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CHAPTER 1: INTRODUCTION

In the Spring of 2014, 1 was assigned to a 5" grade dual language immersion (DLI)
classroom in a U.S. public school to complete the practicum component of my master’s degree in
bilingual education. In the months I spent in that classroom, I noticed the emotional and social
implications of bilingualism as it was understood from monolingual frameworks and the
students’ struggles regarding their social and academic identities. There is one memory in
particular from those days that changed the course of my life as a classroom educator and set me
on the path to research emergent bilinguals’ social perceptions and negotiation strategies in DLI
classrooms.

I still remember that Friday morning when the students entered the classroom and the
teacher began to go over the results of the math section of the standardized tests, they had taken a
few months back. The teacher started by telling the children that they had done especially badly
on the test compared to the other 5" grade class. She emphasized that this class was part of the
DLI program, and the other class was the mainstream 5 grade class. Then she asked: “Why do
you think you did so bad on the test?” One brown hand went up immediately: “It is because we
speak Spanish,” he said. Then he added, “If you speak Spanish, you are less smart.” The teacher
did not seem particularly disturbed by the comment. She just went on to say that the students in
her class were as capable as the students in the other class; they just had to work harder. Then
she asked the children to get their math books out and continued with her lesson.

I was particularly struck by the complexity of elements that converged in that single
interaction and the simplicity with which the teacher addressed it. I began to wonder how
occurrences like this one were shaping the learning experiences of these children. I considered

how the attitude of the teacher shaped their lives, and how this teacher’s words and non-reaction



sustained the negative perception these children had toward their dominant language, to the point
of blaming it for their poor test results. Most of all, I felt the need to know more about how
children were perceiving and responding to the multiple messages associated with social
constructions such as race, ethnicity, and bilingualism that they were receiving daily in DLI
programs. That episode, along with the many other situations I witnessed in that classroom,
made me realize that in order to better understand the nature of the learning experience in DLI
settings, it was necessary to listen to the voices of the children at the center of it. That was the
exact moment when this study was born.

The above-described event spurred in me a desire to delve more deeply into the multiple
social factors that coexist and shape learning (or experiences) in DLI classrooms. The
pronounced disparity in the school achievement of language minority students in the U.S. has
prompted me to problematize unidimensional explanations and investigate the multifarious
experiences of emergent bilinguals.! Even though these programs were created to support these
students, they are still influenced by broader social ideas and power dynamics. Thus, my
research takes as a starting point the debates that surround the education of linguistically diverse
students in American schools and examines the experiences of children in dual language
immersion (DLI) programs.

Dual language immersion is emerging in the U.S. as an effective approach to support the
academic and linguistic development of emergent bilinguals, and these programs are expanding

across the nation (Harris, 2015; Mathewson, 2017; Wilson, 2011). DLI programs bring together

T use the term emergent bilinguals to refer to students learning two languages following Ofelia Garcia’s line of
argument, which explains that “calling these children emergent bilinguals makes reference to a positive
characteristic—not one of being limited or being learners, as LEP and ELLs suggest” (Garcia, 2009, p. 322). By
using the term emergent bilinguals, I have chosen to focus on the potential of these students rather than any
suggested problems or limitations.



majority and minority language speakers with the aim of bilingualism and bi-literacy for both
groups of students (Howard, Sugarman, Christian, Lindholm-Leary, & Rogers, 2007).
Nevertheless, the proliferation of these programs has prompted warnings from prominent
researchers in the field, who have cautioned that these learning environments produce issues of
inequity and dissimilar power dynamics (Cervantes-Soon, 2014; Flores, 2016; Valdes, 1997).
Contrary to what some people may assume, DLI programs are not comprised of mostly Latin@?
students, or a combination of White, middle-class and low-income Latin@ children learning
through the use of two languages. These programs include “children of diverse cultural, racial
and socioeconomic backgrounds, in many different combinations” (Varghese & Park, 2010, p.
19). This amalgamation of social and linguistic components reveals a complexity that calls for
in-depth research exploration in these school settings (Palmer, Martinez, Mateus & Henderson,
2014). Although there is extensive research regarding DLI programs in the US examining the
conflicting sociocultural dynamics surrounding language diversity and bilingualism, there is a
dearth of research that brings the perspectives of young emergent bilinguals to the forefront.
The present study seeks to better understand how emergent bilinguals themselves
perceive, take up, and negotiate the intersection of social constructions such as language, social

class position,’ race and ethnicity* in DLI classrooms. My research aims to shed light on the

2This study uses the term Latin@ to move beyond gender binaries. The term denotes students who identify as being
of Latin American heritage.

3Pierre Bourdieu contends that “individuals of different social locations are socialized differently. This socialization
provides children [...] with a sense of what is comfortable or what is natural (he terms this kabitus)” (Lareau, 2003,
p- 275). This study uses the term social class position based on Bourdieu’s (1984) sociological theories.

“Race and ethnicity are highly contested terms in the social sciences in general and they are often loosely blended in
American society. The terms take on an added complexity when applied to an ethnic label like Latin(@, since the
category covers a range of skin pigmentations, cultural backgrounds and other sociocultural matters, and is often
conflated with Hispanic. This study uses the term race as Amanda Lewis (2003) conceptualizes it— a shifting
category that is socially and educationally constructed rather than biologically fixed. Ethnicity in this study denotes
a category referring to “cultural practices and outlooks of a community, which identifies them as a distinctive social
group. Ethnicity is a social phenomenon, which has no basis in human biology” (Giddens & Sutton, 2013).



intricate processes that these students engage in as they use language to enact and negotiate their
identities and interactions (Gee, 2011) within tenuous social and linguistic intersections in DLI
settings. In addition, this research inquiry aims to expand on recent work examining the
intersection of race and language (Alim & Smitherman, 2012; Alim, Rickford & Ball, 2016;
Flores & Rosa, 2015) by analyzing social class position in an early childhood setting. This study
draws from the idea that race is always produced in combination with social class and other
social constructions (Alim, 2016).

The examination of these ideas, I argue, play a significant role in elucidating the nature of
bilingual students’ learning experience. Furthermore, the exploration of these notions holds the
potential to illuminate the ways in which language practices and interactions may be shaped by
social constructions from a very early age. Finally, the type of analysis I have undertaken in this
study is particularly consequential at the current juncture when the demographics of the United
States are undergoing marked shifts, producing heightened conflict regarding the educational
prospects of minorities.

Purpose of the Study

The purpose of this study was to better understand how emergent bilinguals in DLI
contexts perceived, enacted, and negotiated the tenuous intersections of race, ethnicity, social
class position, and language. Through extensive fieldwork and the use of multiple data sources, I
examined in detail how the perceptions and the interactions of kindergarten children and their
teachers jointly constructed consequential notions of (raced and classed) language ideologies and

practices. Two overarching questions guide my research:



1) How do kindergarten emergent bilinguals in a dual language immersion class perceive
and respond to socially-constructed notions such as race, ethnicity, social class position, and
bilingualism?

2) How do kindergarten emergent bilinguals in a dual language immersion class enact
and negotiate the intersections of race, ethnicity, social class position, and language?

To answer these questions, I conducted a qualitative study of a Kindergarten emergent
bilinguals’ class (the Bears) in the DLI program at Oakville Elementary School. My findings
reveal that children, as social actors, are not simply passive receptors of ideologies, but are
actively engaged in making their own judgments as they engage in sociocultural processes (Park,
2011). This study shows how children perceived social constructions through messages both
outside of and within the classroom. Further, they responded to and negotiated social
constructions through the deliberate use of their communicative repertoires, what I have
identified as their Bilingual Ways with Words.

Overview of Dissertation

This dissertation is structured into seven chapters. Following the introduction of the study
here (Chapter 1), in Chapter 2 I review empirical literature on how DLI settings have been
conceptualized and studied over the years, the tenuous relationship between race, social class
position, and language in these settings, and how my research seeks to fill some of the gaps and
extend the literature on DLI educational contexts. I addition, I outline the theoretical perspectives
that inform my analysis into the phenomena of children’s perceptions and responses to social
constructions in a kindergarten DLI program.

In Chapter 3, I describe my methodology, the research setting, and background of the

study. Additionally, in this section, I justify my employment of an ethnographic case study



approach, and then introduce the case detailing data collection and analysis processes. The
findings of the Bears case are presented separately in Chapters 4 and 5. Each chapter centers on
answering one of the overarching research questions. In Chapter 6, I use the metaphor of the
Bears class as ecology to provide a holistic analysis of the research context, the social actors in
it, and other significant findings. I conclude the dissertation in Chapter 7 with a discussion of the
implications and limitations of this study as well as its contributions to dual language education,

school communities, teacher education, and educational policies.



CHAPTER 2: LITERATURE REVIEW & THEORETICAL FRAMEWORK

Historically, bilingual education has been connected to perceptions of nationalism, and
socially-constructed ideas of identity and diversity, among other issues (Garcia & Kleifgen,
2010; Garcia, 2009; Ovando, 2003). Within this context, the changing socio-political
environment in the U.S., as well as pedagogical, linguistic, and socio-cultural notions have
impacted dual language classrooms and the ways in which these spaces of learning have been
conceptualized for young emergent bilinguals (Garcia, 2009). With this in mind, in this chapter, I
begin by reviewing empirical literature on DLI and two-way immersion (TWI) contexts,
considering specifically qualitative research studies that have analyzed some of the most
compelling issues associated with these educational programs. Then, I provide an overview of
how the current study aims to fill some of the gaps found in the literature and extend current
pedagogical and theoretical understandings. Lastly, I outline the theoretical framework drawing
on sociological studies of social (re)production in schools (Anyon, 1997; Noguera, 2003;
Valenzuela, 1999), social constructionist studies of bilingual education (Zentella, 1997; Palmer,
2009), and the emerging field of raciolinguistics (Alim & Smitherman, 2012; Alim, Rickford &
Ball, 2016; Flores & Rosa, 2015). These concepts supported my investigation into the
phenomena of socially constructed notions and emergent bilinguals’ perceptions, responses, and
negotiation strategies of these ideas in a DLI program.

Literature Review

Dual language immersion (DLI) or two-way immersion (TWI) programs, have taken the
lead in the country recently, offering new avenues to support the academic and linguistic
development of emergent bilinguals in inclusive school settings. This contemporary educational

approach espouses “rich promises” (Lindholm-Leary, 2005) to provide equitable educational



alternatives within changing demographic contexts in the U.S. However, this assurance has come
with some “cautionary” notes (Valdes, 1997).

DLI or TWI programs have been developed as program models focused on providing
educational opportunities to emergent bilinguals from minority and majority language groups
(Kirk Senesac, 2002). These program models are variously known as dual maintenance bilingual
education, dual or two-way dual language education, two-way immersion, dual immersion, and
dual language immersion programs (Garcia & Kleifgen, 2010; Howard, Sugarman, & Christian,
2003; Howard, Sugarman, Christian, Lindholm-Leary, & Rogers, 2007). Lindholm-Leary
(2004/2005) explains that dual language programs include four important features: 1) Instruction
and classroom interactions take place in English and another language where the non-English
language is used at least for 50% of the instruction. 2) Emergent bilinguals from two different
home language groups are together in an integrated setting during most of the content
instruction. 3) Both groups of emergent bilinguals carry out work in both languages in an
equitable proportion. 4) The day contains instructional periods in which emergent bilinguals and
teachers use only one language.

