
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from traditions such as Halloween, Mother’s Day, or Father’s Day. To learn about the 

traditions, the teacher just had the class talk about the traditions. (73)  There was no 

reading or researching. What I remembered as Flor recounted this information was that 

her art teacher was the UIL Poster Design Coach.  This may have been his way of 

recruiting posters for his contest. (74). 

 Flor found her math lab class to be “easy.”  “You do like the square root and area 

and circumference of a calendar and you do multiplying and adding and integers.  

Negative has a negative and all that.” (75)  I had no idea what the circumference of a 

calendar was and Flor could not explain it.. 

Flor said that there was reading in math lab when they read the word problems.  

Flor also told me that regular math class was the same in content and practice as the math 

lab. (76) 

 Flor told me that in her math lab and math classes, they were now doing TAKS 

practice sheets to practice for the TAKS test. (77)  Even though this was only the 

 beginning of March and the test was almost two months away, instruction had stopped 

and review and drill for the math TAKS test were all that was being done. 

 
Middle School ESL Instruction 
 
 School district policy mandated that ELLs take bilingual instruction in bilingual 

self-contained classes at the elementary level.  When Flor and other ELLs went to the 

middle school level, students were transitioned into ESL classes.  They took mainstream 

classes for social studies, science, math, and physical education.  Language arts  
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instruction was done using ESL. Bilingual education was used at the elementary level 

because the district policy claimed it was using dual language and team teaching models 

which were deemed to be “better” than ESL. 

 
Sixth Grade ESL.  In sixth grade, Flor had three ESL classes all with the same teacher. 

(78)  For the three periods, Flor said that they were given “a lot of stuff to read” and 

worksheets.  Another favorite activity of the teacher was to have the students take words 

that they were given in English and write their Spanish definitions. (79) 

 Flor also remembered writing in her sixth grade ESL class.  In the ESL class, Flor 

was taught a formulaic method of writing using a teacher generated topic in which 

transitions such as first, second, and then, and conclusion were used. (80)  The writing 

had to be in English and from what Flor stated the essays were generally not very 

challenging. Because the students were limited in their English vocabularies, the teacher  

had students use Spanish/English dictionaries to write their essays in English. (81)   

Another assignment included the vocabulary assignment already mentioned in which  

dictionaries were used to find the words’ values and significances of certain assigned 

English words.  Flor also said that in the sixth grade, ESL reading instruction included 

the class reading the same book together.  Once the book was read, the students made 

posters of the book showing a picture of the story and the name of the book.  The poster 

also included four events from the story with a description of what the picture meant.  

Flor also explained that a summary had to accompany the poster.  Flor could not 

remember reading any books in sixth grade.  Flor said there were many worksheets to be 

 

103 



done. (77)  AR was also a component of the classroom.  Flor’s AR reading level in the 

sixth grade was Level 3.2.  (78) 

 Students were also expected to speak entirely in English for two hours of the day  

in the ESL class.  Flor explained that each student was given pieces of candy, but if 

students slipped and spoke in Spanish, the teacher took the candy away. (79)  Flor felt 

this to be a motivational practice in that students wanted candy so they only spoke 

English. (80) In our second interview, Flor corrected the two hour English speaking 

period and said that actually the teacher wanted the students to speak English for all three 

periods. (81)  If there were any discussion or questions asked, students were expected to 

answer in English only. Flor also remembered that her ESL teacher only spoke in English 

to the class. (82)  I found this hard to reconcile because I knew that the ESL teacher was 

fluently bilingual and she had even admitted to me that she sometimes slipped into 

Spanish when talking to her students.  Flor corrected herself and said that the teacher did  

sometimes speak in Spanish. Flor said she believed this happened so that the ESL teacher 

could help the students understand better by translation. (83)  Flor also said that while 

working, the students would talk in English.  (84) 

 
Seventh Grade ESL. In seventh grade, Flor had ESL for two periods. (85)  There were 

several activities that Flor had in the class.  Her teacher emphasized spelling and reading. 

Flor and her classmates also went to the library and worked in workbooks.  Flor 

explained that in the workbooks they had “...big words; nouns, pronouns, adjectives.” 

(86)  Students were also required to write two essays per week that were to be three pages 

in length, the teacher would accept nothing less than one page.  (87) 
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 Every Thursday, the class had a reading test. (88)  The reading test was a passage 

on a handout in which students had to write notes on the margin of the passage before 

answering 14 TAKS formatted multiple choice questions. (89)  The objective was to 

practice for the TAKS test which had places for notes to be written on the margin.  Also, 

the idea was that practicing the test was better than having students read.  The fear was 

that the students would fail the TAKS. 

 I asked Flor what else her seventh grade teacher did to increase her English 

vocabulary.  I had to rephrase the question, because Flor did not understand the word 

increase. (90)  Once Flor understood my question, she told me that they used a textbook 

called Spelling Power (Staff, 2001) and a grammar book to do grammar exercises. “We 

had to do stuff to the sentences.” (91) 

 
Eighth Grade ESL. In eighth grade, Flor had only one class of ESL with five other 

students. She did not take a mainstream English class. (92)  Two books were read the 

entire year, Dear Mr. Henshaw (Cleary, 1994) and Freak the Mighty (Philbrick, 2001) 

along with stories in a TAKS workbook.  Reading was done both silently and orally. (93) 

Flor explained that six weeks tests were over books they had read and even though I 

interviewed her in the fourth six weeks, they had only taken three tests of any kind. (94)  

When tests were given, students were asked about main character, conflict, and an 

exercise in which the student was asked to explain what a conversation between the main 

character and student might be like. The teacher did not use multiple choice questions, 

but made the students write out all answers. (95)   
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 Flor explained that for one entire six week term students read Dear Mr. Henshaw 

(Cleary, 1994) and answered questions at the end of each chapter which had to be 

answered in writing rather than multiple choice questions. (96)  The teacher did use AR, 

but Flor said they did not take the AR test on the computer.  The teacher merely used AR 

as a way to level the students.  Flor said that the teacher only mandated that they read 4.5 

level books or higher. (97)  Flor recalled that her teacher never increased her reading 

difficulty level so that she and her peers could raise their reading ability level. Her level 

had started at 4.5 and remained there. (98)   

 Flor felt frustration in her ESL class because often the work was just answering 

questions out of the grammar book or doing worksheets and she stated that the teacher 

did not explain what was to be done or learned. She felt she often did not understand the 

questions being asked. (99) 

Twice a week the ESL class was given worksheets to do and while they were 

working on the worksheets, the teacher was “on the computer.” (100)  On other days of 

the week, Flor stated that she and her classmates were to, “Read, do some folders.  

There’s some folders and they have some definitions of the book we read and then we  

have to like find the translation in Spanish and then the part of speech is and that’s what 

we do all the other days.” (101) Flor described the folder work as vocabulary words for 

which her teacher gave definitions.  Students were given 100 words a week to translate 

into Spanish, find the synonym, list the part of speech of each word, and write a sentence 

for each. Students were not tested over the words. (102) 
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Flor did not like her ESL class because she did not like her ESL teacher.  She 

described him as a man who constantly talked about himself and his life. (103)  Topics 

that Flor listed were the man’s homes, schools, and life experiences.  Flor took it that her 

ESL teacher was trying to “showoff.” (104)  Again, Flor appeared frustrated when she 

said, “He just wants to talk about him instead of helping us to do the work.  He talks 

about him so he takes up our time.  That’s why we never do our work that much.” (105) 

Flor gave other examples by saying, “That he’s passed through all problems and he still 

made it as a teacher that...but he’s boring.” (106) Flor went on to say that the stories were 

told daily and when the stories weren’t being told, the teacher was busy playing on the 

computer while the students worked. (107)  Similar to her fourth grade experience, 

Flor felt the situation was “cool” because in this class there were just six students.  It 

made little sense because Flor was implying that there was not much learning going on.   

Flor said that it was “cool” though, because there were only six kids so there was never 

much noise. (108) 

Flor felt that when the year was over and she looked back on ESL that year she 

would probably say, “I am learning, yes.  A little, but he doesn’t show us a lot, but he 

does sometimes. He just tells us to do his work.” (109) 

 ESL classes were monotonous and not very productive.  Lessons focused on 

TAKS preparation and vocabulary lessons that predominately relied on dictionary usage.  

District policy mandated that students take multiple ESL classes, but without a great deal 

of success for students such as the participant.  Flor felt that there was little caring or 

instruction. 
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Overall Language Acquisition  
 

Flor was placed in bilingual classes immediately when she entered the school.  

Her mother signed and gave permission for Flor to attend self-contained bilingual classes.  

At the elementary schools Flor attended, ELLs were placed in the same classes and 

taught subject matter together. Flor did not show evidence of language acquisition 

through the elementary years as evidenced in her cumulative folder. 

At the end of first grade, Flor was given the TerraNova test.  The test was a norm-

referenced test that was used to measure student achievement in reading, language, and 

mathematics.  At the end of first grade for reading, Flor had partial mastery in oral 

comprehension.  She demonstrated non-mastery in basic understanding and text analysis.  

For the language portion, Flor had partial mastery of introduction to print and no editing 

skills. 

 From first grade through eighth grade Flor, like all of her bilingual classmates was 

given the LAS (Language Assessment Scales) Oral test.  The test measures oral and 

writing ability and is used to help determine student achievement and bilingual/ESL 

placement for the next academic year. Depending on what language students 

predominately speak, the test may be given in Spanish or English.  Students must identify 

pictures of objects and pronounce the words as correctly as possible in the language being 

tested.  Students also must retell a story that was read to them as closely to verbatim as 

possible. The test administrator then writes the taped story re-telling on the test form  

and scores.  In first grade, students are tested twice.  The first time they are tested is at the 
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beginning of the year to get a base line.  They are then tested at the end of the year to 

measure progress and determine placement for the next school year. (110) 

Flor was able to pronounce the large majority of words correctly in Spanish when 

she was tested the first time in first grade.  She was able to retell the Spanish story, but in 

a limited way.  She might as well not have told any part of the story as her score was the 

same as one given for no response. Her results demonstrated that she was a limited 

Spanish speaker. (111) 

In first grade, Flor was given the LAS Oral test in English.  She missed almost all 

phonetic and general pronunciation questions.  For the story re-tell portion, Flor was 

unable to respond with even one word.  Flor’s rating was non-English speaker at the end 

of first grade.  Flor was not fluent in either language at the beginning of first grade. 

At the end of first grade, Flor showed improvement.  Her story telling and Spanish 

pronunciation both improved.  Flor was now rated as a fluent Spanish speaker. (112) 

This may be attributable to the fact that Flor and her classmates did reading and 

instruction in Spanish. 

As for English fluency, Flor was still rated a non-fluent English speaker.  

However, it was noted that her English fluency score improved by 10 points from a score 

of 21 to 31.  She only retold two sentences of the story.  One sentence was in English, the 

other in Spanish which was partially in slang Spanish: “Listening to music, the music esta 

haciendo mimis.” (The music makes me sleepy.) (113) 

 In second grade, Flor was still doing very well on the Spanish version of the LAS 

Oral test.  She stayed at the same score, 85 which exhibited that she was a fluent Spanish  
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speaker.  English was a different matter.  All she could state on the story retell was, “He 

see T.V.  He does...” then the dictation stopped.  She could not identify pictures in 

English of a swing, sidewalk, stapler, or refrigerator.  These were items she would have 

seen at the school.  She only missed three of ten questions about a story that was read to 

her in English, though.  Her English LAS Oral score now went from a 31 to a 45, an 

increase of 14 points, but she was still rated as a non-English speaker. (114) 

In third grade, Flor was tested only in English.  No Spanish LAS Oral was 

administered.  Her score increased to 68 which was a 23 point increase.  Her rating was 

now termed Limited English Speaker.  Her story retell had even improved.  “He see a a 

planet and the girl say oops.  The boy he say to the girl hi and then the girl...he let go the  

rake and then the planet say bye to the girl because he need to go to the planet.”  Flor did 

repeat the article “a” and verb tense was poor, but she did increase vocabulary with the  

words planet and rake. (115)  The test may not have been a true assessment, however, 

because the same script was used in third grade as the previous year. 

 In fourth grade, the year that Flor had the sleeping teacher, she was given the 

same identical test again.  However, this year her score went down even though she took 

the same test.  Her score went from a 68 to a 57, a nine point decrease.  The one area that 

did improve was her story retell.  “His going to pick up the flies and a planet goes down 

in her house and the, the little girl said hi to the to the little boy and the little boy said 

what planet is this and the girl said earth then he said I’m going back to my planet 

and then he goes.”  (116)  While there is still repetition, there is also additional  
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vocabulary.  Some improvement was demonstrated, but indeed Flor was far from English 

fluency. 

In fifth grade, the decline in score continued.  Flor’s score went down three points 

to a 54.  The same test was given again.  Her picture questions showed improvement, but 

the story retell showed little progress.  “First the little girl say oops!  Wrong planet and 

the spaceship get down with a big head and say what planet she said earth, not Neptune 

and he said we got down in wrong and got in spaceship and go away.”  On the test scale, 

54 is a Non-English Speaker rating.  Flor had gone from being Limited English Speaker 

to Non-English Speaker in a year. (117) 

Sixth grade was the first year that Flor took ESL rather than bilingual instruction.  

Flor also was required to take three periods of ESL.  Her LAS Oral test results showed  

great improvement.  From a previous score of 54, Flor now had a 71 which made her 

rating Limited English Speaker.  A score of 75 meant, according to the scale, that a  

student was a Fluent English Speaker.  Flor did improve in sixth grade.  Of course, the  

same test version was still being given, too.  Her story retell was: 

Da both childrens see television eberyday and one day de electricity went 
off.  An dey say what wa what were dey going to do now.  and her mom 
bring some old rocks, yarn, and buttons and do puppets and dey do a show 
and her mom decide she will see da show.  And then the story was about a 
bing and at the end the mother clapp-ed and clap.  (118) 
 

One of the most obvious issues is the “d” for “th” substitution and the “b” for “v” 

substitution in everyday.  However, vocabulary was improving in words such as  
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electricity, buttons, puppets, yarn and clap.  The story has evidently changed, but the rest 

of the test was still the same one. 

In seventh grade, Flor only had two periods of ESL and a new version of the test 

was given.  Flor’s test results were not what they had been.  Flor’s score dropped 19 

points to 56.  Once again, Flor was rated as a Non-English Speaker.  She did not do well 

on the true/false section and could not explain meanings for calm, shallow, fortunately, 

narrow, or politely.  Her story retell seemed at first glance to be more detailed, but I did 

not have a script to compare to.   

M, Joe was sixteen years old in a high school an so, he, he got her 
teach, his teachers didn’t teach him very well so he decide to drop out, he 
couldn’t find excitement (sic) so he so job so he went to the newspaper.  
And they didn’t have no jobs so just deliver papers so he got the, there 
wasn’t mush, much excitement (sic) so at three p.m. uhm so at bur, Burger 
King some so dey decided to give him a job  
so he didn’t realize that it was not that excitement (sic) so he needed more 
learning an a exitement (sic) job so the next day he went back to school an 
her friend Yolanda uhm told him if he was going up to the dance. That’s 
all.  (119) 
 

I typed this just as written on the test form.  The test administrator could 

not spell the word excitement. Flor confused the pronoun he and her.  She also 

continues to use d for th. (120) 

The test for eighth grade was available.  I could not find out Flor’s results for 

eighth grade on the LAS Oral. 

On TAAS/TAKS results, Flor had mixed results in reading.  In third grade, she 

tested in Spanish and passed the TAAS by meeting minimum expectations.  In fourth  

grade, Flor continued to take the TAAS in Spanish, but failed to meet minimum 
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expectations in both reading and writing.  However, in fifth grade she took the TAAS in 

Spanish again and met minimum expectations for reading and passed. (121) 

Flor was not able to acquire much English judging results in both state and local 

testing.  She would do well one year, and fail the next.  Because I was not there for the 

LAS Oral testing, and considering the story that Flor told, the assumption could point to a 

poorly taught student. 

 
Overall Literacy Instruction 
 
 Flor’s earliest memories of reading instruction were in Mexico where she first 

learned the alphabet and was taught reading by breaking words into syllables. (122) 

When Flor came to the United States, the school district used the same system for reading  

and Flor continued breaking words into syllables to read until the third grade.  Flor felt 

that the school taught like this so that they would pronounce and spell the words better. 

There was no oral reading except by the teacher and students were to follow along as she 

read. (123)  Flor felt that she was a good reader as far as pronunciation was concerned,  

but she did have a great deal of trouble with English vocabulary because she had never 

seen or heard the words, so her comprehension was very low.  To compensate for that, 

Flor said she used a dictionary. (124)  

Flor was able to remember that in second grade, the class was given passages with 

questions on a handout to read.  After reading the passages, the class had to circle 

multiple choice answers. (125)  The class read silently together, never orally. Students 

were to get books from the class library daily and read silently.  The only time the class  
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read “together” was when the teacher read to the class after lunch. There were no reading 

groups. The only time students shared in their reading was through book reports. (114)     

 In her first through fourth grade classes, Flor read only in Spanish language 

books. (126) It was not until the fifth grade that Flor’s class started reading in both 

Spanish and English in what she reported was a 50-50 ratio. (127) 

 Flor reported that there was no writing in first and second grade. (128)  She 

actually started to write in the third grade when they began writing what she called five 

sentence stories. (129) The teacher expected students to write stories that were five 

sentences long.  The stories were written daily at the teacher’s discretion and the topic 

was teacher generated. (130) There was no writing instruction in fourth grade as 

mentioned previously, but Flor felt her reading improved because she did so much of it 

while her teacher slept. (131)  In fifth grade, the teacher wanted the students to start using 

webs to write about a topic that he gave the class. (132)  Flor said that the webs were very 

helpful in organizing thought and getting ideas to write about. “’Cause like since you’re 

not prepared to do the essay you could do the web and get some information and put it on 

there and get the information and write.” (133) 

In sixth grade, reading instruction consisted of oral reading, AR reading, and AR 

testing.  (134) Flor did not have an English mainstream class nor did she have a reading 

class.  She instead took three periods of ESL. 

Flor’s literacy instruction in seventh grade consisted mainly of spelling and 

grammar exercises.  AR was the reading component of the class.  Flor was now at Level 

4. (135)  She took neither a reading nor an English class. 
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 In eighth grade, ESL lifers who were considered “bubble kids” or students who 

had a chance to pass the TAKS were given only one ESL class.  For Flor, her literacy 

instruction would have been isolated only to the two periods of ESL classes that she and 

other ESL lifers were mandated to take by district design had she not been in eighth grade 

reading lab. The year before, I lobbied the assistant principal and principal to take 

students out of one of their two periods of ESL to join my Reading Lab.  I originally had 

in mind that a Reading Lab would be a place for students to work on reading strategies.  

It had instead become a “dumping ground” for students that had failed the TAKS reading 

or writing portions miserably.  I was teaching strategies for better reading comprehension  

to help students pass the TAKS reading test.  I also taught the class using a whole 

language-balanced literacy approach in which writing exercises were used two to three 

times a week.  I saw this as a place where ESL students could learn reading strategies 

because I felt that ESL classes were focused too much on seat work with work sheets.  

Since she was placed in eighth grade reading lab, she was able to take reading and get 

literacy instruction. 

Flor felt that in some ways her reading skills had stayed the same after taking the 

lab. (136)  I asked Flor if we read the same in the reading lab as in her past classes.  She 

was quick to reply, “No, this is the first year that I read a lot.” (137)  In earlier grades and 

classes, Flor reported that she only read books that were 20 pages or less, whereas in my 

class; books were averaging 200 pages in length. (138)  Flor said that the longest book 

she had read before my class was in fifth grade when she read Harry Potter and that all 

the other books had been picture books. (139)  Flor honestly did not know why her other 

115 



teachers never made her read harder books. (140)  Flor went on to say that she could have 

read more challenging books and understood all along, but didn’t because she felt it 

would have been harder going than the picture books. (141)  Flor had never written as 

much as she wrote in the reading lab. (142)  Flor reported that the students need to read 

more and that in the lab the talking reading, and “everything” had helped her to improve 

her skills.(143) Flor found that reading had always been difficult for her because of 

vocabulary.  “Like it has words that I haven’t heard, so I the sentence that I read that has 

the word I just don’t know what it means.” (144) Flor stayed at the same reading level 

because she was never challenged to increase her level. 

 
Parental Involvement 
 
 When Flor started to first grade in the United States, her step-dad tried to help her 

with reading. (145) He did this by reading books he had purchased on the Internet in 

English with Flor and telling her what words in the story meant. (146) Flor felt this  

helped her when she went to school because she thought in her memory that it did let her  

understand English better when she heard it.  (147) 

Flor said that her mother spoke only Spanish, but her step-dad was “really good in 

both.” (148)  Flor helped her mother learn English by assisting her at bill paying time by 

telling her mother what the words meant. Flor and her mother did not carry on English 

language conversations. (149) 

 When Flor told me about her fourth grade teacher sleeping all the time, I asked if 

she told her parents about it.  She told me they just laughed and said he was really  
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 “huevon” (lazy). (150)  Her parents felt very positive about Flor’s being in ESL because 

they thought she was learning more. (151) 

TAKS 

Flor did not pass the TAKS reading test her eighth grade year. (152)  She kept  

emphasizing that she had tried her best and that at the time the test seemed easy. (153) 

Flor said that she was still having problems understanding what the questions on the 

TAKS meant.  (154)  Flor believed her continued failure of the TAKS was a combination 

problem of reading and language.  (155) 

 
Why Flor Believed She Was Still In ESL 

 
Flor had been an ESL student since coming to the United States in first grade. 

(156)  Other students started with her as ESL students, but were no longer ESL students. 

(157) Flor believed there were three reasons she was still in ESL: 1) she had never passed 

the TAKS reading test, 2) not all of her ESL teachers had helped her, and 3) that “they”  

didn’t think she knew much English. (158)  

 Flor consistently found it frustrating that “they” thought she didn’t know English 

because Flor felt she was proficient. (159)  Flor felt proficient because she understood 

most of what was said in class and “I know how to talk.” Flor believed she should be out 

of ESL on the merits of her ability. (160)  At the same time, Flor believed she was not out 

of ESL because she had not passed the TAKS and other students who had been exited 

might have passed the test. (161)  Flor then contradicted herself by saying “’Cause 

probably I don’t understand it that well.  My reading’s not that good.” (162)  Flor 
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explained that the best way for her to get out of ESL was for teachers to help her to 

understand better the questions on the test.(163) 

In another session, Flor stated that “We don’t know any English that we need to 

learn more.  Probably they think that we are from Mexico or some other places.” (164)  I  

asked what would make the teachers think that the students were from Mexico to which  

she replied, “Their grades.” (165)  Flor also attributed low English vocabulary to her 

remaining in ESL. (166)  She felt that truly, English and reading ability were keeping her  

in ESL. Her belief was that because some of the students had always lived on the U.S. 

side of the border that they were at an advantage linguistically because “they already 

knew English.” (167)  I pointed out that Flor had been born in the U.S. but she countered 

that it was different because she lived in Mexico for so long and that the U.S. children 

had gone to kindergarten in the U.S. and she had to attend in Mexico. (168) 

In early spring, when the sessions began, Flor did not know if she would be in  

ESL in high school or not.  Her belief, again, was that it depended on what “they”  

decided. (169) “They” meant her ESL teachers. (170)  I asked Flor if she really knew  

what it took to exit ESL, and she explained that she did not. (171) 

   Flor felt that her ESL teachers past and present did not care. (172)  I was taken 

aback, but she explained that it was because most of her ESL teachers--she gave her 

 current one as an example--didn’t explain things and just made the students work by 

themselves all day, every day. She knew that her fourth grade and eighth grade ESL 

teachers had taught her nothing. (173)  Flor also complained about the high absence rate  
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of the ESL teachers and explained that this hurt her learning because they just left busy 

work. (174) 

Flor said that while she was not fluent, she knew she had learned some English 

and that if somebody would just look at her work and her grades, they would know that 

she should be out of ESL.  Looking at her grades would tell the people in charge that “I 

know and understand.” (175)  Furthermore, Flor was emphatic that she didn’t want to 

 be “stuck” in ESL again just because she didn’t pass the TAKS test. (176) Flor felt that  

to be in ESL again would imply that she did not know English and “things” and the 

implication of ignorance of English and “things” was the only reason to be out of ESL. 

(177) 

 
Flor’s Future 
 
 Flor said that when she grew up, she wanted to live in San Diego after going to 

college. She didn’t know where she would go and had not thought about where she would 

go, but she wanted to go to college and her parents wanted her to go, too. (178)  Flor  

planned to be a veterinarian, although she could not pronounce the word, and finally had 

to say a “doctor of animals.” (178) Flor did not know what she would have to do to 

become a veterinarian besides learn more English, and “know about animals.” (179)  Flor  

knew she needed to go to college, but knew nothing about veterinary school. (180)  She 

believed that the local high school would prepare her for college, but felt that ESL and 

school to that point had not prepared her for the future. (181)  Flor told me that no one 

had told her what to do to prepare to be a veterinarian. (182) 
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 Flor would be starting high school the next year.  She felt scared because she said, 

“I’m gonna flunk. It’s real hard the classes, I think. Not everybody graduates at age 18 

because the classes are harder.” (183)  Flor was saying this because the eighth graders 

had just made their annual visit to the high school to get their “pep talk” from the 

principal.  

 
Soledad 

 
Introducing Soledad 
 
 At the time of the study, Soledad was a 14-year-old girl in the eighth grade.  Born 

in El Paso, Texas, Soledad lived the first six years of her life across the border in a nearby 

Mexican village before coming back to the United States. As an eighth grader, Soledad 

was 5’7” and weighed 210 pounds. She was often chastised by teachers for not 

conforming to the dress code policy by keeping her shirt tucked in.  Her back and front 

were often exposed.  Many teachers, especially those who did not know her, thought that 

she was trying to rebel against the dress code. The issue, however, was one in which her 

weight did not allow her clothes to fit properly.  Also, because of the low family income, 

it was not feasible to purchase new clothes for her on a regular basis and because she was  

an eighth grader, she would not be wearing the uniform once she began attending high 

school. 

 Soledad had a very light complexion and was considered pretty by her friends. 

Her highlighted hair was usually pulled back into a pony tail.  Soledad was outgoing and 

had a well developed sense of humor.  Soledad was assertive and would tell teachers and 

students alike how she felt about them if they were rude to her. 
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Soledad was very limited in her English abilities.  She had a very low English 

vocabulary with a very thick border Mexican accent.  Often during the interview process,  

I noticed that she cut off letters and had difficulty with [ch] and [sh] sounds.  A very 

common speech miscue was that she would substitute the pronouns he for she and vice 

versa.  Although Soledad had been in the U. S. since early childhood, she spoke English 

in a way that led many to mistake Soledad for a student who had only recently come to 

the United States.     

 Soledad was a popular girl with her fellow ESL students, who made up the 

majority of her friends. (184)  She was also well liked by the ESL teacher aids.  She had a 

bubbly personality and was friendly to almost everyone.  Soledad said that the language  

she spoke with her friends most was Spanish. (185) Like many girls her age, Soledad said 

that she and her friends talked mainly about boys and “problems.” (186)  Soledad told me 

that she also had non-ESL friends and that they talked about the same things, but in 

English. (187) 

She was not always liked by teachers because she would speak up for herself if 

confronted in a way that she felt was violating her humanity.  She did feel, however, that 

she had a good relationship with the principal and assistant principal. (188) 

Both her mother and father were caught smuggling marijuana at one of the three 

bridges between Juarez, Mexico and El Paso. (189)  Evidently, the couple was using the 

family car to smuggle one pound of marijuana for sale in the U.S. (190) For their crime,  

the couple was sentenced to 10 years in the Cereso Prison in Juarez. At the time of the 

interview, five years of the term had been served. (191) 
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Soledad only saw her parents during school vacations in the summers and 

holidays. Soledad was in the third grade when her parents were arrested. (192)  Soledad, 

her older brother, and younger sister immediately moved in with one of her maternal 

uncles. (193)  Soledad lived with this uncle for a year before moving in with 

the maternal uncle and his wife and family with whom she lived at the time of the study. 

(194)   

Soledad’s uncle worked as a truck driver in New Mexico and the aunt was a cook. 

(195) Soledad had an older brother and an 11 year old sister, but they lived in other 

homes. (180)   Soledad explained that her uncle and his family treated her well. (196)  

She is not punished by them. She was allowed to stay out until 10:00 PM on school 

nights and 11:00 PM on weekends. (197)  Her aunt and uncle required her to take out the 

trash, clean the floors, and clean the bathroom. (198) 

 
Soledad’s Elementary Years 
 

Soledad came to the district for Head Start and kindergarten after a year of 

kindergarten in Mexico. Soledad attended two elementary schools in the district.  The 

entire time that Soledad was in the elementary grades, she was in bilingual self-contained 

classes.  Each year, Soledad had different teachers and remained in the bilingual program.   

