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I. ORGANIZATION OF RESEARCH ACTIVITIES




Research Plans and Execution

-
H

After very conscientious review by NIE officers and a careful return to

w

our data we have substantially revised the first draft of the report and pro-

vided more complete information in those areas requested by the reviewers, We

have also clarified the relationship between our ethnographic work and the
reorganization of the writing curriculum represented by the modules used i;
_our writing implementaticn plan. Also a substantial revision, selection and
addition of relevant bbdy of literature has resulted in a more tohesive
theoretical frame"to which our redescch attempts to relate, ' We are well aware
that there may be profound philosophical differences among scholars who usé
qualitative methods, especiallylin the area of 11teraby and text manipulation.
;Our particular approach and theoretical assumptions presentgd in the original
proposaf which was awarded the_contract, have definite bearing on the method
for da;; collection, analysis and for our statements on practice and policy
resylting from our study. We hope'that our particular perspective, which has-
been helpful and valid in a éériety of research contexts related to 1iteracy;
becomes also helpful here to those who want to better understand the processes

involved in the acquisition, of writing skills for ethnolinguistic minoricy

gstudents.

Thq research tasks mandated In the contract were four:

+

Task 1: To conduct an éthnographic study of language and literacy
activities in the community and/or possible future work settings
of junior high and/or senior high ,

1

To develop instructional. writing activities derived from infor-
mation gathered in the ethnographic study.

To submit for approval by the Project Officer the proposed

.

6
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]

procedures for implementing and evaluating the inscructional
- activities and to carry out the approved procedures.

Task 4:. To describe the instructional activities and 'to discuss in

detail how the ethnographic information derived from the study
was used in the development of those activities.

Part II of this manuscript:lihe Ethnography of Writing in Non-School Set-
tings: Forms, Functions and Values of Literacy, is’i::;;ded to fulfill our
contractual responsibilities in response to Task 1. This part includes addi~
tional ethnographic material presented as part of the ?evelopment of writing
activities ‘for the classroom. In!respon;e to Ths@ 2, we have written Part
III. Our response to Task 3, which was delivered and approved by Dr.
Miyamura, thé NIE project officer, is attached at the end in Appendix A

+

"pevised Procedures for Implementing and Evaluating Instructional Activities.”

Finally, in response to our contractual obligations for Task 4, we have writ-

ten specific comments integrated in, the analysis of the Implementation of

Writing Instruction, Part II and III, and we have summarized the highlights of

¥

our reronse in Part IV.

+

Our research team consisted of two co~principal investigators, Dr, H, T. ~

TruebaJ(SDSU) and Dr., Luis Moll (UCSD), a field coordinatoer, Dr. Stephen Diaz,-

and a school coordinator, Ms. Rosa Diaz, Additionally, ye had various

] - ’ *

research assistants, and, although not funded by the NIEj; twelve teachers

doing the research with us as part of Eheir graduat; training. These teachers
worked in three juﬁior high schools: four at Southwéstern, two at Montgomery,
and six at Castle Park, Each of these teachers waé:involved in courses aﬁd
rigorous training sessions that familiarized them with ethnographic research.

Each of the twelve teachers (all female) were to develop, implement and docu-

ment the implehentacion process of six modulas. The result was that, with 293

B




students (almost 25 students per teache.. ..« Six modules each, we have over

1000 written pleces to analyze (not all students wrote all six modules).

More snécifically, our design required long and persuasive meetings with ,
L P
" Ll /

principals, parents, teachers, and youngsters. There were two parallel

efforts that were carried on throughout’the research period; one, the ethno-

graphic study of the community, and the other, the study and implementation of

writing instruction., We will briefly discuss our strategles to pursue both

efforts,

The community ethnographic study was carried on from the very first day

of our contract, and continued to guide the.school efforts aund the analysis of

"

ddata gathered in school. brs.fTrueba and Diaz, with the assistance of gra&u—

ate studen&s, ghthered information on the organization of the community, its

¥
w

social &omposition, its demographic trends, and, more significantly, on the

family life of junior high students, A special interest led the researchers

’

. to the role of parents iu the process of literacy acquisition. It was,

indeed, through the research conducted in the homes that we gained an under-

standing .of " the forms and functions of written communication among Hispanics,

‘their schooling, and their adaptation to the new social order represented by '.

w
I

‘school, Qart’II'that follows summarizes the results of our ethnographic

r

study. ’T@e}?ocus of the study was in the forms, functions and values of

L

'\I}_ -
literacy. C

/s LA L]

The study of writing instruction and our efforts to retrain teachers and, °
with theiy help, develop more effective writing instructional activities,

*represents the more substantial and engaging part of our contract., W. can

-

distinguish the following steps:
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Visit to schools, school principals, teachers and other person-
nel. v .
Structure of oriantation sessions to potential teacher partici-
pants in our research project.

’_._.-"'"‘.--_.:

‘ Final selection of the twelve teachers.
Organization of training sessions and exposure‘to writing
instruments, instructional techniques and evaluation devices.

Intensive exposure to the social reality of the student via
ethnographic information presented by ethnographers and
parents. .

6. Institutional support given by SDSU in the form of credit
to twelve teachers and a small stipend to .defray tuition _
expenses. ’

Actual implementation of six modules, intercalating additional
exposure to ethnographic information in between modules, ethno-
graphic research techniques and an opportunity to document eth-
nographically the process of writing as it occurred in the
classroon. ,
Regular training and inservice sessions offered to twelve
teachers in our field office.

Dr. Diaz's efforts to assist teachers in the orgaﬁfﬁation of
‘new classroom activities,:this making available to teachers his
ethnographic knowledge.

Completion of the implementation of all gix modules.

lysis of outcomes, including teachers” ethnographic
ccounts, journals and students’ written production.

Holistic analysis of modules 1 and 6, as well as’ holisticd
analysis of the pre- and post-tests conducted in the schools
regularly.

In the analysis of cutcomes (which will require a great deal more time

for completion) we have: (1) identified a subétantisl difference in the per-

formance of those students who completed the gix experimental modules from the

-

pre-~ to the;post—test. The analysis focuses on the process which triggered

.the improvement of griting instruction. 1In fact, task four of this contract;
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1

the explanation of how ethnogfaphic research was helpful in the development
" -
and implementation of better writing curriculum, will be fulfilled by discuss-~

fng in detail the nature of the new instructional process,

-

 Part III (Training Teachers and the Implementation of Writing Instruc-
tion), discuss;s éhe twelve steps listed above and provides specific examples
of the effectiveness of the writing mod;les 1n§pired by ethnographic me_hods -
and information. ?his part Spgaks for itself and constitutes the core of the
present report., The 1asé part, Part IV (The Belationship of Ethnography to

. the Iﬁplementation of ﬁriting Curriéulum), is an attempt to articulate the
highlights of our findings and their‘implications for educational practice and

‘policy.

El
. . s

Our conceptual approach has indeed profound implications for an under~

‘standing of the nature of literacy and the ;cquisition of writing skills for

- L

ethnolinguistic minérity‘stuﬂents. Going beyond the surface skills of coding

and decoding, effective writing entails the manipulation of complicated,

0 2 .
.independenc and complex symbolic systems (linguistic, social political,

intra-institutional, etc,) demanded in many academic activities,

.
]

Some of our findings may have serious implications for the tiaining of
‘teachers, We can document the arduous proceés of making teachers (through

-

‘their personal involvement in getting ethnographic information ‘on students)

1‘. el !
gware of the social reality of the ethnic children, and of these child;en's

und iscovered talents: Ethnographic inéuiry did not stop at the simple level

of contributing new data to build 2 new curriculum; it helped to shape teach-

ers’ judgements on students and to construct new 1eafhing environments more

suitable to the minority learner. . - . s
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Another possible consequence of our'study, concerning the current prob-

lems of unemployment and illiteracy, is the realization that in order to qual-
ify for certain jobs, it is necessary to manipulate the very social systems
represented by the school, and to deal witli these systems (employment agen-
cles, banks, hpspitals, grocery stores, etc,, etc.) through'text (just the _
sime as in‘school). The minority learner often does not get the needed expo-

sure to "foreign" institutions and the "unknown" modus Opecandi of these

o

institutions except through school. The very economic survival i,e., the
obtaining of employment and the successful communication with people from pub~-
lie institutions, banks, stores employment agencies, etc., depends on the

successful acquisition of the writing skills provided by schools. This may

- -

not be the case for mainstream Anglo Americans; -but it seems that for the eth-

nic families, schools'continue to have a dramatic impact on their economic,

t

social and political life, The implications of school input'vis-a-vis the

urgent problems of economic development across countries should invite 2 revi-

ston of literacy programs for adults in the United States 'and abroad.
= .

Other implications of the present study deal with possible misconceptions

i .
of curricular reform. The onus of achieving academically has been placed on

the learner, Our theoretical approach using Vygotsky's zone,of proximal

development via ethnographic inquiry leads us to believe that in order for the
' - 3 . "

learner to become more actively involved and motivated to participate in

learning activities, he/she must be able to determine the what and the how of

F]

learning with the help of an expert (an adult) or & more knowledgeable peer:

It is not enough to imposeinew curricula on“students; it is imperative that

teachers and students discover more effective organizational structure pf the

»
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learning activities. Our module implementation is a clear example of this

strategy. Not only the actual learning occurs more efficiently, but the

resulting learning enviromment tends to have sustained effects for students;

“1i.e., they learn to learn. We will discuss these issues in our comclusion.

+ -

+

In this introductory part, however, we must outline the basic theoretical
ass;mptions that guided our effort. A more detailed discussion of thes; con~
ceptual foundations is presented in the attached volume (partially funded
under our contract) entitled "Advanées in Literacy: The Ethnography of Wriél
té;”Communicétion.". This volume also has ihpoftant‘contributions from othet

members of our research team and from other colleagues in the fieid of

literacy (please see the introduction to the volume).

Review of Relevant Literature

El

It is obvious that eqhhographic approaches, in their various forms,

*

charaéterizqd by different tﬁeoretical and methodological biases, have become
a poqerful instrument in e?ucational research, particularly when this research
is focused on multicultural settings and ethnolinguistic minority students.
Thelr well-established ffadition has seen sociolinguistic ploneer studies on
the processes of communication (Ervin-Tripp, 1964; Gumperz & Hymes, 1964; ;
H}mes, 1964, 1965) on the dezeriptions of mes;ages as manifestations of codes
of behavior (Frake, 1962, 1964), and 1.. he structuré of social iateraction

(Garfinkel, 1967; Mehan, 1978).

- Ethnographic methods as applied to the study of school populations and

instructional activities have yielded important contributions that help us

-

understand the nature and the organization of behavior in learning settings.

.




"Erickson, for exanple (1976, 1979), showed us how to adapt traditional ethno-

graphic methods to the study of schools and classrooms. Spindler (1974), Wol-

cott (1967, 1973), Spradley (1979), and Ogbu (1980-81) among others, emphasize

| the holisEic unifying nature of a "genuine" ethnography. Scribner and Cole

. - (1973, 1981) and Cole and Scribnei (19?&) have advanced productive ethno-

graphic approaches in the study of literacy using a sociohistorical psycholog-

-

ical perspective, While the deoate about what constitutes a "genuine” ethnog-
O

raphy, and the Jlegitimate theoretical and methodological diversity continues,

gthnographers across disciplines engage themselves in activities remarkably

similar in search for a better %nderstandfhg of social behavior in context,

méring inferences and interpretations of cumulative communicative (linguistic,
paralinguistic, kinesié) cues, Context 1s identified b& monitoring the .
development of communicative activities seen by gthnogrqphers as observable,
"externally definable”, sequentially'linked chains of meaning shared and
exchanged by interacting participants {Trueba, 1981), Cognitive psychology,
linguistics and political science have adapted their theoregical constructs
and eﬁgaged in ethnographic educational research witg diffprent goals and
assﬁmpti;ns (see J, Green’s recent review of current research projects funded

2

by NIE, 1982). And yet these disciplines have used similar ethnographic tech-

niques ;25 getting at the procegses of teaching and iearning: video~- and
; .

audio-tape énalysis, observations, recordings and infe;encing ﬁechniques.

or
What ethnographic research begins to explore successfully in educational

settings in the complex .structure of the instructional process: the comple-
" bl

v

menting roles and responsibilities of teacher and students, the attribution of

v

meaning to messages, the participation levels, the group boundaries, the cul-

tural congruence of pétterns of communication, the zones of proximal

13-
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development and the condiéions necessary to maximize the transfer of knowledge

and of cognitive skills.

Writing research, particularly if focused on the skills required ¢o arti~
cu%ate ideas in text, is uniquely couplicatéd. The last decade has placed the
political spotlight on "functional illiteracy" as a disease to be eradicated,
with little conéern for its meaning, and the need to define the socio-economié

and cultural contexts of literacy in a pluralistic society. Indeed, ethnict

linguistic and class differences share unevenly in the benefits of knowing how

.to degl with written text; but we do not know the distribution of fhese bene~
fits, nor do we know much on the nature of the reading and writing processes
as they irterplay with sociocultural and motivational factors., 1I$ 1lliteracy
the cause of poverty, or poverty the cause of flliteracy? Szwed (1981, ép.
14-15) has alluded to the basic problem of fully unQetstanding literacy before
answering questions about thg social meaning of literacy, levels for perfor-
mance, and its distribution among populations. It 1s likely that literacy 1is
a different phenomenon in diverse sociocultural contexts for dif}erent popula-
tions.,

.

19 * .
Cazden (1974), Mehan (1978, 1981) and others argue that classroom behaviors

!
cannot be understood by simply codifying and quantifying them.

"The Ethnography of Communication”, edited by Gumperz and Hymes in 1964

(special 1ssue of the American AnthroPOlogist), created a new descriptive sci-

ence in which language analysis was used to study communicative codes, For
ethnographers, the search for an "emic"” or an insider’s view of cul tural -real~
ity was pursued with the general understanding that the language studies were

'"holistic®, ethnographically based, and focused on communicative processes.

-

' 4




The truly dynéﬁic aspects of communicative behavior led to issues of the
role of participants, and differences in behavior due to their ﬁersonalities,
iquLure, and other non-=linguistic factors. The form and function of language
wés seen as flexible and Changeabie by unique'confextual elements. Additional
significance.was_given to the cross—cﬁi;ural vélidity of non-verbal_patterns
of communication (paralinguistic and kinesic primarily). The norm for judging

*

appropriate linguistic tcnavior was the "speech community”, not a “standard

form of the language.” As a result of this frame of reference several 1ssues

were examined: What éommunicative events exist in a community? What are
their components? What relationships exist betweén them? How do they wor,
genera%iy anh in exceptional cases? Soclolinguistic competence, defined as
the capacity to generate and interpret appropriately lingpistic messages in
given social contexts, was & notion adapted to language assessment or perfor-
mance of single pe;sons, The focus was on the abilities that must be mastered
“2yond those of producing and interpreting corrvect grammatical structures in
order to be a recognized functional member of the community, one that knows

nuances of a language, i.e., not only yhat may be said, but also what should

and shouldn’t be said, and when and where,

+

Dell Hymes (1964, 1967, 1975 and 1981b) has consistently advocated the
applic;tiOn of ethnography of .communication to.instructional settings in order
to better understand students’ performance, Central to the ethnography of -
communication is the .notion of communicative competence (Cook~Gumperz & Gum-
perz, 1981; Philips, 1983), WNot only must one kn;‘m how to generate communica-

tive behaviors, but also how to generate culturally and situationally

appropriate behaviors in order to participate in social interactions.




-

Communicative competence in writing is based on both linguistic and cul-
tural knowledge. Utilizing an ethnographic research design for writing
instructional settings can be instrumental in gaining an indepth understanding

of the writing process. One of the more important areas of current research

is the one found in cultural congruence between teacher and students in the
instructional setting. Several studies haveifocused on the teacher/student

ethnic match/mismateh variable (Mohatt & Erickson, 1981); Cafrasco, 1981) with

&

new insights that evelved as a direct result of observational techniques used

]

-

to examine the dypamicg of communicative interaction.

Based on the pioneer efforts of Gumperi and Hymes (1964), some scholars
have applied ethnograﬁhic methods to educational problems, especially to.préb— .
lems related to the generation and interpretation of text., This approach led
to the examination of various facets of the communication through text as a
holistic unit of activities. Trueba & Wright (1980-81, 1981), Green (1982),
and others have summarized some ethnographic research in schools, (See also
Trueba, Guthrie & Au, 1981), But there is no significant body of literature
on the ethnographic study of writing. Ploneer efforts in this direction are

enthusiastically welcome.

An ethnographic approach emphasizing the role of practitioners of poten-
kial productivity in writing research.is "ettinographic monitoring” (Carrasco,
1981; Erickson, 1976; Hymes, 198la, 1981b). Relevant classroom phenomena §nd
the needs and concerns of the classroom participants are identified on the
basis of prior research and in consultation with school staff. The salient
feature of this research approach is a genuine collaborative relationship

between thé researchers and the practioners {(Carrasco, 1?81; Florio & Walsh,
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+

Lo

1981; Hymes, 1974), Ethnographic monitoring .is especiélly useful in obt;in-
ing: (1) the analysis of reading and writing skills as a means of discovering
new phenomena.of functional relevance-—-new relationships among variables and
systematic properties (Carrasco, 198l; Erickson, 1978; Hymes, 198la; Trueba &
Wright, 19813 Trueba et‘al., 1981); and (2) a structural analysis of reading
'apd writing events as components of a single process (Mehan’s "constitutive

ethnography,”" 1978),

Some scholars (constitive ethnographers) stress the importance of gg:her-
ing retrievable ethnographic data, employing audio or videotape, or f£ilm for
examining interactions extensively and repeatedly, often frame by frame
{McDermott, 1976; Mehan, 1978). For instance, the audiotaping or viﬂeotaping
of the classroom teachers as they interact with their trainers, their peers,
and their students, can provide ample opportunity for analysis of their rou~

tine patterns of behavior through several models of analysis.

Constitutive studies operate on the interactional premise that sociﬁl
facts are created by the soéial structures {Clcourel, K. Jennings: s, Jen-
nings, Leiter, Mackay, Mehan & Roth, 1974; Garfinkel & Sabks, 1§70; Scheflen,
~ 1972), This implies an analysis of the entire course of interaction.among
participants in social events, The unit of analysis for constitutive studies
is an event which, in turn, is composed of activities, Events are constella~
tions of verbal and nonverbal behaviors made manifest in practical cir-
cumstances., Siqce the organization of ev;nts is socially constructed,

researchers attempt to locate this structuring in the words of gestures of the

participan:s as a’ cohort s situated accomplishment” (Mehan, 1978; Mehan &

Wopd, 19?5 Garfinkel & Sacks, 1970)., Constitutive ethnographers then seek to

-
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insure that the structure they seé In events and activities is the same as the

structure that orients the participants (Garfinkel & Sacks, 1970; Mehan,

1978), Following the work of Philips (1972 & 1983), as well as that of Au and
Jordan (1981), and Mohate arid Erickson Cf%&l), the variation in inmstructional
arrangements of interaction is referred to as “participant struqtures.f That
is, through the process of socially mediated regulation, eveﬁt and activity
particlpants create contexts for communication, Constitutive ethnograph; can

be applied to the study of writing as we analyze the structure of writing

* -

events and the' various activities that integrate the process of writing, But
before we pursue this application of a particular theoretical and methodglogi—
cal ethnogr&phic}approéch, it is important to advance some notions and under-
standings about literacy and s;ecifiéally the acquisition of writing skills

*

which are commonly accepted in current thinking.

% -

* Qur review of the literature will focﬁsugximarily Bn the sources (espe- .
cially the most recent) ;ealing with literacy and writing. 'Some discussions
of ethnographic research, particularly as it applies to the study qgﬁggggo-
'1inguistic oinorities in schools (their achie@ehent and overall performance?
is a so relevant here, b;cause we believe that one of the obstacles to the
acquisition of literacy skills in linguistically different children is related
with the reward system associated with schooling in general, and with the
relatively diminished opportunity that such children have to acqﬁire and exer-

cise the very skills needed for academic success (writing skills involving

cognitive, linguisgtic, and éociocultural knowledge and experience,




Many s;holars, particularly coﬁing from the anthropological cross;
cultural corner of the social sciences, have challenged a single,
universally-valid concept of literacy (Cook-Gumperz & Gumperz, 198l1; Heath,
"1980; Scribner & Cole, 1981; Szwed, 1981; and many others). The strong sup~
port for a plu;alistic notion of literacy has important implications for
modern conceptiog? of tae relationships between forms/functions of literacy
‘and societal orga?ization. The possible coexistence of diverse types of
1iteracies in different languages for a single society is indeed possible,

and, in fact, it has been documented in the case of the Vai of West Africa

(Sribner & Cole, 1978, 1981).

If the forms and functions of specific types of literacy are'determined
by the contextual sociocultural, pofttigal and economic characteristics of a
society and by the agreed-upon use of a language or languages for specific

communicative purposes, the greatest potential of literacy research must be

found. in the use of methodriokies that have a recognized instrument value for

getting at the contextual characteristics. This position suitable for getting
at the contextual characteristics, is taken by Ogbu (1980), Scollon and Scol-
lon (1979, 1981), Szwed (1981), Woods=Elliott and Hymes (1980), and many oth~

ers reviewed by Woods-Elliott and Hymes(1980). '

The discussions about literacy in general do not quite do justice to the
gpecific processes involved in writing, i.e., in generating text, which are
essentially different from those processes involved in reading text. If

research on the writing side of the literacy coin has been neglected, Ehe
a
. L
pragmatic implications of this neglect are still more serious; teachgrs need

4

help in increasing the effectiveness of writing instruction, To increase this

13
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~ effectiveness, Fredericksen and Dominic have recently called our attention to
the naturehof the writing process ag a purposive, contextualized and meining—
ful acti;n with expected consequences (Fredericksen & Dominic, 1981, pp. 1-
20). The antecedents of the actual generation of text, the expression of
ideas through written text, and the reviews or editiﬁé of text, each have sets .
of complex interactive processes which are in turn affected by what the per-.
sons know about the topic, the language used, the audience for whhm the pilece
- {g written, and the gxpectpd‘outcom;; of the time/energy investment in writ-
ing. At the heart of the problems in understan?ing the writing process i; the
complex iggue of cdmmunication across sor 51, cultural and educationdl boun=-
daries, The meaning of the written text will be constructed by the reader

within the social, cultural and educational constrsints which are part of the

context.

Like many other groups undergoing rapid social change, migrénts find

themsalves in the process of having to change their value system, their social

organization and their communicatidh patterns in order to survive ecotiomi-

cally. Consequently, literacy demands in the second language become stronge

[} .

and impact deeply the family’s life style, its relationship with the school,
and the distribution of roles and res;onsibilitieg among family members. Many
scholars have recognized such an impact (Goody, 1968a, 1968b; Goody & Watt,
1968; Inkeles & Smith, 1974; Scribner & Cole, 1981). Woods-Elliott and Hymes

eloquently summarized this point.

7
No longer can approaches to teaching the skills of literacy rest on
a narrow notion of how people, socleties, and communities value
literacy and a narrow view of the role it plays in their world...
New studies which do more than survey reading age scores, stardards
of writing, ability and levels of schooling reached as measures of
literacy and the criteria upon which literacy policy is to be made.
(1980, pp. 12-20) '




o 'I -
This is precisely what the ethnography of communication is intended to

-

accomplish and what general ethnographers have also aimed aé, some with mére
success than others, Ogbu (1980) points at thé school as the key institution
both perpetuati;g the myth that literacy will produce upper mobility for

Blacks and ethnic students by effect;vely'preventing Blacks and ethnics from

" obtaining access to upwardly mobile positions available to the mainstream -stu-

dent. Blacks have become aware of these facts and, as a consequence, place

less faith in the'miracles of literacy. 1Is illiteracy the cause or the effect
of differential access‘to socloceconomic resoqfqes? Is illiteracy the cause or
the effect of cultural/linguistic mismatches in our school with large ethnic
student populations? Heath has insisted on the needjto oﬁtain an ethnohistor-
ical perspective of literacy prior to making any quick inferences about its‘,-
.cause or effect, or even before attempting to understand the specific nature.
an@fprbcess of literacy acquisition in a given society (Heath, 1981). Her
documentation of the development of literacy in the U.S., offers interesting
insights regarding the cultural imperatives to write placed on tradesmen,
farmers, ministers, politfcians, and legislators (1981, pp. 27-31). The first
state liteFacy test requlred in* the U.S. was passed in Ehe state of Connecti-
cut in 1855, and required only reading; the.second, in 1857, passed in the
state of Massachusetts, required ?oth reading and‘writing (Heéth, 1981, p.

| 36). She concludes with a di heartening note:

At the present time, In spite of *heated discussions about the suc-

cess of schools in teaching writing, there is almost no systematic
description of the functions of writing in the society as a whole...

Ethnographic research from communities and institutions 18 needed in
order to provide information...(Heath, 1981, p. 44)
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Even those authors ex professo concerned with the improvement of writing
in our schools (Hendrix, 19%1), or with language varieties and the use of
appropriate-1anguage_forms in writiqg (Reed, 1981; Whitemén, 1981;’Vafadez;
1981) wrestle with this fundamental issue of why writing is importént, what
kind. of writing should be taughf, and how students.can be motivated to imbrove
their ;ritiag skills. Reed alludes to the instructors’ difffﬁulty in "becom-
ing.linguistically sthisticated enough to handle what can be called pro@lems

of 'c;oss dialectal interference’”... (Reed, 1981, p. 143). With less concern

»

for writing in a standard form,.Valadez states: "There are ways of setti

-

students to write. Motivation may be fostered by providing for the students
’ .
an environment in which they can feel that the language they use, be it the

low-prestige local dialect, or the standard dialect, will be honored.”

A
(Valadez, 1981, p. 177) H ,

v

_Writing skills, is recognized to have 2 top priority among the conherns
of policy makerg, especially if we consider the issues of social and educa-
.tional equity involved:

The students for whom educational achievement in general and
writing achievement in particnlar has, been most elusive in this
country are primarily poor, speakers c¢f non-mainstrea® dia
members of minority groups--that is, those who are least powerful
and participate least in our society. (Whiteman & Hall, 1981,

-
“ ¢

if we,btherefore, look at literacy, reading and writing, as,a complex

prccesl'constituted b} various cognitive, linguistic, social and communicative

skills (includihg knowledge, competencies and communicative management abili-
ties)? theﬁ there 1s an enormously broad spectrum of factors and concerns that
would seem to affect the acquisition of literacy. At one end of the spectrum,

we find the mosf detailed inte?actional processes directly and immediately




19

» »

determining the teaching/learning trhns;ctions of reading and writing (e.g.,
how the,teachér manages the classroom and contrsls specific pa;;icipant struc-
tu?es). At the other end of the sPectrum, we would have all the societal
organizational/structura; factorsnfacilitating or preventing access to the
meaningful engaéeﬁent in literacy activities; herein, we would find the social
constraints or social incentives built into an éduca;ional system (which is,
in turn? supporteé by the larger soci;economic andﬂpolitical institutions) in
.order to form approﬁriate }eward mechanisms, “The nature and orgénizat%oﬁ o{
the curriculum, its implicit value judgements‘and assumptions, "the expliéit

recognition and prestige given to dominant mainstream cultural groups in this
curriculum, and the agsessment of achievement, are part of a cohesive organi- .
zational structure of schools that en?%ﬁéhsses pervasively all educational

decisidns, and resource allocation f;om the higheép management levels to the

most casual behavioral patterns of a teacher in the classroom,

It is iméortant to look ag writing as a process which is different from
re;ding or communicating orally. Writing has three major characteristics
which other forms of communication do not share, or at least at the same level
and with similar significdnce: (1) Writing requires the generation of a text
in which there are logical reiationships within and between sentances; (2)
Writing demands that the author uses his/her own autonomous way of expfessing
ideas in text, and (3) Writing forées the a&thor ‘to anticipate the expected
meanings and to pakg inferences regarding interpretation of text, givea.the
au&ieqce’s lexical and syntactic kﬁowledge of the language, Recent authoxs

-

are clearly conscious of these processes which characterize writing and of the

need to Qtudy writing on its own merits (Fredericksen & Dominic, 1981:15;

Olson & Torrence, 1981:234-255; Scardamelia, 1981:85-87).