Similarly, Howard, Sugarman & Christian (2003) mention that there are three
characteristic criteria in TWI programs. First, the programs must include approximately equal
numbers of language-minority and language-majority students. Second, the programs are
integrated, meaning that both language-minority and language-majority students are “grouped
together for core academic instruction” during most or all the school day (p. 3). Third, core
academic instruction to both groups of students is provided in both languages. However, based

on the program model, “initial literacy instruction may not be provided to both groups in both



languages, but by about third grade, regardless of program model, all students are generally
receiving literacy instruction in both languages” (Howard, Sugarman & Christian, 2003, p. 3).

The perspective of “language as a resource” (Ruiz, 1984) is reflected in these programs,
which aim to fully develop bilingualism and biliteracy in emergent bilinguals while also helping
them to succeed academically in both languages (Mora, Wink & Wink, 2001). In these settings,
emergent bilinguals learn two languages simultaneously, and appreciate their differences (de
Jong & Howard, 2009; Howard, Sugarman & Christian, 2003; Lindholm-Leary, 2001, 2005;
Palmer, 2009). Furthermore, these programs are considered enrichment, as opposed to remedial
programs (de Jong & Howard, 2009).

Sonia Soltero (2004) in her book Dual Language: Learning and Teaching in Two
Languages, alludes to the fact that, despite many controversies regarding bilingual education
programs, DLI represents an educational approach that helps learners to recognize their
differences and feel that their identities are validated. Additionally, Soltero (2004) indicates the
recognition within DLI that learning a language goes beyond the simple ability to communicate.
Soltero (2004) is not alone in her support of dual language programs. These program models
have been identified by a significant body of research (e.g., Alanis, 2000; Carter & Chatfield,
1986; Christian, 1996; Collier, 1995; Collier & Thomas, 2004; Lindholm-Leary, 2001,
2004/2005; Thomas & Collier, 1997a; 1997b, 2002; Skutnabb-Kangas & Cummins, 1988) as the
best way to provide “minority students with equitable education, as well as developing
bilingualism in language majority students” (Mora et al., 2001, p. 4). Some researchers have
suggested that considering their “pluralistic philosophical underpinnings and structure, DLI
programs can have a powerful impact on immigrant communities and student learning”

(Varghese & Park, 2010, p. 74).
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DLI programs aid students in developing cultural and social sensitivity that fosters
collective growth while promoting inclusion and diversity in school settings (Howard, Sugarman
& Christian, 2003; Lindholm-Leary & Borsato, 2001; Palmer, 2009). Crawford and Krashen
(2007) note that, “promising results have been reported for dual language or two-way bilingual
programs, which have become increasingly popular in recent years” (p. 28, emphasis in original).
Howard, Sugarman & Christian (2003) provide an extensive review of research data related to
academic achievement and positive language and literacy outcomes of students in these settings,
as well as the cultural context and social impact of two-way programs. This report, together with
a review of research on academic achievement in English and math conducted by Lindholm-
Leary (2005), points to the consistently high levels of achievement among emergent bilinguals in
DLI classrooms (Cazabon, Nicoladis & Lambert, 1998; Collier & Thomas, 2004; Lindholm-
Leary, 2001; Thomas & Collier, 1997, 2002; Howard, Christian & Genesee, 2003; Serrano &
Howard, 2003; Perez, 2004; Stipek, Ryan & Alarcon, 2001). In the same way, significant
ethnographic research has revealed that the principles and practices of DLI programs can provide
consequential support for influencing educational practices and positively benefit the lives of
emergent bilinguals (Freeman, 1998; Gonzalez & Arnot-Hopffer, 2003).

As stated above, the research literature widely supports TWI or DLI programs as the
favored model of bilingual education. However, more recently, some researchers (Flores, 2016;
de Jong and Howard, 2009; Palmer, 2008; Valdez, Freire & Delavan, 2016, among others) have
voiced concerns related to issues of social class, linguistic power, and the struggle for space for a
minority language and culture in dual language settings, given U.S. history. These concerns align
with Brenda Juarez’s (2008) perceptions of the complexity found in dual language classrooms

and the historical marginalization of language minority students in U.S. public schools
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(Valencia, 1991; Davidson, 1996; Valenzuela, 1999; Valdes, 2001). Juarez (2008) contends that
much has been written regarding the benefits and promises of dual language (DL) education for
promoting equity in school settings (Lindholm-Leary, 2005; Collier & Thomas, 2004), but “less
examined is how [the] line of social division emerges and is maintained in DL education” (p.
232). In her 2008 study, Juarez found that in the focal dual language classroom, language
minority students’ cultures and native languages were not only commonly associated with social
and academic problems but were constantly identified as the cause of the problems.

Scholars such as Edelsky & Hudelson (1980), Fitts (2006), Potowski (2004), Valdes
(1997), Vasquez (2003) and Palmer (2009), among others, have also expressed their
apprehension towards the complexity of sociocultural, economic, and political factors that
intersect in DLI settings, and the degree to which those factors impact balanced language use and
opportunities for emergent bilinguals to learn majority and minority languages (Crenshaw, 1989;
Lee, 2014). These concerns coincide with Langenkamp’s (2005) assertions regarding “empirical
evidence concerning bilingualism in the US as a pedagogical asset [which] has been found to
depend upon students’ higher socioeconomic status” (p. 117; Zhou, 1997a). English as the
language of power in the U.S. has a very strong influence in the language practices of emergent
bilinguals and the power relationships that manifest in DLI settings (de Jong, 1996; de Jong &
Howard, 2009; Freeman, 1998; Torres-Guzman, 2002; Valdes, 1997).

In the same way, Howard, Sugarman & Christian (2003) state that the “high status of
NES [Native English Speakers] in general, especially when those students are from higher SES
[socio-economic status] backgrounds than language-minority students, is one potential reason for
the dominance of English in TWI programs” (p. 40). Langenkamp (2005) found in her study that

English was the preferred language in all school spaces. Further, when a choice between Spanish
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and English had to be made, Spanish became subordinated to the English language. Lindholm-
Leary (2001) and Potowski (2004) documented a similar tendency among emergent bilinguals
who chose English over Spanish regardless of their native language. Carrigo (2000) found that
native English speakers not only resisted speaking Spanish but also made derogatory comments
about that language. Moreover, in Soyong Lee’s (2014) study of a Korean/English TWI program
in California, the researcher found that the competing status of the minority and majority
languages in that setting framed the language choices of emergent bilinguals and led to under-use
of the minority language during interactions. This phenomenon has been recorded in other
contexts by Hadi-Tabassum (2006), Palmer (2008), Potowski (2004), Quintanar-Sarellana
(2004), Stipek, Ryan & Alarcon (2001), and Vasquez (2003), among others.

Differences in the prestige and necessity of learning English reflect wider societal
structures (Smith, Arnot-Hopffer, Carmichael, Murphy, Valle, Gonzalez & Poveda, 2002).
Valdes (1997) explains, “for minority children, the acquisition of English is expected. For
mainstream children, the acquisition of a non-English language is enthusiastically applauded” (p.
417). Hakuta (1986) also highlighted the paradox between scorn for bilingualism attained by
immigrants versus admiration for bilingualism attained by majority speakers in school.

Some scholars have found that intergroup dynamics and external pressures associated
with DLI classrooms lead minority-language emergent bilinguals to internalize negative societal
attitudes toward their native language, bilingualism, and toward their ethnic groups, a pressure
unknown to majority-language emergent bilinguals (Moll & Dworin, 1996; McCollum, 1999). In
addition, some of these programs often maintain a strict language separation, overlooking
important modern theorizations of multilingualism (May, 2014) such as translanguaging (Garcia

& Wei, 2013) and translingualism (Canagarajah, 2013), which point to the creative ways in



13

which language users move fluidly between different codes in meaning-making (Hawkins &
Cannon, 2017). As a result of language separation, students are restricted and hindered in using
their full semiotic and linguistic repertoires when learning and constructing meaning in these
settings (Hawkins & Cannon, 2017). With respect to this issue, Palmer & Martinez (2016)
explain that the ways in which emergent bilinguals use complex discursive practices in DLI
classrooms is still misunderstood, as many of the current approaches to teaching these students
continue to be informed by “monolingual perspectives on language that overemphasize linguistic
structure” (p. 383).

In addition, Meshulam & Apple (2014), Juarez (2008), and Palmer (2010) have
highlighted issues of race and power differences between socioeconomically and culturally
different groups of students, along with their families, in DLI programs. Carrigo (2000), Parchia
(2000), and Krause (1999) have documented the minimal success of African-American students
participating in DLI programs, alluding to issues of race and cultural (mis)understandings that
result in lack of support for these students in DLI settings. Nelson Flores (2016) has criticized
racial and linguistic ideologies in DLI classrooms, such as the assumption that the native English
speakers are to be White. Flores (2016) expresses that “the uncritical equating of native English
speaker with the dominant culture erases the anti-blackness experienced by Black native English
speakers both inside and outside of school.” Moreover, Flores (2016) strongly warns against
“fetishizing two-way immersion programs as the gold standard for bilingual education”
(emphasis in original), keeping in mind the hyper-segregation of American society. DLI
programs aim to maintain an equal balance of majority and minority language speakers, but in
hyper-segregated schools where minority children are the major or only racial group, Flores

(2016) asserts, “to insist on two-way immersion as the gold standard is to deny Black students in
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segregated schools the opportunity of bilingual education.” According to Flores (2016), it is
crucial to promote models for “high-quality bilingual education that are responsive to the many
different student demographics that exist across US schools.” One successful example of high-
quality bilingual education that was responsive to different students’ demographics was
documented by Bartlett & Garcia (2011) in their research at a high school in New York City.
Their work revealed how a dynamic bilingual pedagogical approach that took into account
students’ culture and environment helped emergent bilinguals to succeed academically. This
study highlights the significance of having high-quality bilingual options available to low-
income diverse communities so that they can have access to good programs just as wealthy
communities do.

In the same way, Palmer (2010) identifies as an equity matter the fact that in DLI
settings, half of the spots are reserved for language-majority emergent bilinguals, thus reducing
the access of language-minority students to these programs. The researcher concludes that in
most cases “the program will inevitably end up serving the needs of the dominant majority,
leaving Latino and other minority students out of the picture, except insofar as their interests
converge with those of the dominant majority” (Palmer, 2010, p. 110). Similarly, Valdez, Freire
& Delavan (2016) claim that the mainstreaming of DL education has become a type of
gentrification in the sense that “trends in DL have pushed out ESL and other non-privileged
students from multilingual education options” (p. 4, referring to emergent bilinguals from
language backgrounds other than those represented in DL programs). Furthermore, Cervantes-
Soon (2014) contends that in dual language settings “language might be perceived more as a
commodity than as a tool for significant cross-cultural understanding” (p. 71). There is thus a

risk that these programs may mislead concerned observers and obscure problematic issues by
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providing “the community with the illusion that the needs of displaced and subjugated ‘others’
have been addressed” (Grinberg and Saavedra, 2000, p. 433).

Esther de Jong (2002) found that the two-way bilingual program that was the focus of her
research was developed in “response to the social segregation of bilingual program students in
the school and to halt the trend of white middle class parents removing students from the school
district (‘white flight’)” (p. 3). A similar argument was made by Wiese (2004), who reports in
her study that part of the vision of the studied school in creating the bilingual program was to
bring back some of the “white families that years before had been doing the white flight to
private schools” (p. 75). Chaparro (2017), in her study of a two-way immersion program in an
urban public school in Philadelphia, also found how social dynamics, such as gentrification and
immigration, influenced the creation of a program that was part of a system reproducing
privilege in terms of class and race. These findings demonstrate the intersection between social
class, race, and language in DLI settings.