Soledad was happy to go to school in the United States.  She explained that she 

did not like the old school buildings in Mexico. 

Students who were in the bilingual program in the district often did not exit the 

bilingual program.  What follows are Soledad’s memories of elementary school. 

 
 

122 



Kindergarten 
 
 Soledad went to pre-kindergarten and kindergarten in the Mexican village she 

lived in for her first six years. (199) Soledad remembered that in Mexican kindergarten, 

she learned sounds for letters. (200) Soledad had no memory of the building nor did she 

see it anymore. (201) When she came to the U.S., she was placed in the district’s Head 

Start program, which she pronounced “Head Star.” When she came to Head Start, she 

knew no English. (202) Soledad believed she attended Head Start for a full year and that 

while she could not remember any English instruction, she believed that there was 

English instruction in Head Start. (203) 

 
First Grade 
 
 After Mexican pre-kindergarten, Mexican kindergarten, and enrollment in the 

district’s Head Start, Soledad started first grade. (204) Soledad liked coming to school in 

the U.S. because the buildings were newer than what she was accustomed to in Mexico. 

“There weren’t any old buildings and all that.” (205) 

 Soledad failed the first grade.  She could remember that she had failed it and 

knew chronologically she should have been a ninth grader the year of the study, but could 

not remember why she had failed. (206)  There were no indications of why Soledad was 

retained in her cumulative folder.  She did have to be tested twice at the beginning of  

the year and end of the year for language proficiency..  The records do not say and her 

parents were not available to comment. 

 In her first year of first grade, Soledad had two teachers.  One teacher was to 

speak only Spanish to the students and the other only English. (207)  The language lines 
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were not always definable, though, as Soledad said that the teacher who spoke only 

English often spoke Spanish. (208) There was some instruction in English as Soledad 

could remember learning her “ABCs” in English. (209)  She also recalled reading math 

problems in English. (210)   Soledad believed her English ability at that time to be, “little 

bit...25 %.” (211) 

 Soledad did not have the same teachers when repeating first grade and the second 

year of first grade, she had only one teacher who spoke both languages. (212, 213)  

Soledad informed me that in the first grade, she learned reading, math problems, “paint 

and all that.” (207)  Reading instruction in the United States was not Soledad’s first 

reading instruction, though, as she had been taught to read in Spanish in Mexico. Spanish 

reading instruction continued in the district. (208)  When asked why Spanish  

reading instruction, Soledad explained “I had a teacher that they talk Spanish.” (209) 

 Soledad eventually explained that Spanish was really all that was spoken in first 

grade. (210)  Spanish was the language of instruction and the language of dialogue 

period. (211)  Soledad found that the second time in first grade was in her estimation the 

best year of first grade. (212)  Soledad believed that first grade improved the second time  

because she understood instruction better.  It was Soledad’s belief that the second teacher 

in her second year spoke a higher quality of Spanish and used English only occasionally. 

(213) 

 
Second Grade 
 
 Soledad thought that second grade was a good experience. (214)  What made it 

good was the fact that the teacher placed the children in reading groups.  As one group  
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would read, the other groups would work on other things.  One reader would read as the 

group read following along. (215)  The teacher only worked with one group at a time. 

(216)  Soledad could not remember the teacher doing other things to increase literacy for 

her students other than oral reading. (217) 

 Accelerated Reader was also used for literacy instruction. (218)  Students were 

taken to the library where they checked out books to read for AR. Students read their AR 

books silently in class. (219)  AR reading was assessed using AR tests on the computer, 

and the AR points/reward system was used. (220) Soledad used her points to get pencils, 

erasers, and chalk. (221) 

 In second grade, Soledad’s friends spoke only Spanish.  None of her friends were 

English speakers. (222)  In fact, at that time Soledad said that everyone spoke Spanish at 

the school, including adults. (223)   

Soledad could not remember any instruction for learning English words in second 

grade. (224)  There were, however, spelling words that were in English. (225) Soledad 

also remembered that there was computer instruction on “the web” in which students read 

passages and answered multiple choice questions. (226)  She was not clear on which 

language the questions were asked and answers were given. 

 
Third Grade 
 

Soledad was at first very hazy about the third grade.  She couldn’t remember the 

teacher’s name, but she felt third grade was good. (227)  Much of the instructional 

emphasis, she believed, was in math. (228)  Students were placed in groups with a math  
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problem put in the middle of the group’s table to be solved cooperatively. (229) Third 

graders also went to gym, music, and art. (230) 

Reading instruction was limited to a 45 minute period with students placed in 

groups. (231, 232) While in the second grade, students had common books. Soledad 

recalled that some of the students had books that were bigger than other students’ so they 

had to read “just the books that we had.” (233) In other words, the 

students silently read their library books. (234)  This was the extent of literacy 

instruction. (235)  A common book was never used for the class to read orally. (236) 

Reading books could be checked out in Spanish and English, but Soledad found that 

reading in English was hard to understand.  She only understood “little bit.” (237) 

Soledad found that when she read in Spanish, she comprehended very well and was very 

excited when she talked about her Spanish reading ability. (238) 

When asked how English vocabulary was taught, Soledad said, “We would just sit 

there and talk.” (239)  I asked how that worked and she just explained that students 

would just sit and talk with each other during English time and “have fun” while the 

teacher would just “sit there at her desk.” (240)  

 This was, though, the first time that Soledad felt like a teacher tried to teach 

English to students in a formal manner. (241)  Soledad elaborated on English instruction 

by saying that English instruction consisted of having to read some in English and then 

cards with English words on them. (242)  Each week, students were given cards with five 

words on them.  The words were in English with  Spanish translations.  Students were 

expected to memorize words for a quiz on Friday.  On Friday, the students had to write  
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both the English words and the Spanish words. (243)  Soledad stated that it was only in 

third grade and later in fifth grade that she was given English instruction. (244) 

When speaking, students were expected to use English in class.  If students did  

not speak English, the teacher told them that they would have to stay five minutes after 

school. (245)  Soledad also said that the teacher taught only in English.  When asked if 

students could understand the teacher she replied, “Little bit.” (246)  When students did 

not understand words the teacher asked, they had to ask in Spanish.  Students were not to 

ask each other for help. (247)  The teacher was bilingual, but Soledad said she was 

consistent in teaching only in English. (248)  Soledad said that only being allowed to  

speak English did not bother her, but she did not respond when I asked her how that 

occurred if she was really struggling with her new language. (249) 

Fourth Grade  
 
Soledad was in a class of 12 students during fourth grade, and all students were ESL 

students. (250) Soledad believed that her reading became strong in English in fourth 

grade, and that she knew how to read in Spanish. (251) Soledad attributed her English 

reading improvement to the fact that her fourth grade teacher “he just like (sic) to read 

and read and write and read and he the most important guy that I learned to read.” (252)  

Soledad explained that what the teacher would do is give the class a book and tell them 

“we are going to read all class.” (253) 

 Due to the fact that all the class did was read, Soledad believed that it caused her 

reading to truly improve.  The class read all morning until lunch and then, the class 

sometimes did math, science, and art. Gym class was her last class at the end of the day.  
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(254)  Silent reading always took place until lunch time.  Soledad found this to be very  

boring. (255) It was boring because you just “read and read and read.” (256) 

Soledad gave a description of how the teacher monitored their reading. She stated 

laughingly, “He was reading there, (she was laughing hard at this point) had newspaper, 

(sic) he just put his glasses.  He was a sleeping (sic) like that.” (She slumped over 

forward on her desk to demonstrate.) (257) Further Soledad explained that the teacher put 

on sunglasses to cover his eyes.  Soledad said the teacher never knew if they were 

reading or not because he was asleep. (258)  Soledad stated further that this practice went 

on for the whole year. (259) 

Soledad believed that English instruction that year was just the reading. (260)  

When language lessons were done, it was once a week and consisted of spelling words in 

English. (261) The students were given a list of 12 to 15 words to learn to spell.  The 

teacher would say the word and use the word in a sentence for the students to spell. (262)  

That was all students had to do with the words and that was all the English instruction 

that the students got that year. (263)  When the teacher was awake to talk to the class, the 

only language he spoke was Spanish. (264) Soledad said she and Flor were in the same 

fourth grade class.  (265) 

Fifth Grade 
  

In fifth grade, Soledad had two teachers in her class of 30 students.  The students 

left the class for art only, spending the rest of the day in the classroom. (266) One of her 

most vivid memories was that the two teachers spent much of their time fighting with 

each other. (267)  One of the major issues the two teachers fought about was instruction. 
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Soledad said that one teacher would accuse the other of not explaining the lesson enough 

or that she had to do too much and that the load was not equal. (268) Also, one of the 

teachers really liked poetry and only wanted to teach the students poems. Soledad stated 

that the “poetry” teacher would just want the students to read poems all day and that was 

all she did. (269)   

Soledad liked the other teacher better, “She was cool because she like (sic) to do 

all that math, reading...” (270)  Soledad felt that this teacher explained lessons well by  

using the board and overhead.  She also invited students to her desk for further 

explanation if they needed it. (271)  When poetry wasn’t being taught, students had 

classes in reading, math, science, art, and physical education. (272)  Classes were taught 

in English and Spanish as the class was made up of all English language learners. (273) 

To learn English, Soledad said that the students were placed in groups to practice English 

pronunciation. (274)  Reading was done by chopping English words into syllables using 

their hands.  To demonstrate this, Soledad used her hands to chop the word fiction. “Like, 

like, like fic-tion. Like ‘fic’ then ‘tion’.” (275)  She could also remember spelling lessons 

and that often things were written on the board and overhead projector. (276)  Students  

were also expected to talk to the teachers in English. (277) Students were also given word 

cards weekly that contained six or seven English words they were to memorize. (278) 

When instruction was given in English, Soledad did not understand.  To 

compensate for this, Soledad said that she asked a girl who sat next to her to translate for  

her. (279) 
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Soledad At The Middle School 

This section is divided into two sections.  The first section will deal with 

Soledad’s experiences in mainstream classes, and the second section will explain 

Soledad’s ESL experiences.  In Soledad’s middle school, sixth graders have three ESL 

classes, seventh graders two ESL classes, and finally, if they made what the school 

determined to be sufficient progress in the eighth grade, students only had one ESL class.  

Administration hoped that by the eighth grade, ESL students would be exited from ESL.  

That did not happen very often.  In fact, in Soledad’s case, she had to take three ESL 

classes again in seventh grade and two in eighth grade.  

 
Mainstreamed Classes 

Once bilingual students reached the middle school, they were no longer as 

isolated from monolingual students as they had once been.  At the middle school, ESL 

students took classes such as science, math, and physical education with other ESL 

students and their monolingual peers.  This allowed them some “normalcy” in that they 

were in the mainstream population.  There were some problems associated with that 

placement. 

 
Sixth Grade Mainstream. When we discussed sixth grade Soledad strongly believed that 

sixth grade was when she first started being truly taught English. (280)  It turned out, 

however, that it wasn’t so much instruction where she learned English, but to having 

different classes where so much of the instruction was only in English. (281)  Soledad 

gave several examples.  She said that in reading, science, and math she had to do 
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everything in English and the instruction was in English. (282)  She was getting bad 

grades, though, because she did not understand the English worksheets. (283)  She felt 

that her school behavior was good in spite of this. (284)   

Though her science teacher was bilingual, Soledad explained that all instruction 

was done in English. (285)  Her social studies teacher taught in both Spanish and English.  

(286)  Soledad stated that classes taught in both languages helped her to understand the 

 lessons much better. (287) 

 
Seventh Grade Mainstream.  In seventh grade mainstream, Soledad took Texas History, 

math, physical education, and science.  Her history teacher only spoke English, but an 

ESL aid was provided to translate the lessons into Spanish. (288)  Soledad told me that 

the aid helped her with words that she did not understand and that when taking a test, the 

aid would translate the questions on the test. (289) 

 For her seventh grade science class, Soledad again had a bilingual teacher.  He 

would teach and explain in both English and Spanish. (290) Her math teacher also spoke 

both languages for teaching and explaining. (291) Soledad would not describe anything at 

all about the math class.  She became very uncomfortable and I believe it was due to bad 

memories and experiences in the math class. No matter what was asked, Soledad would 

not comment on her experiences in that classroom. (292) 

 
Eighth Grade Mainstream. For eighth grade mainstream classes, Soledad had American 

History, science, math, math lab, and art.  Soledad liked her math, math lab, and art 

teachers.  She stated that the math teacher spoke English and Spanish all the time and the 
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 math lab teacher was fun. (282) She found her art teacher “cool” because of his way of 

mispronouncing her name, “Soul Dad.” (293) 

For American History, once again an ESL aid was provided to help ESL students 

with the lessons. (294)  In eighth grade, the aid translated the reading directly out of the 

textbook. (295) If the aid was not there, Soledad stated she would only understand a 

“little bit.” (296) 

 Soledad strongly disliked her Anglo science teacher. (297)  She did not like the 

work. (298) She said science work consisted of reading a chapter, chapter vocabulary, the 

chapter activity, and writing notes while the teacher lectured. (299)  The school did not 

provide an ESL aid for this class. (300) Soledad said that often because she did not 

understand the class she was failing and that made her feel bad. (301) 

 In eighth grade, Soledad said that she did her homework most of the time, but also 

took zeros sometimes for not doing it. (302) She explained that if she was “bored” she 

would not do her homework. (303)  She said that she found work like “vocabulary and 

we have to define words” to be boring, but quickly stated that she liked math, history, and 

art. (304)  She added more about “boring” by telling me that her science teacher just 

“want (sic) to give notes and notes...all boring.  He don’t want to do no (sic) projects or 

nothing.  If we do a project, ooooo...we do like two months.  One project for like two 

months.” (305)  When asked if work being too hard was another example of boring to 

which she replied, “The same.” (306) 
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 Soledad did not know whether she was a good eighth grade student or not. (307) 

In some things, she felt she was a good student.  (307)  To clarify this, she gave her grade 

averages at the time:  math lab was a 75, math an 83, American History an 87, science a 

“sixty something,” and art a 90. (308)  She stated that the 60 average in science was due 

to a low test score rather than not doing her work. (309) 

At the end of the year awards ceremony, Soledad was given a certificate for 

“Most Improved in Math.”  She said, “I dunno,” when asked what it was for. Then, when 

asked how she felt about it and she simply said, “Good.” (310) 

 
Middle School ESL Instruction 
 
 School district policy mandated that ELL students take bilingual instruction in 

bilingual self-contained classes at the elementary level.  When Soledad and other ELLs 

went to the middle school level, students were transitioned into ESL classes.  ELLs took 

mainstream classes for social studies, science, math, and physical education.  Language 

arts instruction was done using ESL. Bilingual education was used at the elementary level  

because the district policy claimed it was using dual language and team teaching models 

which were deemed to be “better” than ESL. 

 Class periods at the middle school were 45 minutes in length.  In sixth grade, 

English Language Learners had three periods of ESL language art.  The classes were 

intended to instruct students in speaking, reading, and writing English.  Soledad took 

three classes of ESL in sixth grade, but did not make what was deemed as suitable 

progress so she took three periods again in seventh grade.  In eighth grade, Soledad had 

to take two periods of ESL because she was still not making suitable progress.  
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Sixth Grade ESL. Soledad’s memory would vary about when she learned the most 

English.  When we started discussing sixth grade, she stated that it was in the fifth and 

sixth grades that she learned the most English. (311) In sixth grade, she and other ELL 

students in the district’s sixth grade were required to take three classes of ESL. (312) 

 In her three periods of sixth grade ESL class, the class did projects.  One of the 

main projects was on rain forests.  When asked if that helped her to learn more English 

she merely laughed and said “It didn’t.” (313) She explained that they did the word cards 

again and that they had spelling books.  Students had to study the words on the cards for 

quizzes on Fridays.  On the quizzes, students had to write the definition and use the word 

in a sentence. The word would be in English, but the answers had to be in Spanish. (314) 

Also, the students “sometimes” spoke in English. (315) 

The ESL teacher also read stories to the students. After reading the story, the 

teacher asked questions about the story. (316)  The teacher also generated writing 

prompts for the students to write about. (317)  Every other week, the class would spend  

the whole block of time in the library looking for books. (318)  Accelerated Reader  

(Renaissance Learning, 2005) was the reading component of the class.  Soledad told me 

that she was capable of reading a higher level of book than what she was assigned. (319) 

The ESL teacher did not speak Spanish to the students. She only taught in 

English. Soledad said that made her a good teacher. (320) Soledad remembered that if 

students forgot and spoke Spanish in class, they had to sit in the corner. (321) 

 

 

134 



Soledad also had an ESL math class. This was to prepare students for the TAKS 

test. (322)  With three periods of ESL language arts and one period of ESL math, Soledad 

actually had four ESL classes per day. 

 
Seventh Grade ESL. In seventh grade, ELLs who are making “suitable progress” took 

only two periods of ESL.  Soledad had three periods of ESL language arts. (323) Seventh 

grade ESL was much the same curriculum as sixth grade ESL. Now, Soledad had a male  

teacher who had been in the elementary schools, but he wanted to coach so he was 

reassigned to the middle school. (324)  Once again, students were given words in 

English, but they had to say the translation in Spanish and the definition in Spanish. (325) 

Students were also given words to define out of the dictionary. (326) 

 For reading, the class did spelling assignments using the spelling book. (327)  In 

one period, she remembered reading AR books and another doing something on the 

overhead projector. (328) The overhead projector assignment was usually a reading 

passage with multiple choice questions to answer in TAKS format. (329) Students were 

taken to the library daily to read silently. (330) AR was a component of seventh grade 

ESL.  In this grade, Soledad was reading at the 3.5 level. (331)  Lastly, seventh grade 

ESL students were also taken to the computer lab where they would read passages and  

answer multiple choice TAKS type questions. (332) 

 
Eighth Grade ESL. In eighth grade, Soledad had two 45 minute periods of ESL. (333) 

Again, if students were making what the district/campus considered satisfactory progress, 

ESL students only had to take one class of ESL in eighth grade.  Soledad was not making 
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satisfactory progress.  She had the same teacher for both periods and she indicated she 

did not like him because of the face she made when she said his name. (334)  I asked why 

she made the face and she told me, “I think he just want (sic) to read and read and read.” 

(335) Then, in the same sentence she told me that the teacher had a project in which the 

students were going to act in front of a video camera using lines that they memorized 

from a script. (336)  That indicated that they were not constantly reading after all.  

Soledad continued to tell me that she liked the project because she liked acting. (337) 

 Comparing her seventh grade and eighth grade ESL teachers, Soledad thought she 

had learned more English from the seventh grade teacher. (338) Part of her reasoning was 

a belief that she understood the seventh grade teacher more. (339) Adding more 

clarification, Soledad started to say it was a combination of teacher personality and that 

they were taken to the library daily to read outside the classroom. (340) 

Soledad then gave more details about personality.  “He just likes to fight with the 

students or put (sic) people to A 101.” (341)  (A 101 was a classroom management tool 

used by the school borrowing from Reality Therapy (Glasser, 2001.) Soledad gave an 

example of this:  “Like one time I was sitting there and my friend she was sitting over 

there and he say (sic) go to 101 and my friend she says ‘Why?  I’m not going to 101 

because I didn’t do anything.’ And he said a bad word.”  She wouldn’t tell me the “bad 

word.” (342)  The student was then written up with a referral and sent to the office.  Once 

the student got to the office, he reported the “word” to the principal. (343)  The principal 

then sent an aid to cover for the teacher who denied saying the “bad word.” (344) 

 

136 



I asked Soledad if the student involved had been a student that I had in my class 

until he transferred to another district after an incident with the ESL teacher. (345) She 

confirmed my hunch. (346) Soledad asked the assistant principal to remove her from that 

class and put her in another class, but he would not. (347) 

 Soledad described her relationship with the teacher as “Ba-ad.” (348)  At that 

point in our process, the teacher had sent Soledad to A 101 at least 10 times for talking.  

(349) School policy was that after being referred to A 101 six times, students were sent to 

me for “Reality Therapy.”  Soledad had not been sent to me once. She did not  

know why. (350)  At the time of this interview with Soledad, it had been three to four 

weeks since she had been referred to A 101. (351)  The reason she had been sent so often 

was for talking in class.  At first, she totally denied talking, but then she changed to “not 

as much as he said.” Soledad finally admitted that she talked while the teacher was trying 

to teach. (352) 

Eventually, because of problems the teacher had with students, the principal 

began to interview different students about what was happening in the ESL classroom. 

Soledad was one of the students called in. (353) The principal asked Soledad about how 

the teacher taught. (354) Students were asked to write about the classroom and give their 

statements to the principal. (355) Soledad had to explain in Spanish what she wrote, “No 

aprendar Ingles.  No intendes Ingles.” (356) (“Not learning English.  Not understanding 

English.”)  

 For instruction in this class, however, the students participated in several 

activities.  Instruction was done in Spanish; the teacher rarely spoke English. (357) One 
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activity was that students were given Spanish dictionary definitions of words and students 

had to give the Spanish word that the definition meant and write the English definition.  

Next, students had to write an English sentence using the new word. Students were given 

ten of these words per week. (358) Students were tested over the words once a week. 

(359) Another activity was reading.  The class had read Dear Mr. Henshaw (Cleary, 

1994) and Baseball in April (Soto, 2000) together. Those were the only books the class 

had read together. (360) 

 The AR (Accelerated Reader) reading program and independent reading were also 

used in the class.  In eighth grade, Soledad was reading at the 4.5 level. (361)  Soledad’s 

reading level was the same as a mid-year fourth grader.  Because she was in eighth grade, 

she should have been reading at least an eighth grade level book.  The class was taken to 

the library once a week.  They were to write summaries about the books that they read. 

(362) 

 Soledad stated that for writing instruction they were assigned paragraphs to write. 

The topics were teacher-generated and usually something like “How was the weekend...” 

(363) Worksheets were a favorite activity used by the teacher, as well. (364) 

Overall Language Acquisition 
 
 Just like Flor, Soledad was placed in bilingual classes immediately when she 

entered the school.  Her mother signed and gave permission for Soledad to attend self-

contained bilingual classes.  At the elementary schools Soledad attended, ELLs were 

placed in the same classes and taught subject matter together. Soledad did not show  
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evidence of language acquisition through the elementary years as evidenced in her 

cumulative folder. (365) 

On the TerraNova test given to Soledad at the end of first grade, Soledad had 

partial mastery of oral comprehension.  She had no basic understanding of English nor 

was she able to analyze text.  She had partial mastery of the introduction to print section, 

but no mastery of sentence structure or editing skills. (366) 

 On her first Language Assessment Scales Oral test given at the beginning of first 

grade to determine a starting point for language ability, Soledad did not do well.  She 

received a rating of Non-Spanish Speaker because her score was 45.  She retold a great 

deal of the story in Spanish, but she did poorly on phonics and listening skills.  Soledad 

had to be tested twice on the same day.  For whatever reason, she did not respond to 

anything on the test the first time. Her cumulative folder contained two forms.  One had 

“no response” written in many places, and the second form gave the results already 

reported. There are not any notes to find out what happened. (367) 

At the end of first grade, Soledad was given another test to assess what progress 

had been made in first grade. Soledad’s score increased from 45 to 58.  She was now 

rated as a Limited Spanish Speaker.  Her dictation of the story in Spanish covered nearly 

half of the page given for the response to fit in which was an improvement. (368) 

In first grade the first time, Soledad was given the LAS Oral test in English.  She did very 

poorly on this version.  She could give no response to the story.  Soledad had difficulty 

telling sound differences between pairs of English words.  She could not repeat 
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English phrases well, either. Her English score at the end of the first grade the first time 

was 21. (369) 

Soledad did repeat the first grade.  Dramatic results were reported on her LAS 

Oral in Spanish for the end of year evaluation.  In May of that year, Soledad scored 97 

out of 100.  She was now rated a Fluent Spanish Speaker.  Soledad only missed four 

questions on the entire test. (370) 

Her English LAS Oral score at the end of her second first grade year was 30.  

While her score had increased by nine points, Soledad was still a Non-English Speaker 

according to the test scale. (371) 

 At the end of second grade, Soledad took the English LAS Oral test.  This time it 

was a different version from her first grade experiences.  Soledad scored lower on the test 

and made a 17.  She was lower on her score by 13 points.  She had not progressed in  

English acquisition at all according to the test. In fact, she had regressed.  She produced  

no response on the story retell. (372) 

In third grade, her score went back up to 31 on the same version of the LAS Oral.  

However, she did worse on the listening portion than she ever had.  She only improved in 

her story retell and that was with a broken response.  “Is a door...is...is a my house 

door...um...bye guys...is...is the bell...loo...loo...look...look guys...by bye friends...you 

guys come on over here...”  There is not much confidence and there is much hesitation. 

(373) 

 Fourth grade was not a good year for Soledad.  Her teacher slept most of the year 

and her test results showed it.  She was once again given the LAS Oral in English and it 
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was the same version as the year before.  This time her score fell from 31 to 24.  Her 

response on the story retell was, “I took and play jump rope, play Cindy.  I went to my 

homes yes you say, candy go to my house and I go to the school.  I can go to my class.  

Candy give me a paper.” (374)  There is little coherence in the story.  In fact, there is no 

story. 

 Fifth grade was the year that Soledad had two teachers.  Her score did improve by 

going from 24 to 35.  Her story retell was better, but even taking the same version of the 

test, she could not do well with the listening portion of the test.   

“The girl she said a boy what are you doing and the girl say nothing and 
the boy she say what time is it and the girl she say I don’t know what time 
is it and the boy she say bye I’m going to my house and the girl she say 
bye and the girl she  put in the rest and the girl she’s going to the house 
and the girl she getting to the  coke and the astronut (sic) he come into the 
back and the girl say what are you doing and the boy say nothing and the 
astronut (sic) she go to the house.”  (375) 
 

 There were obvious verb problems and the typical “say” instead of ask.  

 There was a great deal left out of the story to make it a story.  I do not know if 

Soledad was pronouncing astronaut as astronut or the transcriber simply wrote it that 

way. 

 Soledad took three periods of ESL in sixth grade with the same teacher.  Her 

English version of the same LAS Oral test was much better that year.  She was able to 

raise her score 15 points to 50 which still rated her as non-English speaker, but it was a 

great improvement numerically.  Her story retell was different, too.  “Da da two shildren 

da two see da video an da an da other t.v. is black and da mom say she cut it da socks and 

da mom she say lets go to lets go an da shildren is back in da t.v. an an da mom say I wat 
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you in da back t.v. an lets go play da king and da queen. (ya!)”  The is replaced with da.  

Children is shildren.  Again, many details are left out so it is hard to tell what the story 

really was. (376) 

 In seventh grade, Soledad was required to take three classes of ESL again.  Her 

score only increased seven points to a 57.  She was still a Non-English Speaker according 

to the test scale.  There was not a copy of the listening portion of the test in her 

cumulative record.  I can only guess that it was the same version of the test.  Her story 

retell showed some improvement.  “John he decided to drop out of school an den the 

people tell him that its not right to drop out of school and dey he think that its not good to 

drop off for school and he decided to bag to school and then the teacher told him that they 

miss him.  The the teacher tol him that next week it’s we a dance.  And then he was 

talking to her friends.”  While there is still some da for th, the substitutions have  

improved.  There is the substitution of for instead of from, and off for out.  Soledad also  

said bag instead of back.  Told is also missing a d.  (377) 

There was no record of Soledad’s eighth grade LAS Oral results.  I do not know 

what results she had for that year.  I know that in our interviews, she made some of the 

same speech errors even at the end of the year. 

 Soledad took the TAAS test in Spanish when she was in the third grade.  She did 

not meet minimum expectations and consequently did not pass.  In fourth grade, Soledad 

took the TAAS in Spanish and did not meet minimum requirements again.  She did not 

pass the writing portion, either.  In fifth grade, Soledad once again took the test in 
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Spanish and once again did not meet minimum expectations.  Soledad did have to take 

state tests in English in sixth, seventh, and eighth grades.  She did not pass reading in any 

of those grades nor writing in seventh grade on those parts of the state test. (378) 

Overall Literacy Instruction 

It was very difficult to talk to Soledad about reading instruction.  She could not 

remember much about it. She did say that she did not read much in first, second, and third 

grades. (379) I knew that she could decode, I had heard her read on Saturday mornings 

when the school was doing TAAS tutoring.  I just did not ever learn that much about how 

Soledad was taught to read.  She did have some memories of reading experiences, 

however. 

Soledad remembered being in reading groups in second, third, and fifth grades.  

As late as fifth grade, Soledad’s reading group was still using syllabification to read and 

pronounce words.  In fact, Soledad even demonstrated using her hands to divide the 

syllables for the word “fiction.” (380) Fifth grade, like fourth grade, was spent with the 

students reading their own books silently. (381) After reading the book, students were 

then expected to write a summary of the book. (382) The Accelerated Reader Program 

was also used.  Soledad remembered that 2.5 was the level that she read at in the fifth 

grade. (383) This meant that she was almost three years below her grade level in reading 

ability. 