L
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The stud& of writing is intricately intertwined with that of schooling

o L]

for many ethﬂic and migrant groups. Writing is often done for school pur-

L

poses, and #f 1s learned in the school setting. Ethnographic study of school-

ing providéé the broader contextual frame of literacy. Ogbu advocates
strongly the use of ethnography to balance micro-analysis of behavior with

relevant educational and sociopolitical information surrounding schools and

community (Ogbu, 1980-81, pp. 3-29).

. Theoretical Assumptions

Our view ig based on the principles of the sociohistoricgl school of
psychology represented by Vygostky, Leont’ev, Luria, etc.; and by contemporary
followers, such as Cole, and othe; members of the Laboratory of Comparative
Human Cognition., Furthermore, we conducted an ethnographic study following
the wéll established tradition of the ethnog;épﬁérs of qpmmunication (Hym;s,
Gumperz, and their followers). These two pivotal theoretical positions can be
translated i&to several importaﬁt assumptions that determined our research

strategies. Here are some of the most important assumptions:

-

1. Learning/cognitive activities cannot be separated from social
activities. In fact, social activities(ih&ggpsychologlcal)
allow a person to internalize and develop a social/cognitive
skill (intrapsychologically). In ‘turn, this’intefnalizatI;n
prepares a person for a_ higher level o} interpsychological

- interaction. '
Genetiq/fransitions (from inter- to‘iqgggrpsychological, or

g

from social/interactive to cognitive/representational, is not




unidirectional. Tﬁé insﬁgnalization of a skill involves such
- Y )

transitions and permits hiéhef level sociél/cognitive

interpsychological operations. . 7

3. In order to build an appropriate learning environment the
learner must become an active agént'and play a key role in

‘determining his/hor zone of proximal development. This is par-

*

>

ticularly.true in socjal Tommunication through text.

4. Interpsychological communicative behavior proceeds by means of
. S .

chains of understandings and inferences which allow interactors

L]
- 1

to attribute meaniﬁﬁ to communicative actions. ' Often 2 cumula-

) " tion of  cues {linguistic, paralinguistic, Kinesic) as well as
proxemic shifts guide people’s interpretation of tommunicative
. bepavior. This "non unique analyzability" of interactional

messages requires use of the social systems, cultural values

and implied meanings peculiat to a speech community. v

5. Socially acquired skills through interpsychologicalzinteraction

1s crucial for the g¥asping of the cultural values, social sys=
tems and implied meanings that frame inferencing p;:ocesses in

communication through text.

6. When there 1s an incongiuency'in implied or inferred meanings
! in the implied cultural Val;es of a message, a simple'léck of
understanding of a written text, it is possible (and likely)
that the social realities of the participants (the writer aﬁd
th; reader) in the communicative event are far apart from each

other.

7. Communication through text exhibits-forms and functions specif-




i

. 1cally relevant to, and meaningful for, the participants in the

communicative activities. Thé}efore, in -order to understand

’ T
better communcative forms and functions (oral and written) of

2 ]

Hispanics, one must know the socihl organization of the
Hispanic community. Particularly to how they ore organizéd.in'
relation to tﬂé doaminant, majority community,

Training teach;rs to tedch writing skills to Hispanic children

‘ must go beyond the instructi&n of writing techniques and move

- +

into the exploration of more effective ways of compunicating
with His?anic children, and better ways of making them active
builders of conducive learning enviromments.

9, To build aoge socially, culturaliy and cognitively effective

®
learning enviromments, teachers must exploré (e.g., via ethno-

graphic igquiry) new‘participant structures in the classgoom

]

that will perﬁit Hispanic students a greatér*involveqent’in and

.
L3

control of learning. Smaller, cooperative peer working units,

and a slight shift of the tehcher’s position as controller of

"

-learning activities into one of catalyst of such activities,

could. be explored. "
]

10. The role of reasearchers and teacher trainers should be con-

}

sistent with the previous assumptions, Teachers shéuld hecomet
the active agents of their own chanée, and be allowed to dis-
cover, under the guidance of the trainer, more effective

instr :ctional designs.
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With these and other similar assumptions in mind, our research team

<

engaged in the time consuming and dif‘icult task- ofrgetting to know the com-
.munity and the schools. Fortunately for the team, two of the researchers, Dr,
and Ms, biaz, live in the Soutﬂ Bay area and know a gteot deal about the set-
.ting. Their valuable contributions and‘multiple contocts parmitted us to

gather the needed data, move into the schools, conduct the amalysis, and draft

*

the preliminary conclusions. *

+
]

Training in Ethnographic Methods

1

In order to set about the task of collecting Ethnogrdphic data in ﬁhe_

“

community and homes it was decided to develop a training program for prospece
tive research assistants, As part of this training course in étﬁnographic'

. methodology was offered through the Multicultura} Educotion Deparrmeot at San
Diego State Univetéity in the Fall 1981 and Spring 1982 semesters: Both
courses roquiqod a minimum o% 40 total hours of obsetvations in the community
and home, During the Spring (1982) \semester the course was held at the Com~

. munity Site as part of on effort to recruit graduate students who lived in or
near the community and who were bilingual and bicultural The majority of the

Btudents‘yho participated in the class and subseqoently conducted the fielu-

work, were resident (and most were teachers) in the commmity and had attended

the same so@ools. ' e -

-

The main ’puroose of the“course was to provide each;gradua'te regsearch’
assistant with Intensive training in;the ethnoE;;;;;; data collection methods
appiicahle to our study. A coorq%_description and some sample training
materials are presented in Appendix B. The major topics presented in the

course were:

LY




Introduut£§ﬁ to Ethnograpbic Research in Liter;cy.
Ethnographic Risearch - Hetheds and Purpose

Field Research;

A, Pafticipant Observation

B. Ethnographic Method Interviewing

-

A factor critical to the success of. the entire project, and one which

greatly facilitated data collectfon was the field site office located in the
Eommunity. All classes, community meetings, and ;ome staff meetings were held

—

there, The field Sitg office also housed all records, student files, "raw"
and ";ooked" field notes and all the other paraphernalia necessary for con-
.ducting an -extensive ethnographic study. Both researchers and participants
quickly came to see it as the';;b of all activities and did not hesitate to

call or stop by for materials, information, classes or community meetings.

b

-

TLEntrY into the various community sites and homes where observations weve

to take place were made by Stephen Diaz and Rosa Diaz members of the research

. team and long~term qommunitY residents. The bilihgual—bicultural.b;ckéround

o

. of ‘the research assistants also facilitated the process. ,

-

et As part of the training several procedures were established to ensure

that observations were being carfed out according to project requirements and
: o e ' - .
R T

atically review and account for data collected by research assis- -

-
]

s
. ~to-systenm
tants, This latger procedure required the research assistants. to gqmblete a
& e t= .
three step sequence in the collection of data. First, research-.assistants

were trained to review and update their field notes immediately gftef their

observations., Second, they then expanded theif raw field notes into a-

- LY
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"cooked” set that was typewritten with expanded comments provided by the
research assistants to provide context for what they considered to be impor-

tant events yhich occurred during the obsefvation. The third step was a

debriefing session between Dr.&Diaz and each research assistant had each week

to review the raw field notes and the "cooked" transcriptions of.those notes.

The fourth and final steps was a major summary papsr written by each field

--—?f;
worker.

The purpose of this paper was to pull together into a cohesive whole
y 1 .,

all of the notes and observations carried out'during the semester Research

assistangs were encouraged to generate h¥potheses and conclusions covering

their observations. ‘ . .

The purpose of the procedures described above was to ensure the reliabil=-
ity of data collected, a review procedufe was established during the training
of reseaé&h assistants. This procedure involved the accompaniment of the
research ;ssistant by Dr. Dia? (co-teacher of the course with Dr. Trueba) into
the cbservational setting.' Both thé.resgarch assis:ants and Dr. Diaz th?n _
proceedéd to carry out the observation after yhich both reviewed the notes ang
discussed them. This procedure was carried out with each research assigtant
at the beginnihg of training and intermittant}y in the course of the data

gathering. Research assistants were also encouraged to request this review

procedure if they felt unsure about any aspect of their observations. This

process notably improved the quality and reliability of data collected in the

field L] " L

In order to summariga, catalog and subsequently analyze the data col-
lected huring the observations, a system was organized that facilitated the

movement of raw dats into an analyzable form. In the gollection of data two
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general categories ywere distinguished as preliminary organizational featurés
for future anaiysis. One category was called literacy events. Within this
catagory were to be included all events involving litera;y (see belgw) with a
view toward generating a matrix of the different form and function of literacy

in the community and homes. A second category concerned the general back-

) ground characteristic of target subjects and their families. -

With respect to the first catégory research aésistants were trained to
observe and record any and all activities, materials, and oral communications
during “Yliteracy events.” A literacy event was considered to be any interac-
tion (e.g., reading) with print or any creation of print by the target sub-

o
Jects and other individuals._ Training for the collection of literacy events
was conducted in several ways: 1) initial training was done by having
research assistants collect data on line while viewing video tapes of class-
room interactions. .They were‘to focus on ¢ target child and keep track of K
literacy events and the surrounding vicinities. This'tréfning also gave
research a?sistants a feel for the pace of natural events and allowed them to
learn seif4bacing and develop and pr;ctide efficient note-taking strategies.

2) Research assistants also condue ted participﬁnt observations in familiar

settings, e.g., with their own children or classrooms, etc. 3) Joint observa-

“thions were conducted with research assistants and principal investigators in

family and comwmunity settings where literacy events were the focus of the

activity. &) Several p;actide squigns were conducted in fiéld settings such
. ;

-

as local businesses, community centers, etc. 5) Research assistants also

practiced conducting the formal interviews which were given to target families

"and community members at the start of tha observation period. Copies of the

interview.and observation forms used in the study are in Appendix C.




Research assistants were also trained to collect demographic information
on the target family and the community. First, community information was col-
. ¥

lected through documents available from government and public service agencies

(e.g., Chamber of Commerce). Second, researchers were also assigned to con-

duct participant observations in various settings within the community. These
settings included grocery stores, service agencies (e.g., welfare and employ-

ment office) and community centers.

‘Some demographic information on the target subjects and families was
obtained by means of a structured formal interview conducted by the research-
agsistants during the initial visit. Most information, however, was obtained

in the course of the research assistant’s observations and conversation with

family members.




II. fORMS, FUNCTIONS AND VALUES OF LITERACY IN

. NON-SCHOOL SETTINGS




An ethnographic study of the forms, functions and values of literacy in
the homes of twenty-seven junior high and high school students was conducted
in order to better understand how the home and school literacy en;iqonments
inte;faée, what kind of support there is in the home for literacy activities

.ﬂemanded ﬂy the school, and what possible changeé in the writing curriculum
should be planned in order to make writing instruction more effective. These
twenty-seven students belong to eight families observed for several months by
trained graduate students in ethnographic methods. In order to better contex-
tualize the information given on literacy outside of. school settings, it is

L

important to describe first the community, its surrounding schools (which—are

the target of the second part of this study), the implementation of the writ-

ing curriculum and the overall sociocultural, demographic and cultural charac-

teristics of the population in the area under study.

"

The Communit} and Schools

1]

The study was conducted ;n what is generally referred to as the South bay
arez of San Diego, California. For the purpose of this discussion We will be

concerned with an approximately sixty-square mile area adjacent to tﬁe_border

between Mexico and the United States. The South Bay is bounded on the west by

the Pacific Ocean and extends about eight miles to the east ending near large

"~

s

tracts of ‘undeveloped Yand which is called Otay Ranch. Its southernmoét.boun-
dary is the Mexican border and the northern bounda¥Yy is a line paralleling the

border about eight miles to the north.
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The "community" is actually a composite of several smaller communities
within which.the participant schools are located. These communities share
several important commonalities, howevef, which a119ws us to consider them to~
?ompositely represent a community. The‘;ajor'gommon feature shared among the
various school communities 1is the large proporti&h of ethnolinguistic m}ﬁority
people who live in the "éommunity." A second feature is the poor educational
performance which characterizes the students from these communities. 1In this
section we will describe some general features of the larger “community' fol~

1owed by more specific description of the school communities which surround

the target schools. i#

[ . o l{
‘¢, fon P A

Mo§£'6£ the South Bay is situated on a large mesa thaﬁ extenqihfive miles

-

from the bor&gr and parallel it. The Otay River cuts through the mksa creat-
i

ing a lower two-mile wide river plain that serves as a natural separation

between the meaa to the south and its continuation to the n rth. Tﬁese geo~

graphic characteristics also serve as a division between the various cgmmuni-

ties that make up the South Bay area. ‘ E

H

A distinctive demographic feature of the South Bay is the 1arge£éoncen~
tration of ethnolinguistic minorities within the area (see map, nEYt page).
'these minorities range from a small group of recently arrived Vietnamase Boat
People to the large population of Hispanices residing in thatjprea becausa of
the proximity to Mexico. There 1is also a felatimgly 1argé,§;oup of Filipinos
who live in the area. éithin the South bay aé a whole, however, Anglos
comprise ;he majority of the total population. .Most of the ethnolinguistic
groups, Qowever, live in the southermmost regions of the South Bay. While

this population distribution does not constitute barrios or ghettos (in the

bl

"o,
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strict sense of small, isolated, ethnically homogeneous pockets), it is
nevertheless clear éo the obaerﬂer the spcial character of an ethnically dis- - )
tinct'comﬁuﬂity. It might be more aépropriat? to classify these commurities

as suburban barrios, where the specific ethnic characteristics are not as

marked ags in an urban bﬁ;rio. One will hear:a great deal of Spanish spoken,

see many different peoples from varying ethnic backgrounds in-stores and find

stores that cater to the specific needs of each group. After the Hispanic,

the Filipino population forms the largest ethnolinguistic community concen-

trated in a small.area of the South Bay region. The Anglo population is scat~

tered throughout the sougp Bay, particularly $n the north and northeast. To,

some degree, there is " sradual decrease of ethnolinguistic minorities in the

South Bay as oneJmOVea,northward away from the border.

The proximity with Baja- California, Mexico, accounts for a large number _
of Mexicans residing in the South Bay, and numerous businesses catering to the

Mexican cons&mer. In sgpite qﬁ the recent and most ﬁ?@;stating peso devalua-
tion (from 27 p;;os per dollar to 120 per dollar during this project dura-
tion), I:hg South Bay conl::l.gues. to be a genuine binational community with pro-
found, common economic, social and educational interests. Until a few years .
ago,. businesses geared to the Mexican consumer were_relatively small and
:l.ndepe!ndent: In the la;al: fi.ve years, several national chains of g;;ocery, I'drug

stores, and department stores have built brand new facilities near the border

for ‘the Mexican shopper, with bilinguai staff, supervisors and manaéefs.
4 T

As oqe‘moves north, businesses may gtill cater to the Mexican customer,
but they are not as ubiquitous as in the South Bay area. Some of' the large

chain stofes, such as Safeway, fqr éxample,'advertise in the Mexican radio,
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press and television statiéns to attract customers. These stores are often
located in conspicuous places, adjacent to the border, or along the mesa :
paralleling the border. There is also a large conéentration of businesses
along the river plain which cuts through the mesa five miles to‘the north,'
although guch businesses do not cater exclusively to Mexican customers.
Because of the general commercial zoning, many kinds of busipesseg are loc;ted
in the mesa: -large auto junk yards, customs aﬁﬁ brokerage warehouses (where =
transactions of goods to be transpor;ed to Mexico are stored), restaurants and

large chain departments and food stores.

In addition to the commercial area there is a residential area in the
South bay with single family homes, duplexes and large apartment complexes.
.In some cases, these residences are located right next to the small *

businesses, so that a resident of a single family home may have as'neigﬁbo; a

bakery or even a jﬁﬂﬁ?ard. :

!

Comunities'Surroundin}_ Scl{ools Chosen for Scudy

-+ r

At the outset of the project three junior schools were selected to parti~

*

e
cipate in the study because of their ethnolinguistic minority population:
Southwest, Castle Park and Montgomery.‘ The first two schools have a large
ﬁispanic poﬁulation, smf:ﬁhe third, a large concentration of Filipino. Ini~
tial. interviews were carried on with perSonﬁél ?@ each of;éie three schools.
Eventually the school with the Fi}iﬁino student population concentration was
dropped because of Qifficplties in student recruitment, teacher participation,

. and support from school personnel.
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Although we could not conduct res;arch on the grounds of the Montgomery
Junior High School, and could not interview parents and chi}dren,,wefwere for-
tunate to recruit two teachers from that school for the training of teache?s.
and‘the implementation of writing modules. What follows is a brief descrip-

tion of Castle Park and Southwest school areas.

[

‘According to district maps, the Castle Park area is bounded on the north .

by Oxford Street, on the south by the Otay River. Tt is bounded oﬁ the east
by Interstate 805,-aqd on the west b¥~Third Street, bué 3lso Q;tends,'in one
gsection, further weqf“fo Broadway Av;nue. (See District Map, next page).
{These boundaries correspond roughly to 1980 Census tracts 131.b1, 132.01,
132,02, 133.03, and 133.04). The demograghic characteristics described here
are gaken from two sources, a special Census undertaken in 1975, and the Uv.8. ~

Céﬁsus of 1980. Because the ethnic and_racial categories are not similar

dcross the two Census, only data relevant to the target population, primarily

Hispénic, will be discussed in relation to the White population.

) »

Tﬁis communityiFomes the closest to resembling a b;rrio than any olher in"
the South bay. The stude‘nts are drawn in g'freat part from residences located
aﬁons and ‘between the large commercial zone that runs along the river plain.

Tt has a digtinctive Méxican barrio atmosphere with typical:corner markets,
fruit and taco stands that cater to the local residents and patrons of the
maéy businegfgghalong the largé boulevagd running east and west parallel to
the river. In contrast to the éqnth west area (described below), the low
income units aroupd';he school are more rundown and the streets less w?ll

kept. Becayse it is very near the center of the commercial section there is a

great deal of traffic around the school. Hispanies account for about 37% of

L4
L4
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»

the total population. This marks an increase of approximately 16% from 1975

to foday.

q§<

The Southwest junior high community area covers the northedstern portion
of the South Bay and extends south to the U.S./Mexican border, It is charac-

terized by residential zones and better housing than Castle Pérk. The immedi-

* - N

ate surroundings of'the'school are conspicuously more affluent if compared
with those of Castle Park. The Southwest school area has.s 39% Hispanic and
N E;,_-:.._____ .

15% Filipino pop;iation. The Sweetwater Union Hiph Schoo’ District includes
the South Bay area, ;nd has an overall 60% of min;rity students "43% HiSpaﬂ-
fes). In the past fey years the district has been working with the Office of
Civil rights to balance the ethnic population @ist;ib;tion amoné district

schools in order to’ prevent over or underrepresentation of minorities, This X

process 1s still continuing and the district has made impressive gains in.

reducing the inequities in minority vs. non-minority representation. The
South Bay schools, however, still h.ve extremely high concentrations of minor-
ities that continue to increasz in spite of district efforts to distribute ‘

'minority.students in other schools. ‘ ‘ ’ o v

-
L

The two scﬁoo&s chosen for this stuﬁy have the highest concentration ef- a; .

' minority students in the district: Castle Park has 62% minority (figugeé Froﬁ
dctober; 1981, data provided by the districk), and 46.3% Hispanic. The two . : .
Junior high schools with the lowest concentration of mi&ority students have |
35% and 447 minority, Hisp;pics, iB.l% and 33.4%, respectively. Three years % .
ago, in 1978, the former school had 24.2% minofity, and 1in 1977, the percen- a
tage was only 14.3%. 1In 1977, the latter school had 12.3%% minority.: This  _= -~

has only sh&hn lest than a 5% fncrease in the past five years. The two target

---"'_' 4
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3
.'schools have the lowest achievement scores in the district, and substantially’ -

lower if compared with predom'nantly‘White population gchools.

It is noteworthy that while the ethnolinguistic minority student popula-
tion comprises 60% to 62% of all students, qhe adult minority population is
around 18% of.the total. It should also be emphasized that the inverse rela-
‘tionship between academic achievement levels and miriority concentrations in
schools (the more concentration, the lower achievement) is valid also for

other s;hools with lower percentaéés of ethnolinguisti: ainority student popu-

Jlations.

The Forms, Functions and Val&%s'gg Literacy in Nom-School Settings

-
Literacy understood as some kind of interaction with text may take many
different forms and serve multiple purposes, When a social group uses dif-
ferent languages and these languages are used in functionally complemenary
settings, it is likely that literacy in thos%Dlanguages fits in the social
‘§tructure of the tommunity in a complementa;y relationship, This means that
:;e use of different languages tlirough Eext tends to serve diffefent purposes
which could not be served with a single language. There is another element,
licwever, that deserves some consideration, Literacy, or communication through_
kext in more than o;e language is not a skill or a process that remaims sta-
‘tionary; it moves witﬁ;the social and cultural changes the cummunity is under-
going. If the dohinanc; of one language is felt because of an incr~ased
demand for such language, this dominance ;3 also felt in communication via
text., Demographic educational and gconomiclchanges determine literacy trends.

Our brief ethnographic study d%saribes some of the above trends and changing

patterns in literacy, particularly as we examine youngsters whose families

4i
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have lived in this country longer; the particular forms, functions and values
attached to literacy in the second and dominant language, English, are reflec-

trive of the acculturation of these families,

The following pages summarize our findings regarding forms, functions and
values of literacy by providing a multiple matrix wich the data géthered and a
succeeding analysis of such data. Later, to give more detailed and precise
informatiorn on the sociocultural context of literacy outside of school set-
tings, we q@}l present two case studies representative of both the more
advanced and motivated youngsters, These case ztudies will give an idea of
the type of family life they have; what socialization process they have under-
gone, and what kinis of aspirations their parent. héve'regé}ding education and
career accomplishments, The spectrum of forms and fudctions is organized into
a ~ontinuum from the most simple to the most complicated. Although often some

&

literacy :orms can serve more than one function, and some functions are asso-

.ciated with different forms, in an attempt to simplify and clarify our daca

"

reductton and analysis we have presented the most frequent correspondence of

forms to functions., Furthermore, the reduction of all functions to three

clear-cut categories was selected in order to adapt to the actual data gath-

ered; chat is, the relaE;ggf%aEEf;;’;;:;; and functions in certain ca%egories

r-/’

suggested a s%gpler organizaction of functions. There is an increased comp%ex—
icy in tﬁE’;;rmg, going from simple consultation of guides, maps, catalogs,
._etEf: to technical wricing and reading of school ctextbooks, articles, or othe;
sophisticated materizls, This diversity of forms encompasses a broad spectrum
of literacy materials used in literacy events observed in out of school set~

cings, especially in che homes. What is important here is the relative fre-

quency of some forms and their significance in the life utyle of young
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students and their families, Likewise, the choice of three‘distinmet

categories of functions goes from the use of text to guide accion immediately?
‘ *

through the use of text to acquire krowledge or information for its own sake

(at various levels of complexity), and finally to the most esoteric use of

»

text to further create, decipher or manipulate ideas, concepts, or other

* bodies of knowledge. That is, is conceived as the use of text for learning

. EAY
(function X), or the use of text to learn {function Y). Here is the listing

of forms, functions, and values: : ™

Forms:

.
rl

A Consultation of schedules, guides, shopping Eatalogs, pamphlets, maps, etc.

B Composition of brief notes: reminders, messageé, requests, questions, .
invications.

C Composition of lists and inventories: shopping lists, agendas, plans,
maps, etc,

D Selective surface reading through: newspapers, journais, reports, other
documents, Concomitant writing of notes, marks, focusing on issues.

E Reading of books and long articles for personal enjoyment, to satisfy
curiosity, or to relax: novels, the bible, feature articles, polemics and
controversies.

F Reading and writing technical materials of importance: rental forms,
employment application forms, hospital admission forms, reports related to
. work (outside of school). "
G Reading and writing roports associared with work cutside of school.
H Reading and writing school work materials: poems, short stories, text—

books, articles, book summaries, encyclopedias, formulés, technical or
theoretical treatises, ‘

Functions:

X Includes the reading and writing of simple materials to direct irmediate

L]
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action in day to day interaction.

Refers to reading/writing of simple materials in order to learn, to know,
for the purpose of obtaining enjoyment, relaxation and verhaps even some
future direction of action.

Reading/writing to learn to learn, i.e., to organize and manipulate infor- °
mational categories, analyze concepts, structure and synthesize bodies of
knowledge, summarize and memorize highlights of knowledge.

Values:

If we conceive the value attached to literacy, especially to lite;écy in the
second language (English)*upgf data, once more, presents a whole spectrum from
negative values attributed to reading and writing activities §nd,skills,-to
very positive values. Often oﬁ, however, there seems to be é distinction

-

between the gkill to read and write from the actual engagement in reading and

fwritipg. The forwer tends to be seen, of course, as always more positive than

negative (some type of skills 1s more valued than others, this is particularly

true when physical and psychological survival“is the top priority in a low
. 'income community; it should not surprise us that not all youngsters see the
skills to read and write as important as we do). At any rate, if we were

going to build a spectrum of values 1t would look something like the follow-

ing:

s a brief description of "values:
Reading tasks are meaningless or irrelevant.

Reading tasks are discouraging, or difficult, or in conflict with
other obligations at home.

Reading and writing 1s needed but painful, with litte rewards,
especially 1f the teachers flunk you anyhow.

Reading and writing i+ important some times, but by and large it

44




is boring, less enjoyable than many other things to do.
No position on reading and writing ("it is OK,..")-

Reading and writing is necessary to fulfill parental expectations
regarding school achievement.

Reading and writing helps to learn how to do better some things,
like cooking.

-

Reading and writing allows you to gain self confidence, especially
when you engage in conversations with other people,

Reading™~and writing enhances your status, your quality of 1life,
your self image, and the esteem others have for Yyou.

Reading and writing 1is necessary to find a good job.
Reading and writing givesayou mobility; allows you to know where
you are, where you are going, both physically and spiritually

{as when you read a map or the bible, or a good book).