Amanda Lewis (2003) and Deborah K. Palmer (2009) have specifically examined the
interconnection between race and language in bi/multilingual settings, delving into the intricate
issue of how race shapes and influences people’s understandings and interactions. Their
explorations have addressed the ways in which social constructions such as race, language, and
social class affect the power dynamics in multicultural classrooms. Lewis’ (2003) sociological
perspective and chosen methodology in her book, Race in the schoolyard: Negotiating the color
line in classrooms and communities, provided pivotal insights for my research by demonstrating
critical ways to study how students learn about race and language in school contexts. In
particular, Lewis’ (2003) study provided an important foundation to explore how language and

race serve to establish distinct privileging and segregating patterns in public schools. The
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research I conducted sought to expand upon Lewis’ prior work by looking simultaneously at
race, ethnicity, social class position, and language in a DLI context.

Deborah Palmer’s (2009) study, Middle-Class English Speakers in a Two-Way
Immersion Bilingual Classroom: “Everybody should be listening to Jonathan Right Now...,”
explores the complex dynamics of social class and linguistic power contained in the choice of
language use and participation patterns of English-and Spanish-speaking students. Palmer (2009)
found that the race, social class, and language of the native English-speaking children influenced
the conversations and participation patterns in this DLI setting. My study builds on Palmer’s
(2009) work by delineating and examining the diverging linguistic dynamics in bilingual spaces.
It also extends Palmer’s work by adding the perspective of students and teachers to the
examination of the race, ethnicity, social class position, and language intersections in a bilingual
context. By investigating the perceptions of emergent bilinguals and their interactions within a
bilingual setting, my research aims to analyze both how students perceive their circumstances
and also how those perceptions play a role in their interactions as ethnic minorities and
majorities and as bilinguals in U.S. classrooms.

As this literature review shows, there is extensive research into DLI programs in the U.S.
illuminating the conflicting sociocultural dynamics surrounding language diversity and
bilingualism. However, there is a dearth of research that focuses on how emergent bilinguals
themselves perceive, take up, and negotiate social constructions such as race, ethnicity, social
class position, and language in these contexts. This indicates that this research area has been
under-studied and under-theorized. My research project aims to fill some of the gaps in the
literature and to shed light on the complex processes that these students engage in as they use

language to enact and negotiate their identities, interactions, claims, impositions, appropriations,
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and resistance (Gee, 2011) within tenuous social and linguistic intersections in American
bilingual settings. This will help to meet the significant need for a robust examination of power
dynamics in these contexts, as social and linguistic struggles may continue to reflect wider
societal trends. In this broader context, the “rich promises of DL education” (Lindholm-Leary,
2004/2005) must be considered not only in academic and linguistic terms, but also from
sociocultural perspectives, taking into consideration the wider social landscape in which these
programs operate.
Theoretical Framework

This qualitative inquiry engages sociological studies of social (re)production in schools
(Anyon, 1997; Noguera, 2003; Valenzuela, 1999), social constructionist studies of bilingual
education (Zentella, 1997; Palmer, 2009), and the emerging field of raciolinguistics (Alim &
Smitherman, 2012; Alim, Rickford & Ball, 2016; Flores & Rosa, 2015) to investigate how
emergent bilinguals perceived and enacted social constructions in a DLI program. Using the
notion of intersectionality (Crenshaw, 1989), which denotes the ways in which social
constructions such as race and gender interact on multiple levels to shape people’s experiences, |
investigated pivotal social connections within a DLI educational setting. Applying an
intersectional lens, this study focused on three goals: first, it sought to advance what Alim &
Smitherman (2012) call, “language race—to think about the linguistic dimensions of race” (p.
169), taking into consideration that, as Bucholtz (2011) argues, “language is often overlooked as
an analytic concern in research on race, yet it is nonetheless central to how race is culturally
understood” (p. 5).

Second, this study explored the role of social class position (Bourdieu, 1984) in DLI

spaces. Pierre Bourdieu (1984) contends that, “individuals of different social locations are
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socialized differently. This socialization provides children [...] with a sense of what is
comfortable or what is natural (he terms this habitus)” (Laureau, 2003, p. 275). Keeping in mind
that DLI programs are composed of children of different ethnic, racial, socioeconomic and
cultural backgrounds, in various combinations (Varghese & Park, 2010), the exploration of the
role of social class position and the habitus (Bourdieu, 1984) embodied by individuals who have
experienced different socialization processes helped to illuminate points of social and linguistic
inclusion and exclusion in the studied learning space (Blommaert, Collins, & Slembrouck, 2005).

Third, this research aimed to examine how social constructions such as race, ethnicity,
social class position, and language impact notions of bilingualism and the language practices of
emerging bilinguals in a DLI class. Considering that researchers such as Garcia & Kleifgen
(2010) have argued that the practice of strict language separation and language sheltering has
dominated bilingual settings, it was important to investigate how more current ideas such as
dynamic bilingualism and translanguaging (Garcia, 2009), among others, were taken up and
understood in DLI settings. This examination facilitated “new ways for understanding how
sedimented notions of languages and identities emerge at the nexus of multiple shifting
discourses that are in constant negotiation and conflict” (Aneja, 2016, p. 577).

This research employed the framework of raciolinguistics (Alim & Smitherman, 2012;
Alim, Rickford & Ball, 2016; Flores & Rosa, 2015) and sociological theories of social class
position (Bourdieu, 1984) to focus on two specific aspects of the intersection of language, social
class position, race and ethnicity. First, it looked at linguistic resources “as being employed by
speakers as they shape and engage in processes and projects of identification” (Alim, 2016, p. 2;
Gee, 2011). And second, it sought to understand how raciolinguistic ideologies (Flores & Rosa,

2015) produced “racialized speaking subjects who are constructed as linguistically deviant even
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when engaging in linguistic practices positioned as normative or innovative when produced by
privileged white subjects” (p. 150). To this end, it explored how the white gaze was connected to
both speakers and listeners as they engaged in linguistic practices. To the speakers, as they
engaged in highly-valued linguistic practices of “whiteness;” and to the listeners, as they
construed the linguistic performance of language-minoritized speakers as sub-standard or
unnatural, this was based not on an impartial characterization of their language, but rather on the
racial standing in society (Flores & Rosa, 2015, p. 151).

Relying on a constructivist paradigm, this research looked at students’ interactions in a
kindergarten DLI class to elucidate the ways in which emergent bilinguals perceived and
performed socially constructed ideologies of intersectionality within this learning context. By
examining the discourses and interactions of kindergarteners and their teachers, what language
did, what functions it served in the moment and what function discourse, as more broadly
constructed (not only language in use, but also language plus other “stuff”—Gee, 2011), fulfilled
in the studied setting, it was possible to investigate what utterances revealed about social
constructions and the notions that surrounded language use in the focal context. The complex
nature of these understandings furthers a discussion regarding the value attached to ideas beyond
the commonly-discussed issues of race, ethnicity, national origin, language proficiency, and even
what is perhaps regarded as nativeness or non-nativeness, to alternatively consider how is it that
participants’ “doing of language creates new spaces of possible identification (Harissi, Otsuji, &
Pennycook, 2012, p. 530; Aneja, 2016).

Identity
The notion of identity is central when exploring social constructions because it permeates

the actions of individuals and reflects their social and linguistic perceptions. In this study, the
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notion of identity is used as Gee (2011) conceptualizes it: the “different ways of being in the
world at different times and places for different purposes” (p. 3). Gee (2011) maintains that
“language allows us to be things” (p. 3) and to take on distinct socially-situated identities. This is
important because our ability to accomplish things rests on the identities that we are able to claim
and speak from. This idea of identity which centers not exclusively on what speakers want to
accomplish with their talk, but significantly on their social identifications in a specific context
and through engaging in different actions (Gee, 2011), aided me in my examination of the
complexity contained in the studied dual language space.

The identities individuals assume, reject, challenge or negotiate, as Hawkins (2004)
explains, are the result of a “complex integration of diverse sociocultural experiences, the
sociocultural experiences of others in the interaction, the structure and flow of language,
participation and negotiation in the interaction, and the larger cultural and institutional settings
within which the interactions take place” (p. 18). Through the enactment of a distinct identity (or
identities), speakers use language to make or build things in the world. In effect, all actions and
utterances are identity moves, or make identity claims (Gee, 2011). However, individuals cannot
claim an identity (consciously or unconsciously) just because it is their perception. People have
to be afforded that identity by others in the social space and must be recognized as the person
they think they are positioning themselves to be (Hawkins, 2004). And it is precisely in this
positioning and identity claiming where socially constructed notions come into play.
Sociocultural Frameworks & Children as Meaning Makers

Traditional child development literature has “conceptualized the socialization of children
as a process in which complete adults instruct and train incomplete children, who thus imitate

and mirror adults” (Mackay, 1974, as cited in Van Ausdale & Feagin, 2001, p. 20). From this
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conventional perspective, children are not capable of understanding abstract social concepts such
as class or race because their lives are not thought to be organized around such ideas (Holmes,
1995). Developmental perspectives, many of which have been highly influential in education
research, understand racial awareness as part of a linear process associated with cognitive
maturity (Piaget, 1952). Thus, components associated with racial attitudes, for example, were
deemed “too sophisticated to exist as such in children” (Aboud, 1988). These ideas, however,
have been refuted as recent theoretical developments in sociology, anthropology, and psychology
have considered sociocultural perspectives examining the role of culture in children’s
experiences, and the interaction of different activity systems in people’s lives (Vygotsky, 1980).

From a sociocultural perspective, child development and socialization are viewed as
interactive and multi-directional rather than as a passive linear process. Children do not merely
individually internalize the external adult culture. Rather they are social actors and active
meaning makers that contribute to their cultural communities through their negotiations and
interactions with other individuals (Burner & Haste, 2010). Even though children do learn a
significant amount of information from others, and take up existing systems of meaning, they
also engage in the creation of their own shared structures of meaning and explanations which
may or may not follow adult structures of the world (Graue & Walsh, 2000).

