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Abstract

This thesis takes a critical look at the broadeoidgies ensconced in English-Only approaches
to English-language education and considers thepacts on Latino students, families,
communities, and identities. Consistent with thgsolives and methodologies found within
Chicano Studies, this thess concerned primarily with eliminating racial haechies by
decentralizing hegemonic practices that emphasmgish monolingualism as a key signifier
of American identity and as a primary goal of th&Ls educational system. In short, the thesis
argues that English-Only methods of language in8tm work to keep the boundaries of
American identity protected, albeit narrowed, withiwhite and middle-class framework; and
characterizes Latinos as a group whose culturéagiage lacks legitimacy within the United
States. This has significant impacts not only agirteducation, but on their family life and
representations within popular culture. To bettedarstand the complicated nexus of race,
ethnicity and class in which the debate over laggueducation is situated, the thesis draws on
recent developments in Language Studies and GrRedagogy to outline the relationship
between social identity, language, power and edutat

This thesis is also an attempt to broaden the @bi&tudies tradition by emphasizing
epistemology over subject matter. Widening the scopChicano Studies beyond a unique
Chicano experience moves the tradition forwardvahg researchers to effectively adopt a
Chicano Studies framework for discussing otherriagthnicities (Puerto Rican, Cuban, etc)

and other minority language communities.
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Preface

Terms and Terminology
‘Latino’ , ‘Hispanic’, ‘Chicano’

Latino is a term used to identify people who haneestral ties to territories in the Americas,
previously or presently, colonized by Latin NatidriEhis definition includes communities
with ties to the French, Portuguese and Italiamguages and accordingly, encompasses a
diverse group of people with a wide range of samoemic, cultural, and national
backgrounds.In the context of the United States however, thatis more often reserved for
communities with present or past ties to Spanigaking cultures. While this narrow
definition has been the subject of critique in battademic and popular discourses, this
discussion is outside of the scope of this thesisthermore, this thesis recognizes this
definition as the most current and prevalent ti@en&imerica for referring to communities with
ties to the Spanish language, namely individuaisfLatin and South American countries.
Exceptions to this referral will be when statistioaother research data specifically uses the
term ‘Hispanic’ rather than ‘Latino’ in definingihpopulation, in part to remain consistent
with this language usage but also to highlightgbhtical statement that is made through this
specific categorization.

The complicated nature in which Latinos and Hispsuhiave been formally defined as
a racial and ethnic category, is rooted in thestdry as a colonized and colonizing people and
their connections to the Spanish language. Mexicaiige United States for example, had been
distinguished as a distinct racial category uplding 1940s when the category was changed to

amalgamate a variety of people that used ‘Sparssthh@ mother tongue.” In the 1950s and

! Angel R. Oquendo, ‘Re-Imagining the Latino Rade The Latino Condition: A Critical ReadeRichard
Delgado and Jean Sephancic, eds. (New York: New Yoiversity Press, 1998): 60-71.

2] use Latino instead of Hispanic, a common ethnmomged in very similar ways in the United States, t
distinguish a category of social and racial stigifon within the United States’ population. Thekiéerences
and my preference for Latino over Hispanic areulised in the Preface.



1960s, the United States Census changed thistiateérsons of Spanish surnani€oday,
‘Latino’ and ‘Hispanic’ are the most common ethnorsyused to describe, as mentioned above,
communities with present or past ties to the Spatasguage or of Latin and Southern
American descent. Although sometimes used interchangeably, the teimagino’ and
‘Hispanic’ vary politically and geographically in eaning. ‘Latino’ is a shortening of
Latinoamericano and thus refers to Latin Americd i cultures while ‘Hispanic,” from the
SpanistHispang has a broader application and so can also ref8p&in or Spanish culture.
For some, the term ‘Hispanic’ can be a source lohietpride, a link to Spanish or European
heritage. In some places within the United Std¥kescican-origin elites often self-identified as
Hispanoto mark their Spanish heritage, their class anthkrauperiority over other Mexicans.

In New York, where the Latino population was getlgmraore diverse, ‘Hispanic’ was
more widely used as a pan-ethnic ethnoiyfhis changed during the 1960s and 1970s with
the emergence of cultural nationalism that accongolarger struggles for civil rights by
Chicanos and Puerto Ricans. This process of clldetarmination came with a rejection of
their indigenous and colonized roots making telikes‘Hispanic’ increasingly problematic as
it became recognized as a symbol of dominationaareminder of Spanish or Anglo colonial
suppression. Despite this wide rejection howeVer,United States Census officially adopted
the term ‘Hispanic’ in 1970, believing it to be mdpolitically sanitized’ in contrast to ‘Latino’
which was more often used to convey ethnic pride.

‘Hispanic’, as Chicana novelist Ana Castillo writ&gves us all one ultimate paternal
cultural progenitor: Spain. The diverse culturegady on the American shores when the

Europeans arrived, as well as those introduced usecaf the African slave trade, are

3 Gustavo Chacon Mendoza, ‘Gateway to Whiteness,’

4 Allan A. Metcalf, How We Talk: American Regionah@lish Today, A Talking Tour of American
English, Region by RegigBoston: Houghton Mifflin, 2012.

5> See Metcalf, ‘How We Talk’; Davild,atinos Inc.,2001

6 Davila, Latinos Inc

7 Davila, Latinos Inc, 16.
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completely obliterated by the term.” ‘Hispanic, esltontinues, ‘is nothing more than a
concession made by the U. S. legislature whengheythey couldn't get rid of us. If we won't
go away, why not at least Europeanize us, makeaseptable guests at the dinner table, take
away our feathers and rattles and civilize us armkfor all.® Expressing similar disdain for
the term ‘Hispanic,” Mexican American writer Sand@sneros perhaps more controversially
states that “Hispanic” is English for a persorLatino origin who wants to be accepted by the
white status quo.’ Latino, on the other hand slgees, ‘is the word we have always used for
ourselves?

For some of the reasons expressed by Castillo asiie@s above, ‘Latino’ is the
preferred term for many communities in New York|ifdania and other southwestern statés.
This is precisely because ‘Latino’ also refers eogle who come from territories in the
Americas colonized by Latin nations, such as Pattugpain and France, whose languages are
derived from Latin. Within this logic, people frdarazil, Mexico and Haiti are also considered
Latinoamericano$! Because of its increasing popularity after thec@ho and Puerto Rican
movements, ‘Latino’ is thought to be a nhame chdsethe Latino community and thus more
often considered part of a broader process of defrmination'? This indignation is
heightened by its insistence and use in the Spdnish—that is,Latino rather than Latin, or
Latin Americant® The term ‘Latino’ was incorporated in the 2000 tgdiStates Census where
‘Hispanic’ was amended to ‘Hispanic or Latif6.The 2000 Census was further significant

because it was the first time that residents wble @ select more than one racial category.

8 Ana Castillo, Massacre of the Dreamers: Essays$icanisma (1994)

9 Sandra Cisnero§;aramelq (Bloomsbury Publishing, 2003), 31

10 Metcalf, How We Talk

1 Angel R. Oquendo, ‘Re-Imagining the Latino Rade The Latino Condition: A Critical Reade2™ edition
ed. Richard Delgado and Jean Stefancic (New Yodw Nork University Press, 1995), 36.

2 For more on this see Qquendo, ‘Re-Imagining thinbeRace,” See also Gustavo Chacon Mendoza,
‘Gateway to Whiteness: Using The Census To Redé&fire Reconfigure Hispanic/Latino Identity’, Efforts
To Preserve A White American National Identityniversity Of La Verne Law Review Vol. 30, no(2008).
13 See Oquendo,‘Re-Imagining the Latino Race’, 37.

14 Frederic Field, Bilingualism in the USA: The Caxehe Chicano-Latino Community, (Philadelphia :
John Benjamins Publishing Company, 2011).
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The term Chicano is used to characterize a moraaaghidentity. Some scholars
believe the term Chicano dates back to the 193@nwdorkers from Mexico in the United
States referred to themselves as “Mesheecafdisis usually used as a way of acknowledging
both a sense of ethnic identity among Mexican-Aoars combined with a political
consciousness. The term gained widespread accepiaritie late 1960s and early 1970s
amidst the Chicano Movement. The increasing populasf the term, alongside the
development of the Chicano Movement and emergehCaicano Studies as a discipline will

be discussed in greater depth in the LiteraturaeRev

Bilingualism, Bilingual Speaker and Bilingual Educdion
Although the term ‘bilingual’ refers only to tworguagesH{i from the Latin, ‘having two’),
this thesis understands bilingualism as a dynamozgss that goes beyond the use, or
possession, of two autonomous languages and thereses the term ‘bilingual speaker’ to
refer to people with a number of different langual#dls—having in common only that they
are not monolingual. This understanding of bilinggna and bilingual speaker is informed by
a shift in bilingual language studies that challenthe view of bilingualism as two separate
systems in which one language is purely additivdoomant while the other language is in use.
Early in the study of bilingualism, Jim Cummins ped that the proficiency of
bilinguals in two languages was not stored seplgratehe brain—that is, each proficiency
did not behave independently of the other but ratedaved interdependentf/Bilingualism
gained further complexity as scholars began to esighk the ideologies and social conditions
that surround language and our processing of layjggull. Heller (2007) for example,

recognizes bilingualism as ‘sets of resources datito play by social actors, under social and

15 Garry Boulard, ‘An Ethnic Studies Evolutiomiverse Issues in Higher Educatioviol. 23 no. 21 (2006):
30-33.

16 Cummins, J.,‘Linguistic Interdependence and thedational Development of Bilingual Childrgn
Review of Educational Researgbl. 49 no. 2 (1979): 222-251.
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historical conditions which both constrain and mpé&ssible the social reproduction of existing
conventions and relations, as well as the prodoafnew ones'”

Taking into account some of these newer approatthdslingualism and bilingual
learning, which will be discussed at greater lengt@hapter Three, this thesis uses the term
‘bilingual education’ to refer to the educationdfoets to develop children’'lurilingual
(emphasis authors own) abilities or to use thodéiab to educate bilingual students. It also
uses the term ‘bilingual education’ as an umbritan to encompass what is also-known as
dual-language and multilingual educatiSn.

With reference to bilingual education another ténat emerges frequently throughout
this thesis is ‘linguistically minoritized studenContrary to popular belief, a linguistically
minoritized individual does not only refer to bidjmal or non-native English speakers but
rather, and most often, refers to a student owiddal who speaks a non-standard form of
American English—that is, the individual speakshwatregional or ethnic dialect. The thesis
uses this term because it confronts the constramtanguage and behavior to a political and
economic consideration of power and social inetyaliinguistic variance is a natural
phenomenon that occurs all the time and linguistsistently argue that all spoken languages
and language varieties are equal in linguisticefstitiic and structural terms). As Chapter Two
will demonstrate, language changes and developgtithe needs and interests of the linguistic
community. Language minorities (referring to lingfisally minoritized group in the plural
form) thus, develop through a politically, cultdyabnd socially constructed process that
involves careful and constant tending. The terngliistically minoritized’ then highlights the
active process of creating a status in which oweines a linguistic minority. These terms will

be further elaborated in Chapter Two.

7M. Heller, Bilingualism: A Social Approacialgrave Advances in Language and Linguistics (R0I%.
8 For more on this understanding of bilingual ediaraplease refer to Ofelia Garcia and Li Wei,
Translanguaging: Language, Bilingualism and EdugaiiBasingstoke: Palgrave Macmillan, 2014).
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11
Introduction

‘Taming Wild Tongues’: English-Only Education and U.S.-Bornihas$

‘El Anglo con cara de inocente nos arranco la leagWild tongues can’t be tamed, they can
only be cut out®®

This thesis takes a critical look at the broadegiatbgies ensconced in English-Only
approaches to English-language education and aassttieir impacts on Latino students,
families, communities, and subijectivities. Theetiborrows from Gloria Anzaldda’'s 1987
essay,How to Tame a Wild Tongue,’ a reflection on theduistic discrimination faced by
Mexican immigrants and Mexican Americans raisetthénUnited States. Here, théd tongue
is a euphemism for the non-conforming tongue amdeimoval, a poignant reference to the
social and political measures that are taken tarenss obedience. Within the context of the
United States, we might understand wikl tongue as that which deviates from the linguistic
norms of Standard American English or the Engléstglage altogether. What then might we
consider the process in which thegéd tongues are tamed? Exploring such ideas, thissthes
takes a critical look at the ideological justificats for educating language minorities with
English-Only approaches. More specifically, it feea on the gradual decline of bilingual
education programs in the state of California bhdugn by Proposition 227, and their
replacement with programs that emphasized Englisly-Gnstruction for monolingual
speakers of a language other than English andjbiilnspeakers.

With an epistemological approach that is roote€Ciicano Studies, this thesis also
draws from the theoretical advances yielded byicatiPedagogy and Language Studies. Using

these disciplinary traditions to interrogate thiatienship between social identity, language,

19 AnzaldyaBorderlands 76.
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power, and education this thesis argues that theetUrStates’ preference for English
monolingualism is part of a more complicated nexiusace, ethnicity, and class that works to
keep the boundaries of American identity protectdbeit narrowed, within a white and
middle-class framework.

For the United States, a country with no officaiduage, English has been recognized
as the language of public communication. Custoimerathan federal law has determined that
English is the language spoken and written in lo&l, the court house, the public school, the
library and so on. But if America does not havef#itial language how could it be that custom
determined this should be so? We have come to stagel the concept of a ‘national
language,’ rather like the nation itself, as a aysbf ideologie$.Benedict Anderson argued
that the nation was an ‘imagined community’ thaswanceived, in part, through a shared
language?® It is through language, he wrote, that one is itet/ into the imagined
community.?! The question that emerges for multilingual soeifs who decides what that
shared language should be. Of course there arefeergocieties that are not multilingual
societies. Even Great Britain, home of the Endisiguage is today a multilingual nation, but
given that its constituent parts included Welsh 8ndts speakers, the notion that it was ever
a nation purely of English speakers, is plainlyomect. A national language is a political
construct, every bit of a construct as the natiself. Nevertheless, the idea of a national
language, like the national community, is centwahe process of self-determination. It is used
to set and rationalize the terms of public commaitnon and participation.

Absent from Anderson’s analysis however is an exptliscussion of the forces or
social groups that have access to the means of camation necessary to construct or invent

a universal version of the ‘imagined’ national ‘amumity.’?? He wrote about the importance

20 Benedict Andersorimagined Communities: Reflections on the Origind Spread of NationalisifLondon,
New York: Verso, 1983) 145.

21 |bid.

22 |bid.
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of the printing press—the means by which natioreaigbages were disseminated and
popularized—Dbut largely overlooked the questionwdifo owned or had access to these
resources. This thesis is concerned precisely thighmatter of ownership of the means of
construction and representation, not the printires® as such, but a larger social machinery
that cultivates an understanding of the UnitedeStats a homogenous community with one
language and one culture. In this context, the iEhghnguage has become the universal
medium, which defines the nation-state and Americational identity. Language, as
Anderson argued, informs ideas about the self addngocio-political community. Language
education thus is an extremely political issue.idyoénd practice questions regarding the
education of bilingual or linguistically diverseudents are ultimately situated in debates
regarding the legitimacy of the language and caltarquestion. We have thus arrived to the
issue of power—that is, the power of those who us@& language for their various vested
interests and to secure their cultural dominance.

Within the United States, hegemonic power is stmatt almost exclusively on the
foundational basis of Anglo American cultural supeey. For it is, as Anzaldla states in the
opening vignette, ‘el Anglo con cara de inocentee]qos arranco la lengua,’ or translated into
English, ‘the Anglo with the innocent face’ thates and eventually tears out the wild tongue.
Her assignment of responsibility here is less amentary on individual Anglo-American
whites and more a recognition of a white powercitme that continues to privilege Anglo
American culture at the expense of non-Anglo An®ericultures. For Anzaldua, attacks on
the native tongue is an attack on an entire comiyias it diminishes a sense of self by
suppressing the ethnolinguistic idenfityThe taming of wild (patois) tongues thereforeris a
attempt to delegitimize specific groups of peoptedbnying them their language, their voice

and their identity.

23 Anzaldua, ‘Taming Wild Tongues,’ 80
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The relationship between group identity and languagcomplex and throughout this
thesis | will explore some of the nuances of tleiationship. To do this, the thesis examines
the broader discourses ensconced in English-Orgyoaphes to English-language education.
This work inevitably involves an examination ofibgual education as well as the broader
discursive practices that further inform the wagswhich Standard American English is
conceptualized and following from that, the waysaihich non-English and non-Standard

American English languages are conceptualized.

Race, Linguistic Assimilation and Bilingual Educatti

Debates regarding the issue of language in edurcatseverely racialized. Most
monolingual Standard American English speakersvaree and many of the bilingual, or
non-standard American English speakers are browrbkatk. However, by emphasizing
language rather than race and ethnicity, the Station of people along racial, ethnic and
class lines is instead enshrouded in a rhetorassimilation and national cohesion.
Politically, the use of language as a yard-sticimch to measure assimilation has been very
beneficial in an American context that has in régears defined itself as ‘post-racial,’” or
viewed itself closer to a socio-political climakeat sees overt racism and exclusionary
practices as politically incorrect, unjust and ipagpriate. A political rhetoric around
language rather than race is used to conceal thetitag of minority groups.

We might relate this phenomenon to what Stuart Hdérred to as inferential racism
whereby interpretations of situations and evenlkating to race have become naturalized,
regardless of the truth behind them. Hall suggisisbecause of this naturalization the racial
dynamics remain unchallenged and are assumed asnaonsense&’ This creates an

environment by which racist declarations or assestican be established without any need to

24bid., 91.
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consciously invoke the racist foundations throughiclv these statements are based. As
Standard American English is supported by collectistitutions, its cultural dominance is
often mistaken for an inherent superiority or moegural part of American identity. This
assumption overlooks the institutional influencattlegitimizes its use in public space and
within United States national borders. Larger feroé domination and lingering ideologies
linked to the supremacy of Anglo American culturavé structured this contemporary
arrangement® This will be the subject of discussion in Chaptevo. Additionally, it will
demonstrate the extent to which this arrangemenpported by the United States’ educational
system and implementation of bilingual education.

Reflected in bilingual and multinlingual educatigorograms is not only an
understanding of bilingualism and monolingualisnh &lgso constructions of national identity.
Efforts to Americanize immigrants and assimilateedse ethnic groups through the promotion
of English-language learning has been more or depslicy constant in American history.
Perhaps predictably this has meant that schootethe primary sites in which assimilation
efforts became concentrated. Americanization effare directed against Eastern Europeans
who came as part of an upsurge of immigration ¢édthited States at the end of the nineteenth
century. Here, for Progressive Era policy makerglish-language instruction served as an
assimilating devicé® It was not only immigrants who were required emform. Before the
twentieth century, the United States governmenvealgt aggressively, imposed the use of the
English language among Native Americans and thabiténts of the incorporated territories
of the Southwest. By the 1880s, the Bureau of mdiHairs implemented a policy of forced

Anglicization for Native Americans sending Indiamildren to boarding schools. While such

25 |bid., 259.
26 For more on this see Cecilia Elizabeth O’Lediy,Die For: The Paradox of American Patriotighew
Jersey: Princeton University Press. 1999).
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policies did not always succeed in eradicatingdti&ren’s native languages, it did instill in
them a sense of shame that guaranteed the exclisavef English for future generatiofis.

The great awakening of ethnic nationalism that kapd during the Civil Rights Era
however, began to challenge such conceptions how&Vhile the modern Civil Rights
Movement had been driven by an ambition to disneabtrriers of race, to break down
segregation and promote integration, by the |at880s there was also a growing political
consciousness that emphasized the value of digthotc identity in political struggle. It was
typified by Black Nationalism and later the Chicalovement. At the time many people were
anxious about the turn toward ethnic nationalisarifey that it represented a surge of reverse
racism, but in reality, as scholars have recertiigwsr for most of those involved it was a
natural progression in the liberation strugéfl@here was tension but no real contradiction
between the old Civil Rights Movement and the nadicalism. A major goal of the Civil
Rights Movement had been to combat discriminatiorpublic accommodations, housing,
employment and education. During that period ofc@dzation in the later 1960s, demands
for equality soon became demands that schools @&t educational institutions restructure
their curricula to reflect the experiences, higsyicultures and perspectives of their students
of color. The new ethnic nationalists took thatratgeforward into their own communities and
as they did so it evolved as they began to seedblews as a distinct people with more nuanced
needs. One outcome of this period of reflection @ development of Multicultural

Education, a reform movement designed to spedyicfect change in schools and other

27 For more on this see J. Crawford, ‘Anatomy of Emglish-Only Movement: Social and Ideological S@src
of Language Restrictionism in the United StatasDIiA. Kibbee (Ed.) (1998).anguage Legislation and
Linguistic Rights Selected Proceedings of the Language LegislatmhLinguistic Rights Conference, the
University of lllinois at Urbana-Champaign, Marc@9b (Philadelphia, PA: John Benjamins Publishing Co
1998); T.L McCarty, ‘Between Possibility and comastt: Indigenous language education, planning,Eoiiity
in the US,’ In: Tollefson, J.W. (Ed.lL.anguage Policies in Education: Criticidsues (Mahwah, NJ: Lawrence
Erlbaum Associates, Inc, 2002).

28 Van Gosse, ‘A Movement of Movements: The Defimitand Periodization of the New Left,” in Jean-
Christophe Agnew and Roy Rosenzweig (é@isinpanion to Post-1945 Ameri@dlalden, Massachusetts and
Oxford: Wiley-Blackwell, 2002): 277-302.
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educational institutions ‘so that students fromedse racial, ethnic, and other social-class
groups will experience educational equality.Part of this struggle was fought to gain
recognition for the fundamental language and -caltuwlifferences between minority
communities and the Anglo American bias often biatid institutions like the public school.
Bilingual Education emerged from this socio-polticlimate as Mexican Americans, Puerto
Ricans and Native Americans began demanding mantenbilingual education programs
where students from these communities could behtaugboth English and their ethnic
language.

What followed was a set of changes to governmentagtcbn policy that recognized
the demands of these ethnic groups. The same 1B@4R@yhts Act that is celebrated for
demolishing the basis of Jim Crow segregation & Slouth also required public schools to
provide special services for ‘English-Language beéds. Further legislative reform followed.
In 1968, Congress passed the Bilingual Educatioty Also known as Title VII of the
Elementary and Secondary Education Act. This has lbensidered the most important piece
of federal legislation in regard to language rightcause it acknowledged that language
minorities had rights to ethnic autonomy that thetéd States is responsible to protect. While
the law did not force school districts to offeritgual programs, it encouraged them to
experiment with new pedagogical approaches by fihgrograms that targeted principally
low-income and non-English speaking communitiese Pnogram’s primary goal was to
provide part of the instruction in the student'Swvelanguage in order to ease her/ his transition

into the mainstream or public society.

2% James A. Banks, ‘Multicultural Education: Hist@i®evelopment, Dimensions, and PracticeRigview of
Research Educatigwol. 19, ed. L Darling-Hammond (Washington D.@merican Educational Research
Association, 1993), p. 3. See also Vincent HardBeyond Chaos: Black History and the Search for & Ne
Land (Black Paper No. 2) (Atlanta: Institute of the 8aNorld, August, 1970); James A Banks, €daching
Ethnic StudiegWashington D.C.: National Council for Social Seg] 1973); Geneva Gay, ‘Ethnic Minority
Studies: How Widespread? How Successtttlucational Leadershi@9 (1971): 108-112.
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The notion that bilingual education was a rightdree accepted as the new political
consensus in the 1970s. In 1974, the Bilingual Btiorx Act was amended to more explicitly
define bilingual educational programs, its goats] # stipulate the requirements for feedback
and progress reports. At the time, the lack ofsgesyatic means of determining the success of
bilingual programs was considered one of the faguof bilingual educatiotf. During that
same year, the Supreme Court ruled in Lau V. NEhbat schools must take ‘affirmative
steps’ to ensure equal educational opportunitielshestp students, who did not speak English
fluently, ‘overcome language barriers that impegiea participation’ in educatiott. The Lau
decision is significant because it confirmed thred tesponsibility for overcoming language
barriers that impeded the full integration of studefell on the school boards and not on the
parents or children, effectively establishing tde@ational rights of language minorities. This
was part of a new consensus that only a year pushidhad determined that the academic
failure and social stigmatization experienced hygleage minorities was part of a cultural
deficit rather than any structural inequalities eshted within the educational system. The
Ninth Circuit Court of Appeals in 1973 for exampéegued that, ‘the discrimination suffered
by these children [was] not the result of laws pddsy the state of California, presently or
historically, but [was] the result of deficienciegated by the children themselves in failing to
know and learn the English languagéDespite these legislative gains, the goal of duefal
governments bilingual education program, demoredrdiy both the Lau Case and the
Bilingual Education Act, appeared to be a quickuagitjon of the English language by, very
often poor, minority students. Their position ofirfgualism often suggested that the use of

the students’ heritage language in education immt&ay to ensure their comprehension and

30 For more on this see Abdul Karim Bangura and Matti Muo,United States Congress and Bilingual
Education(Texas: Peter Lang, 2001).

31 au v. Nichols. No. 414 U.S. 563 Supreme Ct ofth8. 1974

32T, Wiley, ‘Accessing Language Rights in Educatidrbrief history on the U.S. context,” lnanguage
Policies in Education: Critical Issues, ed.W. Tollefson(Mahwah, NJ: Lawrence Erlbaum Associates, Inc.
2002).
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transition into the English language—that is, theswed bilingualism as transitional rather
than something to be celebrated. In very limited/svdid the Lau Case or the Bilingual
Education Act actually recognize bilingualism a®ality of the United States and for a large
number of American citizens.

Having been the accepted consensus in the 1960bilidgual education became
increasingly stigmatized during the 1980s when iBes$ Reagan was at the helm. Policies
focusing on support for bilingual education wersiponed as a public handout for immigrant
families and students awkwardly refusing to asstailinto an English-speaking American
mainstream. By the 1990s bilingual education hambine stigmatized as an approach that was
not only a hindrance to building national sociahesion but something that was detrimental
to the successful integration and academic perfocmaf language-minority students. The
evidence said otherwise but a political rhetorigédy motivated by a fear of immigration
prevailed. Mexican immigrants often received thenbrof this inflammatory rhetoric as
immigration to the United States from Mexico reathte zenith during the 1990s on the back
of the NAFTA reforms. As a result, having once beare open-ended, bilingual education
became increasingly situated more specifically Bkegican and Latino immigration issue.

The bilingual education debate was exceedinglgnisified in the state of California
due to changes in the California Education Codéénlate 1990s brought about by the voter
approved initiative Proposition 227 and its reveodahe state’s official support of primary
language instruction in 1998. The Proposition sed¢wnglish-only teaching methods as the
preferred approach for the education of the statéisglish-Language Learner” population
and effectively rid the state of its bilingual edtion programs. The structural impacts of this
particular initiative has been the topic of sustdimnd often critical debates among scholars,
educators and policy-makers who ultimately arga tiine initiative was a direct attack against

Mexican immigrants and Americans of Mexican deseceate broadly. Proposition 227 and
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its corollaries will be the subject of review in &iter Three. More specifically, the Chapter
considers the structural impacts of the Proposit@nLatinos nearly twenty years after its
passing. The continued assessment of initiatikesRroposition 227 is important given the
racial and ethnic demographic shifting of the Uthi&tates.

The significant growth of the Latino community oveire last fifteen years is a
significant contextual aspect in which to analyze $ocial and political climate that surrounds
the contemporary debate over the education of igtigally minoritized students. This is
especially so given that the most recent growtthefLatino population has less to do with the
number of immigrants entering the United Statesraatke to do with the number of U.S.-born
Latinos. Trends from the Census reveal that Engsisihe preferred and primary language
utilized by most second and third generation Lainoder the age of ninete&ilhe vast
majority of U.S.-born Latinos in other words areegominantly English speakefé.
Nevertheless, the majority of ‘English-Language rbeas throughout American public
schools are Lating? In fact, eighty percent of all ‘English-Languagearner’s are Lating’
This is a paradox is it not? How can it be thathe children from communities in which
English is the primary language that so many ofrtltan be classified as ‘English-Language
Learner’s? This question is key to understandiegpitedicament of U.S. Latino communities
today and will form one of my central research goes in this thesis. In order to consider this
further, it is necessary first, to understand htemglish-Language Learner” is defined. And

in order to answer that question we need to unaiedshow the English language is defined

33 Clemens, ‘Next Gen- Hispanics Reshape Market’I€hlets Cater to Young Latinos with Telenovelas,
Music, Wrestling,” February 13, 2006.

34 For more on this see Carmen Fought, ‘LanguageRepaesentation of Mexican American Identifgtiglish
Today vol. 26, no. 3 (2010).

35The United States of Education: The Changing Deraphics of the United States and Their Schoolsnt@e
for Public Education, May 2012. Accessed on Sep&rab12. See more at:
http://www.centerforpubliceducation.org/You-May-AiBe-Interested-In-landing-page-level/Organizing-a-
School-YMABI/The-United-States-of-education-The-nhag-demographics-of-the-United-States-and-their-
schools.html

36 U.S. Census Bureau, ‘Hispanic Americans By the biens:.
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within the United States. This might seem like anecessary question given that there’s an
entire book—Webster’s Dictionary—that catalogs ¢héire English language as it is used in
America. Of course, that is to say it is not jusbat the English language as it is formally
recognized but how it is used in American cultumats diverse communities, as it is actually
spoken and written, in all of its accents and disl@nd regional and ethnic peculiarities. In
short, there is more than one way in which Engbsirsed in the United States.

As I will show in Chapter Three, ‘English-Langudggarner’ is defined by how Latinos
are measured against an idea of Standard Ameriecginsk. That is to say, ‘English-Language
Learner’ could be understood more precisely asnied American ‘English-Language
Learner’.” To put it another way, the category Bhglish-Language Learner might describe
someone that already knows and uses the Engligludae every day, however their labeling
as an ‘ELL’ declares their form of the language aliy for the purposes of public
communication and participation.

Schools however, are not the only spaces in whdhviduals acquire language or
develop ethnolinguistic identities. A significanddy of research has discussed the various
ways in which the pervasiveness of images, reptasens, messages, discourses and
symbolic models disseminated by society’s institosi and social structures, like the school,
family, community, and media profoundly shape hdwidren and adolescents think about the
world and their position—in relation to gender, &y, body image, race, ethnicity, and
class—within it}” Taking this further, my research focuses on hawglage is disseminated
from these institutions and how this informs the/weawhich linguistically minoritized groups
are defined, or culturally produced, in contempgpramerican society.

This thesis argues that in the context of the th8.system of advantage operates in

favor of Standard American English speakers. Whiday in the cultural studies field are very

37 Please refer to Literature Review
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familiar with the approach to white privilege andegsure investment of whiteness that
underlines the ways in which white people haveldistaed their position of economic security

and fore-fronted class as a mechanism of socwifstation, this thesis sees language, in the
case of Latinos, as key to this stratificationll Stie distinction between Spanish-speaking and
English-speaking communities is also one of rackeatinnicity and so the debate over language
education in the United States and bilingualismexgenerally, is still a racialized one. While

the thesis is sensitive to the nuances of classdddn in discussions about language and
language education, this thesis is primarily conedrwith language as a racial and ethnic

signifier.

1.2 Chapter Breakdown

The thesis is presented in six chapters, all ottvliraw their chapter titles from passages or
key terms presented in Anzaldua’s ‘How to Tame ddWiongue.’ Broadly, the chapters
analyze the extent to which monoglossic ideolographasizing the superiority of the English
language infiltrate the public school, family-lifepmmunity spaces, and wider discursive
productions and the specific impacts this has enLidtino diaspora. With the Introduction
serving as first chapter, Chapter Twd, You Want to be American, Speak ‘American:”
Language and Identity in the Uniteguestions the primacy of Standard American Ehgliser
what are ultimately considered non-standard Amardialects or, minority-language dialects.
This inevitably requires an understanding of hoan8taird Language Ideologies operate in the
United States and how language policies and peatituence, and define, the prestige and
value of languages in a ‘linguistic market’ thateof impinge on individual and collective
identity-politics.®® In order to demonstrate this, the chapter presamdsinterrogates some of

the conventions of language usage in the UniteteSta show how language functions as an

38 Pierre Bourdieu and Loic WacquaAf Introduction to Reflexive Sociolog@ambridge: Polity Press, 1992)

25



ethnic signifier and the ways in which some conwe® have been institutionalized in
American schooling more broadly. The task therefseao show how the mechanisms of
language standardization, embedded as they arbeimdlitics of identity, develop into
language policies and customs that stigmatize gweai minority-English dialects within
public spaces.

After this initial theoretical and broader conteadtgroundwork is laid, Chapter Three,
‘We’re Going to Have to do Something About Yourdgien' Latinos and Proposition 227
looks at the specific effects of California’s EmsgiLanguage in Public Schools Statute, more
commonly known as Proposition 227, a voter-approugthtive that effectively eliminated
California’s bilingual education programs, neakiehty-years after its initial passage in
1998. As anti-immigrant sentiments and ralliesthar preservation of ‘traditional” American
values significantly increase in states like Catifa, where Latinos constitute the majority of
the population, it is both practical and salientitmlerstand the intersection of ideology,
policy and practice that unfolds for Latino ‘Englitanguage Learner’s in this context. To
this end, the Chapter examines the political dissmand zeitgeist that surrounded the
Proposition, a campaign championed as ‘EnglishiferChildren’ to critically analyze the
ways in which Latinos were constructed through gaktical measure. Ultimately, the
Chapter argues that the political agenda whichyred Proposition 227 reflected a more
profound malaise for the growing prevalence oflthgno people and culture that continues
to have significant implications for Latino studeaind teachers today. The latter portion of
this chapter explores the process of translanggabnmough the presentation of empirical
research from classrooms comprised primarily ofricastudents labeled ‘English-Language
Learners.’ Focusing on these daily instances osteanguaging allows the thesis to more

adequately demonstrate how language functionsiiy-life and how current approaches to
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language education for bilingual or minority spaakeork to undermine the linguistic
realities and bicultural contexts of the students.

Of course, it is difficult to separate approacheslanguage education from the
stakeholders involved—students, parents, and comti@sinEmpirical work from the field of
sociolinguistics, social and cognitive psychologgd education emphasize the role parents,
communities, and peer groups play in directly ardirectly shaping children’s value system,
ethnic identity, orientation toward language chpsgeech patterns, and overall view of the
world.3®The central preoccupation for Chapter Folinguistic Terrorism’ and the Impact on
Latino Families and Communitigberefore, broadly documents the experiences tihha
communities and families as they navigate compeiohgplogies of assimilation and
acculturation that stem from language usage, pading practice within the public and private
spheres. Influenced by the analytical perspectofésred by Chicano Studies and Critical
Pedagogy, the general interventions made by thisopoof the research concern the study of
home, community, and family life in relation to sciing. That means to say, the Chapter
seeks to understand how discourses from the psbhool are mediated in the home and
community, particularly when these discourses dcnflfo this end, the Chapter presents
ethnographical material gathered from local comnyuwenters and after-school programs that
provide services for many of the Latino studentseobed from the school case studies
presented in the previous Chapter.

Over the last fifteen years, the task of languadecation has become a concern for
commercial television networks. Since the turnhef millennial century, children’s television
programming has become progressively engaged afithulage education through bilingual

programming. Though this process began in the d&R0s with the likes cbesame Street

39 See J. Strattojow Students Have Changed: A Call to Action for Obildren’s Future(Arlington, VA:
American Association of School Administration, 1995
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the rate in which bilingual programming is produdedreased significantly alongside the
growth of the Latino population and more generdhyg, changing demographics of the United
States. The penultimate chapt@ie Struggle of Identities Continue®ilingual Television
and the Production of Latino Charactersyiews the specific contributions made by chitdse
television media in shaping people’s beliefs towalt@tino ethnicities as they engage in
bilingual language instruction for mass audiencetside of the school. This chapter more
specifically analyzes the construction of Latinoardcters in children’s television
programming emphasizing character language usdggter understand the racial stereotypes
that are bound to Latino ethnicities.

While the shows discussed in this Chapter aretm®ftfirst to incorporate Spanish
dialogue or Latino characters, a variety of wideciscultural factors make the increased
portrayal of Latino characters and bilingual pragnaing particularly unigque. Though
numerous studies have focused on how Latinos dredt cdicial minorities have been portrayed
in both film and prime-time television, fewer staslihave focused on Latino representation in
children’s bilingual animated programming and ferthore how these are informed by and
define broader discourses on the bilingual educadiebate. This is primarily the result of
limited case studies. It is only in the last fiftegears that the development of children’s
animated programming that feature lead Latino gianésts has been evident. Ultimately, the
Chapter argues that networks’ decision to portrdyndual Latino characters and teach
bilingual education through these Latino personastain social, cultural and political
significance because their portrayals shape, pednd perpetuate discourses about Latino
identities and the very political issue of languagecation. As such, this chapter relies on a
media-studies framework for understanding discoargktext. Together these chapters shed

light on the multifaceted ways thanguage ideologies inform language practice and
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approaches to language education; and the sp&afys in which this impacts the Latino
community.

The thesis’s final chapteL,ooking to the Future and’ Overcoming the Traditioh
Silence:’ Bilingual Education and Transformativeddgogiesexplores how transformative
pedagogies and alternative approaches to languagmamon have the potential to not only
transform structures and practices of educatingduhlly but to improve the way in which

Latinos are viewed socially, culturally and polktily.

1.3 Literature Review

This thesis adopts a conceptual, theoretical anthadelogical framework refined by
traditions in Chicano Studies, Critical Pedagogg &anguage Studies to highlight some of
the primary issues facing Latino communities in rtyefirst century America. The
forthcoming literature review highlights some oé tmost relevant scholarly contributions to
these respective fields before discussing my ownrtribmution to the field of Chicano Studies

(1.4)

Chicano Studies

Chicano Studies has been an important field ofied®ial development and a vehicle for social
activism. It emerged as a product from the Chicstlovement and student-driven efforts to

open spaces in higher education that would be albetirby Chicanos and serve the interests
of their students, staff, faculty and communitiésnically, the existence of Chicano Studies
programs in institutions of higher education ditutde radical critique and transformative

epistemologies of the early Chicano tradition. Sdraee referred to this as the ‘racialization

of the field.”® This process, argues Michael Soldatenko, ‘fragmentd individualizes

40 Michael SoldatenkaChicano Studies: The Genesis of a Disciplihe University of Arizona Press (2009).
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members of the groups as they strive to accesi@uspf power and prestige...The collective
values of Chicanismo,’ he continues, ‘became stst for the individualistic ethos of the
Anglo academy. The struggle to transform the Maxiéamerican community became an
individual ascent through the hierarchy of instidos of higher educatiot The programs
have been emphasizing social issues since theéyafpipseared on campuses in the 1960s and
1970s and the concern among many is that the dustate of Chicano Studies is a radical
departure from the original purposes of havingl®istaed the field?

Following the gains of the Civil Rights Movementise 1960s and 1970s was a time
when distinct minority groups challenged many @ ¢altural institutions that perpetuated the
dominance of ‘Anglo’ society. The public educatisystem received some of their greatest
attention. One of the primary objectives of thedc@hio Movement—for instance—was to bring
public attention to the poor quality of educatian Mexican American students and the bias
of the school curriculum and of their teachersahscipline, Chicano Studies has contributed
significantly to our understanding of Mexican Anoam culture and American culture more
broadly through interdisciplinary approaches. Mmstimonly, anthropological techniques are
employed to gather data on social problems, comtyumeeds, patterns of community
organization, cooperation and conflict and the @ffeof social stratification and of various
institutions upon communities. Utilization of thesethods can be seen in some of the earliest
work by some of the most prominent contributorshi® Chicano Studies field. The work of
George |. Sanchez, Ernesto Galarza, Julian SamuataAanerico Paredes challenged and
guestioned existing canons of knowledge to pointeriowards an oppositional praxis that

critically reviewed some of the organizing prineplof American society.

41 |bid., 266.
42 See Soldatenko; See also Rodolfo Actiteg Making of Chicana/o Studies: In the Trenchesoafdeme.
(Rutgers University Press, 2011).
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Sanchez’s work in particular was concerned with id&x Americans and education in
the U.S. More specifically, his work focused on wlmenting and correcting the inequities
forced upon Chicano children in the early to mieiiieth century, through language and
mental ability testing, segregation and trackitigsalarza played an active part in the labour
movement for farmworkers brought to the United &abn the Bracero program. Galarza
himself was a farmworker who used is bilingual Isktb communicate the plights of the
Mexican farmworker. Paredes’ work attempted to waptthe history of resistance and
struggles of Mexicans by studying the music and&léoé of Texas Mexicans and finally,
Samora focused on political leadership in the Gloddovement. From these four individuals,
who contributed to the training of young Mexican émsan scholars, we can see the varied
topics often addressed within Chicano Studies.r§hveas a scholarship and politics of protest
that gave rise to a cultural nationalism, an idgplthat stressed a Mexican identity and
rejection of assimilationist and integrationisastgiest

In April 1969, the Chicano Coordinating Council digher Education drafted El Plan
de Santa Barbara, a manifesto for the implememati&€hicano Studies educational programs
throughout the state of California. EI Plan outlin@ strategy for the creation and
institutionalization of various Chicano programmad at promoting access to institutions of
higher education for Latinos. It offered educatasnan agent for social change:

‘The role of knowledge in producing powerful soalbnge, indeed revolution, cannot

be underestimated...research will not only proviZl@icanos with action-oriented

43 See for example the following by George I. Sanch®Study of the Scores of Spanish-Speaking Chitdon
Repeated Tests,” M.A thesis, University of Texassin,1 931; “The Implications of a Basal Vocabuyltr the
Measurement of the Abilities of BilingualChildred®urnalof Social Psychologyol. 5, 1934; “Bilingualism
and Mental Measures: A Word of Cautiodgurnal of Applied Psychologyol. 8. December 1934&orgotten
People: A Study of New Mexicargbuquerque, University of New MexicoPress,194ncerning
Segregation of Spanish-Speaking Children in thdi®&thoolsnter-American Occasional Paperso.9,
Austin,Texas,1951.

44 For more on this see ‘The Quest for Paradigm: Dé&eelopment of Chicano Studies and Intellectuéts,’
Latinos and Education: A Critical Readérds) Antonia Darder, Rodolfo D. Torres, Henry iGuez
(Routledge: New York, London, 1977).
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analysis of conditions, it will also aid signifignin politically educating the Chicano

community...it will help measurably in creating agiding impetus to that historical

consciousness...Chicanos must posses in orderssiigite to struggle as a people

toward a new vision of Aztlaf®.
The primary objective of the Chicano Studies fildo conduct research that is critical of
society and that simultaneously contributes to sttaponsciousness and in this case, Chicano
consciousness. Throughout the 1970s and 1980sai@hiStudies programs were established
at California community colleges located in areathva substantial Mexican American
community as well as many of the California Statevdrsity campuses. The programs took
on various forms throughout the country more gréguend this eventually led to dissent
among Chicano Studies scholars and Chicanos abeaipplications of the fielt?.

Discussion of the Chicano Studies discipline wdwgdincomplete without noting the
significant contributions made by Anzaldia and otf@hicana scholars. Through her
frameworkmestiza consciousnegmzaldia opened up the way in which Chicano iteentas
constructed by the Chicano movement: from a stifmition to one that is characterised by
plurality and flexibility. Mestiza consciousnesseks to undo dualistic thinking in a variety of
discursive practices such as identity formatiord &minist and ethnic/racial oppositional
movements. In order to transform existing unequaiad relations, Anzaldlda argues, it is
necessary for all parties to participate in thie ierm of consciousness—that is, she argued
that we could not speak of Chicana/o liberation nviae continued to reproduce forms of
oppression such as racism (negating the Indian Afretan), sexism, classism, and

homophobia an idea poignantly exemplified hereis‘ihot enough to stand on the opposite

45‘El Plan de Santa Barbara’. drafted by the Chic@nordinating Council on Higher Education, at the
University of Santa Barbara, April 1969. P.79.

46 For more on this see Michael SoldatenRbjcano Studies: The Genesis of a Discipl(ifiecson: University
of Arizon Press), 200¢loving Beyond Borders: Julian Samora and the Egthbient of Latino Studiexlited
by Alberto Lopez Pulido, Barbara Driscoll de Alvdoesand Carmen Samora (Urbana: University of 116noi
Press), 2009 .
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river bank, shouting questions, challenging pathal white conventions. A counter stance
locks one into a duel of oppressor and oppreseellet in mortal combat, like the cop and the
criminal, both are reduced to a common denomirafteiolence.*’ As a result, she suggested
a politics of liberation that moved beyond natiostad discourses based on dialectical

oppositions between oppressors and oppressed.

Language Studies

Interest in the use of cross cultural approachdganspectives has increased markedly among
scholars, particularly within the sociolinguistielfl. Many have observed or emphasized the
importance of ‘intertextuality’ ‘intersectionalitghd ‘recontextualization’ of competing
discourses in various public spaces and genres.anaétical perspectives on language,
identity and power to be addressed in this seatiocourages a consideration of the way
language is used, or adjusted, according to ssitiation, audience, and context. In doing so,
this section highlights studies, which have addrédbe effects of language-use, structure,
policy and practice on society. The point is toognize the forces that normalize the terms of
language use in specific situations and the systmdssocial institutions in place to enforce
these norms. It is through this critical lens thatcan begin to see how language education is
situated in larger discourses about immigratiosinagation, race, power, cultural domination
and legitimacy and further the way in which it gfieally impacts Latino students and
communities within the United Staté&For now however, the research review introduces

some of the analytical perspectives on language psicy and practice that have been

47 AnzalduaBorderlands 78.

48 See for example Jim Cummins, Language, Power,Pedhgogy: Bilingual Children in The Crossfire
(Clevedon, England: Multilingual Matters, 2000)n8ea Del Valle, Language Rights and the Law inlinéed
States: Finding Our Voices (Clevedon, England: Mutfual Matters, 2003); B.R. Berriz, ‘Unz Got Your
Tongue: What Have We Lost with the English-Only Mates?’ Radical Teacher, Vol/ 75, (2005): 10-15;
James CrawfordBilingual Education: History, Politics, Theory, aftactice(Los Angeles: Bilingual
Educational Services, Inc.,1989).
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previously explored by academics primarily withire tsocial sciences and which guides the
thesis’s critical analysis of language education.