Readingz and writing gives you the instruments to defend yourself,
to understand what people are tryimg to do, and to be in control,

+8: Reading and writing givgs'ﬁou the chance to survive, especially
if you are poor. -~

The main table with gufciple information matrices entitled "Student Literacy -

in the Ho%s;»—%ﬁ?ﬁﬁ; Functions and Values," (see next page) we present the

.

data per studént within each of the eight family units, chronologically wichin
each family., This format will allow us to make Some comparisons across fami-
lies as well as within a single family across students, as well as within age

or sex groups across families,

Much of what is said in the analysis will require further discussion,
This discussion is at times postponed after the presentation of the case stu-
dies of students who seem to represent divérse Stages of acculturation and

adaptation to the U,S, The internalization of literacy functions seem to

change drastically with further advance in -acculturation to this country.
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Analysis of Student Literacy in the Homes

4

A simple analysis of the data summarized in the Matrix entitled "Student
Literacy in the Home: Forms, Functions and Values” (see next pages) would
look into the characteristicsfof the séudents' (sex, age, grade levels,
language proficiency) the ;haracteristics of their family (litzracy in Spanish

and/or English, length of residence in the U.S., f;ﬁily income) and, Spedifi-

cally, the forms, functions and values of literacy as observed in the home

situation. -

There were 27 students in our stidy, sixteen females and 11 males. Over
half of them (fifteen) were betwéen the ages of i2 and 15 years. These stu-
.dents are enrolled from Sth through the 12£h grades, but over 50% of them (16
exactly) are in grades 7-10. The years of exposure to English varies‘from 3
years to thelr entire life. Most of them were either born in this'country or
"arrived here when they were very small. 1In spite of this fact, fheir English :
language proficiency is in many cases lower than that of their Anglo counter-
parts. Presumably Spaniéh was the primary language of their home and commun;
'ity, and their Opporgunities to learn and use English were reduce& in thggpar~
ticular socio economic and cultural circumstances in which they lived. Seven-
teen aut of the 27 are totally fluent in English. The other ten are now
acquiring English. Their loss of the Spanish language, however, is faster
than their acquisition of the English language. Only eight of these students
is totally fluent in Spanish, four have practically lost it, and fifteen
manage to keep some competency which tends to deteriorate with time and-

- ]

)
schooling.
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" Most of the families studied were low income families with variable lev-
els and often unpredictable. Some rent homes subsidized by the-éovernment in
which they crowd i;rge families. From the eight families studied here, the
largest (wﬁich is the poorest) has a two bedroom. WNine persons sleep in two
bedroons, five of them in one roomw always, and two in the living room. the
incomes are approximations calculated by the researchers who visited their
homes and learned about parental occupations. The avérage income for these
families is $Iq}875.00, and the averagé per capita is §3,222.00. The actual

highest per capita is of $3,000.00, and the 1orest is §1,111.00. There is

some (not a strong) correlation between the 1eﬁgth of résié;nce-in the U.8. 3'
;and the level of ;Pcome. There is a correlation between 1iterécy levels of
parents in Spaﬁish and total family income. In many instances the functional
literacy of parents is practically non-existent in either language. Only two
fathe%s were fully 1iteraée in English, two others were fully 1ite;§te in
\, ﬁpanisﬁ. The mothers showed the same distributich as the fathers. Mothers,

7
however, were more often biliterate in some measure; five of them had some

level of literacy in the two languages. There was no correlation between
length ofiresidence in the U.S. and parental literacy in either language.

; :
Although Fhe matrix itself could not reveal it, we know that the actual place~

] !
ment of p?sitive or negative value on literacy was often a reflection of

!
parental value orientation and parental expectations (rather than a reflection
v . :

of'their:own possession of literacy skills and the fruition of social benefits

-

'resulting.frmm it).
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Discribution of Forms, Functions and Values

The presence of a form or of function of literacy can say very liccle
about cthe actual involvement in literacy events that a matrix has a limiced

heuristic value. Because during a number of observations some foqps of

H
ol Lt e

o

liceracy are bound co occﬁf, qualicative assessment of literacy activities -is
needed to equaliy estimate che value of litera;y for a studenc, Upon summar-
izing the data placed in the matrix we inténd to elaborate on some litefacy
events so point at fundaﬁe;cal diferences of skill and motivation., Values

place on literacy are more frequently the result of ideal.statements of belief

: . ~
racther than an acctual manifestacion of conformity wich a novm., Thus, for

example, a child or a youngster may tell us that to read and write is a matter

of life or death, truly important to get a job, to survive, etc,, and yet we
observed chac person use his/her time in a way chat shows he/she does not
really care about reading or writing when the opportunity or need arises.
Theselvalﬁes, however, even if not actuated in practical day—co-éay lifé, have
a way of impacting students in che long run, and must be recorded in order to
understand changes (often very gudden) in cheir school work and ctheir interac-

tion wich cexe.

Regarding the forms of slteracy, we found thac all students, regardless
of age and/or grade, at some time or another, use che first four forms:
Consultation of schedules, guides, shopping catalogs,
pamphlets, maps, etc,

Composition of brief notes, reminders, messages,
requests, questions, invications, etc,

Composition of lists and inventories, shopping lists,
agendas, etc,

L5
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D: " Reading of newspapers, journals, reports, and composing
of notes, marks, summaries...

. There were marked differences in the use of these four forms of literacy by
: S
_ students. Some of them did it regularly, expeditiously and with an obvious

know-how which contrasted with the occasional and tentative use of the same

[
forms by other students. Particularly in the use of form D which entails both

a selective approach to read through and to focus only on certain items, g
1ssues or themes, the interaction with text would clearly separate some stu 1

dents £from the others‘in terms of levels of proficiency and the handling of I

— A MR sk afe e st e [ VR Sy ATUUVIN EVE I CE

information via text. More about thig matter will be discussed later. Less

.

thanahalf of the students (thirteen to be exact) used form E, i.e., reading of
‘. books and long articles for personal enjoyment, te satisfy curiohsity or to/
relax: novels, the Bible, feature articles, pieces on polemics and controvers

sies. 1In a period of several months it is not surprising that so many of the

students engaged in these literacy activities. However, anly four, of the stu- /
/
~ dents engaged regularly in these activities and two of them did it in conﬁec- ‘/

tion with their religious commitment to the Bible and/or activities relatLd to ’ ff

the Gospel. The implications of these statements are that most students did /

very little in the form of reading for enjoyment (an occgsional involvementl/ /

and only two out of the 27 did in fact read diverse materials. The reading of
. }

the Bible, as commendable as it is, had obviq?sly different functions an&
. /

meanings, and its impact in school literacy must be qualified " The literacy

1]
H
i
i}

context of reading the Bible is cleagly different from reading on matters
of

which have a more direct bearing and relationship to the school subject

]

matters.
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It should not be surprising that very few students were observed to use

form of literacy F: reading and writing technical materials such as rental
“o {

Fl

forms, employment application forms, hospital admission forms, reports related

L
,Jto work, etc, Two reasons come to mind: (1) These forms have to be con-

o

fronted by the older students only when the need arisase-and in the appropri-
ate setting (the hospital, public office, place of employment, etc.), not in
the house, (2) If some of these forms or technical repofts related to work
find their place in the home, theﬂcha;Ees that the researcher be there to
observe the event are almosthnon-existent. The.sameacan be said of form G:

,'reading and writing reports associated with work outside of school.

%

Et

Finally over half of the students were observed to‘do som; reading or
writing associated with their school work., What is surprising is that not all
of the students yere doing that kind of work systematically ;very dgy,_and
that only sixteen of them were obsecved to do that work, Of course, it is
possiblé tﬁat many of the students find their homes too crowded and difficult

"’aZu of a place to read or study. This is indeed perfectly understandable. -the -

S et
) #

researchers’ hunch, howe&er, is that there was viétually no serious interac-

tion with school related text outside of the home for most students, and that
the actual interaction with textpfevealed often serious problems with reading,
'writing and making sense of the text. In the'reiatively few cases.of con-

gistent and frequeni interaction with text we found very clear, predictable

. ! .
and goal<oriented literacy practices. To iflustrate our findings and the con-

trast with most/other students, we will present two case studies.




To protecn.the'anonimitf of families amd students we will use fictitious

P

rnzmes; but we will reduce editorial comments .to ler the reeder catch the flaj’\

¥

" vor of the actual home interaction in each case study.

FIRST.CASE STUDY: FAMILY I
>
I

Family I lived in two different places while the observations took place.

" At the beginning of the fieldwork in San Ysidro; towards the énd they moved to

Imperial Beach, close to Sorthwest Jr, High School., The two subjech Alma and "

»

Perla went to%Southwest Jr. High for che entire:obervation period. ihe

members of the family were foutr daughters and their mother:

Alma 125yrs.
Perla 14 yrs.
Carmen ?..Iyrs.i
ofelia lélyrS-

Elizabeth 54 yrs (mother)

i _ B Fl
The area in which they lived, border low and miédle income areas. The
racial composition of that neighborhood in San Ysidro was fairly balanced

between Mexican—Americans, American-Anglos and Biack-Americﬁ%s. The area in

: /

which they are presently living is a low incomé are government subsidized
/

¢
under Section 8 of the Housing and Urban Development Division. The neighbor-

hood seens to be basically composéd of Mexi/anrAmericans.

o

This family has strong feelings in/support of literacy both in and out of
the home., The grandmother who™was an elementary school teacher in Tijuana, "
!
still teaches part-time as a tutor. /Her influence on ker daughter resulted in

Elizabeth’s abilicty tq be totally Yigerate in Spanish. Eiizabeth'e view of

|
/
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literacy in this country is that "her children need it in Brdeﬁ to work more

comfortably “han she has. She herself, does not read nor writé in English.
. ! .
She relinquishes duties such as form £illing, check writing, bi%l payment and

letter writing to her daughters, She skems -to have given Alma, jobs of--
literacy more often than the Jther daughters. Alma is quite capable in
4 o~ H

English or Spanish, to comply with her mother’s literacy nceds in English.

#* . -
N Ty, 2

-

. Alma seems to be_a young acadgﬁician in that she has excelled since her
4 . “
" enrollment in échool in the U.S, She is totally fluent in English and Span-

L4

ish. She has maintained a high grade point average in the school years she

has éompleteﬂ. She {is expected . fo comply with almost .all og the liﬁeracy

>3 . g 7
demands in the home for her mother. On much of the observations, she was seen

i

3 . %
with materials in her hand either from school, from some family finanmcial

L
- %

endeavot or for her own leisure enjoyment,”

ta

Perla seems to be a young lady with much dqmestical abilicty who is
expeeted to have little academic ability. She has done poorly in school and
at home fs asked to.d6 more domestic chores than Alma, She is given few

opportunities to use her literacy skills at home while she is expected to ful-

-

fill &omestic demands. Literacy events observed were as follows:
AT

1., Filling {n forms (rental agreements,

contracts, IRS) L .
2, Handling business transactions (Stanly, Avon, °
Jafra)

3, Filling out checks (paying'billé)
4. Reading novelas (Spanish)
5. Doing homework

6. Making lists (chores and groceries)

I

, . | 54




51

7. Writing 1e;ters (English and Spanish) o

8. Translation from English to Spanish and
vice-versa (notes, letters)

J

I3
T"e bulk of literacy events for personal enjoyment was concentrated in
£

. Spanish nevelas, although on two occasions, Alma mentioned that she enjoyed

reading library books in English.

As seen above, the basic literacy events that ‘occur in thehomes are those
of‘basic socdial survin 1. Tﬁé children are expected to handle matters related
to school, such as schedules or bulletins» that is, to translate to their .

motner. On fey occasio - she would try to_translate items herself.

In the payment of bills, filling out of checks; and filling out forms,
the moter teams up with the children‘to seek Eheir translation anu then dic-
cacé in Spanish the relevant information to be written in English by the
child. The child, therefore, is to complete the 1iterscy activicy in_English
as instructed. In several even’s as seen in the observation notes, these

affairs have been inadequately understood and the children made a few ervors

that rezulte 1r recurned papers and requests denied.

Alma App.ared tc e the most 2eared and expected to perform within and
outside of the home a2t a high literacy level. §'e is relied upog, heavily not

only by the mother to do her form filling, etc., but other married daughters
&

assign her their tasks that require English 1iteracy as well.




On few occasions the mother actually enacted literacy events such as:

1list making for shopping at the store or for domestic chores. Elizabeth also

stated that she read many novelas in the evening before she went to sleep.

¥ 4

"Perla is not expected to be a functioning literate in the home. She has
not done well in school. Whether her low academic performance has caused low
level of literacy expectations in the home, or ;he low expectations by her
mother has created lowef academic performance 1s difficult to explore in a

limiced studf like this (for detailed field note samples see Appendix D,

"Extended Field Notes", Hausen-Arce, March 14, 1982 through April 28, 1982).

Situation One: Alma and Perla were both in the living room. The mother
coes home from work and finds the home in a mess. She also has the mail in
her hand. She cells Pgrla quice bruskly thact she has lefc the house in a
mess, she 1s not fulfilling her duty and immediately sends her into the
kitchen to do the dishes. - Alma tells her mother‘to let her see the mail. 1In
the mail is a form to be filled out. The mother asks Alma to £ill the form in
a tone of voice that 1s calm. Her tone of voice‘to Perla was loud and demon—
strated angef. Alma go;s to the kitchen table to £ill out the form and Perla
shouts out to her in Spénish, similar to school girl, which are quicte offen~

..ve to Alma. Alma retorts back that Perla is so dumb that she 1s creaced

like a domestifated animal (dog and mule).

The evidence that Perla has engendered the domestic role ana Alma the

"studious' role is demonstrated by the mother’s reinforcement of such
behaviors.” Also the reinforcement from each other, even though it 1is nega-
tive, has contributed to the evolution of those roles. Which in conclusion,

refecrs that licerate behavior, will generate more literacy. Reinforced roles




of behaviors that replace that literate behavior, will generate fewer events

of literacy.

Situation Two. The youngest family member of this family is Carmen, who

‘”is a Down’s Syndrone Child. She is pampered and given a great deal of atten~

J tion by all family members, especially her mother. She does rather average in

‘ school, a special school for Down”s Syndrome Children. When Carmen is
requested to be helped at home with her homeworﬁ, she gets gééat attention
udelegated by the mother. She is ;pscructedd by ‘the mother to be helped chan

. by none other than Perla. Alma is not asked to assist in Carmen’s work.

-
n

It seems chat the attitude of the mother in this instance is quite con-
tradictory of her support of Perla as a domestic functioner rather than‘a
licerate performer. Yet, as geen in this situation, she is depended upon and
demanded to sit wicth her little sister. It might be pregumeé that Perla has
patience because she underst;nds that Carmen is rather slow mentally. Where
Alma, who cannot tolerate mental slowness due to her own gifted capabilicties,
qould not be able to sit down as Perla and understandingly assist Carmen as
tutor. In conclusion, literacy evnets in this home are viewed quite individu~
ally, depending much upon the condition and situation that encompasses the

literacy events.

The field researcher asked Perla about School. Here are the researcher’s
notes (March 14, 1982).

‘"It seems like she doesn’t want to talk about school, betause she
tells me cthat the boys are the only thing she like about Junior High
so far...Il asked her what her grades were in 6th grade. She says
that she got almost all A‘s. 1 ask her what are the grades like
now? She says just about passing. 1 ask her what the difference
is..., she says that the teachers aren’t as nice in Junior High and
that she gets mad at a lot of teachers this vear, even mcre than
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‘last year, so they flumnk her. I ask her if she thinks they flunk
. her on purpose. She says “los gringos, Si" '"the gringos, yes."
. ...She says _.at ..e "gringos hablan demasiado English and they o
; think when vou are talking Spanish that you are talking about then.
She says one teacher she has gets all red in the face and sends. peo—
_ Ple out on referrals if they tall. Spanish, and theun he staits to
R ' laugh."

_tfﬂ\' Originally the rcle of Perla in the home had been that of a domestic in charge
of menial and manual jobs (coding, cleaning, tending the younger sihling, Car-
men, who has Dow:. Syndrome). From the above quotation we realize that Perla

. is also unhappy in school and perceives certain teaciners as unreasonalbe and
purposefuily hurtful, vindictive and uninspiring. This profile of the less
literate sister, Perla is confirmed from other observations, sich as the fol-
lowing: "I as Perla if she reads novelas. She responds: ‘No.” I ask Alma
and Perla if they have any tomework. Perla started laughing and she says Yyes:

‘washing dishes, cleaning the bathrooms, vacuuming, a lot of homework...” Alma

told her to shut up, adding ‘mensa’ {‘stupid’) for emphasis.”

The contrasting role of Alma comes across in the field notes:

"I leaf through Carmen’s diary, which Is written in English by her
teacher at Ann Daly School... She reports on Carmen’s progress and
on what practice she needs at home for skills she works on in class.
The following response in the book is a paragraph written in
English--from Carmen’s mother. She responds daily to inform the
reacher of how she feels about what is haprining, or if she has any
questions or feedback that might interest ‘ .2 teacher. T ask Alma
who writes the response, she says that her mom dictates and either
she or Ofelia «o the writing."

Alma brings in the mail, and directly hands it to her mother. The mother
hands ic back to her and asks her what there is... The mother gives the

daughter permission to look through the mail and tell her what there is..."
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Literacy for survival in a new society in which English proficiency is as
important as an understanding of the social and cuitural system becomes the
most crucial responsibility of youngsters in che homes of Mexican-Amccicans
who wigrated to the U.S. This responsibilitf, however, is unequally shared,
almost as if the parents would cast roles and ascribe literacy responsibili-
ties, preferably to the older girls. Domestic chores then become the respon-
sibilicy of éhe other children whose literacy skills are got as salient.
Licezracy in Spanich, as was‘the case of che mother in this family, did influ-
ence one of rhe daughters at lgast in the readi.; of the novelas in Spanish,
which encouraged Alma to do likewise. The repeated pbservations of the
misunderstandings the youngsteré (including Alma and Gfelia) had regarding
housing forms and the demands for functional literacy on issues related to
non-school matters, reveals the struggles and problems these families have to
go through. what wouyld Seem most natural and understandable in some middle

élass homes, becomes truly incomprehensible for the youngsters and their

parents.
SECCND CASE STUDY: FaMIty IT

Family IT lived for the entire period in the same South San Diego
residence. The young man that was target »f che observation (Jorge, Jr.) was
attending Montgomery Jr. High School for the entire period of field observa-
tions. The famlly consisted of the father, mother, three sons and one
daughter.

Jorge M 39

{Parents) '

Angelica F 32

Jorge, Jr. M 14




56

Michael M 7
Gabriel M 10
Carla F S

The zrea in which the live is low middle income. The racial composition
of the neighborhood is balanced between Black-Americans, Filipino-Americans
and Mexican-Americans. The area is also A Section 8, Housing and Urban

Development Decision project area.

The Family is composed of six members. Jorge and Ange¢lica are the
parents-of the target, Jorge Jr., who is 14 years of age anq’is in the 8th
grade. He has two smaller brothers, Gabriel and Michael, both of which are in
elementary school. The youngest family member is Carla, who is 5 and is in
kindergarden presently. Mr. Casillas works at National Steel as a wasteman

and Mrs. Cagillas does not work.

The-membership of Family II is much larger. Those listed above are

-

presently residing iin the home. The mother, who works as a hotel maid, is

the only living parent. Her mother, a retired school teacher from Tijuana,
sometimes lives wit‘h the family. Ofelia, the oldest daughter at home is 19
years of age. The two target stuaents are Alma, who 1s in the 7ch grade and
Perla wh;'is in the 8th grade. Carmen, 6 years of aée, is the youngest child
in the home. The eldest brother Pedro, who is 25 years of age lives at home

somet imes. .

Family II does not have strong support in their daily routine for
literacy. The faily is interested in social events that focus on acceptance

of their children in mainstream society. ,This is evidenced by the pressure

k]
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put on the children being able to speak fluently in English and Spanish, buc

not as great a concern about whether they are able to write or read well. The

s

parents were. both educated in Tijuana up to the elementary level. Once in the
U.S., their education has not been extended. They believe that cheir children
will do well if they are able to communicate, but have =xpressed no great con-

cern about their academic progress.
g

Jorge seeme to be a rapidly maturing young man who has a lot of authority
in che home. Apparently, the father is absent quite often, and he being the

oldest son, assumes role as facher at times gyhen his mother requests or needs

his assistance. His mother deﬁends upon his authority regularly co help dis-

cipline che other children. Jde spends little time on'literacy events, other

than homework. He does below average in his school work but eXcellent in

sports. The literacy events observed were:

Reading the newspaper (English and Spaﬁish)
Filling out forms (Section 8 and Welfare)
Reading novelas (Spanish)
Doing homework
Translation from Spanish to English (on television,
product labels and school bulletins)
Jorge is not required to do more than his homework and succeed, barely pass-
* ing, but succeed in school. He performea few literacy casks in the home other

than simple translation and homework.
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Angelica, the mother did not perform any literacy events other than read-

-

ing one short Spanish novela excerpt that was laying on cthe kitchen talbe one

afternoon.

Situation One: Jorge has a great deal of mewspapers on the kitchen table

7

ready to read. He is looking for anm arcticle to complete a current event
assigmment for school. It is due the next day. His mother cries to Lelp him
so that he can accomplish his goal. They even recruit the observer to pitch
in and help. The quality of the completed assigmment ?s not above average.

But the mother and the target student, Jorge, are satisfied to have it com-

pleted.

As long as Jorge completes the assigned work, he is quforming within the
mother’s expectations and his own. Jorge is not concerned aboup being a good
student, but about being accepted by the school as a passable one. 1If his is
passable in the school, he ig fulfilling the expectations that he has of Thim-
self and chat his parents have of him as well. In conclusion, this actitude
reflects that literacy behavior for Jorge is relevant to the fact that he
neéﬁs to be socially acceptable in the schools; his literacy is a tool for

social success.

Liceracy for survival in this family has very similar characteristics as
in other families. Jorge translates from Spanish to English and from English
to Spanish In order to comply wich literacy demands than his parents them—
selves find unsurmountable. The emphasis, however, is on his role gsusurro-
gate facher due to the long absences of his own father. He is in charge of

keeping law and order in the home, and, to a lesser extent, of managing the

literacy demands frow the ocutside world. His actual reading and writing




skills are poor. The field cbserver noted the following:

"Jorge asks me 1f I will help him with his essay by reading
over what he has already written. I do so. I tell him read it out
loud to me after I correct it mentally. 1 do so. I tell him to
stop whenever he’s unsure of the spelling or of wricting the correct
way. He stops on many occasions. In fact, it takes us about 12
minutes to read 3/4 of a page. He stops. I ask him what he thinks
is wrong or how could he yrite it so it sounds better.” (April 3,

1982) - : "

MToday Jorge didn’t go to school. He sald he felt bad with a
cold, so he didn’t go. I asked him 1f he feels well enough to be
absent. He says sure--he really is OK, but he just has a lot of
‘flojera’ (laziness) lately. He 1is watching TV." (April 12, 1982).
(For a more complete account of the incidents leading to similar
student profiles in the home, see Appendix DY "Interviews--Jorge
Casillas.” . .

L4

Some Contrasts Between Family T and II Regarding Literacy

The atticudes toward licteracy in English has cimilar perspectives.

English is necessary to survive; English cext 1s difficulc an&%it is the ~

responsibilicy of the older children to cope with English literacy demands for
out of gchool purposes such as rental forms, official communication with pub-
1ie agencie;, etec. Both families have a similar ideal position regarding
literacy and the parents speak in great support of literacy activities in the
home. However, in real 1ife, their support for specific literacy tasks is
differentially allocated. 1In the case of Family I this support is allocated
primarily to the older daughter who seems to be the most capable. This sup-
port 1s clearly denied tc Perla, even when she seems to be.ln great need of
such support just to be able to cope with school demands. Family II offers

, support to Jorge, but there 1s no clear accountability from Jorge to his

mother. Jorge is given the key role of surrogate father (because the father

f

is absent), and the mother is not capable of demanding that Jorge complies
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with school literacy demands. 1In fact, the mother does not seem %o be doing

much about Jorge’s occasional truancy. The same researcher worked with the

two families, and she has compared their views on literacy (in Spanish) as

follows:

Family I

Una persona que lee mucho, lee
mucha literature. Tengo que
preguntar a mi mama (abuela).

Ella dice que es una persona

que se instruye leer ¥ escribir
bien. 81 es importante porque

la persona que lee pueda tener
una buena conversacion. 1007
literato en mi opinion es que

lean y escriban bien. Estudiar,
leyendo, escribiendo se entiende=--
"se defiende, mientras mas que
leyas y mas te puedes estar ‘bien
en la vida. ’
El valor de ser literato es poder
entender bien a la gente y poder
bien defenderse en la vida. Uno
puede hablar de cualquier sujeto
sin meido. Pueda sentir confianza
en cualquiera situvacion. Sirve

en que vea la television para
saber cuales son las personas

que Se ensena; sirve para manejar
al trabajo para saber a donde va
uno; para estudiar; leer por
gusto; en algunos trabajos de
reportar su obra hecho;’ para
cocinar; para informarse de varios
sujetos.

Pues todos mis hijos pueden leer
y escribir o en ingles o en
.espanol o en los dos idiomas. Yo
creo que soy normal en ccaparacion
a las demas personas. La personas
con quien trabajo saben leer ¥

escribir tambien.Yo-creo_que—he— hablar bien_en—espanol-y

tenido un poco mas escuela que las
otras trabajadoras porque mi mama
fue profesora.

) ingles.

Family 1T

Ser literato es una persona

que sabe leer y escribir tanto
que es necesario. Es importante
para que se puede consegulr buen
trabajo. Para mis hijos, %es .
importante porque quiero que
consigan trabajos buenos.

Las razones porque opino es
importante ser literato es tener.
menos dificultades en la vida.
Uno que sabe leer y escribir
puede hacer casi lo que qui-
slera sin tener probler con

no entender algo...no poder
entender lo que le dice la

gente. Uno que sabe leer puede ~
estudiar lo que\quisiera para
tener mas educacion y poder
vivir mas agusto.

En nuestra familia mi esposo

y yo fuimos a la primaria en
Tijuana. Mis hijos estan en la
escuela aqui. Las notas que

me han llevado, pata mi, han
estado satisfactorios. Pueden

tambien de lo que entiendo, el

Para decirte que nivel
estamos, Soy la unica que habla
el ingles mocho, mi esposo y mis




hijos lo hablan y lo entienden.
Leo diario como unos 20 minutos-- Pues, yo no escribo mucho--lés
pero de escribir-—escribo diario digo a mis hijos que me apunten
en mi trabajo rutinarioc. Tambien unas cositas--pero casi nunca
cuento la cantidad de pedazos que escribo. Hace mucho que
uno se pone en cada cuarto (le . astaba en la deccion *8 que
es una ayudante de un hotel). " tuve que llepdr papeles. Yo
Luego~en la casa para llenar » creo que otyas personas que
firmar cheques. A Veces tenso trabajan egcriban mas que yo.
que Ilenar biles {cuentas).” Una § /
vez caga dos semanas o le pongo a o/
las muchachas que me lo hagan. ’/
Hago apuntes para ir a la tienda, ;
o a las muchachas para que hagan
sus quehaceres. Yo creo que
escribo’ o igual o menos a que las
dédmas spersonas. )

-

il
fl

S§i es importante porque pueda 81 es importante porque uno no

desarrollar una vida adaptable /puede comut:icar esencialmente

a varias ocasiones. Bien se / //en una emergencia. Mis hijos

hace la vida pudiendo ser ./ ./ ‘hablan por mi y podrian escpibir

educado y adaptada a varios //* para mi--pero a veces me hacen

ambientes. - falta v no puedo hacer cosas

. necesarios. “Cosas como llenar

formas. Para mi--es muy impor-
tante podér leer en el idioma
que platican--asi es que en
Tijuana me sirve mucho odéh
escribir espanol Aqui te hace
mucha falta no poder escribir
en ingles y no leerlo. '

Miscellaneous Questiohs
Description of home.

The family is moving, so they had The home 1s in the Del SolJ;rea.
quite a few boxes in the house. It is sparsely furnished, but
They had nice furniture (seemed clean and recently painted. The
to match). The home was clutter- exterior is well managed with
ed but clean. The exterior was recent paint. It is in a
neatly kept (1ayn cut, flower beds setting (rehtal) where the land-
weeded, house recently painted). scape is k7zt by a gardener.

Description of neighboﬂﬁ;;d

—The—neighborticod—was_southern = The region of Del Sol is rather
San Ysidro, around Dairy Mart low income. The homes are between
Road. These are rather new 8-10 years old. The racial and
homes {about 4 years old). The cultural populace is basically
family is renting the home under Mexican-American, Pan-Asian, *




the Section #8 funding. Mixed Black and ﬁther Hispanic. Few
minorities and cultures in this Anglos seem to live in the

" low income area. area.
* A HUD funding project.

Obviously Family I has had great exposure to reedin% and writing (the
graﬁdmothef was a teacher in Tijuana), but neither famil} has had exposure to
english prior to theI; arrival. 1In fact Family IT has been in this country
for fourteen years, while Family I only for three. The ti@e factor has not
made much difference in the case of Family II, and a more crucial factor with’
reSpect to 1iteracy in the home is the previcus exposure to text in their owm
1anguage. While Family II makes statements fairly detached from the reality

of the use of text, Family I shows the commitment to become competent in read-

ing and writing in English at a@y cost., Family I spends a great more time in

reading and writing 3ctivities.$ The moter spends twenty minutes a day readiﬁé

novelas. In fact they had plenty of novelas in their bedroomm, and they were -
: 1

obviously ysed up. Family 1I ié not committed tn dealihg with text, but

rather attenpts to avoid dealing with text ipn English and in Spanish. The

o ——
- -

incomes off these two families.are comparable, their 11ving style similar, but
E L]

the chances of success in scho&l looks much better for Family I.