In this research, I consider children as active social actors and meaning makers. They
construct knowledge that they negotiate and produce with others. I argue that through
interactions and their participation in their bilingual worlds, these children (re) create
and/or reproduce practices and social meanings ingrained in particular cultural settings (Quast,
2017). As these children gather understandings from their bilingual social worlds, they co-

construct their reality in sophisticated, meaningful, and complex ways.
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Social Class Position
Drawing from sociological theories of social class position advanced by Pierre Bourdieu
(1996), this study examined one kindergarten DLI class to better understand the “different social
worlds that ma[de] up the social universe [in the setting], as well as the ‘mechanisms’ that
tend[ed] to ensure their reproduction or transformation” (p. 1). For Bourdieu, social class
involved the structural relationship between “the material (or “economic”) and the symbolic”
(Weininger, 2002, p. 122). In his book Distinction (1984), he writes:
Social class is not defined by a property (not even the most determinant one, such as the
volume and composition of capital) nor by a collection of properties (of sex, age, social
origin, ethnic origin — proportion of blacks and whites, for examples, or natives and
immigrants — income, education level, etc.), nor even by a chain of properties strung out
from a fundamental property (position in the relations of production) in a relation of
cause and effect, conditioner and conditioned; but by the structure of relations between
all the pertinent properties which gives its specific value to each of them and to the
effects they exert on practices. (p. 105)
Bourdieu (1991) considered that social class analysis had to involve a concurrent examination of
symbolic and economic relations and their structure in social collectivities. Based on this notion,
in this study, I investigated how emergent bilinguals negotiated material and symbolic goods
(e.g., economic resources, language use, personal dispositions, etc.) in this DLI setting through
their social and linguistic practices.
One of the main concepts from Bourdieu’s theories used in this study is Habitus. This
notion is defined by him as a socially constituted system of dispositions that orients “thoughts,

perceptions, expressions, and actions” (Bourdieu 1990a, p. 55). This idea points to actions that
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are generated from a “pre-reflexive basis—that is, without recourse to conscious reflection on
rules or estimations of results” (Weininger, 2002, p. 131). These actions are part of the way in
which individuals understand and make everyday decisions in the context they inhabit. The
concept of habitus, however, should not be merged or confused with that of “habit” (in the
common sense of the word); habit implies action that “would only be able to forego reflection to
the extent that it was routinized and repetitive. To the contrary, dispositions may generate
actions—or as Bourdieu prefers to say, practices—that are highly spontaneous and inventive”
(Weininger, 2002, p. 13). One of the examples provided by Bourdieu (1990b, 1990a) to illustrate
this distinction is that of a skilled musician, someone who is able to improvise within the context
of a particular harmonic structure without the need to mentally rehearse other variations before
playing them. Bourdieu contends that it is the set of experiences of a particular class condition—
which characterizes a distinct location in the social space—what imprints a distinct set of
dispositions on different individuals. The habitus, according to Bourdieu, is formed differently
according to the location of each subject in the social field. This concept was useful in my
examination of the students’ actions and ways to negotiate social goods and resources in the DLI
class because it helped me to examine how their different ways to interact in different situations
revealed dissimilar processes of socialization that brought about discernible social and linguistic
dynamics.

Another important concept from Bourdieu’s (1992) theories is his concept of field. He
describes field as a system of social relations (network) structured at different levels where
individuals, institutions, and different collectivities exist in constitutional relation to each other.
These relations regulate and recreate social activity in the many forms that it takes. Furthermore,

because they are part of a structure, the positions between their occupants can be outlined and the
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engendering premises supporting their relations can be determined (Grenfell & James, 1998).
Bourdieu & Wacquant (1992) contend that there is a twofold nature in social reality. It exists “in
things and in minds, in fields and in habitus, outside and inside social agents” (Bourdieu &
Wacquant, 1992, p. 127); and when there is an encounter between the habitus and the social
world of which this is the product, the result is a sense of “ease” and belonging (Khan, 2011). “It
is like a “fish in water’: it does not feel the weight of the water and it takes the world about itself
for granted” (Bourdieu & Wacquant, 1992, p. 127). Bourdieu’s ideas regarding habitus and field
guided my research as I focused on the structure of social relations in the focal setting at the
macro and micro levels.

Finally, Bourdieu’s concept of capital was also helpful when exploring the social
dynamics at play in the Bears class. Bourdieu (1984) regards as capital “the set of actually usable
resources and powers” (p. 114). These resources or accumulated “social energy” can take
different forms, thus, his idea of capital cannot be contained in a single general notion (Bourdieu,
1986). For Bourdieu (1986), “the structure of the distribution of the different types and subtypes
of capital at a given moment in time represents the immanent structure of the social world” (p.
241). The intrinsic structure of the social world of the Bears class is what I set out to investigate
as [ analyzed the arrangement and distribution of resources and power in this context. A full
exploration of Bourdieu’s (1986) notion of capital in his analysis of capitalist societies is beyond
the scope of this study. However, his conceptualizations concerning different types of capital
(i.e., symbolic, cultural, social) were useful as I conducted my analysis.

Classroom Ecology
By engaging in a deep analysis of the social context, interactions, and language practices

of kindergarten emergent bilinguals and their teachers, this research aimed to reveal significant
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insights into the intricate realities and ecologies of DLI spaces. In this regard, Hawkins’ (2004)
remarks on the metaphor embedded in the concept of classroom ecology are worth quoting at
length here:
Classrooms are complex ecosystems, where all of the participants, the practices, the
beliefs, the forms of language, the forms of literacies, the social, historical and
institutional context(s), the identity and positioning work, the politics and power
relations, the mediational tools and resources, the activity and task designs, and the
influences of the multiple local and global communities within which they are situated
come together in fluid, dynamic, and ever-changing constellations of interactions, each
one impacting the other. This is not a static process, but one that shifts with each new
move/interaction, and as new organisms enter the environment, as ecological systems do.
It is a fragile balance, and in order for it to “work”—to have the inhabitant life forms
survive and prosper—we need to understand not only the individual components, but also
the ways in which the patterns and the ebb and flow of contacts and engagements result
from and contribute to the whole. (p. 21)
I used this ecological analogy, which views classrooms with respect for the full multiplicity and
synergistic roles of their multifarious components, as an aid in my detailed analysis of the many
aspects that compose the learning contexts and experiences of the focal emergent bilinguals.
Raciolinguistics
This study uses the concept of raciolinguistics as Alim, Rickford, and Ball (2016) employ
it—an “umbrella term to refer to an emerging field dedicated to bringing to bear the diverse
methods of linguistic analysis [...] to ask and answer critical questions about the relations

between language, race, and power across diverse ethnoracial contexts and societies” (Alim,
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2016, p. 27). From a raciolinguistic perspective, I critically examined language as it was utilized
within the school space, not only to increase the marginalization of racialized and minoritized
groups, but also for two other purposes: to compensate for oppressive language practices that
unfairly demote minority languages and to aid in deconstructing stereotypes, as well as
discriminatory discourses, about the speakers of those languages (Alim, 2016). By theorizing
language and race together using a raciolinguistic lens, I was able to pay “particular attention to
how both social processes mediate and mutually constitute each other” (Alim, 2016, p. 3). From
this perspective, this study looked at how participants constructed and negotiated different
understandings through social processes and interactions, based on the view that the person is
socially constructed, and this construction process is rooted in language and interaction (Burr,
1995).
Monoglossic vs. Heteroglossic Language Ideologies

Monoglossic language ideologies take the monolingual learner as the norm when it
comes to language learning. When talking about bilingual learning, this morphs into a view of
the bilingual learner as a ‘double monolingual’ — learning two languages separately at the same
time in equal measure (Garcia, 2009; Heller, 2006). This perspective was prevalent in much of
the early research conducted in bilingual settings (Grosjean, 1989). Hence the instructional
practices that were applied to bilingual situations failed to consider the possibility of significant
differences between bilingual and monolingual situations (Dworin, 2003; Moll & Dworin, 1996;
Valdes, 1992, 1997; Zentella, 1997).

As research on bilingual learning has advanced, this idea of the double monolingual has
been increasingly criticized. Rigid monoglossic language ideologies fail to account for the

actual language practices of bilingual speakers — the ways in which their languages
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interact with each other all the time in fluid and dynamic ways. Thus, scholars are now
moving towards viewing languages and language practices as “a fluid, complex, and
dynamic process” (Flores & Schissel, 2014, p. 459) and, relatedly, a view of bilingualism as
dynamic.

Understanding language learning in this more dynamic way is underpinned by a
heteroglossic understanding of language learning. Garcia (2009), for example, identifies
the “dynamic meaning-making discursive processes of bilingual populations as
translanguaging, and she uses this concept to argue for a move [...] toward a dynamic
approach to bilingualism” (Flores & Schissel, 2014, p. 460). From this perspective, rather than
expecting bilingual speakers to perform and learn like monolinguals, bilingualism is understood
as fluid language practices employed by speakers who make use of their entire linguistic
repertoire, depending on the context, time, focus, task and/or who they are interacting
with (and for what purpose). Examining the language practices and perceptions of children and
teachers in the focal setting helped me to uncover the language ideologies guiding their
understandings of bilingualism.
Translanguaging

Garcia (2009) uses the notion of translanguaging, a term borrowed from Cen Williams
(Lewis, Jones & Baker, 2012) and popularized by Baker (2001) in the UK, to denote the
“multiple discursive practices in which bilinguals engage in order to make sense of their
bilingual worlds” (Garcia, 2009, p. 45). Multiple researchers around the world are now using this
term to examine language practices in bilingual classrooms (Creese & Blackledge,

2010; Garcia, Makar, Starcevic & Terry, 2011; Li, 2009). The idea of translanguaging



28

challenges monolingual assumptions of language learning and uses students’ emerging
bilingualism as resource, rather than perceiving it as a hindrance to the language acquisition
process (Garcia, 2011). This notion focuses on the language practices of bilingual people who
use both languages (and other communicative resources) in communication to make meaning of
the complexity of their bilingual worlds.

Translanguaging has replaced a previous understanding of how bilinguals move between
languages, which was termed as ‘code-switching.” Translanguaging is different from code-
switching because it doesn’t imply that bilinguals simply go from one language code to another —
moving across language boundaries. As Garcia (2011) explains:

The notion of code- switching assumes that the two languages of bilinguals are [still]
two separate monolingual codes that could be used without reference to each other.
Instead, translanguaging posits that bilinguals have one linguistic repertoire from which
they select features strategically to communicate effectively. (p. 1)

Bilingual speakers thus adapt their language practices to fit specific communicative situations.
This adaptation within an overall linguistic repertoire, that includes simultaneously all the
languages and features of language that they know, is one of the aspects I was interested in
examining in detail in the studied context.

Finally, it is important to mention that while schools are popularly imagined as the great
equalizers, sociological research in education has soundly demonstrated that schools reproduce
structural inequalities in the U.S. (Anyon, 1997; Eitle & Eitle, 2004; Kozol, 1991; Noguera,
2003; Valenzuela, 1999). Moreover, the abundance and diversity of discourses regarding
dissimilar student populations in U.S. classrooms and the implications of these discourses for

teaching and learning render it crucial to consider how students locate themselves at the
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intersections of multiple socially constructed boundaries (Lee & Anderson, 2009), and how these
boundaries manifest themselves through language practices.

Figure 1(below), summarizes how I draw from multiple theoretical perspectives to
investigate the complex reality of children and their teachers interacting and negotiating their

relations through languaging in a DLI setting.
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CHAPTER 3: RESEARCH METHODS & SETTING

I read once somewhere, “it’s all in the perception, it’s all in the story,” and as an
emerging ethnographer these words have come to mean a lot to me. In October of 2017, I visited
the children in the Bears class for the first time and met the students I was going to follow for the
next eight months for my dissertation research. I wanted to examine how kindergarten emergent
bilinguals in a DLI class perceived, responded to, and negotiated socially-constructed notions
such as race, ethnicity, social class position, and bilingualism. When I met the 17° participants I
describe in this study, however, I knew I was in for an interesting story. This Kindergarten DLI
class at Oakville Elementary School (OES) was a unique socio-cultural and educational
microcosm in which the children’s perceptions, responses, and negotiation strategies were going
to take my mind through that sort of window that looks inside another window and into an even
smaller window. Indeed, the candid voices of these young learners all of a sudden transformed
my questions into breathing relationships.