A rich repository of research from within the Sécsxiences discusses language—
choice, usage, structure and practice—as parteoftity construction, both individual and
collective, that is informed by our specific cortte®® This perspective recognizes language
beyond its communicative function and acknowledgess an instrument that also gives
individuals, groups, institutions, and culturesithidentity. The distinction between the
communicative and symbolic aspects of languageijeardohn Edwards more specifically, is
the distinction ‘between language in its ordinauhderstood sense as a tool of communication,
and language as an emblem of groupness, as a syantadllying-point.>® Because language,
and other symbolic systems, is used to determidedafine similarities and differences, that
draw boundaries between ‘us’ and ‘them’ explainsil FRicoeur, the specific aspects of
language communication help us frame and definesoaial and political realitie. The
analytical perspectives outlined by Edwards anad&ic echo the basic assumptions presented

in Anderson’s thesis outlined in the Introductitimt language functions as a group signifier.

49 See for example Ruth Wodak, ‘Language, Power dadtity’ Language Teaching/ol. 45 no. 2 (2012):
215-233. (216) John Edwardsasnguage, Society and Ident{tpxford, England: Basil Blackwell, 1985); L.
Martin-Rojo and H. Grad, ‘Identities in Discourge Integrative View’ inAnalyzing Identities in Discourse
eds. Rosana Dolon and Julia Todol (Amsterdam: Bamjamin’s Publishing Company, 2008): 3-28. Cados
Ovando, ‘Language Diversity and EducationMuilticultural Education: Issues and Perspectivgs edition,
eds. James A. Banks and Cherry A. McGee Banks (Wilssey-Bass Education, 2003); J. U. Ogbu, ‘Beyond
Language: Ebonics, Proper English, and Identity Black-American Speech Communifygherican
Educational Research Journalol. 36 No. 2, 147-184, 1999; Rosina Lippi-GreEnglish with an Accent:
Language, Ideology, and Discrimination in the Udittates (London and New York: Routledge, 1997);
Frederick FieldBilingualism in the USAThe Case of the Chicano-Latino Commuf8tudies in Bilingualism)
(John Benjamin’s Publishing Company, 2011); Waltlfvéon and Natalie Schilling-Estes, ‘Language Evioint
or Dying Traditions? The State of American Dialgcfsnerican Voice$Oxford: Blackwell Publishing Ltd,
2006.); Carmen Fought, ‘Language as a Representatimexican American IdentityEnglish Todayvol. 26,
no. 3 (2010); W. Whatley, ‘Language Among Black Amans in C.A.’ inLanguage in the USAeds. Charles
A. Ferguson and Shirley Brice Heath (New York: Caiddpe University Press, 1981); Arlene Davila, ‘The
Latin Look and “Walter Cronkite Spanish” ifhe Latino Condition: A Critical Reade?2™ ed., ed. Richard
Delgado and Jean Stefancic (New York: New York @rsity Press, 2011).
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There is also a general consensus that views lgegas a fluid and ever-changing
cultural product. In her critical framework for gumage policy, E. Shohamy argues, language
is not ‘stagnated and rule-bound’ but primarilyrgenal, open, free, dynamic, creative and
constantly evolving®? As language is socially consequential, issuesaafjliage policy,
custom and standardization gives rise to impotitsutes of power. A standard language is the
language most recognized by the national commuasithe ‘correct’ and most articulate form
and thus, the most appropriate for public (8eBecause of the various levels of
institutionalization that standard languages rexjulmguists and sociolinguists consider
standard languages as an institution that is magdaby the more dominant and prestigious
groups of a specific language community. Specifjcéhose who have access to the means of
communication and importantly, the means of cultyreoduction—dictionaries, school
curriculum and media. Language communities thatiadevfrom the standard are often
marginalized in various ways: economically, poétlg, and socially. The development of a
national standard therefore is illustrative of Hamguage choice, usage and preference is used
to socially stratify language communities.

Socio-linguist Frederick Field describes the comadghe ‘proper language’ as part
myth and part indoctrination that become the basid rationale for language legislation,
therefore affecting the language societies usédfsiness, the languages included in public
spaces and the languages taught in public sci6@élatonio Gramsci was one of the earliest
critics to suggest that societies were controllederand en masse through the dissemination
of mass media and ideas ‘because it [disarmed]iammdobilized] its audiences by engineering

popular consensus through the power of persuagidndre contemporary scholars appear to

52 E. Shohamyl.anguage Policy: Hidden Agendas and New Approa¢hbsgdon: Routledge, 2006).

53 Field, Bilingualism in the USALipp-GreenEnglish with an Accent

54 Field, Bilingualism in the USAEIliot L. Judd, ‘The English Language AmendmehiCase Study on
Language and PoliticsTesol Quarterlyol. 21, no. 1 (1987): 113-135.

55 Antonio GramsciSelections from the Prison Noteboo®siintin Hoare and Geoffrey Nowell Smith, eds. And
trans. (New York: International Publishers, 197159-170.
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be situating Gramsci’'s broader assertion withingpecifics of language custom, policy and
practice®® Ruth Wodak for example, interrogates the normamguage usage, the structures
in place to enforce these norms and the purpokngtiage standardization in her analysis of
the ways in which national and European identaiestied to language and communicafion.
Because the relationship between language andtyglentlialectical, she argues, attempts at
standardization are often indicative of effortstwrmalize the culture of the more dominant
groups as a means to preserve and prioritize ithteirests® Teun van Dijk more specifically
identifies the dominant groups in society as aaaglite that has greater access to the means
of communication which grants them greater powetetiine, disseminate and institutionalize
their own interests’

While drawing on critical approaches to languagkcps and custom such as those
proposed by Wodak, Field and van Dijk, this thedso applies the concept of language
ideologies as elaborated in sociolinguistics amgjuistic anthropology, and discourse as
outlined in critical discourse studies. Languageoldgies are defined as ‘cultural ideas,
presumptions and presuppositions with which difiesscial groups name, frame and evaluate
linguistic practices® Because language-ideological debates take plaqmilitic spheres,
argues Wodak, language ideologies are producediscourses—news, media, politics,

narratives of national belonging, academia and laopeulture®® In this way, language

56 Gabrielle Klein, ‘Language Policy During the Fa$deriod,” inLanguage, Power and Ideology: Studies in
Political Discourseed. Ruth Wodak (Amsterdam/Philadelphia: John Baimja Publishing Company, 1989).
57 Ruth Wodak, ‘Language Power and Identityahguage Teachingol. 45 no. 2 (2012): 215-233
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60 S, Gal,'Migration, ‘Minorities and Multilingualisthin Language Ideologies, Policies and Practices:
Language and the Future of Eurqpelited by C. Mar-Molinero and P. Stevenson, (Bgisike: Palgrave
Macmillan, 2006): Ruth Wodak, ‘Language Power atehtity,’ Language Teachingol. 45 no. 2 (2012): 215-
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becomes something that can publically, and thraogtitutions like those mentioned above,

index, legitimatize and express power.

Critical Pedagogy

The Chicano Studies discipline was founded as agmgical tool. As such, an understanding
of the development of Critical Pedagogy is criticatieveloping our understanding of Chicano
Studies. Critical Pedagogy is an educational pbpby that aims to challenge the reproduction
of inequality by grounding the politics of educatiwithin a wider societal framework. This
philosophical perspective significantly informs tresearch’s methodological approach: its
critical analysis of language acquisition, edugatamd usage across multiple sites (schools,
families, communities, and media).

Critical pedagogy'’s inquiry into the ways in whiphrticular forms of knowledge are
legitimated and celebrated by the dominant culturdeite others, in contrast, are marginalized
and discredited reveals the privilege of some foohknowledge over others and most
significantly, the social construction of knowledgehe contributions from early critical
pedagogues, and later advocates of the multiclkdrecation movement, laid the groundwork
for researchers, educationalists, and social ats$ito reflect on the intersection that occurs
between the wider sociocultural context, the hothe,local community network and more

traditional realms, like the formal school syst&itheir interrogation of institutions, which

52 Ovando, John Edwards, Wodak, Fairclough and Wo@akical Discourse Analysis,’ ilDiscourse Studies.
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constructed knowledge, highlighted the ways in Whiaowledge and public schooling are
inherently political and deeply rooted within a nexof power relations reflective of wider
socio-political contexts.

The roots of critical pedagogy are often tied ® Brogressive Movement, which saw
an eagerness to address the nation’s largest dtscaald injustices through educational reform
during the nineteenth century. Public educatiorthiem United States has a long history of
distributing both education and privilege unequabgcording to race, ethnicity, gender and
socioeconomic status, among other factbBducational philosophers such as John Dewey
and Horace Mann hoped to make schools effectiva@ge of a more democratic society in
hopes of ‘equalizing’ an increasing level of claksparities throughout the late nineteenth
century® Dewey’s articulations of education planted impottghilosophical roots for the
development of progressive education and latenddliPedagogy, as did the sociological
inquiries into the impacts of racism presented b \B DuBois and Carter G. Woodson during
the early twentieth century. Racism, they argugedpi only a personal ideology based on racial
prejudice, but a system involving cultural messagges institutional policies and practices as
well as the beliefs and actions of individualstHe context of the United States, this system

operates to the advantage of whites and to thelhsdage of people of color.

Pedagogy of the Oppress@dew York: Seabury, 1971); Henry Giroubheory and Resistance in Education,
South Hadley, MA: Bergin and Garvey, 1983) Maximeé&he,The Dialectics of FreedoifNew York: Teachers
College Press, 1988); Lorraine Cotl¢hat Can She Know? Feminist Theory and the Corigtruof
Knowledge(lthaca, New York: Cornell University Press, 1998andra Harding/Vhose Knowledge? Whose
Science? Thinking from Women'’s Ligihaca, New York: Cornell University Press, 199G)enda Mac
Naughton and Karina DavisRace” and Early Childhood Education: An Internatialism Approach to
Identity, Politics and Pedagog{Palgrave: Macmillan, 1970).

64 See W.E.B. DuBoisThe Souls of Black Folpover Publications Inc, 1903); Carter G. Woodsdis-
Education of the NegrfAssociated Publishers of the United States of Agae 1933); Paulo Frier®edagogy
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DuBois’s, The Souls of Black Folkl901) is considered a groundbreaking piece in
critical race studies. His concept of ‘life behirtde veil’ and the resulting ‘double
consciousness’ illuminated the ways in which rdgiappressed groups, particularly African
Americans, experienced the impacts of a wider soidforal and political context on a daily
basis®® Carter G. Woodson®lis-education of the Negrd933) more specifically addresses
the destructive nature of public education for ypéfrican Americans, which he argued was
inherently biased and degrading to the African Aosr community’s self-wortlt! He
proclaimed that in order for racialized and histally disenfranchised groups to excel socially
and academically, they had to be prepared to alijichallenge socially prevailing notions of
the time, particularly those which sought to suppmistinct communities. These early gestures
towards the need for critical pedagogies provides itnpetus for many of the subsequent
educational struggles associated with anti-racismificulturalism and social justice that we
saw emerge during and immediately after the Ciigh& Movement. Discussions concerning
education for minority groups sparked a more nudraseareness of some of their particular
needs and challenges presented at local, stateeztatal level.

While the term Critical Pedagogy did not come itademic use until the publication
of Henry Giroux’s,Theory and Resistance in Education: A PedagogyherOppositionjn
1983, articulations of its concepts and generdbpbphies were evident in the works of social
activists Jonathan Kozol, Maxine Greene and Parddé=during the 1960s and 1978 heir
work continued to highlight the ways in which knedge and public schooling were inherently
political and yielded significant theoretical demeients for critically engaging with the

impacts of capitalism, sexism, racism, class inkyuand homophobia within the context of

% See DuBois, The Souls of Black Folk.

57 See WoodsorMis-Education of the Negro

58 See Jonathan Kozddeath at an Early Age: The Destruction of the Heamd Minds of Negro Children in
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schooling. Freire’s influentidedagogy of the Oppressedore specifically discussed the need
for education to critically and openly address edion'’s relationship with the political process
and its lack of neutralit§®

Throughout the latter half of the twentieth centufyeire’s goals were significantly
practiced and expanded by followers of the multigall education movement, an educational
reform movement conceptually aligned with soméhefrhain principles of Critical Pedagogy.
One such founder of the Multicultural Education Mment was educational philosopher,
James A. Banks. During the early 1990s, multicalteducation evoked a divisive national
debate, in part because of the inconsistent delinsf approaches and understandings of
‘multiculturalism’ as well as divergent views on athconstitutes an American identf.
Ultimately, the debate was one that sparked a paweggle over who should participate in
formulating the ‘canon’ used to shape the curriouln the nation’s schoofS.Assimilationist
ideology, explains Banks, maintains that in orderconstruct a cohesive nation and civic
culture individuals from diverse racial, ethnic,ltatal and linguistic backgrounds must
surrender the heritage or community culture. Te #md, assimilationists often claim that
multiculturalism is detrimental to the nation-stated the civic community and therefore it is
necessary for citizens from diverse groups to déistalallegiance to the nation-state and to
become effective participants in the civic commybiy relinquishing ethnic and cultural ties
that do not conform to the host cultuféWhile this melting-pot approach to education may
have opened avenues of economic advancement folbarenef some minority groups, it

produced frustration and a negative self-concegt@msciousness for many others. It was

69 Freire,Pedagogy of the Oppressed
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precisely this negative self-concept for minorityogps that leaders and advocates of the
Multicultural Education hoped to dismantle. Ondloé ways this was to be achieved was by
emphasizing the role and value of ‘personal antucallknowledge.’

Many educators and critical pedagogists recognizedrequency in which language
received from the home clashed with the discout@asd within the formal school system,
especially among students drawn from minority backgds and those from families who held
a low socio-economic statu& This tension is known as the home-school contjauit
discontinuity framework, or home-school mismafttihe dissonance felt between school and
home for an overwhelming number of students of cplmmpted educators, scholars and
sociologists to more critically reflect on the $ewms’ transferred by the community and
‘homespace’ and the intersection between schooipmanity and homé Several scholars of
color have written about the importance of cultukaowledge and the need for its
centralization in understanding children’s condinrc of knowledge and academic
performance? Attention to the knowledges and discourses gafrmu the ‘homespace’, is
sometimes referred to as educational responsiveaiespproach to policies and practices that
promote positive educational outcomes through neitiog, understanding, and utilization of
students’ cultural, linguistic and psychologicadets’’

For Banks, this was described as ‘personal andirallknowledge’ and included the
concepts, explanations and interpretations thatesiis receive from their personal
experiences, homes, family and community life. Bankotion of ‘personal and cultural

knowledge’ is conceptually aligned to other dedaips of the social context both within and
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outside of Critical Pedagod¥.Findings of differences in definitions and termoygy indicate
the continued development and contested naturatmat pedagogies and other sociological
inquiries to how the social context contributesaaialization.

Prior to the 1960s, schools and other educatiosatutions paid little attention to the
personal and cultural knowledge of students. Howeween disparities in ethnic minority
achievement became a concern of the American federernment the opportunities for
public funding influenced a range of ethnographiciges exploring the schooling experiences
of various minority groups. Significantly throughdbe decade, educators and policy-makers
became increasingly concerned with how the uniqueum@l and historical views of their
students impacted on the education they receivdchaw responsive they were tddtlnitial
research however emphasized cultural deficits aptimary reason behind minority student
failure, a model which emerged as ‘deficit thearigiwithin the literaturé® Deficit theorizing
blames the underachievement of ethnic minority lmdincome groups in schools on the
perceived deficiencies of the minority studentsibelves, their families and their cultures. As
a result, cultural deprivation theorists view thdividual and their culture as the major problem
rather than the culture of the school or widerdtrtal inequalities.

In fact, many of the pejorative images linked te ttatino population stem from

stereotypes about the Latino family that were iegited by the sociological and cognitive

8 See Bourdieu on ‘habitus 'istinction: A Social Critique of the JudgemenfTafte (London, Routledge,
1984) and Moll et al. ‘funds of knowledge’ Funds of Knowledge for Teaching
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development literature that emerged prominentlgughout the 1960%.1n 1961 for example
J.M Hunt argued that Mexican children came fronittaally deprived homes$? Several years
later in 1966, Oscar Lewis described the daily ficas and experiences of families in Spanish
Harlem as a ‘culture of poverty.” Cultural deprinat theorists, like Hunt and Lewis helped to
legitimate popular conceptions of ‘culturally defadl (Latino) homes’ by suggesting that poor
student achievement was unrelated to schoolingyader culture of economic inequality and
exploitation, but rather symptomatic of the ‘cuétuf poverty’ in which they were socializ&.

In emphasizing internal cultural practices previscisolars, educators and policy makers were
able to place the blame for many social problemnsh s poverty, poor academic achievement
and a difficulty assimilating into the American mstiream on Latinos themselves by ignoring
the impact of larger forces, such as racism, aasisdhierarchies, that limited opportunities for
succes$? It is from within this climate that the developmerfi Chicano Studies, and Ethnic
Studies more broadly, emerged. Mexican Americadesits and activists sought not only to
rectify a long history of racism and cultural negldut also patriarchy and economic
exploitation.

Since the 1980s popular and mass culture has singhg become a topic of critique
among academics in the field of education and €litPedagogy. ‘Popular knowledge,” as
defined by Banks, is conceived as the interpretatand beliefs that are institutionalized within
television, movies, music and other forms of masslim Media therefore is often viewed as
an institution, which simultaneously reflects andrpgetuates popular knowled§e.The

images, messages, and effects of popular cultureth&r in the form of advertising, fashion,
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or television are ubiquitous and raise importard anperative considerations for educators
investigating media literacy and attempting to puwal a critical consciousness regarding
students’ consumption of popular culture and sulyjgies.

Media is an institution that, like the public schand family, can develop, sustain, and
challenge discourses on ethnic, cultural and sodehtities. Media therefore, plays a
significant role in the construction of people’smiities, sensibilities and interests. Media
thereby forms part of an individual’s relationshipreality®® In this way, and as John Street
more explicitly states, media wields discursiveidegological power that creates a popular
‘common sense’ that can consistently shape ideds@dtural norms about specific groups of
people. Banks’ conceptualization of ‘popular knadge’ is in many ways conceptually aligned
to this wider educational and discursive proceksipplace within media and popular culture
more specifically. His identification of popular lture as an institution of knowledge
construction bridged media literacy to the educetidield. As an institution that teaches
individuals about the society in which they livee blaimed, educators are responsible for
understanding the way in which media impacts stigdestassroom experiences and their
responses to prevailing pedagogies and the cuuric?/l

Together these studies point to the multiple wagsd mmedia teaches and consolidates
social rules and norms. They further highlight tha&y in which access to communicative
formats like mass media is often limited to memhbsran elite and dominant group. Mass
media as an institution therefore sustains the tagitimation of the power, and beliefs,

exercised by these grouf38lt not only shapes how groups are viewed by othatdiow they

86 For more on this see John Strédsss Media, Politics and Democra@ edition (London: Palgrave
Macmillan, 2011).
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view themselves. The pervasiveness of images, septations and symbolic models

disseminated by television, and other media, infoow children and adolescents think about
the world and their own position—in relation to den sexuality, body image, race, ethnicity,
and class—within it.

The contributions made by the sociological workrfrGarter and DuBois alongside the
work from educational philosophers like Freire @ahks informs the methodological and
conceptual framework of this thesis in various wa§g research encompasses the three spaces
of inquiry often discussed within Critical Pedagogyassroom, homespace and popular
culture. As such, it recognizes, as legitimate amitlential, the resources, skills and
accumulated knowledge that people acquire fromrthersonal, family, and community
history as well as wider discursive practices sastthe construction of group subjectivities
within popular culturé® The methodological framework is also heavily ieficed by the

Chicano Studies discipline. This will be discusiather in the Methodology section (1.5).

1.4 Field Contributions

This thesis is an attempt to broaden the Chicandi& tradition by emphasizing epistemology
over subject matter. Chicano Studies emerged astiadlly political discipline designed to
highlight and address oppressive structures asaasite empower marginalized communities
through community based activism, research andatduc Widening the scope of Chicano
Studies beyond a unique Chicano experience moedsdtiition forward allowing researchers
to effectively adopt a Chicano Studies framework dascussing other Latino ethnicities

(Puerto Rican, Cuban, etc) and other minority laggucommunities..

89 Rosi Andrade, ‘Children’s Constructive Social Wisrl Existential Lives in the Balance,’ (Ph.D. diss.
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It has been nearly fifty years since the first @hig Studies programs were initiated on
campuses across the United States. Over the hageéses however, Chicano Studies programs
have been under siege not only by right wing antseovative critics seeking to eradicate the
programs altogether but by an academy that seettsfitme the program by its content rather
than its commitment to social activism. Additioyalhe question of whether Chicano Studies
can sufficiently capture the diversity of the MeaicAmerican community and other Latino
ethnic groups has been raised by scholars bothnathd outside of the discipline. These
criticisms have their merit: how can Chicano Stadiespond to the needs of other Latino
students who come from places like Cuba or Pueito RMy suggestion is that we return to
the epistemological traditions in which the Chic&tadies tradition was founded. In short, we
need to remember how and why Chicano Studies chmé.a

While the nuances of the Mexican American expegesttould not be overlooked we
must remember that ‘Chicano’ emerged as a politieeh to identify a group of people
(Mexican Americans) subjugated by Anglo Americascdmination and cultural dominance.
Chicano Studies is part of a larger constellatiocuttural nationalism that accompanied larger
struggles for civil rights throughout the 1960s at®70s when distinct minority groups
challenged many of the cultural institutions thatgetuated the dominance of ‘Anglo’ society.
Like many of the Ethnic Studies that sprang in oese to the demands of these various
minority groups, Chicano Studies developed as a wwagddress a long history of racial,
gendered and economic oppression by mainstreaml@Argnerican culture. The shared
objectives that stem from this common experiendé tie dominant Anglo society suggests
that other Latino ethnic groups (and perhaps atiaric minority groups) can benefit from the
critical studies and theoretical advances yieldge€hicano Studies. The issues regarding the

nature and extent of cultural and linguistic pligial raised by this thesis for example do not
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solely impact the Chicano community but—in variousays—Latinos of all ethnic
backgrounds and to a larger extent, language ntie®outside of the Latino diaspora.
Situated in a Chicano Studies framework commitbehotivating Latinos to learn (and
un-learn), to contest and correct negative imaggashave come about through a process of
cultural discrimination and by drawing from deveatognts in Critical Pedagogy and Language
Studies, this thesis is able to elucidate the waiscursive practices that inform the United
States’ preference for English monolingualism dmeldisproportionate implications this has
for the Latino community. Doing so allows us to enaritically review current approaches to
educating linguistically minoritized students anohsider options that may sustain more
complex conceptualizations of language usage arattipe that eventually recognize
bilingualism as a facet of American identity. Withtinos making up the largest and fastest
growing ethnic group in the United States, Chic&tadies programs and the research it

develops has perhaps never been more important.

1.5 Methodology

The ultimate goal of this project is to reveal tleeessity for social justice and transformative
pedagogies in overcoming a tradition of Latino maatization and de-legitimacy. Bilingual
education is a highly contested pedagogical arraege especially when implemented with
and for students from non-dominant language comti@sni Against a backdrop of an
increasing Latino population, anti-immigrant sergnts and rallies for the preservation of
“traditional” America, this investigation drew ohe& methodological and epistemological
traditions of Chicano Studies, which are heavilyugrded in the pursuit of new knowledge that
moves toward group empowerment.

The research employed a mixed methods and multgde study research design to

investigate the perspectives of those most affebtechonoglossic ideologies and English-
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Only approaches to language education: the studdres teachers, their parents, and the
Latino community more widely. The Multiple Methodase Study approach allows the
researcher to make two or more observations ofstmae phenomenon within various
mediums. This variant, Felipe M. Santos and Kathlé& Eisenhardt explain, enables
replication—that is, the ability to use ‘multipleses to independently confirm emerging
constructs and proposition¥.Anthropological techniques are primarily employedgather
data on the community under investigation and tiresk the following research questions:

What ideologies underpin English-Only approachdsmglish-language education and

how do these approaches affect Latino studentsliésmand subjectivities?

With Chapters One and Two serving as contextugdtelna that introduce the research
topics, key terms and relevant secondary informat©hapters Three and Four utilize an
ethnographic approach to compile a detailed, irthkddpscription of everyday life and practice
for Latino students labeled ‘English-Language Ledrntheir teachers, families, and local
community as they navigate monoglossic ideolognesEnglish-Only approaches to English-
language education.

Going into the community is an essential aspethefChicano Studies tradition. The
underlying logic is that scholars need to knowdbenmunities they are researching in order
to provide the adequate tools to transforit Ethnographic approaches are therefore used to
maintain a connection with the community under stigation and to assert the voices of the

participants. Studying the everyday processesladamg allows the research to explore how

9 Filipe M. Santos and Kathleen M. Eisenhardt, ‘Npiét Case Study,’ ifEncyclopedia of Social

Science Research Methodsls. Michael S. Lewis-Beck, Alan Bryman and Tintirg Liao (Thousand Oaks,
CA: SAGE Publications, Inc., 2004): 685-86. Accebksa: http://dx.doi.org/10.4135/9781412950589.n596
91 Please refer to the work of the following Chic&tadies scholars: Rodolfo AcuiiEhe Making of Chicana/o
Studies: In the Trenches of Acadeffutgers University Press, 2011); George |. Sancie3tudy of the
Scores of Spanish-Speaking Children on Repeatetd, T8 A thesis, University of Texas, Austin,1 93The
Implications of a Basal Vocabulary to the Measunenud the Abilities of BilingualChildren,Journalof Social
Psychologyvol. 5, 1934; “Bilingualism and Mental Measur@sWWord of Caution, Journal of Applied
Psychologyvol. 8. December 193#orgotten People: A Study of New Mexicatbuquerque, University of
New MexicoPress,1940; ‘Concerning Segregation afngh-Speaking Children in the Public Schobiggr-
American Occasional Paperilo.9, Austin,Texas,1951.
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the everyday relational dynamics between studédshers and curriculum contributes to the
notion that English is the native language and 8pais the foreign language, or what some
have referred to as the ‘hidden curriculuih.’

The *hidden curriculum’ contains the implicit bessand messages that stem from the
formal curriculum and school ethos—a mixture of tledationship and communication
between students, faculty, and staff—that, althooghopenly intended, contribute to the
transmission of norms, values, and belff§he values emitted by the ‘hidden curriculum’
often reinforce the status quo, which arguably eergtes existing social inequalities by
educating students according to their class anidisstatus’® For critical educational theorists
like Banks, the curriculum represents ‘the intradcto a particular form of life; it serves in

part to prepare students for dominant or subordipasitions in the existing sociefy.’

Observational Research

The research presented in Chapter Three usesgs-olaservations to consider the ‘hidden
curriculum’ embedded in the English Language Dgwelent Program, an instructional

method for teaching students who have been labEhgglish-Language Learner.” This work

inevitably pays attention to language instructioantent delivery and interaction between

students and teachers. The primary material preddantthis Chapter derives from in-class

92 For more on this see Ray Rist, ‘On UnderstandiegRrocess of Schooling: the Contributions of Liaigel
Theory,” inSociology of Education: A Critical Readéf? ed., ed. Alan R. Sadovnik (Routledge, 2010): 3-17;
Glenda Mac Naughton and Karina DaviRace” and Early Childhood Education: An Internatialism
Approach to Identity, Politics and Pedagd@algrave: Macmillan, 1970); Alan R. Sadovrfiqciology of
Education: A Critical Reader2ed. (New York: Routledge, 2010).

93 Sally Elton Chalcraftit’s Not Just About Black and White, Miss: ChildeeAwareness of Rad@rentham
Books Ltd, 2009).

94 For more on this see: Michael Apple and Nancy Kid¢hat Do Schools Teach?,’ ifhe Hidden Curriculum
and Moral Educationeds. Henry Giroux and David Purpel. (Berkeley,iféaiia: McCutchan Publishing
Corporation, 1983), 82-99; Jane Martin, ‘What SHaMe Do with a Hidden Curriculum When We Find
One?, inThe Hidden Curriculum and Moral Educatioeds. Henry Giroux and David Purpel (Berkeley,
California: McCutchan Publishing Corporation,198B8)2-139; Sally Elton Chalcraft;s Not Just About Black
and White, Miss: Children’s Awareness of RGbeentham Books Ltd, 2009).

% James A. Banks, edleaching Ethnic Studie¥Vashington D.C.: National Council for Social

Studies, 1973.
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observations and interviews with classroom teacliedsadministrators at two majority Latino
and ‘English-Language Learner’ schools in Los Argaluring the 2012-2013 academic year.
Analysis of the material focuses primarily on theessrooms of two teachers from two separate
schools: Ms. Gonzalez from Braddock Drive and Msjd® from ICEF Vist&®

| observed the teachers in a host of differentasibns including classroom language
and literacy instruction and daily classroom roeginDuring classroom observations, | focused
on the nature of language instruction and commtinicabetween teacher and student—
primarily, practices of translanguaging (to be diésd in subsequent chapters). Written-notes
were taken alongside audio recordings from obsemnstto create detailed field notes.
Teachers and school administrators were also ieteed using open-ended questions. After
leaving the research site in November of 2012 mgleted a close reading of the entire set of
field notes looking for ‘certain words, phrasedi@ans of behavior, subjects’ ways of thinking,
and events that stand o8t To address each question, analytic commentar@sgded in the
data and supporting literature were written. Thalyic commentaries served as the basis of
the themes generated from the data and were ceatthé development of codes and data
analysis. Themes and activities noted throughoutigg@ant observation will be cross-
referenced with the appropriate personnel whervdrete appropriate.

Given the extremely targeted discourses about taitientities and the Spanish
language embedded within monolingual educationasueess like Proposition 227, Chapter
Four investigates the extent to which these dismmipermeate and affect linguistic practice
and expectation among Latino families and commesitutside of the school. Learning to
communicate after all is a collaborative affairf@e schooling the language practices of the

‘homespace’ are what largely contribute to a ckicbmmunicative skills.

9% These are pseudonyms for the teachers as theimamees were not used. This is in compliance wigirt
agreed participation as outlined in the Particigagmmsent Forms located in the Appendix.

97 R. Bogdan and S. Biklen,u@litative Research For Education: An Introducti®a Theory And Qualitative
MethodologyNeedham Heights: Allyn and Bacon, 1992) p. 166
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The primary methodological procedures for this phaisthe research are once again
consistent with traditional ethnographic study—nbyiaterviews and observation. Access to
student families however was not feasible underdsearch guidance of the University. This
being so, the research had to employ more creatayes to examine how an emphasis on
English monolingualism in the schools, and else@tegre impacting Latino family life. For
this, the thesis draws on a definition of the ‘homhat incorporates a wider range of social
relationships—what emerges in the literature asitbmespace.’ The concept of the ‘home,’
argue anthropologists Moira Munro and Ruth Madigammprises both a physical and social
space®® An abundance of sociological literature defines lome as an ‘ideological trinity’
that consists of the family, home (physical spaesyj community® Working off of this
definition, this chapter enters the ‘homespaceiMay of local community centers and after-
school programs. It documents the experiences pimions of community leaders, outreach
directors and after-school programs that servieege majority of Latino students, especially
those who attend the schools presented in Casg $t{{@iS1). Wanting to truly emphasize the
way in which families from minority language comniies are impacted by English
monogloissic ideologies, the chapter also draws filee experiences of Chicano writers who
have previously reflected on how conforming to lamge standards has affected the
relationships with their families. Due to the etlicestrictions imposed by the University of
East Anglia, no minors were approached throughwtitiration of this study. While there was
interaction with the students observed in the ctasss, they could not be formally approached
and therefore their responses could not be fornmattprded. Any primary material presented

throughout this thesis comes from 1:1 interviewthwbnsenting adults.

9 Moira Munro and Ruth Madigan, 'Negotiating Spatéhe Family Home' i\t Home: An Anthropology of
Domestic Spaced. Irene Cieraad (Syracuse, New York: Syracusedusity Press, 1999).

9 Sophie Watson, ‘Housing and the Familpfernational Journal of Urban and Regional Reséduavl. 10,
no. 1 (1986): 8-28.
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Acquisition of Research Participants and Ethicab&dures

Participating schools were recruited for the sthgyhe researcher upon meeting the research
criteria. | specifically sought schools 1) in LAsgeles County 2) with large numbers of Latino
students and 3) with high numbers of ‘English LaaggiLearners.” An initial school search
was completed online having accessed the schoagiaphy files on the school websites and
on the California Department for Education webd@ace a short list had been compiled the
school principals were contacted directly via emdiere | introduced myself and the research
objectives of the project. If the principals resged and showed interest they were provided
with full disclosure statements outlining the resba the duration and methodological
procedures of the observation, their right to amaity and their right to withdraw from the
research at any time (see Appendix A) Upon theireyal, arrangements for the field research
were made. At the close of the research trip allippants were administered a debriefing
document. The debrief document thanked particip@antengaging with the study and further
informed them of the purpose of the research asctodhl thesis, their right to withdraw and
their right to anonymity. The document also prodidée contact information of my
supervisors and myself (See Appendix E).

The researcher also recruited participating afterst programs and community
centers. Programs in close proximity to the schobterved in CS1 were specifically targeted
in the hopes that these programs would be servitiad atino students from the observed
schools. This allows for a more comprehensive wtdrding of this particular community.
After initial online research highlighted some bgtafter-school programs in the preferred
area, contact was made directly with program leaddaving explained the outlines of the
research and details of my observational studyewmil, consent for on-site visits and 1:1
interviews with personnel were organized. As with previous field research, all voluntary

participants were given written documentation efthsearch proposal and purpose before my
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visit. This was sent via email and detailed thigghtto anonymity, and to withdraw from the
study at any time before, during or after theirtipgration (See Appendix F). At the end of
each meeting with the consenting participant, aridébg document was handed to

interviewed participants (See Appendix H).

Positionality

This section focuses and reflects on my positibyak a researcher and the impact it may have
had on the students, teachers, administrators;@ndhunity members who participated in this
study during data collection and analysis. Posdiibynhas been defined by Wanda Pillow as a
‘focus on how does who | am, and who | have bedrg ithink | am, and how | feel affect
data collection and analysi€?° Reflexivity requires the researcher to be criticabnscious
through personal accounting of how the researclsetfdocation (across for example, gender,
race, class, sexuality, ethnicity, nationality)spion, and interests influence all stages of the
research proces$! To reflect on my work as a participant observenn adopting the model
and set of principles outlined by Alan Peshkin.

Defining subjectivity as ‘the quality of an invegtor that affects the results of
observational investigation, Peshkin emphasizesréggiirement for any observer of, or
participant in, educational events to be ‘meanitligfattentive’ to their own subjectivity as
they conduct and reflect on their teaching and amrebe activities'®? The foundations for
Peshkin’s subjective I's are drawn from a rangsaafrces, including: his own belief and value
systems; his experiences of a particular environraeplace; his ongoing experiences of life

within the particular school; the wider communitydathe relationships that he, and other

100 wanda Pillow, ‘Confession, Catharsis, or Cure*hiRétng the Uses of Reflexivity as Methodological
Power in Qualitative Researclhiternational Journal of Qualitative Studies in Edtionvol. 16, no. 2 (2003):
175-196.

101 |pid.

102 Alan Peshkin,‘In Search of Subjectivity — One’s @vEducational Researchevol. 17, no. 7 (1988): 17-
21.
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members of his family, established within that camnity. For Peshkin these subjectives fall
into two main categories: ‘Situational Subjectivéisat change from place to place and are a
subset of what he refers to as ‘Intrinsic Subjexdivthat make up his reflective ‘being.’
Peshkin’s subjective I's are a useful strategyHhelping researchers to understand the root
values that underpin their conceptions of educadimhtheir out-workings through policy and
practice.

Using Peshkin’s work as a model, this section icans the multiple I's carried with
me through my observation of the schools and coniiynaenters. These are identified as ‘I’
as (a) Chicana (b) educated woman (c) local comtypuamember. | am a Chicana that comes
from the housing projects on the westside of Logéles. Despite my academic achievements,
| grew up very aware of the multiple forces at workhe troubling history of Latino school
performance. As an undergraduate at my predominauttite and private liberal arts college,
these forces only became clearer: my own path waxeeption and not the rule. It was at this
time that | began to focus my attention to the Bjeobstacles in place for marginalized
communities of color and in particular Latinos.

Applying for the doctorate, | knew | wanted to dane producing work that shed light
on the Latino experience in the United States aadinig spent my first year out of
undergraduate school teaching at a primary schmoBhitimore, | knew this time | wanted to
say something about education. My vision of edocaéind teaching centers on social justice
and constructing counter-narratives that offerera#itives to contemporary hegemonic
discourses of race, class, gender, and sexualhis philosophy can be described as a
multicultural liberal arts perspective that is meoscerned with constructing knowledge and
critical thinking than with more pragmatic and vtbeaal aims of education.

Throughout the research | have been very cognizlanbw research participants and

students engage with me on account of my races,ctgsnder, age, personal trajectory and
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language abilities. | was an insider looking in dntbuld see that this established a more
expedited and intimate rapport between myself Aerdésearch participants, especially given
that most of the teachers, administrators, commiworganizers and students featured in this

research were themselves Latino.

Discourse and Content Analysis
Taking a radical shift from the methods employedapters Three and Four, the penultimate
chapter considers more broadly how monoglossidogdges affect Latino subjectivities. More
specifically, it considers the extent to which thistion of English as a native language and
Spanish as a foreign language is communicated demdiscursive practices, such as the
construction of Latino identities on screen angbamticular in children’s bilingual television
programming. This work is inevitably relevant givitie increasing rate in which commercial
television networks have engaged in language eiuncako understand the extent to which
these programs either challenge or reinforce thelatjies embedded within the educational
approaches to language found in the public schibid, chapter performs a content and
discourse analysis of a number of shows which liéilized the Spanish language as an ethnic
signifier for Latinos. The primary focus for anal/sowever will be on NickelodeonBora
the Explorer

The chapter highlights specific elements of thewshmamely Dora’s cultural and
ethnic signifiers as they are depicted on scraeslsd discusses the socio-cultural context in
which the increased production of bilingual langeiggogramming aimed at the ‘Hispanic’
market emerged and finally, interrogates Nickelode@roduction process. The primary
concepts deployed for the analysis of languagerasial and ethnic signifier in media content,
like most research of this kind, are: image, stsya® ideology, representation, discourse, and

text. Whereas some academic disciplines have mddiaction betweetextanddiscourse,
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relating to the tradition in text linguistics aslivas to rhetoric, critical media studies views
discourseas ‘interactive’—that is, as negotiated betweeadpcers and audience, as a process
in construction’ andextas the (oral, visual, or written) manifestatiorttit 1°2 Fundamental

in understanding the continued ‘othering’ and sagjration of Latinos, a discourse analysis
provides a methodological tool through which torexsg the explicit and implicit forms in
which dominant majority members shape social undedsng of minority groups through

broader discursive practices.

Linguistic Objects at the Micro Level

Traditional studies of discourse focused primaoitythe written or verbal linguistic devices
however, a recognition of the interaction betwdenwerbal and visual in texts and discourse
as well as on the meaning of images has turnedtitteto semiotic devices as well. Theo van
Leeuwen and Gunther Kress provide a useful framleviarconsidering the communicative
potential of visual devices in the medPAThis theoretical development becomes increasingly
useful in discussing Dora’s Latina signifiers. Viaijk and Norman Fairclough both express
the importance of analyzing the micro-level of tegt. This is achieved through analyzing
linguistic objects that include but are not limitedvocabulary choice, content, grammatical
structuresmetaphor and rhetorical devices in written or spofiscoursé®® When combined
these micro-level aspects of language can form qiag racialized discourse. Van Dijk’s
‘ideological square’ paradigm highlights the ‘bapropositions of positive self-presentation
and negative other-presentation’ which exist initmall and popular discourses that shape

social understandings of the ‘oth&t®

0F0or more on this see Ruth Wodak, ‘Disorders in Bigsse,’ inThe Sage Handbook of Media Studiss,
John Downing et al. (New York: SAGE Publication8p2).

104 Theodore van Leeuwan and Gunther Kr&esading Imagef_ondon: Routledge, 1996).

105 Fairclough, ‘Language and Power’; Van Dijk, ‘Piiples of Critical Discourse Analysis.’

106 \vvan Dijk, ‘Principles of Critical Discourse Analgs
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The study of linguistic objects and the framewarkhe ideological square provide a
critical starting point for the study of how Latsare defined and produced through discourse
and more specifically, through language educati®his makes a critical discourse analysis
particularly apt as a method to study the subtlgsaa which Latinos are constructed as a
product for consumption and more so as ‘foreigrersth Alongside an examination of micro
level language use and its role in the construatifoidentities, discourse analysis requires an
in depth consideration of the discursive practmegxt production and consumption to reveal
the functions of particular productioH¥.This second dimension of critical discourse arialys
is primarily concerned with how the text is subjectwider power relations in the way it is
produced and consumed. Such an analysis allowshgter to explore the incentives and
ideas behindora’s creation and production.

By adopting an interdisciplinary approach we cattdoainderstand the complexity of
twenty-first-century America, and specifically theperiences of Latino communities at a time

of rapid social change.

107 bid., 98.
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Chapter Two

“If You Want to be American, Speak ‘American:”” Lgnage and ldentity in the United
States

2.1 Introduction

In January 1919, just days before his death, tedoPresident of the United States, Theodore
Roosevelt, wrote a letter to the American Defensae®y. The war in Europe had ended only
months earlier, and Roosevelt was looking aheddrterica’s future in peacetime. As always,
Roosevelt was anxious that the American future lshioelstamped in the image of the English-
speaking elite. ‘We have room for but one languiagthis country and that is the English
language’, he wrote. Continuing, ‘we intend to e the crucible turns our people out as
Americans, of American nationality, and not as derslin a polyglot boarding hous¥&®
Despite Roosevelt’s rallying cry for an EnglishyAmerica, the defining story of the
rest of the twentieth century was arguably onerofvgng multiculturalism. America today has
never looked more like Roosevelt’'s ‘polyglot boaglihouse.” Above all, the remarkable
growth of Spanish-speaking Latino populations dyithre past decades has come to challenge
the ways in which Americans define national idgntitrelation to language. If we assume that
with this population growth comes, through demacrateight of numbers and increasing
visibility, the ability to redefine what it means Ibe an American, then the future will be very
different from Roosevelt's dream of an English-dgeg nation. But we have to be careful not
to assume that numbers, demographics, will inelyjitabape America’s destiny. This thesis
argues it is more profoundly about the negotiati@ween language practice and policy,
whether language policy will recognize a changioga reality or try and keep non-English

speakers in check.

108 Theodore Roosevelt to the President of the Ameridafence Society, 1919 theodore Roosevelt and His
Time Shown in His Own Letters, Vol.éd. Joseph Bucklin Bishop (Charles Scribner'ssS@820).
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There is a notorious historical precedent for rdq@ression of language minorities in
America. The form of nationalism Roosevelt definegs one predicated on English language
conformism. When he wrote to the American Defersague in 1919 to express that—by then
firmly established—view he went so far as to questhe loyalty of those who did not embrace
with enthusiasm the English language:

Let us say to the immigrant not that we hope hé ledrn English, but

that he has got to learn it. Let the immigrant wloes not learn [English]

go back. He has got to consider the interest ofithged States or he

should not stay here. He must be made to seeithapportunities in this

country depend upon his knowing English and obsgrn/American

standards®
World War | had of course been a moment of fervattonalism, during which the battle
against German imperialism on the Western Frontbdesh twinned with an almost equally
ferociously fought cultural battle against Germanekicans on the home front. Attacks against
the German language in particular provided a fdoughe growing nativism and hostility
towards the German-American community. Many of @eman bilingual schools that were
established in parts of the Midwest during the t@arth century, for example, were closed
and many of the bilingual resources available ton@a® speakers, such as the publication of
German-language newspapers and the printing of Bgeuments in German as well as
English, were discontinued? By the time of the armistice in November 1918 caigps

against the German language in the United Statksdasiderably reduced its use in pubti.

109:A Roosevelt Idea Made in Germanihe New York Time&ebruary 2, 1916, p.5

110 For more on this see Robert McCrum, William Crad &obert MacNeil, ed3he Story of English
(London/Boston: BBC Books, 1986).

1 william G. RossForging New Freedoms: Nativism, Education, and@oeastitution 1917-192¢University
of Nebraska Press, 1994).
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While use of the German language among German Aareiwas slowly waning
before the war, it remained the language of manyn@e social clubs, newspapers, churches
and parochial schoof$? The widespread use of the German language in thieed) States
during the early half of the twentieth century sitteto the strong German diaspora that had
been formed in the middle of the eighteenth centungn large numbers of Germans settled
in Pennsylvania. Their considerable size enablechtto maintain a strong ethnic identity that
was most visibly signified through their use of therman language. There had been targeted
attacks against the German community and what aidg® be their ethnic exclusiveness and
tendency to defend their own separate ethnic ijeintthe past—Benjamin Franklin famously
complained about the ‘Palatine Boors’ in many o &arly writings, for example. However,
World War | presented a unique opportunity for Anglmericans to legislate stringent
immigration and English-language laws under a guw§enational unity and American
loyalty.113

The sentiment evident in Roosevelt’s letter toAlngerican Defense League, in short
the axiom ‘one nation, one language’, expressed atgaably continues to define a form of
nativist ideology. It was an ideology that reaclieder pitch in the early twentieth century,
when under the pressure of World War |. But ihis tontention of this thesis that a comparable
attitude holds in the United States today. In t8@0k, particularly in the era of NAFTA, it was
fueled by concerns about Mexican immigration. Todhg same anxieties prevail but have
been heightened by concerns about the birthrdteSfLatinos and the fear that demographic
changes will inevitably create an English-speakmgority.