The conclusions of the reseafchers who observed these two families is

important and relevant here:

."Mentioning parent literacy events in a teacher’s estimation is
important in this cobserver’s opinion. Parents that teach their
children via modeling behavior, will find their children more
prepared to face and complete literacy events. Tiis conclusion is
based on the fact that this has been an observation from the
observer’s personal teaching experience. Those children who have
not had literacy as an important modeled event in the home by the
parents, will probably have a low estimation for being literate.




children demonstrate in fhe home. If the adult expects the child to
perform within their literacy capacity in the home, the child will
in fact perform and become literate. On the other hand, if the
paTent expects the child fto not perform literately in the home, the
child will not expect of him/herself to perform within the home
literately. Perhaps this|might extend outside of the home as well.
Perhaps this is the reasop that Perla is not doing too well in the

school. Perhaps this is fthe reason that Alma does so well in
school.”

Based on observations that the ~“server has experienced, the following

conclusions are made: . . \

1. The predominant homg attitude towards literacy and the events

that demonstrate such, are conditional as to parental modeling,
parental role suppgrt ‘and parental expectations.

The ﬁredominaﬁt e attitude towards literacy determines .the
amount of literafy events, other than thosz related to school,

that occur infe howe.
The predoT;zp t home attitude towards literacy varies among'

children and their roles within the family and don’t always
appear to be consistent. .

If the family is socially couscious of their image outside of
the home, the presence of an observer can elicit behaviors that
normally would not occur if the observer were not th:re.

THIRD CASE STUDY: FAMILY IIL ' A

-

‘““‘Eyis family, the G. family, is in the working class. They live in a new
partiall?‘gubsidized two bedroom apartment. There is a color television,
stereo, and a car. The father, 70 years old, receives social security and
disability as a retired farm worker. One daughter receives Some aFDC for an
infant son. The father also has adult children who assist him--for example,
he drives cars which once belonged to his daughter. The hous;hold members |
include a 20 year old daughter with a 5 month old sun, a 16 year old son, and
a 15 year old daughter. Mr. G.’s wife died mzny Years ago. Those at home

represent the last of Mr. G.’s twelve childreni
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All children currently at home were born in the United States. The fam-
ily has moved many times between Central California and San Diego. All chil-

dren speak some non standard Spanish, but will most often speak English to

friends. The,facher speaks only Spanish, though he may have a passive vocabu-

lary in English due to his extended exposure. All conversations with the

father are in Spanlish. example of che differenceg‘of language usage can be

seen in television\viewirg. When the father is not around, the children will
S

watech English language stations or HBO. ;ﬁhen the father is home, the televi-

sion is usually set on a station from Mexico.

2

ihough all adult children of the G. family live in the United Staté;,
there are still some ties to Mexico. Mr. G. frequently visits a relative in
Tecate, he also shoﬁs, visits friénds, and sees doctors in Tijuana. Current
$evénts in Mexico ~re followed by the father throuéh ?ewspapers and television
.news from Mexico. Tﬁe chiiren have no special iqterest in Mexico nor any
strong connection to it; they have acculturated into the “echolo" lifestyle in
dress, tattoos, language, and neighborhood identification. The soﬁ has had

trouble with the police ‘regarding his alleged gang affiliation. While two

different gghfures operate within che family, the father is still che domiwant®

figure in the unit, commanding respect and obedience, in a tréditional Mexican
. b ]

form.

Situation One (March’8, 1982): The G. family lives in a new rent-

L

subsidized apartment in San ¥sidro. There are two bedrooms and five members

of the family, Mr. G., Susan (21) with five month old baby, Luis (brother, °

1€ , and Jackie (15), attending Southwest Junior High. The observer has knowm
] : . -
the family for over five years, having most contact with Mr. G. and Jackie.
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When first entering the house at 19:00, Jackie and Luis were in bedrooms,
Susan cooking, and Mr. G. watching Spanish language TV. The only reading
material visible in the front section of the house is that day’s Tijuana news=—
paper. Upon arrival, ﬁr. G. called Jackie out of the back room, because in
this instance I was her "guest", since the study was understood to be mainly
about her. Jackie seemed somewhat distracted, as if T were interrupting some-
thing. Tt came out that she was reading the Bible in the back room and wanted

to continue what she was doing. Once T assured her she could do whatever she

el

wanted, she went back into kir room and brought back some folded papers and a

%

Bibkla,

19:13 Jackie and T seated at the kicche; table with her materials. She
geems a little more comfortable }ow. We talk abéhc what my r-le is. She
agrees that Hispanic students have prot.ems with reading and writing in
school. She wants to help me improve tow students are taught. However, she
still is having troublé with the concep: of an "observer" in the household.

We .alked 'about friends chat mighc want to partici,ate in the project and what
she chiﬁks about writing. Jackie describes herself as being a "g.od writer,”
' but not %oo good in math. She talk.. about a homework assignment she was

going to wcrk on that night for Social Studies-=-writing about life for- oy

Mexican—Americans in the U.S.

F.

Situation Two: Jackie says that she does most of her homework at the

kitchen table bacause it has the best light. (By now the baby has "::n placed

on the table and is watching us.) She also likes to write poems and other

short pieces for herself. She saves them and shows them to friends, sometimes

reading them aloud to each other, sometimes letting a friend copy the writing,

4
-

69 t




66
sometimes copying the writing of a friend. She showed me a copy of "A Cholos
Life", one of the folded papers. It was a private work that I believe she was

planing to modify or expand into a class assignment.

19:25 Jackie started to read the Bible, then took another stab at under-
standing my role. Was I like a spirit looking over the family? Watching but

not visible. I affirmed the analogy.

19:28 Jackie begins reading the Bible at the table. I am writing. She
pauses to ask me the wmeaning of a word she runs across. She reaés aloud in a -
low voice. Typical reading style or just for difficulty material? Don &

¥
know.

16:00 Jackie watching "Afterschool{fpecial" on a teenage father. Susan

and baby taking a nap. Mr. G. and Luis uat ~ourt. We talk a“out the movie and
schools we go to. I ack her about her teachers. She alternates teading and

English every 3ix weeks.

16:34 = 17:45 Jackie receivas a series of phone calls from friends while
continuing to watch television. These include school friends and church
friends +ith whom she discusses religiom. In one call she asks the person
about a paper called "Vato Loco” that I believe she wrote. It was passed
around among somé friends of her brother’s and she wanted the original back so

she could make some copies of it for her friends.

17:47 'S. came into the living room with baby. J. plays with baby though

not really saying much to him.
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17:57 Mr. G. and Luis arrive with friends. There were Tijuana newspa-

pers on the dining room table.

19:43 T asked to borrow “A Cholo’s Life” that J. had written for her

friends. She said yes but she wanted to copy it first.

20:00 Luis and Susan in back room. Mr. G. watches television.

t
20:15 As Jackie copies "A Cholo’s Life", she pauses every few moments to

talk about Cholos and the way people are treated because of their appearance.

‘ We_félked about the various stereotypes that people have about different

racial groups. J. was talking about whdt she was writing; She was using me

as a sounding-board for her ideas. I believe’'the was trying to change L7\

Cholo’s Life", a personal pilece of writing, into something to be turned in as

an assigrmment for Social Studies.

The field worke}'s notes are indeed tevealing of the climate within tue

home, and the nature of the literacy events occcurring there, Jackie, the 15

year old 9th grader who is the focus of the study, "tries to read a little bit

every day." She also likes writing, especially about the Mexican-Americans,
but she feels she has problems with math. Here are some of the quotations of

the field worker:

"Jackie anxious to g8t to her reading homework...Jackie likes
to write poems- and save them...Showed me a copy, of ‘Cholo’s Life’,..
Jackle nas been serious about religion for at least two years...When
Jackie first came out she brought both the Bible and to or three
papers..." .

.

The observer discusses the importance of Mexican newspapers in
the bume, and the profound religious commitment to reading and writ-
ing matters related to the Bible.

]
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Jackie shows the observevr more written materials she produced:
"She called in for me. She wants me to make copies of ‘A Cholo’s
- Life’ and asked me to make c¢opiés of "Mi Vida Loca' a church pam-
phlet. She wants copies to take to a high school MECHA meeti g
"About Gang Fights."

Undoubtedly one of the strongest motivational forces behind the writing

-
efforts of Jackic is her belief in a vocition,and christian mission to help
"Raza." But writing does not come easy. Examine, for example, the attached
handwritten manuscript of "A Jholo’s Life" (see next page). For your conveni-
ence a transcription, as is, will be typed here:

"4 CHOLO'S LIFE"

A cholo is the one who rights (crossed out, and replaced by) writes
on the walls walking slowly through the hall he spends his time with
His friends. It never seems to end a cholo’s life is never right
when ever he drinks and smokes all night. In the morning he awakes
thinking of what to do all day. they never seem to care about the
People that ".ove them alot. Like Jesus Christ and there family.
Like ‘their mouthers that allways stay up all night hoping that there
son won't die. But the cholos say I Don‘t care what my hifitas say.
Like I Said dont seem to care they think shooting up is going to
mack them feel Realy good Pero Save que It Dont get you no where But
to the pict. Just if they could Realyze that Jesus Christ cares for
tem and whant them to have a Better Live then Shooting up go Gang
B...inding fighting over Barrois, Killing they’er mismas Raza Smif-
ing Pamt get high writing on the walls Hey Jesus has Something
Better than that Its emternal Life. What I mean by Enternal Life Is
the Reale Happiness. When your sleeping in the ally or by your Self

- 21l Lonley and and misarbel Jesus Is wright by your Self Why dont
you gire him a chance 'in your 1life he isn’t going to heart you he
wants to help you all you cholos out there in the street or at home
or shooting up somthing in you ==7?=-— that isnt good talking 3uack to
your hifitas or nifitos give them a Big Big hug and tell them I LOVE
YOU ALOT MOM OR DAD Dont Be a Shame or dont get in Bares Because
your withe you homies tell them te QUIERE MUCHO and just Rembember
If any Budy tells you about the Lord Dont shime them because they
telling you like It is, Jist remenbe Jesus Christ Loves you alot.
God Bless You . '

 Alzeto God BLESS YOU

Jackie Gutierrez
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Comments on the document transcribed. The effort and time spent in pro-
ducing such document was considerable. The punctﬁation, spelling, syntax,
organization of sentences and basic structuring of senterces is indeed a seri-
ous problem. What is fascinating is that Jackie could read with excellent
intonation and even eloquence these lines, with proper pauses and convincing
tone. Going from the spoken to the w;itten word does‘involve many and sophis-

ticated skills, A strong mocivation is an essential part, but the need for

instruction and coaching are undeniable, Many of the students who entered the

implemented instruction (see the following section of this report) began their

writing instruction even with less skills than Jackie, "

r

FOURTH CASE STUDY: FAMILY IV

™

This family is at.the lower end of the working class. They moved to San
Ysidro from Tijuana during the summer of 1981, The father, in his 60°s, came
to the U.S.:illegally as a farm worker in the 1940°s, and h;s wiorked
throughout the Southwest from Texas t¢ California. He married late and n-w
has eight children ranging in aage froa 7 to 16. For a few years the father
maintained a» apartment in San Ysidro while the family lived in a house in
Tijuana., The father decided to move the whole family up to San ¥Ysidro at
great financial sacrifice, His reasons included Qanting 0 be near his family
and procuring aa improved education for his children, The entire family is
now living in a smali 2 bedroom trailer. They have an old black and white
television, an old car, and no phone. The father receives some
retirement/disability benefits, The family also earns r~iey by engaging in

the cottage industry of their Tijuana colonia--macrame fl.wer pot hangers.

person provides cie material and pays 70 cents for each “anger. As many as




four famiiy members may be engaged in weaving at any one time.
The members of the family are:

Mr. C. in his 60’s, and Mrs. C in her 50°s

Evangelina 7 ' Juan Antonio
Marilina 10 Elizabeth
Jose Luis 11 Melida

Maria de Jesus 12 Isabel

Six daughters and two sons.

A1l children but the youngest one attended school in Tijuana. They

‘appear to be quite literat- in Spanish and have good study habits: The vldest
daughter graduated from “secundaria’ in Mexico. The children all attend
schools in San Ysidro, and are enrolled in bilingual programs. The eldest
attends agult sghool ESL classes. Both parents were forced to drop out of

school to work, but seem to bc functionally literate in Spanish. Spanish is

the only language used in the home, and no interactions with outsiders were

»

observed where anyone had to resort to English. All television viewing is on
Mexican channels. The children show no sign of adapting to the
Chicano/"Cholo"” culture of the area. Their dress and behavior patterns remain

Mexican.

The C. family lives in a 3-room trailer in San Ysidro. The family
recently moved to the US from Tijuana and were enrolled in American schools in
" the Fall of 1981, their first extensive exposure to English. The target child
is E., aged 14, a ninth grader at Southwest Junior High. IA11 interaction

awong family members and with-the observor-is—in_Spanish. _ __ .




Situation One (March 24, 1982): The situation is presented as the

observer noted:

y

10:21  Arrived, oldest sister was in the k;tchen/dining area and the
rest of the family was at the market. There were calendars and_other posters
on the wall (in Spanish), including a letter to parents from Beyer Middle
School. There was an English handwriting book on :he table (I cthink it was a

texctbook).

i

18:15 Family arrives, exchanges greetings, then unloads groceries,

18:28 Sr. and Sra. tell me about Sr. trip to a Compensatory Education

Convention he is to g0 on the next day. Sr. is on some school advisory com-
mittee for Willow Elementary. We discuss the various forms and vouchers for
the crip. This topic came'up because Sr. wanted‘my help in cashiﬁé a food

money check he was given by the District. I helped after the observation,

-

18:25 - 18:40 During the conversation with the parents, five of the
children sat at the dining~room table and were writing from out of the Writing
Text. There seemed to be no parental instruction to do this activicy, but L
am still not sure if it happened just because I was there. E. moved into the

back room and would remain there mwost of “he evening.

18:40 - 18:48 Sr. has the children show off their reading abilicy.
Maria, 7th grade, reads from a sheet titled "Spelling List” that has about 20
sentences in Spanish and English, such as "I did not do my homework.' She

reads them slowly, but accurately, in English, very effectively in Spanish.

" The lst grader read in Spanish from a sentence she copied at school. The

parents are very proud of the progress of their children and they point out to
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me how far they have progressed since the beginning of the school year.

Situation Two (April 8, 1982): This situation is best understood by fol-

lowing the chronological sequence of observations.

18:50 - 19:10 There is more movement now. & of the 8 children are still
at the table, helping each other with math or writing. Sr3a. is moving in and
out of room. She helped one of the boys with a math problem. She is helping
E. try on some new clothes in the back. I find out the names and ages of all

the children. Sr. encourages me to check the math homework of Maris, which I

19:12 Children seem to relax more as they eat some desert and they begin

to discuss topics among themselves. The eldest 1s preparing desert.

19:18 Sra. helps one of the younger ones to write her name by giving

her a sample.

19:22 Maria has gone baclk to math homework. Brother A. asks her fdf

pencil and paper. Children take school papers from on top of the refrigera-

tor. !

u

19:25 = 20:00 The family becomes very relaxed and enters into an

animated discussion about a nymber of topick with many family members contri-

buting. Topics include: losing pencils aghschool, getting hurt crossing the

street, and attacks in school bathrooms. At one point Sr. pulls an announce~

ment off the wall to show me. It is about violence in the schools and schoq}

rules for Beyer Middle Scho>l (Bilingual). He reads me-a passage- from—il.—A, ——

is~tracing a cartoon charac.:er off Pee Chee folder. One of the younger girls
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is writing on an envelope, leaning against che refrigerator, listening to the

:

conversation.

20:00 1 ask E. to come into the kitchen to find out which teachers she

has. Otherwise she remained in the back room the whole tiwe,

M ar

Some of the notes the field researcher made for himself reveal a great
deal about the fawily he had been observing, Thus for example, confused by

the mulciple and continuous actions going on in the small house with all ten

family members, he exclaims: "T00 MUCH HAPPENING!!" About the father who, in

_spite of not being literate in English could communicate with some difficulcy,

¢
he notes that "he is on an- advisory committee for Willow Elementary,” in spite

‘of the fact thac he, the father.had only finished the 6th grade in Tijuana,
The overall environment 5} the home and the support towards literacy motivates
him to eharaceerize the family: “Family is obviously very concereed about
learning and proud of what children aiready have learned." About Elizabeth,
the 14 year old girl, he remarks: "Likes to read mysteries;.reads in school;

ieft books and papers at school... English only..." Regarding the conversa=

tions going on: "all conversations in Spanish..."” Regarding school notices:
“"Flyer on the refrigerator about parent-teacher conferences, On it are two

hand~written notes by one of the parents referring to the days of some meet-

ings.”

In analyzing the field notes of this observer it becomes clear a pattern
of differenctial support of parents for children involved in literacy events.

Younger children are monitored closely, while older are left to their own

respon51bilitie5' women, particularly those between 10 and 12 be highly

motivated and do a great deal of homework in the home, i.e., Marilina and

s
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Maria de Jesus; the”clder females, Elizabeth, Melida e Isabel, have the seri-
ous responsibilitiés of domestic work: cooking, washing dishes, shopping, and

weaving the macrame planc holders to pad the family income.

Comparison and Contrast Between Families IiI and IV

The relationship between literacy and family activities and values was
studied using two éamilies living in San Y¥sidro, California. One family had
bilingual members, the other was totally Spénish dominant. The families were
obsarved over a period of three months from March to May, 1982. Each family
was observed 4 and a2 half times, DBoth families had a female member in the 9th

grade attending Southwest -Junior High School.

Based on the observation of these two families, some opinions about:

literacy ané the family can be expressed.

1. The parents’ desire for literate children may not be supported by a
h&me enviromment encouraging literacy. While parents want their children to
read and write, they thems:lves may ﬁot be models of applying literacy mean-
ingfully to everyday problems. Both fahilies studied were concerned about
their children doing homework, including éggding and writing Children were
provided a place and a time to work, ‘in eaéh case the dining room table. How-
evér, the actual use of literacy skills by the parents was quite diffe;entx
8r. G. studies newspapers from Tijuana and La Opinion, referring to tpem in
conversation. He types:letterglgsd articles to Tijuana newspapers.| He has
petitioned govermment agencies for various services for himself an$ICiVic

.groups. . Sr. and Sra. C._must deal with school aqnouncements_aqd_{ﬁ@ig{qt@ogll

i

forms, hut basicaly their interaction wtih writing is minimal. For example,

I
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they do not make a shoﬁSing list, but rely on a collective discussion while in

the store.

2. The parents’ respect for llteracy is not connected to "unrealistic”
occupational, aspirations. Both families see that an educatio helps to éet a
job where one "does not work so hard" compared to farm labor. Being bilingual
is considered to be useful for getting a job in San Diego, especially in
retaii sales. 8r. C. cace mentioned his older daughter wanted to be a '
teacher, bufﬂbasically the families don’t see their children becoming profes-
sional. -

S+ Family responsibilities may have a negative impact on promoting
literacy among the old;;“children. In poth families, older children take on
duties that cut into free time that might be used for reading and writing.

The oldest daughter in the C. family, Susan handles all the jobs of the female
head of the household--cooking, shopping, and cleaning. She must also care
for her baby. The target student also helps, put responsibility falls on the
eldest. Susan dropped out of high school, and while she thinks education is

important, sees no real opportunity to graduate. Her observed literacy

activities are limited to shopping--i.e., writing the 1ists.

s

In the C. family, there is.a distinction between the younger (7-12) and
older (13-16) group of children. The four youngest children, in the first
through seventh gfade; spend more time doing school work. Thg youngest!
Evangelina, has more that once brought up a book to her fatheF to have help in

reading. On the other hand, the older children spend less time studying

schoolwork-- the primary literacy activity. 'In family discussiéns, they say

little about what they do in schcol compared to the highly motivated younger
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girls, aged 10 and 12. The older children spend more timé on household

—p————

chores~~cooking, washing dishes, shopping and w%aving the macrame plant hold-

ers.

4. Schools play an unexpected role in promdting literacy events. This
is most clear in the case of cthe C. family. VariLus bili.igual announcements

from school--permission slips, PTA agendas, discipline rules—-are the ctopic of
|

much conversation. They are posted on the refrigeractor and on a wall near the

sink. ;he parents study chem, for example, to &écerminh how much money is

required to go to a field trip. Sr. G. alsc deals with such documents, but he

has only one child still in school. Alsoc Sr. G. has had his family\::;a-

blished in the U.S. for a long time, so he rezeives a much broader variety of

materials.

5. Licteracy can be fhe by=-product of an activicy the adolescent finds
important. Jackie, the target scudéné of the G..family, is below grade level
in her §bility'to read and write English. However, she uses readinz and writ;
ing skills outside of school extensively. Jackie has a two-fold interest—-her
religion and a concern for thé condition Chicano teenager;. Jackie belongs to
the Victory Chapel in National Cicy, an evangelical church. She says she
began reading the Bible at- age 13 and became serious about reading it act l4.
While she will read mystery novels at school, her main reading material at'
home 1s the Bible. She has been observed reading ic. Jackie is concerned
about the violence, frustration, and prejudice that her peers and family face.
She currently feels Fhat this proble& can.be alleviated by "Eurning to
thistwﬂﬂSd; found two wofks on this topic, ™A Cholo’s Life™ and "The boys of

our town have joined in gangs,' that she likes to copy out and pass to

50




friends. "A Cholo’s Life" seems to be her original work, %hile the other was

!

apparently copied from a magazine. Jackie is so motivateﬁ that she volun-

!

teered to present “The boys of our town have joined in gangs" at a high school

MECHA conference even though she is basically shy and nq% prone to speak out.

6. Literacy is viewed as a practical skill, not as creative expression.

Sr. G. was more vocal on this point, but Sr. C. would égree. According to G.,

literacy helps the poor, or workers, to survive. Thechan understand what the

rich are doing to them. Writing can be a tool to helf workers get better con-
ditions through petitions, letters, and articles. Mr. G., the father in Fam~
ily II&, was an early organizer for the UFW, so he has seen the'practical
value of literacy. 1In no case, in either familv, was anyone seen writing

“without purpose" to express personal feeling.

Some relationships between family life and literacy have been noted.
However, fhis writer is resistant to-label the relatienships "positive" or
"negative” without longer study. For example, one would think the limited
literacy activities of Family IV would have a negative influence in the chil-
dren. In fact, two of the girls appear to be excellent students. Jackie on
the other hand, is a below average student, but comes from a household with
many literacy events and she possesses strodg internal motivation to improve
literacy skills. Conclusive answers can only be found in a study that follows
these children into adulthood to be functionally iiterate in Spanish. Spanish
is the only language used in the home, and no interactions with outsiders were
observed where anyone had to resort to Engllsh: All television viewing is on
Mexican channels. The thildren show no sign‘of adpting to the Chicano/"Cholo”

culture of the area. Their dress and behavior patérns remain Mexican.

84




Family IV litgé in a 3-room trailer in San Ysidro. The family recently

moved "o t e UtSf from Tijuana and were enrolled in American schools in the
Fall of 1981, their first extensive exposure to English. The target child is
E., aged 14, a ninth grader at Southwest Junior High., All interaction among

family members and with the cbserver is in Spanish,

Parents’ Perspectives

The stud, of literacy events in the houses and other non-school settings
deeply affects and determines the literacy skills and academic success of stu-
dents. When parents themselves are not literate ip English, they may still
become a strong support of their children in literacy activities. The zase ’
studies and the summar§'of the forms, functions and valaes of literacy seem to
suggest that the family, as a social unit, plays a Frué{af'role in the

acquisition of literacy skills. BRut parents must L;arn how to be of suppori

i
H

in the acquisition of these skills,

Consistent with our theoretical orientation throughout this study, we
contend that the learning process followed by parents is better understood if
approached from a V;gotskian perspective. Here afe some theoretical con-
siderations guiding our study, as it was summarized recently byigriffin, New=
man and Cole: '

Vygotsky’s notion of a zone of proximal development (Z0PD) refers to
a collaborative effort, where 2 more capable partner works of a
problem with someone else who could not work on the problem effec--
tively alonme. The situation to which the concept has been most
often applied is a psychological test of mental ability. Here
Vygotsky defined the ZOPD as the difference between the level of
problem difficulty that the child could engage in independenrly and
tke level that could be accomplished with adult help (1982: )e




system) must establish 2 special working dyadic relationship with the more
able parent; the expert. The reason for this relationship is that Vygotsky’'s

theory assumes that higher psycholougical functions have a social origin., As

[3

Griffin et al. state irc: . -

+sonot only what is carrizd out betwéép participants, but how they
carry it out appears subsequently as the independent function of the
novice. That fs, the interaction between the expert and the novice

is internalized iy th2 novice (198x: ).

The forms and functions of literacy are not only as a fipal outcome of

some school activities, but as a process of learning to communicate through

text with new and nultlple institutions of a social system. Communicative

processes a.z intimately related to the social skills and basic understanding

of how this country operates via its educational, réligious, por .cal, and

Jp—

T social {rnstitutions; anri theTefore, thése processes are related o Knowl ..ge&

AW —— o ————

the expected roiés} appropriate beﬁ;vibrs, and the meaning of thé“messages
exchanged through text, all of whic.a are painfully learned in and out of
ﬁchool. If literacy in Amer.can society is improtant for all, for the minor-
ity family it ;s a matter of survival. Educational institutions have a mvch
gfeater impact in athnolinguistic minoricy ?tudents' families, because they
bring to these tamilies a new social system: a new set of norms, values,

reward system, culture, hsliefs and, ultimately, badly needed skills to deal

* with thig new systenm.

X2




T¢ our knowledge, no study has focused on the students’ and parents’ role

Vis-a—vis the process of becoming socially and academically competént to com—

municate éhrbugh writing.' Is parents’ social literacy a factor in the
acquisition of other literacies reyuired in school? And if parents play a
role, how do parents who arrived from other countries learn to interact effec-
tively with the schools 1c rhe U.8.?7 This question can be answered, to some

L ]
extent, from the data presented above. The very fact that we studied the com—

munity ethnographically indicates that we see :he families a< social units

with great potential impast on the acuuemic pecformance of children.

"Poor performance iq communication}through text English on the part of
ethnic students can brve several explanatiﬁns. Writing skill levels (in gen-
eral, academic pgrformance) and membership in certain socio-econowic groups
seems to be highly correlated. Learning to communicate through text is a pro-

cess that requires th: acquisition of many and complex cognitive, social and

A —— e e e — . B R —

. cultural skills. Motivacion to write seems to be linked with the reward sys-
tem embedded in the communicative process, i.e., the success Eo decipher
and/or interpret and generate messages for specific audiences and specific
purposes. All of the above would in&icate that the teaching of writing in
school scratches only the surface of the communicative process, through text,
and in fact, presupposes a life experience in a society: knowledge of the
issues, the audiences, the roles and expectations of writer and audiences,
and, most of 1ll, an overall understanding and internalization of the social
system in which we live. The asswmption that ethnic children have the presup-
posed life experience is unwarranted, we all kﬁsw; but to understand under-
stand how this experience is painfully acqu{red by the ethnic families can

t 1
help a great deal to reform our educational programs.




it is precisely through social interaction that parents learn what is
expected from them in the sctools, and how zan the}, in fact, become effective
supporters in rheir children’s aducation. What do parents need to learn and
how do they learn it? 1Is the conceptual structure, the organized system they
bring to this country reorganized, and in what ways? In an attempt to respond
to these questions we have decided to look ‘nto the organizational structure
of parents’ interaction during the Cafes de Amista&. We certainly do not have
all the answers, but we feel wa are beginning to underscand better the process

of socialization, at least in <-me of its phases,

These researchers’ encounter with parents was first made in the school
grounds and it became the beginnir~ of & new momentum to the parents’ orgaani-
zatio;. The veteran in rhe ¢rganization, still functioning'as its President,
was 4 man in his seventies, monolingual in Spanish, and extremely perceptive,
He demonstrated a capacity to conirol the moves of the principal and of the

parents even *f he was (and 1is) a monolingual Spanish speaking Mexican who has

4

become a permanent resident in the United States, <hose mumerous children and

grandchildren zre United States bern citizens, -

The "Cafes" were an offshoot of the Parents’ Committee and School Site
Council required under the Lau guidelines, i.e., p rents of language minority

students who are Jjmited Faglish Proficient. Bath the parents and students

form a group distinct from their counterpart at the sciwool. They are pcedom~
inantly Spanish speaaking and conduct the meetings entirely in Spanish with the

community aide translating to, and from, English, for the Principal.