In this chapter, I describe the research approach I used to understand these children’s
experiences. I demonstrate my epistemological stance as a researcher: that there is no ultimate
detached truth to be found, but that our knowledge of reality is co-constructed among different
actors. This research philosophy necessitated that I rely on an interpretive research paradigm
seeking to understand the world inhabited by the participants, aiming to look for explanations
from their perspectives instead of attempting to forge explanations from an external observer’s
perspective. I begin by providing the background of the study, including the role of policy in the

creation of the DLI program. Then, I offer a description of the research setting in which this

5 Another student joined the class later in November, so I ended with 18 participants.
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study took place. Next, I describe in detail my research approach, methods of data collection, and
the process of data analysis. I end the chapter with a focus on my researcher positionality.
Background of the Study

In the past two decades, Latin@s have increasingly migrated to geographical areas
throughout the U.S. that have not historically had a visible Latin@ presence (Cervantes-Soon,
2014; Ennis, Rios-Vargas & Albert, 2011). This “New Latino Diaspora” (Worthman, Murillo Jr.,
Hamann, 2002) has created different socioeconomic, academic, and cultural dynamics in
established—and mostly homogeneous—communities. The literature shows that much of this
population growth has occurred in predominantly White areas, which have not traditionally been
gateway communities for immigrants (Worthman, Murillo Jr., Hamann, 2002). Thus, public
schools have had to respond to an increased number of diverse and non-English speaking
learners. These demographic changes frame the broader social and educational context of this
research study.

My research site was a DLI program at Oakville Elementary School (OES). OES is
located in the relatively small®, economically affluent Wisconsin city of Springville’.
Springville’s economy employs 10,5578 people. Most jobs are found within the healthcare,
educational, professional, scientific and technology services. Households in Springville own an
average of two cars and have a median annual income of $65,283, which is more than the

median annual income in the U.S. ($61,372°). The population in Springyville is 81.4% White,

& Population 18,478

7 This and all names of places and people used in this study are pseudonyms to protect the confidentiality of the
participants.

8All data presented has been taken from: https://datausa.io/ unless otherwise stated. Every time I have included the
reported statistics, I use their chosen terms.

% https://www.census.gov/newsroom/press-releases/2018/income-poverty.html
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6.3% Hispanic'?, 5.68% Black, 4.51% Asian, and 1.87% two or more races; and 11.2% of its
residents speak a language other than English. The number of people living below the poverty
line in Springville has risen—from 5.1% to 8.06%—in the last eight years; this percentage is
lower than the national average of 14.7%, but still crucial for this non-gateway community for
immigrants.

In the past ten years, Springville School District (SSD), which served approximately
7000 students in the 2016-2017academic year, has seen its student of color population more than
double from 13.5%!! of the total student body to 27.9%, with the Hispanic enrollment increasing
from 4.4% to over 8% during that same time period. Table 1 below shows some of the

demographic changes in the student population in SSD over the decade before I conducted my

study.
Table 1.
Springyville School District Enrollment by Race (2006-2016)
White | Hispanic | Asian | Black [ Two or American Pacific Total
More Indian Islander | Percentage of
Races students of
color
2016- [722% | 8.5% [ 9.2% | 4.5% 5.2% 0.4% 0.1% 27.9%
2017
2015- [74.1% | 8.4% | 7.9% | 4.5% 4.7% 0.3% 0.1% 25.9%
2016
2014- [758% | 82% | 7.4% | 4.0% 4.2% 0.3% 0.1% 24.2%
2015
2013- [762% | 83% | 6.9% | 4.2% 4.1% 0.3% 0.1% 23.9%
2014

1%Demographic websites and the Department of Public Instruction (DPI) in the state use the term Hispanic to denote
individuals of Latin American ancestry who have a connection to the Spanish language or speak Spanish at home. I
have chosen to use the term Latin@ in my study to focus on the Latin American heritage of the participants rather
than named languages (Pennycook, 2010). However, every time I have included statistics from demographic
websites or the DPI, I use their chosen terms.

! Data collected from the Wisconsin Information System for Education and the District website.
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2012- [77.6% | 8.0% | 6.3% | 4.5% 3.3% 0.3% 0% 22.4%
2013
2011- [78.5% | 7.3% | 6.0% | 5.3% 2.5% 0.2% 0.1% 21.4%
2012
2010- [802% | 6.4% | 5.6% | 5.5% 2.0% 0.2% 0% 19.9%
2011
2009- |[83.1% | 5.4% | 5.6% | 5.5% N/A 0.3% N/A 16.8%
2010
2008- |[842% | 5.0% | 5.0% | 5.6% N/A 0.3% N/A 15.9%
2009
2007- [ 85.5% | 4.5% | 4.6% | 5.2% N/A 0.3% N/A 14.6%
2008
2006- |[86.4% | 4.4% | 4.0% | 4.9% N/A 0.2% N/A 13.5%
2007

Wisconsin Department of Public Instruction, 2017

SSD is generally considered to be one of the best in this Midwestern state, with modern facilities,
high state school report cards, and a generally well-to-do and supportive community. However,
in this district, 18% of the students qualify for free and reduced lunch, and 5% of the students are
considered English Language Learners (ELLs). SSD represents a microcosm of the changes that
are happening in Springville at large. As previously-mentioned, Springville has not traditionally
been a gateway community for immigrants. Nevertheless, like other communities within the
state, it has experienced a significant immigration influx over the last ten years. My study
considers the situated issues non-gateway cities face when dealing with demographic shifts, the
role DLI programs play in how the cities deal with these changes, as well as the concerns and
empirical evidence put forward by multiple scholars (Cervantes-Soon, (2014); Flores, (2016);
Palmer, (2010); Valdes, (1997); Valdez, Freire & Delavan, (2016) among others) regarding the
complexity of sociocultural, economic, linguistic and political factors that intersect in DLI

settings.
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The Role of Policy in the DLI Program at SSD

Policies at the federal level, such as the Every Student Succeeds Act (ESSA), signed into
law in December of 2015, and at the state level, like Wisconsin’s Bilingual-Bicultural Education
statute (Subchapter VII of Chapter 115), played a momentous role in the creation of the DLI
program at SSD. The implementation of the new federal ESSA policy, replacing the 2001 No
Child Left Behind (NCLB) legislature, provided more flexibility to states in terms of
classification and assessment of English learners. This new policy allowed school districts such
as SSD to consider options like DLI programs to address the needs of their linguistically diverse
students, while still including other school populations.

At the state level, Wisconsin’s bilingual statute specifies “trigger” numbers, requiring
school districts to provide bilingual services in schools that serve at least twenty students who
speak the same non-English language in grades 4-12. This number decreases to at least ten
students in grades K-3 (115.97.2-4). Schools like OES in SSD were out of compliance with this
statute since it met the “trigger” number for bilingual services but did not have the adequate
resources or programs to abide by this requirement. SSD administration opted for the
implementation of a DLI program at OES, seeking to comply with the state policy (DLI program
teacher, personal communication, September 27, 2017).

Against this backdrop, SSD opened its first DLI program in Oakville Elementary School
(OES) in the Fall of 2017. Taking into consideration that one of the 2016-2019 school district
goals is to “ensure an inclusive, innovative, inspiring, culturally and linguistically responsive and
supportive learning environment for all students” (Springville School District website, 2017),

embracing dual language immersion appeared to be one of the steps the district was taking to
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create learning environments that support linguistically diverse students and provide quality
instruction.
Research Setting

Using purposeful sampling (Creswell, 2012), I selected Springville School District
(SSD), an affluent, predominantly White, suburban, Midwestern school district that, as
mentioned above, opened its first DLI program at Oakville Elementary School in the Fall of
2017. This district was particularly interesting because it had a reputation for high student
achievement; even so, opportunity gaps existed between racial majority and minority students
(SSD employee, personal communication, May 2017). Moreover, the demographic shift that has
been changing the landscape of the U.S. since the 1990s (Cervantes-Soon, 2014; Ennis, Rios-
Vargas & Albert, 2011) had occurred incrementally in SSD, urging the school community to
actively consider issues of equity and diversity among the student population. In this district,
26% of the student population is students of color (8% Latino, 8% Asian, 5% Black, 5% two or
more races, 0.3% American Indian). Eighteen percent of the students qualify for free and
reduced lunch, and 5% of the students are considered English Language Learners (ELLs).

The elementary school where the DLI program debuted, OES, had the largest Latin@
population in the district—22%. In the year in which I conducted my research, the program
opened at Kindergarten level only. The program model was a 50/50, two-teacher model where
students received 50 percent of their academic instruction in Spanish and 50 percent of their
academic instruction in English. One teacher taught in Spanish and the other in English. Students
switched teachers partway through the school day (SSD website, 2017). The participants were 18
kindergarten emergent bilinguals (the Bears class) and their English and Spanish teachers in the

DLI program.
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I became interested in conducting research in this setting because, as mentioned above, it
was the first DLI program to open in this district. Furthermore, this was going to be the first
formal academic experience of these students in a school setting, thus providing the opportunity
to explore the beginning of the identification process, and how social constructions manifested
and intersected in different ways in this space. In addition, even though several studies have been
conducted in Kindergarten DLI classrooms (Leoni-Bacchus, 2002; Hausman-Kelly, 2001; Gort
& Sembiante, 2015; Pontier & Gort, 2016), they have not directed their attention to how
emergent bilinguals understand and navigate the intersectionality of race, social class position,
and language in these settings.

The studied DLI program had a committed and highly qualified staff (Fitts, 2006;
Escamilla, Baca, Hoover, Almanza de Schonewise, Chavez, Fitts, 2005) that was assembled
while keeping in mind pedagogical, sociolinguistic, academic, and cultural considerations (DLI
teacher, personal communication, September 27, 2017). Thus, this program provided fertile
ground for focusing my examination on sociocultural and linguistic issues, rather than academic
or programmatic considerations. Lastly, over the previous two years, [ had developed a good
rapport with administrative personnel and teachers who granted me entrance to the site. My
familiarity with the culture of the school and staff was beneficial to continue establishing
relationships of trust in this location (Shenton, 2004).

The Micro-Context of the Setting: Organizational & Sociopolitical Elements of the DLI
Program

From its inception, the DLI program at OES faced challenges. Spurred by the “rich

promise” of dual language education (Lindholm-Leary, 2005), and the rising statistics in the

number of Latin@ children attending district schools, SSD decided to open its first DLI program
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(English/Spanish) in the Fall of 2017. The program aimed to “ensure an inclusive, innovative,
inspiring, culturally and linguistically responsive and supportive learning environment for all
students” (SSD website, 2017). It made sense to open a DLI program at OES, the elementary
school with the largest Latin@ population in SSD.

Surrounded by the aftermath of one of the most controversial and conflicting U.S.
presidential elections of modern times (2016) in terms of racial and ethnic relationships, the SSD
district administration was committed to designing and implementing a high quality DLI
program (DLI program teacher, personal communication, September 27, 2017). However, what
the district administrators did not take into consideration was how the sociopolitical climate of
the country at large was going to impact the Latin@ and White families in the district. For
example, for a program that they thought was going to be highly sought out by Latin@ & White
families alike, the DLI program did not get as many students as expected. According to one of
the teachers involved in the process, the reason may have been connected to the wider socio-
political climate of the nation and its ramifications in the state and the city of Springville (DLI
program teacher, personal communication, September 27, 2017).

Many of the Latin@ families in the city, one of the teachers mentioned, felt unsafe and
decided to move out of the state while some others decided to return to Mexico. She expressed,
“I was talking to one of the restaurant owners nearby and he was also saying that he has lost
many of his workers because they have left. Many of our families have moved because they are
afraid.” (personal communication, September 27, 2017). This unexpected demographic turn in
the community left the DLI program at OES with few Latin@ families willing to enroll their
kindergarten children in the program. Some of them considered, according to some conversations

the teachers had had with several families, that it would make them a clear target for immigration
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issues, and it would place them and their children in a vulnerable position (DLI program teacher,
personal communication, October 12, 2017). Thus, lack of kindergarten Latin@ children to
enroll in the program was the first hurdle the DLI program at OES encountered, although it was
not the only one. Surprisingly, White parents at OES didn’t come in large numbers to join the
program either. One teacher mentioned that they were expecting to have White parents “lining
up” outside of the school wanting to have their children in the DLI program, but this didn’t
happen (personal communication, October 12, 2017).