This is frightening for so many people because ihat just about language as an

instrument of communication as such, but the ratetip between language and identity. This

112 pid.
113 See The Papers of Benjamin Franklin (1751) Vob4lEeonard W. Labaree (New Haven: Yale Univ. Press
1959) 234.
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is what Edwards meant by language serving as lifrgtpoint.’*14 With that in mind, this
chapter presents and critically analyzes some @fctinventions of language usage in the
United States in order to highlight how languagecfions as an ethnic signifier: something
that helps express and convey social identitiegedlsas serving as a means of communication.
Furthermore, it seeks to demonstrate how languagjecigs and practices serve to
institutionalize the conventions of particular sbajroups; this is how a specific language
acquires its political significance. The task tlere, is to show how the mechanisms of
language standardization, embedded as they arbeimdlitics of identity, develop into
language policies that disproportionately and neghtaffect members of minority groups.
The arguments presented here help elaborate tkecoatention of this thesis: that
language custom and control is one way that idecdébglominance is asserted. These
arguments will be developed in Chapters Two-Fivkictv consider the bearing this has on
Latino communities today. However, the remaindethefpresent chapter outlines the deeper
historical and the broader political context. Speally, as a project that emphasizes the
application of language policy within educationastitutions, this chapter looks at how the
public school in particular has functioned as a sftideological struggle, a site of intervention
by those who view English language as the corneestf American identity. Here the
German-American experience during World War | igiaginstructive. Schools, then as now,
were the focus of efforts to establish Englisth@sAmerican national language. While wartime
proponents of Americanization recognized that tbeyld do little to prevent the use of the
German language among adults, they had hopedhéatcould break the German language
cycle by eradicating the German language from theals. This made children the primary
target of their nativist campaign. Between 1917 4882 several states eliminated German

from their school curriculum and many of the wedtablished Midwestern German bilingual

114 See Introduction, above.
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schools were closed!® The heightened suspicion of German-Americans duvi@rtime
encouraged numerous and zealous patriots to dethahdhe German language should be
extinguished in public education. Some fearedtitiatearning of the German language would
inspire admiration for the German culture and sg¢ciwhich they viewed as barbaric. As one
county attorney complained to the Minnesota PuBhadety Commission, German-language
schools taught ‘principles destructive of democtacychildren ‘at the most impressionable
age.''® The California State Board of Education called rGam a language of ‘autocracy,
brutality and hatredt'’ Other critics argued that German-language schatermined the
quality of public education. One public school tearcin Minnesota reported that students in
German-language schools learned ‘next to nothindpaise schools except German reading,
writing and their catechisni!®

While German Americans bore the brunt of the caltwhauvinism inspired by a
heightened sense of American nativism and patngtise war set the tone for later restrictions
on immigration more broadly. Political campaignsiagt immigrants, their languages and
cultures continued after the war. In 1918, the goweof lowa proposed that ‘English be the
only medium of instruction in public, private, denimational and other similar schools’ and
furthermore that any ‘conversation in public plaaas trains, and over the telephone should
be in the English language.’ ‘Let those who carsp&iak or understand the English language,’
he continued, ‘conduct their religious worshipheit home X!° In similar fashion, the state of
Nebraska forbade the use of foreign languagesbhiqou 1919. Of course, these policies had

added significance for particular groups of peopé#ticularly ethnic and racial minorities.

LS william G. RossForging New Freedoms: Nativism, Education, andGoastitution 1917-1927
(University of Nebraska Press, 1994).

116 |bid.

117 bid.

118 |pbid. pg. 48

119New York Timesl8 June 1918, p. 12.
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Through similar state statues enacted throughaatMidwest, as many as 18,000
people were charged during and immediately follgviworld War | with violating the
English-only statute$?® By 1920, the number of German-language newspamsisbeen
reduced to 276, a third of the number that werelave twenty years earlier and only one
percent of high school students now studied Gertmamanning or discouraging the use of the
German language, state authorities condoned amforeed some of the prevailing and
negative discourses about the German languageyrewdhd community. The 1920 Census
showed a 25 percent drop in the number of Ameridaataring themselves to have been born
in Germany, something that was attributed not guieel drop in population but and perhaps
considerably in part to a desire by many Germam-Banericans to conform, assimilate and
hide their ethnic origin&*

Clearly, this is not the way in which a liberal daeracy is supposed to work. It raises
a question about whether American nationalismt developed in the twentieth century, has
been, or even can be, truly compatible with denmcrin the case of World War | the anti-
German campaign focused ostensibly on public uiseoBerman language and infringed civil
liberties in respect in how one operated in puliiec However, in the case of schools, which
are public institutions, the eradication of Germlanguage nevertheless also reached into
private life, the home and the family, through dhein who were the targets of that policy. It
was not just a moment in which patriotism ralliecbaformist campaign for English to be the
only language acceptable in public life but it sednto attempt the re-engineering of family
life by changing the very way in which members dhnéc minority communities

communicated with each other.

120 For more on this see J. CrawfoRilingual Education: History, Politics, Theory, aftactice.Los Angeles:
Bilingual Educational Services, Inc.,1989.
121 See Ross, Forging New Freedoms.
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Today, attacks against the German American commuhiting World War | are
viewed as an infringement of civil liberties, angeggsive attempt to exclude members of a
language minority from public life. Liberals, atk those who remember that notorious era,
rightly abhor this. Nevertheless, this thesis asghat what we see in language policy today is
an emphasis on the need to conform to English nmanaodlism, which subsequently, has the
net effect of disrupting family and community liféhe climate in which this is happening is
not as politically heated, clearly, as that of VdawWar [, although it has to be admitted that
hysteria over immigration and the perceived erosiotine English language is fevered.

This thesis will return to focus on the effectsnobnoglossic ideologies and practices
on Latino families and communities in Chapter F&ut for the time being, we need to move
on and consider the broader context. Next, we ladk at the way in which different value
judgments—assumptions about class, region, etgnanid so on—have been attached to
variants of the English language, to dialects araiats, and how schooling has played a part
in establishing and maintaining a social hierarafmch reflects these preconceptions. As we
shall see, assimilationist efforts, and attemptyéate a standard national culture in the image
of the ruling elite on its terms, have focusedjaost on the speaking of English but the way in
which it is spoken.

Some of the earliest public, tax-supported schgstesns used English-language
acquisition for the cultural assimilation of ethmenority groups for precisely this purpose.
The historian Jacqueline Fear-Segal has documeinéelistory of the campaign in effect to
eradicate Native cultures and communities througiiosling throughout the late nineteenth
century. These institutions, argues Fear-Segahrhecarenas where members of a majority
group debated and defined the terms of both Indr@hAmerican citizenship by predisposing

students to Anglo American ideals and practicdé® the English-language, as a means of
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creating a cohesive national cultu¥&.Similarly, in her critical interrogation of Ameda
national icons and memory, Cecelia Elizabeth O'yezatalogued the way in which early
progressive educators used English-language itistruas a strategy for Americanizing the
substantial number of eastern European immigrariesiag the United States throughout the
late nineteenth century. Importantly, her work dues who or what has the power of
inculcation necessary for establishing the elemefta common core culture implicit in
concepts like ‘Americanization.” What this chaptieres next is look at one way in which the
notion of Americanness has been defined: througguage, and specifically through dialect

and accent.

2.2 Lanquage Standardization and Standard AmeHaoatish

As has been extensively documented in etymologindl linguistic research, language is an
incredibly flexible and responsive social tool tisasubject to change upon contact with other
languages, changing patterns of immigration, pdmra movement, and expanding
communication and transportatiéff.Languages’ susceptibility to change makes variatio
manifested through lexicon, phonology, morphology ayntax, an intrinsic part of spoken
language'®* The nuances of these linguistic manifestationsraost often categorized as
accent and dialecAccentis used to describe the differences in pronuraridah an individual’s
speech (phonology), rather than the broader setgufistic differences that might be contained
within a regional, group or social variation of anguage. For this broader variance,
sociolinguists and linguists refer doalect the regional and social varieties of a language t

extend beyond phonology, or sound systéfmgVhereas accent is often restricted to the way

122 Jacqueline Fear-Segél/hite Man’s Club: Schools, Race and the Struggiénfian Acculturation(Lincoln:
University of Nebraska Press, 2007).

123 Rosina Lippi-greeriznglish with an Accent,1; Field.Bilingualism in the USA7. EdwardslLanguage,
Society and Identifywolfram and Schilling-Estes, ‘Language EvolutmmDying Traditions? p. 3

124 EdwardsLanguage, Society aridentity.

125 Frederic FieldBilingualism in the USAp.7.
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an individual sounds, dialect encompasses therdiitees in morphological structures, syntax,
lexicon, and semantics of the same language. Acwlyd accents can be a feature of specific
dialects which are motivated by a number of soealables like location, socio-economic
status, ethnicity and contact with other languatrf@€onsider American English and British
English as an example. These are two differenedialof the English language with a variety
of accents within each.

The conditional nature of language and its reaetioalationship to numerous social
variables has highlighted, for many in the soctasce fieldthe conscious effort necessary
to institutionalize particular languages and largguéorms—the mechanics i.e. vocabulary,
grammar, spelling and punctuation and phonologielments (accent). Upon their
institutionalization both the mechanical and phogatal elements of a particular language
variety become the linguistic forms that are adti¢oein dictionaries, textbooks, classrooms,
government, business and the media and therefemi®enaturalized as the ‘proper’ use of a
language and the socially preferred mode. In thé&ednStates this language variety is
commonly known as Standard American English, thenoas of which will be discussed at
greater length in the following section.

Standard American English is used to describe tlierfican accent and dialect that
sounds the most unvaried and the most mainsttéaindoes not therefore carry the speech
specifics of any particular regidi® As a result it is often heavily contrasted agaimsih-
standard dialects such as Southern American Engtisénts, several Northeastern accents, the

California Valley Girl accent and ethnic minoritga@nts like Chicano English or African

126 See Lippi-Greeriznglish with an Accenfield, Bilingualism in the USA

127 pccent refers to the sounds and pronunciationsgotein an individual's speech. Dialects are grethizn
individual accents and are attributed to the versiba language that is spoken by a particularoregnd
specific group. Accents for example can be a feabfianother dialect. Consider American English British
English; two different dialects of English with ariety of different accents within each.

128 Field, Bilingualism in the USA
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American Vernacular Englisi® The careful tending necessary for language staimioh
has produced an abundant scholarship, which dhticderrogates the intention, functi@md
desirability of state language standardizatiéhThe consensus among scholars is that
language standardization is an attempt to stopukagg change in order to assert cultural
dominance through linguistic dominance. The pressjpion within this argument is one that
emphasizes language as a symbolic system with-sgoibolic significance—that is, language
has the ability to signify particular social idei@s and groups and therefore also has the
capacity to represent and promote the interestsalsaewpoints and political objectives of
distinct groups and asserts their social dominafice.

Read this way, language standardization, or thegumy of one language variety over
another can be viewed as a system of self-presenviar those with access to the means of
standardization. Consider the dissolution of Gerrfearguage usage in the United States
presented in the chapter introduction and its tmento assert American patriotism and a
strictly Anglo American English-speaking identi§tringent English-Only laws and literacy
requirements were used to govern entry into thetddniStates, and citizenship and
‘Americanization’ efforts became the ideologicarfrework within which Anglo American
elites could stress the universality and supeyiarittheir language and culture more widely.
English language proficiency thus became a powesfuhbol of American identity and
heightened the distinction between AnglophonesramdAnglophones.

Though Congress'’s first use of the phrase, ‘Americanguage’ was recorded in 1802,

efforts to standardize a uniquely American Engtak roots in the Revolutionary Era. Seeking

129 The Telsur Project of the Linguistics Laboratofyhe University of Pennsylvania locate three maiialect
regions of the United States: the Inland North,Sbeth, and the West. See the map.

130 See Ovando, ‘Language Diversity and Education)) 28or more on Standard American English and
standardization see John Ogbu, ‘Beyond LanguageniEs, Proper English, and Identity in a Black-Aroan
Speech Community’; Fieldilingualism in the USALippi-Green,English with an Accenff. Perry and Lisa
Delpit, The Real Ebonics DebafBoston: Beacon, 1998); J. Milroy and L. MilrdAuthority and Language:
Investigating Language Prescription and Standartiiwa(London/New York: Routledge,1991/1985).

131 See Andersorimagined Communitie€lliot L. Judd; FieldBilingualism in USAPam Morris

1993; AnzalduaBorderlands RodriguezHunger of Memory
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to encode a distinct American identity in a unidumeerican dialect, leaders of the new republic
deliberately emphasized the differences betweenrisare English and British Englisi? In
a letter to the president of Congress (1780), Fatams explained that,
Separated as we are from the British dominion, esemot made war
against the English language any more than agdmestold English
character. An academy instituted by the authorityGCongress for
correcting, improving, and fixing the English large would strike all
the world with admiration and Great Britain withvgri®
Emerging from these early distinctions betweeni®ribind American English was a unique
American standard. Several early prominent Ameritgares contributed fervently to the
institutionalization of this new standal¥.Perhaps the most significant is Noah Webster who
published his firsDictionary (1806) a text that cemented the standardization of therfae
language and its separation from its British paffabster’Dictionary had a profound impact
on American spelling, diction and, an overall ustiending of Standard American English.
Merriam-Webster’s Collegiate Dictionary (1&dition 2003) defines Standard English as,
The English that with respect to spelling, gramnpaonunciation,
and vocabulary is substantially uniform though m@avoid of
regional differences, that is well established bgge in the formal
and informal speech and writing of the educated,that is widely
recognized as acceptable wherever English is spoaed

understood.

B32Cecilia Elizabeth O’LearyTo Die For: The Paradox of American PatriotigRrinceton University Press,
New Jersey, 1999): See also McCrum etTdig Story of English

133 3. Adams to President of Congress, 1780, irRienlutionary Diplomatic Correspondence of the Edhit
StatesVol. 4.
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As Standard American English became more widelizatl by elite groups and institutions,
it gained a reputation as the language of thealiéeand the prestigious and thus became
recognized as the ‘normal,” ‘correct,” and everp@stior’ use of the language. As the United
States grew more globally powerful and influentfyticularly after WWII, so too did the
American language. By 1945 the dominant voice enEhglish-speaking world was no longer
British but Americart>

A standardized form arises for most language conmmesn(Standard Spanish, a
Standard British English, Standard Italian, etel avhile the frequency in which standard
languages develop may suggest an organic elemiggeivolution, etymological investigations
and historical traces of state national developnodétein reveal that a standard language is a
above all a social institution charged with instgtan idealized way of speaking for the purpose
of social control and national cohesiffln fact, most of the research on the concept ef th
standard, or national language, define it as atbiaard a set of abstract norms to which actual
language usage may conform to a greater or lessenté®’ Each standard however does
possess a unique and complex sociopolitical histad/ideological rationalization that makes
standardization appear necessary and desirablehinVihe literature, this ideological
rationalization is referred to as Standard Langudgelogy (SLI) and it is predicated on the
belief that a nation-state has one perfect, hommgetanguage3®

Several linguists, among them the prolific Rosinppi-Green, James and Lesley
Milroy, and Walt Wolfram, have however presenteghgicant critiques against the existence
of a homogenous language within a national languaamunity. Their work describes

language as a cultural and social system thatbgsuto change. Sociolinguists James and

135 McCrum et al.The Story of Englist81.

136 See Edwards, Language, Society and Identity, Mesgghe, 2003, Field, Bilingualism in the USA, Lippi
Green, English with an Accent.

137 Milroy and Milroy, Authority and Language22-23.

138 Lippi-Green. English with an Accent, 64.
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Lesley Milroy more specifically state that a stardl@anguage should not be conceptualized as
a specific language but rather, ‘as an idea inrthed rather than a reality,” a notion
conceptually aligned to Anderson’s ‘imagined comimas’ discussed in the thesis
introduction. 3 Importantly the work of Lippi-Green, Milroy and Mby and Wolfram
highlight the ways in which the process of standatibn requires access to the means of
communication and institutionalization. The stauadaf any language, they propose, is an
idealized variety consciously instated by the ndominant groups of a language community.
For this reason, standard languages rarely resetindlspeech patterns of the vernacular of
any particular region and as such, are often censttlin-accentecr un-variedin the way
that other accents which deviate from the standeggerceived-*°

There are many versions of the English languageekiery some English-language
varieties are more privileged than others. Dissser how to define American English has
contributed to many of the debates regarding lagpgueducation in the United States,
particularly over the last fifty years. This cortien is largely centered on how the
phonological aspects of the language and the graicathatructures are used within it. While
Webster’'s definition acknowledges that regionalfedénces may be found in Standard
American English it makes no concessions for arth@focial differences found in American
English. This would include race, ethnicity andssla

Language acquisition is culture-specific—that is,caltural anthropologist Carlos

Ovando maintains, it develops to fit and meet tbeds of specific language communities. As
such, language choice and behavior often reflectctmmunities from which they develop
and can be important signifiers of group memberstifiHow one speaks therefore is bound

to notions of social identity (class, race, anchiity for example) as well as ideas of status,

139 Milroy and Milroy, Authority and Language22-23.

140 Field, Bilingualism in the USA

141 Ovando, ‘Language Diversity and Education’ See aippi-Green English with an Accenfrederick Field,
Bilingualism in USA
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intelligence and authority. Accents and dialectdgample, can indicate the locality in which
its speakers reside (a regional or geographicatérdfcthe socio-economic status of its
speakers; and sometimes the racial identity ofpsakers (social accentf.The difference
between Standard English and non-standard varigtissssignifies more than a difference in
phonology, morphology, syntax and lexicé. Webster's oversight of social language
varieties in his definition of Standard Americangksh presupposes that American English
dialects which deviate from the standard are eitm@mstandard, orsubstandard. The
definition also emphasizes the relationship betw8tandard English speakers and their
educational qualifications. Standard English, ates, is ‘the formal and informal speech and
writing of the educated.’ This description recog@sizStandard English as the variety ‘that all
civilized, educated people in the U.S. must emwdatéhe standard performance and unifying
language of society*** What is meant by ‘educated’ in this context howeigenot fully
elaborated. The notion that an educated persondssgnonymous with Standard American
English defines anyone who does not speak Engliginglish in that way as uneducated.
George Vandenhoff declared in 1862, Lynda Mugglestaells us, that pronunciation
‘distinguishes the educated reader and speaker thhenvulgar and uneducated oA®.1t is
one of the assertions of this thesis that this motess holds true today.

Standard American is most commonly recognized edihlect used by professional
communicators like news broadcasters, partly bectdusthe standard accent that is taught by

accent coaches and speech cla¥8é¢ews anchors Walter Cronkite and Dan Rather desof

12 ippi-Green,English with an Accent

143 Ovando, ‘Language Diversity and Education,’ 296 fore on Standard American English and
standardization see John Ogbu, ‘Beyond LanguageniEs, Proper English, and Identity in a Black-Aroan
Speech Community’; Fieldilingualism in the USALippi-Green,English with an Accenff. Perry and Lisa
Delpit, The Real Ebonics DebatBoston: Beacon, 1998); J. Milroy and L. MilrdAuthority and Language:
Investigating Language Prescription and Standartitma(London/New York: Routledge,1991/1985).
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145 Muggleston;Talking Proper: The Rise of Accent as Social Syrfgrford: Oxford University Press, 2003)
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cited as examples of Standard American Englishkggeavhen sociolinguists attempt to define
and capture the Standard American sound sy&téRaving been born and raised in Texas,
Rather inherited some of the peculiarities of aakedialect that he modified with the help of
Standard American elocution lessons. He reasoraditbse modifications were necessary for
the sake of clarity, or for seeming neutrality i wide audienc&®The Standard American
accent is believed to have evolved from the Englstken by the colonials in the Mid-Atlantic
States, a well-educated, well-traveled and predantin white group of people who often held
superior social positions and therefore retainestitirtional influence**® The methodical
collection of data on regional dialect variatiorNorth America began during the 1930s when
the Linguistic Atlas of the United States and Cankdgan conducting extensive surveys on
the differences in regional dialecf®.While some linguistic researchers are apprehensive
about quantifying the number of U.S. dialects, éngergence and development of American
dialects within a single language community anéoma border continues to fuel sociological,
political and etymological study. William LabovAtlas of North American Englis(2006)
more recently demonstrates the geographical digioib of dialects throughout the United
Statest® The research, which focuses primarily on phonglidgntifies six major dialectical
regions within the United States and wide linguistariance within each of these larger
panoramic regions. The major dialectical regiongeHhzeen identified as: the West, Mid-West,
Northeast (New England), the North, Mid-Atlanti@&ts and the Soutf? Some consider the
dialect divisions in the U.S. to reflect the regbdifferences established in colonial America

by people from different parts of the British Isl&urope, West Africa and North America.

147 Arlene Davila, ‘The Latin Look and “Walter Cron&iSpanish” inThe Latino Condition: A Critical Reader
2" ed., eds. Richard Delgado and Jean Stefancic (Kek: New York University Press, 2011): 605-608gSe
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These linguistic differences were preserved ineacultural hubs like Richmond, Boston, and
Philadelphia and later moved westward as settlesgeh inland'®3 Although laced with
influences from various parts of the world, Staddamerican English is largely based on the
grammatical structures of the well-educated andsfieech patterns of the Anglophofs.
Recognition of the historical influence of whitétes$ in colonial America has made Standard
American English a signifier for whiteness. In parar it is common for members of minority
language groups and racial and ethnic minority gsdo associate Standard American English
with white speech. Indeed, African American comedidike Richard Pryor and Dave
Chappelle have capitalized on this unstated uraledstg of white speech in America.

Of course, there are many so-called ‘white’ acctrdsare excluded from the category
of Standard American English. To some extent teimahstrates the complexity and fluidity
of the very notion of whiteness historically in tbaited States. The historian Mathew Frye
Jacobson’s study of race and European immigramps he illuminate the political history of
whiteness more explicitly in his appropriatelyadMWhiteness of a Different Color: European
Immigrants and the Alchemy of RaBetween the 1840s and the 1920s, Jacobson actkHt
in the understanding of whiteness as a racial caydgansformed the ‘unquestioned hegemony
of unified “white persons” to a contest over pgcHii “fitness” among a now fragmented,
hierarchically arranged series of distinct ‘whigees.” > This slippage in meaning within the
context of the United States was prompted contithgday the increasing immigration from
Eastern Europe during the late 1880s. Howeverad tlhe development of the field of eugenics
before that time that provided intellectual ratiaregtion for establishing hierarchies within the
category of whiteness. Out of one race, nineteeettiury intellectuals created many races,

lending simple prejudice, anti-immigrant sentimeatsd the veneer of scientific credibility.

153 Walt Wolfram and Ben Wardymerican Voices: How Dialects Differ from Coastoast

154 Field, Bilingualism in the USA
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(London: Harvard University Press, 1998).
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A heightened awareness of race and ethnicity infled the demands for
Americanization and a single homogenized Americaltuce and identity. The writings of
eugenicists, sociologists and anthropologists sdeimgrant credibility to policies spanning
immigration and assimilation, segregation and ngsoation, and all of which touched on
schooling®® Research by Madison Grant—a lawyer, race theenst eugenicist—for
example, provided the quantitative data used ta settional origins quota, which limited the
number of immigrants allowed entry into the Unit@tes from certain European countries,
for the Johnson-Reed Immigration Act of 1924. Aligb this completely excluded immigrants
from Asia altogethet®” Grant believed that the influx of new immigrantsipled with the low
birthrate of native white women threatened the &ations of American civilization and
therefore should be massively curtailed and fronaae countries denied altogetf&While
it is tempting, as Jacobson notes, to identifylitkes of Grant and other eugenicists (such as
Harry Laughlin, Lothrop Stoddard, and Albert Johmsas being extreme in their views, it is
‘critical to recognize that figures far more cehtia American political and intellectual life
shared many of their basic assumptions—Calvin @geli Frederick Jackson Turner, Henry
Ford and Theodore Roosevelt are among th@mlthough the Johnson-Reed Act did not
invent the hierarchy of white races it did insibatalize, and in many ways formalize, a refined
understanding of whiteness that steadily gainedeogy throughout the early twentieth
century.

These ‘white others,” or sub-categorical white grogs, typically included eastern

Europeans like Slavs, Jewish people and other Mieditean populations. While the decades

156 See for example Johann Blumenbadh,the Natural Varieties of Mankin@ergman Publishers, 1795);
Samuel MortonCrania Americana: Or a Comparative View of the &kaf Various Aboriginal Nations of
America (J. Dobson, 1839); William V. Riplefhe Races of Europe: A Sociological St(idy Appleton and
Company,1899).
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between 1840 and 1920 observed a general pattekngld Saxon exclusivity, a pattern of
Caucasian unity developed after the 1920s. EaBtgnopean immigrants, despite their varying
nations of origin were almost uniformly white ardst removed many of the social and
economic blockages for their entry into the Amamicaainstream political economy. For this
reason the process of assimilation for them depklailgely on the decision to relinquish their
immigrant culture in place of an American culturiis advantage, or fluidity in racial category
was less available for blacks, Asian or Latino imrants and residents. Indeed while the
Johnson-Reed Act heavily curtailed immigration frofastern European countries it
completely blocked immigration from Asia. WWII prnackd a profound revision in the
categorization of race$§®

This understanding of whiteness has in many wassstated to the United States’
understanding of Standard American English, or nameeptable regional variations of the
standard as Webster’s definition demonstrates.datanAmerican English is not an absolute
category but a reference point around which alepticcents are arranged. This means that
other accents can be considered acceptable dewgdtiom the standard if they are closely
associated with membership of elite institutionsgsgigious schools, colleges, universities,
fraternities, business, finance and land interestbs, lodges and the like—in short, with the
trappings of the upper middle class. Consider thehern senator’s drawl, or JFK’s upper-
class modification of Standard American Englishn€lder that before the 1960s many accents
associated with inner-city, blue-collar ethnic mities—Italians, Poles, Jews—today shade
into what would be considered a standard versioAmoérican English. That transition after
the 1960s occurred as those communities moved thermner city to the suburbs in growing

numbers and established their middle-class crealenti
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The exception that demonstrates the rule herere ®xtent is the Valley Girl accent
of California. The jargon of the Valley Girl is freps best captured in Frank and Moon Zappa’s
1982 song, “Valley Girl.” One of the key featurdgtus accent, Eckert and Mendoza-Denton
explain, is the use of the discourse markiém like’, or ‘She’s like’or even that's like’, as a
way to introduce quoted spee® A group of linguists from the University of Califia at
Berkley also found that California whites (and weBiin other parts of the West) tend to move
their vowels forward so that the vowels in worde hawk cotandcaughtare pronounced the
same—'so awesome rhymes with possutf?’ This vowel movement impacts the
pronunciation of other words as well. The vowebut andcutis also moved forward so that
its sounds more likbet andket®® These examples are just some features of a particu
distinctive California accent, but more importaman the form itself is its associated cultural
meaning. Specifically it is most associated withuryg middle-class whites, and is a way of
marking out their status. It appears to commugie@atack of education through its distance
from the polished Standard American accent. Whagtlsgrs of this accent show us is that
adherence to the standard is not always strictessary. They are able to demonstrate their
privilege and class status, despite their apparemtempt for education and their lifestyle of
leisure. It effectively mocks American meritocrdry reveling in their financial security and
inherited middle-class privilege.

What we have done so far is briefly consider theeats associated with some elite
social groups. We have seen that there is a Standiaerican accent which serves as a
reference point for the extent to which other atceleviate. Accent and class are closely

related and one serves as a signifier of the oBwgr. American society being what it is, class

161 penelope Eckert and Norma Mendoza-Denton, ‘GeRieal in the Golden State (California),’ American
Voices How Dialects Differ From Coast to Coastlited by Walt Wolfram and Ben Ward. (Oxford: &tavell
Publishing Ltd.,2006),141.
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is also tied to race and ethnicity. This mean$ Wgen we look at accents associated with
marginalized social groups in the next sectionwilebe thinking about minority racial and
ethnic communities. How those accents functionha tonstruction and perpetuation of
American social hierarchy, specifically through @aling, is the subject of this thesis.
However, before we get there we need to look mtosety at the non-standard American
dialects of minority communities, and in particul&@hicano and African-American

communities. We begin with Chicano English.

2.3 Non-Standard American Dialects

Chicano English is a variety of American Englisblggn natively by some U.S. born Chicano-
Latinos—that is, people of Mexican ethnic origirtesf concentrated in the Southwest. The
most notable feature of the Chicano English diateatithin the sound system which is heavily
influenced by the Spanish language. For this redderoften referred to as a contact dialect.
It should therefore not be confused with ‘Englislnguage Learner English, which is
typically used to describe the language behavitihase who are learning English as a second
language rather than the idiosyncrasies of speéanacteristics used by native English
speakers in the United Staté¥.Chicano English speakers tend to reduce vowelasiressed
syllables less often than speakers of other dmlantl use patterns of intonation that differ
from Standard American speaké?f$Most notably, Chicano English has developed Spanis
like vowels. The vowel in the second syllablaothing Eckert and Mendoza-Denton explain,
has come to sound more lilke among some groups of Chicano English speakers. i$hi
because speakers of Chicano English tend to haighar vowel sound in these words, more

like the ‘i’ of Spanish (as in si), so that wordselnothing, goingor talking, end up sounding

164 pid.
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more like‘notheeng, goweerand ‘talkeen.’®® As such, when people hear Chicano English
they often assume that they are hearing an acéesuneeone who is a non-native English
speaker, and more specifically, a native Spaniglalsgr. Research shows however that most
Chicano English speakers are monolingual Engliglalsgrs and only that their dialect retains
hints of contact with the Spanish language that beaseflected by their particular bilingual or
predominantly Spanish-speaking communfty.

Chicano English also has its own distinct vocalland grammatical structures
distinct from Standard American English. Professbilinguistics and expert on Chicano
English, Carmen Fought, highlights the specialafgbe word ‘barely’ in Chicano English as
a stand in for ‘just recently’ as infhese were expensive when they barely camegubon't
leave, you barely got hereFought explains that this is likely a derivatiidlee Spanish adverb
apenaswhich can mean that something almost did not happéthen it did—which is what
barely in the English language usually sign&dlpenascan also mean that something just
happened recently. This use of ‘barely’ would seenmany speakers of Standard English, as
being incorrect but this use would be perfectlyeptable and coherent to many Chicano
English speaker¥® Also characteristic of Chicano English is the aE8panish lexical items.
While Chicano English speakers tend to be monoahdinglish speakers they can infuse
Spanish words or phrases. This occasional us&péaish word, Fought explains, differs from
the more complex phenomenon of code-switchingntheng of lexical items and structures
from English and Spanish in a single discouEseun little boyfor It's a little boy:.

Code-switching is a language contact phenomenaenhdividuals habitually switch

from one language to another in a single discoarsdterance for interpretive purposédit
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is typically a linguistic phenomenon that happemng€ommunities where two languages are
spoken on a regular basis. Because code-switchitigei alternation of languages within a
single discourse in a single utteranEs (n little boy, it requires some level of proficiency in
both language¥’® The switch between languages is often triggereal ¢hift or change in topic
or contextual situation. Speakers therefore swibcthne code they consider more appropriate
for a given topic or audiendé! As a linguistic phenomenon, code-switching isrésult of a
variety of factors. The two most general includeglzage history and language usage of a
community where language history refers to howdahguages were acquired or learned within
a community and consequently, the levels of preficy acquired in each language; and
language usage conveys the language patternsavhmenity: where, when and with whom
the language is usé# Depending on the environment and audience, indatl&imay choose
to speak one way with members they consider toaoeqgh their ‘in-group’ and another way
with members they believe to be part of an ‘outgjarip.2”® ‘In group’ language interaction,
formally known as discourse related code-switchisgyhen a specific or “right” language is
chosen for use among specific groups, discussidnspecific topics and for specific
situationst’

In some Chicano English communities, Spanglishbteeding of Spanish and English
lexical structures (code-mixing) or switch betwedble two (code-switching), can be quite
common. The level of code-switching in a given camity is contingent upon several
environmental factors. For example, if the languaggironment is susceptible to highly

influential models of language mixing, then codetsiwng becomes common practice and

10 Fought, ‘Language as Representation of Mexicantige

71 Giovanna Alfonzetti, ‘The Conversational DimensinrCode-Switching between Italian and Dialect in
Sicily,” eds. Peter AueCode-Switching in Conversation: Language Interattmd IdentityNew York,
London: Routledge, 1998).

172 For more on this see Peter Auer, ‘Introductioringual Conversation Re-visted,” (Dode-Switching in
Conversation: Language Interaction and Idensty Peter Auer (New York, London: Routledge, 1998).
173 |bid.,156.
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socially accepted behavior for a particular languegmmunity. It can therefore be indicative
of group membership in particular types of bilingspeech communities and form part of a
larger ethnic identity for specific group®.Fought's research on Mexican American youth in
California shows that Spanglish speakers in thiqudar region associate the language with
a distinctly Mexican American ethnicity, rather tha Mexican immigrant identity. Mexican
immigrants are more likely to be learning Englisheasecond language whereas Mexican
Americans born in the U.S. typically have a strampugh grasp of both the English and
Spanish language to mix the two. As she states;dole-switching, Mexican Americans born
in the U.S. are able to index simultaneously tMaxican heritage (through Spanish) and their
claim to a specifically U.S. identity (through Eisti).’*’® Thus while, code-switching is a
conversational function, it is also connected tgea facts about an individual’s life world as
it indexes elements of the wider social contextuding interaction histories and cultural
context. As such, code-switching is equally a swhetween language ideologies and social
assumptions about particular language forms asaitswitch between language systéms.
Conversation analyst Giovanna Alfonzetti argueg tha complex nature of code-
switching requires the linguistic and cultural krledge from two distinct language systelffs.
Because both languages contain their own ideolpigresvledge about when and with whom
to use the language with requires an ‘in-group’escata or knowledge of a specific cultural
context. The linguistic varieties spoken in sucimowunities therefore represent the complex
and multifaceted identities of their speakers ardesas markers of particular ethnic identities
and bilingual communitie¥® These varieties therefore can serve as symboddfioity or

ethnic pride. Having inherited features from thadph language, both Chicano English and

175 bid.,3.

176 Fought, ‘Talkin with Mi Gente,’ 47.
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Spanglish reflect a distinct second or multiplegyaton Latino culture within the United
States; however the two should not be conflatedendds Spanglish requires enough fluency
in both the English and Spanish language to effelstimix the two Es unlittle boy), Chicano
English has no such requirements because it isngtisB-speaking dialect that is merely
influenced by the accentual sounds of the Spamsguage. It requires no fluency in the
Spanish language in the same way that Spanglis. dlodoes however require a particular
cultural knowledge and inheritance.

Earlier studies on immigrant communities similahighlight code-switching as an
iconic form of expressing multiple identities angesifically, the hybridity of second-
generation speaket® Speaking specifically to the Mexican American eigrece, Anzaldua
describes the linguistic repertoire of the Mexiédanerican community (Chicano English and
Spanglish) as exemplars of their unique experievit@n the United States. These ‘border
tongues,’ she argues, developed out of a necdssit@hicanos to identify themselves as a
distinct people apart from the Anglo mainstream.discussed earlier, speakers of minority
dialects are often socially and economically maated on account of their linguistic
deviancy. Use of these languages, Anzaldla assepresents in many ways this struggle
between the two cultures. Her words are worth quodit length:

We needed a language with which we could commumieath
ourselves, a secret language. For some of us,dgegs a homeland
closer than the Southwest—for many Chicanos todeeyih the
Midwest and the East. And because we are a complex,
heterogeneous people, we speak many languages...peope
who are neither Spanish nor live in a country inchiSpanish is

the first language; for a people who live in a doynn which

180 pid.
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English is the reigning tongue but who are not Angbr a people

who cannot entirely identify with either standai@ral, Castillian)

Spanish nor standard English, what recourse iddetthem but to

create their own language? A language which thayoanect their

identity to, one capable of communicating the tesiand values

true to themselves—a language with terms that eitber espafniol

ni ingles, but both. We speak a patois, a forkedjte, a variation

of two language®*
As Anzaldlia demonstrates here, communities thiéeition-standard language varieties tend
to enforce their own language usage loyalties basqatiorities and issues of solidarity which
are different from those of the mainstream languamemunity. However, speakers who are
bilingual or who speak in multiple dialects candfithemselves oscillating between two
competing language ideologies and social pressimésed one of the central questions that
often emerge among sociolinguists on the subjecbdé-switching is one related to power—
that is, how language choice reflects power, statgsinequalityThis question is at the heart
of this thesis and will continually be addressemtighout the subsequent chapters. Chapter
Four more specifically, will consider the processwhich bilingual students define one
language as the dominant (or public) language aedother as the heritage (or private)
language and the implications this has for thebliguand private selves.

While both code-switching and code-mixing requseme proficiency in multiple

languages, staunch language loyalists view thisdotg of languages as a deficiency or ill

use of the languadé? A common myth about Chicano English and Spandiism staunch

181 Gloria Anzaldua, ‘Taming Wild Tongues’ Borderlands/The New MestiZzrd ed. SanFranciscoCA:
Aunt Lute Books, 198777.

182 For more on this seklfonzetti,' The Conversational Dimension in Codeifshing between Italian and
Dialect in Sicily,'in Code-Switching in Conversation: Language Interatimd Identity Maschler, ‘On the
Transition from Code-Switching to a Mixed-Code,'Gode-Switching in Conversation: Language, Intei@cti
and Identity
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Standard American English loyalists is that it lsraken version of English spoken by people
whose first language is Spanish. As such, it ismomfor people within this school of
thought to believe that the Spanish language habidingual Latino children from learning
English “properly.” Chicano English speakers andrsi®f Spanglish are also criticized from
Standard Spanish speakers for using the Spanighdge “incorrectly” and more specifically
for infusing it withpochismospr Anglicisms. In Spanisipochomeans ‘cultural traitor’ and
pochismosre Spanish words that are distorted by the Endisguage (a common
characteristic of Spanglish).

Take the following example where the English irtfu@ to watchhas been
conjugated with the Spanish language rule for tleegnt participle. Conjugating the
infinitive into the present participle in Englisypically involves adding (—ing) to the end of
the verb:l am watch-ing a movi@vherewatchis the infinitive andvatchingis the present
participle conjugation). This process of verb cgajtion works very similarly in Spanish. In
Spanish, the infinitivéo watchis mirar. Translating this to the present participle usually

involves adding (and9 to the infinitive to producanirando.

|  amwatching a movie | Estoynirando una pelicula |

In certain Latino communities, most notably Chicaoeamunities, it is not uncommon to
hear the wordvatchandewhich takes the English infinitive (to watch) atid Spanish
present participle conjugation #rdg to create a new word with communicative meaning
(watching as in:estoy watchando un pelicu{fham watching a movie). Fusing these two
elements from both languages, such that a thirgliage or code emerges is known
linguistically as code-mixing® More recently however, scholars have begun to more

critically return to the concept of code-switchisugd code-mixing by introducing the concept

183 Code mixing- when elements from two languagesramarporated into a structurally definable patteuch
that a third or new code emerges For more on dedaschlerOn the Transition From Code-Switching to a
Mixed Codel25.
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of translanguagingWe will explore this concept in section 2.4 amgtdss the ways in
which this new approach to the discursive practicdanguage are affecting approaches to
bilingual education and pedagogy.

Applying Spanish language rules to English word$dne versa is not uncommon in
bilingual Latino communities, especially in South€alifornia. In fact, the Spanish
language has become so infused with the Engligfukage that in some cases, some speakers
of Chicano English or in this case Spanish, arevana that the words they use are
anglicismog/Anglicisms), and not standard SpanisftThis particular phenomenon is
unlike code-switching, because there is a blertavofdiffering language elements rather
than a to and fro shift between two languages. Asm neither formally a part of Spanish or
English, the wordvatchandg might more colloquially be recognized as Spahg€While
this linguistic expression may be familiar in sobaino communities throughout the
southwest, it can as discussed above, be the subjsevere ridicule amongst both native
Spanish and English speaké&fsin fact, the worgpochois also commonly used as a
pejorative for Mexican Americans who speak Spanigh an accent characteristic of
Standard American English or behave in ways trestreotypically viewed as white, or
Anglo. 8¢

Chicanos who have grown up speaking either Chi€arglish or Spanglish, Anzaldua
describes, often internalize the belief from merslzértheir own ethnic group that they speak
an illegitimate Spanish, ‘a bastard languadéHowever, more recent research suggests a
decline in this attitude among younger speakeiSpainglish and Chicano English. Fought's
2010 research shows that young Chicanos in Cai#ofeel that Chicano English and

Spanglish distinguishes them from people who liveame directly from Mexico. This change

184 Field, Bilingualism in the USA1S.
185 | bid.
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in attitude, Fought argues, might have more to dth whe increasingly noticeable

representation of Latino linguistic codes in thedmeavhich reinforce its use by a distinct ethnic
community with particular needs, tastes and hegita@thers have similarly observed an
increasing sense of ethnic solidarity associated @hicano English and African American
Vernacular English. Wolfram and Schilling-Estesusrghat this growing affinity is the result

of increased community based activism that developest rampantly during the 1970s and
as a result of increased portrayals of Latinos Afrccan Americans in the media. In the

process, Wolfram and Schilling-Estes contend, Stech&nglish became more widely viewed
as “white speech.”

Not all features of Chicano English are thoughtstem from the Spanish parent
language. Chicano English also uses multiple negaterb patterns as inHé didn’'t say
nothing to nobody.This marker of negation is by no means distinc€Chocano English. In
fact, some scholars believe that the double negé&@ture might have been directly inherited
from contact with other English dialects, in partar African American Vernacular English
(AAVE), an English language variety that tends takenuse of double negation structures in
very similar ways to the Spanish, French and waléamguageé®® Double negation is perhaps
one of the most stigmatized aspects of AAVE, eslganithin the formal school system. But
as linguists argue, there is no logical basistie stigmatization—that is, acceptance or non-
acceptance of the double negative is arbitté&tivatters of grammaticality are distinct from
communicative effectiveness and therefore are iadeent issueS° However, as discussed
in the beginning of the chapter, language is mioa@ & system of linguistic communication.
Language is a symbolic system that communicataalsdentities and socio-political histories

and experiences. The myth of a standard dialedtitamorollary the standard accent however,

188 |bid.,

189 Whatley, ‘Language Among Black Americans in C.A.’

190 For more on this see Lippi-Gredinglish with an AccenfFairclough and Wodak, ‘Critical Discourse
Analysis; William Labov, et al. ‘A National Map dthe Regional Dialects of American English.’
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reveals the level of significance that is givemé#oticular linguistic varieties and by extension
particular language communities.

Like other language varieties, AAVE has specifitesuof pronunciation, grammar,
vocabulary and syntax but at different volumes iabetvals than the others examined. Unlike
speakers of Chicano English, speakers of AAVE mgbhouncenothing,or notheengas
not'n. The roots of AAVE are thought to derive from thigler and rich assortment of West
African languages that were transplanted to NomheAca as a result of the Trans-Atlantic
Slave TradeWhat developed was a creole language, a languagealip formed and adapted
when groups not sharing a common language neahimanicate®! The Creolist Hypothesis
asserts that an English-based creole languagedspineaughout the African diaspora and
onwards to the plantations of the American Sd@thVhile AAVE has changed significantly
over the centuries, this creole language served psototype and therefore traces of its
grammatical structure can still be found in a nundfAVE traits. For example, the absence
of a linking verb as inYou ugly; the loss of inflection suffixes such as the —sverbs (e.g.
she like schoglas well as certain distinctive verb particleghsasdoneto indicate completed
action He done went All of these traits are typical of well-known §lish-based creole$?

This has not been so much of a comparison of tleenon-standard dialects as an
attempt to demonstrate how much they deviate fraandard American English. That
deviation, as we shall see in the next sectionpkas stigmatized in the public school system.
The rest of this thesis will focus on the way iniethChicano English has been subjected to
that same marginalization. But before we can fuliglerstand the process by which that has

happened and its significance we need to consiiebtoader context of recent attempts to

Plwalt Wolfram and Benjamin Torbert, ‘When LinguestiVorlds Collide (African American English) in
American Voices: How Dialects Differ from Coastoast,eds. Walt Wolfram and Ben Ward (Malden, MA:
Blackwell Publishing, 2006).

192 For more on the Creolist Hypothesis see Wolfrach Borbert, ‘When Linguistic Worlds Collide’ arlobert
McCrum, William Cran and Robert MacNeilhe Story of EnglisfiLondon/Boston: BBC Books, 1986).

193 Wolfram and TorbertWhen Linguistic Worlds Collide227.
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impose language standardization in public schadie. last section of this chapter therefore

looks at the Ebonics debate of the 1970s and 1990s.