 In sixth grade ESL, students were taken to the library to read. (384) They were to 

look for and read AR books.  Soledad reported that she could have read a higher level 

book than what she was told to read, but chose to stay at the level she was told to read  
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because it was easier. (385)  The teacher also considered spelling an important part of the 

reading program and passages were given to the students on the overhead projector. (386) 

 In seventh grade, Soledad’s ESL class was taken daily to the library to “get a 

book and just read.” (387)  The book was actually for AR, and Soledad’s level at the time 

was 3.5 which meant that she was now almost four years beneath her grade level in 

reading ability. Because the level was so low and the books were so short, it was feasible 

for her to read a book a day. (388)  The ESL teacher also used the computer lab for 

literacy instruction, and students used the computers to read a paragraph long passage and 

answer multiple choice questions about the passage. (389) 

 In eighth grade, Accelerated Reader was still a component of literacy instruction 

for ESL students.  Soledad attained a 4.5 level for AR reading. (390)  AR tests were 

given on the computer in the classroom. (391) After the AR test, students were to write a 

summary over the book. (392)  As previously mentioned, the students read two books 

together the entire year, Dear Mr. Henshaw (Cleary, 1994) and Baseball in April (Soto, 

2001). (393) 

Soledad did not have eighth grade reading lab. The best answer that I ever 

received was from the principal who told me, “She needs two ESL classes.”  Soledad told 

me in one of the interviews, “I would like to have you (as my teacher in the reading lab) 

more than science.” (394) Of course, by the time she told me this, I realized it was only 

because she disliked her science teacher so much. 
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Parental Involvement 

  
 Soledad’s parents made sure that she was born in El Paso, Texas to ensure that 

she was an American citizen.  The family continued to live in a small Mexican border 

village until Soledad’s mother decided to move to the U.S. when Soledad was school age. 

(395) Soledad did not know the exact reason for the move. 

Soledad was in the third grade when her parents were arrested for drug 

smuggling.  (396)  She felt it made no difference in her school performance, though she 

did feel bad for her parents. 

Her parents played no active role in her education.  The aunt and uncle did not 

come to the school for parent conferences or parent nights.  Soledad had no true parental 

involvement in her school experience. 

 
TAKS 
 
 Soledad failed all areas of the TAKS test. (397)  TAKS tests math, reading, and 

writing.  In the eighth grade, social studies is also tested.   She was quick to tell me that 

the reason that she failed was “because I don’t understand English a lot. Words.” (398)  

In fact when we had discussed past TAAS/TAKS tests, Soledad once expressed anger 

about her English skills and yelled, “I understand that I don’t know how to write!” (399)   

 Soledad explained that she failed TAAS and TAKS tests because she had to read 

and answer the multiple choice questions. (400)  Further explanation from Soledad 

implied that she believed that in order to pass the reading TAKS, all she had to do was 

look in passages for exact matches to multiple choice options and she would find the 
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correct answers and pass. (401) Soledad was using TAAS strategies that had been taught 

in the district since her earliest years to pass the TAKS.  The strategies were still being 

taught. 

 Indeed, I checked Soledad’s cumulative folder and it was obvious that Soledad 

had scored very low on state tests.  Soledad was making scores indicative of a person  

who had not learned English skills. 

 
Why Soledad Believed She Was Still In ESL 

 
 One reason that Soledad believed she was still in ESL was that many of her 

teachers spoke Spanish to the students. Soledad said that in reality, it was not until fifth 

 and sixth grades that she really started to get English instruction. (402) Soledad stated 

that if she could change ESL classes, the first thing she would tell ESL teachers is not to  

speak in Spanish to the students because she believed that is why she was not learning 

English. (403) 

Soledad said it was hard to get out of ESL.  She did not know how to get out of it. 

She felt that it would be better if she had all mainstream classes because she said the 

students practiced more English in those classes. (404)  Soledad felt frustrated by her 

limited English because she said, “I need because when the teacher they ask something to 

me I don’t know how to say because I (don’t) understand.” (405) 

Soledad would get confused about her English ability.  She thought it was not bad 

one moment (402) and the next she was telling me that the reason she was still in ESL 

was that she did not speak English “too much.” (403)  Soledad blamed herself, though for 

still being in ESL. (404) She would not say why, but she did. 
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Soledad told the principal she was not learning English and she believed it. (405)  

In sixth and seventh grades, she believed she had been learning English: At the time of 

the study when she was in eighth grade she just didn’t think she was learning anymore. 

(406) Soledad emphasized the fact that without the English language she was not going to 

pass TAKS or understand school work. (407) 

 
Soledad’s Future 
 
 The next school year, Soledad would be a ninth grader since she passed all of her 

classes. She also would not have to attend summer school. (408) Soledad planned on 

going to California and New Mexico to visit family during the summer. (409) 

 Soledad told me that she did plan to graduate from high school.  She wanted me 

to know, though, that she would not be an honor student. (410)  High school graduation 

was important to Soledad because she wanted a job, to buy a car, and get a house. (411) 

Soledad said that college was also in her future as she could be a teacher or a doctor. 

(412) 

 Soledad’s ESL teacher told me that Soledad was pregnant.  Soledad said no, she 

was not. She was diabetic because she weighed too much for her height and age. (413)  

She would be going to the doctor with her uncle in June to find out the results of her 

blood work. (414) 

 
CROSS CASE ANALYSIS 

 
 For the cross-case section of this chapter, several categories are presented.  First, 

the participants themselves are compared.  Next a synthesis of the cases was performed in  
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three categories: teachers and teaching practices, language acquisition, and literacy  

instruction were categorized under the two divisions of elementary school and middle 

school.  To conclude the cross case analysis, other categories that were examined were: a 

section on TAKS and the participants, why the participants believed they were still in 

ESL, and the participants’ futures. 

 
The Participants 

 
 Both participants had kindergarten experiences in Mexico.  In Mexican 

kindergarten, both girls were taught the Spanish alphabet and some fundamentals of 

reading.  While Flor could remember Mexican kindergarten with some detail, Soledad 

had limited recall.  Her main focus was on the condition of the buildings.  Soledad could  

remember learning some letter/sound relationships.  Soledad did attend Head Start once 

she started to live in the U.S., but again her memories were lacking.  

 The participants were both in the same school district since first grade.  The 

participants have either been in bilingual or ESL classes their entire school career starting 

with initial enrollment in the school district through the end of their participation at the 

end of their eighth grade school year.  At the end of their participation, the participants  

were still going to be ESL students in the ninth grade.   

A year separated the girls in age.  Flor was 13, while Soledad was 14.  Both girls 

were born in the United States, Flor in nearby Las Cruces, New Mexico, and Soledad in 

neighboring El Paso, Texas.  After their births, both girls returned to their parents’ home  

country, Mexico, to live in the same Mexican border village.  Flor returned to Mexico  
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with her mother to live with her maternal grandparents, while Soledad had both her 

parents and an older brother.  

At the time of the study, both girls lived with “family,” that consisted of two 

parent figures and siblings.  Soledad’s biological family was divided, however, with two 

of her siblings living with extended family and her parents in jail. 

The participants differed greatly in appearance.  Though both had very light 

complexions and general skin tone, their physical maturity and physical size differed a  

great deal. Flor resembled more an elementary student than a middle school student while  

Soledad was more like a high school student, bordering on being a young adult. 

Flor had a better relationship with faculty and teachers’ aids than Soledad had 

with the same people.  Flor was rarely if ever corrected for dress code infractions such as 

keeping her shirt tucked in.  Soledad was often reminded to tuck in her shirt and to cover 

her lower back and midriff. Flor was popular with almost all teachers that she had for 

classes--mainstream and ESL.  Soledad, on the other hand, was often in some kind of fray 

with teachers.  Even teachers who did not know Soledad were often telling her to fix her 

uniform tee shirt or pull up her pants waist.   

In terms of language development, Flor was more advanced in her English ability 

than Soledad.  Both girls did demonstrate limited pronunciation ability, but Flor had 

developed her English pronunciation to higher degree.  Soledad’s accent was similar to a 

person recently immigrated to the United States, while Flor’s accent was much less 

pronounced.  Whereas Soledad would drop letters off the ends of words, Flor did not 

have this issue.  Also, while Soledad miscued the pronouns “he” for “she” and “she” for  
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“he”, Flor did not do this.  Both girls had, however, very low English vocabularies. Flor  

showed a struggle finding words sometimes in both languages and I would have to help 

her on occasion.  Soledad felt much more comfortable speaking to me in Spanish when 

she could not translate herself, while Flor did not. Flor somehow felt self-conscious if she 

had to speak to me in Spanish and demonstrated a sincere disdain for my Spanish ability.  

Flor did not like my accent when speaking Spanish.  She wanted it spoken properly and I  

do not speak proper Spanish. Soledad appreciated my efforts to speak to her in Spanish 

when necessary.  

Soledad and Flor were both well liked by their peers.  Neither girl was a loner. 

Both participated well with others and were active in school events and socialization. The 

girls were talkative and sought out by others to participate. 

Both girls came to the school district early in their educational careers.  Soledad 

and Flor both attended first grade in the United States.  Flor attended Mexican 

kindergarten and half a year of Mexican first grade.  Soledad told me that she was able to 

go to pre-kindergarten and kindergarten in Mexico.  Soledad also attended Head Start in 

the district before starting first grade in the school district.  

 
The Elementary Years 

Teachers and Teaching Practices 
 
  The girls reported that when they were in first grade, they each had two teachers.  

One of the teachers was supposed to speak only English and the other teach only in 

Spanish.  Soledad remembered that the teacher who was only to speak English mostly 

spoke in Spanish.  Parts of instruction were delivered in English when teaching “ABCs” 
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and for math problems.  Flor, too, recounted that Spanish was the majority language of 

instruction for first grade. 

The district attempted to use a dual language/team teaching model when the 

participants were in first grade.  The issue that developed was that both girls reported that 

English was in fact not really being spoken or taught.  Reading and writing were done in 

Spanish and so were the class assignments in other subject areas. 

Oral reading was sometimes all the girls remembered the teachers using for direct 

instruction to further develop reading skills.  Accelerated Reader, a supplemental 

program, was also relied on heavily as the primary means of reading instruction in the 

classroom.  Students were taken to the library to check out books that were silently read 

in the classroom.  Reading was assessed on computer using AR tests.   

Spelling words were taught in English, but often spelling was the only work that 

the participants recalled being done in English for English instruction. Both participants 

realized that by second grade, two years had passed and no substantial English instruction 

had occurred.  Neither girl reported that teachers discussed what the classes read nor did 

any work to develop reading comprehension.  Written work was often left to worksheets 

when the teacher left the room.  Soledad did not even recall work with worksheets.   

 Students were sometimes taught vocabulary using lists and cards.  If the students 

learned only five English words a week using vocabulary cards that would have been 

only 180 English words for the entire year for a 36 instructional weeks school year.   

 Some teachers wanted students only to speak English in their classes.  The 

teachers did not allow students to ask each other for help.  So, either ELLs were not 
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learning anything, or the teacher was actually teaching in Spanish.  

At first, Flor said that in fourth grade, “We didn’t do nothing.”  Flor said the class 

just read silently, did “reading sheets,” and did Accelerated Reader. Flor was frustrated  

that there was no homework and she felt very definite about not learning anything from 

her fourth grade teacher.  Flor said the teacher was responsible for teaching about 

science, history, and math but the teacher never fulfilled those responsibilities.   

Silent reading is a hard activity for teachers to monitor.  Students can obviously 

just sit and stare at the page of their books.  Students can sleep.  Students can be reading 

other material behind the assigned material.  I asked Soledad how her fourth grade 

teacher monitored the reading.  Evidently, the teacher would pretend to read a newspaper 

while wearing sunglasses.  While the glasses covered his eyes so they did not betray him, 

he still slumped over as he slept.  I found the story believable because of the dramatic 

portrayal that Soledad performed when imitating her fourth grade teacher.  Soledad told 

me that the teacher slept while they “read” the whole school year. 

I asked Flor about the sleeping teacher the next week.  Flor confirmed the story.  

Flor described the man putting on his sunglasses and leaning back further and further 

until he was sound asleep.  Flor described a situation in which the man slept daily.  He 

only woke to take the students to lunch or subjects that were taught outside the 

classroom.  Occasionally, Flor said the teacher would wake to break up fights.  Flor said 

that it was important that they stay very quiet as they ran around the room playing and 

laughing, or the man would wake up quickly in fear of being caught asleep by someone 

in authority.  The man was never caught even though Flor could remember discussing the 
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teacher with other students who became jealous and wanted to be in the sleeping 

teacher’s class themselves.  Flor said that his students did not complain because they 

were happy not to have to do work. Soledad told me that when the teacher was awake, 

the only language he spoke was Spanish. 

 The participants had different teachers in fifth grade.  In fifth grade the academic 

subjects were math reading, and science; taught in both languages.  Still, the majority of 

instruction was done in Spanish.  Some poster type projects were done in Flor’s reading 

class, but Accelerated Reader was still an important component.  Flor’s AR level was at 

3.2 in the fifth grade. Students also had to read a weekly TAAS passage for practice and 

answer multiple choice questions on the passage. 

Flor learned English vocabulary in the fifth grade by using teacher generated 

vocabulary lists and a dictionary.  Students used the dictionaries to find definitions which 

the students were required to write.  After defining the words, students had to write 

sentences with the words in them.  A weekly multiple choice test was given over the  

vocabulary words.   

 Soledad had two teachers in her fifth grade class.  Soledad recalled that much of 

the instructional time was used by the teachers to fight about what was to be 

taught, the mandated curriculum, or one of the teacher’s pet subjects; poetry.  Soledad 

said all the “poetry” teacher wanted was for students to read poems to the class all day 

from the front of the class while the other teacher wanted to teach the subjects that the  

state expected to be taught.  The teachers also spent time fighting about who was working 

hardest and who explained the best to the students.  
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Soledad told me that when instruction was presented in English she really did not 

understand.  She compensated for that by asking a girl who sat next to her to translate.  

This was a practice that both girls often used or tried to use throughout their school 

career.  

The participants encountered elementary teachers who did not teach English.  The 

teachers were to use bilingual methodology, but did not.  Dual language settings existed 

when the participants had two teachers, but instruction was still delivered  

predominately in Spanish.  In fifth grade, Soledad’s team teachers spent much 

instructional time fighting with each other over work division and content. 

Both participants experienced a sleeping fourth grade teacher.  Students were left 

to do what they wanted.  Usually they played and ran around the room.  When the teacher 

was awake, he only spoke Spanish to the students.  Teaching practices could have been 

better. 

 
Language Acquisition 
 
 The district plan was to use a dual language/team teaching model when the 

participants were in first grade.  The idea was a good one based on research that dual 

language models are successful in making students bilingual and biliterate (Cummins, 

2000).   The issue that seems to develop is that both girls reported that English was in fact 

not really being spoken or taught. 

 Both participants went through much of the same experiences in the district when 

the experiences involved language acquisition.  This was demonstrated in district testing  
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procedures.  The district policy mandated use of the LAS (Language Assessment Scales) 

Oral test to assess language acquisition. 

In first grade, students were given the test upon entry to the school.  This was 

used to establish a bench mark to assess progress at the end of the year.  Students were 

also given a norm-referenced test, the TerraNova.   

Flor and Soledad both scored the same on the TerraNova.  Neither made progress 

in English language skills.  Both only managed partial mastery of oral comprehension 

and introduction to print.   

Taking the LAS Oral in first grade, Flor was still not fluent in either language.  

Neither was Soledad.  In fact Soledad’s teacher had to administer the test twice to her at 

the beginning and end of the first grade the first time.  Soledad would not respond each 

time the test was first administered.  Even when she did, the results were not glimmering.  

Flor could not respond to the story retell in first grade, but she did try to succeed on the 

listening portion of the test. 

 Soledad felt that she might have comprehended one quarter of the English 

instruction that year.  Flor, too, recounted that Spanish was the majority language of  

instruction for first grade.  In fact, Flor said that the bilingual reading book was actually 

the only English language instruction that she received in the first grade.  

 While Soledad felt that she could understand 25% of English spoken to her after 

first grade, Flor said she only knew one or two words if a teacher or other adult spoke to 

her in English.  Flor felt like she must have done well in first grade because she passed, 

but Soledad was not so lucky.  Soledad initially failed the first grade. 
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Soledad did not improve her English skills by repeating the first grade.  Her  

Spanish skills increased dramatically, however, to a 97 out of a possible 100 score.   

In second grade, both participants were tested in English only on the LAS Oral.  

Soledad scored a 17 which was a decrease of 13 points from her previous score of 30 in 

the first grade.  Flor increased her score. This was interesting because when instruction 

was given, the class was taught in Spanish.  She went from a 31 to a 45 on the English 

acquisition test. (415) 

 Soledad also told me that all second grade instruction was done in Spanish.  In 

fact, Soledad stated that all students and adults in her school spoke only Spanish.  

Spelling words were in English, but that was the only work that Soledad could recall 

being done for English instruction.  

 Third grade was the first experience that Soledad could actually remember formal 

English language instruction, though it was rather simple and crude.  Every week, the 

students were given cards with five words on the cards.  The words were English words 

with Spanish translations.  Soledad’s class was expected to memorize the words for 

Friday quizzes. 

 Flor’s third grade experience was slightly different.  Flor described that reading, 

math, and grammar were done in Spanish.  I asked Flor what percentage of language 

instruction was Spanish instruction and what percentage was English, but she could only 

say that it was mostly Spanish.  The teacher depended greatly on worksheets which were 

in English.  Flor said at the time in third grade she thought it was “cool” to be taught in 

Spanish because she knew so little English.  As we talked during the interview, Flor said  
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she now felt differently, that the teacher and the work were not so cool after all because 

she realized that she was in school to learn English and the teacher had not taught 

English.   

In third grade, though, Flor again saw an increase in her score.  This time, Flor 

made a score of 68 and she was termed a Limited English Speaker.  Soledad increased 

her score to 31 points but was still a Non-English Speaker by rating. 

Both Soledad and Flor had the same teacher in fourth grade.  Both reported in 

interviews that the man slept the whole year.  Their English acquisition scores confirmed 

this, too.  Soledad’s English score on the LAS Oral fell from 31 to 24.  Flor’s score fell  

from 68 to 57.  Neither girl showed improvement in English language acquisition in 

fourth grade. 

 Soledad thought that in fourth grade the only English instruction given was 

actually the reading that students were supposed to do.  She recalled that there was a 

weekly spelling test with 12 to 15 words to learn.  Students only had to learn the spelling  

of the words. Soledad told me that when the sleeping fourth grade teacher was awake, the 

only language he spoke was Spanish.   

At this point in her educational career, Flor had still not gotten English 

instruction.  Soledad was ahead with one year of partial instruction in third grade.  The  

girls were at the mid point before reaching the eighth grade and had only one year of 

English instruction between the two of them.  Meanwhile, each year the girls were tested 

on state tests that they were failing and would fail in the future as the test was given in 

English rather than Spanish. 
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It was not until our third interview that Flor truly admitted that until fifth grade 

she had only been taught in Spanish.  Still, the majority of instruction for Flor’s class was 

done in Spanish.   

 Flor learned English vocabulary in the fifth grade by using teacher generated 

vocabulary lists and a dictionary.  Students used the dictionaries to find definitions which 

the students were required to write.  After defining the words, students had to write  

sentences with the words in them.  A weekly multiple choice test was given over the  

vocabulary words.   

 Soledad had two teachers for her fifth grade class of 30.  The purpose of having 

two teachers was to use dual language instruction. Soledad recalled that much of the  

instructional time was used by the teachers to fight about what was to be taught, the  

mandated curriculum, or one of the teacher’s pet subjects; poetry.  Soledad said all the 

“poetry” teacher wanted was for students to read poems to the class all day from the front 

of the class while the other teacher wanted to teach the subjects that the state expected to 

be taught.  The teachers also spent time fighting about who was working hardest and who 

explained the best to the students.   

Soledad told me that when instruction was presented in English she really did not 

understand.  She compensated for that by asking a girl who sat next to her to translate.  

This was a practice that both girls often used or tried to use throughout their school 

career.   

 Soledad recalled that syllabification was used for reading/language development 

in her fifth grade class.  The teachers did use groups and students were told that they  
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should talk to the teachers in English.  Students were given cards with six or seven 

English words and definitions to be memorized weekly.  Once again, in a 36 week school 

year that would total between 216 and 252 new words added to the students’ 

vocabularies, if all weeks were used and if they were indeed new words. 

Fifth grade was not much better for Flor.  Flor’s score fell three more points.  

Soledad, though, was able to raise her score from 24 points to 35.  That was the year that 

Soledad had two teachers rather than one.  She was still a Non-English Speaker in the 

fifth grade. 

Fifth grade would be the last year that the participants would be elementary 

students.  After this school year, the girls would start middle school.  Flor now had one 

year of English instruction and Soledad has had two years of English instruction.   

That was their viewpoint and probably the viewpoint of their teachers.  However, it 

would seem doubtful that too many linguists would consider the addition of 216 to 252 

new words in a language in a 36 week period to be language instruction of any real 

meaning.  

  
Literacy Instruction 
 

The participants could both recall being taught facets of reading in their Mexican 

educations.  Flor’s memory was much more vivid than that of Soledad’s.  Flor could 

remember being taught the Mexican alphabet and how to break words into their syllable 

sections.  Soledad could remember being taught letter sounds.   

Soledad stated emphatically that she did not read much in the first three grades.  

Soledad’s reading experiences in second, third, and fifth grade were mainly in reading 
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groups.  As late as fifth grade, Soledad was still using syllabification to read words.  Most 

of Soledad’s reading memories revolved around Accelerated Reader (Reading 

Renaissance, 2005) and in fifth grade she was required to write summaries for what she 

had read.  By fifth grade though, Soledad’s reading level was only at the 2.5 level.  This  

meant that in fifth grade, Soledad was reading at the second grade level.  

Flor used syllabification for reading in her early years starting in Mexico which 

continued through third grade.  If Flor did not comprehend words she stated that she used 

a dictionary.  Flor did not remember teachers using reading groups.  Only oral reading 

was done by her teachers and the students were expected to follow along.  Book  

reports on AR books were used in second grade.  Flor remembered that all books through 

the fourth grade were in Spanish.  In Flor’s second grade class, the teacher also started 

using reading passages and the students circled multiple choice answers about the 

passages.   

Soledad had no memory of writing lessons in the elementary years.  Flor knew 

that there had been no writing in first and second grades.  Writing instruction began in 

third grade when her class started to write what she described as “five sentence stories.”  

The topics were created by the teacher and had to be five sentences long.   

It was informative to me that both girls believed that fourth grade was the year in 

which their reading improved the most.  They both attributed this to the fact that their 

teacher slept the whole morning and they were expected to read during this time.  Even 

though both discussed students running around in the class and playing, there was 

evidently quite a bit of reading happening, too.   
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In fifth grade, Flor continued to write.  The teacher was now encouraging students 

to use organizational webs when writing.  Flor found this to be helpful because she was 

able to get ideas about what to write.  Soledad’s teacher relied on AR (Accelerated 

Reader) for reading.  Students wrote summaries of the books they read silently.   

Soledad’s AR level was 2.5, but she stated she could have read at a higher level.  She  

chose not to because it was easier to read Level 2.5 books. 

The Middle School Years 

In the district where the participants went to school, elementary students were in 

what was supposed to be bilingual education.  The model that the district presented was 

bilingual and ELLs were labeled as bilingual students.  As the participants have thus far 

reported, the classes often were not bilingual.  Once ELL students advanced to the middle 

school level they were taught in an ESL design with separate ESL classes and 

mainstream or monolingual classes.  Some instructional support was provided to students 

and teacher via ESL aids who were bilingual personnel that were to translate instruction, 

text, and assignments for the students.  Aids were predominately provided for the classes 

or subjects that were to be tested on the state mandated test.  

    
Teachers and Teaching Practices 
 
 The number of ESL classes varied for participants.  Flor and Soledad did not 

always have to take the same number of ESL classes because Flor was deemed more 

proficient in English than Soledad. 
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Sixth Grade ESL. Sixth grade was the first year the participants took ESL.  They both had 

three 45 minute periods of ESL. Flor stated that they were given “a lot of stuff to read 

and worksheets.”  She also said that they were given English words and expected to write 

the Spanish definition for each.  The teacher allowed students to use Spanish/English 

dictionaries to write the essays because of the students’ limited English ability.  At first, 

both the participants stated that the teacher only spoke English in the classroom.  Flor 

later corrected this to say that the teacher did occasionally speak Spanish to the 

classroom, but this was for translation for comprehension only.   

The only major change that might have occurred was more demand that the 

students speak English in the class.  Did they really speak that much English in class?  I 

found this hard to fathom because even in the eighth grade, Soledad was still not 

speaking English to teachers in her classes unless she really had to.  Furthermore, 

Soledad had great difficulty expressing herself in English during the interviews which 

were held two years after her being in the sixth grade ESL class. 

  
Seventh Grade ESL. Flor had ESL for two 45 minute periods in seventh grade and 

Soledad three.  The seventh grade ESL teacher was a man that had taught before at the 

district’s elementary level.  He let the students read AR (Accelerated Reader Program) 

books in thelibrary so he could do other things pertaining to coaching during that time.  

This included selling fund raiser tickets, checking equipment, designing new plays, and 

other appropriate coaching activities.  Flor had the same teacher but at different times.   
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 During the interview, I asked Flor what the teacher had done to “increase” her 

English vocabulary.  Flor did not know the word increase.  I had to rephrase the question.   

Students and teachers alike respected the seventh grade ESL teacher because 

almost everyone felt that he was a good ESL teacher.  

 
Eighth Grade ESL. There was once again a discrepancy in how many ESL classes the 

participants had in eighth grade.  Flor had only one class and Soledad had two classes.  

Both had the same teacher and both had neither respect nor adoration for the ESL teacher.  

Flor felt that the man talked too much about himself.  Soledad believed that the teacher 

was too strict and mean to the students and that he spoke poorer Spanish than her seventh 

grade ESL teacher.  Neither participant believed that the teacher cared if English was 

learned or not.   

Soledad said, “He just want (sic) to read and read and read.”  Reading is a good 

thing, but she found that because that was the main activity it was just too monotonous.   

Flor was frustrated with the eighth grade ESL teacher, too.  She stated that in her 

one period of ESL, the class mostly answered grammar questions out of the grammar 

book and did worksheets that the teacher did a poor job of explaining.  Her class also did 

a great deal of reading.  She also found this practice to be monotonous.  She wanted 

varied activities. 

 Soledad believed that she had learned more English from her seventh grade ESL 

teacher than her eighth grade ESL teacher.  She said that her seventh grade teacher spoke 

better Spanish than the eighth grade teacher which made them understand instruction 

better.  Soledad explained that the eighth grade teacher wanted to spend more time  
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fighting or arguing with students than teaching them.  Soledad stated the man just sent  

students out of the classroom for discipline on the basis of whether he liked them or not.  

Further, Soledad said that the man would openly swear in the class and call students 

names, but she would not quote the teacher.  Soledad herself described her relationship 

with the teacher as “Ba-ad.”  The teacher had removed her from his class at least 10 

times, mainly for talking.  Soledad did admit that she had talked some when the teacher 

was talking, but not as much as he had accused her of.   

The discipline problems in Soledad’s class became so bad that administration had 

to get involved.  Soledad was called to the principal’s office and she was asked to write a 

statement detailing what had been happening in the classroom.  Soledad told the principal  

in her Spanish written statement, “No aprendar Ingles.  No intendes Ingles.”  “Not 

learning English.  Not understanding English.”  I found it interesting that she had to write 

such a simple phrase in Spanish.  I asked Soledad what else she wrote on the statement 

and she told me that she wrote that, “He was giving (me a) massage and he was checking 

my ass.” 

Flor’s class, which had the same teacher, did not have many discipline problems 

because there were only six students in the class.  Flor said that while they did 

worksheets and other daily activities, the ESL teacher was “on the computer.”  When he 

was not “on the computer” the man talked to the class about himself and his life.  He 

discussed homes he had lived in, schools attended, and various life experiences.  Flor said  

he was “showing off.”  Once Flor went as far as to say, “He just wants to talk about him 

instead of helping us to do the work.  He talks about him so he takes up our time.  That’s 

164 



why we never do our work that much.”  Flor stated that he told stories and played on the 

computer daily.  In my experience the average eighth grader does not like to do work.  

Flor must have been very frustrated in her ESL class because she was very sincere and 

the frustration was very obvious in her tone as she recounted experiences from the eighth 

grade ESL class. 

I asked Flor what she thought she would think of her ESL experience looking  

back at the end of the year.  She told me, “I am learning, yes.  A little, but he  

doesn’t show us a lot, but he does sometimes.  He just tells us to do his work.” 

 Soledad felt her class was just being abused and she felt uncomfortable because of 

the teacher’s ogling her and touching her.  The principal did not seem to do much about 

the issue either.  He did not do anything about the sexual issues and he did not do 

anything about the fact that Soledad had to write her statement in Spanish.  His reaction 

or lack there of would appear to be one of acceptance.   