The administration’s expectations regarding the presumed popularity of the DLI program
among White parents was reasonable, especially if we consider scholarship that points to White,
middle-class parents choosing to enroll their children in DLI programs as a way to gain access to
linguistic and cultural capital for their children (see for example Cloud, Genesee & Hamayan,
2000; Doherty, 2009; Silver, 2011, among others). According to the Spanish teacher, the lack of
interest among the White families in the program may have also been connected to the larger
sociopolitical climate of the country and the controversial rhetoric that still reverberated in many
counties of this Midwestern state. In addition, the teacher also mentioned that she personally
thought that White parents at OES were mostly afraid that their children were not going to be the
best in their classes (personal communication, October 16, 2017). In other words, she concluded
that in a community where parents made sure to provide the best head start for their children,
focused on boosting their children’s confidence, and signing them up for extra-curricular
activities to further their future educational aspirations, the DLI program at OES represented an
experiment that many of them didn’t seem to be willing to participate in. Being faced with this
situation, the administration at SSD started recruiting children from within the district, but

outside of the OES area. The result was a DLI program that deviated in more ways than one from
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the ideal DLI program teachers and administrators had envisioned
Oakyville Elementary School (OES)

OES has the largest Latin@ population among the elementary schools in the district—
22%. Its total student population in 2017 was 350 students in grades PK-4, and its minority
enrollment (including Latin@) was 43%, which is more than the state average of 29%. At OES,
36% of the students were eligible for free lunch, a rate that was significantly higher than the
average for SSD (26.7%). In the 2016-2017 school year, the majority, 197 students, or 56.9% of
the student population at OES identified as White, making up the largest segment of the student
body. Hispanic students made up 21.2% of the student body. A typical school in Springville is
made up of 79.3% White students, so OES has a slightly different ethnic distribution compared
to other schools in the city. In the 2005-2006 school year, 228 students, or 61.1%, identified as
White, and only 71 students, or 19%, identified as Hispanic. In addition, 15% of all students at
OES are currently considered to have limited English proficiency. This number is much
higher than the median across all reported elementary schools in this Midwestern state (5%).

Finally, in terms of economic disadvantage, OES has also seen an incremental rise in its
numbers. In the 2005-2006 school year, 36.7% of the students were classified as economically
disadvantaged, while in the 2016-2017 academic year this number climbed to 40.5%. This last
number looks alarming when compared to the national poverty rate for children that year, which
was 19%!2. In the present research, these demographic and socioeconomic trends are markedly
significant because they point to the combination of social factors that converge in DLI
programs, and to the broader contextual factors associated with the focal setting. As Weis & Fine

(2012) explain, “social theory and analyses cannot afford to separate the lives or safe spaces or

12 https://nces.ed.gov/programs/coe/indicator_cce.asp
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even conditions tagged as social problems from global and local structures” (p. 175); and this
relation seemed to be particularly important as I analyzed social constructions in the DLI
program at OES.
The Bears Class

Despite the less than ideal circumstances!® surrounding the opening on the DLI program
at OES, the district administration went ahead with plans to start the program. They had invested
a lot of effort, money, and resources to open it, and it was too late for them to deviate from the
plan (DLI program teacher, personal communication, October 12, 2017). Thus, the DLI program
was launched with 34 children (divided into two classes of 17 children, the Bears and the Lions)
and two teachers (Ms. Gabby, the Spanish teacher, and Ms. Rosie, the English teacher
substituting for Ms. Nancy, the head English teacher). From the two classes that comprised the
DLI program, I chose to study the Bears class. One of the main reasons I chose this class instead
of the Lions was because I received 100% consent from the parents and teachers and assent from
the children to conduct my investigation. The second reason was because the racial, ethnic,
social, and linguistic makeup of the class was very diverse. Thus, it was an ideal setting to
explore children’s perceptions and negotiation strategies in regard to social constructions.

Each one of the children in this group added a new layer of complexity to their shared
environment. These students, who spent most of their school days moving between the English
and Spanish classrooms, represented a wide spectrum of racial and ethnic backgrounds including

African, African-American, Latin@, mixed race, and White. Their social class'* was also varied.

13 Besides lacking the number of dominant Spanish-speakers for the program, they also had to find a replacement for
the head English teacher who was on maternity leave.

“Following Bourdieu’s (1984) rationale, social class was determined taking into account the structure of relations
(symbolic and economic) in the lives of the participants. Additionally, I took into consideration the definition of
social class that other scholar have used in the past: “one’s position in the economic hierarchy in society that arises
from a combination of annual income, educational attainment, and occupation prestige (Kraus, Park & Tan, 2017, p.
423; Adler, Boyce, Chesney, Cohen, Folkman, Khan, Syme, 1994; Oakes & Rossi, 2003).Thus, social class in this



41

According to their teachers and the home information they had access to, most children were
from a working class and middle-class background and several of them were from an upper-
middle class background. This was also a surprising fact for the teachers because they expected
to have more students from an upper-middle class background considering that SSD is a
relatively wealthy school district.

Speaking about the linguistic backgrounds of the Bears, out of the 17 students that
comprised the class initially (in late November another student joined the class), the Spanish
teacher declared: “maybe four or five could be considered dominant Spanish speakers, if I am
being generous” (personal communication, October 12, 2017). What she meant by this was that
not all of the children who were identified as dominant Spanish speakers used that language as
their main vehicle of communication outside of school. All of them were emergent bilinguals,
and in some cases, English was their preferred language. Table 2 below shows in detail the

racial, ethnic, social class, and linguistic background of the children in the Bears class.

Table 2.
Racial, Ethnic, Social, and Linguistic Background of the Bears Class
Name Racial/Ethnic Social Class Language (s) spoken Dominant
Background Background at home Language'’
Gwen Black (African) Middle Class German, English English
Isabel Latina Working class Spanish Spanish

study was established by considering the zip code of the students’ homes, the type of homes they lived in, and
occupation of the parents. The children from a working-class background lived in small apartment complexes in
some of the low-income areas of Springyville; their parents worked in the service industry (e.g. hairdresser, cook,
custodial work, etc.) and in some cases were receiving some form of financial assistance from the government. The
children from a middle-class background lived in houses located in areas that were generally considered affordable
in Springville. The parents of these children were in professions like school teaching and mid-level administrative
positions. The children from an upper middle-class background lived in bigger houses, in some of the most
expensive areas of Springville. The parents of these children worked in white collar jobs performing managerial and
high-level administrative work.

!5 In this study the children’s “dominant” language was determined using a combination of three identifying factors:
1. Asking the teachers what they considered was the “dominant” language of the student (the one the child used the
most when communicating) and how the student had been classified in the program (English language model or
Spanish language model). 2. Asking the students during the interviews about the language they preferred to use
when communicating. 3. Observing the language practices of each student in the school context.
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Mario Latino Middle Class Spanish & English Spanish
English-understands and
speaks some Spanish
Nelly Latina Working class English & Spanish
Iker Latino Working class Spanish Spanish
Alberto Latino Middle class English & Spanish English
English- understands
and speaks some
Suri Latina Middle class Spanish & English Spanish
Cindy Mixed race Middle class English & Spanish English
(Latino & White)
Lina Mixed Race Working class English English
(Latino & African-
American)
Joseph Mixed Race Working class English English
(Latino & White)
Lydia Mixed Race Working class English English
(Latino & White)
Kevin White Upper-middle class English English
Tyler White Middle class English English
Kasey White Middle class English English
Ellie White Middle class English English
Jacob White Upper-middle class English English
Emma White Middle class English English
Jabbar Black (African- Working class English English
(joined the American)
class in
November)

The diverse sociolinguistic, ethnic, and racial context of the Bears class was further

compounded by the presence of very different teachers and support staff. The Spanish teacher,

Ms. Gabby, was a self-identified Latina, bilingual, from Puerto Rico. The substitute English

teacher, Ms. Rosie, was a reading specialist, monolingual, White teacher, from the Midwest. Ms.

Nancy'®, the classroom head English teacher, was a White, bilingual teacher, from the Midwest.

The support staff was comprised of two contrasting groups of people assigned to each classroom

16 She returned to school in late November.




43

(English & Spanish). In the English classroom, all the staff were monolingual, Midwestern,
white women, while in the Spanish classroom the support staff were bilingual, Latin@, brown
women. The apparent differences between these groups of people seemed to reveal a clear racial,
ethnic, and linguistic line of division in this program (Juarez, 2008).

The particular conditions and elements associated with the DLI program at OES, and the
Bears class by default, illustrate the diverging realities interacting in contemporary school
settings. The DLI program this class was part of differed significantly from the ideal DLI
program models discussed in bilingual education literature (e.g., Lindholm-Leary, 2005; Cloud
et. al.). From the language arrangements to the curriculum employed, it all seemed to scream at
times, as the Spanish teacher said, “we re flying the plane as we re building it” (personal
communication, January 23, 2018). But such is the precarious existence of a significant number
of our present-day, public-school communities serving culturally diverse students and emergent
bilinguals (Cervantes-Soon, Dorner, Palmer, Heiman, Schwerdtfeger, Choi, 2017). Opening a
DLI program is never an easy endeavor. It was precisely this complex reality I sought to better
understand as I spent one academic year delving into the multilayered realities that converged
under very particular conditions within the Bears class.

Research Approach

Various methodological approaches have been used to study dual language spaces of
learning and their impact on emergent bilingual children. However, after an extensive review of
the literature, analyzing my overarching research questions, and examining distinct possible
methodological approaches (and associated tools), I found that an ethnographic case study was
the best approach for examining the phenomenon under investigation. A case study methodology

is typically used to achieve a thorough understanding of a specific situation and its meaning for
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the subjects involved (Merriam, 1998). As Erickson (1984) explains, “what makes a study
ethnographic is that it not only treats a social unit of any size as a whole but that the ethnography
portrays events, at least in part, from the points of view of the actors involved in the events” (p.
52). In addition, because I was interested in answering “how” and “why” questions (Yin, 1994),
this methodology helped me to focus on “the process rather than outcomes, in context rather than
a specific variable, in discovery rather than confirmation” (Merriam, 1998, p. 19). Moreover, I
was able to “get as close to the subject of interest” as I possibly could (Bromley, 1986, p. 23),
delve into the intricacies of the phenomenon under study, and discern what people were, as
opposed to what they were not, and how the individuals I studied made “sense of things”
(Kirkland, 2014, p. 184).

Finally, an ethnographic case study approach enabled me to study the uniqueness of this
kindergarten class drawing on multiple sources of information (participant observations, semi-
structured interviews, video-recorded lessons) to uncover knowledge that would have been
difficult to have access to otherwise (Creswell, 2007; Merriam, 1998). Since case studies are
characterized by their acute descriptions and examinations of a “single unit or bounded system”
(Smith, 1978), and ethnography produces detailed, rich descriptions and analyses that aim to
unpack the particular, not to assess the general, I believe the combination of my research
approach and ethnographic tools yielded the type of data that I needed to answer my research
questions.