2.4 Translanguaging

As discussed in the previous section, bilinguaivitdials’ flexible and strategic language
practice has long been described as code-switdnmmgpde-mixing. The emphasis on code-
switching and code-mixing in research has offerggresive and valuable insights into the
linguistic experiences of bilingual speakers; hogrehey almost exclusively detail the habits
of bilingual speakers in speech and oral commuigicaConceptualizing language in this way,
however, has limited our ability to think complexdpout language and bilingualism. To an
extent, terms like bilingual, multilingual, and pglingual fail to adequately account for the
complexities involved in communicating with onesaveral language systems. In an attempt
to acknowledge the multiple discursive practicesmimich bilingual speakers participate,
educational researchers and bilingual educatiomeates have turned their attention to the
notion of translanguaginé®*

Translanguaging is a new and developing term thatsed to refer to the various
formations and wider processes of communicativetim@among bilingual language users.
This includes code-switching and code-mixing, blgoaliteracy practices—reading and
writing strategies, translation and trans-enunegat?® Translanguaging is also a pedagogic

theory rooted in an epistemology that is furthetahced from how code-switching and code-

194 The term ‘translanguaging’ was created by Cenisvilk, a well-known Welsh educationalist in the 1980
for the planned and systematic use of two langutigesaching and learning inside the same lesSonmore
on her work see C. Baker, ‘Biliteracy and Transditgy in Wales: Language Planning and The WelshoNati
Curriculum.” In N.H. Hornberger (Ed.;ontinua of Biliteracy: An Ecological Framework feducational
Policy, Research and Practice In Multilingual Segs(Clevedon, UK: Multilingual Matters, 2003): 71-90.
195 See Ofelia Garcia and Li Wéliranslanguaging: Language, Bilingualism and Eduzai2014); Gwyn
Lewis, Bryn Jones, and Colin Baker, ‘Translanguggrigins and Development from School to Street an
Beyond,’Educational Research and Evaluati®8, 7 (2012): 641-654; Ofelia Garcia ‘Multilingisah and
Language Education,’ in C. Leung and B. Street)(édse Routledge Companion to English Studfdsngdon,
Oxon: Routledge, 2014): 84-99; Kwangok Song, “OKayill say in Korean and then in American”:
Translanguaging practices in bilingual homémrnal of Early Childhood Literac{2015)
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mixing have previously been conceptualized. Studie®de-switching and code-mixing often
describe the practice as either a switch or bleaivéentwo autonomous languagé®
Translanguagingn the other hand, views this practice as partpbaess of accessing the full
extent of a singular linguistic repertoire thatwisaon features from languages that are socially

constructed as two separate languatféfccessing this range of linguistic tools, therimlial

speaker is able to strateqically communicate, @ete thoughts, process information and

effectively make meaning®®

In earlier scholarship, translanguaging is moserofexamined in the context of

bilingual education and as a pedagogy that buitdthe fluid language practices that bilingual

students use to interpret, learn and communicatieriab!®® Relatively recently however,
scholars have shifted their focus from translanguagractices in the classroom to
translanguaging practices in everyday #f€The work of Ofelia Garcia in particular, was key
to this shift in scholarship. Based on observatiohsranslanguaging practices in bilingual
communities, her work valuably extends the praaticeanslanguaging beyond the context of
pedagogy and bilingual education to one that enemsgs the use of translanguaging as a
strategy for navigating bicultural contexts and tt@mplex realities of the home and

community?%!

19 Refer to the research presented in the previat®se

197 Ofelia Garcia and Li Weilranslanguaging: Language, Bilingualism and Eduza(2014); Gwyn Lewis,
Bryn Jones, and Colin Baker, ‘Translanguaging: @s@nd Development from School to Street and Béyon
Educational Research and Evaluatit8, 7 (2012): 641-654. Ofelia Garcia ‘Multilingisath and Language
Education,’ in C. Leung and B. Street (ed®)e Routledge Companion to English Studidsingdon, Oxon:
Routledge, 2014): 84-99.
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Many of the examples of Chicano English and Spahgtirovided in the previous
section therefore are examples of individuals tearggiaging: they are accessing the full extent
of their linguistic range to strategically commuatie meaning, process information and
participate in processes of inclusion and excludtmough verbal expressions like code-
switching and mixing. Translanguaging as a coniepseful because it challenges traditional
understandings of bilingualism and language in ggn®ltimately, translanguaging supports
an approach to bilingualism that ‘is centered,omtanguages, as has often been the case, but
on the practices of bilinguals that are readilyesbable in order to make sense of their
multilingual worlds.2°2 Following from this logic, we are all languagerdat is, we use
language in strategic ways to maximize communieadind cognitivé®® Translanguagers are
those who perform this practice across languagatsaie often conceptualized as separate.
Conceptualizing language in this way has limitedatility to think complexly about language
and bilingualism. To an extent, terms like bilinguaultilingual and plurilingual fail to
adequately account for the complexities involvedcommunicating with one or several
language systems.

While scholars have begun to review translangupgeyond the sphere of pedagogy,
they continue to recognize the potential implicasidhat this conceptual approach has for
bilingual education. Transformative pedagogies tilamslanguaging offer the opportunity for
bilingualism and language to be re-conceptualizedays that recognize bilingualism as a
resource rather than a liability. Chapter threé @iplore examples of translanguaging in the
classroom as part of this thesis’'s observationatlystand Chapter six will return to the
suggestion of translanguaging as a transformagdagogy that has the potential to redresses

the asymmetry of language use and value and thigcatipns of this for language minorities.

2025, Garcia, ‘Education, Multilingualism and Tramsl@aging,’ 40.
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89



2.5 Language and Education

As discussed, the educational system in the Uitates has never been a neutral system. The
education of American children is situated in larigsues about national identity, liberalism,
democracy, race and capitalism. Respectively, dulh education and English Immersion
Programs are situated in larger conversations aloumigration, status and power,
multiculturalism and individual rights. The U.S.uedtion system makes little accommodation
for dialects beyond Standard American English and has significant consequences for
students who speak a non-standard form. The gracahdifferences between AAVE and
Standard American English for example, presentetitiadal obstacles for AAVE speakers
within the public school. In his essafridging the Divide: African American Englisbohn
Baugh provides linguistic illustrations which déthie subtle and yet substantive barriers that
speakers of AAVE are confronted with when they com® contact with the Standard
American dialect that is demanded from them byrtlsehool setting. Baugh's critiques
ultimately give rise to questions about the purpotgublic education and the extent of
individual language rights. Similar questions aised in the more contemporary debate over
bilingual education and Latino ‘English-Languageatreer's. Indeed there are significant
parallels to be drawn between the Latino commueniity the African American community in
relation to language rights, language educationpandic schools.

The alarming school failure of African Americansl lsome educators to believe that
AAVE was an important contributor to the achievemgap between blacks and whifés.
Indeed, a common assumption about speakers of Aid\Wat they are language deficié?.

Although the debate over whether to recognize Afri&merican Vernacular English in the

204 John Baugh, ‘Bridging the Great Divide (African Aritan Vernacular English)’ idmerican Voices: How
Dialects Differ from Coast to Coastls. Walt Wolfram and Ben Ward (Malden, MA: BlagktWPublishing,
2006): 217-224.
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public school has been waging vehemently sincel87®s when activists called attention to
the subtractive institutional policies in placethe school setting, the most controversial
attempt at addressing the achievement gap occurre@akland, California in 1996.
Responding to the alarming rate of academic faium®ng African American students, the
African American Task Force of Oakland, Califorrecommended to the school board that
Black English be used in schools. They argued A#&YE would serve as a springboard to
affirm African American students’ linguistic andltural experiences, to develop competency
in Standard American English and raise academieaement® In December of 1996 the
Oakland school board passed a resolution recognihia legitimacy of African American
Vernacular English and officially recognized it #ee language of some 28,000 African
American students in the Oakland county public sthdrhe declaration was met with robust
political and social backlash. The Linguistic Sogief America however, proclaimed that:

The systematic and expressive nature of the gramamat

pronunciation patterns of the African-American \aaular has been

established by numerous scientific studies ovep#se thirty years.

Characterizations of Ebonics as ‘slang,’” ‘mutantlazy,’

‘defective,” ‘ungrammatical,’” or ‘broken Englishr@incorrect and

demeaning. There is evidence from Sweden, the @r#l,other

countries that speakers of other varieties can idedain their

learning of the standard variety by pedagogicaka@gghes which

recognize the legitimacy of the other varietieadédnguage. From

this perspective, the Oakland School Board’s dexisd recognize

206 Ovando, ‘Language Diversity and Education.’
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the vernacular of African-American students in teag them

Standard English is linguistically and pedagogicatunc?®’
By recognizing the Oakland School Board'’s effoittg Linguistic Society of America
accomplished two important tasks. Firstly, it affed the linguistic integrity of AAVE.
Secondly, it asserted that AAVE be recognized dislact of English rather than a separate
language. Significantly, the debate over Ebonisst anfolded in Oakland, brought the
racialized undercurrents of the language debatk foaihe surface. The non-standard
grammatical structures of AAVE were explained asitfability of African Americans to
learn English properly rather than as the nuancedale-governed system that linguists
have long defended it to be. This highlighted #&alized natures and issues of social
control embedded in language policies and practice.

Linguists consistently argue that all spoken lamgsaand language varieties are equal
in linguistic (scientific and structural) term® Thus, while the dialects differ greatly in
grammatical organization, syntax, vocabulary araeat; each variety, as Lippi-green argues,
is ‘equally capable of expressing a full ranged#as and experiences, and of developing to
meet new needs as they ari€8 Therefore, no language or language variatiomiguistically
superior to another. However, the process of staidion and the institutionalization of
particular language forms however calculates thergxo which all other dialects deviate.
When the standard is tied to a reputation of foitywapropriety and idealism variance, or
deviancy, the language form will be correspondiriglgl to notions of informality, impropriety
and un-idealisms. Lippi-Green explains that statéssuch as ‘I ain’t got none’ or ‘I gotta do
this’ are grammatically correct statements in tingliSh language because they abide by the

rules of their own grammatical system and structtfrtis designation as ‘slang speak’ by the

207 Baugh, ‘Bridging the Great Divide’

208 |_ippi-Green,English with an AccenfField, Bilingualism in the USA
209 |ippi-Green,English with an Accentl1.

210 ippi-Green,English with an Accent

92



larger national culture however is what categorittes way of speaking as incorrect. This
variety, though recognized, is often interpretetbasl English,” primarily because it deviates
from the accepted norms found in Standard Ameri€nglish. Thus, while the linguistic
literature contends that the structural variatiohson-standard dialects are as linguistically
viable as the structural variation of the standfiedect, the significance assigned to the non-
standard variation is socially governed.

The value assigned to certain languages—and laeguageties—is often determined
by the social conventions and value placed on thdeespeak it. When certain varieties of
the English language become associated with arvorgdale group it becomes
stigmatized!'This stigmatization tends to be predicated or astldistinguished by specific
racial markers. Chicano English and African Amaris@rnacular English for example, two
dialects associated with two ethnic minority grqugre often viewed as substandard versions
of the English language. That particular variegethe English language are publically
sanctioned and standardized conveys the exteritthwhere are socially favorable and
socially unfavorable dialects of the same langudgese can often, as discussed throughout
this chapter, be traced along racial and ethnesliThe general conception of what
comprises ‘good’ English and, following that, wicatmprises ‘bad’ English are seemingly
stratified among racial and class lines, and cometito perpetuate ideologies of elite social
groups. This continues to result in the productibpolicies with a signage of Anglo-
American supremacy.

There are striking similarities between the assunwds of speaking in a standard
English/non-accent and other hidden norms codifiddgal institutions and culture. As
several feminist theorists have pointed out, evegyloas a gender, but the hidden institutional

norm is male. Similarly, as critical race theorisés’e pointed out, everyone has a race, but

211 Wolfram and Schilling-Estes, ‘Language EvolutiarDying Traditions?’
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the hidden norm is white. ‘When the parties ara melationship of domination and
subordination,” M.J, Matsuda argues, ‘we tend tpteat the dominant is normal and the
subordinate is different from norm&L2 And so it is with language and more specifically,
how one speaks.

The Ebonics debate reveals how language standaoiza used to shape language
behavior and how the institutionalization of partar language forms affects speakers of
minority dialects. For many, use of non-standawledits like African American Vernacular
English suggest not only an unwillingness to Iéatandard American English but an inability
to learn the language, further fueling ideas dfliattual inferiority among minority groups?
For those who prefer the norms of Standard AmeriEaglish, non-standard varieties

represent, ‘an obstacle to advancement, sometlaittgriunliearned, denied or forgottét’

2.6 Conclusion

The language policies and practice that began ifausly at the beginning of World War 1
with an attack against the German language seamontiinue nearly one hundred years on as
an attack against the Spanish language and arguabbinst the Latino people. The
assimilative strategies practiced by the publicosth during the late nineteenth and early
twentieth century strike a significant resemblancethe demands for English-language
monolingualism in contemporary American societytHis opening chapter | have attempted
to establish language as an institution supporyeddologies so the chapters that follow can
more clearly elucidate the ways in which these lmofgies affect Latinos labelled “English-

Language Learner’s.’

212 \.J. Matsuda, ‘Voice of America: Accent, Antidiguination Law, and a Jurisprudence for the Last
Reconstruction,Yale Law Journal(1991) Vol. 100: 1329-1407, 1361.

213 McCrum et. al.The Story of English

214 |bid.,195.
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As outlined in the thesis introduction, the topfeeducation for Latinos in the United
States is an issue inextricably bound to langu@ige.myths associated with Chicano English,
outlined in this chapter, continue to have consider repercussions for Latinos in the
educational system. This subject will be exploraaterextensively in the following chapter,
which focuses on California’s 1998 passage of Fsijom 227 and its impact on Latino
English-Learners and educators nearly twenty yaarBolicy and practice questions regarding
the education of bilingual or linguistically diverstudents are ultimately situated in debates
regarding the legitimacy of the language and celimmuestion. As anti-immigrant sentiments
and rallies for the preservation of “traditionalim®rican identities significantly increase in
states like California and throughout the Unitedt&, it is both practical and salient to
understand the intersection of ideology, policy @nactice and the resulting impact on the

growing number of Latino “English-Language Learsér

95



Chapter Three

‘We’re Going to Have to do Something About Your §oe:’
Latinos and Proposition 227

3.1 Introduction

This chapter explores how ideology informs our \8éawards bilingual speakers and our
approaches to the education of language minorifies case study this chapter focuses on
the gradual decline of bilingual education programthe state of California brought on by
Proposition 227, and their replacement with progrémat emphasized English-Only
instruction. At the same time, the chapter looksely at the process of translanguaging.
Building on the research of translanguaging prastia the classroom discussed in Chapter
Two, the qualitative portion of the research préseéimere explores the nature of the
translanguaging practices of two bilingual Latieadhers. Focusing on these daily instances
of translanguaging allows us to see how languagetitons in daily-life.

Proposition 227 was written in response to widemprédiscontent over California’s
pedagogical and political approaches to the edutaif non-English speaking children in
public schools, a student demographic that developgidly alongside increased immigration
from Mexico throughout the 1990s. In the years @datg the Proposition, the academic
underachievement of bilingual students and therke in which they developed into ‘Fluent
English Proficient’ learners convinced many thalingual education had failed as a
pedagogical strategy. The campaign in supporteitiiative, championed as ‘English for the
Children,” promised to provide language minoritydgnts with the English-speaking skills
necessary to excel academically and by extensidghirwithe employment sector. The
measure’s intent was to inject more English ingtomdnto the then titled ‘English as a Second

Language’ curriculum. In so doing, Proposition 2&@astically altered the education of
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language minority students in California’s publahsols?!® Passed in 1998, Proposition 227
effectively eliminated the state’s bilingual educatprograms by significantly limiting the
opportunities for students to receive instructiosapport in their heritage language. In the
United States, the term heritage language refetBetdanguages of immigrant, refugee, and
indigenous groups. In principle, this includeslatiguages, including English but in practice,
the term is used to refer to all languages otham finglish?® As demonstrated in the previous
chapter, debates over the education of languageritigs often emerges in response to a
growing number of language minority students. Ashsuhe debates are ones often situated
among larger discourses about immigration, assiimilaand national identity. Let us more

closely examine the political and social climatnirwhich Proposition 227 emerges.

3.2 Proposition 227

Twenty years prior to the passage of Propositiofy Zalifornia had a legislative tradition of
encouraging and even mandating bilingual educatrograms. Compared to the rest of the
United States, California had implemented soméefmost progressive laws protecting the
educational rights of language minorities. Its pgesof the Chacon-Mascone Bilingual-
Bicultural Act in 1976, for example, was the fissate legislative act that required school
districts to provide language minority studentswatlingual instruction when more than ten
students of the same language background werdeshinlthe same grade. The Act was
developed in part as a result of the federal dattars made in Lau vs. Nichdl¥. Unlike the
federal legislation, California’s bilingual legisilan was actually very progressive and

explicitly proclaimed that bilingual education wa&ight’ of ‘English-Language

215 For more on California’s history of bilingual edion legislation see L. Wong Fillmore, ‘Against (Best
Interests: The Attempt To Sabotage Bilingual Ediocain Language loyalties: A source book of the official
English controversyed. J. Crawford (Chicago: University of Chicagod3te1992).

216 Alliance for the Advancement of Heritage Langua@&siding Principles of the AlliancéRetrieved July 29,
2015, from http://www.cal. org/heritage/index.html

27 Lau v. Nichols. No. 414 U.S. 563 Supreme Ct ofith8. 1974
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Learner's—but it was one that it would revoke twetwo years later with the passage of
Proposition 22718

It bears emphasis that while once bilingual edocatvas considered a right to be
honored, from the 1980s-1990s it was increasingfindd in political discourse as
something that was harmful to social cohesion aadlaeveven hold children back despite
research that suggested otherwise. In fact, in 1i®&0Department of Education concluded
that native language instruction was a key compbineiie education of language minority
children. Researchers sponsored by the Departm&duzation argued that in order for
students to achieve at the highest rate possibléests should be kept on grade level using
native language instruction until they gained grbedel proficiency in English. An attempt
to put the framework into practice began in lat8 L After five years of initial case study
work, the research revealed that the median scdbe 3,500 students tested in English
reading, writing and mathematics showed a positered. Unfortunately, the study’s funding
was terminated early precluding the possibilityusther researcf® Findings advocating the
benefits of additive bilingual education were latelipsed by a political discourse that
suggested a strong contempt for immigrants andwstiongly encouraged the use of the
English language in public spaces.

In 1986 California voters overwhelmingly supportbd declaration of the English
language as the state’s official language, a meabat significantly affected the state’s
obligation to provide students with bilingual edtica. Proposition 63, approved in the same
year, made speaking a language other than Enghsin weeking state services illegal.
Nationally, the Reagan administration was leadingagor campaign against bilingual

education and immigrants more widely. Believing ltheted States to be ‘a nation at risk of

218 Jacinta Ma, ‘What Works for the Children? What Weow and Don’t Know About Bilingual Education’,
The Civil Rights ProjecfHarvard University, 2002).
219 Ma.,'What Works for the Children?
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balkanization’ Reagan’s administration urged insegamilitarization of the U.S.-Mexico
border and ‘back to basics’ education that seerpedrsymous with an emphasis on English-
Language Immersion programs and the eradicatidiliofjual educatior??® An increasingly
hostile climate towards immigrants—particularly Ntean immigrants—and multiculturalism
ensued in the strong political discourse wieldedRlepgan and his administration. Research
shows that the environment against Mexican immigraras so aggressive that many
Mexican Americans felt compelled to take a starairegy large-scale immigration from
Mexico and show support for English immersion paogs in the schools. Historian David G.
Gutierrez argues that Latino support for policlest effectively targeted Mexican immigrants
was the result of the indiscriminate homogenizatbMexican Americans and other U.S.
born Latinos by Anglo Americans. His research shthas in an attempt to protect their own
tenuous position in U.S. society, ‘increasing nurmalod Texas Mexicans began to take
exception to Anglo Americans dismissal of them &aMexicans.’ Their separation from
this group, he claims, often came in their polit@ajections for policies that appeared
sympathetic to the immigrant caugé.

This anti-immigrant rhetoric and political trendntimued into the 1990s. Proposition
187, passed in 1994, prohibited undocumented inantgrfrom receiving health and
education services; two years later, Propositich &ffectively eliminated affirmative action
in housing, employment, and admission to instingiof higher educatiotf> These earlier
initiatives were instrumental in paving the way Ryoposition 227, which ultimately viewed

bilingual education as a public handout for immigramilies who refused to assimilate into

220 3, CrawfordBilingual Education: History, Politics, Theory, amtactice(Los Angeles: Bilingual
Educational Services, Inc.,1989) or did Arthur ssiiger say it.

221 David G. Gutiérrez, LULAC and the AssimilationRerspective’ ifThe Latino Condition: A Critical
ReaderRichard Delgado and Jean Sephancic, eds. (New. X York University Press, 1998): 399-403.
222 For more on this see Z. Cline, J. Necochea, amlds, ‘The Tyranny of Democracy: Deconstructing th
Passage of Racist Propositiodsurnal of Latinos and Educatiokol. 3, no. 2 (2004): 67-85 and J.K. Mora,
Caught in a Policy Web: The Impact of Educationd®efon Latino Education,Journal of Latinos and
Education,1(1) (2002): 29-44.
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a English-speaking American culture. However, laatihor Ron Unz and fellow proponents
championed it as a pro-immigrant initiative.

Unz and other supporters of Proposition 227 arghatlbilingual education was the
principle cause of underachievement among immigyesps, particularly Latino&3
Concerned by the widening achievement gap betwaénd_students and their white and
Asian counterparts, some Latino politicians pultljcshowed their support for the bff?
Advertisements promoting the initiative also appégsrominently on Spanish-language
media making the proposition well known among tharssh-speaking communifs? Of the
70 percent of California voters who supported tifledsignificant number were Latinos.
Polling figures from 1999 reveal that 50 percentatinos supported Proposition 227 while
only 32 percent opposed’f® Research since the passage of Proposition 22alsetvet
Latino families, pessimistic about their childrefi$ure possibilities with respect to
education at the time, voted in support of theihilhopes that it would improve their child’s
educatior??’

Previous studies on immigrant communities reveat tihe frequency with which non-
English speaking minorities inherit the belief thdingualism is harmful to their child in
English-only environments is quite common. Furthemen the rate in which second or third
generation immigrants develop a preference foEthglish language is high. Each new
generation of Latinos living in the United Statiderbert Gans documented in 1992,
preferred the English language more than the pusvieneration. This, he argued, was

because second and third generation immigrants meere attuned to and familiar with the

223Gee Z. Cline, J. Necochea, and F. Rios, ‘The Tyari Democracy.’; P. Gandara, ‘In the Aftermathtiod
Storm.’

224 |bid.

225 | bid.

226 Connie Cleung and Dagmara Drabkin, ‘Poverty argjudice: Our Schools Our Childrefgilingual
Education in CaliforniaJune 07, 1999.

2277, Cline et al., ‘The Tyranny of Democracy: Decusting the Passage of Racist Propositions’; Qieun
Drabkin, ‘Poverty and Prejudice: Our Schools Ouil@@han,’
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cultural values embedded in American fif Even though passage of Proposition 227 has
had the most negative affect on Latinos, its pasitig as a pro-immigrant initiative—with
an assimilationist slant—that would enhance thecational opportunities afforded to
English learners assuaged fears of academic fdbdumaany immigrant and non-English
speaking communities. Statistics from the Commissio Educational Excellence for
Hispanics, however, reveal that at the time op#ssage, less than one-third of all English
Learners were enrolled in bilingual programs ptoothe passage of Proposition 227.
Latinos’ poor academic achievement therefore casuificiently be attributed to the
effectiveness or ineffectiveness of bilingual peoging?2°

Nevertheless, these statistics and the researcbrdgrating the benefits of primary
language instruction produced at the time, couldcompete with the incensed political
rhetoric targeting Latinos. In a fundraising leti@r the campaign, Unz expressed explicit
beliefs about Latinos’ unwillingness or inability &ssimilate when he compared Spanish
speakers unfavorably to his own Jewish grandpakembts according to Unz, ‘came to
California in the 1920s and 1930s as poor Europmamgrants...to WORK and become
successful . . . not to sit back and be a burdethase who were already heré? Implicit in
his assertion is the assumption that the immigraftise 1980s and 1990s came to drain the
resources of the United States by demanding pragthat catered to their minority culture
rather than assimilate into the host culture.

It is this kind of anti-immigrant rhetoric that ttas of Proposition 227 often
highlighted in their campaigns against the initiati Legal scholar Nirej Sekhon more

specifically argued that Proposition 227 createdush versus “them” binary by

228 See for example Herbert Gans, ‘Sec@eheration Decline: Scenarios for the EconomicEtiaic Futures
of the post1965 American ImmigrantsEthnic and Racial Studie¥ol 15. No. 2 (1992):173-192

229 patricia Gandara, ‘In the Aftermath of the StoEnglish Learners in the Post-227 Eilingual Research
Journal24 (2000): 1-13. p.2

20 Nick Anderson, ‘Testing the Limits of Bilingual Edation,’Los Angeles Time81 August 1997.
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differentiating “them” as non-English speakersopwsition 227 not only demands that
“they” learn our language,’ but, Sekhon continubs, Proposition ‘demands that they forget
their own’ which ‘unleashes a salvo in the bilingeducation debate, but is a crucial moment
in the broader debate over assimilation and aciian.’ 23! Additionally, the subtractive
approach to language education embedded in Prapog27 prohibits the development of
proficient bilinguals. Research consistently reseghht teaching students in their primary
language enhances their learning of content suiéet math, science and social studies.
Ultimately they argue that an appropriate perspedbr teaching language minority students
is one that recognizes that learning becomes eelamben it occurs in contexts that are
socio-culturally, linguistically and cognitively raringful for the learner. The failure of
elementary and secondary schools to recognizeloe Wlae languages that learners bring to
the classroom, adversaries argued, can contributestdiminishment of students’
psychological well-being in addition to languagsed$*? Rather than view the heritage
language and culture through a lens of deficit,titwikuralist and additive multilingual
perspectives urge schools to see these as valedibbational resourcé®

This basic premise of Proposition 227 challenesiotion that languages other than
English have a legitimate and valuable place inetheécation of students and in American
society more broadly. This bias against non-Endasiguages positions the language and
culture of non-English speaking students in a stibate and inferior role. This thesis argues
that the curriculum that emerged from Propositi@i ffectively places speakers of
minority dialects in a position of failure. Specdily the problem arises from the English-

Only emphasis on language education and instruction

231 Nirej Sekhon, ‘A Birthright Rearticulated: The Risls Of Bilingual EducationThe New York University

Law ReviewVol 74, No. 5 (1999): 1407-1445, 1445.

232|_1.Bartolome, ‘Beyond the Methods Fetish: Toward@manizing Pedagogy,’ Harvard Educational Review,
vol. 62 no. 2 (1994): 173-195; Stephen Krashémder attack: The Case Against Bilingual EducatiGnlver

City, CA: Language Education Associates, 1996.

233 See Banks, 1995; Garcia, 1999; Gutiérrez, e2@00; Olneck, 1995.
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3.3 English Immersion and ‘English-Language Leaher

The English immersion program adopted by the sth€alifornia in 1999—known as the
English Language Development program (ELD)—focusestructural language learning
methods: the instruction of phonology and Standarglish grammatical structures. The
central aim is for students to ‘indicate that helog can produce most of the English
phonemes when reading and responding al6id his proficiency is measured by the
California English Language Development Test (CE)LQIrequired state test for any
student whose home language is not English (by tavigr any student who does not appear
to have a firm grasp of the English language (lagher referral¥2 The latter is often
subject to the teachers’ expectations of what aatetyusuffices as a firm proficiency of the
English language. As discussed in Chapter Two diigectivity is often guided by larger
language ideologies and discourses surroundinggoidilism and bilingual communities.
Given the variances found within American Englitna, the production of Standard
English phonemes can prove difficult or simply uniizar to speakers of non-standard
English dialects who may not conform to the sanaengnatical structures and phonemes
found within Standard American English. This does(and should not) indicate a lack of
fluency in the English language. Their performaocehe CELDT however may very well
indicate a lack of English fluency regardless okthier or not the student can communicate
effectively in English. Failure to demonstrate affmiency in the English language would

have the student labeled as an ‘English-Languageniee.’

24 English Language Development Program Content &taisdor California Public Schools, California
Department of Education, July 1999.

235 ‘California English Language Development Te€klifornia Department of Education
http://www.cde.ca.gov/ta/tg/esiccessed on October 2012.
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One out of four students attending California pubkthools is classified as an
‘English-Language Learner’ (ELL)—that is 1.5 milictudents>*® California’s ELL
population represents one-third of the nation’srilion ‘English-Language Learner’
population?®’ The previous chapter demonstrated that thereeagal kinds of English.
‘English-Language Learner’ as it applies in theadional context however, does not
account for this vast linguistic repertoire. Instetine term and accompanying statistics
suggest that an overwhelming majority of the Unistates student population have little or
no schema for the English language and that thelearning formal English for the first
time when they enter the school. While this mayhgecase for some students, mainly first
generation immigrants, for most students withinEnglish Language Development
Program, this is not the case.

The term has received considerable criticism frolancators, sociolinguists and
bilingual education advocates for subverting tret flhaat the majority of ‘English-Language
Learner’s are bilingual speakers to varying degreepredominantly English speakers of a
minority dialect. The term ignores the varying aodnplex ways in which languages are
acquired, processed and used; it does not accouat five credit to an individual’s ability
to translanguage. The term and superficial clasgibn system to which it yields however, is
an accurate reflection of America’s negative viewdrds bilingualism and how languages
are used; ELL describes the central deficit weiseme’s inability to speak English fluently.
The implication is that ‘English-Language Learnexs less cognitively developed than their
English-Only counterparts.

The content standards for the English Language IDpreent (ELD) program issued

by the California Department of Education for ex#&mnptate that ‘English-Language

236 California English Language Development Standenglémentation Plan Nov. 25, 2013, California
Department of Education.
237 | bid.
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Learner’s enter school with language abilities w@ifferent from monolingual English-
speaking students, who begin school with speakiogbularies of between 2,000 and 8,000
words.?*® The comparison between the vocabulary developofenbnolingual-English
speakers and ‘English-Language Learner’s suggetitsceepancy in ability levels. The
inference is that monolingual English learners bégimal schooling ‘with speaking
vocabularies between 2,000-8,000 words’ whereagli&imLanguage Learner’s do not. The
purpose of the ELD program, like those outlinedPpgposition 227, is to assist ELLs in
‘[catching] up with the state’s monolingual Englisheakers?®® Immediately, ELLs are
placed in a position of inferiority—that is, atanler level of intelligence or slower pace of
cognitive development.

Research on language development in children densig reveals that bilingual and
monolingual speakers develop at a similar rategaia familiarity with the speech patterns
and words of their respective language within trst fear of developmenit? Thus any
issues in language development are likely to baitiwg or a reflection of wider outside
forces. This nuance is completely undermined byptibgram’s implementation plan, which
implies that the vocabularies of ‘English-Languagarner’s are underdeveloped in
comparison to monolingual English speakers. Whasthndards mean to say is that
monolingual English learners begin formal schoolwith Englishspeaking vocabularies
between 2,000-8,000 words. Its omission of thisweyd implicitly suggests that
monolingual English speakers are more advancdukin language and cognitive abilities.

Furthermore, the ELD curriculuimas been criticizetbr isolating ELLs in remedial

classrooms that subtract from the content are&iseofurriculum, subjects like Science, Math

238 California English Language Development Standenplémentation Plan Nov. 25, 2013, California
Department of Education, pg. 4.

29 English Language Development Program Content &taisdor California Public Schools, California
Department of Education (July 1999), 11.

240 Auer, Code-Switching in Conversatiphield, Bilingualism in the USA2011; Lippi-GreenEnglish with an
Accent
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and Social Studie3he ELD classes are designed first and foremastach students
English, with only a secondary focus on academitantt?*! This has a significant effect on
the ‘English-Language Learner’ population, a mayoof which are Latino. Indeed, Latino
students are among the lowest-performing studentpg throughout the United States and
this is especially true for those labeled Engligimjuage-Learner; their academic
performance falls below that of all other studerdtionwide?*? In a 2008 review of more
than 500 studies on ‘English-Language Learneranfetd University education professor
Claude Goldenberg observed that one consistennfindas that learning to read in a child’s
first language boosts reading achievement in thersklanguagé® Language policies and
pedagogies that block the use of the primary lagguia class ignore the scientific evidence,

which suggest that bilingual immersion is consiect

3.4 Participants and Context

The primary case material presented here was tedlébrough on-site observations and
interviews with classroom teachers and school jpais. Data was collected from two
majority Latino elementary schools southwest of dtmwn Los Angeles: Braddock Drive
Elementary and ICEF Vista Academy. The two schaotslocated a half-mile away from
each other and therefore occupy the same comnspeiye and share the same pool of

residents. With the schools situated less tharifariike from the largest government public

241 C. BakerFoundations Of Bilingual Education And Bilingualishth ed. (Buffalo, NY: Multilingual Matters,
2011); M. E. Brisk,Bilingual Education: From Compensatory To Qualitgueation(Mahwah, NJ: Lawrence
Erlbaum Associates, 2005); K. Cadiero-Kaplahe Literacy Curriculum And Bilingual Educati¢New York,
NY: Peter Lang Publishing, Inc. 2004).

242 For more on this see Mary Ellen Good, Sophia Masgvand Linda Vogel, ‘Latino ‘English-Language
Learner’s: Bridging Achievement and Cultural Gamgvileen Schools and Familie§gurnal of Latinos and
Education Routledge. 2010. 321-339; Barbara Schneider,i&artinez, and Ann Ownes, ‘Barriers to
Educational Opportunities for Hispanics in the ddiStates,’ itHispanics and the Future of Amerieds
Marta Tienda and Faith Mitchell (Washington, D.@eTNational Academic Press,2006).

243 Claude Goldberg, ‘Teaching English Language Leatn&'hat the Research Does—And Does Not—Say,
American Educato2008): 8-44. For more on this subject see FiBltingualism in the USAAuer, Code-
Switching in Conversation
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housing projects on the Westside many of the stsdetending Braddock Drive and ICEF
Vista are residents of this housing proj&ét.

Both schools operate under the jurisdiction ofltbe Angeles School Unified
District, the largest public school system in Galiia and the second largest in the nation.
Spanning 710 miles of the greater Los Angeles ar@BSD is responsible for over 200,000
students and represents students from over 92 ehfféanguage groups. Between 2010-
2011, LAUSD served 667,251 students of which 78g@rwas made up of Latino or
‘Hispanic’ students. At the time of the study, Bidadk Drive Elementary had a student
population that was 77 percent Latino and ICEF&/Atademy had a student population that
was 90 percent Latino. In both schools the ethnaiithe staff is comparable to the student
body. Both schools contained an English-Language+ier population that was 40 percent
or higher indicating that a large portion of thedgnt body was either a fluent bilingual
speaker or learning English as a second langtfagemajority of the school faculty and
staff on both campuses are bilingual. In the etleaita faculty member did not speak
Spanish, translators were brought in. Braddock &riiv particular went to great lengths to
provide effective communication by providing a pdrmeeting, which contained roughly 10
female parents, with head-sets allowing for thegi@tor to speak into a microphone and
deliver the translation while the English speakaswstill talking.

This particular area of Los Angeles, contains gdgropulation of Spanish speakers,
both monolingual and English-Spanish bilingual.ddscussed in the previous chapter, this
will inform the models of both Spanish and Englstailable for acquisition. This becomes
significant in an educational context where Staddenerican English is privileged and

taught exclusively as the “correct” and superiodmof the English language. With varying

244 The Housing Authority of the City of Los Angeletp://www.hacla.orgaccessed on May 2015.
245 ‘Braddock Drive’ California School Directory, Cfidrnia Department of Education website. Accessed on
July 2012 http://www.cde.ca.gov/re/sd/details.asp?cds=196@388059andPublic=Y
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degrees and varieties of the Spanish language spukigin the community, it is not
uncommon for individuals from this particular neiginhood to resemble the speech patterns
and language behaviors associated with Chicandsrfg?

Research indicates that ELL’s are placed and keatlimited selection of low-level
school courses with the rationale that their Emglsnot proficient enough to allow them to
cope with more advanced clas$&sThis often gives the impression that ELL classes a
remedial and stigmatizes the students within tlctssses. My observation at Braddock Drive
revealed that only an hour of the school day calied for math instruction while 3.5 hours
of the school day is dedicated to Language Arts. $ahool day that is only 6.5 hours long,
3.5 hours on Language Arts takes up more thangdtrgent of the day. The time spent on
Language Arts instruction is not the primary issmest schools emphasize lessons in
Language Arts and Maths however, the time speh@hanguage Arts subjects becomes an
issue of concern given the content for those irBhB program. ELL Language Arts
instruction at Braddock for example focused prifyasn pronunciation. This would happen
every morning as the teacher guided the phonetiod®of each letter of the alphabet for the
students to repeat. In fact most of the Languadg iAstruction for ELD classes under
observation was dedicated to Phonemic Awareness.ign keeping with the move toward
phonics-based reading instruction that accompahednplementation of Proposition 227.
Throughout the 1990s, a series of laws and col&her efforts between the state legislature,
the Governor, and the California Department of Edioo culminated in the California
Reading Initiative. The new policy advocated adoaled’approach to literacy instruction,

stating that:

248 For more on the idiosyncrasies of this dialecapéerefer to Chapter Two. For more details on theds’
population, staff-to-student ratio and staff-toggnt ratio please see Appendix.
247 Cummins, ‘Empowering Minority Students’
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A balanced approach involves considerable time afffdrt

dedicated to basic decoding while attention is git@ important

meaning-based aspects of reading. For most stydeovgever,

intensive direct teaching of phonemic awarenesangcymbol

relationships, blending skills, and reading fluensyof primary

importance*®
The initiative ultimately positioned phonics andpkmic awareness as the primary concerns
for early literacy instruction. Consistent with t@ve on the state level toward phonics-
based instruction, in February of 1998 the schdopted Open Court Collections for Young
Scholars (hereafter, Open Court) as the school heahguage Arts series. Open Court uses
explicit teacher-directed instruction to teach pdrorc awareness, phonics, and reading
comprehension. During the instructional componehtee program, which include teacher-
directed writing and reading exercises, teachezssuspts for all teacher questions, prompts,
and responses. During blending, a center-piecleeoptogram, teachers read all sounds of a
word and have students repeat them. The teaclmiytmpntrols Reading and writing
activities.

Observations of the English-Only classrooms—class#sstudents of the same
grade level who were labeled as proficient in Esiglrevealed that students in this group
cover a wider range of Language Arts topics, inclgdhematic modes of writing and
literary techniques. The English-Only class | @ditit Braddock Drive for example, was
discussing the differences between fiction and indien writing as well as studying poetry.
The walls of the classroom were adorned with mogatove writing samples something

completely absent from the ELD classroom of theesgrade next door. While the guidelines

248 California Department of Education, Californiat8tBoard of EducatiorCalifornia Reading Initiative and
Special Education in California: Critical Ideas Fasing on Meaningful Reform 999 (California Special
Education Reading Task Force), 4.
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for the Language Arts Content Standards state \whtit,the exception of the ELD
component, the standards for the two classes smaildary in content there is clearly a
distinction in the presentation of information arwhtent. For example, three of the students
in the ELD class were technically classified asd$i@lents yet they were placed in the ELD
classes because they were thought to have sormnigalifferences. This would reinforce
the notion that the ELD classes are ‘differenthfirthe English-Only classes and that
students in these classrooms learn less rigorotevialaat a slower pace. This reinforces the
stigma that bilingual or minority dialect studeate less academically able than English
monolingual speakers.

The negative stigmatization of these students tla@dEnglish-Language Learner’
label is so severe that parents have been knowm about whether English is the primary
language spoken in the home. Spokesperson forghteCfor Applied Linguistics, a
Washington, D.C.-based research organization, Suigarman, mentions that ‘bilingual
education has basically become a dirty waféInterviews with the ELD teachers from
Braddock Drive and ICEF Vista reveal that pareats that the ELD program presents
academic material at a slower pace than the En@lidly classes and as that their children
will suffer from being ‘held back’ academicallyttiey are labeled as an ‘English-Language-
Learner.2° The overwhelming number of Latino ‘English-Langadgearner’ also further
stigmatizes the Spanish language and Latinos atharc group. Interviews with the ELD
teacher from school 1 described a case where adsg@#&nglish bilingual student was

removed from her ELD class on special request byptrent.

2499 Teresa Watanabe, ‘Dual-language Immersion Progfmeing in Popularity,Los Angeles Time#lay 08,
2011.
250 Ms. Gonzalez. Personal interview by Becky AvilaslAngeles, CA. September 7, 2012.
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[The parent] pulled the child out because she Wrasdathat | was

going to be speaking to the kids in Spanish allldag. [People]

think their children are going to be held b&ek.
The connections made between bilingualism and ac@ad#ifferences is part of a long
history of how bilingualism and bilingual educatibas been viewed in the United States and
more specifically how speakers of non-English |laggs have been viewed. Assumptions
about Latino academic performance in particularcarenected to sustained stereotypes about
Latinos and the Spanish language. For decadesdsaelusive academic success has been
explained as a cultural pathology, or an unwillieg®, or an inability, to assimilat®. This
understanding conveniently disregards the systeznmmomic, and ideological barriers to
academic success. These stereotypes not only #ffeatay non-Latinos view bilingual
education but also the way Latinos view bilinguddi@ation and bilingualism in general. An
interview with Ms. Riojas from ICEF Vista, revealtttht the Latino parents from her class
prefer English immersion programs over more traddai bilingual programs because it is
they are viewed as a deterrent from academic ssicces

Most of the teachers and administrators intervieteedhis portion of the research

viewed the English-Only instruction deeply probl¢imaMs. Riojas from ICEF Vista for
example, linked the English-Only emphasis of theiculum as an example of
ethnocentrism. In my interview with her she furtegplained that the inherent belief in the
superiority of the English language is one reashy \@ven some Latinos frown upon
[bilingual education].2>3In the following section, | demonstrate more exgiicby focusing
on selected exchanges between teachers and stutienéstent to which teachers’ cultural

awareness and translanguaging can redress soime issties they have expressed with the

251 |bid.

252 Bruce Fuller, ‘Learning from Latinos: Contextsnfiies, and Child Development in Motion’,
Developmental Psychologyl 46, No. 3 (2010): 559-565.

253 Ms. Riojas. Interview by B.Avila. Los Angeles. 08t 2012.
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pedagogical approach forwarded by the likes of &sdjwn 22 and which stand in sharp

contrast to theubtractive positions it advances.

3.5 Translanguaging in the Classroom

This section explores the ways in which bilinguzddhers used their two languages in the
classroom to convey, mediate and process meanihgsthwn many ways validated the
bilingual and bicultural domains of their studerligés. The material presented here focuses
on the interactions between two bilingual Latinassfoom teachers and their students: Ms.
Gonzalez from Braddock Drive and Ms. Riojas fronEFCVista?>* Throughout the school
day, the teachers engaged in translanguaging geaticonstruct and negotiate meaning with
their students, many of whom are Latino SpanishhEmdpilingual speakers. Their ability to
translanguage not only strengthened meaning in agmuation but also helped establish a
cultural rapport between themselves and their stisdeWhile English is the primary
communicative tool used throughout the school d&yanish words or expressions were
regularly introduced during ‘teachable momentsadiol additional layers of meanifg.
Here is one exampldn a short discussion on student responsibility sciabol cleanliness,
Ms. Riojas substitutes the Spanish word for boggeoxos in a primarily English-language
dialogue.

You should really pay attention to your trash baesitis not [the

janitors] responsibility to pick it up. Do you watiat pick up

anybody else’s trash? Sometimes when | have toypdke

254 These are pseudonyms for the teachers as theivaees were not used. This is in compliance viidirt
agreed participation as outlined in the Particigagmmsent Forms located in the Appendix.

255 A ‘teachable moment’ is an unplanned opporturigt arises in the classroom where a teacher higleah
chance to offer insight to his or her students. Segen Carr Reubeg@hildren Of Character: Leading Your
Children to Ethical Choices in Everyday Li{&anta Monica,CA: Canter and Associates, 1997).
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classroom after you leave, | find your used upussand we all
know what'’s in those tissuesmoco$?>®

Here, Ms. Riojas code-switches to change her mudeemhance her story. The switch
is used to signal a climactic turn in the story—'aleknow what'’s in those tissuesmocos!
Once the effect is achieved, Ms. Riojas switchek v@ English as it signals the end of the
story. The switch first of all is discourse relatelbwever, in addition to encompassing
flexible alternations from one language to anothenteraction (code-switching),
translanguaging also encompasses community idesttégtment through language choices
and interaction. Code-switching after all is oftefluenced by the situational context: topic
and audience and links to the larger facts aboun@aidual’s life world, indexing elements
of the wider context including interaction histari@nd cultural context.

In similar ways, Ms. Gonzalez from Braddock Driwguld also code-switch during
conversations with her class. She commonly use&pamish expressiorgrale! (all right!)
for student praise and gratification which the stud responded to with much eagerness.
Here the code-switched utterance introduces a netnfy: it marks the contrast between two
new topics. Ms. Gonzalez’s usejofale! for motivational praise signals a switch from a
more formal way of speaking to an informal disptdyelebration. With this small gesture
she is able to expresses her own linguistic idgntihich will resonate with many of her
students. By extension therefore, as a figure tfaity, she is able also to validate the
linguistic and cultural identity of her students.

In both instances Ms. Gonzalez and Ms. Riojas sirggttheir ‘in group’ awareness to
produce more subtle meanings and to connect mosemaly with their class. This is
indicated not only by their use of code-switchisgaaconversational function but as that

which draws upon a wider cultural context of thedsint’s bilingual world. This case clearly

256 |bid., 16 Oct. 2012.
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demonstrates that the functionality of code-switghs essentially that of achieving a
contrast. This contrast is something that the coihaktranslanguaging as an epistemology
attempts to interrupt so that spaces in which lagguearning takes place can build on the
multiplicities of languages as they are used imgay exchanges in particular community
settings.

The particular nuances of navigating and makingmrey of multiple language
systems was a frequent topic of conversation antlomglass. In several occasions students
would ask for clarification on why certain soundgt®ms in English were inconsistent with
their spelling. For example, one student wantddhtmwv why the wordjooddid not make the
long 66 sound, like the worébod Ms. Riojas explained in the following way:

The problem with English is that we have borrowestdg from a

lot of different languages so sometimes words hak like one

word really sound like another because we’re reafigaking a

different language. In Spanish, it's just usualhaBish and Latin so

there’s not a lot of confusion but in English yaugonna[sic] have

the same spelling make different sounds and y@gdmnalsic] have

to scratch your head and say, ‘does that make 3ddsé read the

word goodas /gd/ (short 6/) or /guwd/ (long 66/)? Do | say very

/guwd/ job?2%’
There are several elements of translanguagingribatfest in her response. First, she
highlights cognate relationships across languadgesghe explains the way in which
English (and Spanish) borrows from multiple langegadrhis contributes to the students’
larger knowledge about language or what is refex@me the literature as ‘metalinguistic

knowledge.” Metalinguistic knowledge refers to kreslge about the *abstract structure of

257 Classroom observation of Ms. Riojas by Becky. ICH$ta. Los Angeles. Oct. 9, 2012.30.
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language that organizes sets of linguistic rules'sfyntax and phonetics. Developing
students’ metalinguistic knowledge enhances thetagognitive abilities—the ability to use
metalinguistic knowledgé&?® Furthermore, she explains that the decision ta¢hssound
system of one language over another requires aéraaltural schema, a recognition of the
relevant sound systems for each language: ‘yowmng[sic] have to scratch your head and
say, ‘does that make sense?’