In sixth and seventh grade, not much changed in the ESL curriculum.  Students 

did the same vocabulary exercises and AR.  TAKS played a very big role, but the way 

that the teacher chose to improve reading scores was to use passages that were TAKS 

formatted rather than letting the students do real reading.  AR was used, but at levels 

much lower than what the students’ grade level was and what the participants told me  

they could actually read.  Even as an eighth grader, Flor did not know the word 

“increase.”  She surely then did not know it in the seventh grade and that was an 

indication that she still did not know a great deal of English at that time.   
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Language Acquisition 

Sixth Grade ESL 
 

In sixth grade Flor stated that they were given “a lot of stuff to read and 

worksheets.”  She also said that they were given English words and expected to write the  

Spanish definition for each.  Soledad remembered doing a project with the teacher about 

rain forests.  Soledad did not see how that really helped her English learning, but the class 

did it.   

 English vocabulary was taught to the participants using vocabulary lists provided 

on cards.  Flor said that the students were to use dictionaries to find each word’s “value 

and significance.”  She did not know what value and significance meant, but she did 

know that was part of the assignment. Soledad informed me that the words were used for 

a quiz on Fridays.  Soledad’s memory included the fact that on the quiz, students had to 

write the definition of the word and use it in a sentence.  She stated that the word was in 

English, but students had to write the definition on the quiz in Spanish.   

Linguistically, Soledad said that students “sometimes” spoke English in the 

classroom.  This conflicted with Flor’s memory that the teacher demanded English be 

spoken in the classroom.  Flor stated that the students were given candy to encourage the 

students to speak English.  If the students spoke Spanish, the candy was taken away. 

Soledad’s version was different in that she said students were to sit in the corner if they 

slipped and spoke Spanish.  At first, both the participants stated that the teacher only 

spoke English in the classroom.  Flor later corrected this to say that the teacher did  
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occasionally speak Spanish to the classroom, but this was for translation for 

comprehension only.   

 Furthermore, Soledad had great difficulty expressing herself in English during the 

interviews which were held two years after her being in the sixth grade ESL class.  Just to 

speak to peers who were more than likely in the same straits linguistically would have 

been difficult and could the peers have spoken any better English?  Students were still not 

truly being taught English. 

Sixth grade was the first year the participants took ESL.  They both had three 

periods of ESL.  Soledad had a score of 50 on her test and Flor made a 71.  With a score 

of 50, Soledad was still a Non-English Speaker, but Flor was again a Limited English 

Speaker.  That year, it would appear the participants were making progress. 

 
Seventh Grade ESL 
 

Flor had ESL for two periods in seventh grade and Soledad three.  In Flor’s 

seventh grade ESL experience, reading and spelling were emphasized.  Soledad recalled 

that in her ESL classes, the teacher gave students English words to define in Spanish after 

writing the word itself in Spanish.   

Flor had the same teacher but at different times.  In her class, Flor did some of the 

same things as Soledad, but some different.  Flor had a workbook to work out of that 

contained in her words, “...big words; nouns, pronouns, adjectives. 

 In seventh grade when Flor took two periods of ESL and Soledad took three 

again, Soledad only improved seven points and Flor dropped her score 17 points making 
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her a Non-English Speaker according to the scale.  Both participants were now at the end 

of their seventh grade years and rated as Non-English Speakers.   

The greatest gains took place in the sixth grade.  However, even then there were 

similar problems.  Both participants substituted da for th sounds.  There were dropped 

letters such as the d in told.  Students said told instead of asked.   

  
Eighth Grade ESL  
 

There was once again a discrepancy in how many ESL classes the participants 

had in eighth grade.  Flor had only one class and Soledad had two classes. Flor stated that 

they were given vocabulary words that they defined in Spanish.  They were to also find 

out what part of speech the word was.  Flor’s class was given 100 words a week to  

translate and find the parts of speech for, list a synonym for, and write a sentence for 

each.    

 Soledad believed that she had learned more English from her seventh grade ESL 

teacher than her eighth grade ESL teacher.  She said that her seventh grade teacher spoke 

better Spanish than the eighth grade teacher which made them understand instruction 

better. Soledad explained that the eighth grade teacher wanted to spend more time 

fighting or arguing with students than teaching them.   

 Eighth grade ESL was not a positive experience for either participant.  The work 

continued to have a great deal of worksheets and definitions of vocabulary words.  The 

teacher also seemed to be negligent with Flor’s class except for his own self absorbed 

stories and he seemed to be very strict with Soledad’s classes.  Even though Flor was in a 

small class, she still did not feel she was being taught English.  
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Where did the participants learn any English?  It had not happened in eighth grade 

ESL.  I did not have access to LAS Oral scores for the participants after eighth grade.  

The reports were still being prepared and were not included in the cumulative folders. 

 
Literacy Instruction 
 

For sixth grade literacy instruction, students read AR books, did spelling, and 

wrote essays.  Neither girl took reading or language arts classes.  Both had three periods 

of ESL classes.  All language arts and literacy instruction was to take place in the ESL 

classroom.  The participants also had to read passages off the overhead screen and answer 

multiple choice questions.   

Flor did grammar exercises and spelling in seventh grade to assist her literacy 

development.  Flor and Soledad read Accelerated Reader books; Flor’s level was 4.0 and 

Soledad’s 3.5.  One of Soledad’s three ESL periods went to the library and read a book a 

day and one of Flor’s classes did the same.  Because the levels were so low, it was very  

easy for the students to read a book a day.  The computer lab was also used for literacy 

instruction.  Students read a passage and answered multiple choice questions about the 

passage.   

Soledad’s eighth grade AR level was 4.5 and Flor’s was still assigned to read at  

level 4.0.  At first glance, it appears that Flor did not advance on AR levels.  In eighth 

grade reading lab, Flor did read higher level books.  Several were at the middle school 

and high school level.  This was not AR reading, but actual grade level.  Flor read eighth 

grade level and above books in reading lab along with Dear Mr. Henshaw (Cleary, 1994) 

and Freak the Mighty (Philbrick, 2001) in her ESL class.  Flor also was required to read 
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six 7.0 or higher books for book talks in her reading lab.  Soledad on the other hand read 

only Dear Mr. Henshaw (Cleary, 1994) and Baseball in April (Soto, 2001) in her ESL 

class.  Soledad also was supposed to read AR books in ESL.  She never told me if she did 

or not. 

Flor wrote 26 essays in reading lab with revisions.  Soledad had four vocabulary 

worksheets in her ESL folder which her ESL teacher provided me.  I think he provided it 

to show what poor work Soledad did.  It showed me that there was little work to be done 

by students in his class. 

Teachers for the participants depended too much on Accelerated Reading 

(Renaissance Learning, 2005) to teach the students to read.  Even Accelerated Reader  

advertises itself as a supplement not an entire reading program.  The participants were 

also only told to read at levels that were much lower than what both said they could have 

read at.  Further, viewing Flor’s essays and novel assessments in reading lab, Flor was 

able to comprehend at much higher levels than the 4.0 level she was told to read at in 

eighth grade ESL or any of the other levels she was assigned to read in various grades of 

ESL.   

 
TAKS 

 Neither participant passed the reading portion of the TAKS.  Flor scored better 

than Soledad, but it was not enough.  Flor felt badly about her score because she told me 

that it seemed easy and she tried hard.  Soledad attributed her failure to vocabulary.  She 

told me, “...because I don’t understand English a lot. Words.”  During the interview,  
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Soledad even exhibited anger about the situation.  Flor wasn’t angry as much as 

frustrated.  Flor blamed her failure on a combination of reading and language.   

Soledad explained to me how she answered questions on the TAKS.  Her method 

was a strategy that district students had been taught when taking the TAAS.  Students 

were told to look at the multiple choice answers and then try to match that answer 

verbatim with a phrase or sentence in the test passage.  Students were told that if they 

found a match for one of the answers, that was the answer.  In many cases, that could and 

did work for the TAAS test.  

Why the Participants Believed They Were Still in ESL 

 
 Flor could think of three reasons she was still in ESL:  she had not passed the 

TAKS reading test, not all of her ESL teachers had helped her, and “they” didn’t think 

she knew much English. Flor herself believed she was fluent and proficient enough in 

English to be out of ESL.  Flor was angry that she was still in ESL, but at another time 

she admitted to herself and me that she didn’t understand English well and could not read 

well, either. 

Soledad blamed her continued enrollment in ESL on the fact that her teachers 

spoke Spanish to the students.  She admitted that she was not really given true English 

instruction until the fifth and sixth grades.  Even at the time of the study, Soledad stated 

that while she had been learning some English in sixth and seventh grades, she believed 

she was learning none in the eighth grade.  She had even told the principal this. 

 To improve ESL classes, Soledad said she would tell ESL teachers not to speak 

Spanish to ESL students.  While Flor knew that she needed to pass the TAKS reading 
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test, Soledad did not know how to exit ESL.  Soledad blamed herself and her own 

inadequacies for still being in ESL.  Soledad explained sadly that without English she 

would never pass the TAKS or understand school work. 

 Flor said that she was still in ESL because she had a low English vocabulary.  She  

explained to me that students from the United States had an advantage because they were 

from “here” and “...they already knew English.”  Flor believed that because she went to 

Mexican kindergarten rather than American kindergarten she had a disadvantage.   

 Flor also said that she and others were still in ESL because ESL teachers did not 

care.  As an example, she discussed the teacher that she and Soledad had in the eighth 

grade for ESL.  She described a teacher who did not explain or teach.  The teacher only 

gave assignments and expected them to do them between his stories about his life.  

Soledad equated her eighth grade ESL teacher to her sleeping fourth grade teacher in how 

much was taught to the students.   

Flor considered being in ESL a “stuck” state of being.  She wanted out of ESL.  

Flor believed that being in ESL was telling others that she didn’t know anything.   

The participants viewed ESL very negatively.  They did not see that ESL was 

teaching them anything and they believed they were making no progress.  The 

participants viewed ESL teachers as being nothing short of incompetent, non-caring 

individuals that merely wasted their time.  Neither participant really knew how to exit 

ESL.  No one had ever told them what they needed to do.  Both girls wanted to be in 

mainstream classes, though.  The reason for that was that both girls thought they had  
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learned more English when they were in mainstream situations.  After listening to them, I 

thought they were right. 

 
Participants’ Futures 
 
 The next school year, both participants would be ninth graders at the district’s 

high school.  Neither girl had failed their eighth grade year and neither girl would have to  

attend the one month of summer school in which a whole year of school could be 

magically made up and passed.   

Soledad planned to go to New Mexico and California to visit relatives.  She also 

hoped that she would get to go to Juarez to see her parents at the prison.  Flor was going 

to Las Cruces, New Mexico for the summer to stay with a family friend and the friend’s 

daughter.  Flor and the friends would play on the computer and shop at the mall.   

Flor was scared that she would fail at the high school.  She felt this way because 

the high school principal had told the eighth graders that high school was very hard and if 

they looked to their left and right, not many of their classmates would graduate with 

them.  The speech scared Flor.  It did not motivate her.   

 Soledad said she would graduate from high school.  She was just sure to 

emphasize to me that she would not be an “honor” student.  Soledad wanted to graduate 

from high school so she could get a job, buy a car, and get a house.  I asked if she 

planned to go to college.  She told me yes, she wanted to be a doctor or a teacher.  

Usually this is what ESL students tell teachers, though.  Soledad just did not mention the 

third career on the list, lawyer.  Flor wanted to be a veterinarian.  She did not know the  

 

173 



steps to become a veterinarian, but she wanted to be one.  She told me that she and her 

parents wanted her to go to college.   

 The participants were very intelligent girls.  They could have been anything on 

anyone’s list and may still realize their own dreams and goals.  It will be hard, though.  

They truly did not have the English skills to compete with other students that they would  

surely meet in the “real” world.  They did not have the literacy background that would be 

required to read and write at a university or professional school.  They did, however, have 

four more years to attain such proficiency.   

 
Conclusion 

 The participants both felt that many of their teachers were uncaring and did not in 

reality try to teach them English.  Reading growth and instruction were often tied to 

Accelerated Reader.  Teachers and the school district depended on the Accelerated  

Reader program to help students become better readers.  The participants told stories 

about going forward and backward on their reading levels in Accelerated Reader.  There  

was not ever any true forward movement or progression in reading.   

Spanish was the predominant language of instruction.  In the five years of 

elementary school, both participants were actually only taught in Spanish.  The school 

district model for language instruction and acquisition may have been bilingual on paper, 

but in actuality, the model was truly monolingual Spanish in practice.  Even in instances 

where team teaching was used, both teachers continued to speak Spanish to the students 

punctuated with bickering and arguing on the part of the teachers. 
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The participants felt like they only began to make progress once they started 

going to the middle school and attended ESL classes.  Up to that point all instruction had 

been in Spanish.  Middle school mainstream teachers used a combination of Spanish and 

English to teach ELLs.  Progress seemed to stop in language acquisition, though, in 

eighth grade because the participants once again had a teacher they believed to be 

uncaring and self-absorbed.   

Even with the positive aspects of middle school ESL, there were some drawbacks.  

Accelerated Reader was still the major component for reading instruction.  Teachers used 

dictionaries, word lists, and worksheets to develop English vocabulary.  Rather than 

using real reading and writing activities, ESL teachers depended upon translation 

methods of developing English vocabulary.   

The participants did not have mainstream language arts classes.  They did not have the 

opportunity to participate with their peers to see how reading and writing could be 

modeled and make them better readers and writers.  The participants were expected to 

perform as well on the TAKS as their mainstream peers.  

Both participants stated that they wanted more teachers to speak English and 

teach in English in the classroom.  Yes, translation did help when the participants did not 

understand certain words, but they desired that the bulk of instruction be done in English.  

As Soledad explained, she would never pass the tests (i.e. TAKS) or be able to do school 

work as long as she did not understand English.  The participants realized the need to 

speak English. They just needed teachers to teach them. 
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Chapter V 
 

CONCLUSIONS AND IMPLICATIONS OF THE STUDY 
 

Introduction 
 

This study examined the lives of two ESL “lifers” who had been in ESL or 

bilingual programs their entire public school careers.  At the end of the study, it appeared 

that they would continue to be relegated to destinies of continued ESL inclusion.  While 

Flor wanted to be exited from ESL because she felt that she “knew” English, Soledad 

seemed to be content with status quo. She had accepted her fate and believed that there 

was no other course for her.  Soledad understood that she did not “know” English and 

also believed that nothing would be done to alleviate her plight. It is their stories that are 

highlighted within this document, and through which I draw conclusions and 

implications.  

 
Answering the Questions 

 With the two underlying questions that drove this study, I hoped that the research 

would lead to an understanding of what relegates certain ELL students to “lifer” status.  

Those questions are discussed in the following sections. 

 
Question One 

• What are the experiences and present perceptions of two eighth grade  

students embodying ESL “lifer” status? 

The intent of question one was to examine the lived experiences and the 

subjective perceptions of the two participants as English Language Learners in ESL  
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existence.  These experiences included their classroom experiences, their relationships 

with teachers, and their perceptions of the methods that were used to teach them.  My 

definition of perceptions included how the participants felt about their school, classroom, 

and instruction experiences. 

 The participants came to the school district without knowing English.  Both 

participants informed me that their parents believed that the school would teach them, 

and that English would be used as part of the instruction.  (426)  Repeatedly, however, 

the data revealed that in elementary school, the participants were not taught English, nor 

was English used primarily as the language of instruction.   

Repeatedly, the data showed that instruction was delivered in Spanish.  This 

allowed Spanish speaking students to understand what was being said, but did nothing to 

improve their ability to comprehend and learn English.  There was no need for the 

participants to learn or know English in the schools because everything in the classroom 

was accomplished in Spanish.   

The few times the participants remembered English instruction, it was simplistic, 

and consisted of vocabulary lists the teachers created.  The lists were generally short 

word lists that students had to define and memorize for multiple choice tests which 

assessed spelling and memory.  Many times the weekly lists were no longer than ten 

words.  If the school year was 36 weeks long, this would mean that at most students were 

only directly instructed to learn 360 words. Students had a better chance of learning 

academic English by overhearing their mainstream peers’ discussions of homework 

before or after school. 
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Even the books that the participants checked out from the library were in Spanish.  

While it is true that it is advisable to develop ELL’s first language literacy before 

teaching second language literacy, second language literacy never had a chance to be 

developed.  It simply was not taught.  Cummins (1980, 2000) asserts that CALP 

(Cognitive Academic Language Proficiency) must be taught.  CALP is the academic 

language that students need to be successful in school.  Collier (1987) states that it takes 

two to eight years for students to reach grade level norms in academic achievement. If the 

language is not taught, it will be hard for the levels to be attained. 

Another are of concern, which also may have relegated these participants to ESL 

“lifer” status, was that even the participants’ first language literacy was limited.  The 

major skill that was emphasized was decoding with little emphasis on placed on 

comprehension skills.  The data demonstrated that teachers focused on students 

pronouncing and spelling words correctly.  The teachers depended primarily upon the 

Accelerated Reader (AR) program to develop reading skills in their students.  The 

participants both remembered using AR throughout their school careers.  The AR books 

that the participants used in elementary school were written in Spanish.  They reported 

that they never read in English for AR and that even in Spanish, the books that they read 

were very low level and they were never encouraged to advance their reading levels. 

 The district practice is contrary to what the literature says.  ELL students should 

be allowed to develop first language literacy before they are taught second 
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language literacy (Krashen, 1983). If language learners already have a grammar and 

literacy system in place it is much easier to transfer knowledge and comprehension to a 

second language.   

 The participants were schooled in a district that professed to use a bilingual 

education model for its elementary students. The teachers in this study did not use 

bilingual strategies. The teachers used Spanish to teach the students and this never gave  

the students the opportunity to learn English at school. Furthermore, literacy instruction  

in the elementary years was mainly confined to worksheets, AR, and short vocabulary 

lists. While the participants did remember doing some oral reading, there was never 

discussion of what they had read.  

 Another issue of concern was the participants’ reports of their elementary 

teachers. One of the most profound experiences that the participants reported was in the 

fourth grade. It was in the fourth grade that both participants recalled the sleeping 

teacher. If the teacher was sleeping, instruction obviously was not given in any language. 

When the teacher was awake, however, the participants reported that the language spoken 

was Spanish.   

 There were occasions when the participants had two teachers in their classrooms. 

The purpose of the two teachers, in theory, was that a dual language model could be used.  

The problem with this was that as one participant explained, Spanish was still the only 

language of instruction in her class.  The other participant reported that when the model 

was used in her fifth grade class, the teachers simply fought all day.  Cummins (2000)  
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explains in his research that dual language is a model that works if applied correctly.  

 These incidents demonstrate that while district personnel may have espoused that 

dual language/bilingual designs were incorporated in the instructional environment, the 

experience of the participants was such that those models were not used.  The 

experiences of the participants were not the same as the curriculum that district officials 

had the community and state believe.  There was a difference. 

 It was not until the participants were promoted to the sixth grade that they 

experienced instruction in English.  From the sixth grade through the twelfth grade, the 

school district used the ESL model for teaching ELLs English.  Both participants felt that 

sixth grade was the first time that they were truly given English instruction.   

 When examining the data, however, it did not appear that much had changed from 

elementary school.  Both participants did state that teaching was done in English, but 

there was still a great deal of dependence by the teacher on AR and vocabulary lists.  Flor 

stated that while she did have to write in the sixth grade, the work was not “challenging.”  

 Both participants asserted that they were required to speak English in the sixth 

grade. Because the participants used so little English in their first five years of school, 

however, I do question to what extent academic English could have been used. If the 

participants and their classmates had not received any English instruction prior to the 

sixth grade, how did they communicate academically with each other or the teacher? 

Furthermore, if instruction was delivered in English, and the students had difficulty 

comprehending English, I wondered how much instruction and learning really took place. 
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From their interviews, which took place throughout their eighth grade year, I knew they 

had difficulty explaining themselves in English. While I believe they did use English in 

sixth grade, they had much to attain during that year, and must have relied heavily on the 

use of Spanish to express their ideas.        

 ESL classes in sixth, seventh, and eighth grade were all relatively the same.  The 

Accelerated Reader program, spelling, vocabulary lists, and grammar exercises were the 

main force of the participants’ academic lives.  Repeatedly, the data showed there was  

little improvement.  State tests were still failed.  English assessments to measure growth 

 in English still exhibited lack of growth.  The participants were still placed in ESL 

classes.  They were not mainstreamed into regular language arts classes.  Nothing 

appeared to change in their academic experiences or their English language learning.  

Their experiences were accounts of failure and neglect.      

 The worst experience that the participants reported in ESL was in their eighth 

grade year.  The teacher spent time either being angry with the students or using the 

computer for personal reasons.  Learning was not occurring, but the teacher expected the 

students to learn English and exit the ESL program. In the interview he granted me, (427) 

the teacher blamed the students for their plight with little regard for his own practices.  

Yet, both participants reported the same experiences with him:  He played on the 

computer, told stories about his life, and yelled at them.     

 In mainstream middle school classes, the participants’ experiences varied.  Flor 

was well liked by most of her teachers and because of this, was treated well and accepted.  

Soledad, on the other hand, was not popular and struggled in some of her classes, 
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particularly her science class.  She hated the teacher and felt her science teacher hated 

her.  She did not understand the teacher’s class because he was a monolingual English 

speaker who relied on lecture and readings from an English only Science text book.  

Soledad simply did not have the English skills to succeed and resorted to an emotional 

stance of resistance that prevented learning from occurring.    

 Overall, the participants’ experiences were not positive.  They were afforded little 

opportunity to learn English or improve their literacy skills.  It is no wonder that even 

after the eight years of school, they were still “lifers” in ESL. 

Perceptions 

 The participants’ predominant perceptions of their lives and of their education 

were that they were not taught English. Teachers used Spanish to teach without 

apparently attempting to teach English. Both perceived that many of their teachers simply 

did not care. The participants thought that teachers wanted to show off and feel 

important. They believed such motivations because of the stories the teachers told, and 

the manner in which the teachers treated them. Flor felt very strongly that this was the 

sole motivation of the eighth grade ESL teacher. 

 Another perception the participants held was that school work didn’t matter. 

Soledad said that often she didn’t do work because it was “boring.” Having worked with 

this age group for several years, I knew that she didn’t mean it was boring in the 

traditional sense. Rather, what she meant was that in some cases she didn’t understand 

the work. In other instances, it meant that she saw no point in doing the work.  As long as 

ESL “lifers” perceive that teachers don’t care and that school work is pointless or  
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incomprehensible, they will continue to fail. Failure will always mean relegation to the 

margins, and to a “lifer” status. As long as these students are “lifers” outside the 

mainstream of their schools and thus, larger English-speaking communities, they will not 

be served and not given the opportunities to advance to the academic, economic, or social 

levels entitled them as citizens. The literature explains that sensitivity can be an issue. 

Castellano (1989) asserted that sensitivity is necessary in literacy instruction for 

Mexican-American students.  Castellano (1989) found that because of patterns of anxiety 

and doubt that characterize early relationships with written language, students who were 

not treated sensitively struggled with literacy throughout their school years.   

  
Question Two 

• What conditions have existed in their school district that continue to  

relegate “lifer” status to these two ESL students? 

The purpose of question two was to examine practices employed by the school 

district that helped to create ESL “lifers.”  Often the practices were very subtle.  For  

example, the district stated that dual language was used to teach students English, yet in 

reality behind closed classroom doors, Spanish was the only language used for 

instruction.  Some practices could be considered by some to be outlandish, such as 

expecting only ten simple English vocabulary words per week to make ELLs proficient 

English speakers.  Other practices were more destructive, such as teachers’ lack of care or 

concern for their students’ learning.  Two overriding practices became apparent to me as  

 

 

183 



I read the data.  Those practices I labeled “resistance to change” and “a shortsighted 

curriculum.” 

 
Resistance to Change 

 Little change was expected by the community or school personnel.  It seemed that 

the pervasive attitude for both groups was “This is the way it has always been and always 

will be.”  No one wants to fight the status quo.  Acceptance of the community’s long 

established social, economic, and academic conditions is the status quo. 

The community was happy because the school provides entertainment in the form 

of football and other athletic events.  Athletics provided something that the adults could 

observe and the youth could participate.  It didn’t matter that the school was at best a site 

of academic mediocrity.  As long as mainstream students were able to graduate at the end 

of 12 years that was all that matters.  If English Language Learners were unsuccessful, it 

is not “my” problem. (428)  

This attitude was especially prevalent among the families that have lived in the 

community for generations. Again, the thought process appeared to be, “It was good 

enough for us, it is good enough for our kids.” (429)  The community seemed to not 

recognize that times and academic demands have changed. Even in light of the 

community’s economy, the town’s people seemed resistant to a need for change. The 

town was no longer an agricultural center. The factory closed. Those facts did not seem 

to matter. There was a belief that somehow, things would be all right, even if they are 

only all right for some and not for all.  
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 This resistance pervaded even the school. School personnel expected no change 

from their students, and wanted no changes in their practices. The principal alluded to the 

fact that “We will always have Limited English Proficient (LEP) students.” (430) I agree 

that such will be the case, but I question what was being done to make the students 

English proficient. The practices of merely trying to teach “tricks” and strategies to pass 

state tests will not make ELLs proficient. Teachers and administrators alike appeared to 

be accepting of the plight of “lifers.” As long as monies continued to pay salaries and 

finance educational programs, the pervasive attitude was that things were fine as they 

were. Everything was all right.  

Teachers such as the eighth grade ESL teacher seemed to prefer blaming the 

students than working toward a solution that would create better learning and teaching 

conditions. As he said in his interview, he believed that “these people” only come here to 

get “handouts like welfare and housing assistance.” He viewed ELL “lifers” as leeches on 

society that did not have the ambition to learn and succeed. The participants, however, 

demonstrated that “lifers” do have dreams and ambitions.  One wanted to go to college 

and become veterinarian, the other a teacher. The girls dreamed of a better life. Neither 

girl said anything about growing up to be a “welfare mother.”  

 The eighth grade ESL teacher was representative of an uncaring faculty. Of all 

people, it seemed to me that ESL teachers would have known the importance of English 

proficiency. The data, however, showed otherwise. Little was done to foster that 

proficiency. The data showed that many of the teachers resisted working toward their 

students’ English proficiency. Many were too embroiled in the politics of their own lives 
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as teachers, or had become too overwhelmed by the complexity of the problem they faced 

as ESL teachers. Often it was easier to blame the students, who “don’t want to learn.” 

Until there is change, ESL “lifers” will continue to exist.  It is not their fault that 

they are in the position of “lifer.”  They are blamed for their circumstances, but it is the  

failure to change that has relegated them to their status. 

 
A Shortsighted Curriculum 

English instruction was blatantly missing from the curriculum. Repeatedly, the 

data showed that English instruction was absent. In theory, supposedly, de facto English 

instruction was present, but that was the problem. It was not academic English 

instruction, which is what the participants needed to exit the ESL program and end their 

lifer sentence. This is the type of instruction that Cummins (1980, 2000) refers to in his 

research as CALP, Cognitive Academic Language Proficiency.  BICS (Cummins, 1980, 

2000) was all that the students were achieving at best.  Truly, the school board and 

community were told at meetings and in media (newsletters, bulletins, and letters home) 

that research-driven models were being implemented, but they were not.  

 It was publicized that ELL students were placed in bilingual self-contained 

classrooms from kindergarten through sixth grade to build proficiency in Spanish and 

English.  This simply did not happen.  Placement in self-contained classrooms occurred, 

but Spanish was the sole language of instruction.  It was publicized that ELL students 

were being taught in dual language classrooms.  Again, the instruction was in reality 

delivered in Spanish only, when there was instruction at all.  Data showed that  
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occasionally, the dual language teachers spent instructional time arguing rather than 

teaching. 

 Data showed, too, that once students reached grade levels that required state 

testing, the curriculum emphasized reading passages that would help students pass the 

state test.  The instruction didn’t help the students gain literacy.  That was not the desired 

outcome. The desired outcome was passing the test.  Sadly, neither participant passed the  

test, and nor was academic literacy acquired. 

When teachers weren’t sleeping, working on their computers, or telling stories; 

they relied too much on instructional packages or software programs like “Accelerated 

Reader.” As a supplement to a reading program, AR is probably a good resource.  

To depend on AR without any teaching and guidance, however, is equivalent to 

expecting children to learn to be literate on their own. It doesn’t happen. It did not happen 

for the participants. It did, though, make it possible for teachers who really did not want 

to teach to do other things. 

The short-sided curriculum did nothing to alleviate the status of ESL “lifers.”  It 

did nothing to help them exit ESL.  It did nothing to help them pass the state tests.  Most 

importantly, it did nothing to help their futures. 