__As members of the School Site Council and Lau Committee, these parents
undertake tasks directed to the_allocation of rescurces pnrovided by federal
and state agencies for academic activities. They make decisions e¢n whecher or
not to provide additional hours to the commurity aide, or to fund particular

in-service program or to send a parent representative t¢ « conference.

The first Cafe was held at the home of Mr. Lopez (a fictitious name).
About 25 persons attended, including three represe-tatives from the Center for

[

Ethnographic Research. As the meetings began, one of the co-principal inves-
tigators in the project was asked by ¥Mr. Lopez co,make a presentation. While
this event took him by surprise, ic did give him a chance, once again, to

state the purpose of our project and to emphasize che types of concerns about

ethnolinguistic minority students which gave rise co the project, most specili-

ically, the low level of academic achievement in southern California students

helping their chiidren succeed in schvnl, for example, by:

1. Taking a more active role In the children’s school work
2. Maincaining cont-ct with teachers
. , G

Obraining special resources tc assist children with school
work when they lag behind
=

Allowing children to express their opinions and make
thair choices.
These topics were oresented to the group fcr discusgion and followed by a

lengthy exchange of opinijons. Several topics that would appear in the follow-

ing cafes were brought up at this first meeting. Parents consistently

exprassed genuinz concern for their children’s performance in school. They

wanted their children to ve given the opportunity of learning English as




quickly a5 possible. School was perceived as an unknown quantity; that is,
pafents placed a great deal of trust in séhmol, and yet they were hesitant,
almost fearful, to trust it completelx. They wanted to know more about the
school and systems benind it, put they were nof quite sure how to g0 about the
task. Parents wanted to understand the U.S. educational systems by comparing
the Mexican schools with those in the U.S. They appeared to holé the former
in higher regard because their children were achieving at higher levels in
Mexico. This top;; was of such interest that a suggest;on was made that the
whnle group pay a visit to several schools i Tijuana and verify the

hypotheslized superiority of those schools. These topics broached in the first

Cafe came to be actively pursued in subsequent Cafes.

Mr. Lopez showed his skill and power in controlling the group, redefining
the rules of interaction and reinterpreting the exXperiences parents had

described a few minutes earlier. He did it in Spanish and demanded step by

step translacion into English for the Principal of the school (who began to

feel a bit neglected). The message Mr. Lopez was sending to all of us was one
of cgﬁtion, political wisdom, and restraint vis-a-vis other guests (particu-
larly =he Principal), as well as a call for intra-group discipline, self- con-
trol and a recognition of Mr. Lopez” own role. Mr. Lopez made th2 meeting
highly structured: pendfﬁg agenda items were covered, word was granted ord-
erly, and spontaneity was curtailed. A number of informal means 5! control
srere used. The trqnslétor, E.e., the community liaison nerson, paid by the
schocl, would whisper in eirher language brief messages from, or to, some of

"
the parents wno wanted to reopen the discussion of controversial issu«us., 'She

was also either reinforcing, on the be half of Mr. Lopez, the rules of

apprOpriate/fﬁteraction vis-a-vis the presence of the Principal and other

“ : ) ¢




guests, or interpreting school policies of behalf of ¢he Principal.

The ovgrall tone of .the concluding remarks by Mr. Lopez and interqction
anong psrents was 2o. :iliatory an: complimentary fo the principa. for being
"so sensitive" to‘the needs of Mexican/Hispanic parents. A final kind, and
selling pitech from the Principal was translated by the liaison person in a
tone that appeared to be patronizing ¢~ condes;ending. Nevertheless, parents
felt gsatisfied because they had been together'as a group and had been given
recognition; they felt they had some "pcwer" as a group. The principal and
liaison person ware also happy because parents had been kept under control by

Mr. Lopez, and the +hole affair had turned out positive and constructive. What

next? The issye was not it, but when and where, to get together next?

. The second Cafe was held at the home of a young, active mother Mrs.,
Chavez, who has a daughter in the ninth grade; a relatively newcomer tO the

-area (two-or -three years ago they moved from Tijuana), the mother is a very

-

sctive member of the Lau'committee. She is the most "liberated" of the moth-

ers, openly expressing support for increasing freedom to children in their
choices of academic activities, and relating how she applies her Eelief ac
hoﬁe in the upbringing of her daughtar who wants to be a la yer. Mrs. Chavez
had advanced schooling in Mexico, and comes freom a middle class background.

She grew up in an atmosphere highly supportive of her academic endeavors.

-

This second meeting was attended by the District Superintendant and a
member of the School 3oard. Mr. Lopez was the principal speaker. His major
concern was with the lack of information availaGIe about the vocational pro-
gram at the Del Rey High School and at ghe Southnest Junior High 3chool.

Parents were not syre what classes were suited for college education.
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Apparently there was no availdble information in Spanish. The superintendent
asked the principal to make sure that such information was made available o
parents. "Why are our children taking classes such as "0ffice or Library
gelpgr' when they had originally signed up for hard core subJects? How could
we communicate our fel?ngs to the counselors?” Parents felt hopeless and
afraid to talk tos the counselor. In their opinion, the adJustment of rosters
to balance class loads is done at the'expense of tteir children and other eth-
nic students precisely because ethnic parents are less knowledgeable aboﬁt

acadenic options and their consequences, and, therefore, less likely to co.

plain.

The meeting concluded with a brief statement by the Superintendent
.Lexpressing his thanks for the invitation and his admiration for the interest

taken by parents in the education of their children.

The following cafe de amistad scheduled by the liaison person for the
following month at the house of Mr. and Mrs. Lara. The Lara’s are parents of
four, in their forties, monolingual in Spanish. They arrived 'in Chula Vista
about two or three years ago from Ti juana were Mrs., Llara was an elementery
education teacher,~and, later on, a parent involved in in—-school activities.
She haé‘been conspicuously frustrated by what she perceived as a lack of com-
mitment of some parents to attend meetiags. She had a notion of whkat she
wanted to accomplish with or without the blessings of Mr. Lopez, the President
of the council and re—écganizer of_:he cafes. For this meeting, the guest
speaker, who would also fall into the trap of miscalculating Mr. Lopez’ con-
trol and political skills, was a billnguag teacher, a likeable and dynamic

young Mexican—American in charge of Physical Education and Mathematics.




Mrs. Lara met every guest at the door and greeted them by pinning on them

"cafe de amistad" to mark the occasion.

a "distintivo”, a gort of a badge
This was an acceptable way of using a traditional Mexican gesture in order to
foster solidarity. Rather abrubily and without permission from Mr. Lopez she
asked, "Are we the Paronts Teachers Association (PTA)?" "Why aren’t more .
parents involved?" "What is the purpose of this group?" Several members Jjoined
in the discussion. Most addressed Mrs. iLara’s first question. They explained
that the 'PTA is a more formal arrangement between parents and teachers, whose
setivities are geared toward social events a;d ra.sing funds for support of
extracurricular gtudent activities. In essence, the explanation was that the
goals of the group are different, with this group being most active and most
interested in areus related to children who are Spanish dominant. Mr. Lopez
spoke to the second general question by recapitulating the beginning of the
Cafes de Amistad four years age with a group of parents who sought to demon

’

strate to the school that indeed parents were interested in their children’s

education.

For 2 minute Mrs. Lara’s abrupt start witb a question that would chal-

lenge the very existence of 2 groun functioning during the kast seven years

under the direction the the respected Mr. Lopez, sitting ngn as a guest right

there, seemed hiyhly inappropriate to some parents, particularly because Mrs.
Lara was the. hostess and had no recognized staitus of leadership in the group..
Tﬁe easiest rrsponse was to ignore the issue behind the qQFstion (the issue of
comnitment, det:rmination and guts in pursuing the interests of parents as a
group in school) and to respond to the surface aspects: The answer: '"No, we

4

are not the PTA." "We are here because we have been historically organized in
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this fashion for the last seven years and it has been useful. No, we have no
illusions 9f control or of creating a strong political group. We are here to

show friendship and to exchange information."

»

Mrs. Lara’s question meant to start a serious, gut luvel discussion on
the futility of efforts ;1ke these if all they accomplish is to cater to the
school personnel and do not permit parents a true partnership in decision mak-
ing processes and the power to help the princ@pal in the management of the
school. TFor a while there was shock and confusion, particularly on the part
of the principal, the liaision person and Mr. Lopez, and their supporters.

The tone and volume of Mrs. Lara’s voiég Q%s,intimidating.' Vhen her husband
t_ied to épeak and ventilate other issues, ;he vigorously quieted him down in
order to pursue the fundamental issue with which she had started: "o somos o

L LI 1]

no somos” "are, or are we not committed" to what we say we want.

4

The second half of the meeting involved a discussion with the guest

speaker, i.e., the teacher who had arrived late because he was receiving an
aw;rd recogpiziqg him as an exemplary teacher. As aa ESL, Math and Physiecal .
Education (PE) teacher, as well as a student advisor, he is well known and
liked by parents and students. With the approval of Mr. Lopez, the teacher
was introduced by the principal; who also announced the awards; ﬁarents
applauded. The teacher then ggvé a brief talk on his role as a Math and PE

teacher, and the importance of cofitinued parental involvement.

At this point, the hoscess noted that we had been meeting for about two

"and a half hours and asked everyone to step into the dining kitchen for coffee
and snacks. The meeting was concluded with friendly remarks between snacks

and drinking of punch and coffee. It was arranged that the next meeting would




take place in the house of the field coordinator.
- .

The Cafe at the house of our field cocrdinator was meant to attract
teachers, parents, co-rearchers (M.A. students doing home observatibns and/or
implementing the "new” writing modules for writing instruction). iParents'
attendance yas slightly down and the entire atmosphere was;mbre relaxed, less
controversy oriented} less focused on performance and public participation. Aas
a result some of the parents {(those who never miss a meeting) had the ch;nce
to pursue in a less politicized environment, the issues they had been raising
all along. The researchers had hoped to present to all aftendants a brief
up-to—-date repo:t‘of the research findings, and then open up for questions.

Thus, for example, Mrs. Lara renewed in a reronciling tone, ner concern for

making the Cafes de Amistad more action oriented.

The discussion ended up centering around the poor counseling given to
ethnic children. “ne mother was whispering to amother "No te fies del conse-

jero” "don't trust the counselor". Others would refuse to believe Sﬁécific

instances of unfair treatment or negligence by counselors.

-]
There was a brief discussion gn the Cholc high school studeat and the

misleading stereotypes about Cholos: often Cholo looking kids are good stu-

dents, intelligent, capable and productive.

Parents’ divided opinion on the effectiveness of bilingual education sur-
faced in tﬁe context of preventing the academic failure of Mexican or.
Mexican-American children. Because the interaction was less structured, vari-

ous topics would appear or reappear in different subgroups. On the one hand,

L4

Mr. Lopez had not come to this meeting (he was very ill), and no one had his
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credibility or skill to structure the meeting. On the 2ther hand, the space
and amplitude of the.house lent itself perhaps to fragmentation of subgroups
after the initial formal presentation. Story after story illustratéd the need
of parents to know how Co interact with school personnel on behalf of fheir
children. If oue would take inventory and rank the topics discussed that
night (ranking Oﬁ the basis of time and visible involvement;of participants)
the following can be listed:

1. Parents musi organize and speak out for their children’s needs
in schools.

L

Parents must be aware of the intrinsic problems and liabilities
of the transition their children go through from Mexico’s to the
U.S. schools.

One of these liabilities is the lack of cre&ibility of their
children, particularly vis~a-vis racist or negligent counselors.

Parents must help each other in an effort to learn Iwww to deal
with the U.S. schools.

Parents must get information regarding academic programs and
assistance, available and helpful in opening college opportuni-
ties for their children.

6. Parents” cultural and linguistic heritage 1s most valuable and
nol in the way of the academic achievement of their children. )

Parentsgfind themselves at different points of the acculturation contin-
'uum. Some have just begun the threatening and uneanding process of reinker'
pret%ng reality, values, roles, and life experiences, surrounded completely by
’a-ngw sel qf cultural, social, educational and political instituéions. Those
parents who feel the greatest need for understanding the U.S. school system,

and the new world around, particularly if they are motivated to learn how to

deal effectively with the schools, seem to profit the most from the Cafes.

They were the first to develop a dyadic relationship with one bother parent who
. .
would become their coach, helper, interpreter and friend.

34




The coaching process is on¢ in which a more knowledgeable parent, the

"expert,"

the coach, walks step by step the long journey of social literacy
with a "newly arrived" or less skillful parent. Both parents come together to
the Cafes de Amistad. The coach, or "expert" cues the other parent to share
her/his problems, to give testimony of gratitude for the solution obtained
thpoughhghe action of the expert, and to reinforce the will of learning more,
;;d how ts\deal effectively with the system. K Ultimately, the parents’ capa-
.eity to maké ;ense of the school’s communication through text, and often of
all communication through text, including texts coming from other institutions
than school) is through the interventioz, advice and guidance of the coach.
Normally the expert is bilingual while the learning parent is monolingual in
Spanish. The most crucial function of the expert parent is to help learning

1

parents expand their 2zone of proximal development. The learning pafent would
5]

internalize tasks, principles and social etiquette in order to deal effec-

tively with school personnel.

e ot

There is another important function that the Cafes have. In a nmmber of

intangible ways, Mexican parents share with each other and demonstrate their
affection and commitment for their '"country of origin." The reinforcement of
cultural identity provides an opportunity to the learning parents (fecent
comers) to return the favor and teach their coaches'th, in fact, the language
is used, how cultural celebrations are carried on, and how the current reality

of Mexico as an industrial country should make all parents proud.
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The school con;inues to be perceived by parents as the single most impor-
tantjagent of change at home. The schools, through the education of the chil-
dren, opens up for examination, new realities, new vistas and challenges.
Unfortﬁnately, school may also oring out the sad and depressing experience of
racism, at times in trivial butjhurtful ways. In one word, the schoosl paves
the way to literacy by making demands, establishing policies, communfcatiug
through text, and by bringing to the newcomer’s home a whole new set of values

dependent on the ability to understand and generate text.

Parents perceive the acquisition of literacy skills as a matter of sur-
~vival, as a major enterprise in theif lifetime and that of their children.

Thus failure to acquire literacy in English or to achieve academically on the

part of their children affects profoundly the morale of the Mexican and Chi-

cano parents, their self-perception, their confidence in dealing with the

world around and their ov%rall adjustment to the U,S. Parents who are illi-

terate in English seem to struggle continuously to lose control of their lives
and their futures, and to depend on other persons who are fully literate in

English.
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ITI. (Classroom Component:




Introduction

This section of the report presents the classroom component of the inves-
tigation. In keeping with our contractual obligations, the research réported
here provides maximum information about the procedures utilized for turning

-community ethnographic data into usable information for classroom practice,

Our basic strategy centered around the development and implementation of
a series of writing "modules.” These modules consisted of writing activities
designed to bring understandings from the‘communitz into the organization of
writing instruction iIn the classroom. A cotncomitant aim of these modules was
to produce observable chunge in the students” writing within a relatively
short period of time, To accomplish these twin goals, Wwe recruited a dozen
teachers from three secondary schools in the community to particivate in the
project. These teachers” efforts to improve the writing of their students

form the basis of the classroom component described herein.

We will start this section by reviewing studies that intervened in class~
rooms on the basis of community ethnographic information. This review will
help the reader contrast the procedures used in these studies to integrate
co&ﬁunity and classroom data to the one”s employed in the present inVestiéa-
tion. Following this review, we turn to the present study, We first discuss
the theoretical ideas that guided our efforts, in particular our adaptation of
Vygotsky”s (1978) ideas on learning and development to o;ganize the writing
modules, These notions, as we shall discuss, influenced the formulation of

the research problem and shaped our research procedures. We then present the

~design of the study. tHere We emphasgp our collaboration with teachers in

developing and conducting the research,

L}




With the above as preface, we devote the bulk of this section to detail-
ing the writing activities. This inecludes a di;éussion of ethnographic find—-
ings that influenced the conduct of the study, deseriptions of research meet—~
ings with teachers and of how writing activities were implemented, sémples of
student writings and a summative evaluation of the effectiveness of the inter—

ventions. Ve conclude with a discussion of the role of ethnography in inform=-

ing classroom practice.

vy

- Review of studies

This review 1s about studies that reorganized classroom lessons on the
basis of home and community data. These studies are the Kamehameha Early Edu-
cation Project (KEEP) in Hawaii and two studies by Shirley Brice Heath based'
on her ethnographic work in the Carolinas. As Cazden (1983) noints out, these
studies are among the few that have gone beyond the "status quo;” i.e., stu-
dies where the'fésearchers not only describe and analyze existing conditions
and suggest changes (e.g., Philips, 1972; Erickson and Mohatt, 1982), but col-
laborate with teachers in producing Ehange. 1 All three studies involved eth-
nographic observitions, but the way this information entered the classroom

differed. These differences are examined below.

KEEP. This work started as an interdisciplinary attempt to improve the

.education of native Hawailan childrem by establishing. an experimental or model

school to explore new methods for teaching these children. As such, KEEP

represents a sefies of related studies conducted in the same setting with the

1. We are aware, of course, of the on-going work of Richard Morris and his
collaborators in Philadelphia (Morris & Louis, 1982). As of this writing,
however, reports of this work are unavailable for review.
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same goal: to increase the school achievement of Hawaiian children. Much of
the work has focused on improving reading lessons. The results of these

interventions have been reported in detail elsewhere (Au, 1980; Au and Jordan,
1981; Tharp, 1982). Briefly stated, changes in the conduct of reading lessons

produced dramatic increases in the children”s test scores.

The KEEP reading program has sgeveral specific features that may have con~-
tributed to its success (Au, 1980; Tharp, 1982), Two aspects of the program
are particularly important for our discussicn. One is a sy}ft in the focus of
instruction from decoding to comprehension and aznother is the iﬁclusion of the
children”s experiences as parﬁ of the lesson”s reading discussions. Combined,’
these two elements facilitated comprehension by making the childven”s experi-
ences relevant to their understanding of the readinq content, Au”s (1980)
close examination of the reading lessons reveals that the integration of
experience amd comprehension was helped by the native Hawaiian teachers allow-
ing, as part of the lessons” discussion, ways of interacting iatuitively com=
fortable for them and for the students. These ways of interacting contained
structural properties very similar to a native Hawaiian speech event, docu~

mented in the ethnographic literature, the so-called "talk story." These new

lessons differed from routine lesson interactions in that they not only eli-

cited individual participation as nominated by the teacher, but alsc peramitted
mutual or joint parficipation by the students in discussions of the text.
Thus, ethnographic information about a specific speech event in the coamunity
was used to interpret a key aspect of the lesson changes. It does not seem
that community information was transported into the classroom to modify led-

!

sons; instead the lessons were transformed first and then the community data

vere used to make sense of what was it about the new reading experience that

39




had an effect.

Other lesson interventions were also implemented for pedagogical reasons
not necessarily related to any specific cultural or ethnographic factor. One
relates to the classroom contingencies of reinforcement. The teachers pur-
posely created a reinforcing classroom environment by using abundant praise,
and ;voided establishing aversive learning conditions by using very little
punishment. Praise was contingent on goodlacademic work and helpful conduct.
In particular, "on task™ academic behaviors were highly valued. A second
intervention organized lessons into a small group farmat to emphasize coopera-
tion and mutuality in eclassroom work. Jordan and Tharp (n.d.) point out that
the cooperative orientation of the lessons was implemented on the basis of
good pedagogical practice a;d without regard to any specific cultural issue,
but that these practices were culturally "validated” and elaborated through

community observations. As such, lesson changes that' started out as

classroom~specific turned out to be also culturally relevant.

Cazden (1983), citing Jordan”s (n.d.) analysis, examined the contribu—

tions of ethrography to the KEEP design. The direct application of ethno—

graphic information to modify classroom practices seems to have been rare.
Instead the ethnographers contributed 2 cultural interpretation of the
pedagogical interventions. As Cazden puts it, the ethnographers” primary role
was "agreeing on a particular plam of action for cultural reasons while
psychologist and educators agreed to the same actions on other grounds.” A
key to the success of the project, Cazden concluded, was the collaboration of
-fgthnographers and practitioners in developing and conducting the research and

in their joint contributions to program design.
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In linking classroom activities to community data, then, KEEP took the

following path:
¢

1) Classroom lessons were changed according to sound teaching practices;
these practices included emphasizing reading comprehension (as oppesed to
decoding) and creating contexts for discussion in which the students could
relate their experiences to what they were reading. These lesson manipula-
tions were in turn associated with increases in learning, as reflected .n

improvements on standardized test scores.

2) 1In implementing pedagogical changes, the native Hawaiilan teachers
organized lessom discussions that were comfo:tablédfor_them and their students
'
(e.g., the use of talk-story in lesson contexts). These chamges were charac-

terized by a mutual adaptability on the ﬁaft of teachers and students in

creating new lesson comnditions.

2) The ethnographic literature was used to establish a correspondence
between the new lesson arrangements and a prominent sociolinguistic events in

the community, such as the “talk-story.”

4) Once this link was established, the community information was used to
formalize an interpretation of why the lessons were working and to further
capitalize on the ethnographic data to make changes in ¢ther areas of the cur—

riculun.

The specific processes by which the KEEP researchers made the communfty-

classroom link may differ somewhat from our characterizatiom, but it i{s clear

that “~he starting point was the manipulation of lessons according to state-

]
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of-the-art teaching practices. In addition, these lesson manipulations needed
to produce an obvious change in student performance, otherwise why spend time
documenting their cultural appropriateness? Thus, the community information

was initially and, it seems, primarily used to interpret the classroom changes

and to gulde further interventions.

Shirley Brice-Heath. Here we will review two studies which, in contrast

to the large—scale interdisciplinary effort that produced KEEP, represent the
more traditional ethnographic approach of an individual conducting loung-term
participant observatioms in the same community. The work is rich in detail;
however, we Fill limit our discussion to a summary of the results most
relevant to the present study and concentrate on depicting how the researcher
used community information to modify classroom practice, We will first review
Brice-Heath”s study with pre-school children and parents, and then examine a
study that closely resembles our present study on adoloescent”s literacy
behaviors in the cotmunity and the classroom interventions made on the basis

1

of those observations.

The first study (Brice~Heath, 1982) evolved out of her work in colleges
and institutions in the community. The study was motivated by the concern of
parents in the Black community that their children were doing poorly in

school. In particular, the parents were concerned about the lack of meaning-

ful communication between their children and the teachers, The teachers, in

turn, complained that the children were uninvolved with the curriculum and
woeuld not respond even to the simplest questions, These concerns, ag well as
the researcher’s previous work on language acquisition and use, helped estab-

lish the direction of the study. Brice-Heath analyzed how adults talk to
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children in home and community settings and the children”s responses, and com-
pared these verbal strategies to the functions of language in che classroom.

Specifically, the study concentrated on the different roles of questioning in
Black, lower-class homes and in the homes of White, middle-class teachers.

Both éroups had pre=scheol aée children at home.

Resulets indicated that the ceachers depended heavily on questions for
socializing their children and for engaging them in "conversation.” They also
used questions to teach the children how to look at books, to label objeces,
and "to search out pieces of pictures, to nzme parts of the whole, and to talk
about these out of context” (p. 113). In contrast, adults in the Black com-
munity were not observed directing many questions at their children. Those
questions that were asked served a different function from the interrogatives

in the teachers” homes. In the Black homes, questions asked for analogical

comParisons that reqdired the children to compare events, objects and persons.

The classroom analysis revealed that questions used in the teachers” homes
were very similar to those used in the classroom, and that Loth were different
from those used in the homes of Black pre-schoolers. As such, school=-type
questions were unfamiliar to the Black children; these children had to learn
new uses of questions when they entered school. As Brice~Heath notes, the
Black children”s “communicative competence in responding to questions in their
own community had very lictle positive cransfer value to these classrooms”™ (p.
123). This is important because questions dominate classroom talk, it”s the
teachers” primary way of transmitcing content and skills and of assessing

comprehension and progress.
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Brice-Heath points out that for slack children to succeed academically

they had to learn to use school-like questioms. But the "intervention did not

have to be one—way; teachers could also learn about the rules for community
uses of questions™ (p. 124). Concerned with the lack of involvement and
advancement of the.Black students (¢f. Philips, 1972; Erickson and Mohatt,
19§2) several (unspecified) teachers agreed to incorporate into classroom les-
sons some questions used with Black students in non~school: settings. The
interrogatives used were the ones that "made sense” within the lesson context:
That is, those forms of questioning that could be justified in "terms of good
pedagogy” (p. 124) wyere included in the lessons. The interventions increased
the children”s active participation in the lessons and facilitated practice in

using and responding to school-like questions.

Brice-Heath suggests two components necessary to bring uses of language
(community data) into the classroom. One is for teachers to become research-
ers and second is the collection of credible data from both classrﬁoms and
community. In doing research on their own families and in classrooms, the
teachers explored and discovered "how and why data on everyday behaviors—
thelr own and that of others--can be uzeful in bringing about attikude and
behavior changes” (p. 126). The.teachers data collection activities, wyhen
combined with data from the community, "led them to ask questions of their own
practices and to admit other practices which would not necessarily have
emergéd otherwise” (p. 127). The lesson interventions were influenced by the
ethnography only in so far as the findings were considered pedagogically

relevant and useful by the teachers.
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The second study {reported in Brice-Heath, 1982b) also emerged from her
long-term involvement in the community and as a result of complaints from
secondary school teachers about the difficulty of teaching “lower track” chil~

dren to write. These students aspired to jobs in the local textile mill and

found writing irrelevant to their current conditions or for obtaining employ-

ment in the future. The purpose of the project was to demonstrate to the stu-

dents the relevance and importance of writing.

First, the researchers documented the role of writing in the textile mill
where most of the boys would seek employment. Interviews and a study of per—
sonnel training pracéies revealed that "no writing was requireé except a sig-
nature on the application blank after it was completed in an interview with a
personnel office worker” (p. 40). The job setting turned out not to be a
pronising setting from which to transfer writing information for use in les—
sons. The researchers turned next to information about writing in the commun~
ity. However, ethnographic observations revealed that "adults almost had no
situations which called for writing” (p. 41); the writing that did take place
within the community was done by older people for record keeping, and to
record recipes, relig{ous_yerses and other sayings. As with the textile mill
findings, the community information was not perceived as helpful in increasing

the students” classroom writing.