As her narrative continues, she also recognizespiticular mispronunciation of the
double 0o as something that is particularly comnvah native Spanish speakers. She does
this by sharing a personal anecdote about her mothe

somebody who's learning English is gone&][make that mistake.

Like my mom, she only speaks Spanish and | teackhglish; she

knows a little bit but she makes mistakes like ,tisae’ll be like

“very /guwd/ (long /60/), hija” and I'll be like “mom, it's very /gd/

(short b/ )” and she’s like, “oh I'm sorry.” But that's baase she’s

learning the language so she has to scratch hdrdmehsay ‘does

that sound right?
Previous research on translanguaging practicelHwagrsthat bilinguals tend to acquire
several dispositions and attitudes as a resuhef tinguistic fluidity and strategic practices
of negotiation. Canagarajah’s work more specificdbcumented the ways in which
translanguaging practice in the classroom contethtid students’ tolerance and patience for
individuals attempting to construct meaning throdgferent language€® Here Ms. Riojas

does a similar thing. She allows a space for emyatkdevelop by relating an experience

258 E, BialystockBilingualism in Development: Language, LiteracydaPognition(Cambridge: Cambridge
University Press, 2001), 123.

259 A.S. Canagarajah ‘Introduction.’ In: Canagarajeh (&d.)Literacy as Translingual Practice: Between
Communities and Classroon(®ew York: Routledge, 2013): pp. 1-9.
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from the classroom to one that more largely ressmwaith individuals developing a second
language. Her mother might make a mistake wittaihglish language but ‘that’'s because
she’s learning the language’ and like her studemitshave to ‘scratch her head and say
‘does that sound right?’

The insertion of the Spanish wdnga also functions interestingly. Linguistically, the
code-switch signals a new character voice. Congdlythowever, it emphasizes a
generational gap between parents and childrenrendwkward dynamic that can develop as
a result of a language barrier. Because thesergtdee likely to have an English language
fluency that is greater than that of their paretiisy will likely assume the role of translator.
Translating is an integral part of the translangog@rocess; it is a collaborative process
where multiple parties engage in translating oapharasing words or expressions from one
language to another to clarify and negotiate megftftwWhile the following exchange does
not in itself involve an act of translation it rggozes translation as part of an everyday
reality for some bilinguals. Ms. Riojas continuestbe subject of her mother:

I've always taught [my mom] English, even when Iswgur age

because when we had to go meet the teacher dredtéacher didn’t

[sic] speak Spanish, who had to translate? Andggois might have

to do that for your parents one d&y.
Through her attention to the practice of transtatids. Riojas is able to express empathy
with her students for the additional responsibilitsgt some students may have in translating
for, or even correcting, their parents. Througlséhiganslanguaging practices Ms. Riojas is
able to subtly index her Latino (and specificallgiitan identity) and her experience as a

bilingual and bicultural individual living in therited States.

260 Kwangok Song, “Okay, | will say in Korean and thierAmerican’
261 |bid.
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While the injection of a Spanish word or phragedally functioned as a
story-telling or expressive device, a more prolahgeitch into the Spanish language was
used to communicate an entirely different messagdes#cit a different response from the
code-switching practices discussed earlier. Aftstualent observed that some students
responded to the teachers instructions and diseigliwarnings more attentively when she
said them entirely in Spanish, Ms. Gonzalez frorad8iock Drive attempted to explain this
shift in language and tone to her students by dsog her own experiences.

When | was growing up and my mom was mad at melidcez!l

because she would speak to me in Spanish. So whiesard that |

knew it was time to listen. So when | have to Rdlul (a student)

something, and | really want him to listen, | sbiniSpanistt®?
The use of Spanish language dialogue in this cagsead to communicate firmness. In fact,
both teachers used Spanish language dialogue dumggp-one conversations with students
that needed disciplinary warnings about their bedrairhe switch in this case signals a more
stern footing. The real message of the Spanistukeggyin many of these exchanges arrives
through the use of the Spanish language and n@pghaish language in itself—that is, the
message is sub-textlF3F When | asked Ms. Gonzalez about why she felttéddbnique was
more effective she explained that the extra attengss or quick response from students who
have been warned in Spanish is because it resondkethe language of the students’ parent.
‘Spanish is the language of mom or dad,” she éexgthand as a bilingual speaker, Ms.
Gonzales is able to adopt the authoritative langudghe parent to disciplirfé? Similar

explanations are provided by Ms. Riojas, who inra@rview with me expressed how the

262 \Ms. Gonzalez School 1. Classroom Observation pmed by B.Avila. Los Angeles. 11 Oct. 2012.

263 For similar studies and findings see Margaret Bnidya, ‘Masks and Acculturation’ in Mascaras, s

y Grenas: Un/Masking the Self while Un/Braiding ibatStories and Legal Discourse, Harvard Womenis La
Journal and the Chicano-Latino Law Review vol 17185 (1994).

264 Ms. Riojas School 2. Classroom Observation by BaAv.os Angeles. 9 Oct. 2012.
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parents of her students were thrilled by her ahbibtspeak Spanish: ‘they tell me, we're glad
you understand and that you know how we discipffre.

It is important for these teachers to realize tgaiBcance and value of their
translanguaging practices. Too often bilingual beas attempt to prevent translanguaging
practices because they have been taught to behavenly monolingual ways of speaking
are “good,” “valuable” and “correct” that translaraging in particular, demonstrates a weak
grasp of not one but two languages when the raalityuch different. Research by
Blackledge and Creese more specifically, suggestabde-switching in classrooms is
typically viewed as “embarrassing”, “wrong” aas “bad practice” as the two languages
“contaminate” each othet®® Through translanguaging the two teachers createwseys of
engaging their students in literacy activities.MRyes research has shown that
translanguaging practices enable students to dewsits in using both languages to clarify
and refine meanings of unfamiliar words or exp@ssiin one language. This allows the
students to become aware of potential meaning ahioms across their two languages and to
learn unfamiliar words and expressions in theieotanguage with the help of stronger or
more familiar languag®’ In some ways, translanguaging also acts as adbdefiance
against the subtractive and deficit views of largguase propagated by school and
educational policy.

A series of studies of classroom teaching froml®@0s shows that learning is
enhanced when teachers make use of language axhsgigles from students’ homes and
from popular culture. This bridging pedagogy betwe#icial school knowledge and
unofficial school knowledge, argues Frederick Esmk, creates an intermediate ‘third

space’—a hybrid discourse that validates the vastedents bring to the classroom as they

265 Ms. Riojas School 2. Classroom Observation by BaAv.os Angeles. 9 Oct. 2012.
266 A, Blackledge and A. Creeséultilingualism: A Critical PerspectivéLondon, UK: Continuum, 2010).
267 Kwangok Song, “Okay, | will say in Korean and thierAmerican’
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begin to affiliate with school voices and discosraad to appropriate them as their o##i.’
However, we must also be aware that the discoueskars for Spanish are more tied to
expressions that signal referrals to home or faliigy translating for parents, being
disciplined by parents, code-switching.

If the switch into Spanish signals emotive, expresfunctions that are related almost
exclusively to family life then the switch backEmglish can be interpreted as a withdrawal
from the domestic sphere and a return to the nwradl school sphere. When Spanish is
used in class it creates a cultural space thasiscgated with the home. The exclusive use of
Spanish in the classroom as an emotional or doongghifier however may lead the student
to equate informal and emotional utterances irtrédage language and formal academic
registers in English. As a result, Spanish-Endbgingual students might learn to and feel
more comfortable discussing academic topics iniEhgnd more emotional or personal
topics in Spanish reinforcing the idea that therdite world is an English-speaking world. It
distinguishes the two languages as one that isgabtl one that is private. Spanish and or
non-standard English dialects should be restritigde home and neighborhood, saved for
informal situations like the sharing of stories aodtural heritage. The relationship between

language and space will be discussed further imall@ving chapter.

3.6 Conclusion

The research presented here demonstrates thagtte&ects of Proposition 227 were more
negative than positive. The measure has ultimaelguced the deficits it was ostensibly
intended to reverse having been put in place toesdd_atino academic underachievement.

Latino students however, are among the lowest-paifgy student groups within the United

268 Frederick Erickson, ‘Culture in Society and in Edtional Practices,’ iMulticultural Education: Issues and
Perspectivess" edition. eds., James A. Banks and Cherry A. McBaeks (Wiley/Jossey-Bass Education,
2003): 31-57.
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States. State standardized test scores from 20031® show that the gap between English
Learners particularly, and all other students ttasadly widened®® Proposition 227 has
done little to address the Latino achievement gepshould therefore be considered a
failure. That bilingual education is rarely evemsulered as a policy response to the
underachievement of Latino students nearly tweedry after Proposition 227, illustrates the
extent to which bilingualism is viewed as a liatyili

The core assertion of Proposition 227 is that Stechdmerican English is the only
language that has any place in education and ihgpsdciety more widely. Underlying this
premise is an assimilationist perspective that aetmahat non-English speaking immigrants
and non-standard speaking Americans relinquish theguage or linguistic variance—tame
their tongue—in exchange for more mainstream vaessidhe subtractive language practices
currently supported by policies like Propositiory 280t only contributes to the academic
underachievement of ‘English-Language Learner'sated discourages the development of
proficient bilinguals and multi-linguals in publkénd private spaces. The latter has significant
consequences for Latino families and home lifesimecifics of which will be discussed in the
next chapter. But beyond its effectiveness as agatbnal strategy, the underlying
assumptions embedded within Proposition 227 anclitscular corollaries, have wider
implications for the ways in which Latino identgiare viewed, educated, and defined. The
initiative perniciously makes a statement aboutvédlee of Latino culture and the Spanish
language. In many ways it created hostile leareimgronments that are culturally,
educationally, and linguistically unresponsivette heeds of a majority of its student body.

The empirical evidence presented in this chaptercangruent with previous studies

on translanguaging practices in classroom contéXhe instances of translanguaging cited

269 ‘Most Children Younger Than Age 1 are Minoritiedewsroom United States Census Bureau, May 17,
2012.

2100, GarciaBilingual Education in the 21st Century: A Globa®pectiveP. Sayer, ‘Translanguaging,
Texmex, and Bilingual Pedagogy: Emergent Bilinguadarning Through the Vernaculal,ESOL Quarterly
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here recognize the importance of affirming the laages and experiences brought in from the
home. Translanguaging was complexly interwoven ith&se classrooms as the teachers used
both languages to construct and negotiate meaniings.flexible translanguaging is used by
teachers to make links for their students betwkersocial, cultural, community, and linguistic
realities of their lives. Offering meanings in fdiam language allowed the children to build
their understanding of words or expressions in laotplish and Spanish and to become aware
of how two different languages can work concomitant

Though this chapter speaks to the cultural resandrat can be had when educators
reflect on the ways in which their own culturalrfraworks relate to that of their students, it
does not contend that students of a particular sae¢hnic group need to be taught by
teachers of the same group but rather that thexgsn® be some reflection on the way in
which ideologies universalize the English language the way it impacts students who do
not conform to the language conventions that tle@yerce. The hope is that engaging with
critical questioning and new ideas will lead to mogsponsive pedagogies that might more
adequately meet the needs of a growing demographe&need is urgent not only for their
academic achievement but for their experiencesmehand within their communities as
well. The impacts of language ideologies, expeatafpractice and pedagogies on families

and communities are to be discussed in the nexteha

47(2011): 63-88; J. Worthy, L. Duran, M. Hikidaadt ‘Spaces For Dynamic Bilingualism In Read- Adou
Discussions: Developing And Strengthening Biling&atl Academic Skill, Bilingual Research Journ&6
(2013): 311-328.
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Chapter Four

‘Linguistic Terrorism’ and the Impact on Latino Féies and Communities

4.1 Introduction

As discussed throughout this thesis so far, onth@fgreatest challenges facing immigrant
communities and communities of color in the Unit&@dtes are the institutional and social
preference for Standard American English. Whilegheious chapter looked at the structural
impacts of Proposition 227 on curriculum and thenstanguaging practices of teachers in
classrooms, this chapter documents the experi@fitedgino communities and families as they
navigate competing ideologies of assimilation aswliiuration that stem from language usage,
policy, and practice. More specifically, this cheptocuses on how language defines public
and private spaces and determines the people wtioipate in them. As outlined in Chapter
Three, Proposition 227 was campaigned as a palieyded for the ‘public good’ but just as
we interrogated the definition of ‘English-Langudgearner’ in Chapter Three and the English
language more generally in Chapter Two, so too westnengage with the concept of the
‘public’ in Chapter Four in order to understand wlanterests are represented by the ‘public
good.’

Language minoritized parents seldom have sociatatagnd yet, both parents and
communities play a central role in language trassian. As a marginalized community within
U.S. society, Latinos are often forced to negotihitr place in a political economy that
demands linguistic and cultural conformity in orderparticipate in public life. However,
participation in public life—as will be discussedthis chapter—often comes at the expense
of participation in what has been politically defthas the ‘private’ life—linked to the family,

communities, and ethnic heritage. This chapteresdiat for Latino communities, the political
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distinction between the public and private spheréess rigid and that this has significant
consequences for Latino families, communities dadests.

The chapter analysis begins with a broader conaéptaderstanding of how the
public/private dichotomy functions within a libesthte and the way in which language is used
to define these two distinct spheres. This will &lep into a discussion of how Latino
communities navigate the distinctions between th#ip and private spheres as it is politically
and linguistically defined in policies like Proptisnh 227. While discussions about the public
and private have tended to distinguish them rétiear view them as intertwined, the analysis
and review of research presented in this chaptegrazes that the public and private spheres
are imbricated for many communities of color. We aae political initiatives like Proposition
227 to see this overlap more clearly for Latindshdugh Proposition 227 has legal jurisdiction
within public spaces, like the public school, itsweot designed to disrupt the activities or way
of life within the ‘private’ sphere. Neverthelesss theoretical foundations have wider

implications for bilingual communities or commuegiwho use non-standard English dialects.

4.2 English as ‘Public’ and Spanish as ‘Private’

In his 1982 autobiographical discussion of rac&nmerica, Mexican-American writer Richard
Rodriguez reflects on the costs of his social agsiion and academic success, or as he
describes, the discovery of his ‘public’ self, asllwas the broader intersection between
language and citizenship. The book more specificicuments Rodriguez’s journey through
the U.S. educational system as a second-genefdgaican immigrant and in particular, the
effects that his academic success—spurred by hisisiton of the English language, had on
his relationship with his non-English speaking pésehis ethnic community, and the Spanish
language. Rodriguez admits that as he progressedgih the U.S. educational system, his

native tongue, Spanish became increasingly assdciaith home and not life in public: ‘I
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couldn’t really believe that Spanish was a pulditguage, like English’, Rodriguez wroté
He explains that this was a result of several factacluding the pressure from his non-English
speaking parents for him to speak in English whasn$&h had been their primary language of
communication, and Rodriguez’s native language:

Again and again in the days following, increasinghgry, | was

obliged to hear my mother and father: ‘Speak toensinglés

(Speak.)Only then did | determine to learn classroom Esigli

Weeks after, it happened: One day in school | darsg hand to

volunteer an answer. | spoke out in a loud voiaed Adid not think

it remarkable when the entire class understoodt dag, | moved

very far from the disadvantaged child | had beely days earlier.

The belief, the calming assurance that | belonggulblic, had at

last taken hold"
Of patrticular significance to this chapter, diseoss of Rodriguez’s public identity are often
contrasted against what he describes as his ‘ptiiggntity. For Rodriguez, this distinction is
wedded to language and power. In the above extacxample, Rodriguez’s participation
and acceptance in the public sphere is contingeoi this English fluency. By contrast, the
Spanish language, used among his family and witterice community is retained for use
primarily within the home. United by their ‘publkeparateness’, as Rodriguez describes it, this
community develops a sense of solidarity and intynthat is built around the Spanish
language but also a shared sense of exclusion fnamstream Anglo-American (public)

society.

2"l Richard Rodrigueziunger of MemoryThe Education of Richard Rodrigu@antam Doubleday Dell
Publishing Group, 1996), 14.
272 |bid, 21(emphasis added for public).
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But then there was Spanish. Espafiol: my family'guage. [...]

Spanish speakers [...] seemed related to me, fondeskthat we

shared--through our language--the experience ghteapart from

los gringos..l was reminded by Spanish of my separateness fro

los otros(the others)los gringosin power...Spanish seemed to me

the language of the home...It became the languigggfal return”
Articulated in his reflections above is the distion between English as an institutionalized
language and Spanish as a non-institutionalizegulage and the dichotomy that ensues as a
result. This is essentially a political definitichge result of political decision-making. Access
to Standard American English, he explains, undeescparticipation in public life, which he
identifies as a space of privilege, whiteness anglgn. Accordingly, his logic follows, that if
the English language is the language of power,lpge, and whiteness then his family’s
language—the Spanish language—is the languageisdddantage.” However, this shared
disadvantage, he explains, is a source of intinaady affinity for those who use the Spanish
language; they are defined and therefore united blgared ‘public separateness’'—that is, a
shared sense of ‘otherness’ and oppression. Hic@nmunity united by their place outside
of the public sphere. Correspondingly, the Spalaisguage becomes a source of comfort and
solidarity. As Rodriguez describes, Spanish sigh&dehim that he was part of a community,
‘someone special, close, like no one outside,’thatlhe ‘belonged with [his family],” as they
navigated an exclusion from the public sphere tog@t* In this example we see that language
is central to the construction of both the pubhd @rivate sphere because it helps determine
who participates in which spheres. Rodriguez’s erpee in the American education system,

taking place long before Proposition 227, led honconclude that Spanish is a domestic

2731bid., 14.
2741bid., 15.
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language that should be confined to spaces likehtinee. Spanish, he argued, is fine for
expressing feelings and for family life but hasphace in school, politics, or the workplace.
Arguably, his view romanticizes this dichotomy anerlooks the political implications of this
distinction. What he could not have seen in hisetlt perhaps ought to have anticipated is
precisely the outcomes flowing from a politicaltiaiive like Proposition 227, which makes
the same assertions Rodriguez does here.

At the most general level, lying behind the dicmoyothat exists between the public
and private sphere is the basic assumption thdbtheer is visible and the latter is hidd€h.
This same dichotomy is embodied in the ideologm&mise set out by Proposition 227.
Having institutionalized Standard American Englesh the official language of California
public schools, the Proposition restated the pudntid therefore visible (or audible) status of
the language, while positioning languages or Ehglariances beyond Standard American
English to the periphery or private sphere. Ithis tontention of this thesis that this political
distinction between institutionalized and non-magtonalized languages is indicative of
greater inequalities in American society such as kick of access to the means of
communication and by extension inculcation. From frerspective, thpublicis viewed as
the powerful space and tpeivateas a powerless space. One is heard, the othéensed.

The English language is tpeblic,audible, and ‘loud voice’ which exercises powehjle/ the
Spanish language, is a ‘disadvantaged,’ silenasdl paivate voice which has limited value in
public society?’’

As he progresses through the educational systeenmtiterial benefits of English
language fluency and drawbacks of Spanish langflagrecy become increasingly difficult to

ignore. Eventually, Rodriguez chooses to exchamg@rivate identity for the benefits of his

275 | bid.

276 Jeff Weintraub and Krishan Kumar, eBlyblic and Private in Thought and Practice: Perdpezs on a
Grand DichotomyChicago and London: Chicago University Press,7)199

217 RodriguezHunger of Memory22.
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new assimilated and public identity. While Rodrigueflects on his experiences in a California
before the passage of Proposition 227, the chads bonfronted with is now the same one

politically restated by the measure. It requiragiehts and families to choose between the
political and social capital to be gained from $@al American English and the communal

capital to be gained from one’s family and ethrmmenunity.

For Rodriguez, failing to encourage Standard AnagriEnglish is synonymous with
failing to encourage access to public society dinaf he economic benefits that are promised
as a result. As such, and despite the isolatioeXperiences from his family, the Spanish
language and his cultural heritage, Rodriguez ia\ad supporter of monolingual English in
the public schools. Consider for example, his viewsupporters of bilingual education:

...the bilingualists simplistically scorn the valaad necessity of

assimilation. [....] So they do not realize that whine suffers a

diminished sense gdrivate individuality by becoming assimilated

into public society, such assimilation makes pdssilthe

achievement gpublic individuality.?’
There are several nuances that Rodriguez’s arguavemkooks that continue to obscure the
unrelenting issue of racial and ethnic prejudiaspnt in language education, language policy,
and language standardization. While Rodriguez esaking from his own experience as a
second-generation Mexican immigrant who struggbgalaéce his identity and language within
an American context, he ultimately neglects theiadoand ideological factors that have
structured his experiené€ ‘A day in Mexico, elsewhere in Latin America, gqoadn,’ Renato
Rosaldo argues, ‘should suffice to make it cleat tine linguistic limitations Rodriguez

experiences are built into social arrangementstheanguage.’ This thesis highlights that the

278 |bid., 26.
2% Renato Rosaldo. ‘Cultural Citizenship, Inequaligd Multiculturalism,’ inRace, Identity and Citizenship: A
Reader(Blackwell Publishing, 1999).
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‘ones’ expected to suffer a diminished sense ofpitreate individuality in exchange for a
public individuality are currently overwhelmingly atino. Their expected sacrifice is
predicated on the definition of public society asdominantly Anglo American. The deeper
sociological assumptions embedded in this concépati@n of public society overlooks the
structural apparatus that favors assimilation @eaulturation. That is the ultimate message
underpinning Proposition 227 and the impacts ombaamilies, communities and students is
profound.

Returning to Rodriguez, it was that writer's prefece for fluency of Standard
American English that granted him access into thi#ip sphere, at least so far as he described
in his autobiography. Having gained access tophhtic realm, Rodriguez found himself able
to excel academically, but he made a point ofragettiat this decision, so far as he remembered,
effectively disrupted his relationship with his fégyn Throughout the book, Rodriguez’s
descriptions of academic success and public paaticin are consistently counterpointed by a
description of his increasing estrangement withpnigate identity—his family, the Spanish
language, and his Mexican heritage. Consider fanmgte his description of his diminishing
sense of family intimacy that follows his increaginse of and preference for the English
language:

But the special feeling of closeness at home wasashed by then.
Gone was the desperate, urgent, intense feelifgiofy at home;
rare was the experience of feeling myself indivichem by family
intimates. We remained a loving family, but oneatise changed.
No longer so close; no longer bound tight by theaping and
troubling knowledge of our public separatenessichiag the
silence | started hearing in public was a new gatehome. The

family’s quiet was partly due to the fact thatwaschildren learned
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more and more English, we shared fewer and fewedswvith our

parents. Sentences needed to be spoken slowly \&hehild

addressed his mother or father. (Often the pareauldm’t

understand.) The child would need to repeat himgé&ifill, the

parent misunderstood.) The young voice, frustratemld end up

saying, ‘Never mind’--the subject was clogéd.
The developing silence between Rodriguez anddnsly described here suggests that the
cost of his public autonomy is his ‘private indiuality.’?8! Research on immigrant adaptation
more generally, discuss the various ways in whichnigrant communities must negotiate the
potential benefits of cultural assimilation andptstential strains on the familial relationship
build around ethnic ties.

Substantial research shows that immigrant childrehsecond-generation immigrants,
more generally acculturate into mainstream socretye rapidly than their parents. As a result,
immigrant children tend to gain English fluency seothan their parents and typically prefer
English to the language of their parents. This i&mult in the development of a language
barrier between parents and children and an oviaekl of communication between them as
they increasingly fail to share a common tongue. w& witnessed in the case of Rodriguez,
families confronted with this language and culturatrier can end up feeling estranged from
each other because of a lack of language fluefitys can also play a significant role in the
transfer of power between parents and childrencdraestrange families even further. Because
second-generation children’s English fluency iewofgreater than that of their parents, they
often assume the role of translator, a positioh ¢aa undermine the authoritative role of the

parent as children assume adult roles to help gaggnts negotiate the bureaucratic structures

280 pid., 22
281 pid., 26.
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of their new social environment. Claudia Dorringfoand in her study of Central American
refugees in Los Angeles, that a young child mayaguany her/his parents to a local utility
company to act as their translator thereby takimgyge of the more public aspects of life in
the new environment. In the previous chaptertgaeher from ICEF Vista, Ms. Riojas, alluded
to this added responsibility for her students. sTiole reversal, argues Alejandro Portes and
Ruben Rumbaut, creates a situation where the ehildituent in American customs and
English, come to hold more power in the family hessaof their knowledge of the society and
their ability to engage with it when compared teittparents. The shift in power is further
exacerbated by the long work hours that many imamigparents tend to perform, which in
turn leads to a parental absence. This absergge@Karen Pyke can further subvert parental
authority. Although these scenarios are most coniynassociated with immigrant groups,
research shows that similar situations unfold fd8.tborn Latinos and their families.

They often worry about assimilating too much, amihf) accused of ‘selling out,’
forgetting the ethnic community and abandoningféimeily, or not assimilating enough, often
measured through their use, proficiency and praterefor Standard American English.
Assimilation can be linked to cultural betrayal.Spanish this is referred to agringade—to
become gringo, or whitewashed. It is very similathe wordpochointroduced in Chapter
Two that specifically refers to one’s adoption ¢ér&lard American English or, the blending
of Spanish and English, Spanglish.

The lack of opportunities for parents to use thenitage language in intellectual rather
than emotive or public spaces prevents the trarssom®f literacy in the Spanish language and
continues the languages’ privatization as it isstetently relegated to the domestic sphere. As
a result, children of Spanish speakers tend tanl&panish as an oral language and the
transmission of knowledge in Spanish is more likebnstrained to a daily household

vocabulary. This restricts the Spanish languagedomesticated, cultural and emotive sphere
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where technical terms, extensive vocabularies sty activities are limited or seemingly
non-existent. Unable to participate in the initisdracy activities of their children, parent’s
comprehensive abilities are either unrecognizembosidered narrow, once again undermining
the authority of the parent. Because language ngraeto the generational transmission of
culture and heritage, parent-child language barman often instill fears in the parents that
their culture is not being carried forward. In Meam immigrant and Mexican American
families for example, the intergenerational preagon of the Spanish language serves to
transmit Latino cultural value$? According to this research, ‘parents associatelabs of
Spanish among their U.S. schooled children witlot@mial diminution of parental authority
and a disruption of cultural value€? The tendency for second-generation immigrantsse |
their Spanish and dissociate themselves from traents Latino cultural practices has been
noted in previous research on Latino immigrant feamf8* Latino immigrant parents see
Spanish as a marker of ethnic and cultural ideatitg key to relationships within the family.
It is Spanish that is spoken in the family homegrafall, in many Latino immigrant
communities. The children of immigrants often fithgémselves under pressure to reserve the
speaking of English for school and work. This aesad distinction between English as the
language of social mobility and material successhm United States and Spanish as the
language of home and by association the old couintnyically out of which immigrants came

in search of greater opportunity.

282 See for example R. Buriel, ‘Childrearing Orienta in Mexican-American Families: The Influence of
Generation and Sociocultural Factotgurnal of Marriage and Familyol. 55 (1993): 987-1000; M.
Silverstein and X. Chen, ‘The Impact of Accultuoatin Mexican-American Families on the Quality aluit
Grandchild-Grandparent Relationshigsgrnal of Marriage and Family61 (1999): 188-198.

283 pete Farrugio, ‘Latino Immigrant Parents’ ViewsBitingual Education as a Vehicle for Heritage
Preservation,Journal of Latinos and Educatioviol 9, no. 1 (2010): 3-21. 7.

284 Alejandro Portes and Rubén Rumbaut, ‘The MexicaseCinLegacies: The Story of the Immigrant Second
Generation(California: University of California Press, 20j6-280.; R. Stanton-Salazdanufacturing

Hope and Despair: The School and Kin Support Networf U.S.-Mexican YoufiNew York: Teachers College
Press, 2001); C. Suarez-Orozco and M. Suarez-Oydzansformations: Immigration, Family Life, and
Achievement Motivation Among Latino Adolescé8tanford, CA: Stanford University Press, 1995)SGarez-
Orozco and M. Suarez-Orozdohildren of Immigration: The Developing Chi{@ambridge, MA: Harvard
University Press, 2002).
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Research shows that second generation immigramtsoafronted with the competing
theories and expectations of assimilation versaslagation. In their 1995 study on second-
generation immigrants, Alejandro Portes and Rubémlbaut identified two primary types of
‘dissonant acculturation.” The first they arguewisen immigrant children take up the customs
of American society, but their parents remain iwaan the ethnic community. The second
type of dissonant acculturation is when childréetap the customs of American society, and
parents neither participate in American societyanrethnic community; they are therefore
entirely marginalized. Previous observations ofitrgenerational immigrant groups have
found that immigrant youths who ‘remain firmly ensced in their respective ethnic
communities may...have a better chance for edutatend economic mobility through use of
the material and social capital that their comniasitmake available®®

The anthropological research surveyed above demad@stmore pointedly the way in
which these spheres are imbricated for immigrantraanities and more specifically, Latino
communities. The case studies presented in thipt€havill discuss some of the strategies
used by community centers to mitigate the challengesented by the persistent overlap

between the public and private spheres.

4.3 Proposition 227 and the ‘Public Good’

Rodriguez’s experiences in school and with his kastiow a clear division between the public
and private self that is wedded to language. Iriotd elaborate on how the language policy
affects Latino families and communities in Califia;nt is necessary to introduce some of the

previous interrogations of the political implicat®of a public/private dichotomy.

285 Alejandro Portes and Min Zhou, ‘The New Second ésation: Segmented Assimilation and its Variants,’
The Annals of the American Academy of Political Sondial Scienc&30 (1993): 74-96
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The concept of and distinction between plidlic andprivatesphere has been a central
preoccupation for several disciplines, includingreamics, politics, social history, law, and
feminist studieg®®In his classic workThe Structural Transformation of the Public Sphere
(1989) Jurgen Habermas argued that the ‘publicrepkenerged as the result of an increasing
separation between the political and everydaythi& took place during the eighteenth century
amidst the centralization of power which followért trise of the nation-stat®’. The private
sphere, he continued, evolved out of a necessidistinguish and mediate between the private
individual and the public state. While Habermastxkhas been the subject of sustained and
often critical debate, several scholars maintaat the contemporary conceptualizations of the
public as divorced from the private are ultimatelgted in the central tenets of liberal thought
and the politics of the liberal state—that is, treeg labels used to demarcate the specific
dimensions or activities that are outside of thgtimate bounds of government regulation, or
the political economy more generally, from thoskjsct to political and legal governance.

Within this framework, argue legal scholars Karlakd and Robert Mnookin, the
private sphere carries with it a strong presuporségainst paternalistic government control
and allows individuals the freedom to decide wbatd and how to behave whereas the public
sphere, understood as the space designed to meetdtls and serve the interests of the ‘public
good’ is liable to democratic dialogue and politiegecution. Understood this way, institutions

like the public school—believed to serve the ingéseof civil society, are considered part of

286 See for example Robert H. Mnookin, ‘The Publio/&té Dichotomy: Political Disagreement and Academic
Repudiation, University of Pennsylvania. Law Revi®ol. 130 (1982): 1429-1440; Karl Klare, ‘Publicittate
Distinction in Labor LawUniversity of Pennsylvania. Law Revi&wl. 130 no. 6 (1982): 1358

Available at:http://scholarship.law.upenn.edu/penn_law_revieWl/80/iss6/5Weintraub et al.Public and
Private in Thought and Practic&treet,Literacies Across Educational Contexil Graham‘Public Space,
Common Goods, and Private IntereégisHandbook of Communication in the Public Spheds., by Ruth
Wodak and Veronika Koller (Mouton de Gruyter: Beyl2008); Michelle M. Lazar, 'Language Communiaatio
and the Public Sphere: A Perspective from Femf@igtcal Discourse Analysis illandbook of
Communication in the Public Sphezds., Ruth Wodak and Veronika Koller (Berlin: Véalde Gruyter GmbH
and Co.,2008): (89-110).

287 Jurgen Habermas, The Structural Transformatiche®Public Sphere: Inquiry into a Category of
Bourgeoisie Society (Translated by T. Burger) (Caddge, MA: MIT Press, 1989).
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the public sphere and the home, considered a sphem@ividual autonomy which government
is bound to respeds assigned to the private sphere. This concepigahction, as Habermas
originally argued, is ultimately used to identifyetboundaries between the private individual
(home and family life) and the public world of thrarket and political economy (the state)—
a binary also recognized as the distinction betwbendomestic and the economic, or the
personal and political.

Critical discourse scholars such Michelle M. Laaniad Ruth Wodak however recognize
that conceptions of the ‘public good’ and categatian of particular spaces or activities as
‘public’ or ‘private,’ ‘domestic’ and ‘economic’ opersonal’ and ‘political’ are often defined
by the political systems that enact them and ab sered to reflect the deeper sociological
differences in society that create and perpetusatmmetrical power relations between specific
groups of people. In their work, Wodak and Lazanpkasize the gendered division that is
often mirrored in the social dichotomization ofghespaces and activities that occur in &8th.

Assigned to the private sphere, the home and #eswontained within it are often
removed from the public policy agenda and consettyupalitical scrutiny. This has significant
consequences for women because of the way in wduohesticity, childcare and housework
has been gendered as female. Because of its assoeh ‘female activities’ argues Lazar,
the private realm, is often characterized as ‘eomat, personal and particular and therefore
not a part of the larger public sphere which hasatgr access to the means of democratic
participation and emancipation. Indeed discussamshe public sphere occupied a central
focus for second-wave feminists in the 1960s artD49Their insistence that ‘the personal is
political’ encapsulated a critique against the alodémarcations between the public and private

spheres which, they argued, naturalized the oppeesscial conditions experienced routinely

288 For more see Wodak et dHandbook of Communication in the Public Spheme Michelle M. Lazar ed.,
Feminist Critical Discourse Analysis: Gender, Povaad Ideology in Discours@lalgrave Macmillan, 2005).
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by women as ‘personal’ because of their occurrevtteén the home. In contrast, they argued,
the public sphere, ‘characterized as rational, mmgdaand universal’ has given greater
privileges to men. The difference in access to ghbblic realm, or means of democratic
reconciliation, Lazar continues, not only highligtihe relations of difference in power and
privilege between men and women but simultaneoustyralizes thent® It is worth noting
that the feminist critique against the separatietwien the public and private did not seek to
remove the distinction altogether. Rather, the es®ertion behind ‘the personal is political’
was an attempt to highlight the fluidity and fletiity between these boundaries so that
politicians and institutions could strike a bett@d more democratic balance between the two
spheres. Politicizing the personal, Lazar adds,aimethat any and all matters should be
brought into the open for critical democratic dgle, instead of predefining the nature of the
issues as public versus private, and thence exdjutiiose considered private from public
discussion and expressicii®

The relegation of the home to the private spheteonty disproportionately affects
women but also communities of color. Indeed racg gender are significant intersecting
categories when discussing the division betweerpthmic and private sphere. However, as
this thesis is primarily concerned with analyzihg telationship between race, ethnicity, and
language education in the United States, my arsalgéi the public/private dichotomy
emphasizes the racialized aspects of this dichot@ng its implications for Latino
communities. Nevertheless, attention to the gembéirasion, very briefly discussed above, is
essential to understanding the ways in which pagrcethnic communities, spaces and

practices are gendered as well as racialized.

28 |azar, ‘Language Communication and the Public 8ahe
2%0bid.,93.
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While the ideals of liberalism have long promisepiaity for ethnic minorities and
immigrant communities the liberal yardstick used neasure, and subsequently grant,
participation within the public sphere is often doated by the rules set up by the group with
the power to define the norms of cultural practigéthin the context of the United States, the
norms of cultural practice are overwhelmingly cofied by the perspectives of Anglo
American men. As a result, the public sphere has bwiticized for excluding the most
disadvantaged groups and ‘limiting their capaaitgontribute with their issues and concerns
to the political agend&®® Although the United States’ liberal principlesoal for diverse
cultural expressions these are more easily tolératethe private level. When displays of
diversity are ‘public,” the sociologist Nathan Géazoints out, the liberal state requires that
they do not burden state resources dedicated gréaer ‘public good’ requiring them instead
to be self-sufficient®?

We heard echoes of these principles during theigalicampaign for Proposition 227,
which ultimately viewed bilingual education as agmam that specifically catered to
immigrant needs, and drained, or burdened, Amexitaancial resources. As such, support
for Proposition 227 was positioned in its politickécourse as support for the ‘public good.’
The measure’s residual effects on the Latino conmiywand family specifically however,
highlight that what is good for the ‘public’ in §hcase may not be compatible with the needs
of this privatized community. The concept of thélpzigood is recognized by scholars such
as Emanuela Lombardo, as an ideological assertiah gmerges from the cultural value

systems that correspond to the appropriate pdlitczans and socio-historical contexts of a

291 Emanuela Lombardo, ‘The Participation of Civil &g in the European Constitution-Making Process’
Papepaper presented at CIDEL Workshop, London.l&i&i online at
http://www.arena.uio.no/cidel/WorkshopLondon/Lomtapdf pg. 3.; See also Iris M. Youndystice and the
Politics of DifferencéPrinceton: Princeton University Press,1990).

292 Nathan Glazer, ‘We Are All Multiculturalists Now(Cambridge, MA: Harvard University Press, 1997);
Christian Joppke. ‘Multiculturalism and Immigratioh Comparison of the United States, Germany arebGr
Britain,” Theory and Societyol. 25 no. 4 (1996): 449-500.
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given society’® In short, the notion of what constitutes the ‘palgood’ depends on the
society from which this relative sense of ‘gooddesveloped and defined.

In relation to initiatives like Proposition 227,ethcore assertion is that Standard
American English is good for the majority of thebpia because communicative literacy in
English is equated with material and economic ssec8ubstantial research on U.S.-born and
immigrant Latino communities reveal that in a sgiegto benefit from an American liberal
economy, families are forced to reconcile cultumall ethnic identities. The experiences
captured by writers like Rodriguez, and in previohapters Anzaldua, show the way in which
members of the Latino community, irrespective @itlirthplace are confronted with having
to choose between a public and private identity #edintricacies of navigating the two
simultaneously. This process, as discussed by Bwelzi in his autobiography, can
significantly impinge the family and home life. &t left undiscussed in conversations about
‘public society’ is the way in which participatiavithin the public sphere requires an adoption
of interaction styles that are more culturally abg with Anglo American men. Feminist
studies have addressed this with regard to womekirsp to enter the public sphei¥.
Likewise, communities of color held in stark costréo the dominant cultural and political
economy, are forced to conform to a seemingly adiagd code of social conduct used within
the educational and professional sphere.

In many ways we can see the extent to which tleeatity associated with ‘public
society’ or the ‘public good’ reflects the valuemrms, behaviour (language codes) of the
dominant political and cultural economy. In facgraups’ Americanization is often assessed
by the degree of commitment they demonstrate torti@ elements of the nation-state—that

is, to what extent groups adopt the dominant caltnorms of the host culture and become

293 See Lombardo, ‘The Participation of Civil Sociétythe European Constitution-Making Process’ angdra
‘Language Communication and the Public Sphere’
2% Lazar, ‘Language Communication and the Public 8ghe
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involved in mainstream social institutions, netwsyrlaws, and behavioural expectations. The
dominant traits of U.S. society, as discussed tjinout the thesis thus far, include speaking
fluent and un-accented English. The more that sgmecan exhibit this trait—among others—
the more they are able to participate in the pufibere given its powers of legitimation.
Conforming to the bureaucratic regulations anditugdbns of the nation state furthers one’s
Americanisation and thereby participation in publibis is also directly related to a broader
market economy. To inculcate the value system @fithited States, such a strategy must be
insinuated into education systems and media outlets

Returning to the passages included by Rodrigugharchapter introduction, we can
see the extent to which he, as a young studemhptiteg to reap the material rewards of the
public sphere via his education in the United Stadeeks to mirror the behaviour of those he
deems more valuable or worthy of the ‘right to $pthe public language’ a language he always
recognizes as the language los' gringos 2% In postcolonial studies, the act of mirroring in
the hopes of accessing power or public participai® discussed primarily as mimicry.
Mimicry is often described as opportunistic behaviwhere one copies the person in power,
in hopes of accessing that same power. While plostiad scholars like Franz Fanon and Homi
Bhabha discussed mimicry in relation to colonialigroan also be discussed within the context
of immigration. Latino students, like Rodriguepeoating within a hegemonic social order
that requires the adoption of cultural norms ofteripted by the dominant classes in society
are obliged to adapt to normatively Anglo Americdgles—albeit, ones misrecognized as
‘performing well’ in school. The acceptance of pisblic identity thus, is viewed not as an
opportunistic form of racialized mimicry but simphg availing himself to the opportunities
and rights granted by the American liberal statsv@rsely, non-participation or absence from

sustained participation is a reflection of indivadil lack of motivation and unwillingness to

2% Rodriguez Hunger of Memory21.
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learn. This view of ‘public society’ fails to recoige the ethnocentrism and sexism embedded
within the separation of the public and privatdmesaand furthermore, is used to substantiate
the proposal and passage of public policies lilkp@&sition 227, which has wider repercussions
for communities of color.

Throughout the campaign for Proposition 227, usehef ‘family language’ was
discussed as appropriate for use in the home, amavate individuals; its use in the public
school however was deemed harmful for student tsffor enter the public mainstream. The
core assertion made by a measure like Proposifi@ns2that no other language aside from the
English language has a valuable place in publiccatiion or in the public sphere more
generally. This ethnocentric aspect of the publicgte binary is significantly tied to the
gendered tropes of the dichotomy. Relegated todtmestic sphere, familial and cultural
practices or intelligences, like the use of a naiglish language is considered less valuable
because it does not directly contribute to the enon sphere. As discussed above, the
domestic-economic binary is one that can be tréaslanto the private-public one. As a result,
the suggestion is made that the language, and tensrn culture, of diverse students is
subordinate and inferior to the English languagetae cultural and racial identity attached to
it. Any cultural knowledge separate from the mametn will be of little value to the wider
cultural and political market and so, like housewand child-care, are seen to have little
currency. The initiative therefore, supported bgistinct separation between the public and
private spheres, positions certain groups in apperal role in American society creating,
sustaining and reinforcing an ‘us’ versus ‘thenmidy that is etched along linguistic and racial
lines. While the obfuscation of the personal astipal has historically rendered women
invisible within the public sphere, in the parti@utase of Proposition 227 in California, it has

rendered many communities of color, particularlyihas, not only invisible but also voiceless.
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Consequently, the specific impacts of the publiggie division on Latino families,
students, and communities have been removed frermpuhlic conversation, particularly those
regarding education. As demonstrated in the previcoapter, the failure of schools to
recognize or value the languages that studentg borthe classroom—a factor ostensibly
prohibited by Proposition 227, hinders studentgarfunity to integrate and build upon their
heritage language, and obstructs non-English spggkarents from fully engaging in their

student’s academic journey or everyday-life.

4.4 Emphasis on the Family

As with the previous chapter, this chapter takestanographic approach. While the previous
chapter highlighted the structural implicationg?obposition 227 within the public school, this
chapter is primarily concerned with analyzing iteets in spaces typically considered outside
of the legitimate bounds of policy control—thattise home and the family.

The family plays a considerable role in the develept of an individual’s ethnic and
cultural identity. Parents and family members dterochildren’s first teachers and children
come to school with what they have learned fronir fp@ents and communities. As such, the
family has been described as the first agent aaBpation; it is a space in which identities are
formed and adapted®® The Latino community encompasses numerous ethrbigreups
traceable to various regions throughout the Ameraral the Caribbean. As such they possess
a wide range of socioeconomic, cultural, and nafidackgrounds. Familial generalizations
about such a diverse group therefore will not applynany groups and individuals who are
Latinos. However, research has shown that some ommfamily characteristics and

socialization patterns do exist among several bagroups in the United States: Mexicans,

2% 5 A. Hill and J. Sprague, ‘Parenting in Black aMtite Families: The Interaction of Gender with Raoel
Class’,Gender and Societyol. 13, No. 4 (1999): 480-502.
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Puerto Ricans, and Cubait$Bruce Fuller’s research on Latino families reveait many of
these common patterns are a result of similar hestbexperiences and colonial conditions,
proximity to or contact with their homelands, angb@sure to similar forms of discrimination
because of their juxtaposition to a white mainstré® While the first Mexicans became
Americans through annexation of northern Mexicerathe Mexican-American War, Puerto
Ricans through their Commonwealth status and paliterritorial relationship with the United
States, and Cubans through their arrival as re&jgeseh group had to survive and adapt to a
dramatically different social, cultural, politicand economic context in the United Stefés.
These historical conditions, scholars argue, geedéraommon family characteristics and
socialization patterns that were ultimately rooitedLatinos’ attempt to cope with economic,
social, and political marginality within the Unit&lates’®

Indeed, research froocial Scientists Kathleen Ethier and Kay Deaaxeal that a
majority of Latino students derive their ethnicntiey from their family socialization and was
an important dimension of the sétf.David Alvirez and Frank Bean'’s research on the &fic
community more specifically, found that the Chicamphasis on the extended family had
roots in the historical marginalization of Latintisroughout the United Staté®? Other
scholars have noted how these extended family tstes have played central roles in the
establishment of Latino ethnic enclaves throughbetUnited States because of their role in
generating economic resourc@$Social work professors Andres G. Gil and William\Aega

noted the important role of the family in bufferisgess associated with immigrant adaptation

297 Euller, ‘Learning from Latinos’

298 | bid.

299 | bid.