 It would not have been that difficult to change the curriculum.  First, as Castellano 

(1989) explained, teachers should be more sensitive and supportive of students’ literacy 

needs.  The school was doing too much of what Nash (2000) discussed when discussing 

teaching to the test and making sure that attendance rates stay high.  Grant & Wong 

(2003) also suggest ways in which bilingual 
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education can assure literacy in both languages.  Krashen (1993) said it best when he said 

that the best way to teach ELL students literacy is give students more books. 

 
Implications of the Study 

 
Adolescents 

 If the two participants of the study are representative of ESL “lifers” nationwide, 

and I believe that they can be; the implications of this study are relevant for both 

educational policy and educational practices. From what I have reported, not only are the 

futures of these students at peril, but so is our nation.  

How can ELLs be expected to reach their full potential when educated in the 

manner the participants were educated? Both participants experienced situations 

involving educators who appeared not to care or to teach. From first grade through sixth 

grade, their English instruction was practically non-existent. They were taught to decode 

words in Mexico, but once they came to school in the U.S., literacy instruction was 

mainly done through a reading program that should have been used as a supplement to 

their literacy instruction. Writing instruction was also lacking. There appeared to be no 

concern for whether the students could express themselves on paper. Concern was 

focused on what the students would do on the TAAS and TAKS tests, and instruction was 

done through worksheets and overhead projector exercises consisting of reading passages 

with multiple choice questions, rather than actual writing, students writing letters A, B, C, 

or D. Thus, the extent of their writing was letters and worksheet fill in the blank answers. 
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 With goals such as becoming a veterinarian, and being able to obtain a house and 

car, these participants were sorely unprepared for the literacy work required for such  

endeavors. Flor could not even pronounce veterinarian and had no idea what the process 

was to become one. She just knew that she wanted to be one. Soledad wanted to graduate 

from high school so she could buy a car and get a house. She wanted to have children and 

get a job to pay for the car and the house.  

 As the data showed, the participants both had very poorly developed schema or 

background knowledge.  Their schema was underdeveloped partly because even after 

they reached middle school, the participants took only core classes and ESL classes.  

They did not get to take elective classes or participate in activities that might have 

broadened the scope of their lives.  Often, they could not see the possibilities for their 

lives.  Soledad could not see the many career opportunities that she could take.  

ELL students are not well prepared to take advantage of the opportunity that the 

nation has to offer.  When ELL students cannot speak the majority language, English, and  

they cannot read it or write it, knowledge of opportunities will not be of much benefit.  

The participants truly were not prepared for most high schools in the country, much less 

for a successful future after high school.  They might fit in at the local high school 

because they were like most of the district’s students.  They were not prepared 

academically or linguistically, but they were passed on to the ninth grade.   

 To realize their dreams, these students must be exposed to opportunity and they 

must see possibility.  If all that children are shown are facts and drill exercises 
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to pass standardized tests, they cannot know what career choices they have.  They cannot 

see beyond their own little communities be they small West Texas towns or inner city 

neighborhoods. 

 I suggest there is no excuse for a lack of opportunity. There needs to be change 

within the schools. Young people who do not speak English as their first language need 

to be taught literacy skills in both Spanish and English. There are many citizens of El 

Paso County who speak only Spanish. They can survive in El Paso County because of the 

county’s proximity to the border and the fact that the majority of El Paso County’s 

population speaks Spanish. This is not enough for the children. They should be able to 

learn English so that if, like Flor, they want to leave the area, they can. Instead of having 

the freedom of mobility, though, these students are often “trapped” in the area and  

receive only minimum wage. They seem destined to live in the abject poverty their 

parents and grandparents did.  

With the apparent lack of concern over the growing bilingual “lifer” population, 

the question of this nation eventually becoming a nation of abject poverty arises.    

Hispanics are the largest growing demographic group in the United States.  Yet, so many 

remain under educated and remain in poverty. Will they ever be able to improve their 

status as citizens?  This study suggests that if the rest of the nation’s schools are doing the 

same to their ELLs, the answer is no.   

 The U.S. has long been known for being a land of opportunity where the only 

thing that held a person back might be just the limits of their dreams. Whether that is a 

myth or fact is unimportant. The world long looked to the United States as a place to 
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immigrate for job opportunities and excellent educations for their children. The United 

States could live up to this potential. The participants were both born in the United States 

so that they could be American citizens and reap the benefits thereof, including an 

adequate education. One of the implications of this study, however, is that the education 

that they received was not adequate. The participants are grossly under educated for the 

21st century.  

 There are consequences if the nation’s citizens and immigrants are not educated. 

Economically, the country will have a difficult time competing with other countries.  

Militarily, soldiers are to be trained to defend the country but will have a difficult time 

when troops do not understand English and when they cannot read or write orders, maps, 

or instructions.  The American Dream could simply become the ambition to own a car 

and have inadequate housing and nothing more. 

 
Implications for Policy

Policymakers must realize that policy is created to serve people.  In this case, 

educational policy is for students and the future of those students.  In theory, policy is 

made to benefit children so that they may receive the best education possible. The district 

policymakers adopted several policies that might have had students’ best interests in 

mind, but in practice these interests were not addressed. 

 Dual language is undoubtedly one of the best models available for bilingual 

education.  Dual language does not work if it is only a policy.  The participants both 

informed me that in reality, when the model was used in their experiences, the language  
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of instruction was still predominantly Spanish. Policy needed to be written that would 

have included more supervision for teachers to curtail this type of situation. 

 Placement is another issue created by policy makers.  District policy dictated that 

district personnel were not to inform parents of their rights to deny students inclusion in 

ESL/bilingual programs. (431)  This is a violation of federal and state law.  While this 

policy may not have been formally written, it was orally promulgated and in practice, 

may as well have been written.  Even when parents realized that their sons or daughters 

were not receiving beneficial instruction and might better be served in other programs, 

they could not or would not do anything because they did not know what options 

available to them. 

Furthermore, ESL/bilingual placement created a de facto tracking method for the 

district.  By keeping students in ESL/bilingual programs, ESL “lifers” were kept out of 

programs such as gifted and talented/advanced placement and others that could provide 

the enrichment and exposure to opportunity that the children needed and could have.  

Policy stated that ELL students would be in bilingual only classes through fifth grade, 

then ESL classes in middle school and high school.  Sixth graders had to take three 

periods of ESL, seventh graders two, and eighth graders at least one period of ESL.  

Soledad had to take even more ESL classes than the norm.  

 Curriculum, though, is another issue.  Both political and school policy makers 

need to create a framework for curriculum that is productive for ELL students.  For 

policy makers to depend on Accelerated Reader to create literacy/linguistic growth in 

ELL students is a fallacy.  Again, Accelerated Reader in and of itself is not a literacy 
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program, nor should it be considered one.  It is a supplement.  To use it as a sole tool for 

literacy instruction was unproductive.  The participants demonstrated this in their reading 

levels4.0 and 4.5 alone.  They were not developing their literacy skills.  If policymakers 

thought Accelerated Reader alone would help TAAS/TAKS scores they were wrong.  

ELLs’ scores on TAAS/TAKS were one of the main reasons that the district never 

attained a higher TEA rating than “Academically Acceptable.” 

 Students were not taught to write.  Again, policymakers needed to implement 

within the policy a curriculum design that included strong writing instruction.  If nothing  

else, policy makers in their desire for higher TAAS/TAKS scores should have realized  

that in order to get high test scores on the writing portion of the tests, students have to be  

taught to write.  Students were not taught to write. 

Policy should also have been in place for more teacher accountability.  Teachers 

must be held accountable for what they do in the classroom.  Teachers must be given 

relevant curriculum to teach that they and their students find meaningful and challenging.  

Teaching skills that will ensure success on a simple state test are neither meaningful nor 

challenging.  Teachers must be held to using best practices when delivering instruction.  

Buying software and pre-packaged/scripted teaching programs for teachers to use is not a 

best practice.   

 Too often, policy is written that cannot translate into practice.  Policy must be 

realistic.  Teachers and students are human and will act accordingly.  Policy must be 

practical so that policy will truly be followed.  Teachers, students, and parents need to 

have ownership in the making of policy aimed at common goals.  However, once those 

193 



goals are established, teachers must be held to measurable learner centered standards.  If 

the learners aren’t learning, something must be done to assure that learning and teaching 

do take place.  This study found that teachers and administrators were not being held 

accountable.  

 The problem with policy, though, is too many times it is just policy.  It is not 

actually enforced.  In order for policy to be effective it must be enforced.  Not just for the 

few, but for all.  Again, dual language was a policy for the elementary schools within the 

district, but there was no actual practice of dual language.  It was merely a showcase item 

for district officials to tout to the community and school board that the schools practiced. 

 
Communities 

Communities cannot merely listen to what district officials tout about the quality 

of students’ educations.  Communities must get involved with schools.  Communities are, 

of course, individuals and businesses.  Communities need to know how to be involved 

and they must stay involved. 

Businesses need employees for their companies.  If communities do not have 

educated citizens, they will not attract businesses that will improve their economies.  At 

best, all they can expect to attract are businesses that want unskilled laborers to work in 

their factories.  The problem with that is that many such companies are out sourcing jobs 

to developing nations to exploit those economies.  The site community saw that happen 

the summer after the study’s conclusion when the local factory closed its doors. The day 

of the factory in the U.S. is coming to an end.  High tech interests go to where the 

citizenry of a community can work and produce what the high tech interests need. 
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 Furthermore, communities must get away from their sports dominated mentality. 

Football was a very important part of the site community’s culture. The team was not a 

winning one, but the team was still the focus of the community. As long as there was a 

team and mijo got to play, all was well. Football has its place in a school, but what about 

academics? There was not much concern about academics and many of the students and 

parents had illusions of mijo (son) going on to play professional football after a dazzling  

college football career. Small communities need to start thinking about being known for 

their academic prowess as well as their sports prowess. 

 Communities must also consider what a sports culture does to their daughters. 

Other than cheerleaders, where do girls stand in such a culture? When they are not also 

given the same opportunities to participate in sports, they have little opportunity other 

than perhaps being a girlfriend of a boy in sports. In this study, girls strove for the status 

of being on the arm of a football player after the game. Their opportunities for a sports 

scholarship might never be attained or even imagined because the community did not 

extend its sports dreams to include girls.      

 Communities such as this one might better focus on education. They need to make 

sure that their schools are academically challenging and productive, not simply arenas for 

sporting events. The site community appeared oblivious to the academic possibilities of 

its school. It had to have been because of the presence of so many ESL “lifers. 
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School Districts 

 School districts as entities exist in a time of high stakes testing. Funding, 

reputation, and status are all contingent on how well students perform on high stakes 

tests. In Texas, TAKS is the current name of the high stakes test. All populations are 

scrutinized for performance on the test by the Texas Education Agency. If a given 

population does poorly, sanctions can and are placed on the school district. Historically, 

ELLs as a population have done poorly on high stakes test. Obviously the reason for this 

is that they are simply not being taught. If students cannot read or write English it will be 

hard for them to perform on the tests.                                                                                      

 These tests are a problem for many districts whose populations include English 

Language Learners. The tests have created issues for school districts because funding, 

accreditation, and staffing can all be tied into testing. School district personnel focus 

more on test results than they do educating students. The practice of “teaching to the test” 

has become widespread. Data showed consistently that much of instruction was dedicated 

to exercises that would let students practice for the test. Accountability is necessary, but 

high stakes testing is not a true answer. Cultural bias exists in the test which hurts ELLs. 

Language issues also make high stakes tests unfair. After three years in U.S. schools, 

students must take the TAKS test in English. This is too soon for students to be expected 

to understand test content, which hurts student self-esteem and wastes instructional time.   

School districts would benefit from taking special care to educate their ELLs instead of 

relegating them to ineffectual programs.  Research does show that programs such as Dual 

Language do work.  They must be properly implemented, however.  Dual Language must 
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not be something that written district policy has included or that the superintendent tells 

the school board is being used.  It must be practiced and properly implemented 

(Cummins, 1982b).                                                                                                                     

 School personnel need to quit ignoring the problem. They need to stop blaming 

the students and parents.  ELLs are going to be a part of U.S. schools more and more.  

They are not being served and it is the duty of all district personnel to ensure that all 

students are served and educated.  If district scores are to be what leaders want, they must 

admit that the ESL “lifer” exists and do something to end the lifer status of the student. 

 
Schools and Districts 

School cultures must change to address diversity while also establishing high 

expectations for all students. Teaching only in the students’ first language will not 

prepare students for the rigors of a 21st century world. Ignoring their literacy needs is also 

problematic. The purpose of the school is to educate the citizens for their future place in 

society. Schools should not be warehouses to hold children until they graduate or drop 

out. Schools need to quit emphasizing test scores. High stakes tests are a fact of life, and 

schools are accountable for student results. However; if teaching, real teaching, were 

taking place the student scores might be what they need to be. Drill exercises and poor 

vocabulary lessons will not educate or prepare students for the all important test of life.  

Administrators want their schools’ students to make high scores on state tests, but 

they must ensure that instruction is being delivered.  Administrators must be involved to 

rid schools of uncaring, unmotivated, and ineffectual teachers. 
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Schools must become places where curriculum and instruction are implemented to 

prepare all students for success.  Vision statements such as “A place where all students 

will succeed” must become real.  There is no place for empty mottoes. 

 
Teachers 

As this study discovered, education in language and literacy was not taking place 

at the site.  Students took their places at desks and teachers were present, but in too many 

instances, the students weren’t learning.  That is not what schools are supposed to be 

about. 

Teachers would benefit from new attitudes and responsibilities in relation to 

ELLs. Understanding some of the issues in relation to bilingual education via teacher 

preparation programs would help, as would staff development where teachers could 

discuss their own issues and practices on a continuing basis. Resources available to help 

teachers already in the field should also be provided to encourage teachers working along 

the border. 

Teacher preparation programs need to be designed so that teachers are fully 

prepared to instruct ELLs. Quality programs should be in place to instruct, but also to 

encourage teacher candidates to help students move beyond a “lifer” status. Taking 

courses in bilingual education or ESL methods would benefit all teachers, since strategies 

that benefit English Language Learners could also be used with all students. To broaden 

the repertoire of teachers’ knowledge bases would undoubtedly benefit students, schools, 

and the teachers themselves.  
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 Finally, teachers must be encouraged to reflect upon their attitudes toward ELLs. 

Viewing ELL students as uncaring and unmotivated students with parents who are 

unmotivated and uncaring needs to be stopped. Students and parents want more from the 

community schools, they just don’t know how to get it. Teachers need to look at their 

own practices and then, maybe they will discover that it is ineffective practices that cause 

many of the problems that ELL “lifers” have in school. 

Families 

Families want the best for their children.  Families are the core foundation of 

society.  Without education, families find it difficult to move beyond a meager existence.   

Families depend on the school to educate children and prepare their children for the  

future. Parents believe, in many cases, that education is the way for their children to have 

a better future. Parents of English Language Learners are no different.  

ELL families need to be advocates for their children. This study presents 

participants whose families may not know how to advocate for their children’s 

educational needs.  One of the participants complained to her parents that she did not like 

taking ESL because she was not learning and did not like her ESL teacher. Investigation 

and participation by the parents might have changed the situation in the district.  Being 

uninformed as to their rights and responsibilities, however, the parents did not know how 

to change the situation. 

 When possible, parents need to be invited to the schools and see for themselves 

what is happening with their children.  Parents need to be encouraged to advocate for 
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their children and to become equal partners in their child’s education.  It is their 

children’s future at stake. 

 
Researcher 

I knew before beginning the study that the ESL “lifer” existed and that something 

needed to be done to help the “lifer” to get out of that status.  As a classroom teacher, I 

hoped that I would learn what could be done to stop students from being relegated to the 

status of ESL “lifer.”  I have learned that it is more than one teacher can do. 

It will take entire districts and all teachers acting as a true team of all stakeholders 

to end the issue of ELL “lifers.” The issue starts when the “lifer” first comes to school 

and continues throughout their school career when they are either “lucky” enough to 

graduate or they become too despondent by the system and drop out. I say lucky because 

the “system” really isn’t doing much to alleviate the problem. All I can do is resist the 

“system” by continuing to do what I can to help individual students succeed.  

That is not enough, though.  I have to be more vocal and proactive in trying to 

change the “system.”  That sounds well and good, but in the real world people must work 

for a living.  Those who fight “systems” often find themselves out of work.  Those who 

do not fight the “system” when they know there is a problem, however, often do not sleep 

well at night.  

 One person may not change a situation as wide spread as the “lifer” syndrome in 

bilingual education, but many people united together can. I feel that the best thing I can 

do is inform as many people about the problem and rally others behind the cause to stop  
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the creation of ELL “lifers.” It is time for change. These students have no voice. They are 

dependent upon those of us who care. I care.  

 
Suggestions for Further Study 

Teacher Preparation Programs 

More research should be done on how to best train teacher candidates on meeting  

the needs of ELL students, not just teachers who are going to be working in the pre-k and 

elementary grades, but teachers who work with ELL students at the secondary level. Too 

many times, teachers only know about the needs and strategies that work with younger 

students. Certainly linguistic instruction strategies work at all ages, but needs and abilities 

change as students mature. Backgrounds are different, too. ELL students who have been 

educated in their home country before coming to the U.S. are often literate. They are 

ready to be taught other subject matter, but too many times a one size fits all approach is 

used. 

More research needs to be done on how to best train reading specialists to deal 

with ELLs.  Too many times, programs concentrate issues to help monolingual English 

clients.  Reading specialist programs do not presently deal with ELL issues. 

 
Families 

The study did not examine the feelings and observations of the “lifer” families.  

Much could be added to the literature if more work were done with “lifer” families.  

What are their feelings and conceptions? 

 

201 



In-service Teachers 

 More study could be done with ESL and mainstream teachers to discover more 

about their feelings and treatment of ESL “lifers.”  Why do they do the things that they 

do in and out of the classroom?  Why are they willing to let students continue to be 

relegated to “lifer” status? 

 
Successful Programs 

There are border schools that do have successful programs for their ELLs.  More 

research needs to be done at these sites.  The information garnered from the research 

needs to be published so that more schools can put the information into practice. 

 
Longitudinal Effects of “Lifer” Status 

More studies need to be done on ESL “lifers.”  Due to time constraints, the study 

only lasted a few months. Little will be known about the future lives of these two 

participants.    

Faculty and Administration Input 

 A follow up study should be done at the site to give faculty and administration at 

the site and in the district opportunity to respond to student success/failure in the English 

acquisition programs.  The study would examine the self-assessments that these 

personnel give themselves in respect to ELL students failure/success in the district and at 

the site. 
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Importance of the Study 

Not enough research has been done to address ELL “lifers” and their plight.  

Practitioners who work with this population realize that there is little offered to help 

educate these students and meet their needs.  Rubenstein-Avila (2003) emphasizes that 

there has been too little research done on ELL students.  There are others who will 

benefit from the study.  Those who will benefit include school district officials, 

administrators, pre-service teacher trainers, bilingual preparation program trainers, 

bilingual program consultants, and even parents need to be informed of material from this 

study. 

 Most importantly, the study is important to ELL “lifers” themselves.  Little has 

been done to tell their story.  They have had little opportunity to speak out and let the 

world know what is happening to them and why they exist.  It is a disheartening story 

because they represent a minority within a minority.  They are Hispanics, but they are a  

smaller sub-set of the Hispanic population and are often discriminated against and  

disliked by Hispanics that are not ELLs.  They want to realize their full potential and  

they believe that they are achieving their full potential and getting all of the education 

that they can.  Her parents too believe this.  They believe that because Flor is in ESL 

classes, she is getting “more.”  The truth is she is actually getting less than the so called 

mainstream population.  Will she ever realize her ambition of becoming a veterinarian?  I 

hope.  I also hope the implications of the study will motivate others to help eradicate 

schools that relegate ELLs to “lifer” status. 
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Conclusion 

 The study discovered two English Language Learners who were intelligent girls 

with much to offer society. Yet, I also discovered that those offerings may never be 

realized because of their lack of learning the literacy and English skills needed to prepare 

for their hoped for futures in society or college.  

At the time of the study, not much was being done at the school to change the way 

ELLs were educated.  It appeared that little would ever be done.  This should not be  

acceptable to American society.  However, lack of action speaks volumes. 

Flor and Soledad are but two ESL “lifers.” They represent many “lifers” across 

the country. “Lifers” are no longer found just in the states that border Mexico or the cities 

that are major ports of entry for immigrants from foreign countries. They exist all over a 

country and in large and small districts that may not be prepared to educate them for the 

future.  

Flor and Soledad’s experiences and perceptions tell a story of neglected students 

who have not been taught English, or the literacy skills so necessary in our society.  Flor 

dreams of living in San Diego and being a veterinarian.  With the rigors of higher 

education, can she truly realize that dream?  Soledad has focused on a car and a place to 

live.  Both goals should be attainable, I just wonder if the education they are receiving 

will help them accomplish those goals. 

 Yet while I can see a comparison to the “lifers that Mueller (2001) discusses in 

her work, there is hope.  The “lifers” that Mueller (2001) studied eventually had success.  

There is a chance that Flor and Soledad may yet become fluent in English.   
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There is never a final ending to anyone’s life until the last breath.  There is still that 

chance that Flor will become a veterinarian and Soledad will build a dream house and 

buy a shiny new car someday. 
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APPENDIX A 

PARENTAL CONSENT FORM 

 

January 2005 

 

Dear Parent, 

I am Mr. Paul Province from the middle school.  I am also doing a research project at 

Texas Tech University in Lubbock, Texas.  The project is called “ESL Lifers at the 

Middle School Level:  Two Case Studies.”  With your permission, I would like to use 

some of the work that your child has done at the school.  I also would like your 

permission to interview your child about educational experiences from the past and 

present.  In the final report that I do, your child will be identified by the name you write 

here ___________________. This name may be your child’s first name or a cover name 

so that your child cannot be identified by anyone outside of this project.  

I understand that there is no danger to my child for participating in this study, the 

research will benefit my child and others in improving educating ESL students, and that 

there will be no harm or benefit to my child’s grade.  Further, either my child or I may 

discontinue participation in the research at any time.  

If it is all right to anonymously use your child’s work for this study, please sign here: 

_______________________ 

I appreciate your help in this project.  I believe that there is much that can be learned 

through this research project.  If you have any questions, you may reach me at the middle  
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school at 764-2380.  If you would like to talk to the university representative about this 

research, you can call the Office of Research Services at (806)742-3884. 

Thank you, 
Mr. Paul Province 

Consent Form 

 

I hereby give my consent for my child ____________________________, to participate 

in the project entitled: “ESL Lifers at the Middle School Level:  Two Case Studies.”  I 

understand that the person responsible for this project is Mr. Paul Province.  My phone 

number is 764-2380. 

 

I also understand that my consent for my child’s participation in this study includes: 

 

1. Inclusion of my child’s class work and participation in class in the reading lab at 

the school. 

2. Using this material for publication about ESL students in a middle school. 
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APPENDIX B 
 

Proposal for Activity Using Human Subjects 
 
 

I. Title:  ESL Lifers at the Middle School Level:  Two Case Studies 
 

II. Rationale:   
Administrators and teachers are focusing on achievement test results rather 

than developing literacy skills (Lucindo & McEachern, 2000).  To be specific, 

Lucindo and McEachern (2000) find that in Texas, emphasis is on transition 

to speaking English, not on developing literacy skills.  Jimenez (2002) states 

that teacher and administrator preparation programs rarely recognize the 

necessity of developing students’ diversities and both culturally and 

linguistically.  Rather, the programs often attempt to view the diverse as 

problematic and marginal issues that must be tolerated.  The marginalization 

of these students dooms them to an uncertain future and is already observed in 

classrooms across the nation. As Wong Fillmore (1989) asserts, “Bilingual 

education done well gives excellent results; bilingual education done badly 

gives poor results.”  There are two purposes of the proposed study.  The first 

purpose is to examine the educational practices of a public school system in 

its attempt to educate ELLs (English Language Learners).  The second 

purpose is to examine the effects of the district’s practices on the students 

relegated to the status of “ESL Lifers”.   

Questions guiding the study include: 
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1. What are the experiences and present perceptions of two middle school 

students relegated to the status of ESL lifer? 

2. What conditions have existed in the school district that continue to 

relegate lifer status to these two ESL students?  

It is expected that between the years 2000 and 2020, there will be 61% more 

Latino children aged 14-17 and 47% more aged 5-14 (Sosa, 2000).  These 

numbers demonstrate that there is a present need for schools to serve these 

students and the students of the next 20 years and beyond.  Jimenez (2002) 

states that when educators are successful in promoting biliteracy, students 

cultural and linguistic backgrounds are viewed as sources of strength, not 

deficits to be overcome.  This study will examine practices and beliefs that 

have been used and held in ESL education.  Through this study it is hoped that 

lessons may be learned whereby students will no longer be relegated to the 

terminal status of lifer. 

III. Subjects: 
A. Type:  Participants will be two middle level students in the eighth grade.  

The participants in this study are a pair of students from one middle school 

located in a small far West Texas town.  The students are of Latino 

descent.   

B. Sources:  The participants are students in a school located in Region 19.  

C. Recruitment:  Students will be recruited by face to face solicitation.  

Parents and students will be given a consent form.  Parents and students 

will both decide if the students will participate in the study.   
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IV. Protocol: 
A. Procedures:  Data for this research will include classroom artifacts, 

researcher field notes, and interviews with the participants.  This study 

will last approximately five months. 

Data Analysis:  Using constant comparative analysis procedures (Bogdan 

& Biklen, 1982), data will be coded and compared in relation to 

participants past experiences and memories as well as classroom 

experiences and further interview details.  Data analysis includes coding 

the data and tagging salient passages within the data.  Codes will be 

compared to construct general categories.  These categories will be reread 

and re-coded to identify sub-categories.  When additional data is collected 

and analyzed, codes and categories will be revised to reflect current 

findings. 

Trustworthiness:  Because of the descriptive case study design, thick 

description will be used to address issues of credibility along with an 

attempt to address the biases inherent in the study, the participants, the 

researcher, and subsequent analysis of the data.  Confirmability and 

dependability will be established by doing member checks on transcript 

data with the participants and by using detailed field notes.  Transferability 

will be ensured by documenting the process of the study so other 

researchers may replicate the study in other schools and geographic 

locales.  Confidentiality will be maintained through the use of 

pseudonyms for all participants as well as the school.  Data will be secured 
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 in a locked cabinet in the researcher’s home office and all transcriptions 

will be completed by the researcher. 

B. Risk assessment:  Because the study will be performed during regular 

school hours and are also part of regular school instruction, I foresee no 

risks to the participants.  The study will be completed within a classroom 

at the school. 

V. Consent Form: 
See attached. 
 

VI. Handling Unexpected Injuries:  This research project will be implemented 

within the regular classroom.  I foresee no danger to the participants, and the 

probability of unexpected injuries would be minimal. 
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APPENDIX C 
 

SUPERINTENDENT LETTER OF APPROVAL 
 
 
Jan.26, 2005 
 
Dear Mr. Province, 
 
This letter is to inform you that your request for the doctoral project  
at (site district) is approved. It is my understanding that several  
students from (site district) will be participating in this study. 
 
If we can be of any additional help, please let us know. 
 
Sincerely, 
 
Superintendent 
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APPENDIX D 

INTERVIEW WITH EIGHTH GRADE ESL TEACHER 

4-11-05 

I:   J., I’m doing research on ESL lifers and I want to get your opinion on a few basic 

 things.  What do you think might be the cause of the ESL lifer? 

J:   Among other things, I would say that it was parental involvement.  The fact that 

 parents either don’t know what’s offered, where the kids are and some form a 

 kind of apathy towards the whole thing where they just hope and think that the 

 school will educate them regardless.  And they don’t pay attention in the 

 development. 

I:   What do you think has caused the parent apathy? 

J:   Background.  I guess, the fact that the lower socio-income population tends to be 

 complacent just laid back a little too much I suppose.  The ambition is very low.  

 The level of desire.  The desire to succeed, to excel.  To become better and higher 

 citizens tends to be a little bit to be desired.  I don’t know if this fits in there but 

 I’ll share this with you:  I gave my students a prompt for the protocols that we had 

 to do.  They had to write a little writing sample and the stories the prompt and I 

 kind of modified it a little and basically it said was  “Do you think the U.S. was 

 right in taking over the land from Mexico” and what I added was “would Mexico 

 be any different if it had more land?”  And a couple--of three kids in particular, 

 and they said they were glad the U.S. took over because otherwise they would still 

 be living in Mexico and then there they would not have any food stamps or any   
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 Medicare/Medicaid and so they feel better off that way because that they live here 

  because they get all these extras that they wouldn’t in Mexico.  So instead of 

 having the mentality of being self-sufficient and driven they tend to cling a little 

 too much on whatever is given to them and I think that goes from generation to 

 generation. 

I:   What about the school itself?  Do you see anything in the school system itself that 

 would be causal for the ESL lifer? 

J:   I think there should be some kind of study to see why the kid has not stepped out,  

 has not busted out of his shell in 8 years of schooling. Seven/eight years of 

 schooling.   I think that I really don’t know but there should be a little more 

 aggressive attitude towards getting them out.  Doing some extra studies on them, 

 maybe it’s not the language itself.  Maybe it’s something else, but I think more 

 needs to be explored.  At least not let it ride.   