The researchers then turned the boys”™ own social network. In pool halls,
cluﬁs and local gathering places ghgbresearcherg found various types of writ~
ing and for different purposes, ranging from protest messages, to advertise=-
gents and announcements. These every-day writing activities served as the

base to orgénize classroom writing lessons. This information was also used to
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extend classroom writing. For exaaple, students discussed the writing of oth-
ers, such as social service agencies, which created problems for them or their
pareng;, and then were asked to review, revise and clarify these documents as
part of writing lessons. They also vroduced a “script” to narrate a videotape
they prepared for use in senior citizens” centers, wrote brief spote used in
local radio programs, created “"ethnographic readers” for students to use in
eiementary classrooms, and a number of other interesting, innovative activi-
ties., In short, when writing was made relevant to their interests and commun-
ities, the students wrote. However, Brice-Heath reports that the range of
writing practiced in the classrooms was limited by the functions of writing
that the gtudents valued., For exaqple, repbrts of their opinions or events,
and accounts about experiences they enjoyed, such as shooting pool, were
’valﬁed. In contrast to these act}vities, letter vwriting or creative writing
had limited appeal. Therefore, those writing activities associated specifi-
cally with schoolling (e.g., essay writing and creative writing) or with

academic work were not practiced frequently.

Note that Brice-Heath used the community information to motivate students
to write by making the lessons relevant to student interests, and in go doing,
implement procedures to facilitate the students” writing. 1In contrast to
KEEP, which used the community information to establish the cultural
congruence of the classroom changes, and in contrast to Brice—Heath”s own work
with pre—schoolers, where she used specific sociolinguistic behaviors to
modify the conduct of lessons, here she used ethnographic data to establish
the relevance ofy writing. Through ethnography the researchers explored social

and community settings for information that would make sense to transfer to

the classroom for instructional purposes, In addition, as Brice-Heath
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reports, the lessons themselves became "ethnographic” in nature: "The
approach to turning these students on .o writing was based on ethnographic
techniques employed by teachers and students. This approach enabled students
to become writers and translators for their own communities, for an audience

of readers whose abilites they knew and could identify precisely” (p. 43),

The studies reviewed above represented different approaches to making
ethnographic information useful for classroom practice, but they all have in
common the close collaboration between researchers and teachers (see also,
Erickson and Mohatt, 1982, and Smith, 1982), The teachers” participation in
data collection and in using the data to examine their teaching practices are
important -elements of the studies, Through their participation in the
research, teachers are not simply recipients of research results that may be
relevant for their teaching, but collaborators in the development of the
research and in exploring how to connect aspects of the students” life with
classroom lessons. It 1s also important to note that each study had available
an existing ethnographic data base before the onset of the classroom research.
KEEP had the ethnography done in the gtudents” community; it used this infor-
wation to organize and interpret classroom changes, Brice-Heath had been col-
lecting ethnographic data in her research coumunity before she implemented the
classroom studies and capitalized on this previous work in deciding how to

2

proceed. “ This is not to say that these studies relied only on community

information already collected, since further data collection in the classroom

-~

2. In contrast to these studies, a similar data base yas not available for the
present study; in fact to our knowledge, the only ethnographic research in a
Latino community comparable to the efforts of Brice-Heath is the on-going work

of the Centro de Estudios Puertorriquenos, in Neq_York City (see, e.g., Centro
working Paper #7). :
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and in the community supplemented the lesson interventions.
|

Given the local conditions and the goals ¢f the research, each study
identified from the community data different information to relate to the
classroom, with a particular emphasis on sociolinguistic events which could be
transferred for pedagogical yse. In the KEEP work and in Brice~Heath”s pre-
school study this is particularly clear. KEEP refers to the "talk-story” form
of some of the interactions that make up the reading lessons and Brice-Heath
had the teachers ytilize as part of the classroom lessons forms of questioning
‘that resembled the way lower-class Black mothers addressed their young., In

Brice~death”s writing project, however, which was conducted with secondary age
students, the community information used in the classroom dif%ered consider—
ably. Lesson procedures were not modified according to any specific sociol-
inguistic pattern per se. The teachers used community writing events to

interes:}the students in writing and as an obJect of analysis in their writ-

P
ins}//ﬁo attempt was reported to rearrange lessons in terms of specific comr

f
mﬁ?ity conversational pattarns, but rather, general information about commun~

<+

ity contexts and events is what proved to be pedagogically useful.

|

into the glassroom modified the s¢ 71l crganization of the lessons. The goal

Regardless of the cype of community data employed, information imported

was to chénge the way lessons were beirg conducted to increase the children”s
participation. In KEEP the goal was to improve the students” reading perfor-
mance by rearranging how they participated in the lessons; in Brice-Heath’s
p;e-school study, the goal was to elicit responses from otherwise uninvolved
students to the teachers’ questions; in Brice-Heath”s writing study, the goal

was to get the students to write and in so deing demonstrate the relzvance of
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writing. In all studies, modes of comnunication between students and teachers

were alte;ed to increase participation, and increased student participation in

lessons was then associated with improvements in student performance.

Furthermore, once the lessons were changed, similarities between struc—
tural properties of the lessons and soclolinguistic behaviors in non-school
contexts were used as evidence of "the cultural congruence of the lessons or
the cultural relevance of the interventions. KEEP”s changes in the lesson
interactions and in the implementation of a small group fo;mat to encourage

 cooperation weré found to be compatible with Hawaiian cultural norms; simi-

larly, in Brice-ﬁr§th‘s pre~school study, forms of questioning found in the

Black coumunity were incorporated ingo lessons to make them culturally
relevant for the Black students, In Brié;-Heath’s writing study‘EE: cultural
contact was made by contextualizing the writing in community activities. This
contextualization changed the meaning of writing for the students. As Brice-
Heath put it, linking writing to ‘ommunity activities made "funational

literacy truly function in the spcial context of (the students) culture” (p.

43).

In addition to establishing the cultural relevance of the interventions,
the changes also had to be pedagogically justifiable., It is the combination

of cultural relevance and pedagogical utility that made the use of community

S
_data in classrooms "credible,” to use Brice~h ath’s term., As we have

observed, clanges on pedagogical grounds were the starting point of KEEP s
interventions, and Brice-Heath reports that in exploring how to make the com
munity questioning fit into the lessons, the teachers found that "several

types of questions used in (the Black community) could be considered what edu-
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cation textbooks called “probing questions”™™ (p. 124)., Probing guestions are
"question$ which followed questions, and questions designed to compare the
knowledge of questioner and addresse had about situations” (p. 124). The
type of community information the teachers were asked to use as part of their
lessons was therefore "justifiable in terms®of good pedagogy” (p. 124). 1If
used in the classroom, these types of questions taken from the community data

would potentially bemefit all students. In Brice-Heath™s writing study, the

pedagogical utility of the changes became readily apparent when students that

were otherwise apathetic to writing instruction, took an interest and started

writing in a variety of ways.

With this review as preface, we turn now to a discussion ef our study.
We will return to the points made heére in the concluding section of the
report, when We review how We used ethnographic information from the community

as part of the writing activities.

Conceptual Framework

In this project we set out to create 2 system of activities that would
help secondary school students to master writing as a tool of communication
and thought. Among the many intellectual traditions that we might have drawn
upon for this undertaking, we used ethnography, cognitive psychology and edu-
cational psychology. Within each of these areas there have been significant
advancements in recent years in systematic knowledge relevant to the teaching
of writing (see, for example, Whiteman, 1982; Nystrand, 1982; Graves, 1983;
Fredericksen & Dominie, 1981; Scollon & Scollon, 1981). Our chofces among
various lines of thought within each discipline were guided by our search for

a synthesiz! g viewpoint that could meet the very real needs of the secondary




school population in this study.

Central to the approach we adopted is the premise that in order to

enhance or modify intellectual skills, such as writing, tth nust first be
understood in their social and cultural context (Laboratory of Comparative
Human Cognition, 1982; Scribmer & Cole, 1981; Vygotsky, 1978). Applied to
problem of writing among secondary school students, this position requires
that ﬁe consider the contexts and contents of writing relevant to our stu-
dents” lives. Hence we adopted a position that committed us to locking at the
soclal conditions within which writing occurs in#otdet to know more about how
writing activities are put togetheér in the home and community (see section on
family case studies). Using these ethnographic obSer;ations as a base, we

then set about to discoVer ways in which we could use features of that one

coutext (the community) to assist In another context (the classroom).

Some guiding principles

Our approach builds on the idea that learning how to use important cul-
tural tools, such as writing, is the result of the assimilation of human
interactional activity. Vygotsky (1982) expressed this relationship between
_ sociél_activity‘and individual learning in his general law of cultural
development. He proposed that any higher psychological function (e.g., read-
ing and writing) appears “"twice or on two planes. First on the social plane
and then on the psychological plane. TFirst it appears between people_as an
interpsychological category and then within the individual child as an intrap-
sychological category.” (p. 57) Children first perform the appropriate
behaviors to complete o task (e.g., writing) with soceone else”s guidance and

direction (e.g., the teacher) before they can complete the task competently
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and independently. In so doing, children internalize the help they receive
from others and eventually come to use the means of guidance initially pro-
vided by others to direct their own subsequent prodlem solving behaviors.
Shifts in the control of the ﬁaék, from the social interactional sphere to

, individual and independent action, consitute learning.

ety
e

From this perspective, teaching is concerned with the development of

specific activities, and the systems of (inter) actions that make up the

activity and are eventually internalized by students and become intellectual

actions, Instructional activities should be organized purposely to facilitate
the shift from collaborative activity to individual action. Therefore, in the
study of any learning activity, the unit of analysis becomes the act or system

of acts by which learning is composed (Leont”ev, 1973; Moll & Diaz, 1983,
Talyzina, 1978, 1981).

Vygotsky (1978) referred to the contexts organizing the social to indivi-
dual transformation of thinking as zones of proximal dev-:lopment. He used’
this term -to characterize the difference titween the level that a child can
engage 2 task or problem without help or independently (the level of actual
development) and a2 more advanced level that the child can accomplish with help
or in collaboration with others (the level of potential development)., 1In an
important sense, what a child can accomplish with the help of others reveals
his or her future; that ig, those problem solviang behaviors that with help and
practice the child will appropritate eventually and perform without assis~

tance,
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Vygotsky”s notion of 4 zone proximal development comes from his view of
the special role of learning in intellectual development. He insisted that !
learning and development should not be vigwed as independent phemonena or, for
that matter, equated; instead, learning and development should be considered
as part of a single, interactive process in which learning is tramsformed into
development, and development produces the foundationm for further learning.
Vygotsky derived im}» .rtant instructional implications- from this obervation.
If the goal of instruction is to stretch the child”s performace from the
actual to the level of potential development (so that he or she is able to
perform at that higher level competently and independent of assistance}, then
instruction should be aimed prospectively, at the level of potential develop-
ment. Effective instruction should foster new, more advanced learning by péo-
viding the necessary support to facilitate the student”s performace at the

highest level possible and the practice to allow the student to appropriate

these behaviors. As Cazden (1980) has noted, in a zone of proximal develop~

ment, performance appears before coumpetence.

[3

Applied to the study of formal learnipg enviromments (eﬂg., writing les-

sons), the students entering skills (the level of actual development) as per—
ceived or assessed by the teacher and the instructional materials present for

use combinme to set the lower boundary of the zone. The kinds of skills that

the teacher wants the child to master and the embodiment of those skills inp

the instructional materials used in a lesson constrain the upper end of the

zone (the level of potential development). The way the teacher organizes

interactions between children apnd text to move them from lower to higher ley-

els of the zone is what powers the children”s development and 1is the focus of

our attention.
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Talyzina (1978, 1981) reminds us that instruction excersises its leading
role through the content to be acquired; the substance of the interactions.
The content of lessons, however, does not produce its effect directly. Tt is
always mediated through the teacher who distributes tasks and regulates stu-
dent learning activities. fhetefore, the teacher”s organization of learning
activities that are appropriate in terms of content and student developmental
level create the proximal learning conditions. But it is the teacher-student
interactions within these conditions which gives instruction its developmental

effect.

The complexity of teacher/student roles is apparent because each school
subject has its own specific relatiomship to the child”s level of development.
The relationship changes as the child goes from ome level of achievement to
another. In tEe case of bilingual students these relationship changes may

include the shift from one linguistic context to another. The teacher—student

inteactions must be adjusted depending of the conditions these relationships

create.

Prettical applications

What kind of information, then, can teachers” use to create effective
zonmes of proximal development? How should such lessons be organized from this
perspective? Recent studies point to the analysis of patterms and characteris-
tics of interactions between children and their t;achers or care-givers as an
important source of information (see Au & Kawakami, 1983; Dowley, 1979;
Laboratory of Comparative Cognition, 1982b; Wertsch, 1981; Zukow, 1981). For

example, Elasser and John-Steiner (1977) report a pilot study, influenced by
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ideas from Vygotsky and in particular Freire (e.g., 1970), which modified the
organization of writing instruction by importing into the lessons information

from the students” lifes, The study, which involved adults in a community

~

college, emphasized the role of dialogue between teachers and learners in
establishing the conditiens for writing as an intellectual and communicative
activity. (oncepts about writing were explored and elaborated through pre-
writing discussions. The program Proceeded sequentially to "encourage and
gulide the unfolding of conceptual knowlege,” about writing, Through oral dis-
cussions, ideas yere examined, information needs of the audience were clari-
fied and immediate feedback provided on the success of the writing and on how
to elaborate previous drafts. In short, group interactions clarified and made !

explicit (and external) the thinking involved in writiug.

The authors also emphasize, although they do not provide examples, the
use of writing to analyze issues of significance in the lives of the students.
It is this relation, the, argue, that gives meaning to the activities that

make up instruction,.

Another application of the notion of a2 zone of proximal development is
our work in bilingual classrooms (Moll and Diaz, 1983)., We used ethnographic
observations to analyZe the social organization of Sp;nish and English reading
lessons and identify factors that contributed to an undersstimation of the
bilingual children”s abilities and to less—than~optimal reading performance.
These factors included beliefs about the proper sequence of native to gecond=-
language instruction, English reading lessons that did not capitalize on the

children”s Spanish reading skills, and lessons that addressed low level oral

Enp;ish language problems at the expense of grade~level reading comprehension
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in English. Our subsequent classroom interventions used this ethnographic

information- to create 2 more effective teaching and learning environment.

We began by using students” more advanced level of reading in Spanish

(their native language and language of instruction for the first three grades)
as an estimate of their ability to read and comprehend text. That is, we
assumed that Spanish reading specified the top of the children’s zone of prox—
imal development and set out to see if this same level could be achieved in
reading English, English reading lessons as previously implemented primarily
addressed orzl English language problems and subordinated comprehension to
English oral proficiemcy. The teacher (an English monolingual) used the stu-
dLnts’ poor oral English skills ;; an indicator of their English rea&ing
comprehension skills and organized most of the lesson to address the pral
problem first so that the childrem could then move on to compréhemsion. {This
is » commonly accepted instructional sequence in bilingual education.) Our
reorganization of lessons, however, re-established comprehension as the main
goal and provided bilingual support to compensate for the students” voor
English language skills. wWith this bilingual bridge in the lessons, students
were able to “read” {comprehend) in English at a grade approximating their
Spanish language skills, The reorganization had the effect of raising the
English reading level of the students from a first grade to a fourth grade

level.

Our conceptual framework influences our research approach in several
ways, Rather that studying the students” writing independent of the condi-
tions in which they are asked to wriie, we study writing within or as a systen

of activities; chac 18, we focus on the child-adult classroom interactional
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system, Additionally, we study child-adult interactions in relation to the

content and objectives of the specific lessons. It is the relationship among
the social organization of lessons, content, and the student”s entering skill
level that creates effective zones of proximal development, Finally, we look

for evidence that particular zones (e.g., particular lessons) provide the

kinds of interactions that promote learning.

Design'gg the Study

In accordance with our contractual objectives and our theoretical
notions, we organize& a_teaching/reseatch srrangement that allowed for
exploration of how to u;e community ethnographic data for the improvement of
writing instruction under several classroom conditions. Our procedures
enabled us to create and implement, in collaboration with teachers, writing
activities that attended to both the teachers” and students” writing needs

L4

vuhile making contact with the community issues and concerns documented by the
é;eld component of the study. As much as possible, we utilized existing
school and classroom resources to minimize time and expense, and to avoid dis-
rupting daily classroom routines in any extraordinary way. An essential
feature of the design was that klexibility be built in o incorporate informa-
tion from the community ethnography while other necessary work was being car-
ried out with the feachers who would implement the writing activities. Below
ve deseribe specific components of rhe design and how ethnographic data was
incorporated into the classroom writing activities. A second section follows,

summarizing the specific kind of ethnographic information that came to be

included in the writing activities.




Design components

The research emphasis was on producing change and on systamatically doecu~
menting the process of how specific classroom conditions were created to
facilitate change. Therefore, the key to the implementation of Fhe design was
to secure the active involvement of teachers, Although several teachers had
expressed interest in the study, their level of participation was uncertain,
As a means of linking our research interest to the teacher”s need for training
and career advancement, we arranged for the Multicultural Education Department
of the School of Education at San Diego State University, to give twelve

teachers graduate credits for their involvement in the project. Further, the

Department awarded the teachers a small stipend to defray most of tae cost of

.enrollment, registering, and so forth, This arrangement not only provided
good incentive and remuneration, but helped develop ar on-going, positive
relationship with the teachers who were to be our researcn collaborators.

This relationship, it should be mentioned, has outlived the project, and proor

" ises to continue in a most productive fashion,
The twelve teachers participated in the study in the following ways:

l) Teachers” Seminars. The teachers attended formal class/research sem—

inars held every other week for a semester. Usually, two separate meetings
were held, on Wednesdays and Thursdays; the teachers could attend either day,
at their convenience., These meetings lasted 2 1/2 = 3 hours each, A few days
prior to each meeting an agenda was &istributed outlining upcoming activities
and issues for consideration, as well as any required readings. All meetings
were held at the project”s centrally iocated compunity office. This same

office was used to conduct all the field research activities and boused the
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cﬁmmunity data being collected.

From the beginning these seminars were intended to become the “theoreti-
cal context” (Freire, 1970) in which to discuss the development and implemen~
tation of the classroom writing activities., At the seminars We also intro-
duced for discussion information gathered by the ethnographic study of the
community., Specific aspects of the field study (e.g., parental attitudes
toward schooling) were presented to the teachers and discussed in the context
of their classroom prgctice. These discussions allowed the field staff to
learn what community data the teachers found relevant and what information

could become relevant for classroom use,

’ :

gj Writing modules. Every teacher agreed to implement a ninimum of gix

writing "modules.” These modules consisted of a series of relatively well-

specified instructional activities intended to faclilitate utilization of com~-

nunity ethnographic data in the classroom. As such, these modules were the
vehicle for linking the community data with teaching-learning practices. The
specifics of each of the six modules and the goecial factors that influenced
their content and organization will be discussed in separate sections below,
Each module was structured to take into account the limits and possibilities
of individual teachers, subject matter, student characteristics and séhool
constraints, All modules were implemented under regular classroom conditions;
they represented instructional innovations by and for the teachers. The
modules were "experimental” in that both teachers and students were partizi-
pating in activities fundamentally different from the type of writinZ the cur—
riculum offers. The modules were also sequential, in that each module formed

part of a series that provided the participants with related experiences of a
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connected sort. ;

'lf"'

2) Observational journals. We sought not only to foster instructional

change, but to document teaching practices that make such changes possible,
Therefore, a central feature of the design was the collection of data by the
teachers in the form of a self-observational Journal, These Journals provided
both researchers and teachers with data on "what happen;d" in the writing
modules and provided the teachers with-a running log of their experiences in
the project, a way to contrast their thinking and teaching over time, These
journal entries, which became an important focus of discussion, were submitted
during each Teacher Seminar, treated as regular field notes, and returned with
. comments on their completeness and usefulness. These descriptions readily
became the subject of discussion once the teachers started to rely on each
other”s experiences for ideas and suggestions., They also represent importac.

data for our analyses, we found ourselves turaing repeatedly to what the

teachers” wrote as an important source of insight., As we describe the modules

in a later section, we will include excerpts from teacher journals to illus~-

trate our points,

’ -
4) Classroom observations. Every week that modules were implemented at

least two different teachers were observed In action., These observations were
conducted by the researchers in charge of conducting the teachers” seminars
and were intended to supplement the teachers” observations. As with the
teachers” observational journals, these field notes also became an ilaportant

topic of discussion during the seminars,




It is important to keep in mind the interaction among these dif ferent
elements of the classroom research component. Figure 1 depicts this interre~

lationship. The field component is represented by the broken horizontal

lines, and the classroom component by numbered boxes representing the Teach~

-ers” Seminars and the Writing Modules. These two elements of the classroom
component build on each other as the project progressed. The arrows indicate
the mutual interactions that characterized the components. Information from
the classroom observations also helped determine the nature of the teachers”
seminars. Pre-~ and posttests were administered as part of the design. We
based the writing tests on the assessment procedures that the children cypi-
cally encountered in school. We selected a wreiting topic from the district’s

list, administered the test, and assessed the results following district

guidelines.

Influential Factors

Several factors influenced the implementation of the design. The major-

ity of these factors resulted from the ethnographic obsevrvations conducted in
the community, although classroom characteristics are also included. They are

ag follows:

Diversity. The ethnographic data revealed the diversity that character—
izes the community. Several factors (see section on : p. 29 for a summary),
specially immigration patterns, constantly mold the specific social configura=-
tion of the community. This diversity is most evident in the familial organi-
zation. Field observations documented the different familial arrangements as

families attempt to adjust to the social and economic realities of life in the
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community.' These arrangements range fror the so-~called "iraditional” fami-
lies, with clearly demarcated roles and responsibilites for the family
meabers, to families where the father 1s missing and ome of the offsprings
must assule the adult role., But perliaps more importaat for our purposes, fam—
ily roles and responsibilities were often assigned on the basis of Eunglish-
language fluency. For example, in families where the children were fluent or
near fluent in English, but the parents were Spanish monolingual speakers, the
children took responsibility for conducting tramsactioms that involved
literacy in Emglish, Although the parents would monitor what went on, the

transactions were conducted by the children, Since the children mediated the

r
]

family”s communication with important social institutions (e.g., paying bills
oT answering school-related caeries), they assumed -a lot of control an. power
within the family system usually reserved for adults., Thus the social,

economic and linguistic demands of life in the community are usually met with

a lot of familial flexibility in adjusting roles and responsibilites as neces-

sary for survival. This community diversity points to the need for instruc—
tional flexibility if writing activities are to meet the needs of the local

population, (For the opposite viewpoint, see Duenas Gonzalez, 1982.) l

Paucity of writing. Another factor that influenced the implementatiom of

the design was the information generated by the community observations regard-
ing the nature and frequency of wfiting. Findings indicated that, in general,
not much w. .ting was taking place., Most of the writing observed in the homes
was functional and prantical including such things as shopping lists, phone
messages, an occasionc. letter, and for the most part, studeats” homework
assigmments and other school~related materials. This writing seemea to be

“less demanding in several respects than writing required of students in the
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classroom. It did not Iopk like a promising base from which.to raise class=-

room writing skills.

Moreover, teachers were concerned that adeption of community writing
events in class could prove time consuming and disruptive vec classroom rou—~
tine., We were told that although it would make sense for an elementary school
teacher to adapt, let”s say, methods for assembling a shopping list as a w;it-
ing exercise, such a direct transfer of non-school relat?d‘brﬁting into the
secondary school classroom would be dysfunctional given the students” age and
_ the more advanced academic goals at this level, The one exceptio? noted was

practice in filling out employment and other types of forms.

What was indeed clear from the home observations was the important role
of homewor? in creating opportunities for family literacy practice. Most of
the literacy events ol.served were organized around homework activities. Also,
other school-related materials such as survey notes also prompted many
literacy activities in these homes., Homework, however, more that any other
_ factor, set the occassion for literacy to occur; it brought school into the

homes,

Values about education, The lack of observable extended writing events

in commﬁnity life notwithstanding, parents and othgr community members
expressed repeteadly their belief in the great value of education and their _
concerns about the educatfonal tranining of their children and other youths in
the community. They viewed the development of writing as an essantial element
of a good education and of being cultureé (bien educado). As docymented in
the field notes, some families moved to San Diego f?r th; expressed purpose of

having their children attend school here. They perceived the children”s
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chances for an education bett:r in San Diego than in Mexico. So, although not
much writing was obsarved in the homez and other settings, it was clear that

writing in particular and literacy in geueral was valued as an important com
ponent of schooling. From the comwuwaity’s point of view, writing and school-

ing are inseparable and vital for educational and personal advancement,

Social issues, A different aspect of the regearch problem became clear

during initial home visits. Parents, students and others all impressed us

with their concern‘’for social issues that permeate community life, Virtually
every conversation that began as a discussion of writing would eventually turn
_to the problems of youth gangs, unemployment, immigration, the need to learn
English and gso on. Hence, at the outset of the study it became apparent that
writing, schooling and soecial issues are complexly related phenomena. As a
result, we were no longer thinking of merely developing wyriting lesscns using
the community findings. Instead, the ingtructional component needed to be

organized in relation to the complex social order we. were encountering.

»

Student and teacher c¢haracteristics., Cur procedures were also influenced

by characteristicg of the students and teachers that agreed to pa.ticipate in
the study. In general, the students scored among the lowest In tests of
achievement or writing competence, Thig fact caused widespread concern
throughout the se¢hool district, and is one of the reasons they readily sup~

ported the research study.

Not only were the students considered poor writers, but most teachers
reported that they had received little or no formal traiaing in the teaching

of writing and, for the most part, felt unprepared to teach it., 1In addition,

the majority of the teachers reportea that writing ingtruction was an
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infrequent classroom activity. Most classroom writing was in respon#& to

tests or homework assignments with the teacher as the primary audience and
evaluatéé. Writing was rarely used as a broader tool of communication;—to
conhgy opinions and ideas to others or to omeself, or to analyze and explore
the world. This suggested that to succeed we needed to provide the teachers
with specific techniques for teaching writing that they could practice, learn,
and adapt to vatioué subject areas, So long as writing was subordinated to
other curricular demands, there would be few opportunities for instruction in

which students and teachers interacted with the information generated by the

ethnography.

We also discovered that most teachers yere ﬁnglish monol ingual speakers
and lived outside their teaching community, putting them out of touch with
evétyday community dynamics, This pointed out the need to familiarize teach-
ers on a regular basis with community issues. The innovation we developed was
more than just a matter of providing the teachers with a "bag of tricks" or
techniques to teach writing, We organized writing instruction that was
responsive to the community dynamics we were uncovering, while also addressing

the teachers” training needs and the students” writing problems.




Writing Activities

The Initial Modules

The initial wodules organized classroom circumstances to make a connec-
tioﬁ with the community information. We made the conscious decision, given
the parents” overwhelming concerns about their children”s education, to teach
the kind of expository writing deemed useful for school advancement. We pro-
vided the teachers state—of-the—art teaching strategies for systematically
implementing writing activities while exploring ways of using the éommunity
informacfon to create favorable teaching-learning enviroumments. These stra-
tegies included pre-writing discussions to generate and clarify i@eas about
writing and about the community: the production of drafts, evalvative feedback
from teachers and peers, revisions of d;afts and final copy. We used current
comnunity information provided by the ethnography as motivating themes for
writing. Given the lack of exteusive writih; activities in the community, we
chose instead to transfer informatfon from the community for classroom use,
rather than any spegific writing or sociolinguistic event. We were suffi-
ciently flexible to adjust instruction to the diverse classroom conditions
with which we were dealing (i.e., ranging from beginning ESL to English compo-

sition). The key to the imitial modules was that the teachers and students

experienced immediate success in producing writing.

Along with the teaching strategies, we introduced teachers to our

1

theoretical thinking to maximize their understanding of and par?icipation in

our research activities. We encouraged the teachers to use theory to shape

the design of the writing activities and interpret their teaching efforts.

*
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Throughout the initial modules, we emphasized the following notions:

l. Writing as communication: writing is essentially a communicative
activity and should be taught and understood as guch.

2. Writing as a tool of analysis: writing activities can be used ag a
way for the students to explore or examine social, academic and
student-relevant issues; otherwise, writing is reduced to a mechani-
cal and trivial (not to mention boring) task for students and teach-
ers.,

3. Writing for intellectual development: the higher order goal of class- S
room writing is the elaboration of thinking; the mechanics of writing
shouid be taught in the service of this goal. These mutually comple—
mentary activities should be combined as part of the same framework.