300 See HandlinThe UprootedFuller, ‘Learning from Latinos’
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among Cuban and Nicaraguan familt€sUsing these extended family structures, Cuban
exiles in the early 1960’s generated funds for stwent within ethnic enclaves. In this way,
the kinship relations extends to the communal |eeetating ethnic communities and
generating upward mobility for those that shar@mmon experience, one that is ultimately
tied to an economic position. Out of this commopegience, a strong ethnic community and
identity develops. This network of support is notque to the Latino experience but rather a
common strategy for groups who experience lifehas ®ther.”*°> AnthropologistsMichael
Silverstein adds that familism is in important me#mrough which Latinos are able to affirm
their ethnic identity?°®

While immigrant groups differ according to nationalin and may experience varying
degrees of discrimination, it has historically b&es case that many have drawn support from
their communities and families as a survival sggteStack uses the term ‘fictive kin’ to
describe the network of people relied on for supffiFor Stack, ‘fictive kin’ refers to non-
kin, or nonrelatives, who conduct their social tielas within the idiom of kinship*®® More
recent studies, like Ebaugh and Curry’s observatfarew immigrant communities have used
‘fictive kin’ to describe the family-type relatiohg that develops among some neighborhood
communities that are not based on blood or marrtagerather religious rituals or close
friendship ties® First, economic action by immigrants is affectedtie resources that the

ethnic and the immigrant community affords to itembers through ethnic networks. As

304 Andres G. Gil and William A. Vegd)rug Use and Ethnicity in Early Adolescer(®&ew York: Kluwer
Academic Publishers, 2002).

305 Dolores Delgado Bernal, ‘Critical Race Theory,ihatCritical Theory, and Critical Race Gendered
Epistemologies: Recognizing Students of Color akléts and Creators of Knowledg@ualitative Inquiry
vol. 105, no. 11 (2002) imhe Latino Conditiored. Richard Delgado and Jean Stefancic; Handlhe,
Uprootedand Stack, ‘Fictive Kin.’

306 Sjlverstein et al., ‘The Impact of AcculturatianMexican-American Families on the Quality of Adult
Grandchild-Grandparent Relationships.’

307 Carol StackAll Our Kin: Strategies for Survival in a Black Camnity (University of Michigan:

Basic Books, 1975).

308 |hid.

309 H.R Ebaugh and M. Curry, ‘Fictive Kin as Socialp@al in New Immigrant CommunitiesSociological
Perspectivesol. 43 no. 2 (2000):189-209.
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pointed out by Roger Waldinger, ethnic networkseetffthe decisions and actions of
immigrants by providing information, employmentgdit, and emotional support that are
otherwise unavailab°
Within the Latino community specifically, there Hasen much work done to describe

the ways in which fictive kin networks might operat hecompadrazgsystem, for example,
establishes relations between parents and godpaoento-parents (English translation of
Compadrazgo), a union often solidified through Bgi®us ritual, that provides a larger
network of support and reciprocity that is finatigisand service basett! Research on
compadrazgo in the U.S. has previously emphashedpecific roles of comadres/compadres
as adults that help promote physical and mentdtvehg, help with family relationships, and
as socioeconomic suppott? Familism encompasses strong feelings of familytyumind
loyalty, relies on the family for logistical, finamml and emotional support, and prioritizes
family needs over the needs of the individual. Cadipzgo redefines the familial network
allowing it to extend beyond the nuclear familyriolude extended and nonrelative family, or
fictive kin.’ 13 Compadrazgo emerges as a tactic for dealing witm@mic and social
depravation as well as a way to build social nekwoBoth ethnic community resources and
external conditions affect educational attainmerat @conomic mobility.

Until very recently most research on Mexican-Amaniccommunities was done by

white, English-speaking social scientists. From18@0s onwards, Chicano scholars began to

310 Roger WaldingerStill the Promised City? New Immigrants and Afrigamericans in Post-Industrial New
York (Cambridge, MA: Harvard University Press, 1996).

311 See Sidney Mintz and Eric Wolf, ‘An Anthropologidenalysis of Ritual Co-Parenthood (Compadrazgo),’
Southwestern Journal of Anthropologgl. 6 no. 4 (1950): 341-368.

312 For more on familism and compadrazgo see E.Jadal?Y. Fernandez, and D.E. Cortes, D. E.,
‘Incorporating the Cultural Value of Respeto interamework of Latino ParentinGultural Diversity and
Ethnic Minority Psychologyvol. 16 (2010): 77— 86; A. M. Cauce, A. M. and Domenech Rodriguez, ‘Latino
Families: Myths and Realitied,atino Children and Families in the United Stat€sirrent Research and
Future Directionseds., J. M. Contreras, K. A. Kerns, and A. M. NBatnett, 3—25 (Westport, CT: Praeger,
2002); See Portes and Rumbaut, The Mexican Caself Bevanon, ‘Who Succeeds As An Immigrant? Effects
Of Ethnic Community Resources And External Condsi®©n Earnings AttainmenRResearch in Social
Stratification and Mobilityvol. 36 (2014): 13-29.
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undertake research on those same communities, trenming the field. With their insider
understanding of the complexities of those comnmesmithey were able to cast new light on the
critical questions raised by the previous genenatfcscholars. They challenged the established
view what was known as the cultural deficit modwelttthe retention of traditional Mexican-
American culture would impede children as they $wagintegrate into mainstream American
society?!* That earlier view had provided the rational foguanents that promoted the
complete assimilation of Latinos into mainstreantuwre. The acceptance of assimilationist
thought fueled social and familial pressure forhas to abandon traditional values in order to
achieve educational and economic upward mobility.

Educational philosophers and Critical Discourseoknis have long argued for more
nuanced understandings of the interplay betweemuamty, homes, families, and the public
schools in order to effectively meet the needstoflents’’® Chicana feminist writers C.
Alejandra Elenes, Francisca E. Gonzalez, Dolorelgdde® Bernal, and Sofia Villenas in
particular, argue that the lessons transferrechbycommunity and ‘homespace’ significantly
contribute to a child’'s ‘way of knowing’ and furtimore, can highlight and interrupt the
transmission of dominant ideologies often gainedifinstitutions such as the public sch&él.
Research that has looked at ‘homespace’—the howmmanity, and family—and its

relationship to school helps this chapter to s#éuatger debates around education within a

314 See for the rebuttal: George J. SancBezoming Mexican American: Ethnicity, Culture, ddentity in
Chicano Los Angeles, 1900-19@%ew York: Oxford University Press, 1995); G. lsad Billings,The
Dreamkeepers: Successful Teachers of African Aare@hildren(San Francisco: Jossey-Bass, 1994).

and for the initial and therefore contested clagm J.M. Huntintelligence and Experiencé¢Blew York:

Ronald Press, 1961) and, Oscar Lew#sVida: A Puerto Rican Family in the Culture ofi@eoty: San Juan and
New York(New York: Random House, 1966).

315 The ‘Funds of Knowledge’ concept specifically mdibe emphasis on family life from the anthropobadi
to the educational field as educators began to mritieally reflect more critically on the ‘lessonsansferred

by the community and ‘homespace’ and the widersaetion between school, community and home. See fo
example Luis C. Moll, Cathy Amanti, Deborah Nefipitha Gonzalez, ‘Funds of Knowledge for Teaching:
Using a Qualitative Approach to Connect Homes alad$tooms,Theory into PracticeVol. 31, No. 2,
Qualitative Issues in Educational Resea(tB92): 132-141; G. Ladson BillingEhe Dreamkeepers: Successful
Teachers of African American ChildréBan Francisco: Jossey-Bass, 1994).

316 Delgado Bernal et alGhicana/Latina Education in Everyday Life

144



dialogue on the family and community as institusiaeparate from the public school and the

contrasting ways that language functions withirséhdistinct institutions.

4.5 Context and Participants

The primary case material presented in this chajgeuments two organizations that serve a
substantial portion of the Latino students attegdBraddock Drive and ICEF Vista—the
schools discussed in the previous chapter, théydecThe Mar Vista Gardens Family Center,
founded in 1977, and the Mar Vista Gardens Boys@inid Club, opened in 2013. Mar Vista
Gardens is a predominantly Latino community locatedthwest of downtown Los Angeles.
It houses the largest housing projects on the wgidst of the city, the residents of which are
primarily Latino.

The family centers and after-school programs ustiedy here work to alleviate the
influences of poverty that severely threaten tloisinunity. While the programs under study
vindicate the knowledge received from the publibasts, including the acquisition of the
English language, and the lessons of the wideosodiural context—such as education as an
acceptable and assured pathway out of poverty—dineyitaneously enact pedagogies, driven
by the participants and staff, that cultivate thewn community specific wisdoms and
strategies for navigating the day-to-day activiaes realities of their immediate environment
and wider socio-political environment. The commurigenters and after-school programs
referenced in this research, share the focus afigirg community members with the space
to engage in broader social networks that faoditatreased educational engagement, familial
relationships, and community transformation. Inyiong these spaces along with logistical,
legal and emotional support, these programs uléimateek to address the influences of
poverty, neighborhood isolation and social and eomun marginality. But they also mitigate

the tensions between families and the expectabenseen mainstream society. The way in
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which this is accomplished contributes to the dmaton of the Latino children within this
neighborhood and informs their development of ttienie, national, and cultural self and
contributes to their understanding of American stycand their place within it. What follows

is a brief description of the two sites under study

(2)The Mar Vista Family Center

The Mar Vista Family Center (MVFC) is an early dmbod, youth, and neighborhood
community center that provides pre-school, aftéiest and recreational activities for all
members of the family. Founded in 1977, by educalitherapists Betty and Monte Factor,
MFVC was established to provide free childcare mrking families within the area and
provide ‘a safe space’ for resideAt§While not advertised as a specifically Latino coumity
center the racial composition of the local area meethat its patrons and employees are
predominantly Latino. The overall aim of this ptieainstitution is to develop strong
community members that are able to give back toctamunity. These core goals are
incorporated into MVFC'’s various programs whichlutes a pre-school, an after-school
youth initiative, and a variety of family wellnessurses that offer recreational and educational
classes like yoga, cooking, gardening, and compiteeacy for all members of the family. The
center itself is located 0.8 miles away from the M&sta Gardens Housing Projects and serves
a significant portion of its residents. It alsov& over 600 students from the surrounding
schools—99 percent of which are Latino. Runningrapens of the center depends on the
small staff of 18 and former MFVC users, communitjunteers, and the financial support of

private investors.

317About Us,” Mar Vista Family Learning Centhttp://www.marvistafc.org/about_us/about Ascessed
March 2013.
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(2) The Boys and Girls Club of America
The Boys and Girls Club of America is a nationah+poofit after-school program for students
aged between 6 and 18 years that provides recnehfgtivities and academic support for its
participants during the after-school hours anduglothe summer. Founded in 1860 by Mary
Goodwin, Alice Goodwin, and Elizabeth Hammersleyaasay to keep unruly youth off the
streets of Hartford, Connecticut, the club hassfamed into a coalition of Boys and Girls
Clubs throughout the United Staté$. While the Boys and Girls Club has been in openati
for over one hundred years, this particular brarcbated directly within the Mar Vista
Gardens Housing Projects, was established in 28dy& and Girls club programs are typically
located in neighborhoods most vulnerable to gantemce, drugs, crime and low student test
scores. Located 2.5 miles away from the initialostrand research site, the Boys and Girls
Club of Venice has specific Latino Outreach inities which provides the local youth with
‘effective strategies to reach and empower Latinatly and families®® On average, 90.5
percent of the school population served by the Boys Girls Club qualify for the federal
subsidy for free or reduced lunch, often an indocathat they and their families are living
close to or below the national poverty line. Studemho use this program nationally are on
average 82 percent Latif® The prevalence of Latinos within these programpaig of a
larger pandemic of Latino poverty.

Studies have found that living in low-income amghhcrime neighborhoods can have
a severe impact on the psychological well-beingsafesidents who are commonly exposed to

community violence, poor municipal services, undeded schools, and deteriorating housing

318‘Qur History,” Boys and Girls Club of Amerighttp://www.bgca.org/whoweare/Pages/History.aspx
Accessed on March 2013.
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320 Sanger, Carla and Paul E. Heckman. ‘Expanded irepthe LA’'s Best Way.New Directions for
Youth Developmenho. 131 (2011) Wiley Periodicals, inc. Wiley GwiLibrary. wileyonlinelibrary.com
accessed December 4, 2014. 71.
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conditions®*2! While the consequences of poverty transcend racidlethnic lines, statistics
show that Latinos experience poverty at a raterdgptionate to their overall populatidft.
Social science research on urban youth in low-ireaneas has largely focused on how social
networks shape urban communities and the livesoafhywithin them??®This portion of the
research details some of the strategies in platatino communities that make use of public
and private services seeking to address the nédéow-ancome urban communities.

The decision to focus on community centers ratian tndividual families is supported
by research that recognizes community and neigldoorhspaces as part of a wider
‘homespace??* Conceptualizing the ‘home’ as a space in whichviddals negotiate their
daily-lives with family and community members, thp®rtion of the research examines
community centers and neighborhood spaces as partasger extension of the family and
homespace. This allows this portion of the rese&ochain insight into the ways in which
Latino communities reconcile between their publid grivate selves within the context of
schooling, family, and community life and reviewnrs® of the challenges and strategies that
Latino families and communities confront in adagtio American society and expectations.
More specifically it will review the dynamic way# iwhich family service centers and
community recreational centers in predominantlyri@heighborhoods mitigate the pressures

to assimilate and preserve a heritage culture.faéhibtation occurs both through the ways that

321 For more on this see Jay Macleod, ‘Ain’t No Makitr’Leveled Aspirations in a Low-Income
Neighborhood,’ (1987) iSocial Stratification: Class, Race, and Gender aciSlogical Perspective™
edition, ed. David B. Grusky (Boulder, Colorado: Stigew Press, 2001): 421-434; M.L. Sullivan, ‘Gadti
Paid’: Youth Crime and Work in the Inner City (Itaa New York: Cornell University Press, 1989); E.
Anderson Streetwise: Race, Class, and Change of an Urlamr@unity(Chicago: Chicago University Press,
1990); Alejandro Portes, ‘Children of Immigrantg&gihented Assimilation and its Determinants’ in

322 J.S. Census BureaHljspanic Americans By the Numbers
http://www.infoplease.com/spot/hhmcensusl.html

323 Alejandro Portes, ‘Economic Sociology and the Slogy of Immigration: A Conceptual Overview.’ In
The Economic Sociology of Immigration: Essays omvieks, Ethnicity, and Entrepreneurship, ed. Aléjan
Portes (New York: Russell Sage Foundation, 1995411

324 For more on this see please the Introduction aMaira Munro and Ruth Madigan, 'Negotiating Space
the Family Home' itAt Home: An Anthropology of Domestic Spade, Irene Cieraad (Syracuse, New York:
Syracuse University Press, 1999) and Sophie Watkmusing and the Familyinternational Journal of Urban
and Regional Researd¥ol. 10, no. 1 (1986):8-28.
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groups use ethnic ties to link to the dominant reooninstitutions of United States but also
through the ways that individuals defend their siecis to express their ethnicity in relation to
the broader principles of the US nation-state.

The data collected through participant observatimerviews with community
organizers and members, and visits to the commanityschool sites also reveal how the local
community network contribute to ideas about languag@ference usage, identity, and the U.S.
education system. As a result of collective engagggnm community alliances and networks,
the community centers are able to build and fostéividual and collective prosperity and
create spaces where students can benefit from sbrtiee promises of assimilation while

retaining elements of their familial and heritagdéture.

4.6 ‘Safe Spaces,” Education, and Family

Several themes emerged from my observation of tloesdized services. First, the emphasis
on the creation of ‘safe spaces’ surfaced as a aomgoal for the institutions cited in this
study. The emphasis on safe spaces recognized M@ @ardens’ particular vulnerability to
gang violence, drugs, theft, poor municipal sersjaenderfunded schools, and inadequate
housing—influences of poverty that overwhelmindffget Latino students and households. In
fact, the National Poverty Center showed that ih(P6.6 percent of ‘Hispanics’ were living
below the poverty line, a figure greater than tleeirent overall population. Among children
living in poverty, Latinos are disproportionatelyesrepresented and often reside in socially
isolated neighborhoods where they face high conagoms of poverty, have families that are
locked into low wage paying jobs that lack accesgréater resources, like health care, and are

exposed to threats of community violeriée.

325U.S. Census BureaHljspanic Americans By the Numbers
http://www.infoplease.com/spot/hhmcensusi.html
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In some cases however, the need for and creatimafef spaces’ recognized a more
specific need for spaces away from prejudice aigihst These community centers provided
members with a ‘safe space’ that is, a physical arevhich they could affirm one another and
‘practice their ethnicity.” In their article on adturation in relation to diasporic cultures and
postcolonial identities, S. Bhatia and A. Ram dssad the ways in which social
marginalisation contributed to ‘informants’ dedioecome together and practise their ethnicity’
and the way in which ‘ethnic organisations’ providhese spaces and opportunit®@sMore
specifically, they discussed the ways in which mmaaiized minority cultures are challenged
severely by racism and the lack of a protective maimity available to ‘normalise’ self-image
or guide them throug??’

Given the composition of the community itself aadial composition of the staff at
both MVFC and the Boys and Girls Club, these paldiccommunity organizations provide
spaces for families to reconnect with a heritaggl@ge and culture in ways not always
permitted within public schools or other public eps. For members who attend MVFC and
live in its area for example, ‘Spanish is the notfiThese were the words spoken by the
community leader of the MVFC, ‘Marisol’, during niiyterview with her. She explained that
while English is the dominant language spoken ey children throughout the community
center, many of the adults address each other hedchildren in Spanish. Marisol's
observations of language preference among yourgleiren and adolescents are consistent
with the linguistic composition of this particulaommunity. While English is the primary
language spoken and taught within the two publicosts observed in Chapter Three

(Braddock Drive and ICEF Vista), the Spanish lanpguis prevalent in the community spaces

3263 Bhatia and A. Ram (2001), ‘Rethinking ‘Accudition in Relation to Diasporic Cultures and Posinll
Identities,’Human Developmentol. 44, no.1 (2001): 1-18.

327 bid. See also Robert M. Feldman, Susan Stall,Ratdcia A Wright, “The Community Needs to Be Buil
By Us:” Woman Organizing in Chicago Public Housirg,, Community Activism and Feminist Politics ed.
Nancy NaplegNew York: Routledge, 1998).

328 MVFC organizer and staff member, ‘Marisol’ inteewied by Becky Avila, Los Angeles, CA. March 2014.
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outside of it. In fact, one can walk the four bledketween Braddock Drive Elementary and
ICEF Vista without needing to communicate in Erglat all. This is not necessarily a
reflection of the residents’ inability to speak Hsly but rather indicative of the community’s
demographics and ability to exercise preferencdamguage communication. The local
amenities are either owned by or predominatelyfesfafoy Spanish-speaking Latino
employees; storefront signage is also often in Bpakven still, the degree of Spanish fluency
within the community will vary significantly andéhtype of Spanish, or English for that matter,
is a blend and closely resembles Chicano EnglistveNheless, as described above, the
Spanish language plays a significant role in the/di@es of the students and families from
within this more localized area.

The language practices of Latinos described by #danwithin MVFC is also
consistent with national trends which indicate #ighty-five per cent of Latinos under the age
of 19 are second or third generation Latinos arsliak are more likely to use English as their
primary language’®® However, given the likelihood of their exposure ttte Spanish
language—either from first-generation parents @angparents, research shows that most
Latino children will have some relationship to Bganish language. Indeed an overwhelming
number of Latino children throughout the Unitedt&aare cared for by their grandparents,
indicating a likelihood that they will be exposedthe Spanish language in some ws.

In creating Spanish-language spaces, therefoneatental voice or voice of those of
older generations gain access to the means of coioation not readily available to them in
spaces outside of the home or community. This detnates the potential for community
organizations to cultivate and bridge familial tedas and pass on cultural heritage through

language communication within these designatedespasthey are often excluded from access

329 uis Clemens, ‘Next Gen- Hispanics Reshape Ma®able Nets Cater to Young Latinos with Telenovelas
Music, Wrestling,” Feb. 13, 2006.

330 Tara Bahramour, ‘As Families Change, GrandparmStepping in to Take Care of Grandchildren, Btud
Says, The Washington Postlovember % 2013.
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to communication within the public schools. Furthere, these community spaces provide
instances where parents and children and neighbdrireembers meet, not to mention those
of varying immigrant or generational status.

An important challenge for Critical Pedagogy ispimmote students’ agency in
language issues outside the classroom. Previoesnas has suggested that by providing
heritage language and bilingual speakers with &trad contexts outside of the classroom in
which they serve as ‘language experts,’ criticaviee learning programs can promote student
engagement and allow students to resist the sutaindg ideologies that devalue their
language and language experieng&sSuch programs can provide spaces for bilingual
speakers to exercise their agency by becoming &gewactivists engaged in shaping the
language policies and practices for the future hSyaces also encourage translanguaging.

The second theme found within my observation ofe¢heommunity spaces was an
emphasis on education as an acceptable (and geeddmathway to economic and social
success. In fact, prominent within each of the camity centers and after-school programs
cited in this study is an emphasis on raising omtaaing high academic performance. A
majority of the after-school activities and weekendummer workshops provided for example
are dedicated to ensuring that students are coimgpliéteir school-work and performing well
academically. The organizations often provide iagnrmentoring, and after-school homework
help. The Mar Vista Family Center and Boys ands3lub take additional educative measures
by providing a range of programs that seek to dgvah early passion for learning, support
learning outside the classroom, and promote legmiithin the family. MVFC for example
provides early childhood education in the form gira-school as well as a number of youth

and family development programs held throughoutweek and weekend. Some of these

331 Jennifer Leeman, Lisa Rabin and Esperanza Romarddfa, ‘Identity and Activism in Heritage Language
Education, The Modern Language Journabl 95, iv (2012): 481-495.
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courses include computer literacy, health and weBnprograms and creative recreational
activities like dance, art, and photography. Likesyithe Boys and Girls Club offer a number
of programs as part of their ‘Learning Zone,” ‘Dosery’ and ‘DIY’ programs. These programs
seek to instill student curiosity and skills in gdts such as science, reading, environmental
science, art and dance.

While the emphasis on academics is likely a resptmghe statistical research which
indicates the degree to which educational attairinseiacking in low-income neighborhoods
across the country, where Latinos feature overwimglly, implicit within the organization’s
emphasis on school work is the belief that (1)Wh®. is an economically and socially mobile
society and (2) that education and schooling isuer for ensuring equal opportunity for all
individuals irrespective of class or race. Thiore of the primary, albeit implicit, lessons
offered by the community centers. This neo-lib@erispective characterizes U.S. society as a
meritocracy whereby barriers to success are maehgonal and therefore access to the
mainstream is a question of choice, of whethersamgply wants to participate.

In this view, education is an institution which métes gender, class and, racial
barriers to success. Economic inequalities theeeforsult from differences in natural qualities
and in one’s motivation and will to work®2 While studies have found that involvement in
organized after-school activities is advantageespgcially for youth at greater risk of high
school dropout, one of the implicit lessons witthis emphasis on education is the suggestion
that schooling’s capacity to deliver equitable asc&® Of course, in order to ‘perform well in

school’ one must adopt specific behavioral norHgre we return to the issues raised at the

332 Jay Macleod, ‘Ain’t No Makin'’ It: Leveled Aspiratns in a Low-Income Neighborhood,’ 8ocial
Stratification: Class, Race, and Gender in SociaabPerspective2'? edition, ed. David B. Grusky (Boulder,
Colorado: Westview Press, 2001): 421-434.

333 5ee for example J.L. Mahoney, B.D. Cairns and TR&/mer, ‘Promoting Interpersonal Competence and
Educational Success Through Extracurricular Agtifairticipation,' Journal of Educational Psycholodjol 95
(2003): 409-418; Nathanial Riggsmy M. Bohnert, Maria D. Guzman and Denise DavigsBramining the
Potential of After-School Programs for Latino YoutAmerican Journal of Community Psychologyl. 45,

No. 3-4 (2010) : 417-429.
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beginning of this chapter. A capitalist system &hdral economy spurs the philosophy that
competence or academic achievement should be redavidh success and incompetence or
underachievement punished with failure. It mightveehe illusion that anyone can make it
within the existing socioeconomic order if the papants work sufficiently at it by acquiring
computer literacy skills, becoming competent inmeatatics, science or engineering.

The community centers seeming acceptance and piamaof this ideology affects
their objectives and methodologies but also infagsnin tandem with parental and community
knowledge, their approach to the school systenm, tieav of the Spanish and English language
and their role in society as Latinos. Indeed, whenlook at the rhetoric used by these
organizations, we can see that the educationakaliglevelopment components emphasize
the individual—that is, the message is one thangtts to prepare students for individual
competition within the job market. Consider for eyde the mission statement for the Boys
and Girls Club included on their website: ‘inspared enable all young people, especially those
who need us most, to realize their full potential @ring, responsible and productive
citizens. 3

Here the individual is encouraged to think of hithee herself as competing for an
elite position that is part of their right as an émean to seize. This kind of discourse instils
loyalty to the system and conventional attitudescaitivated in the process of preparation for
this possibility>*® Social stratification theory has highlighted titlaé ultimate aim of any
hierarchical order is to ensure loyalty from thestndisadvantaged classes toward a system in
which their members receive less than a proportishare of ‘society’s goods2¢ Social
stratification theory however, leaves little rooon the resistance efforts or strategies employed

by these groups to either slow assimilation or ssgnt.

334Boys and Girls Club of Mar Vista Gardens ‘BackSichool’ Program (2013)

335 Ralph H. Turner, ‘Sponsored and Contest Mobilitd the School System,’ Bocial Stratification: Class,
Race, and Gender in Sociological Perspecfeedition, ed. David B. Grusky (Oxford: Westview 85£2001).
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In their observation of Haitian second-generationmigrants in the 1990s for
example, Portes and Zhou found that immigrant y®utho ‘remain firmly ensconced in their
respective ethnic communities may [...] have adbathance for educational and economic
mobility through use of the material and social itpthat their communities make
available.®3” Disadvantaged groups like low-income Latinos oftene little recourse but to
adopt mainstream cultural norms in hope of gaiing social or economic mobility. It is thus
unfair to blame members of these groups for seelangarticipate in the American political
economy. Fanon characterised those who acceptt@arformed to the rules of colonial
society as people who mimicked their oppressors.aHpied that ‘copying the ‘master’
suppresses one’s own cultural identity. Legal disse scholar, Margaret E. Montoya
recognizes this suppression as a strategy of sedlepvation. While she too discusses mimicry
as an aspect of subordination in which oppressethumities are forced to ‘mimic the styles,
preferences, and mannerisms of those who domiisagvaen when we have become aware of
the mimicry’ Montoya simultaneously recognizesstaasurvival strategi?®

The options that many students living in low-incom@mmunities who are also
marginalized by the mainstream culture are limitedy can remain in their present condition
and keep their bonds (of poverty), assimilate withite middle class society or upwards within
their ethnic group but even this latter option hasts on how high it can go when parity
between whites and communities of color are notegeinomically and socially match&y.
Latino students in this hegemonic social ordeioétged to adapt to normatively Anglo styles,
albeit misrecognized as ‘performing well in schaal'this context, or else risk failure in the

job market and as such, families must learn tonreit® these choices or preferences made by

337 portes and Zhou, The New Second Generation: Seigméyssimilation’

338 Margaret E. Montoya, ‘Masks and AcculturationTihe Latino Condition: A Critical Readg?™

edition eds. Richard Delgado and Jean Stefanciw (Xerk: New York University Press, 1995), 417.

339 Alejandro Portes and Rubén Rumbaut, ‘The MexicaseCinLegacies: The Story of the Immigrant Second
Generation(California: University of California Press, 2004§6-280.
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their children or sometimes, make them for thedecbih. To support their children’s academic
progress and success in American families, immigrf@milies and other oppressed
communities have encouraged their children to sp8tndard American English and
‘tolerated’ other aspects of acculturation sucleltenges in clothes, recreational preferences,
and friends. Like Rodriguez, Montoya similarly disses this choice in terms of a distinction
between the public and private binary. In her essay atina stories, Montoya recalls her
preparation for school:

As | put on my uniform and my mother braided myrhachanged;

| became mypublic self. My trenzas (braids) announced that | was

clean and well-cared for at home. My trenzas amacuniform

blurred the differences between my family’s ecormamd cultural

circumstances and those of the more economicallgfadable

Anglo students. | welcomed the braids and unifosraalisguise

which concealed my minimal wardrobe and the re¢afioverty in

which my family lived*°
Similar to Rodriguez, it is only when Montoya ddres mask, which erases some of the traces
of her private cultural life, that she feels algtesent herself in public.

While much of the academic focus on diaspora sugglest the stronger the diasporic
consciousness the less integrated the group, tderee from this case study suggests that
these organizations are still largely supportingr@ater American structure. More recent
research also demonstrates the way in which ebliadaries facilitate a commitment to the
host country. By affirming ethnic practices andwaaks, Bandana Purkayastha found in her

study of U.S.-Born South Asian Americans, that wdlials integrate more easily into the

340 Margaret E. Montoya, ‘Masks and Acculturation'Ntascaras, Trenzas y Grenas: Un/Masking the Selewhi
Un/braiding Latina Stories and Legal Discoutdarvard Women'’s Law Journal and the Chicano-Latirzov
Review Vol. 17 no. 185 (1994).
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public sphere when they have a supportive ethreatity that they can turn to in times of
discriminatory treatment from the Anglo Americaninsiream. With a diasporic identity, she
argues, these ethnic communities can interact monefortably with white peers and in
mainstream spaces, while remaining proud of thitindt way of life34! Involvement in
ethnic, including religious, organisations also danilitate integration. Further research
reveals success within key institutions, namelg, dducation spheré? Research by Usha
George and Ferzana Chaze document that membensiafit;ngroups found that being able
to participate in the cultural practices of an undiual’'s ethnic group gave people a sense of
“roots”, which helped them interact with those tewle of the group, primarily Anglo
Americans. By knowing more of one’s ancestry arldnta part in ethnic associations, her
research found, informants felt more secure irr ttiéflerences and better able to mingle with
others3*3 The result, they found, was that these groups \able to assert ethnic and pan-
ethnic commitments as a means of becoming American.

The sociological research continuously finds thaitly in poor urban communities
utilize social networks through family members,iaborganizations, peers and after-school
programs to make healthy choices and participatavin activities that build individual and
collective capacity to respond to educational ancias development needs of the stife.

Individuals participate in these community centeegause of an interest in the resources

341 Bandana Purkayasthidegotiating Ethnicity: South Asian Americans Traeea Transnational Worl(NJ:
Rutgers University Press, 2005).

342 Alejandro Portes and Min Zhou, ‘The New Second ésation: Segmented Assimilation and its Variants,’
The Annals of the American Academy of Political 8ndial Scienc&30 (1993): 74-96; Min Zhou and Carl
Bankston, Growing Up American: How Vietnamese QieildAdapt to Life in the United States (New York:
Russell Sage Foundation, 1998).

343 Usha George and Ferzana Chaze, ‘Tell Me Whatd t@&now: South Asian Women, Social Capital and
Settiment, The Journal of International Migration and Integi@n, vol 10 No 3 (2009): 265-282

344 See Shawn Ginwright, P. Noguera, and J. Cammazdsa,Beyond Resistance: Youth Activism and
Community ChangéNew York: Routledge, 2006); Shawn Ginwright antlaJCammarota. ‘Youth Activism in
the Urban Community: Learning Critical Civic PraXisthin Community Organizationslihternational Journal
of Qualitative Studies in Educatidfol. 20, No. 6 (2007): 693-710; Rosario Ceballead M. Kennedy,
Allyson Bregman, and Quyen Epstein-Ngo. ‘Always AggSiempre Pendienfel atina Mothers’ Parenting in
High-Risk NeighborhoodsJournal of Family Psychologyol 26, no. 5 (2012): 805-815.
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provided to this specific ethnic and low-income coumity and as a way to participate or
engage with their ethnic community in response dth kexternal (poverty, schooling) and
internal (social) factors. Both organizations valhe recruitment of local staff who are
sensitive to the specific needs of the community. the Boys and Girls Club, forty-seven
percent of its staff comes directly from the comityit serves (many within two miles); sixty-
seven percent are Latii® This ‘close to home’ approach, as described by pitogram
director, allows them to draw upon community mersbgho are locally invested: ‘our staff
not only care very much about the futures of ouldobn, but also are geographically and
culturally rooted to the neighborhoods in whichytheork.3*¢ As such the centers appear in
some ways motivated to maintain the close ethnautiural ties of their patrons.

Hiring staff directly from the community is morddily to engender trust and rapport
between staff and parents and might encourage waddicipation within the programs.
‘Network recruiting,” according to Waldinger,‘inases the frequency of interaction among
group members, in turn strengthening their gromiitly.”**” A stronger group identity leads
to clearer and more established boundaries betwesders and outsiders. Relationships
between insiders and outsiders, according to tlganaent, lack the characteristics that are
conducive to trust, which leads to a preferencectmtinual interaction with insiders. The
negative side of this is that network recruitingtriets access to occupational and industrial
niches for members of other ethnic groups, givisg to a perception of competition and
conflict on the basis of group membership. Waldinged Lichter illustrate this process by
documenting patterns of conflict between African é&mans and Latino workers in Los

Angeles, as well as among Latinos—mainly betweerxidd@ and Central American

345 Interview by Becky Avila, Boys and Girls Club, LAsgeles, California, March 2013
346 Boys & Girls Club of Mar Vista Gardens ‘Back toH®ol’ Program (2013).
347 Waldinger, ‘Still the promised city?’
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immigrants3#® In such scenarios, both initial recruitment oppoities and subsequent
mobility prospects are reduced by monopolizatioresburces by other ethnic groups.

MVFC also hire from within the community hoping poomote community agency
through extended community networks. According m@ @ommunity organizer, numerous
students have expressed interest in working for INS6mmer program as camp counselors.
My interview with one of the organizers revealedttimany of its participants were happy to
do so: ‘it's a program for youth by youth,” she @ianed as she discussed in particular the
eagerness of older students to become camp couwnseldutors: ‘having been through the
program themselves they are keen to take on tlieislip roles, continue to be a part of
something that they themselves have been a paiithefie is a sense of responsibility and
commitment 4°

The centers help foster a sense of community. phayide a local network of parents
for members to use when in need of additional stpp@arents from the community centers,
especially within MFVC often provided additionalurs of childcare after club activities for
other parents. In an interview, the director at MFéxplained the value of having these adult
connections: ‘Not only do we watch each other’sKidhe states, ‘but we talk, we have lunch
and we, ya know, support each other. We tell etiobravhere to go for what™ Telling each
other ‘where to go’ is about sharing informatiorabissues directly relevant to the local and
ethnic community. The emphasis on the communitywort and family is central to MVFC.
Their main goal, as stated on their website, ibétp families make positive changes in their

lives and their communitie$® In supporting this, the family center providesesaV family

348 Roger Waldinger and Michael I. LichteHow The Other Half Works: Immigration and the Sbcia
Organization Of LaborBerkeley: University of California Press, 2003).

349 Interview with MVFC community organizer

350 | bid.

351‘About Us’ Mar Vista Family Center websitittp://www.marvistafc.org/about_us/about_us acaksse

May 2014
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services and programs that encourage and sustagmtphinvolvement in their child’s
education and social and recreational development.

Research has indicated that the pressure to ees@inplete Americanization comes
from within the ethnic group. Even when ethnic greumay not explicitly criticize the
mainstream, their diasporic interests still camalgontinuity with a homelant? They often
worry about assimilating too much, and being acduseselling out,’” forgetting the ethnic
community and abandoning the family, or not assitimb enough, often measured through
their use, proficiency and preference for Standamgrican English. The former, assimilation,
can be linked to cultural betrayal. In Spanish tkiseferred to asgringade—to become
gringo, or whitewashed. It is very similar to therd/pochointroduced in Chapter One that
specifically refers to one’s adoption of Standardekican English or, the blending of Spanish
and English, Spanglish. They are creating spiacefich the Spanish language can flourish
but in understanding the structural demands otpslilike Proposition 227 also recognize the
importance of subscribing to the current demandshefpolitical economy. More widely
evident is how community-based organizations in-loeome urban communities can provide
youth access to networks, ideas and experienceldhmthem overcome structural constraints
in their communities whilst encouraging them to dyae active participants in changing
neighborhood conditions. By confronting the inflaea of poverty that shape their daily-lives
community members learn to confront unjust socral aconomic conditions. MVFC for
example,

Through planned activities, moderated discussiandg,

opportunities for self-reflection, participantsalfages learn how

352 Jana Braziel and Anita Mannur, ‘Nation, Migrati@lpbalization: Points of Contention in Diaspora
Studies,’ inTheorizing Diasporaed. By Jana Braziel and Anita Mannur (London:cBigell, 2003); Brenda
Yeoh, Katie Willis, and S. M. Abdul Khader FakHfliransnationalism and its Edge&thnic and Racial
Studiesvol. 26 no.2 (2003): 207-17.
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to create safe environments that foster teamwank;, to break

down barriers of cultural and racial differenceswito build

healthier families and communities, and how todfarm

destructive community systems and bring about saoid

economic chang&?
This model from MVFC shows how these community eentontribute to the influence of
young people’s consciousness of their own existecgkure and neighbourhood. In many
ways this community is trying hard to achieve tiest of both worlds” by enjoying aspects
of both an ethnic enclave and American nationahtithe ‘Selective acculturation’, explain
Portes and Rumbaut, is when children and parests the customs and language of American
society whilst maintaining the customs and languzEdke original culture and finding a place
within their ethnic community. This typically ressiin the second-generation children being
bi-cultural and at times bilingual and thereforerkgoto assuage fears of heritage loss among
the family and ethnic communi{?* While Portes and Rumbaut recognize that selective
acculturation requires supportive co-ethnic netwptkeir work fails to consider the need for
a supportive political infrastructure. Selectivew@dturation can only take hold if and when
policies begin to cater or support this methoddaation. Otherwise the process of selective
acculturation is hindered by a society with strosgfi-immigrant sentiments and pro-
assimilationist policies. Segmented assimilatioanl/ a workable strategy when institutions
can support the varying degrees of assimilatioroomggwithin marginalized communities.

Evident in policies such as Proposition 227 isphesupposition that Spanish is not a

public language and as such, has no place in pirditutions like the public school. This

premise, as demonstrated through the experiencasitbbrs like Rodriguez, Montoya and

353 The Shared Responsibility Curriculum Model,” Mdista Family Center website.
http://www.marvistafc.org/our_model/shared resploitisf accessed on May 2014
354 Portes and Rumbaut, ‘The Mexican Case.’
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Anzaldua, forces many Latino students and famibeshoose between the material, social and
economic success granted by the public mainstreatheopreservation of a familial and
cultural heritage that is often sustained througgudistic preservation. As a result, complex
mediations between language, identity and famiiatitage unfold for students labelled
‘English-Language Learner’ who must reconcile betmv#he demands of the public and private
realms. While Proposition 227 was drafted with miiigns to affect only the public sphere, the
wider implications for non-English or bilingual speers in the private sphere is clear. By
accelerating the process by which new generatiogaige English in order to participate in
economic activity and the public sphere, PropasitR27 hinders the development of a
student’s heritage/familial language, a processdha create a language and cultural barrier

between the student and the families.

4.7 Conclusion

A discussion of the community centers in Mar ViGardens is used to demonstrate some of
the real and everyday ways that Latino communéies families are mitigating the pressures
and expectations of an American liberal economf witiintaining a strong ethnic identity and
collective sense of self. Given the rapid socianges taking place within the United States,
we should be inclined to consider whether thera &y to relieve the Latino population of
some of the burdenmintentionallycaused by policies like Proposition 227. For exanplow
would bilingual or translingual approaches to laagg education help alleviate some of the
pressures (academic, familial, and personal) adigrerienced by Latino students?

In their longitudinal study of second-generatiomiigrants, Portes and Rumbaut found
that the preservation of the home culture and laggwvas repeatedly linked with higher self-

esteem, educational and occupational expectatans,achievement§® Additionally, they

355 Portes and Rumbaut, The Mexican Case.’
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found that it reduced parent-child conflict (be@usassuaged parental fears over a loss of the
heritage culture) and contributed to a confidenwvettspment of the child’'s ethnic
identity 3°Any hesitations to implement bilingual approachesanguage education are the
result of specific fears with which typically Anghmericans regard Latinos as a group. For
example, many believe that one of the reasonslihtos find it particularly difficult to
integrate into U.S. society is because of theiorgjrlinguistic and cultural distinctiors’
However, as the research consistently reveals #jerity of Latinos are 1) U.S.-born and 2)
primarily dominant English speakers. Therefore @i®uld no longer be a valid area of
concern. The suggestion is not to replace Engligh the Spanish language; this would harm
multiple communities including Latinos for whom Hisp is the primary language. The
suggestion rather, is for policy-makers to undecthe way in which the public and private
spheres are imbricated for specific communitiestarichplement an educational infrastructure
that supports communities in navigating this oyerlawe remove the pressure to assimilate
completely by institutionalizing pathways for maegmented assimilation by introducing
language initiatives that recognize the growingpree of Spanish-English bilingual speakers,
and bilingual speakers more generally, as welfragieating archaic and ineffective measures
like Proposition 227, this might relieve familiesdacommunities of the burdens of having to
choose between assimilation or cultural presermatio

The community organizations discussed in this @dragb some way to rebuild the
familial relationships often disrupted through Eslgllanguage communication. However, in
recognizing the material benefits to be gained frarticipation in the public sphere, where
communication in the English language is esserhaly also, in many ways conform to the

demands of the public agenda. The analysis praséete reveals the consistent complexities

356 | bid.
357 See Hunt|ntelligence and Experiencglsewis, La Vidg and Sanchef)n Becoming Mexican American
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for Latino communities in navigating the public apdvate spheres, spheres often divided
along economic and domestic lines and in whichuagg plays a central role in defining the
boundaries between the two. While some studiesnonigrant communities are quick to
suggest that second-generation Latinos are higidyralated, my observations reveal a more
complex approach to acculturation and demonstrai@altaneous commitment to the cultural
demands of the liberal state while they attemptetiain elements of their ethnic culture.
Although the ideals and rhetoric of the liberaltstaontinue to maintain that the division
between the public and private sphere are sepamatainrelated, substantial research from
within the Social Sciences reveals the way in whiudse spheres are more imbricated for
specific communities. The arguments provided bybkin, Klare, Lazar, and Wodak on the
public/private spheres and research from withinSbeial Sciences help to situate my analysis
of the public/private binary into a more nuancescdssion on language, race, and education
for Latino communities in California and the inetjies that emerge from the social
dichotomization, gendering, and racialization efgé spaces.

The distinction between the public and private sphiéke the distinction between the
standard and non-standard languages, is not aahatg but rather a rhetoric put in place to
justify a social and political stratification. Inel& the scholars named above assert that the
public/private distinction and accompanying rhetois used to conceal the hierarchical
demarcations of everyday-lif€® The ideals and rhetoric of the liberal state curdito
maintain that the division between the public andgte sphere are separate and unrelated; the
discussion presented here attempts to complicet@dnrow view.

While the case material presented here is not da@nto represent all Latino
communities, not even those within this geograpdggon, it serves as an indicator of possible

trends and ways in which language expectationsastbms in schools might affect daily-life

358 Karl Klare, The Public/Private Distinction in Lablbaw, 130 U. P.A. L. Rev. 1358 (1982)
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outside of the formal school system. More spedificat demonstrates the way in which
assimilative policies like Proposition 227 can doais family and community life for many
immigrant students or students of color. The comitygurenters and after-school programs
referenced in this research, share the focus ofigirg community members with the space
to engage in broader social networks that faoditatreased educational engagement, familial
relationships, and community transformation. Invotong these spaces along with logistical,
legal and emotional support, these programs uléimateek to address the influences of
poverty, neighborhood isolation, and social andneadc marginality while also mitigating
the tensions between families and the expectabenseen mainstream society. The way in
which this is accomplished contributes to the daa#don of Latino children in this
neighborhood and informs their development of thenie, national and cultural self and

contributes to their understanding of American stycand their place within it.
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Chapter Five

‘The Struggle of Identities Continues:’ BilinguaglBvision and the Production

Of Latino Characters

5.1 Introduction

So far this thesis has discussed how the ideolagiesonced in English-Only approaches to
English-language education affects Latinos in tlesstoom and in the community. This
chapter considers these ideologies as they exiagthroader context and more specifically,
reviews the contributions made by children’s tedean media in shaping people’s beliefs
towards Latino ethnicities as they engage in biaddanguage instruction for mass audiences
outside of the school. Just as Proposition 227adad bilingual education formally in
California public schools, a trend in media prognaimg has ironically introduced bilingual
education to viewers at home. In the last twengryelLatino characters and Spanish-language
dialogue has been increasingly depicted in Endéslguage television. Children’s animated
programming, in particular, has become one of éve fflaces that the Spanish language and
Latino characters enjoy a leading presefié&his visible influence of Latino culture is for
many a tangible symbol of a changing America.

The noticeable development of Spanish-languageglial in English-language media
acknowledges a shift in Latino language habitsliétamarket research had indicated that
linguistically segregated programming was the @astto target the growing number of Latino
viewers in the United States. Accordingly, Span&iguage networks such dsivisionand
Telemunddheld the great share of audience ratings for batiewers3%° According to the

Census however, eighty-five per cent of LatinothmmU.S. under the age of 19 are second or

359 Luis Clemens, ‘Next Gen- Hispanics Reshape MaiRable Nets Cater to Young Latinos with Telenovelas
Music, Wrestling,’Multichannel NewsEeb. 13, 2006.
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third generation Latinos and as such, more likelyde English as their primary language.
As young Latinos have become less Spanish-langdagenant, English-language networks
have begun to capitalize on their preference fogliEh-language communication while
acknowledging a heritage link to the Spanish lagguses a way of specifically attracting Latino
viewers.

Market research from the early 2000s, shows théihdeachildren highly value the
Spanish language as something that makes themeyréyen if they are not using it mucii?
A New American Dimensions study indicated this saread among adult third-generation
Latinos. Fifty-seven per cent of which reported ti@y ‘intend to make sure [their] children
speak Spanish’ even though language trends amangaime group showed that only fifteen
per cent said they themselves spoke Spanish ‘welleoy well.” Regardless of their own
language usage, research shows that the Spanighalge remains important to multiple
generation Latinos. A 2005 report from the Cultufedcess Group, commissioned by
Nickelodeon, indicated that sixty-eight per centld young Latinos that they surveyed said
that it was ‘very or kind of important to see [the&ithnic group represented on television.’