I:   Because you are an ESL teacher, do you in talking with some of your colleagues 

 in higher or lower grades or at workshops and what not do you ever discuss 

 practices or things that they do that might, in your opinion, be helping to add to 

 the ESL lifer situation? 

J:  One of the things that I’ve noticed is that the kids when they come to the middle 

 school, they’ve already gone through 5, maybe 6 years of school and they still 

 don’t have the basics.  They still, uh, have fundamental grammatical errors and 

 they’re not able to read or write they might be able to understand English, but 

 they speak it seldom and they uh, they don’t uh, they themselves don’t try very   
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 hard.  I just think, then again, I don’t know as far as administration what can be 

 done, but uh, we do know that some of these kids might need to be tested in other 

 ways than English per se.  

I:   You mean tested in Spanish or...? 

J:   No, I think it’s their ability.  Maybe they’re deficient somewhere. 

I:   Are you looking at LD or special ed.? 

J:   Something of that sort. 

I:  Okay, do you ever hear your students or colleagues talk about some of the 

 practices because I think it’s very interesting that by the time they get to us in the 

 middle school you’re saying that they are not very proficient in English.  They 

 may be able to speak it.  Is it the playground English?   

J:   Yes. 

I:   But academically, they can’t read or write. 

J:   They have a hard time forming a complete sentence let alone a paragraph and uh.  

 In addition they’re mixed in with kids that have only been here a year or so.  That 

 have had some sort of formal Spanish and those kids tend to do more and the 

 lifers will continue in high school in high school I suppose to be lifers.  But 

 they’re identified.  We know that they’ve been here for a long time and I don’t 

 want to be negative but the thing is I’m given 32 students a period and I... They 

 are 7th and 8th graders levels 1-4 and it’s hard to accommodate to each of their 

 needs and no matter what the outcry is there hasn’t been any change.  And then   
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 this school year is gone again and so these kids are going to the high school I   

 guess and continue reading like this  

I:   I am trying to get the perspective of the ESL teacher.  What do you do in your  

 class?  I’m very interested in your 8th grade class.  I’ve already mentioned 

 Soledad and Flor.  What are they doing in your classes? 

J:   We try to get all 4 really 5, aspects of ESL which is reading and writing, speaking 

 and listening and of course culture.  But, even those two girls are at different 

 levels.  What happens is that if you try to challenge the ones that are a little more 

 advanced you lose the others, you lose the rest so what you have to do is ideally 

 would be to have 4 different lesson plans for 4 different levels... 

I:   Okay... 

J:   And carry ‘em all through in the same classroom.  So you have to hit parts and hit 

 and miss.  You try to mix ‘em up the ones that know more with the ones that 

 know less and there is peer tutoring and teaching and uh I try to give them the 

 basics, so to speak, even though it will bore the ones that are more advanced then 

 I pick it up in activities again so that all get to participate at the same level, but 

 some will produce more than others given that they are more advanced. 

I:   What are some of the activities you’ve used in class? 

J:   We use, uh, for instance in reading.  Even the reading books that we have are too 

 hard for some of my lower kids and I guess they’re all right for the others. But, 

 uh, we do team read we read silently.  And we go through a series of 
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 questionnaires and guided reading and uh we do little skits and plays.  The kids 

 take a part in the story by breaking it down and they, uh, they uh take part.  They 

 become a character.  And they can change the story. We do, uh, for those 

 activities, we also have a lot of little short stories.  In the text that we use, we use 

 High Point.  It’s pretty thorough.  It has a lot of stories.  A lot of basic grammar, 

 CDs they read along and so forth.  I get down to giving ‘em a lot of conjugation 

 of verbs.  I actually conjugate the verb to be for instance in all tenses and have 

 them drill and we practice.  We do that, I suppose, once a week or so.  Maybe not 

 even that often.  We use 10 minutes here and 20 minutes there and so forth.  We 

 might do an hour a week, but, uh, I try to make sure that they know the basic 

 foundation.  They’re able to conjugate verbs properly.  

I:   You mentioned High Point what novels have you used?  Have you used any 

 novels? 

J:   We read, uh, Dear Mr. Henshaw. 

I:   Okay. 

J:   Freak the Mighty.  A couple of other books that we read along.  Slips my mind. 

I:   Sure.  You also mentioned the writing component.  What kind of writing have 

 they been doing?   

J:   We, actually, again, make it grow.  I started out from breaking sentences apart so 

 that they’re able to know the basic ingredients, the basic components and then we 

 try to formulate sentences and then we compound them and then, uh, we try to 

 make short paragraphs and we’ve gone all the way to the essay.  Some of them 
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 actually do...are more articulate to put their thoughts together a little better 

 because their English is a little bit better, but uh, we try to go through from the 

 beginning to actually write an essay. That’s what’s expected. 

I:   Who’s the more motivated, Flor or Soledad? 

J:   Daisy by all means. 

I:   What do you think causes the difference? 

J:   Uh, Flor is a little more driven.  Soledad is, I know she has a broken home, that’s 

 what I know.  Also, Soledad is intimidated easily.  She’s not practicing and does 

 not answer to me and uh I’ve got her in advisory and she does not mingle with the 

 English speakers. 

I:  Really? 

J:   No, she separates herself and she would rather go to the bathroom she’s a little 

 intimidated.  Whereas Flor, she can she’s not as inhibited she will speak some 

 English and mingle with the rest. 

I:   Why do you think that...what can we do in the future to prevent the lifer? 

J:   I could say something.  I’d like to separate them.  Separate them and actually 

 have...I don’t know if you can have a full class of ‘em, but why not?  And, uh, uh, 

 because it’s very different levels with the other kids, that are newcomers.  

 Because of everything.  The newcomers many times are much more educated.  

 Sometimes they’re less schooled and don’t have it.  If you could go ahead and 

 separate them and really address their needs down to the basics and actually teach 

 them as grade schoolers instead of high school or college students actually get 
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  down and conjugate verbs and formulate sentences and do some spelling and the 

 works, and then try to move them as fast as possible.  Put some kind of limit on it. 

I:   We were talking about the newcomers a lot of them you said had some kind of 

 schooling in Mexico.  Does that make some kind of difference as far as when they 

 come here to you? 

J:   Yeah. 

I:   How so? 

J:  Their foundation is much more solid.  They’re already they already have a 

 language and they just convert basically.  They’re able to make the transition 

 because they already have grammar already have a solid foundation and when 

 they don’t then they don’t have Spanish.  I’ve got a student.  He’s a lifer and yet 

 he pretty much answers in Spanish. He can’t write in English. His Spanish is 

 atrocious, it’s bad.  He doesn’t know Spanish period.  

I:   He has an oral Spanish? 

J:   No written.  What it boils down to really is expectations.  I’ve got a little girl 

 myself.  She’s in high school now.  She...ever since she was in middle school she 

 had so much homework.  Trying so hard to get it.  I never needed to get on her 

 case or anything.  I called teachers and kept contact, but uh, uh, she’s not the only 

 one either.  The kids around her school are all seldom is anybody behind or would 

 not work that they were uh, try to be so cool like the thinking that we see in 

 students here. 

I:   Right... 
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J:   They brag about how low.  If somebody says I got a 50 in math, somebody else 

 says “Oh, I got a 20.”  He is actually I don’t know, he’s cool.  I suppose the 

 expectations are.  I think that every school is a little society.  Uh and that society 

 will form according to your expectations and I really think that uh that the 

 expectations are pretty low sometimes. 

I:   But you’ve taught up in the city schools too, haven’t you? 

J:   Yeah. 

I:   Have you seen that?  What you were just talking about?  The contrast? 

J:   Yeah.  I was at...well, let me mention this to you.  Uh, at Coronado (an affluent 

 school in El Paso), I taught summer school at Coronado High School and uh, my 

 little girl goes to Franklin (another affluent high school in El Paso) now and so I 

 go to the functions there and volley ball games and there’s just this air among the 

 kids that is just a little...they just feel a little more secure, let me put it that way.  

 Not better or superior, but really secure.   

I:   Confident? 

J:   Very confident.  They have high levels of self confidence.  And, uh, then again 

 these kids do have Internet, and they do have cable television and they do have 

 many of the things and the parents are professional... 

I:   And as affluent as parents in El Paso can be...does that have anything to do with 

 it? 

J:   It does.  Very much so.  And I don’t know, the likelihood of somebody out of the 

 ghetto making it is much smaller than it is for a doctor’s child.  I don’t know how 
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  to break the mold as such, but uh, the odds are that you will succeed if you come 

 from an affluent family.   

J:   But do you believe like I do that if these kids really asserted themselves that they 

 could make it, that the opportunity is still there?   

I:   It’s all there.  It’s really all there, uh, you know I don’t know.  I don’t want to get 

 too deep into things, but when I was in college, I was president of a Latin 

 American Student Association.  Students from Latin America, very wealthy guys.  

 Parents were part of the government and so forth and I was the president of that 

 association.   We used to meet with some professors and try to get them to come 

 to our little house and we would shoot the breeze and discuss politics.  One of the 

 things that I remember, one student from Guadalajara, Mexico was saying that the 

 reason why we in Latin America are so messed up is because of the “darned 

 Indians.”  Just like that, quote unquote.  And the reason why we don’t succeed is 

 because Indians are inherently lazy.  The rest of the students, all of us who are 

 Indians wanted to launch (sic) him, you know, forget you.  He wanted you know, 

 he looked around and said “Thank God that I don’t have a drop of blood of Indian 

 blood in me.” And even the more Anglo looking the more European students said 

 you’re crazy, we all did.  You travel from the U.S. into Canada and you see an 

 even cleaner country, the streets are beautiful, well kept and it’s just very clean. 

 Maintained with pride. You drive through the U.S. to Mexico and right away you 

 see, uh, a huge contrast.  Anyway, you wonder what it is. Why?  And so, I’ve 

 known people who take a television across the border and instead of paying the 
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 fare, the tax, they pay a bribe.  And the bribe might be $5 or $10, whatever.  But 

 the tax was 50.  And somehow the guy will come and pay the tax, pay the $50.  

 When they get home with their neighbors.  The one who paid less the one will call 

 the other stupid.  “You’re so dumb.  I wouldn’t pay the 50.  I’m a bigger man.”  In 

 fact these guys tell me, I just give ‘em 10.  “You see, I’m smarter than you are.” If 

 you are able to break the law and get away with it then you’re smart and the 

 honest person is stupid.  So the values are really mixed.  The people that obey the 

 law that are uh, good citizens are the dumb ones.  That’s how the culture is.  The 

 kids grow up with that.  They see where the parents put a little uh copper or a 

 penny on the meter so the electric (meter) runs slower. And if someone pays what 

 they are supposed to they are stupid. We’re smarter than you.  So being smart is 

 confused with being honest.  If you can beat the system then you are smart.  

 You’re superior, you’re better.  If you’re able to cheat and get 100 then you are 

 much better than somebody who made a 70 by studying.  And knew and learned.   

I:   What are your class loads running right now? 

J:   32-28 a class period.  7th and 8th graders at different levels.  This happened 

 because of the creation of the Newcomer Program. 

I:   That was at the middle of the semester? 

J:   Yeah.  The problem is, I’m doing the best I can, but I’m not sure it’s working. 

I:   You don’t have Flor and Soledad at the same period? 

J:   No.  Flor at 7th period. 

I:   I’ve seen that.  There’s only like 7 kids in there, right? 
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J:   Yeah.  Six. 

I:   She’s at an advanced level, right? 

J:   She’s doing good. 

I:   Is she close to being exited? 

J:   She’s borderline.  I think if you give her a year or more.  To tell you the truth I 

 think she’s as good or better as those kids already mainstreamed. 

I:   What’s holding her back? 

J:   See, we’re not supposed to tell parents that we have this thing called parent denial 

 where they can actually request that the kid be mainstreamed.   Plus they say it’s 

 illegal to tell them.   

I:   I understand. 

J:   If I were her mom and dad, that would be the first thing that I would do. I would 

 have her mainstreamed. 

I:   Why do you think they don’t want us to tell the parents? 

J:   I don’t know. 

I:   What level is Soledad? 

J:   2, she’s not very driven.  She doesn’t try very hard. 

I:   How many kids in her class? 

J:   I have her for 2 periods.  26 and 22. (Students in class.) 

I:   Multilevel classes? 

J:   Yeah. 

I:   Can you think of anything you’d like to share? 
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J:   One thing that I’ve always said even when I came here I was 17 myself.  I wasn’t 

 even ESL and I was mainstreamed right away when I came to Lubbock, Texas.  

 We are so we favor so much individuality here in the U.S. we’re trying to 

 accommodate to everybody’s learning abilities and so forth, and I’m just one 

 thing that I think that I think that we should mandate that kids learn certain things 

 at certain times.  And if they’re not able to do it, then summer school and tutoring 

 and whatever else it takes.  I think we’re moving in the right direction.  I think, 

 though, that uh there should be some.  I come from Mexico where if you were 

 there was no such thing as this special ed. or everybody was in the same classes 

 and we all passed them and if you didn’t pass them eventually you were dropped 

 and you became a laborer or whatever.  In necessity, though, today, many kids 

 will have to at least finish prepa (high school) because that is the minimum school 

 that is necessary for to get a job in a maquila just as a laborer.   So necessity has 

 made these people want to learn more.  Educate themselves more. 

I:  How high a grade level is prepa? 

J:   I think because of the fact that it’s more rigorous see the curriculum will be pretty 

 standard.  Everybody must have taken the physics, the chemistry, the calculus 

 before they finish.  But, again here there’s so many electives and if you want to  

 take just a little bit of math, or shelter or whatever, they put you there.  So if a kid 

 is lazy doesn’t do that well, well we’ll put him in the less productive class and 

 that way he can do it in Spanish or whatever.  I understand trying to meet people’s 

 needs but the basics they pass at a certain time or whatever.  And I don’t know 
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 what the figures are who should have more initiative or making the curriculum 

 itself work.  I think the administration the whole district instead of having zero 

 tolerance as far as discipline is concerned. 

I:   Don’t you think that No Child Left Behind is trying to do that? 

J:   That’s exactly what I was trying to say.  Yes it is, making it more accountable and 

 I don’t see that much of it, I honestly don’t and... 

I:   Can you say why not? 

J:   Because if a kid fails, it’s the teacher’s responsibility.  It’s the administration’s 

 fault, but it’s not the parents’ fault that the kid failed.  And the kid, the parents has 

 to be much more involved. 

I:   What was the meeting over at central about? 

J:   Well the fact that we scored a 2.  The middle school scored a 2 on the TAKS 

 writing and TEA wants us to respond.  The reasons why, why we’re there and 

 what we’re doing about it.  If you got a 1 a lot of them failed and TEA will be 

 here.  A 2 not totally failed.  A 3 is acceptable and a 4 is real good. 

I:   So we’re almost at the bottom. 

J:   You know what I heard? 

I:   What? 

J:   We’re better than most districts around here.  Most schools around here got a 1.  

 (High school principal) heard that and was surprised we had to respond.  I guess 

 it’s the standards and they have to follow through.  Bureaucracy.  
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APPENDIX E 
 

INTERVIEW WITH ESL AID 
 

4-14-05 
 

I:   You were an ESL student yourself, R.? 

R:   Yes. 

I:   And you come from (a small neighboring Mexican village) is that right? 

R:   Yes. 

I:   Did you graduate from here at (study site) or... 

R:   No I didn’t.  I went to California for 6th, 7th and 8th and then I got married very 

 young and then I went to (home village) again and then after 8 years I went back 

 to college and I got my GED and my associates and I’m trying to go back. 

I:   Where did you get your Associates at? 

R:  El Paso Community College. 

I:   Where do you think you learned the bulk of your English?  Did you get most of it 

 in public school? 

R:   Yes.  All of it. 

I:   So at that time, you feel like the ESL program was pretty good? 

R:   Well, it WAS, it is.  I think it still is. 

I:   What do you think was positive about it that really helped you a lot? 

R:   That we didn’t have Spanish speaking teachers in the classroom.  It was ESL, but 

 we had Anglo teachers all the time.  

I:   And they were using real ESL strategies? 
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R:  Yes.  We would do a lot of reading, writing sentences, it was a lot of repetition,  

 that I remember.  And then we were introduced into paragraphs.  We would see 

 uh, we were encouraged to talk English, speak English, and uh that’s what we did. 

I:   You talk about this right at the very beginning, where do you think you did the 

 best with ESL in public schools?  Here in (site district) or in California? 

R:   A little bit of both, because that’s where I learned it but I would not speak it.  But 

 then when I went back to college, when I started college actually that’s when I 

 had to really speak English, and then from then on that’s when I started speaking 

 it.  

I:   On the border, you got to speak quite a bit of English all the time? 

R:   Yeah, almost all the time. 

I:   Because that’s what your peers and so forth and so on, but in California, R. , more 

 saturation of English? 

R:   Yes.  Mostly everybody spoke English.  Even our Hispanic friends.  We would 

 speak English among us.   

I:   I’m trying to get background on you.  My project is on lifers.  I’m seeing a lot of t

 hem here at our school as high as the 8th grade.  In your opinion as an ESL aid, 

 why do you think we’re seeing so many ESL lifers at our school? 

R:   I think that because we don’t encourage that much of the speaking of the 

 language.  We don’t you know, a student comes and asks some of us a question in 

 Spanish, we answer it in Spanish.  That’s where we need to set down.  Or at least, 
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  not to speak Spanish, because they need to understand us, but to encourage a little 

 bit more the speaking of the language. 

I:   What about do you see problems within the program itself besides those practices 

 that you just brought up do you see some of the strategies or anything else that 

 might be making it weaker? 

R:   I don’t think it’s that much encouraged.  I’m sorry to repeat myself so many 

 times but we need to have them, not make them, but have them speak more 

 English.  You know create an atmosphere of English speaking because as I’ve 

 said before, we’re always speaking Spanish to them.  And I mean some of us got 

 it, but not everybody’s going to get it if we don’t start practicing.  That’s what I 

 think we need to do.  We need to practice more and you know these new...Maybe 

 I don’t know but, I really think that writing sentences, repetition did help me a lot.  

 I think that would help.  And read. 

I:   How so?  How would that help? 

R:   I remember when I started learning English there were so many words that I 

 would read but I didn’t know what they meant.  So as long as I was reading I was 

 picking up new words. 

I:   But how would you deal with those words if you didn’t know?  How would you 

 learn those words? 

R:   I would speak ‘em...or I mean I would look for them in the dictionary or I would 

 ask someone else to tell me. 
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I:   So do you also see that as a problem, working as an aid, are we teachers not 

 encouraging that much reading and writing. 

R:   I think we need to practice a little bit more the writing and you know the practical 

 things. 

I:   Do you see the people in the ESL program are held back, if so how? 

R:   Held back? 

I:   Held back from progression and success in acquiring a new language. 

R:  I don’t see that, but if they are, they are doing it to themselves because I don’t see 

 the school holding them back.  I see a lack of mot...initiative. 

I:   On the part of the student? 

R:   On the part of the teacher? 

I:   Ah, but how so? 

R:   If the teachers would work a little bit more on the one on one.  I know it’s hard, 

 it’s difficult, but you know, just let them be free.  For example, when they need to 

 write an essay, you know let ‘em forget about the grammar.  I’m not saying 

 forgetting totally about it, but let them...like the rough draft?  It should be like a 

 flowing thing.  Talking with something you wish it happened. So let them dream 

 let them just write their ideas and then afterwards proofread it and correct it.  Let 

 them feel they’re doing something they like.  Let them feel like a professional 

 writer.   

I:   So you see that they’re putting too much emphasis on the mechanics? 

R:   Yes. Which I know has its place. You can’t just speak without making sense.   
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I:   But at the same time you’re stifling their creativity. 

R:   Mmmm, hmmmm. 

I:   So that’s one way we’re holding back the kids? 

R:   I would think.  

I:   Is ESL working as a whole? 

R:   It is working I’ve seen it because I’ve been testing the kids, the Newcomers and 

 they have improved of course they’re not jumping from a one to a five, or to a 

 three but you jumping from a one to a two a lot of improvement because that 

 means that they’ve learned new words, use them in sentences.  We have a case of 

 a girl who got here in November I think.  I’m not pretty sure.  She doesn’t, hasn’t 

 completed the whole year, been here since the beginning, but right now she is 

 speaking English.  They’re communicating to each other. These other ESL girls,  

 newcomers also. They’ll say, “Okay, hey let’s go.”  “Don’t do that.”  They’re 

 saying little phrases and they’re making themselves understandable, you know 

 what I mean? 

I:   They’re communicating. 

R:   Yes, they can talk to anybody, you know. To Anglo teachers, to Anglo kids.  They 

 can talk to them. 

I:   And they feel comfortable? 

R:  Yes, yes.  And they don’t feel like embarrassed to speak it.  They don’t feel 

 embarrassed of their accent and that’s one thing I really appreciate, I really like. 
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I:   Now that’s their oral proficiency?  Do you test their literacy as well?  Their 

 reading and writing skills on this test or not? 

R:  You know what, no. 

I:   This is just their language, their oral language? 

R:   Yes, the oral. 

I:   So you wouldn’t know their literacy. 

R:   Remember, this is just my first year so... 

I:   What test are you all giving? 

R:   The LAS ORAL. 

I:   The LAS ORAL. You made an interesting comment about the cum folders at the 

 Inclusion Workshop we attended together.  You said that you noticed something 

 about kids who had been through... 

R:   Dual language. 

I:   Yes, could you tell me about that? 

R:   There’s some kids at the primary but they’re having this program where they go 

 half of the period...half of the time in the classroom is Spanish and half of the 

 time is all English.  So I noticed now that I’ve been going through the cums 

 cleaning them I notice that those kids that have been in the dual program they are 

 like succeeding faster, you know what I mean?  They’re doing good in school at 

 an earlier age.  Those are the ones that are passing the TAKS in 3rd grade, in 4th 

 grade you know earlier than getting before they get here in middle.  
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I:   And are those kids that are passing the TAKS earlier, are they taking the TAKS in 

 Spanish or are they taking it in English? 

R:   No, no, no.  In English. 

I:   In English.   

R:   They are taking it in English and they are doing good. 

I:   We have some of those kiddos here in our school who went through the dual 

 language program? 

R:   Yes.  Many of them 

I:   As far as what grade?  As far as 8th? 

R:   Yes, yes. 

I:   Really?  But what was the other choice that they had?  Would we call it the 

 traditional? 

R:   Well they had the Spanish too, for those that are exempt. 

I:   But do you see what I’m saying?  Some of the kids were successful, but at the 

 same time that the dual language were there other kids going the traditional route?  

 Am I making sense now? 

R:   Yes, yes, yes, uh, there’s the ESL program, but I don’t know how that works.  I 

 don’t know if they really do English.  The one’s in dual were passing with much 

 quicker results.  And those are the ones that are more fluent in English.  Because 

 of the practice. 

I:   I don’t know what it is.  I know that research tells us it is better.  Besides the LAS 

 ORAL, what other tests are we giving, can you think of any others? 
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R:   The RPTE, I don’t know of any. 

I:   Paper work Friday, what’s that about? 

R:   (Laughing).  Okay, we do testing to the kids that are coming from other schools in 

 the United States that have a history of ESL.  Okay, if he has a history of being in 

 ESL classes, we test them.  If the home language survey says they speak English 

 only at home, those we don’t test them.  They won’t qualify for ESL.  And...the 

 paperwork Friday is about cleaning the cums on Friday.  That’s what we do.  We 

 get into the vault and we start cleaning the cums.  We go test by test to see if they 

 have if their not in order their if they’re missing any documentation as far as 

 parent permissions, parent denials, uh... 

I:   If they’re missing certain records... 

R:   If somebody needs to be tested, if somebody needs to be out of ESL already and 

 we still have them in there by mistake that’s what we do on Fridays. 

I:   Is it really, are there really that many folders that need to be cleared up? 

R:   We’re doing it to each and every one.   

I:   So it really is a necessary thing? 

R:   Yes. 

I:   The reason I’m asking is I realize we’re taking paraprofessionals out of the 

 classroom I’m assuming could be helping teachers with ESL students.  But is it 

 necessary? 

R:   It is necessary because like in (social studies) class.  I translate for these kids.  

 Some of them do or most of them do understand sometimes most of what (the 
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 teacher) is trying to explain.  But there is sometimes where they are lost.  They are 

 telling me “Miss, what did he say? Tell me this. What’s this word?”  Or if the 

 teacher is just talking, and the kids are supposed to be taking notes they don’t 

 know how to write.  So what I do, I write myself and then I  let them copy my 

 notes.  Or else they just write it the way it sounds.  I let them write it the way they 

 can, the way they hear it.  They write it like that and they see my notes.  And 

 according to the teacher he’s seen an improvement there. 

I:   So it is a positive thing that we have the aids in there? 

R:   Mmmm, hmmmm. 

I:   But at the same time, paper work Friday is... 

R:   It’s a thing that we need to do.  I understand that, but I think it’s more important 

 to be in the classrooms.  You know, I think we need to stay after school and do 

 the paperwork after school.  Most of the teachers give tests on Friday.  And if they 

 don’t know what the paper says, how can they answer it right?  And that I’ve seen 

 with this teacher.  He gives the tests when I’m not there.  I’m not saying change it 

 to when I’m there, but it does affect the kids because they do poorly and they can 

 do better.  If I rephrase the question in Spanish, they know it. 

I:   That’s a very good point.  Because since Spanish was your first language and you 

 did get some education in Mexico, you have the necessary academic Spanish.   

R:   Yes. The people over here use Mex-Tex Spanish or border Spanish. How do you 

 know? 

 (At this point, we turned off the tape as I thought the interview was done.  We got  
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 into another conversation that led to this:) 

I:   Please, R., tell, this is too good. 

R:   Noo, no, don’t make me. 

I:   Please, it will be confidential. 

R:   I’ve heard him (Principal) say, okay he sent this note to parents.  (Implied the 

 secretary said:) “But it’s wrong because so and so is going to come and they don’t 

 need this documentation out yet, because they need more information.” Well, let’s 

 tell him so he won’t send them out.   “Well let’s don’t” (secretary) told me, “Let 

 him do it, let him send out the documentation and then let’s see what he does.” 

I:   ‘Cause they’re trying to hang him right? 

R:   Yes. 

I:   What kind of letter was he sending out? 

R:   No, this was last year.  I don’t remember the letter, it was a note to parents, for all 

 the parents, and uh they needed some more information on it.  It was something 

 related to TAKS.  But I remember I heard them say just let him do it.  They 

 wanted to see him fall.  They’re always saying, “It’s because he doesn’t know 

 nothing.”   

I:   It’s because he didn’t work at this level, he came from elementary school. 

R:   Still sir, people is people. 

I:   I know.  Why do they want him to fall? 

R:   Because they think he’s not smart.  That he is stupid and that is not right.  If he is 

 that bad, he went to school and he must have something up here.  
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I:   He doesn’t know that the people are working against him, does he? 

R:   I don’t know.  I wish he knew. 

I:   I know the counselor wanted him to fall and she wouldn’t transfer students to my 

 class so he would fail. 

R:   I love Mr. R. (principal) but he forgets. (bad memory).  And he doesn’t confront 

 the secretary.  Who’s she?  She would move things around so she would look 

 good. 

I:   Like what? 

R:   She’s always saying that he doesn’t know shit.  She’s always saying that he 

 doesn’t even know what he’s doing.  I’m mean to me if you’re a secretary you’re 

 supposed to support your boss.  You’re supposed to work for him.  You should be 

 supportive and confidential.  You’re supposed to keep all these things 

 confidential.    I heard about a teacher, (previous principal) went to look for him.  

 He was in the  bathroom and waited outside the bathroom until he was finished.   
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APPENDIX F 
 

INTERVIEW WITH SIXTH GRADE ESL TEACHER 
 

4-14-05 
 
 

I:        V., I am trying to find out what causes ESL lifers.  What do you think are  some 

 of the problems that cause ESL lifers here in our school district? 

V:  Uh, gosh I really don’t want to point any fingers and I don’t think I will, but I 

 really believe that kids that reach the middle school and the higher grades are kids 

 who have not mastered even their first language.  I believe that they have gone 

 through the system and that they’ve gotten them like I guess, um, snippets of the 

 information or of the language and I just really believe that they’re, uh, illiterate 

 in both languages and they haven’t mastered or gained control of either language.  

 I believe that if they had a strong foundation in their mother language which 

 would  be Spanish and if they would be instructed um in Spanish at level then the 

 transfer to English would be a little bit easier uh once they start getting up and 

 hitting  grade level.  There’s many, um, facets to this problem I guess, but I really 

 believe that they need to be um, uh, that these students need to developed in one 

 language first and then the other. 

I:   What do you think is keeping them from being developed in one language or the 

 other? 