4., Writing performance before competence: teaching involves establish-
ing levels of performance in advance of what the students can do by
themselves. These levels are sustained by the way the teacher struc-
tures (organizes) help, and this teacher help is eventually appropri-
ated by the students to become part of their writing strategies. A
key to successful instruction is establishing conditions (including
goals) for writing that are, in a sense, "futuristic,” provide guided
practice to help students perform under these conditions, and monitor
how students move toward performing independently what they can ini-
tially only do with help,

This move from outer to self-regulation is reflected in the students” acquisi~
tion of the writing process, accompanying changes in the type of help the
teachers provide and in the improvement of the writing product. OQur evalua—
tion of success was based on evidence for these changes in the student”s writ~

ing.

In the following pages we review the initial three modules, For each, we
first summarize what happened in the Teachers” Seminars, s.nce the modules
were a direct outcome of these meetings, Wé then review thé module implemen—
tation, citing from teacher journals to illustrate points of interest and pro-
vide examples of changes in the writing over this time span. We examine also
issues related to the English as a Second Language classes and provide exam

ples of interventions that address the special problems of those students.



Module I °

Teachers” Seminar, This was a key session. We oriented the teachers to

the nature of the study and provided practical suggestions for the implementa~
tion of the first module. We decided that the best way for the teachers to
understand the types of writing activities we were asking them to iuplement in
their classrooms was to have them pérform the activities, and then discuss the
principles (see section on Conceptual Framework) underlying the writing
activity they had just experienced. In particular, we emphasized the utility
of pre-writing discussions (see, e.g., Applebee, 198l; Graves, 1982) as a
venicle to eventually introduce and iﬁplement additionmal writing activities
based on the ethnographic data and the classroom observations. This session
concluded with the teachers discussing and then writing about how they would
—-—implement ‘a similar activity in their classrooms. This pattern~-going from
performing or reviewing a concrete activity, to theoretical discussion, to
planning a practical classroomw application-~characterized most of the Teacher

Seminars thereafter.

Specifically, the first Teacher Seminar proceeded as follows: To get the
teachers writing, we introduced as a topic for writing the pervasive community
phenomenon of "low-riders” car c¢lubs. This is a topic about which the stu-
dents know more about than the teachers, most of whom live outside of their
teaching community. These car c¢lubs, perceived often as gangs, is one of the
student and community relevant issues identified by the ethmography. For our
purposes, we introduced the topic by showing & videotape about a local low-
rider club. The teachers” task was two-fold:? first, to take notes during the

showing of the tape and then to use these notes to describe the events on the
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tape in as much detail as pussible~-a task similar to keeping observational
journals in their owm classrooms; second, they were to write a brief essay

analyzing differences between themselves and the people on the tape,

The purpose of the latter task was to require the teachers to "act™ on
the information given, i.e., to analyze critically the information and to use
writing ag the tool of analysis. We also sugg8ested that they write freely,

spontaneously, and to disregard editing or grammatical concernms.

Upon the conclusion of a few minutes of "free® writing, we paused to dis-
cuss the process and product of the writing. First, the descriptions of the
tape were read and analyzed and suggestions were provided for improving the
quantity and quality of their notes. Following this, the group read aloud
their essays about the tape. Several points of view were introduced and .dis-
cussed. Some teachers found the exercise easy and wrote several paragraphs
without difficulty; otherg were hegitant to write absut a community phenomenon

the hardly understood.

The teachers were then instructed to re-write and expand their essays on
the bagis of the discussion, but this time to write about similarities between
themselves and the people on the tape. Once again, they were encouraged to
write freely] but this time to use each other as regsources for ideas. Ag
expected, the teachers” performance differed. Some who had po difficulty in
specifying differences from the "low riders”, were at a loss “hen thinking
about what similarities might exist. The group examined how the ideas of the
previous discuss?on were incorporated into thle writing and some of the teach-
ers were asked to read to the group what they had written and the thinking

underlying their conclusions.
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At this point we performed a joint analysis of the 2522292523 we imple-
mented, including a rationale for the use of a socially relevant issue ;s a
theme for writing, characteristics of the lesson, component gskills needed to
perform competently in the activity, assessment of product and so forth, Con—
ducting these discussions after the teachers engaged in the activity, instead
of as preparation prior to the writing, created optimal conditionms for dis—
cussing how to conduct similar writing activities in their classrooms. The
introduction of a community activity or issue to create a context for discuss=
ing classroom adaptations was a key device utilized for developing plans and

ideas for interventions.

To conclude the first session, we asked the teachers to develop a plan

for implementing a similar lesson in their classes, We encouraged them ¢o

i

treat writing as a process that may include several stages such as pre~writing

discussions, drafts, revisions, editing, and final composition., We asked them

to think of pre-writing discussions as a teacher—student dialogue that would

precede all of their subsequent teaching efforts, The teachers reported hav-
ing used similar techniques before (e.g2., brain~storming, smail group discus—
sions, exchanges), but not in the teaching of writing. Hence, pre-writing was
introduced as a way to ilavolve actively the students in talking about writing
and to help guide the thinking involveé in writing; as a way in which teachers
gould identify the knowledge students bring into the classfoom, and organize

activities that helps them apply that knowledge to the writing process, They
were also encouraged to select as a writing theme, an issue relevant to their
students and classes, We were usure if one session would suffice to help the

teachers use community issues identified by the ethnography to teach writing.
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Therefore, ywe left the inital selection of writing themes up to the teachers”
discretion. Finally, the teachers were to observe and document in detail

their implementation of writing activities.

Module implementation. Ten of the twelve teachers reported positivé

results with the use of pre-writing discussions. Among the comments made
were: “increased enthusiasm,” “no moans from students when they were finally
assiguned to write,” “students who had not written anything all year stayed
"after class (on their own) to complete the assignment.” 1In general, the use
of pre~writing was successful in eliciting writing from the students, a major

goal of the initfial modules.

As it turned out, however, most of the teachers selected safe school
related themes for the students” first writing module (see Table 1, for a com—
plete summary). These themes included “My Worst Grade,” “Afternoon vs. Night
School Dances,” “Detention,” “P.E. Requirements,” “Open Campus” and
“Cafeteria Food,” as well as "My Best Friend,” "My Favorite Animal™ and the

timely “Jupiter Effect.”

Not surprisingly, the most powerful examples of student writing occurred
in the one class that used a community-related theme. In that particular
class the teacher aide had been killed just two months earlier; this murder of

a person they all knew led the teacher to select “violence” as the writing

theme. Rather than describe this module, we will quote at length passages

from the teacher”s observations., Note how she introduces a pre-writing dfs-
cussion to organize the students” thinking as she prepares them for writing.
(The passages are continuous, several sentences have been omitted for brev

ity.)
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Normally our topies are light, i.e., favorite things to do,
what friendship 1s, and so on. When I yrote "violence” on the board
I got some raised eyebrows and students shifting in their seats...

I gave them a dictionary definition of violence and then asked
them what came to mind when they thought, violence. These are the
responses I initially received: killing, fighting, mugged, drugs,
and guns. That was it. It was dead silent as I waited. Uncomfort-
able students prevailed...

I went back and sat in By chair in the circle. I began
recountiag the previous week”s Chula Vista trailer incident (a
shooting in which five people were murdered)... I started to ask
them why they thought it happened. Most felt the man just
“snapped”. There were many suggestions as to why, but that explana-
tion was the prevalent onme... '

I then askel ‘hem 1if Mrs. P“s murder affected them more. She
was my adult aide and was killed by her husband (earlier this year).
Many of the students knew her on a personal basis. This was a dif-
ficult subject for me because she was my dear friend. The kids fell
quiet when I brought Maria up. They obviously had been deeply
affected by this violence. They began to relax when someone said,
"0f course it affected me more, I knew her.” What followed was an
emotional discussion. It was like they had been waiting for a
chance to analy:s how this could”ve happened to someone they actu-

ally knew...

Violence:

1

killing |,
fighting
mugged
drugs
guns

revenge
stupid
erazy
disappointed
insane
anger
confusion
frightening
feelings
jealousy
depression

I then went to the board and said, "Now, after our
discussion, what 18 violence to you?” The following are-their
responses: .

fear

hate
sadness

 bad

paranoid
terrified

revenge
prejudice
loneliness
depression
rejection
confined




I concluded by asking them to look over our “brainstorming" results

to find 2 common strain. They easily did. I got words like "nega-
tive”, "out of control”, "confusing“. '

The next day the students wrote. The teacher provided three questions to
help them structure their writing. We quote again from the teacher”s journal.

They were slow in starting as they were in the discussion. I knew
this would be the case due to the powerful emotions involved. I
also tried to encourage each gtudent to 2zero in on the writing prob—
lems they had on the (pre-test sample) such as capitalization,
proofreading, even paragraph form. At the same time I refreshed
their memories by writing on the board some of the key words from

our previous day's discussion. The writing began. Many wrote
frantically to pour it out.

Below we present examples of the students” writing.

Writing samples. A feature of our design is that it allows us to collect

writing samples from students over time. pelow are three writing samples col-

H

lected from two students that illustrate the writing the students produced in

the first module. They will be presented consecutively as written. To facil~

itate contrast we will first present pretest samples obtained from the same

students before the modules were implemented, followed by writing produced in

Module I.

In collecting the pre-test samples we replicated the usual classroom con-
ditions for assessing writing. The topic "Junk ¥Food,” selected from the
district™s suggested 1ist of topics, was used in all classrooms.

Student A: .

There are a variety of reasons why junk food shouldn”t be sold
on campus. First, junk food is very expensive. Second, juuk food
is not very nutritious. Also, junk food gives you 2its. Further-
more junk food also, gives you cavities. For these reasons junk
food shouldn™t be sold on campus.




Student B:

Yes, I think schools should be allowed to sell junk food. They
don"t have a lot of junk food in the first place. Junk food tastes
good and feels you up when your hungty. It really wouldn"t do any
good if they stopped selling it. Because they would brimg it to
school from home. Plus the school gets profit off of it.

Contrast the above writing tq what the same children wrote during Module
I. ©Note the increase in amount of text writtenm as well as the improvement in
the coherence and organization, -nmot to mention the dramatic content.
. Student A:

I think the man in the trailer court shouldn“t have just took
out hig anger out on immocent people. If he was mad about the dogs
barking then he should have shot the dogs or either complained to
the man with the dogs. He shouldn”t have just shot out of every
direction. I also think that the man should get special care and
also be gent to jail for doing such things that he did. Further-
more, I think he really needs help. Finally, I hope he gets the
help he needs and goes to jail.

Student B:

I never had a violent life. But ome thing did happen, that
effected me very bad. A couple years ago, I found out my Uncle and
Aunt had a'divorce. My Aunt got the kidg., Candy and Tammy where
their names. My Aunt went into singing Country. She got pretty
good, biut she wasn”t no Christal Gale. She had a affair with her
chauffeur. After it was over she was going.to get married to
another man. The chauffeur was gtill in love with her, so he
stabbed her. When I found out I flipped. It wag So creepy. After
a while 1 agked my cousins how they felt about the whole thing they
said they were happy she died cause she had no time for them. The
oldest Tammy said, she saw her mom dead on the floor and she started -
laughing. That has effected me very much. How can her own
daughters feel that way. I felt confused about the whole thing.
What triggered it was jealousy. The more I think about it the more
I’m glad I"m alive and treasure ny life.

The inclusion of a pre~writing discussion greatly facilitated the produc-

tion of text and, in so doing, created many opportunities for the teacher to

teach and to encourage further writing. We”ll let the teacher evaluate the
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results: _

I was impressed with the results, As I wyent around and dis-
cussed each paper with the students I got interesting statements--I
had never questioned them directly--regarding how mucn easier this
topic was to handle regardless of the emotion, seriousness and so
on... Virginia, who wrote about a close call in a gang fight
stated, "Don”t they know it"s easier for us to tell how we feel when
we ve been there?"” I gave so many more posltive strokes this time
around. Most knew their papers were better. I got no "Really?”g”
when I pointed out specially good areas...

This was a very successful lesson for me in many ways., 1
enjoyed the time to really talk with my kids, It also furthered ay
belief that if what“s tauvght is important iz the mind of the
learner, much more will truly be learned.

Module 2

Teachers” Seminar. The second group meeting with the teachers, copducted

in a fashion similar to the €£irst, featuved the first formal presentation (by
Stephen Diaz) about the work of the field component. He summarized the goals
of the study, methodology and preliminary findings. 1In particular his talk
introduced a number of community issues and concerns that arose out of discus-

sions with parents and students, We suggested again to the teachers, as ye

would throughout the study, that if students addressed sowe of these concerns

in their writing, it would increase their writing production. Introducing
these community-related issues as themes for writing in the classroom is far
from being a trivial task. The use of content not specified by the school
curziculum in classroom lessons, specially gocial content, can be quite
threatening to both teachers and students, Recognizing the potential problem,

we proceeded with caution,




We also presented and discussed the journal notes collected during the
izplementation of the first module, For the most part, the journal recordings
were uneven and sketchy, owing to the teachers” lack of practice in taking
notes on their own teaching. We anticipated this difficulty and developed an
outline specifying what type of information would be helpful to include (e.g.,
descriptious of the process of implementation). The teachers were free to

deviate from the categories suggested as needed.

In reviewing the observational notes with the teachers, theilr guccessful
and unusuccessful attempts at modifying the students” writing became an
immediate issue for discussion. Some teachers reported that the students were
apprehensive, but willing to try out a new task, Other teachers, particularly
thoze with limited English-speaking students (see section on these modules) ,
were concerned thaf the writing tasks were too complicated for their students;
some teachers complained about the time it took to prepare and implementthe

module,

In sum, during the second module, the teachers {a) assessed the difficul~

ties experienced in iﬁplementing the writing activities, (b) assessed student

writing problems, (¢) selected practical strategies to overcome the difficul-
ties identified, and (d) were introduced to details of the community study and
explored how to combine the system for teaching writing they were learning
(1,e.,, pre-writing, v.riting, revising, and writing some more) with th. contént
provided by the community observations, The immediate 803l was to facilitate
active student involvement in the writing activities, As will become evident,

the teachers were becoming increasingly confident about their ability to teach

writing,




Module implementation. The teacher highlighted here began this module

vith a prolonged pre-writin~ discussion (which the teacher called "inter-
change”) about_the writing theme, the quality of the school (Do you feel posi-
tively or negati%ely about S.W. Junior High?). The teacher described her

implementation as follows:

I opened by talking, about their approaching graduation. I
recalled how most of us had met three years ago and how fast the
time had gone. I reminded them of the hundreds of hours they spend
in schooi. I told them after three years at S.W. Junior High they
would be able to easily handle the topic.

I distributed paper and books for them to write on. I brought
up the idea that their perception of S.W. Junior High depended
largely on what experiences they had had there. We ¢tarted simi-
larly to last tim2 except I had them divide their papers into "Pro”
and "Con.” I exXplained these two terms as some weren’t sure what
they meant. I had them make their lists with no interaction with
people aroasnd them. After this, I had them exchange with someone
else to see what that person had put. They then returned each
other”s papers and added to their own anything new they had gleaned
from the other”s paper. We exchanged one more time. I then went to
the boaru and asked for what they had listed under “"pro” and “"comn".

Tnis pre-writing session generated a number of issues to be expanded in writ-
ing. But just identifying issues was insufficient, the teacher then made

explicit the writing process for the students.

The next day students prepared to write. We discussed briefly what
had gone on the day before. I had them look at their own list tnen
the class composite on the back of their paper. I asked them, after
tHey read the prompt, how they planned to attack the assigmment.
Most said, "Think of a topic sentence.” I said, "There are things
you have to do long bafore that.” WMost then said they®d jot doun
ideas. I said there was one other step even before that. Looks of
confusion followed that I told them that since the prompt required
them to talk a stand either for or against the school, they had to
do that first. I explained that including any details which were
the opposite of the main stand would weaken the paper. So #1, take
a stand, #2, list details (I had them |circle the ones they wanted to
include from poth lists),#3, Form a topilc sSu.*once, #4, write a
rough draft and #5, let it rest.
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The kids did not hesitate. They got busy. I gave them paper
for the rough draft and also the final copy. As they worked I
walked around and watched. It”s amazing how when you eirculate the
room and get close to the kids how free they feel to ask questions.
Here are some of them:

How do you spell opportunities?
provide
complain practically
definitely enthusiasm
trophies
Just

Is it cost or costed?
Can I use “thereby” as a transitional? }
Do I always have to use first, second, third and so on?

Soze of my Spanish speakers had trouble translating from Spanish
into English. For example, one student said, "How do you say it
when you want to tell your counselor someone broke into your
locker?” More comments, "What sounds better here?” “"How do I

develop what I said here?” “I don”t put a comma here do I?" Many
questions about punctuation yere aired. .

The notes presented above indicate how issues of grammar, spelling and
punctuation yere raised and discussed, not as isolated points, but for the
purpose of improving writing as communication, one of the practices we pro-
posed during the Teachers” Seminars. In the next Seminar -2 used this

teacher”s experiences to illustrate the relationship between the higher order,

intellectual activity of writing and the lower order, mechanical needs; both

were being developed in relation to each other.

Writing samples. Pre-writing activities for this module were similar to

-

the previous one, except that the students were encouraged to revise and edit.
Note that the studerts, following the teacher”s suggestions, included several
reasons and statements in suppoert of their argument.

Student A:

There are a variety of repasons why I think Siuthwest Junior
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High has various megative quality”s. First of all, the school is so
plain., I think the color should attract people”s attention, They
should have left it dark brown., Another negative quality of this
school 1s that the guys don”t know which girls are right for them,
and they don”t know how to pick the right from the wromg., Also,
there are girls who want to talk to tiiem but the gSuys think there
too high-class, when they should just try amd talk The respect in
this school 1is not very good inr the sanitary things like the rest-
rooms. They should have the doors fixed. the school spirit im this
school 1s really bad hardly any people dress and they should get
things that the students want. In my opinion rumors are the biggest
negatlve quality in'this school. The people just say things because
it feels gpod or sounds good. These few reasoms are why-I think
Southwest Junior High has such negative qualities.

Student B:

This school has improved very much in the last 3 years. Mr.

Wong has helped gut 3 lot of students to do their best in behaving

on campuses. To me Mr. Wong is just about the most understanding

person in the office. EXcept Mrs. Alaver, she understand the rea-

son of students behavior in the Reading Center. She has helped them

out In a lot of different ways. The Reading Center has improved

students English grades. Another positive thing about Southwest Jr.

is that now races are mixed very well. About three years ago there

were more than one race than others. So that caused a lot of prob-

lems at school. Now the races are getting along pretty well. The -
reason of why this 1is true is they have leveled out the races in

school. So that makes it also easier to make different friemds.

I'm going to miss this school when I leave. This school of ours has

alot of positive things about 1t.

Below 1s the teacher”s appraisal of the module. The students” success in
writing became extremely reinforcing for the teacher and she shared har own

writing process wisth.the students.
This time, the kids seemed to be much more critical of their

writing., They tried so hard. I had stressed improvements in
development, form, organization and proofreading. I had many
thoughtful questions. They spent the entire period writiag. Very
few were finished at the end of the period. Exciting! At least 7
or 8 kids asked if they could take them home. I almost timgled
ingide! The few yho finlohed were told to hand in thelr papers, but

that they would be returned after they had let them "rest.” I

talked to them about the wicked time I was having wicth this paper.

I was writing for (this project), I showed them my rough draft and

they gasped. They had so many questions. It seemed to encourage

them that I had to go through the proeess, too. ’
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In her conclu&ing remarks, the teacher pbserved that her students”

enthusiasm for the task continued into the third day. She also ipcluded a few

reinforcing comments for the researchers.

The next day, some students still wanted to work on their
papers. I went around reading them and continue to answer questions
and encourage proof-reading.

I liked how this module went. I tried to plan it so more time
would be spent on pre~writing, writing, re-writing and drafting. I
tried to encourage more group interaction through the exchanging of
papers. If questions are asked, the interest is there. They were
excited that they were actually able to write "a who.e page.” 1
helped one student who has some real writing problems. She said,
"Is that all there is to 1t?" I think that is quite representative
of how kids feel about writing. They are afraid to write and feel
very unsure. I feel much of that fear has been caused by teachers
who have given writing assignments but without any instruction.

This (project) is teaching me a great deal. I have loads o
learn about the teaching of writing. Hopefully, I will be a better
teacher because of it.

Our comments on the teacher”s journal, regarding her obserVacions‘about
teachers creating a fear of writing in students, indicate our emphasis during
the initial moduley of establiéhing the type of classroom conditions that
would help connect the writing with the ethnographic findings.

Yes, (this fear can also result by the teacher creating
conditions)that are very aversive to the students, instead of rein-
forcing, which is why we are so interested in developing ways in
which the teachers consciously monitors the types of conditions s/he
creates for the students to write. Most students are asked to write
only under aversive conditions. That is, when they are belng tested
or evaluated, having homework that they must complete and so on.
Aversive conditions may keep you at work (for a while) but writing
becomes nell. If students write primarily ro avoid the consequences
of not writing, it becomes easy to turm to other things to escape or
to avoid writing whenever possible. You, in turn, are creating
positive conditiors for writing and it shows in your results and in
what you report.
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Module III

Teachers” seminar. Encouraged by the results of two preceding modules,

we added another strategy to the teachers” arsenal to help the students engaﬁe
in writing. Students could be "hooked” into the writing activities verbally,
during the pre-writing discussions prior to the actual writing, or now, with

the introduction of "response groups”, as they produced the drafts.

Response groups consist of small peer groupings that provide writers with
feedback and a sense of audience. These groups offer initial reactiomns to a
first draft, usually asking the writers questions about the content, intent or
form of the draft, Thus, the student writer receives audience reaction while
engaged in the process of writing, instead of only after submitting writing
for teacher evaluation. Considerable practice is needed to conduct these
response groups since the students are asked to assume responsibility for
helping out with the composimg process, a role usuall; reserved for the
teacher, It takes a whilé before students can be "moved” from dependence on
teacher evaluations of their writing to comtrolling the process of response
and revision., Therefore, most of the teachers used this module to-introduce

and practice this technique,

Module implementation., Approximately half of the teachers implemented

the response groups, They liked the idea of distributing the respomnsibility
for making formative comments to the students; it was another important
teaching/writing process that the students ¢ould eventually appropriate. Soae

teachers, however, found response groups cumbersome co organize and implement,

which we attributed to lack of practice., Several teachers reported that their
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students did not know how to respond to initial drafts, beyond making grammat-

ical comments. It is not coincidence that Srammatical comments are what stu-
dents usually receive from the teachers on their own papers. Interestingly
enough, this module, intended to clarify the process of revision for the stu=
dents, clarified for the teachers the limitations of the feedback they rou-
tinely provide students. The following summary of one module illustrates what

we mean.

This idea of response groups was really a new one for me. I
have had students do read-arounds and proofread each other”s papers
but the idea of training students to write specific comments was
challenging, to say the least.

I began the lesson by writing the words response and evalua-
tions on the board amd asking the students what each word meant and
how they differed in meaning. Evaluation, they felt, meant grade or
grading process, response answering, commenting, suggesting. T next
asked them when they received back their grades paragraph what was
written on them by the teachers. They answered-~a letter grade,
comments and grammatical errors circled. I next told them they
would have the opportunity to comment or respond to another”s paper
in class. They were intrigued by this unusual lesson plan so I
passed out the first set of xeroxed paragraphs and gave them
instructions on what to do.

I asked them to put 3 types of coaments:

1) a specific positive comment or praise.

2) a question about something which was unclear.

3) ecirecle or indicate grammatical or spellf§f errors (no
than 5).

We then read over the first paragraphs together. I read it
twice out loud.

We discussed possible comments to make in each of the 3
categories and I ask them to do at least one of each type. They
were very unsure of themselves on all types of comments except gram-
matical ones. The lesson took all period. .

The following day I had them respond to the 2nd student writing
which had many more severe problems. I still offered many sugges-
tions on what type of comments to make as many of the students
seemed insecure and unsure about this assignment. That”s why many
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of the comments may be similac.

I think the students enjoyed the activity. It was a novel
experience for them to analyze another student”s work,

I felt the work went well, although I feel the process of stu~
dents to respond well independently will be a2 slow oue., Total time
on lesson - 2 days.

On the first writing exercise students picked upon the very
common student error of changing subject in a paragraph. Some
really do have a problem in recognizing this subject change in their
own paragraphs. I was very pleased they discovered this!

ESL Classrooms

Although all of the classrooms that participated in the study have bil-
ingual students, three of the teachers were involved primarily in English as a
Second Language (ESL) classes with Limited English Proficient (LEP) students.
The language arts program for the LEP students differed across campuses; In
téo of the school the programs receive adequate federal and state funding.
These programs were well staffed and have language spe-: alists, resource
teachers and other support staff available. In contrast, the third school had
little more ihan school district funds, The entire program consisted of one
teacher and one aide who taught three different levels of ESL with over 30

students per class. Regardless of the program, however, the instructional

emphasis was on oral language development. 1In none of the programs writing

formed part of the formal curriculum. In fact, in most cases the students

must wait until they "graduate™ from ESL before receiving writing lessons.

Since writing is not part of the ESL curriculum, the modules represent
the first time some of these students have been asked to yrite in English.
One teacher reported that the only writing she had attempted with her students

was the use of a2 language (grammar) book which assigned an occasional topic
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writing. For another teacher, the pre-writing session she implencnted was

the first time she had led a class discussion on non-academic subjects with

her

ers

discussions.

ESL students. Not surprisingly, during the initial modules the ESL teach-

found the students reluctant to participate, specially in the pre-writing

Two teachers said that their students had difficulties with the

writing assignment, not understanding imstructions or what the task was about.

In short, the teachers in ESL classes were unsure how to proceed.

The general

consensus was that because the students lacked oral English skills they were

simply not ready to write at the levels we were requesting.

Below we report on how one teacher used available resources to overcome

the students” reluctance and language constraints and facilitate their parti-

clipation in the module.

tion to help the students get started writing. Given the students” oral

She combined a2 reading lesson and an oral presenta=

language difficulties, this integration of lessoms was difficult, yet quite

successful. Her notes reveal some of the details of this module.

First, she capitalized on oral and reading assigmment to initiate writing

about a student-related experience.

In talking with Luis and Rosa in yesterday”s meeting, it
occurred to me that an excellent prompt for my ESL II group would be
one about school, that relates closely to their own personal experi-
ence, that follows the oral assignment we“ve wurked on for the last
few days. After readimg a conversation regarding an old man trying
to get out of going to a fair with his son, giving lots of eXcuses,
it seemed to me that the students needed practice in giving excuses
orally in English, e.g., to teachers, parents, friends, dates,
employees, and so on. Since I had already developed the oral voca-
bulary for the reading selection, it appeared they could handle
devising their own original conversation about a personal experience
giving and receiving excuses. I was a little apprehensive about
them completing the assignment, but in the end, they were very warm
to it and laughed and joked as they composed them. They were to be

" "

given orally, but they also chose to write them to help them “set
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the conversation, get continuity, and 2id them ift study for a memor—
ized presentation. 1 gave them 2 total of about 40 minutes class
time over 2 days to prepare.

The students are very accustomed to orai group work and were
fairly wwork oriented during the time I gave. All were ready on the
presentation deadline. They eagerly signed up om the board for
order in presenting. then, regrettably, I was absent on VWednesday
from class and a substitute heard them. His report was that the
students had done well, but I was so anxious to hear them myself, I
gave the kids who chose to do a repeat performance extra~credit for
presenting the oral conversations again to me today. All but 2
pairs eagerly participated today. The conversations were very good.
They included the use of the target words (“would” and "rather”) )
often and had some terrific excuses. The conversations were fairly
inventive apnd the stock excuses from the text were avolded.