What this research reveals is the way in whichrncatiemographic data, population
growth and language behavior is influencing theadey mainstream market with cultural and
media productions that reflect these larger denpacarends and up until most recently, gaps
in the market. This thesis argues however thatedaitino purchasing power may be able to
influence the cultural productions designed to ntleeir consumer demands, they are not in
control of their own design, or representation agdextension not in control of the way in
which they are constructed, mediated or consumegligbly, these productions have co-opted

Latino interests and culture in an attempt to auquick profit. This produces overly simplistic

361 |bid.
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discourses about Latinos that serve to perpetuamitesastain the way Latinos are understood
socially, politically, and linguistically. Nevertless, these trends continue to be compensated
and celebrated uncritically by audiences. The psgpaf this analysis is to encourage us to
think more critically of the increased represewtaf Latino identities within popular culture

to highlight the continuation of an elite dominarecel white gaze that defines, constructs, and
markets Latino identities. What looks like greatgresentation in culture and in the market is
a superficial expression of social and culturaingeathat companies seek to profit from at the
expense of those who are constructed.

By focusing on Nickelodeon'®ora the Exploreyra show that made television history
as the first animated program to feature a leadmigno protagonist, this Chapter critically
examines character language usage and other stgnifters to highlight the racial stereotypes
that are continually bound to Latino ethnicitiesl @epicted on screen. Significantora the
Exploreris also specifically designed to encourage youmigien to expand their vocabularies
in not one but two languages—English and SpanishtUfing a young Latina heroine as its
protagonist,Dora for many symbolized the changing face of childret@kevision and the
United States. For those on the left, this trendhitddren’s television is demonstrative of an
increasing acceptance and embrace of Latino csltém optimistic Erin L. Ryan for example,
argues thabora upset an ‘established balance’ by empowering Spaspeaking and bilingual
children across the country, and Latinas more fipatty.>%3

As has been discussed throughout this thesis éhuahguage education in the United
States is an extremely political issue that is lkabolin competing theories about immigration,
acculturation, and assimilation. Nickelodeon’'s dem to assume the role of bilingual

language educators through its productiobofa the Exploreractively engages the show in

363E.L. Ryan, ‘Dora the Explorer: Empowering Presclkos| Girls, and Latinas,bdirnal of Broadcasting and
Electronic Media Vol. 54, No. 1 (2010%pecial Issue: Race, Class, and Gen&dr68.
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the broader discourses that this debate engentéinde their pro-bilingual stance is
demonstrated through the productionDaira, and latertGo Diego Goltheir position on the
more nuanced aspects of the bilingual educatioatéednd Latino identities deserves critical
attention. This chapter ultimately argues thatithplicit treatment of bilingualism and the
Spanish language iBora the Explorercontinues to position Latinos as ethnic or foreign

others.

5.2Dora the Explorer

Dora the Explorermade its Nickelodeon television debut on August2@G00. The Emmy
Award-winning show can be seen today in over sgvnir countries. In the United States,
the show can be found on three separate netwoikkeldeon, Noggin, and CBS. Each of
these networks air the program weekly, capturinguience of over 25 million people each
month3%*A show specifically designed for preschooleBgra the Explorerutilizes an
interactive pre-school curriculum based on HowaaddBer's multiple intelligence mod&®
Gardner's model posits that in addition to skiligls as reading, writing, and arithmetic,
children should be encouraged to engage in linigyistusical, and bodily-kinesthetic skifl€®
While the show’s bilingual component is only onpexd of Gardner’s model it is this aspect
of that receives the most attention from scholas opular press alike, as it distinguishes
Dora from other similar children’s programming.

Each episode revolves around Dora solving a puazleystery with her sidekick,
Boots and the enlisted assistance of the viewegether Dora, Boots and viewer solve the
obstacles that they encounter along the way. Irrcoveing these obstacles, viewers are

encouraged to count, identify shapes and colost@physically model the actions in which

364D, Fernandez, ‘Respect, Trust Create Appeal fam@lae Explorer,Journal Newg2005) from
http://www.journalnews.com/enter/content/share@/gainment/storiess DORA_EXPLORER 1222 COX.html
365 For more on this see H. GardnErames of Mind10th anniversary ed., (New York: Basic Books,3)99
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Dora and other characters are engajédihis is part of the bodily/kinesthetic intelligenc
outlined by Gardner’s curriculum. Once they achiéveir end goal, Dora encourages the
audience to celebrate with her in her signatureoéegisode dance, ‘We Did Lo Hicimos!
While the main narrative of the show emphasizesahang of the daily mystery, a core aspect
of the show’s curricula is to introduce viewersLtatino culture and enhance pre-schoolers’
appreciation for communicating in another languagethis case Spanisi®

The program’s bilingual component was added #ftgas decided that Dora would be
Latina, a ‘deliberate and premeditated’ move magéliskelodeon as part of an initiative to
expand the presence of Latino characters on taenvi® According to Nickelodeon president
Herb Scannell, programs lik@ora were ‘the results of a conscious effort to agama hew
voices with great stories to tell for kid¥? Interviews withDora executive producer, Chris
Gifford, reveal that Dora was not initially constted as a Latina. ‘She began,’ he explains, ‘as
a series of woodland creatures before she becamag Hilittle girl who was not Latind’*
However when Scannell asked thera executive team to ‘turn the girl into a Latina’ yhe
sought to create a character with a ‘multiculti»eht, someone who would resonate with kids
who grew up in bilingual household¥2 TodayDora is one of the most-watched pre-school
television shows in the United States and partohareasing trend in American media over
the last fifteen years that features lead Latinmdpial personas. SincBora, children’s
animated television has seen Nickelodeon’s spirtedifora, jGo, Diego, Go(2005), Warner

Bros. Mucha Lucha(2002) PBS’s Maya and MigugR004)Disney’'sHandy Manny(2006)

367Brandi Kleinert Larsen, ‘Ultimate Guide to Dora tBeplorer’ Lifestyle: How Stuff Works (2006) Accex$
on July 2014http://lifestyle.howstuffworks.com/family/activitggmovie-fun-night/how-dora-the-explorer-
works2.htm

368 \When Dora is broadcasted in countries outsidéett.S. her language instruction shifts to meentexds
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and soon to be Disney’s first Latina heroifdena of Avalor(2016). The popularization of
Latino identities in children’s media as seen lgues the impression that American culture
is becoming not only more tolerant of Latino cudsilbut more inclusive. Before analytical
treatment is given tBora, it is useful to consider how Latinos have beestdmnically scripted
and depicted for the screen. This is done so tlatmvay consider the extent to which
contemporary shows likeora, differ or adhere to some of the previous tropgesduo signify

“latin-ness”

5.3 Latinos, Language, and Television

Language has played a central role in signifying amphasizing the difference between
Latino characters and non-Latino characters reptedein popular culture. In American
English-language media, it is typical to see depnst of Latinos who either speak Spanish or
some kind of heavily accented—with traces of tharfgh language—English? This is
evident in some of the earliest portrayals of Latcharacters: CBS’s depiction of Ricky
Ricardo inl Love Lucyand Warner Bros. characterization of MexicanSpeedy Gonzalese
just two examples.

Critical inquiries into the racial and ethnic repeatation of minority identities on
television captured academic interest during tha Rights era of the 1960s and 1970s. Initial
studies found that non-white characters were efibdrayed in particularly stereotypical ways
or erased altogethéf* Without exception Latinos have been traditionaliglerrepresented in
television and when presented are often deferredetanost stereotypical of views. CB$’s
Love Lucy(1951-1957), for example emphasized Desi Arnazterdatiously accented English

and use of the Spanish language to convey the ddbatity of his character, Ricky Ricardo.

373 Lisa Navarrete and Charles Kamaséhit of the Picture: Hispanics in the MedRuolicy Analysis Center,
Office of Research Advocacy and Legislation, NagioBouncil of La Raza (1994). Bergatino Images in
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374 See M. GoodmarRace Awareness in Young Childi@hassachusetts: Collier, 1964);

171



| Love Lucyis significant because it is one the first inseEmwhere the Spanish language was
commonly incorporated into every episode. Furtheendrnaz was the first Latino star of
prime time English-language television. While th®w’'s main narrative arc was one that
emphasized the differences between husband and avifeen and women, there were also
moments when the show stressed the cultural difeerebetween Lucy (an Anglo American)
and Ricky. These cultural differences were mosgroftiemonstrated through the couple’s
linguistic differences. Indeed, Ricky’s precarioocemmand of the English language and
impassioned use of the Spanish language provideth miuthe show’s comic relief; the latter
fueled more so by Lucy’'s—and the audiences’ presitriaability to understand Spanish.
However, the ability to translate Ricky’s Spanishunnecessary as his Spanish outbursts are
primarily a signal of his frustration with Lucy arlde audience’s cue to laugh at his aural
otherness’® This formulaic use of Ricky’s foreignness is irddal in most of théLove Lucy
episodes.

Ricky’'s heavily accented English is just as intégfanot more so, to the audience’s
comedic pleasure. As we have seen in previous eeartipoughout this research poor English
skills are often measured by one’s accent. Riclgyahthick Cuban accent, he says, ‘dunt’ for
‘don’t’ and ‘wunt’ for ‘won’t.” ‘Lucy, you've got ®me ‘splaining to do’ is also a common
catchphrase of his. Ricky’s thick accent often eauke audience and Lucy to overlook the
fact that Ricky spends most of the show speakirfyant and grammatically correct English.
In a 1952 episode entitled, ‘Lucy Hires an Englighor,” Lucy attempts to improve Ricky’s
English to prevent their unborn child from acquirims poor English skills and accent:

Lucy: ‘Ricky, promise me you won't talk to our cthitill it's about
eighteen or nineteen years old.’

Ricky: ‘What's wrong with the way | talk?’

375 See episodes...
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Lucy: ‘Well | haven't told you this but you speakitiv a slight

accent 276

In this scene Ricky’s accent is the target of utkcand comic relief for the audience. His
‘strange accent,” as the English tutor in the fellty scene describes, is heavily contrasted
with the tutor’s Standard American English for thaeliences’ enjoyment. The scene’s humour
relies on the English tutor’s difficulty with undganding Ricky’'s English.

In his analysis of Latino representation in Hollywdofilms, Charles Ramirez Berg
argues that Arnaz’s portrayal of Ricky Ricardonformed by the Male Buffoon archetype,
one of six Latino archetypes that are based ongiineg stereotypes about Latinos as bandits,
buffoons or lovers. The Male Buffoon, Berg argusesyes as the ‘second-banana comic relief,’
meaning that what is funny about the charactervamat is given to the audience to laugh at,
‘are the very characteristics that separate himm ftmllywood’s vision of the WASP American
mainstream?®’’ The Male Buffoon is often characterized as simpei®ed, unable to master
Standard English, and one who childishly regresgessmotionality—as Ricky does with his
Spanish outbursts. Ricky’s hyperbolic accent aret#ig use of the Spanish language is, for
Berg, part of a larger Latino caricature that isréhto be laughed at and mocked by the
audience. This is a reoccurring formula within gmw and it uses preconceived notions of
Latinos to set the scene and Ricky’s place with#®i

In very similar ways, Warner Bros used Latino stéypes as explicit markers of ethnic
difference/otherness in their 1955 children’s chemaSpeedy Gonzales, an animated Mexican
mouse featured in the Looney Tunes cartoons. Destas the ‘fastest mouse in all of Mexico’

Speedy Gonzales’ ethnic identity was further sigdifthrough his brown fur, his yellow

376 ‘Lucy Hires an English Tutoy'l Love Lucy Season 2, Episode 13. Aired. 29 Dec. 1952.

377 Charles Ramirez Bergatino Images in Film: Stereotypes, Subversionjs®esce University of Texas
Press. Austin. 2002. 72.

378 Lucy Hires an English Tutar! Love Lucy Season 2, Episode 13. Aired. 29 Dec. 1952.
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sombrero, his extremely exaggerated Mexican acddatglish, and his use of the Spanish
language. In many of the earlier Speedy Gonzaleeégs, the Spanish dialogue between
Speedy and his fellow Mexican mice is incoherentat-ik, a lot of the dialogue is gibberish
meant to pass as Spanish. The following dialogtekiesn from the very first episode of Speedy
Gonzalez.

Mouse 1: Hey Speedy! Polada! Comraro...el cheede seete el

gringo pussycat.

Speedy: El gringo pussycat problemente?

Mouse 1: Problemente groso, Gonzalez, asistiantoaros?

Speedy: Si, si, Gonzalez apolado asistiante cosiraro

Mouse 1: Gracias Sefior Speedy, Gracias.
While there are gestures towards real Spanish wérdgxample, ‘asistianto’ as the Spanish
verb asistir (to help or assist), ‘apolado’ for the Spanishbvapoyar (to support) and
‘comrares’ for the Spanish nogompadregcomrades), most of the dialogue here is gibbgrish
the primary objective of which is to convey ‘othess,” and more specifically Mexican
otherness. These early associations between theisBpnguage, the heavily accented
English, and Latino identity continued to perpetustereotypes about the way Latinos speak.

Sesame Streatas one of the first television shows to positvetpresent Latino

characters and to introduce the Spanish languadenghsh language television. This began
in 1971 with the introduction of Mexican Americaat@ Emilio Delgado whose character,
Luis, was the first human addition to the origiadpuppet cast. In the show, Luis runs the Fix
It Shop with his Puerto Rican wife Maria, played ®gnia Manzano, anoth&esame Street
veteran. As of today (2015) Delgado and Manzananmemrominent characters on the show
and continue to teach children about Latino tradgiand simple Spanish phrases. Between

1971-1972, Puerto Rican actor Raul Julia also nfiestpient appearances on the show and
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taught Spanish to the neighborhood kids. Beyonsktheal-life representatiorfsgsame Street
also introduced Latino puppet characters.

In 1979, audiences were introduced to Oscar thei€hre Puerto Rican counterpart,
Osvaldo (voiced by Latino puppeteer Gabriel Velgag first bilingual Muppet orfsesame
Street Muppets with hints of various Latino dialectsaftes of Spanish pronunciation)
continued to make appearances throughout the shdwration but the program’s first
regularly featured Latino bilingual puppet, Rosiia Monstrua de las Cuevas (voiced by
Mexican puppeteer Carmen Osbahr) came in the #889s3’° Rosita became the center of
an ongoing segment called, ‘The Spanish Word of Dag.’ *®° Rosita was specifically
authored as a Mexican immigrant who spoke (witloticeably Mexican accent) fondly and
nostalgically of Mexico®! Rosita’s characterization therefore was able ghlight themes of
migration, acculturation, and attempts to preseness heritage—some of the cultural politics
experienced by many Latino families. This cultusplecificity is at the heart of the co-
productions’ global success. Airing in more tha® t8untries with over 120 million viewers,
Sesame Stredtas been adapted into 19 different internatiomabions, each with its own
characters, sets, and curricula. ‘Each local prodig¢ Davies states, ‘has the same essence as
the series produced in the U.S. in a context tleé#iects local values and educational
priorities. 382

Now that some of the contemporary and historicaltext of bilingual programming

and Latino depictions on television in the Unitadt&s have been discussed we can turn our

7% Casanova, ‘Spanish Language and Latino Ethnigi@hildren’s Programs’ In (eds)

; Basat- Weiser, Kamren Curidl0 Latino Characters Who Made Their Way to Sesamneetd_atina
Magazine September 1, 2018ttp://www.latina.com/entertainment/tv/sesame-sttano-characters#10

380 |hid.

381 This distinction is made by Rosita’s lexicon, @gsthe wordcharro for ‘cowboy’ For more see Erynn Masi
de Casanova.

382 See Messenger Davigghildren Media and Culture Childred67.
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attention to the preschool television audienceha@ivDora more specifically is aimed, before

engaging in a critical analysis of the show itself.

5.4 Children as Television Audiences

Research shows that young children form a uniqdesaae that, because of the way in which
they develop cognitively, mediate messages diftrehan adults do or from those at later
stages of cognitive developmenit® The general assumptions about children’s cognitive
development guide media literacy scholars in theiderstanding of and analysis of how
children as audiences engage with media. Revidhesk perspectives, and research that more
specifically investigates the extent to which cteld adopt the sensibilities presented to them
on television (and other media), are necessarys@igporting this thesis’s focus on Dora
‘immediately observable’ aspects. This includesgigssical signification (how she looks) and
her linguistic patterns (how she sounds).

Recognizing media as one conduit through whichrmédgion is passed and as an
important part of the socialization process, sdvarholars conclude that children learn about
the society they live in, and their position witliinfrom the cultural products offered to them
by that society®* One of the major concerns about the impact ofisilen therefore has been
its impact on social perceptions. Building on AtbBandura’s 1977 model of social learning
theory, which acknowledges the role of the envirentin directing the process of
socialization and cognitive development, scholargehexamined the increasingly complex
role that media and other communication technolpdgy in the process of identity

development for children and adolescefftsMedia studies scholars in particular, are often

383y .C. Strasburger and B.J Wilsdbhildren, Adolescents, and the Medizousand Oaks, CA: Sage
Publications, 2002); See also D.J. Bearison, Baih and R. Danielle, ‘Developmental Changes in How
Children Understand Televisior§ocial Behavior and Personaljtyol. 10, no. 2: 133-144.

384 For more on this see Jake Harwood, H. Giles aBd Ryan, ‘Aging, Communication, and Intergroup theo
Social Identity and Intergenerational communicatimd.F Nussbaum and J. Couplan (E#gndbook of
Communication and aging resear@bp.133-159) (Hillsdale, NJ: Lawrence Erlbaum)399

38 Albert Bandura, ‘Self-Efficacy: A Unifying Theoyf Behavioral ChangePsychological
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concerned with how viewers—especially children—wloe continually exposed to
television’s stereotyped roles may develop conoeptiand perceptions about people that
reflect the stereotypical images they see in thdiang®

In her study on television and gender, Signorgllized Bandura and Walters 1963
theory on ‘social or observational learning’ to gasgt that viewers, especially children, imitate
the behavior of television characters in much #maesway that they learn social and cognitive
skills by imitating their parents, siblings, ancepe®®’ Although no one image or program will
necessarily alter a child’s consciousness or behasihe states, the quantity and frequency of
media images can overall inform part of the chilothaxperiencé® Child development
theories are often used alongside critical inteatiogs of how children consume media to
understand more specifically, how television (artieo media) can engender specific
sensibilities about particular social groups. Ictféghe extent to which negative, demeaning or
trivializing images or representations of a patdcugender or race encouraged equally
negative perceptions of these groups in young vieWwecame the subject of heated academic

and public debat&?®

Review84, no.2 (1977); See also Sarah Banet-Wel§ds Rule: Nickelodeon and Consumer Citizenship
(Durham: Duke University Press), 2007; Huntemargh iorgan, ‘Media and Identity Development,’ ; Van
Evra, Television and Child DevelopmeMessenger Davie§hildren, Media and CultureGordon L. Berry
and Claudia Mitchell-Kerman, edlelevision and the Socialization of the Minorityil@{Academic Press
Inc),1982; Dorothy G. Singer and Jerome L. Singertéandbook of Children and the Mediaos Angeles:
Sage, 2012); Van Evraglevision and Child Development

386 See Douglas KellneMedia Culture: Cultural Studies, Identity and Piglit between the Modern and the
Post-Modern(London: Routledge, 1995) See also S. Hall edpr&eentation: Cultural Representations and
Signifying Practices; T.L Dixon and D. Lin@ver Representation and Under Representation a¢akfr
Americans and Latinos as Lawbreakers on Televisiews R. Entman, ‘Blacks in the News: Television,
Modern Racism and Cultural Change’; R. Entman, AnRojecki,Black Image in the White Min&ignorielli,
‘Television’s Gender-Role Images and ContributiorStereotyping’

387 Nancy Signorelli, ‘Television’s Gender-Role Imagesl Contribution to Stereotyping’

388 George Comstock and H. Paik, ‘The Effects of Tisien Violence on Anti-Social Behavior: A Meta-
Analysis,’ Communication ResearcB1 (1994) See also Hunteman and Morgan, ‘Medibldentity
Development;’ Messenger Davigshildren,Media and Culturg

389 See for example Stuart Hall eRepresentation: Cultural Representations and Sjgmif Practices
(London: Sage Publications, 1997); T.L Dixon and.ibz, ‘Over Representation and Under Representaifo
African-Americans and Latinos as Lawbreakers oretWislon News, Journal of Communicatian/ol. 50. no.
2.(2000) 131 -154; R. Entman, ‘Blacks in the NeWslevision, Modern Racism and Cultural Chahge,
Journalism Quarterly69, (1992) 341-361; R. Entman, and A. Rojdglkick Image in the White Mind: Media
and Race in AmericéLondon: University of Chicago Press, 2000) L. Rtiwluesmann, Jessica Moise-Titus,
Cheryl-Lynn Podolski, and Leonard D. Eron, ‘Longiital Relations Between Children’s Exposure to TV
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Initial research on the origins of racial bias feed primarily on the development of
bias among adults. It was not until 1928 that agacde within the sociological field began to
focus on the development of racial awareness atidldaias in children. In his 1928 paper,
‘The Basis of Race Prejudice’, urban sociologisb&bE. Park proclaimed that children were
‘racially innocent'—that is, unaware of racial cgdeies and therefore incapable of displaying
racial prejudice$® In 1929, contending literature argued that chilcitevelop racial attitudes
from an early agé’® In his bookRace Attitudes in Young ChildreBruno Lasker (1929)
refuted Park’s position that children were colartiland without race consciousness. For
Lasker, children’s knowledge and contextualizabbrace was based on their social contexts,
or what they were taught by adults, what they hgaegenced in light of America’s racial
segregation and ‘by the profoundly biased naturekobwledge in the U.S. school
curriculum.®2 This thesis forwards Lasker’s position as it atkmntifies, schooling, families
(adults), and media (social contexts and prodwggpstitutions that constructs a knowledge
which ultimately informs wider political discourse¥hese discourses inform children’s
understanding of themselves, the world around tteerd ,how others perceive them.

Woodson’s Mis-Education of the Negrll933) applied these theories to the specific
experiences of African American students in the catlonal system. Woodson more
specifically argued that the inherent biases of gdbleool curriculum depleted the African
American community’s self-worth. Indeed, and peshdpilding off of Woodson’s initial

claims, African American psychologists Kenneth &ta@mie Clark, examined the extent to

Violence and Their Aggressive and Violent BehaumnYoung Adulthood: 1977-1992Developmental
PsychologyVol. 39, No. 2 (2003) 201-221; Banet-Weid€ds Rule!;Messenger Davie§hildren Media and
Culture,Van Evra,Television and Child Development

390 Glenda Mac Naughton and Karina Davis, '&h¢e’ And Early Childhood Education: An Internatad
Approach to Identity, Politics, and Pedagogye York: Palgrave Macmillan), 2009. 18.

391 |bid.

392 Glenda Mac Naughton and Karina Davis, (Ed8ace’ And Early Childhood Education: An Internatad
Approach to Identity, Politics, and Pedago@)ew York: Palgrave Macmillan), 2009. 18.
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which preschool children noticed physical markefrsace 2% In their experiment, the Clarks
presented their subjects with photos, drawings, doil$ that represented a variety of racial
physical markers and asked the children whethey tesembled the people in the images.
When children accurately matched themselves orstoehe racial representation of those in
the images, they were believed to demonstrateeh tdvacial awareness and racial difference.
Clark and Clark concluded that the greatest amotidevelopment in self-consciousness and
racial identification occurred between the third &ourth years.

Further research documented the ways in which ablke of diversity on television,
affected levels of self-esteem for children of ¢df§ Although no one image or program will
necessarily alter a child’'s consciousness or behnathe quantity and frequency of media
images can overall inform part of the childhood enignce3®® As George Comstock (1993)
states:

The influence of the medium [television] resides moaffecting
how people behave but in what they think about. Tedium
[television] becomes a socio-cultural force notdwese people are
what they see, but because what they see and balkt aare
important parts of their experiencg®
This accumulated experience, as Comstock statasyjlmates to the cultivation of the child’s

values, beliefs, and expectations, ‘which shapethsdt identity a child will carry and modify

393 Kenneth Clark and Mamie Clark, ‘The DevelopmeniGdhsciousness Of Self And The Emergence Of
Racial Identification In Negro Preschool Childrdournal of Social Psychology, 10939) 591-599(1

3% palmer, E., Taylor Smith, K., and Strawser, K(1993). Rubik’s tube: Developing a child’s telewisiworld
view. In G. L. Berry, and J. K. Asamen, (Eds.), |@kn and television in a changing socio-culturatia (pp.
143-154). Newbury Park, CA: Sage Publications.

3% George Comstock and H. Paik, ‘The Effects of Tisien Violence on Anti-Social Behavior: A Meta-
Analysis,” Communication ResearcB1 (1994) See also Hunteman and Morgan, ‘Medibldentity
Development;’ Messenger Davig3hildren,Media and Culturg

3%George Comstock and H. Paik, ‘The Effects of Teliewi Violence on Anti-Social Behavior: A Meta-
Analysis,’ Communication ResearcB1 (1994)
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throughout his/her life*®” Out of this perspectiv€ultivation Studies emerged and measured
the correlations between frequency of exposureddiarepresentations and people’s attitudes,
which it assumed to be linked.

The general hypothesis of Cultivation Theory istttitee more time people spend
watching television, the more likely their conceps about the world and its people will reflect
what they see on the small scré&hThis emphasizes the frequency and regularity dfquaar
narratives or attitudes rather than the specifictent that is expresséef Significantly, this
approach moved away from the ‘effects’ theory afividual texts and rather, sought to reveal
how higher exposure to media can create a gre#dihbod for an individual to possess
certain conceptions of social reality reflectednadia outputs. Messenger-Davies argues that
this frequent exposure from multiple mediums creatérelationship’ between what children
are repeatedly exposed to on the screen and ttigudas in ‘real-life’ and that stands a
potential guide to behavior or attitude, a potérggurce of identification, a human exemplar
that adolescents (and adults) may use to defineanstruct identity*° As Huntemann and
Morgan argue, social interactions are partly infedmby the shared understandings or
stereotypes about people that the media prd¥idEhe application of both cognitive and social
development theories can add further layers ofyaisalto the texts and the way they are

consumed. Together this research illuminates sofmtheo varying ways that media can

397 G. Comstock, 1993; see Huntemann and Morgan, 2&e2Singer and Singer, 2012; see Swidler, 1986; se
Messenger Davies, 2010. See Ramirez Berg, 20021usite Van Evra, Davies 2010).

3% See James Shanahan and Michael Morgalevision and its Viewers: Cultivation Theory dResearch
(Cambridge: Cambridge University Press, 1999). &iglfi, ‘Television’s Gender-Role Images and
Contribution to Stereotyping’

399 See Gerbner and Groskiving with Television: The Violence ProfileJournal of Communicatiqr26, 76
(1976) James Shanahan and Michael Morgaaievision and its Viewers: Cultivation Theory ddelsearch
(Cambridge: Cambridge University Press, 1999); &8s David Morgan and Nancy Signorelli, Introduntia
Cultivation Analysisdited by David Morgan and Nancy Signorelli (NewbBark:Sage, 1990): 13-34.

400 Nina Huntemann and Michael Morgan, ‘Media and tdgevelopment’ Dorothy G. Singer and Jerome L.
Singer, (Eds) IiHandbook of Children and the Medjeos Angeles: Sage), 2012. Pg. 304.

400 It is important to note Davies’ use of the worelationship’ over ‘effects.’ Cultivation studies amires the
correlations between frequency of exposure to megtieesentations and peoples attitudes, whichhare t
assumed to be linked.

401 Huntemann and Morgahedia and Identity Developmen305.
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facilitate, complicate, and contribute to the depehent of racial awareness, identity and
biases. A basic grasp of this research is essdntiadupporting the analysis ddora and

children’s ‘decoding’ of the broader cultural megss.embedded within it.

5.5 ExploringDora the Explorer

As we have learned from previous interviews witle #xecutive producers d@ora the
Explorer, Dora was ‘turned into a Latina’ by way of her tiralook” and Spanish-speaking
skills. In this close reading dora the Explorey | will discuss how Nickelodeon constructs
and markets Latino identities by drawing on thecdirsively familiar'—the stereotyped forms,
both visible and audible signs of racial and ethdifeerence that inform popularized ideas
about Latino$%? Furthermore, | will demonstrate how the discugspractices employed in
the creation and popularization Dbra are similar to those utilized by a larger politiead
social discourse that positions Latinos as foratrers either to be tamed or exoticized for

entertainment.

Dora’s “Latin” Look

Dora’s light skin, brown hair and brown eyes cdnite to what Casanova refers to as the
‘generic Latina’ look®® These characteristics gloss over any differenagational origin for
Latinos as well as any racial differences. Thessohties become exceedingly problematic
when Nickelodeon producers discuss, describe, emdgie Dora as an ‘authentic’ Latiff4.

Dora’s ‘generic’ Latina look, argues Guidotti-Henal@z, constructs a version of Latinidad that

402 Ann Ducille, ‘Toy Theory: Black Barbie and the [peRlay of Difference’ irSkin Tradg{Cambridge and
London: Harvard University Press, 1996)

403 de Casanova, Erynn Masi. ‘Spanish Language aridd_&thnicity in Children’s Television
Programs,Latinos Studie$, (1997): 455-477.

4042003 Casanova publication The show's creator,s3Rifford (Interview 2003), states that ‘with redado
cultural aspects, we realized to do it right we twebe as authentic as we can be.’ Hence the hifitige Latin
American and Spanish advisors sources are Guidettidndez anbttp://kids.baristanet.com/2012/01/coffee-
with-chris-qgifford-co-creator-of-dora-the-explorer/
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specifically emphasizes the Spanish European legiElyspanics, ignoring their indigenous
and black rooté% Continuing, she argues, that this is most appaneDbra’s representation
as a light skinned Latina with ‘good’ hair—readsisaight, non-African hait?® The overly
simplistic and one-dimensional view of Latino idéas encouraged by the show develops a
narrative in which Latino ethnicities are fixed @ss borders or regiori®’ This is only further

demonstrated by the way Dora speaks.

Dora’s “White” Accent

As discussed in Chapter Two, the diversity of Latinglish-language dialects and varying
degrees of bilingualism is the product of natiooagin, immigration history, community
composition, education level, exposure to otheglages, and clad® Dora’s accent does not
demonstrate explicit language markers that woulg hadiences decode thend of Latina
Dora is meant to represent. Nickelodeon’s decismmmit such significant indicators by
deliberately castindpora actors with more standardized language forms @nrehd as an
attempt to neutralize the political, cultural, socand economic heritages of distinct Latino
cultures as a means to situate Dora as a safe anel palatable Latino identity for mass
consumption. The removal, or ‘extraction’ of thea8igh language from national origin,
political, and social history permits social coostrons of Latino subjects that are equally
devoid of historical, national, and linguistic sifieity. “°® One problem with language
neutralization, argues Colombian journalist Edudtddallero, is that ‘it's a myth’ and ‘like

Walter Cronkite, who, wanting to reach all, woulat neach anyone... It's generic, but it is not

405 Guidotti-Hernandez. 215; Frances Negréon-MuntaBarbie’s Hair: Selling Out Puerto Rican Identitythe
Global Market,” InLatino/a Popular Cultur€Eds). Michell Habell-Pallan and Mary Romero (N€ark: NYU
Press), 2002.; Suzanne Obolethnic Labels, Latino Lives: Identity and the Fobtof (Re) Presentation
(Minneapolis: University of Minnesota Press), 1995.

408 Guidotti-Hernandez,

407 |bid., 215.

408 Please refer to Chapter Two

409 Casanova 2008, 162
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absolutely relevant or direct'®

The neutralization of Dora’s accent carries wittibng associations with assimilation.
This is perhaps why some Latino parent viewers leygessed some reservations about the
way Dora speaks: ‘As a parent | like the show,dmuhe of the Spanish sometimes bothers me
because she [Dora] has a white acc&ritirguably, the viewer's choice to distinguish her
favor for the show ‘as a parent,’ suggests thategipgeciates the show on the grounds that her
[presumably Latino] child is in some ways represdrty Dora and learning or hearing Spanish
through Dora. Through Dora’s erasure of nuancekd&adeon as language instructor,

advocates an assimilated approach to the language.

Sound, Setting, and Content

It is not just Dora’s language or look that is malized but her overall construction as a Latina
identity. She has no ethnic or cultural specifickyckelodeon producers reveal that Dora was
deliberately designed as a ‘pan-ethnic’ Latina marthat the specifics of her ethnic
background (Mexican, Puerto Rican, Cuban, Dominiaad so on) are left purposefully
unspecified. This ‘pan-Latino’ identity, Gifford phains, would ‘appeal to kids of all ethnic
backgrounds*? In practice, the show’s pan-ethnic strategy seesimalgamation of various
Latino cultures throughou®ora episodes. The show’s opening theme song for exaogeds
sounds from the Guatemalararimbg a percussion instrument, but the individual eggsmay
find musical sounds and rhythms (salsa, merengdesametimes more regional folk songs)
from other Latin American countries. The home inickhDora’s family resides has been
described as Spanish in style with an adobe buyjldind red tile roof and episodes which

emphasize Latino traditions similarly draw fromfeient cultures. A Christmas episode for

410 Eduardo Caballero gtd in Arlene Davila. Latinos; (2001) p.605

411 viewer 3. Nick Jr. Website. Accessed on May 2013.

#121n an article entitled, ‘Adorable Dora is Openihg Doors of Diversity,” producers of the show coemn
specifically on her pan-ethnic representation.
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example, features a Mexican parade callgzhmanda while another episode is based on a
Puerto Rican legend. The show’'s setting is equellysive referencing vague tropical
landscapes through the depiction of palm treegmuats, and various jungle creatures.

While white characters in children’s television gr@ms often lack ethnic, cultural, and
even regional specificity they are often not defitbely marketed as ‘authentic’ representations
of particular white ethnic groups but rather asiiitials. Texts which feature unspecified
white characters therefore are less likely to fiamcas a homogenising force. In fact, they are
less likely to focus on ethnicity at all becauseitttethnicity is viewed as the norm, or the
standard in which other ethnicities are set agairtss is consistent with trends in the market
documented by Davila who noted that while the ‘gaher ‘mainstream’ market was moving
away from marketing strategies that targeted deaptacs and focusing instead on individual
lifestyle preferences, that the ‘Hispanic’ markeintnued to aggregate or constitute this
particular community of people into markets. Bgsdifying and commercializing Dora as a
pan-ethnic Latino, the producers at Nickelodeon-mprily whites—continue to subjugate
Latino identities for the convenience of consumenstimption under a banner of racial

inclusion and diversity.

Nickelodeon as Bilingual Educators
In the same way that bilingual education, for soapgeared to cater to minority language
groups and immigrant cultures, the increasing agrakent of bilingual television programs
today engenders the same concerns. Consider tsisnomy from a parent viewer on
Nickelodeon’sDora the Explorer

Dora used to be an ok show. Now | do not let mydcen watch it.

There is way too much Spanish speaking in it. ted@h my kids to

be willing to accept others as they are, but | teat if the Spanish
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speaking descent are going to come here and lerettiey need to

be taught to learn and speak our language. We dinbdlave to

learn Spanish. It's bad that even our cartoon nogrhave gone so

far as to teach our children Spanish as much laasit| feel that if

you live here you need to speak our language. titmen leave. It

should be a parent’s choice to teach our childterdanguages,

not a cartoon network®
There are significant parallels to be drawn betwbenpolitical anxieties that this particular
viewer feels about bilingual programming and thiefteabout bilingual education in the public
schools. In both circumstances, bilingual educaiiwespective of its delivery is viewed as an
encroachment by foreigners on what is ‘ours.” Debatround English-language instruction
are continually cloaked in larger discourses omatation, immigration, and public education.
Significantly, the response also highlights the ptaxity of media as a space. ‘It should be a
parent’s choice to teacbur children other languages’, the parent argues, ‘not a cartoon
network.*4

A closer look at the type of bilingual educatiomyded byDora however reveals a

firm commitment to a view that emphasizes monolaidtnglish speakers as the standard and
bilingual speaker as the ‘other.” The use of tharigh language iBora is instrumental—that
is, the language devoid of any social signifierd ant necessarily linked to specific Latino
cultures, is more easily viewed as a skill to bguaed by young viewers. In this way, ethnic
difference and cultural nuance is muted, or taraad,the Spanish language therefore functions
purely as a form of non-specific cultural capitapanish as a second language). The definition

of bilingualism promoted by the show focuses on pghension and basic vocabulary that

413 viewer Neciehp, November 11, 2004, 11:42am qgtdioole M. Guidotti-Hernandez, ‘Dora the Explorer,
Constructing ‘Latinidades and the Politics of GlbBdizenship,’Latino Studiesol. 5, no. 2 (2007): 210.
414 | bid.

185



emphasizes the benefits of learning another laregaaa ‘tool for getting ahead’ rather than a
product of a specific cultural heritage belongiagtdistinct group of people.

Unlike Nickelodeon’®ora andjGo Diego Go! PBS’sMaya and Miguelwhich also
features lead Latino characters, specify the ol cultural heritage. Rather than employ a
strategy that privileges pan-ethnicity, PB$aya and Miguelises cultural specificity as an
entry point to diversity and Latino representatiblaya and Miguetlebuted on PBS in 2011.
Unlike Dora,Maya and Miguetioes not actively seek to teach children Spanignglish but
the show is nevertheless bilingual. Its two maiarelsters, Maya and Miguel, and many of the
shows secondary characters, are bilingual. Thoughiers may learn a few Spanish phrases
and words by watching, the show’s primary objects/aot language instruction—that is, the
character’s use of two languages is an organicqdatieir everyday existence rather than a
method of instruction for viewers seeking to learfioreign’ language. In fact, the primary
language spoken by most of the characters is Englthough they occasionally pepper their
English-language dialogue with Spanish words oagés. Also significantly different from
Dora is the show’s explicit identification of the chatars as mixed Mexican and Puerto Rican
born and living in the United States. PBS’s poratayf Latino characters is highly contrasted
against a character like Dora, arguably the prodiatmore color-blind approach to racial and
cultural politics where universality is the safegtion so as not to exclude or offend. In practice
however, Nickelodeon’s ‘pan-Latino’ strategy sdesdggregation of Latino identities, a group
that as discussed throughout the previous Chapgarsredibly diverse.

The show’s removal of context from the languagsbig to support the use of bilingual
education without encouraging the need to engatfetive cultures of the people who speak
the language or making an explicit statement abtingual education as it exists formally (or

informally) in the United Stat€8®In some ways, this depoliticizes the bilingualidebate

415de Casanova, Erynn Masi. ‘Spanish Language aridd_&thnicity in Children’s Television
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making it a skill to be gained rather than an asgion with a specific group of people. In other
ways however, the show’s positioning of the Spatasiguage as devoid of social influences
provides a greater insight into the ways in whiehihos and the Spanish language are viewed.
Consider the way in which Nickelodeon describesHitiagual language component of the

show on its website:

For many of our preschool viewer3pra is their first encounter
with a foreign language...the show might teach thdittle Spanish
and make them curious and interested in learningejay simply
make them aware of and comfortable with foreigrgleages. For
our Spanish-speaking preschool viewers, seBioig use Spanish

might encourage them to take pride in being biladgt}

Here,Dorais presented as an opportunity for second-langaageisition among non
Spanish-speaking children. Spanish is situatedfaseagn language’ and not a language
frequently used by many throughout the United Statea home or primary language.
Nickelodeon creative director Brown Johnson dessrilhe Spanish language as ‘magical.’
‘The ability to speak another language’, he stfbessomes] really cool and powerfut” In

his description the Spanish language is describetha@xotic power as opposed to a method
of communication commonly used throughout the Whi¢ates. As ih Love Lucyand

Speedy GonzaleBora the Exploreuses the Spanish language as an explicit marker of
Latino identity, an identity which remains fasterteddeas of foreignness or ‘otherness.’
The process of ‘othering’ is a discourse borrowedifthe social sciences and a framework

that Said emphasized to describe the distorteditewkich oppressive powers categorized

Programs,Latinos Studie$, (1997): 455-477.

416 Nick jr website as gtd in de Casanova, Erynn M&panish Language and Latino Ethnicity in Childsen
Television Programs|'atinos Studie$, (1997): 455-477. p.167.

417 | bid.
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and marginalized ‘other’ communitié®¥ This is achieved not only through Nickelodeon'’s
positioning of the Spanish language but also thgiwavhich it ‘tropicalizes’ Dora to evoke
the image of the exotic Other. In their analysi®ofa, Harewood and Valdivia (2005) apply
Aparicio and Chavez-Silverman’s (1997) conceptiafgicalization’ to discuss hoora’s
depiction of palm trees, coconuts, stucco housimjjangle creatures is able to connote
vaguely Latin American landscaé’ Because the Spanish language is depicted asigrfore
other and not part of an American narrative pethsejssue of bilingualism is somewhat
removed from a United States context. Dora’s caltarasure can be read as part of an
assimilative process or her having undergone agssoof Americanization despite the fact
that this specific American context is conspicugdisent from the show.

Arguably, the show’s simplistic depiction of Lradi ethnicity is a response to theories
in cognitive development that suggest that childrem more limited than adults in placing
descriptive features in wider social contexts—tisatthey are less likely to understand the
significance of what it means to be specificallyXidan versus specifically Puerto Rican
because they lack the cultural schemata to plassetdistinguishing features within greater
social contexts. The stereotypes provided in telemi Signorelli argues, are particularly suited
to the processes of social learning and cognitexeeibpment because they provide simplistic,
often one-dimensional models of behaviors, strategrules, and tropes that will appear

regularly in many different genres of prograf#s.

418 Edward SaidQrientalism(New York: Random House Inc.,1979).

419 Frances R. Aparacio and Susanna Chavéz-Silvermampjcalizations: Transcultural Representations of
Latinidad (Reencounters with Colonialism: New Pergjves on the AmericgDartmouth, 1997); See also S.J
Harewood and A.N. Valdivia, ‘Exploring Dora: Re-Eathed Latinidad on the Web.’ IGirl Wide Web: Girls,
the Internet, and the Negotiation of Identiégited by S.R. Mazzarella (New York: Peter La2@)5): 85-113.

420 Nancy Signorelli, ‘Television’s Gender-Role Imagesl Contribution to Stereotyping’
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5.6 The ‘Hispanic’ Market

The generalization of Latino identities found Dora does not end with specific network
representations but rather is symptomatic of aelapgrception of Latinos as one homogenous
(consumer and cultural) group. WhBora premiered in 2000, the Latino population in the
United States was estimated at 35 million—thatl&spercent of the overall population. The
‘Hispanic’ market accounted for one of the fastgsiwing sectors of the marketing
industry?2! Today, the profitability of this ‘culture-specifimarket, as itis described by Arlene
Davila, continues to feed one of the largest sectdrthe marketing industry in the United
States. At 17 per cent of the population today,lth#no community’s purchasing power is
estimated at $1.5 trillioff?

Davila’s analysis of the ‘Hispanic’ market docunetitat whereas the ‘general’ market
in the United States is increasingly forgoing coripantalization based on basic demographic
data, such as gender, age-group and ethnicity, faogsing instead on more nuanced
differences in lifestyle, tastes, and other sultecal preferences, the ‘Hispanic’ market
remains bound to an understanding of Latinos asn@olgenous and ‘culture-specific’ group.
It is this aggregation of people, she argues, ‘tmatkes all Latinos part of the same
undifferentiated ‘market'—whether they live in EaBio or in an upscale New York high rise,
or whether they watchrasier or only Mexican novelas, or love Ricky Martin omseder him
a sell-out.*>>While the erasure of nuance in the market is oftiscussed as a product of
globalization and corporate conglomeration—andefoee an experience shared by most
irrespective of race or ethnicity—the constructadrthe ‘Hispanic’ market as recognized by
Davila seems to evade this trend. Furthermore,asbees that ther terms ‘general’ and

‘mainstream’ are pseudonyms for whiteness that kegjmress the WASP ideal, ‘devoid of

421.S. Census Bureatljspanic Americans By the Numbers
http://www.infoplease.com/spot/hhmcensusl.html

422 | pid.

423 Arlene DavilaLatinos, Inc: The Marketing and Making of a Peolplg from the actual book this time
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blacks, Latinos, or any other “ethnics,” that pd®s the dominant reference against which
Hispanic marketers produce their creatid¥$As critical race theorists have similarly pointed
out, ‘everyone has a race, but the hidden normhigew.When the parties are in a relationship
of domination and subordination we tend to say ti@ dominant is normal, and the
subordinate is different from norm4f>
While keeping Dora monolithic may suit the purpossdsmarketing and mass

production—it’s good business—this market impeiperpetuates the idea that Latinos are
one homogenous group by categorizing the varietyatiho cultures and societies as a single

entity and paying little attention to the sociatlamultural diversity of Latino%2®

5.7 Conclusion

The notion that speaking Spanish, having brown, slad dark features (hair and eyes) makes
someone Latina raises many difficult questions algifference and authenticity. Through
Dora, Nickelodeon has made Latinos both visible andsibie, audible and inaudible. The
simplistic representation of Dora as Latina presemb the show, seems to serve the cultural
categorization processes of a particular audiemcgoold-view—often dominated by white,
monolingual English-speaking Americans. The shotersaio a white gaze despite claims to
accommodate Latino or ‘multicultural’ audiencesisTaze continues to position Latinos as
ethnic ‘others.” Dora’s basic Latino cultural sifieis benefit audiences less familiar with the
nuances of Latino ethnicities, mainly non-Latinarcounities. Latino children are more than
likely to possess the cultural schema necessagardéess of developmental stage to
differentiate and compare between these differeandssimilarities. This simplistic portrayal

of Latinos, even though it is disconnected fromuaktrealities of Latinos’ various

424 D4vila. Latinos Inc,19.

425M.J Matsuda, ‘Voice of America: Accent, Antidisziination Law, and a Jurisprudence for the Last
Reconstruction,Yale Law Journall00 (1991): 1329-1407.