In this year-long ethnographic case study, the single unit of analysis was the DLI
kindergarten class and the social unit it represented (Merriam, 1998). This inquiry examined the
participants’ interactions in depth to thoroughly understand the context, gain an emic perspective

through fostering relationships of trust, and describe activities in detail in order to advance the
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understanding of socially constructed notions of diversity and their effects in bilingual contexts
(Merriam, 1998). As mentioned above, I chose to conduct a single case study because it afforded
the individualized attention to interactions that is essential for gathering the detailed and varied
data needed for my analysis. Regarding this Palmer (2009) explains, “there is much to be learned
from a single case in terms of intricacies of interaction” (p. 184). The questions guiding this
ethnographic case study are:

1. How do kindergarten emergent bilinguals in a dual language immersion class perceive
and respond to socially-constructed notions such as race, ethnicity, social class position,
and bilingualism?

2. How do kindergarten emergent bilinguals in a dual language immersion class enact and
negotiate the intersections of race, ethnicity, social class position, and language?

Data Sources

Taking into consideration that the use of ethnographic methods involves a “deliberate
inquiry process guided by a point of view, rather than a reporting process guided by a standard
technique or set of techniques” (Erickson, 1984, p. 51), I selected several ethnographic research
tools which I considered would adequately guide my case study exploration to gather appropriate
data for my research. My data sources consisted of participant observations, semi-structured
interviews, and video-recorded classroom interactions.
Participant Observations

Some of the strengths of this tool resided in the affordances that it provided to get closer
to a situation (a fish in water), while also allowing me to, importantly, “stand away from it (a
curious observer peering into the fish bowl).” (Kirkland, 2014, p. 187). As a participant observer,

I was able to participate in the day to day activities in the research setting, which helped me to
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develop rapport with participants and to gain an emic perspective. I interacted with the students
during regular lessons and assisted them in the classroom during structured (individual and group
work, class projects, etc.) and unstructured (snack and lunch time, free choice activities, etc.)
time. I recall one incident in particular, which confirmed to me the significance of this tool for
my research purposes. One morning, as I arrived in the classroom and started to join children in
their free play time, one of the children from the table I had joined raised her voice and pointing
at me she asked the teacher: “Ms. Gabby, is she a child?” (field notes, 03/13/2018). Having spent
several months in the classroom, I realized that, as a participant observer, I had developed such a
good rapport with the children that they were trying to confirm if I was one of them. Spending
ample time with these children aided in the goal of gaining an emic perspective and
understanding the phenomenon from the participants’ point of view.

In addition, this tool allowed me to represent a close and socio-culturally adept outlook. I
was able to conduct my research not as an external observer, but as an individual who could
examine the context carefully because I was participating in it. Within this context, I was able to
get close to the action in order to describe and record thick and textured accounts that could
reflect the richness of the observed experiences. As a participant observer, I spent over 230 hours
in the field, over a period of 8 months, and produced three entire notebooks of field notes, and
over 100 pages of typed notes. My descriptive and detailed field notes (Dyson & Genishi, 2005)
recorded emergent bilinguals’ interactions with peers, teachers, and school staff focusing on the
linguistic and non-linguistic resources they employed in communication. I also recorded analytic
memos during my field observations to maintain an ongoing conversation with the data (Saldaia,

2015).
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Additionally, I used a separate notebook to document my personal reactions and
impressions in the field, and to record my own “interpretive post-observation reflections” after
each visit to the site (Lucero, 2012). These reflections were helpful to me to keep my own biases
in check, and they also served as a tool to process my understandings, taking into consideration
that my positionality as a researcher influenced the way I saw and understood the phenomenon
under study. My time as a participant observer helped me to develop social agility and
interactional acumen, as well as a sensitive way to perceive and observe what might have been
invisible to the untrained eye (Kirkland, 2014). Participant observations (Creswell, 2012) were
conducted two times per week during the school year of the study (2017-2018). I planned this
intensive long-term involvement to reduce “reactivity” to my presence over time (Maxwell,
2013). As I described above, in time, [ was perceived by the students as another “child” in the
classroom.

To answer the first and second research questions, I used a structured observation
strategy (Appendix C) to observe for emergent bilinguals’ intra-group interactions (dominant
English & dominant Spanish speakers), their inter-group interactions, and the interactions with
the English and Spanish teachers in structured and unstructured time. In addition, as a participant
observer, I was able to investigate students’ interactions as emerging bicultural and bilingual
individuals (Fitts, 2006), noticing emergent bilinguals’ language choices (Appendix D). I
observed how subjects in the studied setting continuously and actively built and rebuilt their
“worlds not just through language, but through language used in tandem with actions,
interactions, non-linguistic symbol systems, objects, tools, technologies, and distinctive ways of
thinking valuing and believing” (Gee, 1999, p. 12). In addition, I looked at the contexts within

situations and the purposes for which emergent bilinguals used English, Spanish, or both
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languages, and the constraints and affordances of the environmental and ecological variables. As
Aneja (2016) explains, the racialization of language and language users is not only linked to
“accents and language varieties [it is] also connected to a social context, namely the
“officialness” of the spaces in which they are used” (p. 581). Through these observations, I was
able to better understand the role of the DLI space in the language practices of these students
(Blommaert, Collins, & Slembrouck, 2005), the ways in which the children used language, and
how these language practices changed over time.

Semi-Structured Interviews

Semi-structured interviews allowed me to gather accounts from my participants in order
to better understand their views, beliefs, and opinions. Semi-structured interviews provided
different and relevant perspectives into the researched context (Wiese, 2014). Furthermore, they
contributed significant data to complement participant observations, and video recordings which
I used to create a more accurate picture of the classroom environment and interactions. Using
semi-structured interviews, I gathered verbal accounts from teachers and students that helped me
to make inferences about the phenomenon under study. I situated these accounts in respect to the
observed interactions that I documented before and after the interview to gather a better
understanding of their social significance in the space (Jerolmack & Khan 2014, p. 184).

To answer my research questions, I conducted three semi-structured individual interviews
(Appendices A & B)—one at the beginning of the school year, one mid-year, and one at the end
of the school year—with the teachers and all emerging bilinguals participating in the study.
Interviews were audio-recorded and conducted in the language (s) of preference of the
participants. The interviews provided significant practitioner and student perspectives on the

world of the class. The initial interview helped me gain an important overview of the
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participants’ perceptions and responses regarding messages associated with social constructions
such as language, social class position, race, and ethnicity in this context. The second interview
provided opportunities to elicit more information from the subjects after developing rapport
during the first half of the school year. The final interviews gave me an opportunity for member-
checking at the end of the study and a way to triangulate my findings and confirm the accuracy
of my interpretations (Shenton, 2004).

The interviews with the teachers supplied a different—and pertinent—practitioner
perspective into the world of the classroom, especially because this class had three different
teachers during the academic year and each educator displayed dissimilar teaching practices. The
voices of the teachers helped me to make sense of some of the interactions I witnessed in the
classrooms. They provided important information about the children, their behaviors in and out
of the classrooms, and the students’ home lives which was useful when examining interactions
within this setting (Hood, 2011). Additionally, the teachers’ interviews helped me to understand
how they themselves perceived social constructions in the program, their viewpoints regarding
race, ethnicity, social class position, and language, their rationale for their decision-making
processes regarding teaching and learning, and how their views may have had an impact on the
processes of identification and identity performance of these students. It is important to mention
here that these teachers were participants in the ecology of the class, and therefore played a
significant role in shaping what happened within it. The processes that took place within this
class were not static but fluid, and many changes were brought about by the interactions
happening in this setting.

Considering the young age of the emergent bilinguals, I used sociograms, pictures of

classmates, and drawings to help the children feel comfortable during the interviews and to elicit
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information during our conversations. The use of these tools allowed me to create a safe space
where I could “listen to [the students’] voices” (Hawkins, 2005); their voiced perceptions were
important to investigate interpersonal, intergroup and intragroup relationships and dynamics. The
semi-structured interviews also allowed me to have focused conversations around the themes of
school and classroom interactions, friendships, language use, and bilingualism. In addition, they
afforded me the flexibility to probe for further details or discuss specific topics in response to
observations. These interviews provided both perspectival and speech data for my analysis.
Video Recordings

Video recordings afforded the space to delve into a more granular analysis of different
interactions. This research tool allowed me to examine in detail audiovisual data that provided
significant insights into the linguistic and social exchanges in the learning context. Classroom
settings are busy and fast-paced environments where a great number of interactions take place
constantly; and even though I was a participant observer in the setting, I realized that I was only
going to be able to gather a certain amount of data through observation and field notes. The
video recordings were an extra “set of eyes” in the field that aided me in the creation of a more
accurate and nuanced picture of the research context and the interactions that took place within
it.

I video recorded interactions in the English and Spanish classrooms twice a month (over
32 hours of video recordings), the first two days of each month, to capture the social and
academic dynamics in these settings and the classroom discourse of the participants. Having set
video recording dates allowed me to compare the observed exchanges from month to month
noticing the ecology of the classrooms and how relationships were changing and developing in

the studied settings. I video recorded formal instructional times (Math, Literacy, Science, Circle
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time, etc.) in both English & Spanish classrooms, as well as, non-formal learning times, such as
free-play time, classroom breaks, and transitions. I chose to video record these times because |
wanted to examine students’ and teachers’ formal and informal interactions These video
recordings also allowed me to explore the role of the learning space in how interactions were
shaped and negotiated at different times. Table 3 below shows in detail the data sources I

employed to answer each one of the research questions.

Table 3.
Research Questions and Data Sources
Research Question 1: Participant Semi- Video
How do kindergarten emergent bilinguals in a Observations structured recordings
dual language immersion class perceive and Interviews
respond to socially-constructed notions such as
race and ethnicity, social class position, and X X X
bilingualism?

Research Question 2:
How do kindergarten emergent bilinguals in a
dual language class enact and negotiate the X X X
intersections of race and ethnicity, social class
position, and language?

Data Analysis

To analyze the data collected through field notes, semi-structured interviews, and video
recordings, I used critical discourse analysis (Gee, 2011) as my primary analytical tool to study
in detail the language used by participants and their interactions, keeping in mind that “to
understand anything fully you need to know who is saying it and what the person saying it is
trying to do [...] who we are and what we are doing when we say things matters” (Gee, 2011, p.
2-3, emphasis in original). Using critical discourse analysis as a linguistic method of analysis
under the umbrella notion of raciolinguistics (Alim, 2016) allowed me to further engage in
critical interpretive conversations regarding the relationship between social constructions such as

language, race, social class position, and power across diverging racial and ethnic contexts
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(Alim, 2016).

Employing critical discourse analysis, I focused on the seven building tasks of language:
significance, practices (activities), identities, relationships, politics (the distribution of social
goods), connections, signs, systems and knowledge (Gee, 2011), in order to analyze how subjects
in this setting continuously and actively built and rebuilt their “worlds not just through language,
but through language used in tandem with actions, interactions, non-linguistic symbol systems,
objects, tools, technologies, and distinctive ways of thinking valuing and believing” (Gee, 1999,
p. 12). During my time in the field, I wrote researcher memos to track emerging themes, ideas,
and reflections while in the focal setting. These memos helped me during my data analysis, along
with my field notes, to provide some context for the speech and recorded data.

I listened to all the interviews and watched the video-recordings several times. From the

(113

video recordings, I identified ‘“‘speech events”— singular events inside speech situations (e.g., a
conversation between students at the carpet)—that explicitly or inexplicitly addressed themes
such as race, ethnicity, language use, social class position and bilingualism (Alim &
Smitherman, 2012). I was conscious of the fact that when it comes to social constructions, the
manifestations of these notions may be subtle. In fact, in some cases these may be reflected or
represented in interactions where they may not be explicitly addressed at all. Therefore, I
reviewed the videos multiple times, flagging those instances that I considered represented
significant speech events connected to the studied phenomenon. For example, I noticed in
several videos that over time, in the Spanish lessons, White middle-class and upper-middle class
children took on the role of the “language brokers” in the Spanish classroom. After watching the

videos in chronological order several times, I observed how some of these children began using

translation and language brokering as a way to exercise power and gain control of the classroom
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interactions (for more on this see Chapter 5). Field notes helped, during this stage of the data
analysis, to provide a context to aid in the process of selection.