V:   I really think that sometimes I, I look around and I really think that we feel sorry 

 for our kids. Um, so we try to make things, life, easier for them.  We want them to 

 feel, of course  our goal is to let them feel good, want them feel positive, we want  
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 then to come to a warm classroom. I think that they need to be pushed.  I feel that  

 they need to not be felt sorry for and they need that. They really do.  They need 

 that push because I think we are hindering them in the long run.  So, um, and so I 

 really believe that inundating them with vocabulary with the language, uh, more 

 ESL time more English time in classrooms.  I’ve never been to a bilingual class in 

 the lower grades so it’s not fair to say, but I’m just assuming, right, I just really 

 wish our kids would reach us with a little more language, more English, uh. 

I:   I do appreciate your honesty about not actually being in the classes.  But have you 

 attended workshops with teachers from the lower grades, have you ever talked 

 about any of the strategies that they use? 

V:   I never really...the ones that I go to really are primarily for middle school.  So, 

 uh, no to be honest with you I’ve never been to a workshop where I actually 

 talked with the lower grade teachers. 

I:   I understand I was just trying to find out something.  You mentioned something 

 at the  TAT committee meeting something from the special ed. director.  What 

 was that he said?   

V:   Um, the well I had kinda we were talking about the kids, the lifers, um, and we  

 started  talking about that, we were having lunch and but he said I mentioned that 

 was a big problem that I saw, of course, when they reach the middle school and 

 that they came to us and they had been in the program since they were very young 

 and, um, I can’t remember...it was about um I know!  It was about the kids, um 

 who we try to recommend.  Many of the kids I believe that begin their school 
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 career in (the site district) is that they go maybe, they start school in the bilingual 

 program.  Well, sometimes, and I believed this at first also you know in the 

 beginning is that our  kids, you know, first grade they’re sifted.  You know, some 

 are exited.  Those who catch onto the language faster they are exited.  Uh, second 

 grade same thing you know the kids who didn’t get it in first got in second, maybe 

 they’re exited in third grade.  We notice more exits because they start getting 

 more control of the language but there’s always those few that are not sifted. They 

 are the ones that have fallen through the cracks in other words these kids are not 

 just getting the language in other words.  So these are kids that I see tracked to 

 certain teachers in our schools.  You know which I think that they are.  I’ll see the 

 different histories of the teachers in previous years, but then, um. But then these 

 kids once they reach sixth grade I think we wonder why are they still in the 

 program?  Then it must be a learning disability. So coming back to what (the 

 special education director) said, he did bring up a comment I guess that was very 

 true how can we penalize a child for something that he has not been given?  In 

 other words, if he hasn’t been given the language to work with if he hasn’t been  

 presented instruction in the English language but yet we expect the child to know 

 English.  It’s not the child’s fault, I believe it’s the system’s fault.  You know, I, I 

 who, so uh, I don’t know when he said that I think that I uh a light bulb went on.  

 I agree with him.  It’s true, how can we penalize a child for something he’s not he 

 wasn’t in control of. 

I:   Didn’t teach him anything either. 
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V:   Right.  A child, of course, wants to do the easiest possible thing when it comes to 

 school  and I believe that we condition them to do the least possible thing in 

 school. 

I:   And another thing how can they see the future. 

V:   I don’t think children think about that.  Not even in high school they don’t think 

 about that.  Some do, uh, a handful of kids. Um, I see a lot of our kids, um, I’ve 

 taught many level ones and twos many kids and I’m my God where why do they 

 have so much language.  I believe that if I can teach the little 30 kids that I get, if I 

 can get 10 of them to learn English and to write English where I can say, “Oh no, 

 he did learn.”  I feel very disillusioned because if only he would have gotten the 

 same instruction how much far or how far ahead would he be now?  So, um... 

I:  Can I cut you off real quick?  Level ones?  These are people who have been in our 

 school  system all this time, is that correct? 

V:   Yes, oh no, no, most of them, most of them.  The majority of the kids that I have, 

 have been here since first, k, pre-k, you know that? 

I:   And they’re still at level one? 

V:   And they’re still at level one.  You see, I could see them having a gain and then 

 kids also become comfortable in the level that they are at because their friends are 

 there, um, you know they don’t want to exit out because that means that they are 

 going to leave that comfort zone, but like I say, they need that push.  They need 

 that push and um when they come into my ESL class, the rules are they speak to 

 me in English.  And I would not answer them in Spanish. 
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I:   That came up in several of my interviews with my participants, how do you do 

 that V., because as an ESL teacher they are comfortable speaking in 

 Spanish.  That is the way that they communicate.  How do you get them to stay in 

 English? 

V:   That is what is hard because I say that well, from my experiences, I am teaching 

 reading skills, writing skills but I am also teaching a second language and that is 

 hard.  That for me is.  I can’t teach them to write.  I can’t teach them writer’s 

 craft. I can’t teach them reading strategies without having the language and that to 

 me is a study in itself.  I just speak to them in English and at first they just look at 

 me. Like, “What are you talking about?”  But, I do translate for them when I want 

 them to understand the objective.  When I want them to, when something is very 

 critical that they have to know.  When it’s  a skill that we have to learn then, of 

 course, I’m going to translate.  But that’s very difficult, where do you draw the 

 line, because sometimes, without even thinking, I start speaking Spanish. Because 

 that’s just a switch.  That happens to bilingual or people that speak languages.  

 You know the kids will tell me you’re speaking to us in Spanish.  So we develop 

 that relationship where they start telling me, “No you’re speaking to us in 

 Spanish.” So it’s habit and my kids will tell me even. So I know that when my 

 kids are telling me to speak English, then they’re learning it too. 

I:  So they’re cognizant of it too? 

V:   Yes, they’re aware of it.  So it’s good.  There’s times that I’m teaching and I’m   
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 wondering if they’re getting it.  But then there’s those times that I that they are 

 learning and that’s the best. 

I:   So, V., you were an ESL student yourself? 

V:   Never was. 

I:  How did that happen?  Did you have both languages in your home when you were 

 growing up? 

V:   Um, yes we did.  Always of course, Spanish, my mother was born, my 

 grandmother was born here in the United States.  My mother was born in Mexico.  

 My mother was in.., because my grandmother spoke Spanish, they were all 

 English Language Learners so um when they came to the United States, just the 

 stories that I read...or, or I heard, were they were spanked for speaking Spanish.  

 So I think that was a lot of the reason why I decided to become an ESL 

 student.  When we were in school, when I was in school, we had the ESL 

 students I remember, but they were in a mobile in a trailer outside.  They were 

 self-contained you know here in (the site district) and I always wondered what are 

 those kids, who are they?   

I:  When were they self-contained in that trailer? 

V:  When I was in school, I want to say in the 80s. I remember the teacher was 

 beautiful.  I used to think she was the prettiest lady on Earth, but she was a 

 bilingual teacher and back then I just never thought bilingual, well the kids are 

 called Spanish kids now.  And I’m like oh really are they from Spain?  Hearing 

 stories like that.  Um my mother, they learned English because of course of the 
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 sink or swim.  Luckily she was able to pick it up.  But I really believe that some 

 kids will make it that way I believe in the bilingual program is that yeah.  I mean 

 GT kids will pick up because of enrichment, but there’s always those kids that  

 just won’t and I just that’s why I became an ESL/Bilingual teacher.  I mean 

 there’s just so many reasons why, but um and my mother’s a teacher also and she 

 taught bilingual kids and so when I was going to college I would stop and I would 

 visit and help her in her class and  I loved her kids they were just different they 

 were exceptionally good kids I thought. 

I:   Your mom taught in this district, too? 

V:   She taught in (a nearby community).  She teaches in Primary, here now.  She 

 teaches dual language.  For  me if a child can speak two or three languages, I 

 think that’s wonderful.  I tell my children because  they all look and believe it or 

 not even if I speak Spanish they look at me like I’m a villain because I’m  trying 

 to teach them English but when I tell them I’m not trying to take Spanish away 

 from you, I’m trying to add another tool.  You know because if you can speak to 

 two people that’ll make you twice as worthy. 

I:   Why do you think they see it as a subtractive thing, do you think that they’ve been 

 conditioned at home?   

V:   I think some kids might.  Some kids just do it naturally because I mean their 

 culture. That’s everything.  I mean, without your language you know you’re 

 nothing so I think that they might not even be told they just feel that way because 

 it’s something difficult.  It’s because they’re in a different country so they think   
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 that people are against them so naturally it’s just the atmosphere it’s different. 

   But then they come to find that it’s not.  You know they learn. And I think that  

 that’s why ESL teachers bilingual teachers really need to understand the  

 psychology of the child who’s learning another language because they don’t have 

 to be told at home that English is bad and they really think that it is bad not bad 

 it’s just difficult.   

I:   It sounds like they think of it as what we used to call the Establishment. 

V:   Uh, it could be.  Looking at newcomers, their attitudes are different.  Newcomers 

 and most of our ESL kids, their parents they left from Mexico because of the 

 opportunity.  And they’re goal is they’re going to learn English and they’re going 

 educate themselves because they can.  And so I see the attitude of my kids have 

 now.  Now with my ESL kids they’ve just been sheltered, they’ve grown up 

 speaking the language, they haven’t  had to learn English because Spanish is 

 allowed.  They ask for...I think that when they go to the office they should be 

 asking questions in English just so they can practice.  And they go and of course 

 they’re going to speak in Spanish if they can get away with it so people will 

 answer them in Spanish or ask them in Spanish.  I really think that they just  

 haven’t been taught to teach themselves the language and to be accountable for 

 learning English. If you speak to them in Spanish you don’t have to teach them in 

 English.  And I could be wrong these are just things that I’ve witnessed. 

I:    You get so many level ones in here and yet you’re under the gun.  You’ve got the 

 TAKS  test, what kind of strategies are you using? 
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V:   They use up all of their exemptions in the early grades to be tested in Spanish and 

 then they get here and we have to test them in English even if they’re not ready.  

 And the strategies that I use is...are um lot of word strategies; word study.  

 Suffixes, root words,  cognates because Spanish and English share so many 

 words, so many root words. Um, lots of reading.  Lots of oral responses. Um, lots 

 of...we discuss everything orally.  We get partners. Group work. Always, 

 everything that I read to them I have it blown up on the projector in big print.  

 I want them to follow when I’m reading so everybody when I’m reading, 

 everybody’s eyes should be on me. Everything that I write and I say, they write 

 and I say.  A lot of activities are whole group activities and sometimes they say, 

 “When are we going to do independent work?” I really believe if they cannot do 

 because some  are lower than others that they need that modeling from the teacher 

 to the peers.  They need that model I model, model, model.  Everything that I 

 want the kids to do, I’ll do it first.  One, two times, if I have to.   Then we do it 

 together whole group.  We get together and plan.  Writing a paragraph, we’re 

 learning about the topic sentences.  We all write topic sentences together.  Then 

 we discuss the little mistakes.  We really concentrate on one thing at a time so it 

 takes us forever to do one little thing, but we master it.  That’s what I try to do.  I 

 master everything.  It will take lots of time.   A lot of um I have a lot of print on  

 my wall.  I think those are just references for them.  “Miss, how do you say this?” 

 “Look up at the wall because I’m not a dictionary. And I do teach them to use a 

 Spanish-English dictionary and as you can see our dictionaries are falling apart. 
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 Because they use them.  I taught ‘em too because yes, there’s going to be times 

 when I’m not going to be there or our TA’s not going to be there.  So they have to 

 be able to get  information from somewhere.  So I have given them resources and 

 taught them to get resources from the Internet.  I also have our own wireless lab 

 so you know um we get to use it all the time. I have a listening center.  They 

 listen, they read, so you know so they’re always listening to language.  They 

 always hear the language. 

I:   Do you use AR very much? 

V:   With ESL all the time. 

I:   What about spelling. 

V:   We work a lot on basic site words.  Many of my kids cannot even spell the, you 

 know, t-h-e. 

I:   What is the average AR level for a level 1? 

V:   They start pretty low.  Sometimes even below one and then what I do is that when 

 I do that I give them a week to read a book.  And when I do that, that book I give 

 them time.  They have to read it 3 or 4 times.  Then they have to tell me what it’s 

 about so they because if they take the test and fail it I’ll know that they did not 

 read it.  And they read it to their friend and their family member or to me.  I do 

 have that system. 

I:   About what level AR do they exit 6th grade at? 

V:   You know what, between 3 and 4, I’ve had some that really took off with it. 

I:   That’s quite a jump.  

256 



V:   I think it is, you know I’m guilty of not doing a real reading inventory.  I’ve 

 always relied on STAR (the Accelerated Reader assessment). 

I:   But why worry about that?  You know they’re already at a very low level.  Why 

 bother? 

V:   Exactly.  I know that independent reading is very important, but for me to develop 

 that, I  think we have to do it together.  You know, the way I look at it is if a child 

 I’m going to take and I’ve heard this and I know you have too is that when a child 

 is not read to as a baby okay and a child, middle class a rich child comes, okay? 

 When they enter pre-k or k they the child who has been read to has about 5000 

 more reading hours than a child who hasn’t been read to. And the same thing with 

 the learning of the language.  If I don’t read to them who else is going to read to 

 them?  Who else is going to show them “the” sounds this way?  So for me a lot of 

 just reading they see the print.  I don’t have a lot of reading  multiple copies so I 

 make copies for them.  Because I really believe that they all you  know reading.   

I:  I am looking at the fact that these kids have been here all this time they’re still 

 reading at level one or pre primer... 

V:   Oh God yes... 

I:   So say...this is from my data.... 

V:   Yeah! Yeah!  Well, you know that next year is going to be, after, since this is the 

 age of  accountability I mean I was here this morning and haven’t really been in 

 my class in the last 3 weeks, but we were analyzing the TAKS and the ESL kids 

 are just so below. We’re so far behind in reading and writing it’s just scary.  I  
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 can’t believe it.  I always knew that we were low, but when I saw the numbers I 

 went it’s depressing.  Because what are we doing?  Are we spinning?  We can’t 

 continue doing the same things it’s just not working obviously it hasn’t worked 

 for years so we came up with a plan and we’re going to have to hold 

 everybody accountable and I don’t know, I mean it’s going to be a lot of work for 

 us.  And work I mean that’s why because it’s for the child right?  And I guess we 

 have directions and everything, um, and we’ll be okay and I mean you saw the 

 numbers I’m sure you have already.  

I:  I was at an inclusion workshop and it came up that almost 60% or a little over of 

 the population that is coming up is ELL. 

V:   Yeah!   

I:   What scared me is that my participants cannot remember what they did to learn 

 English and to learn to read and write in the lower grades.  The reason I think is 

 that they weren’t doing anything. 

V:   I really think that once they reach the school here we have to get their attention or 

 you’re  going to lose them.  It’s one of those crucial years.  I have level ones for 3 

 periods.  One group in the morning and a second group in the afternoon.   

I:   What can we do in the future to help these students? 

V:   I really think that as a district, everybody needs to see them as our kids and take a 

 little time to, we know who these kids are and when we see them, ask them,  

 “How are you?” and let them answer in English.  I really think that if we all   
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 would do that uh and try to help them a little bit with their language I think that 

 would really help.   

I:   From what you just said, aside from practicing English, I get this feeling that 

 some of these kids feel excluded. 

V:   That’s a big, definitely!  It’s part of not liking to speak English and they don’t 

 want to belong to the community.  I think that they’re afraid of making mistakes.  

 They don’t want people to laugh at them.  The older you become the more you 

 become aware of those things like laughter.  They want to be cool, they want to be 

 like everyone else.  These are very important years very fragile.  Regardless. We 

 shouldn’t decide for these kids we need to make them accountable. 

I:   Is there anything that you would like to see included in this study? 

V:   I really think we need to concentrate on our kids because I feel that they’re...I 

 really believe  that they see their friends exiting the program you know and they 

 start questioning themselves and their abilities.  I really think that those kids are 

 very close to dropping out or in danger of dropping out. So anyway that we can 

 try to bring them back into the group of  school and just taking ownership I think 

 that is something.  
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APPENDIX G 
 

NOTES FROM INTERVIEW WITH BILINGUAL DIRECTOR 
 

5-4-05 
 

Due to technical problems with the tape recorder, I had to use notes from the interview.  
What follows are the notes from that interview. 

 
Enrique came to (site district) in 1992 as a principal to the primary school. 
 
The district had five monolingual kindergarten teachers in May of 1992. 
 
By July he had seven because of influx of new students in pre-registration. 
 
By November of that year he had nine.  He was able to hire bilinguals as addition 
teachers. 
 
Board and community did not want bilingual due to conservative nature of community.   
 
The board and community remembered the “good old days” and wanted status quo to 
continue. 
 
As new immigrants come, they want English for their kids, ASAP. 
 
Board is made up of farmers and community members who all attended the school.  They 
like what they remember about the school.  There is no rancor,  not need for change. 
 
Teachers are hired who speak Spanish and English, but they are not literate in Spanish. 
 
Model currently used is:  
 
90-10 1st grade 
 
80-20 2nd grade 
 
70-30 3rd grade 
 
60-40 4th grade 
 
50-50 5th grade 
 
100% 6th grade ESL mandated by TEA 
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Enrique now has pushed for acceleration in that: 
 
90-10 1st grade 1st semester  80-20 1st grade 2nd semester 
 
70-30 2nd grade 2nd semester  60-40 2nd grade 2nd semester 
 
50-50 3rd grade 1st semester  100% 3rd grade 2nd semester and beyond. 
 
When he compared the two primary schools, though, he found that when they started 
using 50-50 in 1st grade, they had better results.  What he had problems with, though is 
that most teachers will not follow the models.  They say they do, but they don’t.  
Principals will not enforce the models, either.  Most teachers use the excuse that “the kids 
aren’t ready” so they don’t teach the kids.  They don’t push them.  He says that push 
shouldn’t be used but rather, challenge the kids.  He says that teachers do not challenge 
the kids. 
 
What causes lifers?  It’s not the system or the program.  It’s the kids.  They are in a 
comfort zone and do not want to move out of it.  If teachers would just motivate the kids, 
they would not be lifers.  It’s the kids fault and the fault of lack of motivation. 
 
E. became bilingual director after doing retire-rehire program and because of his 
experience with bilingual education in El Paso. 
 
He had been in education since 1964.  (Age 22). He was a biology teacher in EPISD but 
because he was Hispanic, he was placed in a position to work with kids from age 12-18 in 
a spelling program to teach English to students.  Because a law suit, EPISD developed a 
15 year plan to teach ESL and this removed the law suit.  Teachers were shuffled around 
the district to better serve students and meet compliance. 
 
Immigrants like our schools because of technology that they do not have in Mexican 
schools.   
 
We have programs loaded onto our servers that would help ELLs, but teachers won’t use 
them because of fear of programs, they have not been trained, the programs “don’t fit the 
students”, laziness. 
 
Enrique himself, like his mother, was born in Mexico City.  His mother taught him to 
read and write in Spanish before he went to school.  He still writes letters to family in 
Mexico in Spanish. 
 
E told me that he could give me no data on ELLs because principals get data, but he 
doesn’t get any.  I can go to TEA website and get AEIS data if I want it.  
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APPENDIX H 
 

INTERVIEW WITH AN ELEMENTARY MONOLINGUAL TEACHER 
 

8-4-05 
 
I:     So basically what’s your job title, your a teacher right, Mary? 

M:   I’m a teacher. 

I:     More specifically?  What do you teach at the elementary school? 

M:   Elementary kids. 

I:     It’s a self-contained regular ed. classroom? 

M:   Yeah, self-contained regular, but I do have um, uh kids that might have special 

 needs. 

I:     But what you’ve seen is a lot of bilingual students, right? 

M:   And how are they dealt with?  How are they taught English?  What have you 

 seen? 

I:     Outside of my classroom, (I’m a monolingual teacher) outside of my class is a 

 bilingual teacher using dual language.  Dual language they do 50-50. Spanish, 

 those kids seem to assimilate well ending this year.  The bilingual kids it’s 

 supposed to be 90-10, 80-20, 70-30.  I don’t see that. 

I:    What do you see?   

M:   I see more the other way around.  In other words, they’re supposed to be getting 

 90% in Spanish, 10% in English and there’s like maybe 99% in Spanish and 1% 

 in English. 

I:    So how do they expect the kids to learn English, do they? 
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M:  Yeah, once they get with the other kids, but it’s not the proper, not academically 

 inclined, no. 

I:    Playground English? 

M:   Playground English, slang. 

I:    Then you’re really telling me that they’re not teaching them English in the 

 elementary school. 

M:   No, and then when they get to the upper levels like fourth grade, fifth grade, 

 middle school you can see it because then all the sudden they have to be placed 

 out of ESL because they’ve been there longer than thee years and somebody 

 realizes it because we need the money somewhere else then these kids are 

 screwed.  So they’re being done an injustice.  I’m not saying putting them all into 

 inclusion because it doesn’t work for some kids, but some it does work for. 

I:    How are they teaching them reading? 

M:   The reading we have a grant now and that’s taught in Spanish.   

I:    What program are they using for that? 

M:   Open Court. 

I:    Last year, what was used?  Was it Open Court as well? 

M:  Five years we’re gonna have it! 

I:    Do they use much AR? 

M:  Much what? 

I:   Accelerated Reader. 
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M:  Uh, yeah actually they use AR as an incentive program, but if the kids read in 

 Spanish they take the test in Spanish.   

I:    And the Open Court is done in Spanish, too, right? 

M:   The Open Court they’re supposed to be assimilating them into, and I don’t know 

 if that’s the right word, to transition them into English, but it’s very difficult. 

I:    What makes it so difficult; just because they’re not speaking English? 

M:   No, the nature of the beast Open Court.  It’s scripted and I don’t like scripted 

 teaching. And then in the other areas, math whatever if the preferential language 

 is in Spanish then that’s what is addressed to the student.  So I saw ‘em in 

 English.  From what I’ve seen within where I’m at where I’ve been, it’s constant. 

 There’s very few good qualified bilingual teachers.  Because the good, qualified   

 bilingual teachers use the bilingual strategies and allow the students to achieve 

 their levels. 

I:    And they’re not using the bilingual strategies, right? 

M:  No.  Not what I can see because I’m familiar with the bilingual strategies.  I use 

 them in my classroom even though I have monolingual I have denial LEP 

 students (Denial LEP students are ELLs whose parents “deny” them being placed 

 in bilingual/ESL programs for various reasons) so it assists them if I use bilingual 

 strategies with some things.  It throws the other kids off, you know, but then we 

 come back to it. 

I:   So the kids just aren’t prepared? 
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M:  No, and you can see it in the upper levels. When I taught fourth grade they 

 weren’t prepared.  They had been in school since pre-K and they were still in 

 fourth grade speaking Spanish. 

I:   When you try to talk to them in English, how do they react to that? 

M:   They’re in an upper level like in fourth grade and up, they play stupid even 

 though some of them can pretty much figure out because of the playground slang 

 that they’ve learned they feel stupid so they don’t want to converse in the English 

 language.  They would rather converse in Spanish. 

I:   They’re just not comfortable. 

M:   Yeah, and since I’m not versed in Spanish, but I’m able to comprehend, then they 

 feel more at ease speaking in Spanish.  But if they’re with, and as I’ve seen 

 before, and their with a person who is non-bilingual at all, doesn’t know any 

 Spanish  little words anything, then they’re not comfortable at all.  They’re to the 

 point to where they don’t want, they play stupid with the teacher. 

I:   Now what you’re describing right there is in the classroom? 

M:   Like in fourth or fifth grade. 

I:   So is there total silence in the classroom? 

M:  Uh, there’s the ones that are ready that are ready to be placed out and the ones 

 that don’t feel comfortable so the ones that are prepared are answering (teacher 

 questions) and the ones that aren’t just say, “I don’t understand.”  So it’s very 

 difficult.  I mean I feel for the children. 

I:   How did you get to see some of this, just being up and down the hall? 
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M:   In the hall and at a previous campus.  A bilingual section was immersed into 

 monolingual sections.  It totally messed up the kids because it was too late.  You 

 have to get them early, teach them early, transition them early.  The learning 

 process, they learn early in life. By third grade that’s it.  80% of their learning 

 takes place before third grade so that’s where all the basis is.  80% of what they 

 need to know to get along in life such as English skills are learned up to third 

 grade.  After that it’s just the icing on the cake.  Just advance, advance, advance, 

 advance and that’s when they go to high school, they go to college and so forth 

 and so on, but if they’re not prepared by third grade then how are they going to go 

 out in the world?  How are they going to get through the rest of their school?   

I:   What do you see the district trying to do about this?  Do district personnel admit 

 that there is a problem? 

M:   A lot of the districts don’t admit it. 

I:   But this district in particular that we’re talking about, do you ever hear anything? 

M:   Uh, when we go to the bilingual trainings it is pushed for the proper instruction.  

 Proper instruction is pushed.  So, I think it is just where the teacher takes the 

 prerogative and does what they feel comfortable with.  And that is where you 

 have the teachers that have been teaching for a long time they’ve been in 

 education for so long.  “This is how I’ve taught for so long,” they don’t try new 

 things. So they need to come up to where we’re at now, use the strategies, and get 

 them out early. 
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I:   Is the district doing anything as far as supervision and leadership to go out and 

 monitor teachers and see what’s going on for themselves? 

M:   Um, I’m not in their classroom all the time so I can’t answer that.  I can’t answer 

 that.  (The informant’s husband was up for a promotion to principal at a district 

 campus.  The husband sat and monitored our interview.  At this point, I believed 

 he was signaling the informant on what to be “careful” about answering, fearing it 

 might compromise his promotion.  It was announced the next morning that the 

 husband was promoted.  I would have preferred that he not have been present, but 

 I had no say as the interview was in their home and at their request, taking place 

 late at night.) 

I:   But in your own classroom do you see much of administration coming by to 

 check on you?    

M:   Oh yeah.  Yeah, they’re at our campus all the time.  (The campus was 

 Academically Recognized that school year for the second time.) 

I:   It’s interesting to me that you mentioned to me before the interview started that 

 your campus was Academically Recognized this last school year.  Do you 

 attribute that to the language that the test is given in?  You do test in Spanish, is 

 that correct?  

M:   Nods head affirmatively. 

I:   Because if you tested in English, what would probably happen? 

M:   I don’t know.  I don’t know with those kids.  With the kids I’m thinking about 

 (ELLs) I really don’t know. 
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I:   Do they have English literacy skills?   

M:   Not really.  But there’s a point where they start the TAKS and that’s the highest 

 grade level there. 

I:   I see what you’re talking about. (They are at a higher grade level than what she 

 taught) 

M:   We have no way of measuring that. 

I:   But that highest grade level is tested for TAKS in Spanish? 

M:   Spanish and English.  We have both.  We can have a bilingual classroom and 

 there are other bilinguals that actually have the strategies and they use those 

 strategies so those teachers make it possible for those students to achieve. 

I:   Those teachers do. 

M:   Yes. 

I:   But can you tell me what percentage of teachers, and I know you’re only in your 

 classroom, but could you theorize on what percentage of teachers are not using 

 the bilingual strategies? 

M:   I couldn’t theorize.  Because it’s a large school and I’m in my classroom most of 

 the time, but from what I’ve seen... 

I:   From what you’ve seen, there are several that don’t? 

M:   YES! (Slightly annoyed) 

I:   Do you have any suggestions for what could be done to improve the situation in 

 the district? 
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M:   Go to training.  You can lead a horse to water, but you can’t make it drink.  You 

 know. 

I:   In your opinion, does the future look bleak for bilingual education in the district 

 the way it’s being practiced in the district? 

M:   I can’t really say because I’m not that involved in bilingual.  I just observe what 

 goes on. I go to trainings, use the strategies that I’ve been given previous you 

 know.  I try to assist the children anyway possible even if they’re in a bilingual 

 class I’ll speak to them in the hallway and they’ll speak to me, they’ll try.  As 

 long as they get that push and that encouragement then that’s all they need.  But if 

 they go up to the next level, like I said, and they haven’t gotten that, then they’re 

 dead in the water, because they have their coping mechanisms already up by 

 fourth grade. They’re already coping so from fourth through twelfth which is 

 eight years they don’t feel successful, they don’t feel productive, they feel stupid.  

 Like if they’re learning disabled, but they’re really not.   

I:   Is there anything else you’d like to add for the purpose of the study? 

M:   No, if anything about this gets out about this, that I interviewed, I don’t make 

 threats...but I promise... (I turned off the recorder) 
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APPENDIX I 
 

AUDIT TRAIL 
 

Ref # Participant Source Date Card # 
1 Eighth Grade ESL Teacher Interview April 11, 2005 Appendix D 
2 ESL Aid Interview April 14, 2005 Appendix E 
3 Bilingual Director Interview May 4, 2005 Appendix G 
4 Monolingual Teacher Interview August 4, 2005 Appendix H 
5 Sixth Grade ESL Teacher Interview April 14, 2005 Appendix F 
6 Researcher FN May 25, 2005 Notes 
7 Flor DIII March 2, 2005 DIII 36 
8 Flor DI Feb. 2, 2005 DI 5 
9 Flor DI, Doc. 1 Feb. 2, 2005 DI 53, Cum. 