426 | bid.
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backgrounds, allows those in the commercial ingusirdraw from existing stereotypes of
Latinos as a homogenous group, linked through thsé of the Spanish language, while
‘positioning themselves as the “politically corregbice with which to challenge stereotypes
and educate consumers about Hispanic language @hdaec *>” Using this pan-ethnic
strategy television companies are able to predesminselves as networks committed to
diversity while providing a neatly packaged, easilgirketable, and palatable Latino identity
that is ready for mass consumption.

While Latino personas are slowly gaining greatgrictens on screen and recognized
within the market, we continue to see the same kihtepresentation: Latinos as others—
linguistically and culturally. Research has fouhdttwhen children and adolescents do not see
characters like themselves represented in the niealizhey are learning a fundamental lesson
about their group’s—and by extension their own—intgace in society: ‘Daily, they are being
sent a loud and clear message that they do not ey much.#?8 While this message has
changed slightly given the increased portrayalsabinos in media, the lessons transferred by
shows likeDora are not entirely positive. Rather than receivertiessage that they do not
matter very much audiences are learning to overkbeknuances and differences within,
between and among Latino communities. Despite itte Imguistic variance, diversity in
national origin and racial composition, and varyaxperiences across the generations: ‘the
funny name, the accent, the different (non-Angldjure, and the brown skin’, is enough to
signify Dora as ethnically ‘other—as Latifi%&

This overly simplistic way that Latino identitieseasignified, mediated, and consumed
is as narrow as the way in which Latinos, with wagydegrees of bilingual language fluency

and variations of the English language are educd&eth the political and social discourse

427 Arlene DavilaLatinos, Inc: The Marketing and Making of a Peg@@arah Banat Weiser 151

428 Huntemann and Morgan, ‘Media and Identity Develeptyi InHandbook of Children and Med{&ds)
Singer and Singer (Los Angeles: Sage), 2012.

429 Vice President of Nickelodeon Jiménez.
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undermines the complexities of Latino communities.
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Chapter Six

Looking to the Future and ‘Overcoming the TraditadrSilence:’

Bilingual Education and Transformative Pedagogies

Introduction 6.1

The questions posed throughout the thesis raiseulifand pressing issues regarding the
nature and extent of cultural and linguistic pligial in the United States and the future of
public education. More specifically, this thesis lthscussed the ways in which Proposition
227, and the United States’ preference for Engiigimolingualism impacts Latino students,
families, and subjectivities. The ongoing debateutbthe schooling of linguistically
minoritized students, Latinos in particular, ultiels addresses the kind of citizens that U.S.
society wants and needs. Despite the fact thatilstigally and culturally diverse students are
disproportionately represented in school failurtegaries (such as high drop-out rates and low
test scores), few of the prescriptions for schadbnm specifically address the causes of
educational failure among such students and evererfeeontemplate bilingualism and
biliteracy as part of the solution. Throughout tiissis | have demonstrated the ways in which
English-Only approaches to English-language edorcdiave detrimental effects for Latino
students, families, communities and subjectivitiésthis concluding chapter, | argue that
bilingual education must become an essential coemtonf educational reform efforts,
especially those directed at under-achieving Lastudents. More specifically, this final
chapter explores Bilingual Education Programs—ngnuhlal language programs, and
Transformative Pedagogies as potential strategiesdiping language minority students and

communities overcome a tradition of being silendgefore this work is undertaken, a brief
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chapter summary is included to remind the readénemmain research questions and findings

from each chapter.

6.2 Thesis Chapter Summary

Using qualitative approaches, which emphasized ogftaphic perspectives, this thesis
investigated a broad educational experience thabngeptually and theoretically refined by
Critical Pedagogy and Chicano Studies. The intenplisary approach utilized by this thesis
is an attempt to underline the value of drawing iosights gained across a variety of
disciplinary fields and as a result, blur the banes between academic disciplines to
encourage a broader approach to the Latino diaspiwgolitics of language, and education
in the U.S.A. By adopting such an interdisciplinagyproach we can better understand the
complexity of twenty-first-century America, and spally the experiences of Latino
communities.

Chapter One (Introduction) outlines the main redeaguestions, objectives and
methodological approaches and surveys the reldtargture. Chapter Twd]f You Want to
be American, Speak ‘American:” Language and Idgnin the United Stategjuestions the
primacy of Standard American English over what aften considered non-standard, or
minority-language dialects. More specifically, tiepter examines the categorization of some
dialects as ‘inferior’, ‘incorrect’ and ‘disadvaged’ while others are considered ‘ideal’,
‘correct’ or ‘proper.’” The primary objective was ttemonstrate how the mechanisms of
language standardization, embedded as they arbeimdlitics of identity, develop into
language policies and customs that stigmatize gpsai minority-English dialects which are
most often composed of communities of color. Ituasgythat the institutionalization of the
English language within the United States is pbatmore complicated nexus of race, ethnicity

and the vestigial effects of cultural discriminatihanguage is an innately neutralized system
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that is given symbolic meanings by the societied Eamguage communities in which it
operates; language hierarchies therefore ofteeatethe power dynamics and systems of
stratification of a given society. This chapter gests that in the U.S. this system of
stratification is still heavily guided by racial@&ethnic prejudices that coalesce around the way
one speaks and which disproportionately stigmatibesmunities of color.

Chapter ThreéWe’re Going to Have to do Something About Yourghen' Latinos
and Proposition 227assesses the extent to which the language ideslogustoms, and
practice discussed in the previous chapter infonm development of English-language
education in public schools. Moreover, this chapteused on the discourses of race and
ethnicity embedded within Proposition 227, the edional measure that banned bilingual
education in the state of California. Through aecstsidy analysis of two schools, the Chapter
critically analyzes the impacts of Proposition 22i/the personal and academic development
of Latino students. The central preoccupation ©f thapter therefore, was to understand how
Proposition 227 and its corollaries impact curdecucontent and delivery, and language
communication within the classroom (between teached students). Documenting the ways
school districts, local schools, and teachers pméted and implemented Proposition 227 is
integral to understanding its short and long-tefi@ots. The case study analysis indicated that
the curriculum shaped by California's Propositi@id 2xposed students to negative values and
essentializing identities about Latinos and the n&ba language whilst it constructed
favourable, privileged, and positive identities autbject positions for Anglo Americans and
the English language. This learning environmentvedo culturally, academically, and
linguistically unresponsive to the needs of maniiricastudents who currently constitute the
highest portion of the student body in the stateCafifornia—and nationwide—and yet

represent the lowest academic performance amomgyle €thnic group.
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The findings presented in Chapter Three raisedifgignt questions about how the
emphasis on English monolingualism affected thenary stakeholders—students, families,
and communities. Given the extremely targetedadisses about Latino identities and the
Spanish language embedded within the English ImoreRrogram and Proposition 227 more
specifically, Chapter FourLinguistic Terrorism’ and the Impact on Latino Fdies and
Communitiegnvestigates the way in which these discoursemeate and affect linguistic
practice and expectation in the ‘homespace.’ Thisign of the research highlights the ways
in which the linguistic and cultural demands of EsigOnly measures—which advocate
linguistic and cultural assimilation as an effeetstrategy for success in the United States—
impacts Latino parenting and expectation, famitelationships and community responses.
The added obstacles for Latino families and comtresiwaised significant questions regarding
systems of power and privilege that underscoragpaation in the public and private sphere.
My approach to this analysis, as with the previchepter, drew on ethnographic perspectives
and more specifically, highlighted the negotiatitimst take place within Latino families and
communities in Mar Vista Gardens, a predominandino community in West Los Angeles.

The thesis’ penultimate chaptéfhe Struggle of Identities ContinuedBilingual
Television and the Production of Latino Characte@nsiders wider discursive practices that
shape broader social understandings of Latinosanews the specific contributions made by
children’s television media in shaping people’sidfel towards Latino ethnicities as they
engage in bilingual language instruction for masgiences outside of the school space. This
chapter more specifically analyzes the construafdratino characters in children’s television
programming emphasizing character language usagster understand the racial stereotypes
that are bound to Latino ethnicities. It uses a@otanalysis to examine the physical, linguistic
and cultural representation of Latinos in childeeélevision with specific emphasis on

Nickelodeon’sDora the Explorerto demonstrate the continued ‘othering’ of Latiegn in
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shows that are deemed progressive. Together thapeets shed light on the multifaceted ways
thatlanguage ideologies inform language practice aquagehes to language education and
instruction and the specific ways in which this aofs the Latino community.

Despite the increasing rate at which Latinos ana bathin the United States, and
despite the fact that most Latino students spealtidfnas their primary language, they are
consistently defined and read as foreign ‘othens’abpolitical, cultural, and educational
discourse that continues to marry Standard Ametiaglish to a more legitimized American
identity. This has a tremendous impact on theiitgto perform well academically and within
the job market. The messages delivered through¢haiiculum, both public and commercial,

not only perpetuate ideas of de-legitimacy bunebimpetency. So what can be done?

6.3 Dual Language Immersion (Bilingual Education)

As we saw in Chapters Two and Three more spedificalnumber of educational measures
are dedicated to reducing bilinguals to monolingwald often impinge in some ways on the
student’s ethnolinguistic identity as a result. sTthesis has more specifically discussed the
ways in which Proposition 227 implicitly definesauage minorities—particularly those of
Mexican descent—as linguistically and cognitiveBfidient; and furthermore, continues to
frame bilingualism as part of the problem rathemtlas part of the solution.

Despite the considerable impact of Proposition B7bilingual education, dual-
language or two-way bilingual immersion programghesy are also commonly called, have
been growing in popularity within the state of @ainia and nationwide. Dual language
programs are bilingual educational programs that tai develop bilingualism and biliteracy
among both language minority and language majstitgents. Native English speakers and
native speakers of another language are integiatgtde classroom where instruction is

provided in both languages. Rather than teach anseanguage explicitly as a “foreign”
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language, dual immersion programs use an additiangliage as a medium of instruction to
teach content.

There are typically two major models for dual laage programs: 90/10 and 50/50
representing the portion of time devoted to miryaaihd majority languages. The 90/10 model
aims to promote the minority language as much asible in the early grades on the
assumption that this is the language that reqtie@sost support since it is generally of lower
status in the wider community. The 50/50 modebisdal on the belief that both languages need
to be acquired from the beginning and thus spétructional time. Both methods have been
shown to work well. According to the Center of Aigpl Linguistics, roughly 42 percent of the
dual language programs in the United States utiize90/10 model as their primary method
of instruction while 33 percent of dual languagegrams use the 50/50 model; the remaining
25 percent were differentiatéd® This means they provide a range of ratios forimsion in
the two languages.

Immersion bilingual education programs startedaeetbp popularly in Quebec during
the twentieth century as an effort to make the nitgjdnglophone children bilingudf! Such
programs, used the child’s second language asritimany, if not only, medium of instruction
at the beginning, followed by the equal use ofdhiéd’s first and second languages (the 50/50
model). Immersion classrooms in many parts of Carteve produced millions of bilingual
children fluent in both French and English. Figufeom schools in Canada show that the
students within these programs perform as wellrdsetier on standardized English language

tests than their native or monolingual English-&pegapeers. According to Genesee et al., the

430 For more on this see Jim Cummins, ‘A Proposaldfotion: Strategies for Recognizing Heritage Languag
Competence as a Learning Resource within the Ma#st ClassroomThe Modern Language Journalol.

89. No. 4 (2005): pp. 585-592; T.H. Cunningham @rld. Graham, ‘Increasing Native English Vocabulary
Recognition Through Spanish Immersion: Cognate Sfeari-rom Foreign To First Languag®urnal of
Educational Psychologyol 92, (2000): 37-49.

431 For more on this see R. K Johnson and M. Swhaitmersion Education: International Perspectives
(Cambridge University Press, Cambridge, Eng), 199% F. Genesee and P. Gandara. Bilingual Education
Programs: A Cross-National Perspectiyeurnal of Social Issuge$5 (1999): 665-685.
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success is due to the programs allocation of exjaals to both languages and further, the true
integration that takes place within these sch&id$.ools with dual language programs attempt
to enroll an even mixture of students who are makwnglish speakers and students who are
fluent in another language. Moreover, dual langyarggrams offer students the opportunity
to maintain and strengthen academic skills in tpamary language, while learning English
vocabulary and literacy concepts.

The first dual language immersion education programthe United States started
nearly forty years ago in Massachusetts and FloWdale the program model has existed for
quite some time, their growth in popularity and @xgion is a more recent phenomenon. As of
2002, there were 266 documented dual language garegthroughout the United States—an
exponential leap considering that there were amiighly 30 documented programs during the
mid 1980s**? The majority of these programs are public Spafisblish programs at the
elementary level however there are a small numlbescbools that offer dual language
programs with French, Chinese, Korean, and NaJajogaide English-language instruction.

As they were relatively rare at the end of the tireth century, dual language programs
were not the intended targets of Proposition 22FheNlvthe U.S. began developing bilingual
education programs for language minorities, thesgrams were transitional in nature—that
is, they used the child’s first language for subjastruction, along with English as a second
language instruction. This approach is only used the child speaks enough English and then
is transferred into monolingual English-only clagsns. It is subtractive bilingual education
rather than additive. This is the kind of bilingealucation programming that was eradicated
by Proposition 227. The prime criticism of thisrfoof bilingual education was that it did not

move children quickly or efficiently enough towakhglish literacy. In the context of

432 Online Directory for Two-Way Bilingual Immersiorrdggrams in the United StateSenter for Applied
Linguistics 2002).
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Proposition 227, bilingual advocates argued théhdual education itself could not be
regarded as a cause of continued high levels dfesce failure among bilingual students since
only 30 percent of limited English proficient (LE§tudents in California were in any form of
bilingual education.

In fact, figures show that less than 18 percerntE® students were in classes taught
by a certified bilingual teacher, with the other @&cent in classes most likely taught by a
monolingual English teacher and a bilingual &#felhus, they argued, educational failure
among bilingual (and particularly Latino) studerstsnore logically attributed to the absence
of genuine bilingual programs than to bilingual ealion in a general sense. In fact,
evaluations of dual language bilingual educatioogpegms have consistently shown strong
academic performance over the course of elemestdrygol for both language minority and
language majority studert¥Further research has shown that dual languageamsgproduce
superior academic outcomes for both Latino studehtsse first language is Spanish and for
non-Spanish speakers, while also developing a gtammpetence in a second language.
Minority language students in these programs atbainome very close to grade norms in
English academic skills by grade 6 or 7. The tienesice of skills provided by the two-way
model often equips ‘English-Language Learner’'s wiussess strong academic skills in
reading, writing, and mathematics in their natimaguages to outperform their U.S.-born
peers*® Reinforcing children’s conceptual base in thastflanguage throughout elementary

school appears to provide a foundation for longatgrowth in English academic skills.

433 Genesee, F. and P. Gandara. ‘Bilingual Educatiog@ms: A Cross-National Perspectivdgurnal of
Social

Issues55 (1999): 665-685.

434 M.T Cazabon, E., Nicoladis, and W.E. Lambert ()98&coming Bilingual in the Amigos Two-Way
Immersion ProgramWashington, DC: CREDE/CAL.

435 See Valenzuela, ‘Subtractive Schooling: US — MaxiYouth And The Politics Of Caring’; See Cummins
Language, Power and Pedagogy.
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Thelast 15 years has witnessed the increasing popgutdrdual language programs
throughout the nation with states such as Califoamnd Texas leading the way. As of 2008,
California had 224 programs in 100 school distrtétd.os Angeles currently has twenty-six
schools with dual immersion programs, nineteen luttvare dual Spanish-English language
and the remaining seven are dual English-Koreagulage?*’ Let us consider one dual
English-Spanish program in Los Angeles, Edison uaigg Academy, to illustrate some of the

benefits and challenges of the curriculum.

6.4 Edison Language Academy

As with the previous schools cited within this studnterviews with Edison Language
Academy faculty and administrators were conductgdhe researcher. Edison Language
Academy is the longest running 90/10-immersion rhodeos Angeles8 Ninety percent of
the academic instruction is in Spanish with increga@mounts of English added each year
until 4th and 5th grades, when the day is approtein&0 percent in English and 50 percent
in Spanish. Edison’s dual language immersion progras developed in 1986. Since then the
school has won numerous awards, including haviogived a Seal of Excellence from the
California Association for Bilingual Education;atso has four Title | Academic Achievement
Awards from the California State Department of Eation (2006, 2007, 2008, and 2009) for
substantially exceeding academic growth targetsaflogroups of students. It is one of the
highest-ranking schools in the state accordindhéar tAcademic Performance Index, which
measures the academic performance and growth oblkscbn a variety of academic measures.
For Edison, ‘the Two Way model offers a unique apyaty for both native English-speaking

children and Spanish-speaking children to comethmgen a way that benefits both groups’

436 Having rechecked these figures prior to submisg®15) there appears to have been a slight dridgein
number of dual language schools in the state.

437 Guilfoyle, ‘Dual Language Immersion Schools,’

438 As discussed in the previous section 90/10 maafels to the instructional time designated to dasguage.
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and ‘provides students [with] the opportunity tarle a rigorous curriculum in a nurturing
environment while concurrently learning a secomgjisage *3°

Students that enter the program (from the beginniage initially taught
overwhelmingly in Spanish. On average studentsiveconly twenty to thirty minutes of
English language oral instruction during the deaigd English language period and the rest
of the school day is communicated in Spanish. Stisdeead in both languages each day so
there is simultaneous development of literacy entthio languages. With each academic year,
more English is added to the curriculum until thetiuction is evenly divided between the two
languages. Providing content courses in Spanisigligh-Language Learner’s are given the
opportunity to progress through the content ardakewleveloping proficiency in both Spanish
and English. Unlike the schools observed in Chapkeee, the students are not tracked into
remedial classes on account of the way they spedlbdingualism is viewed as a resource
rather than a liability. This ethos is projected only in the classroom space amongst teachers
and students but within the entire school envirommghe school’'s motto is ‘Together in two
languages; Juntos a traves de dos idiomas.’ Arguatison is promoting social change on the
local level by socializing children differently fio the way children are socialized in
mainstream US educational discourse.

The cycle structure and proficiencies of the teaghstaff provide a highly varied
spectrum of classroom language use. At Edisors, iitot only the teaching faculty who are
bilingual but members of the teaching support sta#f also fluent bilinguals; this includes
administrative staff, yard aids, school janitorsd acafeteria service staff. Indeed fluent

bilingualism is a job requirement for any and atipdoyees on the school campus.

439 *About Dual Immersion,” Edison Language Academybsite
http://www.edison.smmusd.org/dualimmersion2.hamtessed on July 2013.
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Despite the growing popularity of dual languagegpams throughout the country and
Edison’s own long wait list of student applicargshool administrators have noticed a pattern
of reluctance among Latino native Spanish-speakiagnts in enrolling their students at
Edison. More specifically, during interviews withdiBon’s school coordinator Donna, she
compared the reticence among the Latino commuaitiieé eagerness found within primarily
white native English-speaking families:

The English speakers, they know, they're the omethe waiting lists—they

know bilingual speakers have the upper-hand. sgs the Hispanics who

are the hardest to convince. They think they canhteéhem [their children]

at home, but it's [the Spanish language spokeomieh not the same... they

are not going to be able to teach them how to asaalrticle or do science.

The trends noticed by Donna are consistent withesohthe data presented in Chapter Three
and Four. Previous studies as well as the caseialgieesented in the said chapters reveal that
many Latino parents believe that bilingual educatwill harm their child’s educational
advancement. As discussed in Chapter Three moreifisp#ly, this belief may have
contributed to the overwhelming number of Latinders who voted in support of Proposition
227. Myths about bilingualism remain pervasive arahy, including Latinos, are plagued with
doubt as they receive conflicting messages abeutdbts and benefits of bilingual education.

While some Latino parents remain unconvinced byndpilal education programs,
research from the Center for Applied Linguisticsulments increasing popularity of dual
language immersion programs among white middlescfsgents who want ‘to give their
children an edge in the increasingly globalizedld:oi he trends reported here also match the
patterns of enrolment at Edison as noted by Doboaea So how do we market dual language
programs to parents previously unconvinced by ¢ladl education programs, especially those

from Latino families as well as relevant policy reek?
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Empirical evidence that points to bilingualism doditeracy as a feasible (and readily
attainable) educational goal for culturally-divessedents has been either ignored or distorted
by media and academic opponents of bilingual etwtaiXenophobic discourses about
linguistic and cultural diversity make it exceedindifficult for policy-makers to appreciate
what the research on bilingual education is actuallying and to imagine educational
initiatives that view linguistic and cultural divety as individual and societal resources. The
attempt to limit the framework of discourse so hramotion of bilingual education is not even
considered as a policy response to the underach@veof Latino students illustrates the
extent to which bilingualism is viewed as a lidlilifar from it, bilingual education programs

can be transformative.

6.5 Transformative Pedagogies

Rather than embracing the dominant instructiongigna whereby faculty transmit knowledge
to students (or what Freire called ‘banking edwrd}j a transformative pedagogy is one ‘that
relentlessly questions the kinds of labor, prastiemd forms of production that are enacted in
public and higher educatioff:? Although this form of pedagogy has many elemehts key
epistemological foundation for transformative peatsigs is concerned with the elimination of
racial, gender, class, and sexual orientation rdbras by destabilizing hegemonic practices
that perpetuate the marginalization and oppressiomnority groups.

Viewing education as an agent for social changmsftormative pedagogies push
public and higher education beyond a purely tedir@nd pragmatic function (i.e., as a means
of getting a better paid job) to change the coadgithat limit and undervalue marginalized

identities and cultures through transformative kisolge that challenge ‘coercive relations of

440 Henry Giroux, ‘Pedagogy of the Depressed: BeytedNew Politics of CynicisnCollege Literature28 (3):
1-33. 2001, 18; See also P. Freire, Pedagogy ddgipeessed.
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power.**! Coercive relations of power refer to the exercspower by a dominant group to
the detriment of a subordinated group. Collaboeat®ations of power on the other hand,
operate on the assumption that power is not a fpreedetermined quantity but rather can be
generatedn interpersonal and intergroup relations and ttwet@aecome ‘additive’ rather than
‘subtractive.**? In educational contexts, cooperative learningviis, like dual language
learning, constitute documented examples of theean& and personal benefits that accrue
when coercive relations of power shift to collattiverelations of powet3

Having students locate educational philosophiespadtices within the structure of
particular societies, transformative pedagogiestifiethe personal, political and pedagogical
dimensions that | believe schools need to be ateehd in aiming for a pedagogy that might
transform students’ lives and more specifically emer them. Transformative pedagogies are
a key part of the epistemological foundations foroc@no Studies. In 1969, El Plan de Santa
Barbara, the manifesto for the implementation aofc@ho Studies education programs argued:
‘The role of knowledge in producing powerful soatalinge cannot be underestimatétf.’

The mainstream view of language minority studestthat the native language and
culture is a problem to be overcome and a handizdpll public participation. The current
solution to this problem is for language minoritiesassimilate to Standard American English
monolingualism (e.g white middle-class norms o€rattion and interpretation) in order to
participate and succeed in school, and later, enrtfarket place. Dual language bilingual
education programs by design communicate a difteresssage altogether about the value of

bilingualism, billiteracy, and the specific heritaganguage and community. The use of

441 See H. Giroux ‘Pedagogy of the Depressed’; SeeAlRich ‘Claiming an Education’ i®n Lies, Secrets,
and Silenceed. A. Rich, 231- 36 (New York: Norton, 1979)

442 Jim Cummins and D. Sayers (1995). Brave new ssh@iallenging Cultural llliteracy Through Global
Learning Networks. New York: St. Martin's Press.

443 |bid.

444‘E] Plan de Santa Barbara'. drafted by the Chic@nordinating Council on Higher Education, at the
University of Santa Barbara, April 1969. P.79.

205



bilingual instructional strategies not only enabla@ngual students to bring their two
languages into productive contact but also comnategcto them that their LI proficiency is
an important accomplishment that is acknowledgebtlagpreciated within the classroom and
within their local community.

For bilingual students, promotion of bilingualismdabiliteracy is a necessary part of
the empowerment process since, in its absenceadardts identity is unable to be shaped by
their bilingual and bicultural context. Considee impacts this has on the student’s family and
home-life as discussed in Chapter Four. Therexperéences shared by Anzaldda, Rodriguez,
and Montoya illuminated the stress, emotional trawand familial separation that is often
involved in the process of mono-linguistic assitla, or the taming of their wild and deviant
tongues. Dual language programs however, encolinggestic/cultural minorities to maintain
their language and heritage. Concomitantly, thegheall students the value of cultural and
linguistic diversity. Given the evidence of an easingly global economy, bilingualism,
biliteracy, and cross-cultural awareness are kegtasDual language programs thus are timely
educational models that will help participatingdgnts meet the demands of the society they
inherit and to maintain grade-level academic aamesent.

Still these programs are not without their validticisms. Like the maintenance
bilingual education programs of the past, dualdegg immersion programs continue to
strictly compartmentalize languages either throtlghr allocation to certain periods of the
day, specific teachers, or subjects. This, arguesiaOGarcia, is in stark contrast to the fluid
language practices of the students in these pragraome monolingual in English, others
monolingual in the minority language and yet oth®lisgual and thus, contributes to the myth

that languages are used autonomouédy.

445 Ofelia Garcia and Rosario Torres-Guevara, ‘Monsgjiw Ideologies and Language Policies in the Eduzat
of U.S. Latina/os,’ irHandbook of Latinos and Education: Theory, Reseamold Practiceedited by Enrique
G. Murillo Jr., Sofia Villenas, Ruth Trinida Galvaluan Sanchez Munoz, Corinne Martinez, Margarita
Machado-Casas (Routledge, 2009).
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So while implementing these programs on a widelesaauld be a step in the right
direction, their implementation may not be enoughedress the language inequalities that
have been created through the invention of sepatdtgomous languages. To do so, requires
transformative pedagogies like translanguaging ehthie use of multiple languages is
encouraged and lauded as a resource. But thisresqgthiat the United States sufficiently
acknowledge its bilingualism as a facet of Americhantity, only then will language education
be adequately addressed. Dual language programentyroperate in a society that is not
always supportive of bilingualism and bilingual edtion and there is minimal organized
resistance to the negative and inaccurate messhijgsen receive within the school about the
status and utility of their heritage languages.|@bn understand very quickly that the school
is an English-only zone and they often internatin&ivalence and even shame in relation to
their linguistic and cultural heritage.

In an attempt to transform this, we must examineomdy the language of instruction
but also the hidden curriculum being communicatedtudents through that instruction, or
what Jim Cummins refers to astical language awarenes3he development of language
awareness would include not just a focus on forasglects of the language but also explore
the relationships between language and power. Btsider example, might carry out research
on the status of different varieties of languageg.(eolloquial “non-standard” languages versus
the “standard” language) and explore why one faroonsidered “better” than the other. They
might also research issues such as code-switcmdgtranslanguaging and some of the
functions it plays within their own lives and comnities**® We might also consider the
cognate relationships across languages.

Standard American English is derived predominafityn Latin and Greek sources.

As such, it has many cognate relationships witleloRomance languages. Drawing students’

446 Jim Cummins, Biliteracy, Empowerment, and Transiative Pedagogy, University of Toronto
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attention to cognate relationships and encouratlfiegn to search their own lexical repertoire
for similar meanings as they develop a new languagearticularly useful. The research
evidence supports the effectiveness of second &g®acquisition learning by drawing
attention to cognate relationshif&. Clearly not all heritage languages have cognate
relationships with English and so this strategy mot work across the board however, the vast
majority of ‘English-Language Learner’s in the ladtStates are Spanish speakers. Attention
to the cognate relationships between English amahiSh can help these students develop their
knowledge of and vocabulary Spanish and Englisheasame time. For example, as Cummins
acknowledges,

‘if students come across the low-frequency wordoenter in an English text they
will soon connect it tencontrarwhich is the Spanish (high frequency) word for tnee
or encounter®®

These transformative pedagogies not only allowucally-diverse students to engage in the
critical literacy process but opens up spaces&msianguaging. The current structure of dual-
language programs compartmentalizes languagessadessgnated times of the school day
keeping languages separate, in theory, by using tbe either alternate days or various
sections of the day. However, in focusing on howglaages are related and used functionally
as communicative devices in order to maximise wstdading and performance between
groups and individuals, bilingualism and bilingeducation are transformed and opportunities
for translanguaging are introduced. The underlyasgertion is that children can use both

languages to maximize learning and literacy. Thddiof this study —as with previous study—

447 For more on this see T.H. Cunningham and C.R. &@mal€. R. ‘Increasing Native English Vocabulary
Recognition Through Spanish Immersion: Cognate Sfeari-rom Foreign To First Languag®urnal of
Educational Psychologyol 92, (2000): 37-49; T.A. Rodriguez, ‘From TKaown To The Unknown: Using
Cognates To Teach English To Spanish-SpeakingdtésiReading Teacheb4 (2001): 744-746 and M.C.
Treville, ‘Lexical Learning And Reading in L2 atetBeginner Level: The Advantage of Cognat€shadian
Modern Language Review3 (1996): 173- 190.

448 Jim Cummins, ‘A Proposal for Action: Strategies Recognizing Heritage Language Competence as a
Learning Resource within the Mainstream Classroding Modern Language Journafol. 89, No. 4 (2005),
pp. 585-592
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reveal translanguaging, to be a promising pradbcecommunication but also a promising
pedagogical practice for emergent bilinguals. Acidealging the skills and strategies that
bilingual children bring to the classroom from th@dme language practices can be a first step
sinupporting their acquisition of state-mandatetisskut also of dispositions which increase
tolerance and multicultural contexts. Furthermereouraging and even advocating bilingual
families’ efforts to support their children’s despment of their heritage language could
empower bilingual families by recognizing their tomél and linguistic capital as valuable
resources.

Monoglossic approaches to language education nigt assert deficiencies in the
heritage language and culture but simultaneoudbgienize bilingualism and biculturalism
as part of a larger American heritage. Plurilingapproaches to language education and
practice break the cycle of power that has heldohiogual practices as dominant. Languaging
bilingually or translanguaging, thus, is considetteel norm. Affirmation of students’ heritage
languages within the school (and in after-schoobpams) influenced by bilingual education
programs and transformative pedagogies can plasueat role in encouraging bilingual
speakers to view their multilingual talents as led component of their identities, a strategy
that can ultimately aid in overcoming a historybefng delegitimized in the United States and

a tradition of being silenced.
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Appendix A

E\

University of East Anglia
School Participant Information Sheet

Research Project: The Browning of America and thpdct on Public Education

Researcher: Supervisors:

Becky Avila Dr. Rebecca Fraser:

School of American Studies Tel: (00 44) 1603 TR?2
University of East Anglia, Emaibeckyfraser@uea.ac.uk

Norwich, NR4 7TJ, UK.

Contact Information: Dr. Malcolm McLaughlin

Tel: (US) 310 915-7593 Tel: (00 44) 1603 59 3426
Email: b.avila@uea.ac.uk Email:M.Mclaughlin@uea.ac.uk
Outline:

The purpose of my research project is to examiaevdys in which Los Angeles public
elementary schools address increasingly multicalliciassrooms. Los Angeles is home to
the most diverse student population in the UnitedeS. As a result, the research documents
curricular and pedagogical responses to an inerglysiacially and ethnically diverse student
body and how these responses may fare amidst ficagi racial and ethnic demographic
shift.

For the first time in American history racial aritidc minorities make up a majority of the
youngest Americans. This is the beginning of a nasial and ethnic milestone for the U.S.
where traditionally racial and ethnic minoritieg @xpected to become America’s majority.
Given the steady growth in the number of young mipehildren, American public schools
are expected to be the primary witnesses of Ameratafting population. With this, it is
important to consider the ways in which an incneglsi multicultural student body might
impact American approaches to education.

| am therefore looking to observe 3 first gradesstaoms across 3 different elementary
schools within Los Angeles County. Your school basn selected as a particular point of
interest. Classroom observation would happen oneeek for a full school day until the
week of November's 2012. Observation will include the observatidfioomal instruction
(the curriculum), informal instruction (i.e. statiyne), daily classroom routines and any
structured and unstructured play within the classro

The aims of the participant observations are iwllan understanding of what students are
learning, how they are learning it and how theyoesl to the learned material. All
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participating classrooms and students will reqpaeental consent and the necessary consent
forms will be provided by the researcher. Partiotpzbservation will at times be coupled

with a series of stock questions delivered infolymaithin the school environment to
randomly selected students. The stock questionasai@lows:

Do you have a favorite school subject? What is yavorite school subject and Why?
Do you like school? Why or Why not?
Do you have a favorite part of the school day? Whgour favorite part of the school day?

Any answers delivered by students will be madeidential and recorded in a journal by the
researcher. At no time shall any real or identlgéalames be used in any research outputs. At
no time shall any student without parental permisdie subjected to questioning.

Students will also be asked to take part in a digweixercise where they will be asked to
draw a self-portrait. During their research onriang of children in Australia, the
Preschool Children’s Constructions of Racial andtual Diversity (PCCRCD) utilized
various methods of ethnographical study as wesledisportraiture. Self-portraiture allows
the researcher to gain insight into the way a dhiieérprets his/her own racial identity. This
drawing exercise will allow the researcher to siuthe theories of childhood racial
awareness and development within the classroom.

The researcher will provide all necessary matefalshe drawing exercise which should
take place some time within the school day tonfivvith the teachers planned lesson
activities. The activity should take up no morentlaa hour of the school day. The portraits
will be analyzed and coded on the school premigesy (will not be taken home by the
researcher) and returned to the students to take ladter analysis is complete. At no time
shall any real or identifiable names be used to@ate the portraits with the artists in any
research outputs.

Teachers of the designated classroom and admioistnaill be approached for one to one
interviews. Teacher interviews will focus on cuatiom, classroom dynamics, classroom
demographics and daily routines and administrati@rviews will focus more closely on the
inter-workings of the California Educational systerarriculum standards and local school
policies. Interviews will also document the opirsasf schoolteachers and administrators
concerning America’s increasing diversity and tregythis might impact public schooling or
the ways in which it has already.

All interviews will be kept anonymous so that teashcan feel free to express themselves
without being identified. Teachers are under nagallon to complete the interviews and
may refuse to participate altogether. Upon thetadidnsent, such interviews will be tape
recorded, analyzed and then destroyed. Any ansyedikeered by the faculty will be made
confidential. At no time shall any real or iderdlfile names, including the name of the
school, be used in any research outputs. All inéers will take place on the school grounds.

Your school is under no obligation to take parthia research and participants may withdraw
their consent at anytime by informing the researdivectly @.avila@ueac.ac.j)k

Withdrawal will remove any responses given by thikdg teacher or administrator. Please
contact me should you have any queries aboutékearch or to confirm your participation.
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Any and all responses attained throughout the reBgaocess—including the self-portrait
drawings—will be analysed solely by the researcWéth the exception of faculty
interviews, all other collected data will be storec research journal to be carried by the
researcher at all times during school observattndent self-portraits will be logged by the
researcher into the journal and faculty intervievils be tape-recorded upon the permission
of the interviewee. All data will be destroyed aftise. The results of the research will be
presented in my Ph.D dissertation due in the spyfr14 and other academic publications.
Should you have any concerns about this study gl free to contact one of my two
supervisors whose contact details are identifiex/ab

Many thanks for taking the time to read this infatiran sheet.
Becky Avila
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E\

University of East Anglia
School Consent Form
1. I have read the information sheet about ttéeaech project and agree to
participate in the described aspects of éisearch.
2. The purpose, nature and duration of the resdasHbeen explained to me.

3. l understand that any student participatindneresearch will require
parental permission.

4. | understand that all research publications @salt of this project will only
use anonymized data.

5. | agree to allow anonymised statements | haw#endaring an interview to be
published in academic journals, used for camnfees and other relevant
publications for this research project.

6. | understand that | have the right to withdraenf the research at any time
during, before or after the research by comtgdhe researcher or research
advisors.

7. | can confirm that | am over 18 years of age.
o o To | PPN

School
Principal/Teacher.... ... e e e e DATEL

S [0 T
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University of East Anglia
Parent Information Sheet
Dear Parents/Guardians,

Your child’s classroom has been selected to pa#teiin the following research project
conducted by a visiting Ph.D student from the Ursitg of East Anglia in England.

The Browning of America and the Impact on Publicz&ation

Below is a brief outline of the research aims aredhods. Please indicate whether you grant
or deny permission for your child to participatettie research on the attached page.

Ouitline:

The purpose of my research project is to examiaevdys in which Los Angeles public
elementary schools address increasingly multicallttiassrooms. Los Angeles is home to
the most diverse student population in the UnitedeS and for the first time in American
history racial and ethnic minorities make up a mgjof the youngest Americans.

This is the beginning of a new racial and ethnitestone for the U.S. where traditionally
racial and ethnic minorities are expected to becAmerica’s majority. Given the steady
growth in the number of young minority children, Aritan public schools are expected to
be the primary witnesses of America’s shifting pagan. With this, it is important to
consider the ways in which an increasingly multierdl student body might impact
American approaches to education.

Your child’s classroom has been selected for gpgit observation. This means that | will
observe your child’s classroom once a week ungiviieek of November 5th. | will observe
several aspects of the school day including: foimstruction (the curriculum), informal
instruction (i.e. story time), daily classroom rioes and any structured and unstructured play
within the classroom.

The aims of the participant observations is todait understanding of what students are
learning, how they are learning it and how theyoesl to the learned material. Participant
observation will at times be coupled with a sedakestock questions delivered informally
within the school environment to randomly seledraients. The stock questions are as
follows:
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* Do you have a favorite school subject? What is yauorite school subject and
Why?

» Do you like school? Why or Why not?

* Do you have a favorite part of the school day? Whgour favorite part of the school
day?

Any answers delivered by students will be madeidential and recorded in a journal by the
researcher. At no time shall any real or identléatemes be used in any research outputs. At
no time shall any student without parental perroisdie subjected to questioning.

All student interviews will take place informallyibalways in the presence of faculty
chaperones be it within the classroom or on thggotaund and will last only as far as the
student wishes to engage in conversation withékearcher.

Students will also take part in a drawing exerabere they will be asked to draw a self-
portrait. The self-portraiture activity allows thesearcher to gain insight into the way a child
interprets his/her own racial identity. The potsaiill be analyzed on the school premises
(they will not be taken home by the researcher)rahgned to the students to take home
after analysis is complete. At no time shall argl & identifiable names be used to associate
the portraits with the artists in any research otgp

Your child is under no obligation to take parthe tresearch and parents may withdraw their
consent at anytime by informing the researcherctir€b.avila@ueac.ac.Qlor indirectly via
the schoolteacher or school principal. Withdrawdll emove any responses given by your
child, including the self-portrait from the resdaproject.

Any and all responses given by the students—inolyithe self-portraits—will be analysed
solely by the researcher and the two advisorsdaecymentation of data will be destroyed
after use. The results of the research will begareesl in my Ph.D dissertation due in the
spring of 2014. Should you have any concerns athaistudy then please feel free to contact
one of my two supervisors whose contact detailsdmmetified below.

Many thanks,
Becky Avila
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Appendix D

University of East Anglia

The ‘Browning of America’
Parental Consent Form

Becky Avila is a Ph.D student from the Universifygast Anglia in the U.K. who is
conducting a research project as part of her destsan for this course. The project examines
the impacts of increasingly multi-racial and muatixnic diversity in Los Angeles public
elementary schools.

Child Name:.......co o

1. I can confirm that | am the parent or legalrgian of the above child.

2. | have read the information sheet about thesaech project and | agree to allow my child
to participate in the described aspects of thearebe

3. The purpose, nature and duration of the resdered been explained to me.

4. | understand that all research publications r@salt of this project will only use
anonymized data.

5. | agree to allow anonymized statements my dialsl made during an interview to be
published in academic journals, used for conferemacel other relevant publications for this
research project.

6. | understand that | have the right to withdraw child from the study (i.e. by informing
the researcher, school teacher or school princgtahy time either during, before or after
the research.

| grant permission for my child to participate hretresearch as described by the information
sheet. Please circle one:

Name of
Parent/GUAITIAN. .. ..o e e e e e Date...

Parent/Guardian Signature...........ccooeiviie i,
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Appendix E

E\

University of East Anglia
The Browning of America and the Impact on Public Edication: Debrief Notice

Research Project: The Browning of America and thpdct on Public Education by Ph.D
student Becky Avila, School of American Studiesjugnsity of East Anglia, Norwich, NR4
7TJ.

Tel (US): 310 915-7593 (until Nov 13,2012)
Tel (UK) : 01603 627136
Email: b.avila@uea.ac.uk

Supervisors:

Dr. Rebecca Fraser, Dr Malcolm McLaughlin

Tel (UK) : (00 44) 1603 592288 Tel (UK) : (00 44) 1603 59 3426
(becky.fraser@uea.ac.uk Emad:Mclaughlin@uea.ac.uk

Dear Participant,

Thank you for agreeing to participate in this reskgroject.

Your contributions will be used anonymously andyomithin academic publications.
Primarily the results will be included in my Ph.B3skrtation that shall be submitted for
examination and available in the University of E&asglia Library for public access after |
have completed my degree (from July 2014).

You are reminded that you may withdraw your invaheat up until the editing process in
early October 2013 by contacting me either by prmmamail on the above provided details
or by contacting one of my advisors (see above).

| may need to contact schoolteachers and admitassragain for further clarification of
issues discussed during my on-site participantrebtiens or faculty interviews. If you do
not wish me to contact you again then please Iekmog by contacting me via email.
Students and student parents will not be contacted.

If you have any concerns about this research thease feel free to contact me at any time.
Thanks again for your co-operation

Becky Avila
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Appendix F

University of East Anglia

Participant Information Sheet

Research Projectost in Translation: Latino Identities and the Bvaing of America

Researcher: Supervisors:

Becky Avila Dr. Rebecca Fraser:
School of American Studies Tel: (00 44) 1603 TR2
University of East Anglia, Emaih

Norwich, NR4 7TJ, UK.

Contact Information: Dr. Malcolm McLaughlin
Tel: (US) 310 915-7593 Tel : (00 44) 1603 59 3426
Email: Email:

Outline:

The purpose of my research project is to underdtamdising influence of the Latino
community and Spanish language in Los Angeles aséss the larger impacts of this
influence on American national identities. The egsh focuses specifically on bilingual
Latino students in English Immersion Programs withds Angeles public schools.

Previous research trips have brought me into tleArgeles Unified School District to
observe English Immersion Programs for schoolsahlapredominantly Latino and English
Language Learning. Widening the communal sphere sétond research trip hopes to
observe the way in which local community groupganiizations and resources work
alongside the school system to support the Latilmginal community. The research also
hopes to observe alternative language programagbtdh Immersion, like Dual Language
Learning Programs, for comparative purposes.

| am therefore seeking participating organizatiand individuals willing to speak on behalf
of the work they do within said organizations. TWwisuld involve a visit to your community
center, school or organization by myself the redear and a series of stock questions about
your organization’s mission and available programbe questions will always be targeted
to a designated spokesperson for the organizat@mnmunity center or school and or willing
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users of the organization, community center or stith the exception of minors. Note that
minors will never be subjected to questioning oeniews.

Any answers delivered by an individual will be madafidential and recorded in a journal

by the researcher or with a tape recorder uponigsiom by the participant. At no time shall
any real or identifiable names, including the narhthe organization, community centre or

school be used in any research outputs. All inésvsiwill take place on the grounds of the

organization, community centre or school.

Any and all responses attained throughout the relsgaocess will be analysed solely by the
researcher and destroyed after use. The resulte oésearch will be presented in my Ph.D
dissertation due in the summer of 2014 and othaderic publications.

Your organization, community centre or school is@mno obligation to take part in the
research and participants may withdraw their canageanytime by informing the researcher
directly ( YkWithdrawal will remove any responses given by th
participant. Please contact me should you havegaryies or concerns about this research or
to confirm your participation. Alternatively, yoa contact one of my two supervisors
whose contact details are identified above.

Many thanks for taking the time to read this infatran sheet.

Sincerely,

Becky Avila
Associate Tutor and PGR

School of American Studies
University of East Anglia
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E\

University of East Anglia

Participant Consent Form

1. I have read the information sheet about this rebearoject and agree to
participate in the described aspects of the rekearc

2. The purpose, nature and duration of the reseanah I@en explained to me.

3. lunderstand that all research publications asaltref this project will only
use anonymized data.

4. | agree to allow anonymised statements | have rdadag an interview to be
published in academic journals, used for conferemarel other relevant
publications for this research project.

5. lunderstand that | have the right to withdraw fridra research at any time
during, before or after the research by contadtiegesearcher

research advisors.

6. | can confirm that | am over 18 years of age.

Organization:

Participant
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Date.........covveennn.

Appendix H

E\

University of East Anglia

Debrief Notice
Research Project:Lost in Translation: Latino Identities and the Bnovwg of America

Researcher:Becky Avila,
School of American Studies,
University of East Anglia,
Tel (US): 310 915-7593
Tel (UK) : 07572 546314

Email:
Supervisors:
Dr. Rebecca Fraser, NDalcolm McLaughlin
Tel (UK) : (00 44) 1603 592288 Tel (UK) : (00 44) 1603 59 3426
Email: becky.fraser@uea.ac.uk Email:

Dear Participant,
Thank you for agreeing to participate in this reskgroject.

Your contributions will be used anonymously andyamithin academic publications.
Primarily the results will be included in my Ph.Bskrtation that shall be submitted for
examination and available in the University of E&asglia Library for public access after |
have completed my degree (from July 2015).

You are reminded that you may withdraw your invomheat up until the editing process in
early July 2014 by contacting me either by phoneroail on the above provided details or
by contacting one of my advisors (see above).

| may need to contact individuals and organizatigein for further clarification of issues
discussed during my on-site participant observatmminterviews. If you do not wish me to
contact you again then please let me know by ctintame via email.

If you have any concerns about this research thease feel free to contact me at any time.
Thanks again for your co-operation,

Becky Avila
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Associate Tutor and PGR
School of American Studies
University of East Anglia
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