After this, I transcribed (and translated when necessary) all the interviews and the
identified speech events examining them closely. I chose to do the transcriptions and translations
of the interviews and videos myself to make sure to capture the richness of the spoken
interactions. Once the transcriptions were completed, I reviewed the data carefully and created a
set of open and descriptive codes (Miles, Huberman, & Saldafa, 2014). Some of these codes
were: bilingualism, monolingualism, language ideologies, DLI program, children’s strategies,
teachers’ strategies, race, ethnicity, social class, etc. The coding structures were adjusted and
verified as I reviewed the data multiple times to foster a process of analytical refinement. After
this, [ used process and pattern coding (Saldafia, 2016) to code my field notes, interviews, and
other speech data. During this process, I took notice of the similarities and differences, flows,
and structures present in the data. In this stage of my analysis, I used coding categories informed
by the research questions and theories guiding my explorations. Some of these coding categories
were race vs. ethnicity, habitus, symbolic capital, language use, dynamic bilingualism, separate
bilingualism, language and space, language and race, embodied identity, positionality, etc. I
conducted numerous repeated readings in order to develop a coding system for speech extracts.
The transcribed speech events and interviews provided me with “naturalistic speech data in
which to ground my analysis” (Lucero, 2012).

Next, | examined the data thoroughly multiple times focusing on comparing and
contrasting the data from the interviews, video-recordings, and field notes. In this stage, |

focused on who was using what language (s), the message that was conveyed, in what situations,
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and for what purpose. As part of this round of analysis, | examined questions such as the ones

posed by Gee (2011):

1.

How is this piece of language being used to make certain things significant or not and

in what ways?

What practice (activity) or practices (activities) is this piece of language being used to

enact (i.e., get others to recognize as going on)?

What identity or identities is this piece of language being used to enact (i.e., get
others to recognize as operative)? What identity or identities is this piece of language
attributing to others and how does this help the speaker or writer enact his or her own

identity?

What sort of relationship or relationships is this piece of language seeking to enact

with others (present or not)?

What perspective on social goods is this piece of language communicating (i.e., what

99 <6 2

is being communicated as to what is taken to be “normal,” “right,” “good,” “correct,

99 <6 99 <6 99 ¢¢ 29 <6

“proper,” “appropriate,” “valuable,” “the way things are,” “the way things out to be,”

“high status or low status,” “like me or not like me,” and so forth)?

How does this piece of language connect or disconnect things; how does this make

one thing relevant or irrelevant to another?”

How does this piece of language privilege or disprivilege specific sign systems (e.g.,
Spanish vs. English, etc.) or different ways of knowing and believing or claims to

knowledge and belief (e.g., Science vs. “common sense,” etc.)? (pp. 16-20)

This examination helped me to explore language attentively “informed and guided by
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ethnographic and theoretical understandings” (Podesva, 2016, p. 216). This analytical tool
guided the development of “an ongoing and evolving set of codes” (Bogdan and Biklen, 1998)
from the data such as: language status, school linguistic norms, classroom linguistic norms,
identity enactment, language and power, spoken messages (regarding language, race, ethnicity
and social class), unspoken messages (regarding language, race, ethnicity and social class),etc.
Subsequently, I took a mixed approach to the data analysis, one that was both iterative
and theoretically based. In vivo coding allowed me to highlight the language used by participants
and the different meanings ascribed to it. As I proceeded, I inductively identified other codes in
the data such as belonging, acceptance, otherness, linguistic deviancy, linguistic normalcy,
translanguaging, language brokering, linguistic accommodation, grouping strategies, identity
negotiation, monoglossic perspectives, heteroglossic perspectives, etc. to also shape my analysis.
I adopted an intersectional approach to the data, bearing in mind that race is always produced in
combination with social class and other social constructions (Alim, 2016). From this perspective,
I focused on the “different rules of language use” that certainly play a role in how different
ethnic and racial groups communicate (Alim, 2016, p. 169). Then, I used deductive coding to
create a recursive data analysis process (Graue & Walsh, 1998). I drew on the three different data
sources above-described for triangulation, as a way to avoid validity threats in this case study
(Maxwell, 2013; Palmer, 2009). Furthermore, I strove to provide an accurate and transparent
report of my data and analysis, including a “thick description of the phenomenon under
scrutiny,” and regularly assessed the adequacy of the used methods (Shenton, 2004, p. 69).
Finally, taking into consideration that discourse analysis cannot be taken to “reveal a
‘truth’ lying within the text,” and the consequent need to acknowledge my own research findings

as “open to other, potentially equally valid, readings” (Burr, 1995, p. 75), at the end of my data
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analysis, I did a final member check with the participating teachers (about the data pertaining to
them) in order to improve the accuracy and validity of my findings. For the students, I added
elements of member checking in the final interview. The participants’ comments were
considered when working on the final analysis of the data in relation to the research questions
underlying my inquiry and the final report of the findings. Once all inputs and biases were taken
into account to the best of my ability, I carried out the final interpretation and analysis that were
mine to make.

Researcher Positionality

In social research, reflexivity plays a crucial role because it points to the singularity of
our perceptions and the multifaceted nature of the world we seek to study. Without a diligent
interrogation of who we are, the ontologies of our research, and how we understand the world,
we, as researchers, run the risk of neglecting the complexity of human lives and a world of
possibilities beyond exclusive versions of the “truth.” Thus, we must engage in critical self-
reflection to become aware of how our epistemologies may shape and guide our investigations.
This is one critical aspect I have considered throughout this research.

Being conscious of my researcher subjectivity made me aware of particular
interpretations and of how the data analysis was going to be impacted by my biases (Creswell &
Miller, 2000), presumptions (Crotty, 1998), and assumptions (Charmaz, 2006) based on my
various personal and historical experiences. As a bilingual, mixed-race, middle-class, Latina,
who grew up in Colombia and attended public schools in a country with pronounced linguistic
homogeneity in educational settings, my perceptions have been influenced by my own
experiences and background. I have also lived and worked in different countries as an English as

a Second Language (ESL) teacher, which has provided me with a broad understanding of the
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diverging social meanings of the categories of race, ethnicity, social class and the pivotal role of
language.

My own language and cultural practices have positioned me in different roles in the
various nations where I have lived. In some places, my bilingualism, skin color, and
phenotypical features have been considered desirable and therefore have granted me a high status
in those locations (e.g., Thailand and Mexico). However, the same physical features and
linguistic skills have also rendered me as the marginalized Other in another places (e.g., England
and the U.S.). These experiences have convinced me of the socially-constructed nature of ideas
connected to race, ethnicity, social class and language, and how they can be understood and
negotiated differently according to the perceptions of different social actors. These
understandings were inevitably brought into all parts of my research project and impacted how I
considered the interactions among the researched subjects. As Peshkin (1982) contends,
subjectivity is like a “garment that cannot be removed [...] subjectivity is at play in all
researchers whatever their methodology, the nature of their research problem or their reputation
for personal integrity” (p. 286).

As a way to mediate the relationship between my own subjectivity and the critical
analysis of the phenomenon under study, I strove to be aware at all times of my own biases in
regard to aspects such as language marginalization, discrimination, and social privilege. With
this in mind, I engaged in daily work that involved critical self-reflection regarding my research
involvement, educational background, and limited understandings within the studied setting. |
wrote journal entries to examine my preconceptions in light of relevant theory and to explore
themes associated with race, ethnicity, social class position, and bilingualism in the researched

context. It was within this self-reflective disposition where I found a balanced place where I was
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able to forge significant understandings of how race, ethnicity, social class and language
intersected at different points in the focal setting, and to connect empirical findings to theoretical
considerations.

Being a bilingual, culturally, and linguistically diverse kindergarten teacher helped me to
create a good rapport with teachers and children in the studied setting. In a program that was in
its first year, and lacking Spanish speakers, a bilingual volunteer was welcomed with open arms,
especially in the Spanish classroom. Thus, my biliteracy skills in English and Spanish provided a
certain level of “insider” status that aided in my research endeavors. This distinct position
enabled my easy access to the setting and facilitated conversations regarding issues of race,
ethnicity, social class, and language with the teachers and students. In particular, my
conversations with the Spanish teacher, I believe, were facilitated by our similar linguistic,
social, and ethnic backgrounds (Lewis, 2003). However, it is important to highlight at this point
that even though I shared a similar ethnic, language, and socio-economic background with some
of the teachers and students in this study, there were still some clear national identity distinctions
and linguistic aspects, such as an accent variation (e.g., Colombian versus Mexican, Puerto
Rican, Bolivian, etc.) that marked at times my outsider status in this context. As Schweber
(2007) points out, “I’d be a fool to think that my positionality [didn’t] matter” (p. 74),
particularly because my linguistic register at times was different from the ones used by the
Latin@ students and the Spanish teacher in the study, which created some times a break down in
our communication.

Finally, I believe that my ethnicity helped me to become, in time, another member of the
studied group. At times it felt as if [ was just another brown woman in the DLI program, which

seemed to be the setting where brown women were found in the studied school. I also felt that,



59

sometimes, my ethnic background and researcher position were clashing. Even though I tried to
be aware of my emotional involvement at all times, there were many moments where, as a brown
Latina, I empathized with the struggles of the teachers and some of the students in the program.
At those times, I always went back to self-reflection and my theoretical understandings in order
to keep a researcher distance with the researched subjects. I had to remind myself that despite
feeling like an “insider” at times, there were still some broader images and narratives that I was
missing (Schweber, 2007). This introspective disposition helped me to focus on the rich facts

that I was observing rather than on the stirring turbulence around them.
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CHAPTER 4: THE BEARS CASE
“Well, sir, if things are real, they’re there all the time.”
“Are they?” said the Professor; and Peter did not quite know what to say”

— C.S. Lewis, The Lion, the Witch and the Wardrobe

“There is no truth, there is only perception”

— Gustave Flaubert

The Bears class was comprised of 18 students with diverse racial, ethnic, linguistic, and
socio-economic backgrounds. These characteristics played a significant role in how they
interacted with each other and understood their bilingual world. Contrary to what some
traditional theorists of child development have argued regarding children’s inability to
understand abstract social concepts such as class or race (e.g., Goodman, 1964; Holmes, 1995;
Porter, 1971), the actions and behaviors of the children in the Bears class showed that they were
not passive receivers or reproducers of adult messages. They were actors who provided their own
explanations (Vygotsky, 1962), used their entire repertoires to respond to their perceptions
(Rymes, 2010), and played an active role in constructing the bilingual world they inhabited
(Alim, 2016; Gee, 2011; Van Ausdale & Feagin, 2001).

My exploration of verbal and non-verbal interactions and exchanges in the Bears class
reveals that the children perceived and responded to racial, ethnic, social, and linguistic
understandings in complex, covert, and overt ways that elude easy explanations. In this chapter, I
focus on three particular aspects: first, I identify the messages regarding social constructions
such as race, ethnicity, and language conveyed to the children in the Bears class inside and

outside the classroom. Additionally, I analyze how these children perceived and responded to
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those messages through different processes of socialization and systems of classification.
Second, I document the ways in which the children in the Bears class were actively enga