Folder 1 
10 Flor DI, DII Feb. 2, 2005 

Feb. 16, 2005 
DI 51, DII 43 

11 Flor DII Feb. 16, 2005 DII 43 
12 Flor DII Feb. 16, 2005 DII 53 
13 Flor DII Feb. 16, 2005 DII 55 
14 Flor DII Feb. 16, 2005 DII 54, 57, 74, 75, 

DI 35, 36 
15 Flor DI, DII Feb. 2, 2005 

Feb. 16, 2005 
DI 37, DII 58 

16 Flor DII Feb. 16, 2005 DII 76, 77, 78,79 
17 Flor DIII March 2, 2005 DIII 134 
18 Flor DIII March 2, 2005 DIII 135 
19 Flor DIII March 2, 2005 DIII 136, 137, 138 
20 Flor DII Feb. 16, 2005 DII 45 
21 Flor DII Feb. 16, 2005 DII 46, 47, 48 49, 

52 
22 Flor DI, DII Feb. 2, 2005 

Feb. 16, 2005 
DI 3, DII 84 

23 Flor DII Feb. 16, 2005 DII 59 
24 Flor DII Feb. 16, 2005 DII 64, 65 
25 Flor DI Feb. 2, 2005 DI 27 
26 Flor DI Feb. 2, 2005 DI 65, 66, 67 
27 Flor DI Feb. 2, 2005 DI 104, 105 
28 Flor DI, DII Feb. 2, 2005 

Feb. 16, 2005 
DI 54, 55, 56 

DII 80, 81, 82, 83 
29 Flor DI Feb. 2, 2005 DI 57, 58 
30 Flor DI Feb. 2, 2005 DI 68, 69 
31 Flor DI Feb. 2, 2005 DI 47, 48 
32 Flor DI Feb. 2, 2005 DI 70, 71 
33 Flor DI, DIII Feb. 2, 2005 

March 2, 2005 
DI 72, 74, 75, 76, 

77 DIII 103 
34 Flor DI Feb. 2, 2005 DI 87 
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35 Flor DI Feb. 2, 2005 DI 97, 98, 
99,100,101,102103 

36 Flor DI Feb. 2, 2005 DI 106 
37 Flor DI Feb. 2, 2005 DI 107 
38 Flor DI Feb. 2, 2005 DI 108 
39 Flor DI Feb. 2, 2005 DI 109 
40 Flor DI Feb. 2, 2005 DI 110 

 
41 Flor DI Feb. 2, 2005 DI 112, 113, 114 
42 Flor DI Feb. 2, 2005 DI 115 
43 Flor DI Feb. 2, 2005 DI 116 
44 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 117, 118 DII 

103 
45 Flor DI Feb. 2, 2005 DI 119 
46 Flor DIII March 2, 2005 DIII 68, 73 
47 Flor DII Feb. 16, 2005 DII 92, 93, 94, 95 
48 Flor DII, DIII Feb. 16, 2005 

March 2, 2005 
DII 98, 99, 100, 

DIII 69, 93 
49 Flor DIII March 2, 2005 DIII 70 
50 Flor DIII March 2, 2005 DIII 76, 77 
51 Flor DIII March 2, 2005 DIII 78, 79 
52 Flor DIII March 2, 2005 DIII 104 
53 Flor DI  Feb. 2, 2005 DI 139, 140 
54 Flor DI Feb. 2, 2005 DI 141 
55 Flor DI Feb. 2, 2005 DI 142 
56 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 143, 144 DII 

135 
57 Flor DI, DII Feb. 16, 2005 DI 145, 146 DII 29 
58 Flor DII Feb. 16, 2005 DII 30, 31, 32, 33, 

34, 35, 37 
59 Flor DII Feb. 16, 2005 DII 36 
60 Flor DII Feb. 16, 2005 DII 174 
61 Flor DII Feb. 16, 2005 DII 175, 177, 178, 

179 
62 Flor DI Feb. 2, 2005 DI 147, 148 
63 Flor DI Feb. 2, 2005 DI 166 
64 Flor DI Feb. 2, 2005 DI 167, 168 
65 Flor DI Feb. 2, 2005 DI 169, 170, 171 
66 Flor DI Feb. 2, 2005 DI 179, 180 
67 Flor DI Feb. 2, 2005 DI 181 
68 Flor DI Feb. 2, 2005 DI 182, 183, 184, 

185, 186, 187 
69 Flor DI, DII Feb. 16, 2005 DI 193, 194, DII 

12, 13, 156 
70 Flor DII, DIII Feb. 16, 2005 DII 157 DIII 108, 

109 
71 Self Anecdotal I  Spring 2005 A 1 
72 Flor DII Feb. 16, 2005 DII 158 
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73 Self FN Feb. 16, 2005 FN 5 
74 Flor DII Feb. 16, 2005 DII 159, 160 
75 Flor DIII March 2, 2005 DIII 110, 111 
76 Flor DIII March 2, 2005 DIII 123, 124,125, 

126, 127 
77 Flor DIII March 2, 2005 DIII 128 
78 Flor DIII March 2, 2005 DIII 129 
79 Flor DI Feb. 2, 2005 DI 158, 159 
80 Flor DI Feb. 2, 2005 DI 160 
81 Flor DI  Feb. 2, 2005 DI 161, 162 
82 Flor DI Feb. 2, 2005 DI 164, 165 
83 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 152, 153, DII 

125, 126, 129, 132, 
133 

84 Flor DII Feb. 2, 2005 DII 134 
85 Flor DI Feb. 2, 2005 DI 149, 150 
86 Flor DI Feb. 2, 2005 DI 151 
87 Flor DII Feb. 16, 2005 DII 117, 118 
88 Flor DII Feb. 16, 2005 DII 119,120 
89 Flor DII Feb. 16, 2005 DII 121, 122 
90 Flor DII Feb. 16, 2005 DII 123, 124 
91 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 172, DII 146 

92 Flor DI Feb. 2, 2005 DI 173, 174 
93 Flor DI, DII Feb. 2, 2005 Feb 

16, 2005 
DI 175, 176, 177, 

DII 143 
94 Flor DII, DIII Feb. 16, 2005 

March 2, 2005 
DII 143, DIII62, 

63, 64, 
95  DI, DIII Feb. 16, 2005 

March 2, 2005 
DI 178, DIII 63, 64

96 Flor DII Feb. 16, 2005 DII 147 
97 Flor DII Feb. 16, 2005 DII 148, 149, 153 
98 Flor DI, DIII Feb. 2, 2005 Mar. 

2, 2005 
DI 191, DIII 30 

99 Flor DII, DIII Feb. 16, 2005 DII 8, 154, 155, 
DIII 33 

100 Flor DII Feb. 16, 2005 DII 7 
101 Flor DII Feb. 16, 2005 DII 9, 10,  
102 Flor DII Feb. 16, 2005 DII 16, 17 
103 Flor DII Feb. 16, 2005 DII 137, 138, 139 
104 Flor DII Feb. 16, 2005 DII 140, 141 
105 Flor DIII March 2, 2005 DIII 22, 23, 27 
106 Flor DIII March 2, 2005 DIII 28, 29 
107 Flor DIII March 2, 2005 DIII 31, 32 
108 Flor DIII March 2, 2005 DIII 97, 98, 99, 

100 
109 Flor DIII March 2, 2005 DIII 80 
110 Flor CUM D Summer 2005 LAS O Test 
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111 Flor CUM D Summer 2005 LAS O Test 
112 Flor CUM D Summer 2005 LAS O Test 
113 Flor CUM D Summer 2005 LAS O Test 
114 Flor CUM D Summer 2005 LAS O Test 
115 Flor CUM D Summer 2005 LAS O Test 
116 Flor CUM D Summer 2005 LAS O Test 
117 Flor CUM D Summer 2005 LAS O Test 
118 Flor CUM D Summer 2005 LAS O Test 
119 Flor CUM D Summer 2005 LAS O Test 
120 Flor CUM D Summer 2005 LAS O Test 
121 Flor CUM D Summer 2005 LAS O Test 
122 Flor DIII March 2, 2005 DIII 81 
123 Flor DIII March 2, 2005 DIII 82 
124 Flor DIII March 2, 2005 DIII 83 
125 Flor DIII March 2, 2005 DIII 84, 85, 86 
126 Flor DIII March 2, 2005 DIII 90, 91 
127 Flor DIII March 2, 2005 DIII 94, 95 
128 Flor DII Feb. 2, 2005 DII 66, 67, 68 
129 Flor DII,DIII Feb. 2, 2005 DII 85, 86, 87, 88, 

DIII 43, 44 
130 Flor DII Feb. 2, 2005 DII 89, 90,91 
131 Flor DI Feb. 16, 2005 DI 79, 80, 81, 82, 

83, 84,85, 86,  
132 Flor DI Feb. 2, 2005 DI 88, 89, 90, 91, 

92, 93, 94, 95 
133 Flor DIII March 2, 2005 DIII 47, 48 
134 Flor DIII March 2, 2005 DIII 49, 52 
135 Flor DIII March 2, 2005 DIII 54 
136 Flor DIII March 2, 2005 DIII 53, 55 
137 Flor DIII March 2, 2005 DIII 57, 92 
138 Flor DIII March 2, 2005 DIII 59,  
139 Flor DIII March 2, 2005 DIII 60, 61 
140 Flor DI Feb. 2, 2005 DI 154, 155,156, 

157 
141 Flor DII Feb. 16, 2005 DII 136 
142 Flor DIII March 2, 2005  DIII 112 
143 Flor DIII March 2, 2005 DIII 113 
144 Flor DIII March 2, 2005 DIII 114 
145 Flor DIII March 2, 2005 DIII 115, 116 
146 Flor DIII March 2, 2005 DIII 117,  
147 Flor DIII March 2, 2005 DIII 118, 119, 120 
148 Flor DIII March 2, 2005 DIII 121, 122 
149 Flor DII Feb. 16, 2005 DII 171, 173 
150 Flor DIII March 2, 2005 DIII 37, 38 
151 Flor DI Feb. 2, 2005 DI 28 
152 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 29, 30 DII 73 

153 Flor DI Feb. 2, 2005 DI 44, 45 
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154 Flor DI Feb. 2, 2005 DI 31, 34 
155 Flor DI Feb. 2, 2005 DI 38, 39, 40, 41 
156 Flor DIII March 2, 2005 DIII 75 
157 Flor DF  May 24, 2005 DF 12, 13 
158 Flor DF  May 24, 2005 DF 7 
159 Flor DF  May 24, 2005 DF 7, DF 8 
160 Flor DI Feb. 2, 2005 DI 22 
161 Flor DI FEB. 2, 2005 DI 25, 26 
162 Flor DI Feb. 2, 2005 DI 1, 2 
163 Flor DI  Feb. 2, 2005 DI 6, 7, 8, 10 
164 Flor DI, DII Feb. 2, 2005 Feb. 

16, 2005 
DI 12, DII 181 

165 Flor DI Feb. 2, 2005 DI 13 
166 Flor DI  Feb. 2, 2005 DI 14 
167 Flor DI Feb. 2, 2005 DI 16, 18 
168 Flor DI Feb. 2, 2005 DI 19 
169 Flor DI Feb. 2, 2005 DI 20, 21 
170 Flor DII Feb. 16, 2005 DII 23, 24 
171 Flor DII Feb. 16, 2005 DII 25 
172 Flor DII Feb. 16, 2005 DII 27 
173 Flor DII Feb. 16, 2005 DII 38, 39, 40 
174 Flor DII Feb. 16, 2005 DII 41 
175 Flor DIII March 2, 2005 DIII 16 
176 Flor DIII March 2, 2005 DIII 18 
177 Flor DIII March 2, 2005 DIII 19 
178 Flor DIII March 2, 2005 DIII 25 
179 Flor DIII March 2, 2005 DIII 26 
180 Flor DII Feb. 16, 2005 DII 164, 165 
181 Flor DII, DIII Feb. 16, 2005 

March 2, 2005 
DII 62, DIII 3, 34, 

65 
182 Flor DF  May 24, 2005 DF 9 
183 Flor DF May 24, 20005 DF 10, 11 
184 Soledad SIII March 3, 2005 SIII 131, 139, 140 
185 Soledad SIII March 3, 2005 SIII 8 
186 Soledad SIII March 3, 2005 SIII 11, 12 
187 Soledad SIII March 3, 2005 SIII 13, 14 
188 Soledad SIII March 3, 2005 SIII 15 
189 Soledad DIII March 3, 2005 SIII 20 
190 Soledad SF May 24, 2005 SF 22, 23 
191 Soledad SII Feb. 22, 2005 SII 161 
192 Soledad SII Feb. 22, 2005 SII 162 
193 Soledad SII Feb. 22, 2005 SII 164 
194 Soledad SII Feb. 22, 2005 SII 165, 166, 167 
195 Soledad SII Feb. 22, 2005 SII 226 
196 Soledad SII Feb. 22, 2005 SII 132, 133, 134, 

135 
197 Soledad SII Feb. 22, 2005 SII 90, 130, 131, 

137, 138, 139, 142 
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198 Soledad SI Feb. 15, 2005 SI 2, 3, 64 
199 Soledad SI Feb. 15, 2005 SI 63 
200 Soledad SI Feb. 15, 2005 SI 65, 66 
201 Soledad SI, SII Feb. 15, 2005 Feb. 

22, 2005 
SI 3, 4,5, SII 16 

202 Soledad SI, SII Feb. 15, 2005 Feb. 
22, 2005 

SI 6, SII 17, 18 

203 Soledad SI Feb. 15, 2005 SI 1 
204 Soledad SI Feb. 15, 2005 SI 184, 185 
205 Soledad SI  Feb. 15, 2005 SI 7, 8.9, 10 
206 Soledad SI Feb. 15, 2005 SI 32, 69 
207 Soledad SI Feb. 15, 2005 SI 70 
208 Soledad SI Feb. 15, 2005 SI 33, 34, 35 
209 Soledad SI Feb. 15, 2005 SI 36, 37 
210 Soledad SI Feb. 15, 2005 SI 38, 39 
211 Soledad SI Feb. 15, 2005 SI 73, 74 
212 Soledad SI Feb. 15, 2005 SI 76 
213 Soledad SI Feb. 15, 2005 SI 11,12 
214 Soledad SI Feb. 15, 2005 SI 24, 25 ,26 
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215 Soledad SI Feb. 15, 2005 SI 27 
216 Soledad SI  Feb. 15, 2005 SI 28 
217 Soledad SI Feb. 15, 2005 SI 30, 31 
218 Soledad SI Feb. 15, 2005 SI 78 
219 Soledad SI Feb. 15, 2005 SI 79 
220 Soledad SI  Feb. 15, 2005 SI 82 
221 Soledad SI Feb. 15, 2005 SI 83, 84, 86 
222 Soledad SI Feb. 15, 2005 SI 85 
223 Soledad SI  Feb. 15, 2005 SI 87 
224 Soledad SI Feb. 15, 2005 SI 88, 89 
225 Soledad SI Feb. 15, 2005 SI 90, 91, 92 
226 Soledad SI Feb. 15, 2005 SI 93, 94 
227 Soledad SI Feb. 15, 2005 SI 95, 96, 97 
228 Soledad SI Feb. 15, 2005 SI 98 
229 Soledad SI Feb. 15, 2005 SI 99 
230 Soledad SI Feb. 15, 2005 SI 173 
231 Soledad SI Feb. 15, 2005 SI 174, 175 
232 Soledad SI Feb. 15, 2005 SI 176, 177, 178, 

179 
233 Soledad SI Feb. 15, 2005 SI 101, 102 
234 Soledad SI Feb. 15, 2005 SI 103, 104 
235 Soledad SI Feb. 15, 2005 SI 105 
236 Soledad SI Feb. 15, 2005 SI 106, 107 
237 Soledad SI Feb. 15, 2005 SI 108,  
238 Soledad SI Feb. 15, 2005 SI 111 
239 Soledad SI Feb. 15, 2005 SI 112 
240 Soledad SI Feb. 15, 2005 SI 113, 114 
241 Soledad SI Feb. 15, 2005 SI 116 
242 Soledad SI Feb. 15, 2005 SI 117 



 

243 Soledad SI Feb. 15, 2005 SI 118, 119, 120, 
121 

244 Soledad SI Feb. 15, 2005 SI 122, 123 
245 Soledad SI Feb. 15, 2005 SI 169 
246 Soledad SI Feb. 15, 2005 SI 170, 171 
247 Soledad SII Feb. 22, 2005 SII 19, 20 
248 Soledad SII Feb. 22, 2005 SII 21 
249 Soledad SII Feb. 22, 2005 SII 22, 23, 24 
250 Soledad SII Feb. 22, 2005 SII 26, 27 
251 Soledad SII Feb. 22, 2005 SII 53, 54, 55 
252 Soledad SII Feb. 22, 2005 SII 56, 57, 58 
253 Soledad SII Feb. 22, 2005 SII 59, 60 
254 Soledad SII Feb. 22, 2005 SII 61, 62 
255 Soledad SII Feb. 22, 2005 SII 63, 64 
256 Soledad S1 Feb. 15, 2005 SI 20, 21 
257 Soledad S1 Feb. 15, 2005 SI 14, 23 
258 Soledad SI Feb. 15, 2005 SI 15 
259 Soledad SI  Feb. 15, 2005 SI 17 
260 Soledad S1 Feb. 15, 2005 SI 124, 125, 126, 

127, 128 
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261 Soledad SI Feb. 15, 2005 SI 129, 130 

262 Soledad SI Feb. 15, 2005 SI 131 
263 Soledad SI Feb. 15, 2005 SI 132 
264 Soledad SI Feb. 15, 2005 SI 133 
265 Soledad SI Feb. 15, 2005 SI 134, 135 
266 Soledad SI Feb. 15, 2005 SI 168, SII 28 
267 Soledad SII Feb. 22, 2005 SII 32, 33 
268 Soledad SII Feb. 22, 2005 SII 34, 35, 36 
269 Soledad SII Feb. 22, 2005 SII 37, 39, 42 
270 Soledad SIII March 3, 2005 SIII 43, 44 
271 Soledad SIII March 3, 2005 SIII 45 
272 Soledad SI Feb. 15, 2005 SI 154, 159, 160 
273 Soledad SI Feb. 15, 2005 SI 137, 138 
274 Soledad SI Feb. 15, 2005 SI 139 
275 Soledad SI Feb. 15, 2005 SI 140, 145, 146, 

147 
276 Soledad SI Feb. 15, 2005 SI 143 
277 Soledad SI Feb. 15, 2005 SI 151, 152 
278 Soledad SI Feb. 15, 2005 SI 156 
279 Soledad SI Feb. 15, 2005 SI 157 
280 Soledad SI Feb. 15, 2005 SI 163 
281 Soledad SI Feb. 15, 2005 SI 164, 165 
282 Soledad SII Feb. 22, 2005 SII 47 
283 Soledad SII Feb. 22, 2005 SII 48, 50 
284 Soledad SIII March 3, 2005 SIII 26 
285 Soledad SIII March 3, 2005 SIII 36, 37 



 

286 Soledad SII Feb. 22, 2005 SII 80 
287 Soledad SII Feb. 22, 2005 SII 81 
288 Soledad SII Feb. 22, 2005 SII 82, 83 
289 Soledad SII Feb. 22, 2005 SII 28 
290 Soledad SIII March 3, 2005 SIII 29 
291 Soledad SI Feb. 15, 2005 SI 221, 222, 223, 

224 
292 Soledad SI Feb. 15, 2005 SI 226 
293 Soledad SI Feb. 15, 2005 SI 227 
294 Soledad SI Feb. 15, 2005 SI 228, 230, 231, 

232, 233, 237 
295 Soledad SI Feb. 15, 2005 SI 234 
296 Soledad SI Feb. 15, 2005 SI 235, 236 
297 Soledad SI Feb. 15, 2005 SI 237 
298 Soledad SI Feb. 15, 2005 SI 237, 67, 68 
299 Soledad SII Feb. 22, 2005 SII 170, 171 
300 Soledad SII Feb. 22, 2005 SII 172, 173 
301 Soledad SIII March 3, 2005 SIII 58 
302 Soledad SIII March 3, 2005 SIII 59 
303 Soledad SIII March 3, 2005 SIII 61 
304 Soledad SII Feb. 22, 2005 SII 174 
305 Soledad SII Feb. 22, 2005 SII 174 

277 

306 Soledad SII Feb. 22, 2005 SII 175 
307 Soledad SI, SIII Feb. 15, 2005 SI 258, SIII 62 
308 Soledad SIII March 3, 2005 SIII 33 
309 Soledad SII Feb. 22, 2005 SII 231, 232 
310 Soledad SII Feb. 22, 2005 SII 233 
311 Soledad SII Feb. 22, 2005 SII 236, 238 
312 Soledad SII Feb. 22, 2005 SII 240 
313 Soledad SII Feb. 22, 2005 SII 242 
314 Soledad SII Feb. 22, 2005 SII 243 
315 Soledad SII Feb. 22, 2005 SII 244 
316 Soledad SII Feb. 22, 2005 SII 246 
317 Soledad SII Feb. 22, 2005 SII 247 
318 Soledad SF I May 26, 2005 SF 1, 2 
319 Soledad SII Feb. 22, 2005 SII 46 
320 Soledad SI Feb. 15, 2005 SI 189 
321 Soledad SI Feb. 15, 2005 SI 190, 191, 192 
322 Soledad SI Feb. 15, 2005 SI 58, 59,60, 192, 

193 
323 Soledad SI Feb. 15, 2005 SI 194 
324 Soledad SI Feb. 15, 2005 SI 195, 196 
325 Soledad SI Feb. 15, 2005 SI 197 
326 Soledad SI Feb. 15, 2005 SI 198 
327 Soledad SI Feb. 15, 2005 SI 199, 200 
328 Soledad SI Feb. 15, 2005 SI 56 



 

329 Soledad SI Feb. 15, 2005 SI 57 
330 Soledad SI Feb. 15, 2005 SI 207 
331 Soledad SI Feb. 15, 2005 SI 206 
332 Soledad SI Feb. 15, 2005 SI 205, 208 
333 Soledad SI Feb. 15, 2005 SI 209 
334 Soledad SI Feb. 15, 2005 SI 240 
335 Soledad SI Feb. 15, 2005 SI 211 
336 Soledad SI Feb. 15, 2005 SI 212 
337 Soledad SI Feb. 15, 2005 SI 213 
338 Soledad SI Feb. 15, 2005 SI 215, 216 
339 Soledad SI Feb. 15, 2005 SI 217, 218 
340 Soledad SI Feb. 15, 2005 SI 219 
341 Soledad SI Feb. 15, 2005 SI 238 
342 Soledad SI Feb. 15, 2005 SI 239 
343 Soledad SI Feb. 15, 2005 SI 240 
344 Soledad SI Feb. 15, 2005 SI 240, 242 
345 Soledad SI Feb. 15, 2005 SI 241 
346 Soledad SI Feb. 15, 2005 SI 244 
347 Soledad SI Feb. 15, 2005 SI 245 
348 Soledad SI Feb. 15, 2005 SI 247 
349 Soledad SI  Feb. 15, 2005 SI 248 
350 Soledad SI Feb. 15, 2005 SI 249 
351 Soledad SI Feb. 15, 2005 SI 250 
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352 Soledad SI Feb. 15, 2005 SI 252 
353 Soledad SI, FN Feb. 15, 2005 SI 252, FN 
354 Soledad SI Feb. 15, 2005 SI 253 
355 Soledad SI Feb. 15, 2005 SI 254, 255 
356 Soledad SI Feb. 15, 2005 SI 176 
357 Soledad SII Feb. 22, 2005 SII 177, 178, 179 
358 Soledad SII Feb. 22, 2005 SII 180 
359 Soledad SII Feb. 22, 2005 SII 181 
360 Soledad SII Feb. 22, 2005 SII 182, 183, 184, 

185 
361 Soledad SII Feb. 22, 2005 SII 193 
362 Soledad SII Feb. 22, 2005 SII 194 
363 Soledad SII Feb. 22, 2005 SII 195 
364 Soledad SII Feb. 22, 2005 SII 196 
365 Soledad CUM S Summer 2005 LAS O Test 
366 Soledad CUM S Summer 2005 LAS O Test 
367 Soledad CUM S Summer 2005 LAS O Test 
368 Soledad CUM S Summer 2005 LAS O Test 
369 Soledad CUM S Summer 2005 LAS O Test 
370 Soledad CUM S Summer 2005 LAS O Test 
371 Soledad CUM S Summer 2005 LAS O Test 
372 Soledad CUM S Summer 2005 LAS O Test 
373 Soledad CUM S Summer 2005 LAS O Test 



 

374 Soledad CUM S Summer 2005 LAS O Test 
375 Soledad CUM S Summer 2005 LAS O Test 
376 Soledad CUM S Summer 2005 LAS O Test 
377 Soledad CUM S Summer 2005 LAS O Test 
378 Soledad CUM S Summer 2005 LAS O Test 
379 Soledad SII Feb. 22, 2005 SII149, 150 
380 Soledad SII Feb. 22, 2005 SII 215, 217, 218, 

219, 220 
381 Soledad SII Feb. 22, 2005 SII 223 
382 Soledad SII Feb. 22, 2005 SII151, 203 
383 Soledad SII Feb. 22, 2005 SII 73 
384 Soledad SII Feb. 22, 2005 SII 206 
385 Soledad SII Feb. 22, 2005 SII 209 
386 Soledad SIII, FN March 3, 2005 SIII 100, FN 
387 Soledad SI, SIII Feb. 15, 2005 

March 3, 2005 
SI 180, SIII 21 

388 Soledad SI Feb. 15, 2005 SI 164, 165 
389 Soledad SII Feb. 22, 2005 SII 68 
390 Soledad SII Feb. 22, 2005 SII 69, 70, 71 
391 Soledad SII Feb. 22, 2005 SII 72 
392 Soledad SI Feb. 15, 2005 SI 198 
393 Soledad SI  Feb. 15, 2005 SI 200 
394 Soledad SI Feb. 15, 2005 SI 211, 212 
395 Soledad SI Feb. 15, 2005 SI 216 
396 Soledad SI  Feb. 15, 2005 SI 217, 218 
397 Soledad SI  Feb. 15, 2005 SI 219 

398 Soledad SII Feb. 22, 2005 SII 73 
399 Soledad SII Feb. 22, 2005 SII 155 
400 Soledad SII Feb. 22, 2005 SII 206 
401 Soledad SII, SIII Feb. 22, 2005 

March 3, 2005 
SII 203, 204, SIII 99 

402 Soledad SI Feb. 15, 2005 SI 257 
403 Soledad SI Feb. 15, 2005 SI 181, 182, 183 
404 Soledad SII Feb. 22, 2005 SII 89, 90 
405 Soledad SII Feb. 22, 2005 SII 91, 92, 93 
406 Soledad SII Feb.22, 2005 SII 94, 95, 96 
407 Soledad SII, SIII Feb. 22, 2005 

March 3, 2005 
SII 98, 101,106 SIII 70 

408 Soledad SII Feb. 22, 2005 SII103, 104, 105,107, 
409 Soledad SII Feb. 22, 2005 SII 110, 111 
410 Soledad SII Feb. 22, 2005 SII 112 
411 Soledad SII Feb. 22, 2005 SII 113 
412 Soledad SII Feb. 22, 2005 SII 114, 115, 116 
413 Soledad SII Feb. 22, 2005 SII 124 
414 Soledad SII Feb. 22, 2005 SII 125, 126, 127, 128 
415 Flor CUM D Summer 2005 LAS O Test 
416 Soledad SIII March 3, 2005 SIII 76 
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417 Soledad SIII March 3, 2005 SIII 77, 78, 79, 80, 81 
418 Soledad SIII March 3, 2005 SIII 91, 92, 93, 94, 95 
419 Soledad SIII March 3, 2005 SIII 83 
420 Soledad SIII March 3, 2005 SIII 85, 86, 87, 88, 
421 Soledad SIII March 3, 2005 SIII 90 
422 Soledad SIII March 3, 2005 SIII 96, 97 
423 Soledad SF May 26, 2005 SF 5, 6 
424 Soledad SI Feb. 15, 2005 SI 50 
425 Soledad SI Feb. 15, 2005 SI 51 
426 Flor & Soledad DI & SII Feb.16, 2005  

Feb. 22, 2005 
DI 45, SII 32 

427 Eighth Grade ESL Teacher Interview April 11, 2005 Appendix D 
428 Researcher Reflexive Journal Duration of the 

Study 
Observations/Experiences

429 Bilingual Director Interview May 4, 2005 Appendix G 
430 Researcher Field Notes Feb. 20, 2005 FN 2 
431 Eighth Grade ESL Teacher Interview April 11, 2005 Appendix D 

 
AUDIT TRAIL LEGEND: 
 
S = Participant 
D = Participant 
Cum = Cumulative Folder 
FN = Field Notes 
Roman Numerals following initials S or D refer to the number of the interview. 
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