I felt terrific with the oral assigmment and decided to go
ahead with the writing work. After the last presentation, I put a
prompt on the board: What was your worst grade on your report card
at the semester (since you just have gotten your computer copies
yesterday) and why did you get it?

After we read the prompt together aloud, I asked them who they
might have to really talk to about this. Answers of: parents,
teachers, counselors and friends came up. I told them to imagine
they were writing a formal explanation in paragraph form to either a
parent or c¢oncerned adult (teacher, counselor). I asked them to
brainstorm with me on excuses they might give and we listed them bun
the board (teacher, secretary) in the past tense (as we continue to
strive for accuracy there). 1 had at least 15 excuses from the stu-
dents. .

The teacher emphasized writing for communication by ideatifying a feasi-

ble audience and urging the students to tailor their writing to this audience.

But perhaps more impressive is how she capitalized on what the students” had

przcticed in reading and oral language to extend their writing. Clearly, thé
skills being developed in one lesson context are applicabie to many other

situations, but they have to be engineered to transfer. In what follows, the
teacher describes how she structured support to assist the students” -riting

process.




Then I asked them to think of their worst grade and I gave them
an example topic sentence on the board: "My worst grade was a "C-"
in math last semester for several good rz2asons.” The underlined sec~
tion is part of the “formula” I asked them to include.

Next, they were asked to fill cut the outline form I have
taught them to use:

A. topic sentence

Lessons or 1. First, (sentence second)
Examples 2. Secondly,

3. Also,

4. Finally,

In guided practice, with them writing and me canvassing the rooum for -
problems, the students set to work. No one had difficulty starting
except 2 students who I had to prompt with the example tepic sentence
again (both students are ones who have difficulty getting started in gen-
eral). During the remaining 15 minutes, I worked in workshop style,
helping to spell, form past tense, clarify word chofce apd so on. The
students were asked to finish the outline at home tonight as individual
homeyork.

Writing samples. Include below are three samples in which the students
adapt what they have to say to the formula provided by the teacher.

Student A:

My worst grade was a "C” in Math for several good reasons.
First, I didn“t study for the tests. I thougt it yas going to be
easy for me, but it really wasn“t. Secondly, I didn“t do all ay
homework. I wasted my time doing other things. Also, I didn“t like
Math at all. I had a hard time to upnderstand it. TFinally, I talked
too much 8o I didnt have time to listen and undarstand the dirac—
tions. Now I“m felt sorry about it because it is easy to bet a good
grade and I even didn“t do it.

Student B:

My worst grade was a "D" in math for several good reasons.
First, they changed me from math to consumer math and I can’t
understand that glass. Secondly, they teacher didn”t explain
clearly and he always spoke English and that class was suposed to be
bilingual. Also, I didn“t undarstand ay homework because I couldn”t
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understand in class. Finally, the test was too hard for me to
understand it. As you can see my worst grade was a "D".

Student C:

My worst grade was a D in science for several good reasons.
First, science is the hardest subject I had last year. I didn’t
have enough English to understand it. SecondY, she used to say it
once and never repeat it again. Also I had a few absents so, I lost
many grades and I didn"t have a chance to study the subjects.
Finally, most of the time I was not ready to make the coming tests
and I had a lower grade on many of them.

The teacher—comments on her students” efforts were positive.
&

I°m very pleased with the prospect of these paragraphs because
I’m being pleasantly surprised at the control my kids have over the
language; I didn "t expect such facility in vocabulary or in picking
up the formula paragraph concept. I always expect a lot out of the
students, but I really misjudged their abilities this time. Either

way, the assignment is showing me a very positive improvement
already in their English abilities since (the pre-test).

To summarize, the ESL teacher first established the writing conditionms,
which included structured support to help the studemts participate in the
writing activities. As the students wrote, she guided their production and
provided help as needed to facilitate their performance. As with the regular
modules, the teacher expressed surprise that she had underestimated what the
students were capable of doing. And as with the regular classrooms, the stage

was set for more advanced writing to occur.




In reviewing the initial modules we summarized the writing actities
took place and made explicit the reasons why we proceeded as described.
had several instructional goals to accomplish during the initial modules to
facilitate our exploration of how to utilize ethnographic data for teaching
writing, We started a series of seminars with teachers followed by the imple-
mentation of writing activities in the twelve classrooms participating in the
study. The seminars became the time and place were theory, practice and field
findings interacted. These seminars also provided the researchers and teach-
ers with the information necessary to evaluate progress and make decisions
about the direction of the study. In particular, we introduced the teachers
and students to several, new writing experiences that were successful in pro-
ducing writing. These experiences in¢luded the implementation of state-of-
the-art writing techniques that the teachers immediately applied to their
classrooms, and the use of socially~relevant issues as themes to motivate

writing, The success of the initial modules established the necessary class=—

room conditions for further experimentation during the final three podules.

The Final Modules

The goal o% the final modules was to capitalize further on the ethno-
graphic information to extend the teachers” and students” writing activities.
An ethnographic finding very Important for our purposes was that students”
homework assignments created the most frequent opportunities for writing to
occur in the homes. With this finding in ﬁind, we set out to purposely struc-
ture homework assignments that not only produced literacy-related interactions
in the home, but also involved the parents and other community members in the

development and conduct of the classroom writing activities. At the same
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time, we wanted to retain the main academic goal of the writing modules: to

develop the ctudents” expository writing.

We had advanced rapidly in the initial modules. We provided tﬂe teachers
with ways to think about and teach writing; through the teachers we got the
students involved in writing activities that included by now 2 familiar rou-
tine: pre~writing discussions to generate and clarify ideas about a writing
theme and composing process, the production of a draft, some Sort of evalua-
tive feedback either from teacher or peers, and then revisions of the draft
for final copy. We now wanted to provide both teachers and students with more

challenging writing activities. In our terms, to create more advanced zones
of proximal development by using writing assignment to make more direct ccn-

tact with the world outside the classroom.

We proposed to the teachers that they implement three interrelated
modules., These modules consisted of three diferrent writing assignments that
formed part of an integrated writing activity. More specifically, during the
fourth module the students would write their opinions of ideas about a
specific topic. This type of ﬁriting predominated in the initial modules, so
we figured it would be a good take~off point. In the f£ifth module the stu-
dents would be asked to obtain information from ‘home, community or school
sources in order to expand the statements written in the previous module into

an "explanatory” plece. The purpose here, as will be described in more-detail

to enhance their writing. The sixth and final module would have the students

below, was to have the students branch out and use extracurricular infojj:tion

use the information gathered previously to persuade omeone to adopt their §

specific point of view. i
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As 1in the previous modules, a key element was the selection of writing
themes. We wanted each class to hold the theme constant over time so that the
students could practice modifying the writing in the service of different
goqls. We wanted the teachers to make explicit to the students the process by

which text can be modified depending on the goals of the writing activity.

Module IV

Teachers” seminar. During the previous modules we had introduced the

idea of crganizing the teaching of writing proximally, but had postponed for—
mally presenting the Vygotskian idea of a “zone of proximal development"” unptil

the teachers had some classroom experiences to which they could refer. As we

presented the ideas underlying this notion, we wanted teachers to interpret

their experiences retrospectively from this perspective, To clarify the prac-
tical use of this theoretical notion, we showed the teachers a series of
videotapes gathered in classroom situations (see, Moll et al., 19823 Moll and
Diaz, 1982) in which lessons were manipulated along the lines suggested by the
theory, We emphasized that it was not a new curriculum that we were suggest-
ing they implement, but a principled way to organize instruction utilizing
exisging classroom and non-classroom resoairces available to the teachers. (see
Conceptual Framework). To make these ideas more directly relevant to teaching
writing, we read ‘excerpts from the teachers” journals that we felt represented
instances of createing effective zones. We supplemented our presentation by
giving the teachers an article written by Donald Graves (1982) that proposes a
similar idea: "stretching” the students” writing by strategically helping them

perform tasks in advance of their current level of writing. Combining these
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threse resour('s we were able to provide the teachers with numerous examples of

what we meant by a zone of proximal development.

In addition to the theoretical discussion, we also updated the field
findings, In particular, we discuss;d how di.ferent families used literacy as
part of their daily routines and the implications of this information for
classroom writing activities., We emphasized both how the creation of text
could help the children understand their community and how understanding the
community could‘facilitate the production of text., To these writing activi~

ties we now turn,

Module implementation. The module we have chosen to highlight exuload

if cheating is ever fair or right, and some of the consequences of cheating.
Cheating, as the teachers reminded us, is an important issue in school life.
The teacher started by telling the students of an experience she had in col-
lege in which a student uysed hidden notes to pass a test and ended up, to the
tgacher's frusnration} getting a better grade than che, who had played it by
the rules. She then separated the ¢lass into small groups for further discus«
sion of ideas of the pros and cons of cheating., She made sure that the rea-
sons gisen | e ch group were being recorded by a student to histribute_to
others in +lass: ghe then asked one student im each group to summarize the
reasbns they had gemerated. This activity produced about seven ideas per stu-
dent group that could be used for writing., The students spent the rest of the

period writing.

Writing samples. The samples included here show that the students incor—

porated into the writing the ideas discussed in elass. Note that both essays

reflect the conflict over cheating as a common and often advantageous
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practice, but one that is also morally wrong.
Student A:

This is a very controversiz® question. There are the cheaters
and the ones that help the cheater. I must confess I'm of the
sccond ones. My opinion 1is not very clear, but I must say I think
it”s wrong i cheat, because you will never learn, you can get in
trouble, etc. However. there are this other people that really
can’t get things into their mind, so that is the people I “HELP.” I
don“t really think I“m helping them, but is the only way the can get
2 semi-good grade. My opinion is that you should try to learn by
yourself and not cheating, but if you really can”t learm, you may
cheat at your own risk, knowing that you are not learning. WNow, if
you cheat only for being lazy, that”s another story. Those people
should be really punished, because they have the mental ability to
learn it and they don”t do it by lazyness. That is a shame. But
not every body can”t make it being intelligent enough, so I think,
as I said it before, they should cheat at their own risk.

Student B:

Even though I“ve cheated before I still don”t think its right
to cheat. You know you're not Supposed too but since you know that
other people are cheating than why not you. But you“ll carry it in
your conscience and you“ll telling your self: "how about if I get
caught or something.” But you won“t realize that its.doing a great
deal of damage to you and when you grow up and get a jno» or want to
go to college and can"t go because you don”t know how to do it or
something than you“ll think back and say I should of studied and not
have cheated. Or before you cheat you don”t think that you“ll get
caught but once you do than you say: "I shouldn”t have done that or
cheated.” What“s the use of studying if everyone cheats than its no
use studying or trying to learn anything.

Below are the teacher”s comments$ on the success of the module:

I frankly was surprised at the amount and originality of some of the
ideas they came up with. It certainly was much greater than for a
single paper. I had to help them much less on the actual paragraph

_ writing--a few kids needed help with topic sentences but most just
started in immediately.

An increase in the origimality and.amOunt of ideas intluded in the writing was
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the result of a well organized pre-writing discussion. It created conditions
that facilitated the joint elaboration of ideas, .4 practice that easily
exgeeds what can be produced by a person writing individually, as the teacher
observed, We attached importance to a remark the teacher made almost in pass—
ing, that she needed to help the children "much less” (her underline) that in
previous efforts., This reduction in the amount of teacher help needed is an
indication that the_students were beginining to learn the writing process and
apply it independently ~—-this certainly was not the cuse when the modules

started.

In response to our questions about the function of pre-writing and theme

selection, the teacher wrote as followsf

I have used brainstorming to some extent in the past., However,
I have not spent the amount of class time that I am now using. I
usually take no more than about 10 minutes in pre-writing. I have
been accustomed to listing ideas pon the board for the students, some
generated by me, some by the students. For example, when I have
students unite compariscn-contrast essays we list on the hoard ways
in which twe stories, films, etc., are similar and different. It
helps them to organize their ideas in preparation for writing. On
the subject of my topic choices, I have found in the past, and now,
the more controversial and relevant I can make the topic, the more
willing the students are to unite and write well, Also it seems,
and this 1is just a feecling, the more complicated the assigmment is,
the better the responses.

Again we find pre-writing used to organize students” and teachers” think-

ing in preparation for writing. It serves to orient the writing that 1is to

follow and, as such, helps establish the higher order goal that the actual

—~-= griting—addresses, Thus, we can identify, based on the teacher”s reports and
our observations, at least three functions for pre-writing. One is that it
serves an orienting function for the actual writing ( clarifies the goal).

Second, it helps organize the students” ideas (thinking) about writing, so it
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serves 2 planning function. Thicd, 1% ailows the students to bring in experi-

ences on which they can build and develop the writing.

For teachers; it gives them an indication of the motivation that specific
thedes can eliecit, Second, it helps her build on the knowledge that the stu-
dents make publie during discussion. Thira, it m:kes public for analys's her
own thinking regarding the theme or the writing process. It”s a tine im whiceh
the teacher shepe the writiug acts (processes) that make up the overall writ-

ing activity and that she wants the students to learn.

Module V.

Teachers” Semina}. As part of our scheme ¢o integrate the final three
]

modules, we asked rthe teachers to build directly on the previous module =nd

expand the inirial statements written by the students Iuto explanations.
Explanatory writing, it was argued, calls for greater specificity and inclu-
sion of supportive data., To help the teachers conceptualize the differences'
between expression and explsnation we provided tuem with materials addressing
riplanatory writing. The materials we used were developed by Charles Cooper

at the University University of Czlifornia, San Diego. We found his sugges- .

tion on how to implement such an activity compati -le with our goals.,

Therefore, as a module requirement, the teachers had to organize ways

ways to access resources outside the classroom for use in developing the stu-

dents” classroom wWriting. So, one goal was for the students to use, as sys—

tematically as it could be organized, extracurricular information to enhance

and advance their thinking about what and how to write. Jur motivation for

developing this module was the field finding regarding the role of Hﬁmework as
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central to literacy in the homes. With this in mind, Wwe tried to bring family
interactions into the classroom writing’sﬁétem as one of the pre-writing steps

necessary to complete the assignment.

- We also felt that the teachers would benefit from this module”s activi-
ties, since it provided a lesson-related vehicle for the teachers to use in
gaining knowledge about the children and their community, and provided further
issues and ideas to bring into lessons as writing ;Qntent. Although we ’had
time to implement only ome such module with the teachers, we emphasized that
this was the type of writing dctivity that could. given the teaching system
they were implementing, become a regular feature of writing instruction in
their classrooms. They 20uld purposely use homework aséignmeuts to provide a
regular "link to the external world,” in lieu of the ideal--am ongoing ethnog~

raphy to inform their teacliing. But let us turn to the actual event, t6 what

happened in Module V.

Module implementation. We expected this module to be difficult for the

participants, given the emphasis on students collecting data from outside
sources, but We also were confident that with the practice obtained {m previ-
ous module implementations, the teachers had a reaconably well developed
teaching system to be successful. It turmed out w2 were correct. We quote
directly from the teacher”s journal:

This module was really tough to plan! I decided to use the ques-
tionnaire or interview foimat discussed in our last class session.
On Monday I discussed w#ith the students once again the subject of
cheating. I wrote the prompt on the board--Cheating: 1s it ever
fair or right? I told the students that now I had their opinion on
this subject in the first assigmment it would be interesting to see
what others thought. They came up with the questions included on
the cheating questionnaire. We wrote them on the board (20
minutes). I typed all the questions on a ditto master and gave the
survey to them Tuesday. Their instructions were to interview two
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adults and two students, the fifth person could be either. I men-~
tioned repeatedly the importance of having the respondents explain
their answers. The due date was Thursday, beginning of the period.
I allowed them 10 minutes in class to complete the first question
They geemed eager to try the assignment (20 minutes).

On Thursday, the assigmment continued when the students returned with the

completed questionnaires. In the excerpts from the teacher”s journal that

follow, note the emphasis on creating » proximal zone, i.e., on teaching pros-

pectively and the teacher”s surprise at the results. This reaction, usually a
comment that the students can do more advanced work than expected, is common

and reported often in the journals.

Today, Iin class, I had the students use the information they
had gathered. 7T was really apprehensive about this assignment. I
. was afraid the skill level required would be too advanced for my
students. Was I ever surprised! I first told the students they
were going to be involved today in an advanced task for their grade
level, using research they had gathered in a report or explanation
of thelr fact gathering. They were impressed by the word "research”
and were very industrious and attentive all period. I pointed gut
to them that they had gathered a great amount of facts. How ghould
we organize these facts into two paragraphs? They all agreed the
organization should be Paragraph 1 - adult responses, Paragraph 2 -
students responses. I gave them 10 minutes to striy the answers
people had given them. At the end of that time, L asked them to
- focus on the adult intervieys only. Looking at their adult inter—
views, they compared the answers the adults gave to question #1 "Is
cheating ever right?”. Giving them the beginning of a topic sen~
tence, I asked them to group together the answers given by adults to
"1, and finish the sentence. I walked around the room, repeating
instructions for those who were unclear. After 5 minutes I
explained they were to take several more questions from the adults”
intervieys and summarize the responses.

I repeated similar instructions for Paragraph 2 for students
responses. They needéd much less help on paragraph 2 and seemed
very pleased with their efforts. They used all of class to finish ’ .
their szhort essays.

i
-

Once again, as I said before, I was very pleased with how well
2 this module went. I had to work very hard and so did my students,
but I discovered an interesting fact — they are capable of much
better writing than I thought (emphasis added).
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Writing samples. Included here is an essay in which a student summarizes

the findings of her survey.

Student A:

Cheating Survey: The adult”s opinion

The adults I interviewed thought that cheating was sometimes
good but not right or fair, because you have to be honest. They
thought that it could be beneficial but not right. One of the
adults said he had never cheated. The other one said he may have
cheated some time. The ways they thought that adults could cheat
were at their work, in business, etc., almost any way. One of them
had never seen anyone cheat, and the other one said he had seen some
people. They wouldn"t do nothing if they saw someone cheating, it”s
their problem and not of their business. People, they said, cheat
because they think that what they obtain from it, it”"s better than
the truth, than being honest. Generally, they thought that cheating
was a dishonest and a dangerous thing to do.

Cheating Survey: The student”s opinion

However, the gtudents I interviewed had gome different opin~
ions. One of them thought that it was completely wrong to cheat,
like the adults. But the others said that”it was good some times
but daagerous if you got caught. They said it could help you with
your grades. They had seen people cheat and cheated themselves, to
get good grades in the way that adults could cheat, their answers -
were, in their tax report, doing traffic infractions, and at their
work. They wouldn”t do any thing if they saw someone cheating
either, because it”s "none of my business,” they said they think
that people cheats to get good grades and to obtain better results.

In Conclusion

Cheating is 2 very controversial subject. Sowe people think
it“s very wrong to cheat, and indeed, they are cheaters., Others
think it could be a benefit to cheat some ways. What do you think
about :cheating?

!

This teacher”s procedures created a zone of proximal development for writing

that incorporated direct contact with community members. The teacher, through
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pre~writing discussions, established 3 proximal goal for the lesson and
oriented the students to the activities necessary to achieve the goal. She
then provided the help necessary, including material aid in developing the
field questionnmaires, so the students could write at levels much beyond what
they could have done without assistance, As the students neared the end of
the task, there yere indications that they were assuming control over the
writing and the teacher cou’! disengage herself from directly guiding the pro-
cess of writing. At all times the goal of the module was within sight of the
students, The teachers help was provided strategically to facilitate the work
necessary to deal with the more advanced writing activity required ia this

module,
Module VI

Teachers” seminar. This final module was devoted to persuasive writing.

The goal, as in previous modules, was to have students build on previous work
and knowledge to produce yet a different type of writing. The challenge for
the teachers was to "repackage” how the module was structured to achieve a

"dfﬁferent writing goal. After five modules, teachere” seminars and several

individual meetings the teighers could easily suggest several ways to rear-

range instruction to meet the demands of a new module, They discussed the
need to provide the students with 8 realistic audience for this module and ‘how

to clarify the nature of the audience through pre-writing activities,

However, at the teachers” request, most of the seminar was spent discuss-
ing details of the previous module in order to evaluate their expériences. In
particular, we focused discussion on how easy it is to underestimate what stu-

dents can accomplish, specially when we do not consciously create situations
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in which help 1s available to perform at higher levels. We again discussed

the importance of oranizing lessons that purposely made contact with aspects

of community life. With information from the ethnography readily available,

many ideas were forthcoming.

As a group, we also discussed again that parents in the community highly
valued education. This was a theme repeated many times during the modules and
it always elicited discussion, since it was motivating for the teachers to
know that parental concern over educ;tion had not eroded as many teachers

assumed.

The teach:rs seemed confident that they could implement writing activi-
ties to serve a varilety of social and academic purposes. Some reported how
they planned to integrate writing into other curriculum areas and all reported
that the experience of participating in the project had significantly changed

their conceptions of how to teach writing.

Module implementation. The notes quoted below show how one teacher con—

nected the last two modules. All of the teachers were Dow planniné the module

activities in advance and adjusting instruction to the specific writing goals,

Once again I thought a great deal about how to implement this
module., As a pre-writing activity I wrote the prompt on the board:
Cheating 1s always/sometimes/never right. oOne one half of the board
I made three columns labeling them Yes/no/maybe and asked the stu-
dents to throw out as many ideas 38 possible for each category. I .
wrote them down as quickly as I could but did not require students
Lo write them. I did class brainstorming to refresh their minds on
all the ideas possible in each category. Having worked with this
toplic so long, they easily came up with 6 o 7 ideas for each column.

I then told them since they had researched this topic as well
as having expressed their own opinion on it, I would now like them
to write a paper attempting to persuade or convince 2 person
(another student) to their point of view. I emphasized the
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importance of remembering yho their audiences were and the need to
stick to one point of view - no switching!

I asked them to take a few minutes to decide which point of
view they were going to support and review the ideas on the board.
While they did that, I passed back their explanatory papers, com—
menting that they could use ideas from them, In addition, I noticed
that most of the class did use their last essays as sources. After
about five minutes most of them began writing altogether and about
20 minutes was spent on pre-writing.

I walked about the room giving assistance to students.

Oh, I almost forgot! I asked students to add explanatory sep-
tence after each opinion statement to add validity to their papers.
I gave some examples to the clagss; I”m sure you”ll notice my exam-
ples in this paragraphs, as well as thelr own., This was a different
idea, and some had trouble with 1it,

Most of the students vrote quietly and thoughtfully, fre~juently

looking at the board to remember ideags. Their essays generally were
thoughtful and long on facts! They certainly know this topic.

Writing samples. Below we have included three samples from this module,

Note the differential success of these three students in writing persuasively,

but also note how they integrated information gathered in the previous module

inte their essays.

Student A:

I believe that cheating may be right or fair, It may be wrong
and unfair too. I think that cheating may be right when you need
good grades, like in a very important test, It can be good, too,
vhen you are lazy and do not want to study, 1t“"s very easy to copy
some one else”s work., But you might get caught when you do this,
and it can be a. lot worse than studying. It may be right in an
emergency, like when you are in a hurry for some very important rea-
son, like your mother in the hospital, and you have Just been
informed about it, and you get caught in a traffic Jam., It may be
right when the rules are not fair, or you are not gullty for some-
thing some one say you did, it may be helpful to cheat. I believe
that cheating may be right some times, but not always. Cheating
it"s dangerous too. You can get in real troubles with the law, the
teacher, or your family, And cheating it”s not honest, not either
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for you or others. You will never learn if you cheat in school
work. You can cause trouble not only to your self, but to others.
I believe that cheating should be left to our own responsibility.
It can help a2 lot sometimes and there are emergencies, too. But it
can be very harmful for everyone, too. Think twice before cheating,
no matter vhat sfcuvation.

Student B:

I believe cheating is not fair because every time you cheat
your hurting yourself. I think 1it”s never right to cheat cause Your
cheating on yourself plus your risking on getting caught. You1ll
never know how good or smart you are at that specific topic you're
cheating on. You can always hear teachers, parents and other adults
telling your cheating isn”t right and you rever listen but later in
life you regret it and wish you were back in school learning alot of
things that would be a help to you and you say to yourself “I should
of studyed” or "I should of listened.” Sometimes you think that
you“ll get a good grade on something because your cheating and it
turns out to be that they or who ever {s giving you the answer is
wrong too. I know cheating is wrong and I cheat sometimes myself
but I”m still against {t.

Student C:

I believe that cheating is sometimes right or fair. Sometimes
it is Okay. Lie if you are lazy to do your homework, but if you
know what you are doing then it"s ok. Another thing you wight cheat
on, is on test to get a better grade. But I don"t really agree gn
that. First of all cause it"s not fair for the other person and
because it won”t do any good to you later on in the future. But
some people do cheat on tests a lot. That is up to them. One thing
that it might be fair to cheat on and I do agree on this is on emer-
gency. Like if a lady is going to give birth and they are taking
her to the hospital in emergency you go real fast and you pass the
red light. Sometimes 1t”s okay to do that but as long as you don”t
go that fast and cause any accidents.

Now on the gther hand sometimes it is not right to cheat.
First of all you yill not get anything out of it. You won“t learn.
Then later on you won“t have a guod Job cause you don"t know any-
thing. Another thing is because {t”s not fair for the other people
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who did study. This is what sometimes happens. The perscn that
cheated on a test from the person that cheated gets a better grade
than the one that really study and didn”t cheat. Know that defin-
itely is not fair.

So for all this reasons I think that sometimes it is fair to
cheat but gometimes it isn“t. So I advise you to be careful and to
think before you do anything or you cheat.

We ll conclude this section by quoting from the teacher”s journal as she

comments on changes in the students writing over time.

Another difference I°ve noticed in the students = they“re very
anxious to get these assigmments back. They know, I believe, their
writing is better, and want to know if I agree. Every day until I
return papers, they ask for them.

Their time on task has also steadily increased from the begin-
ning of the scmester, 10 minutes to 40 minutes.

The amount of assistance from me has steadily diminished as the
amount of pre-writing has increased.

ESL classrooms

This gection reviews a remarkable module conducted in one of the ESL.
classrooﬁs. We selected this particular module to describe in detail because
it illustrates one good way to capitalize on extra-curricular sources to help
develop the English writing of limited-English speaking students. Further—
more, this module shows that the ESL teacher employed the same system being
used the other teachers in their "regular® classroom; that is, the same prim
ciples of instruction were being applied under different conditions. From our
_perspective, individual differenc~s between ESL and non-ESL students refer to
the different levels at which students enter the writing activity and the
nature of the help they need to perform at the most advanced level possible.

Whether fluent or non-fluent in English, instruction is organized for students
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Lo engage in the same basic educational activity: writing for communication.

Given their English language difficulties, ESL students way conribute dif-
ferentially to the completion of the activity than regular students, and the
teacher may have to provide more structured help, but both gets of students

are participating in comparable intellectual activitiegs. In the module cited

below, the theme for writing was bilingualism, since the teacher and students
had expressed so much interest in this topic amd had written about it in a

preceding mcdule. We quote at length from the teacher”s Journal,

Today, half way through the period, we began this Sth module by
reviewing the writing we had done. I spent most time asking them
about their last "bilingualism™ papers, Module 4, and they remem-
bered a lot about them. We reviewed and I listed on the board that
that paper had been expregsive in nature, their own feelings and
opinions. That yas readily accepted.

I told them the (next) module wag going to be concerned with
information, opiniong, feelings, etc., that would be gleaned from
other sources besides themselves. They looked at me with blank
faces. Then I grarted to discuss and probe the meaning of "survey”
and "questionnaire” yith them. They loved that.!"” I gave examples
of TV polls, of Cola tests, etc. Jorge and Lisa called out, "Does -
that mean we“re going to do that?" They all were kind of excited or
at leas’ interested when I said "yes.”

I “fed” them the beginning questions for their questionnaires,
ones I wanted to make gure all asked. I gave them three they‘ggg to
use, and two more samples they could choose. The assignment was
explained as follows:

Thege three questions all must ask:
A. What language do you speak best?
B. What language do you read and write best?
C. Do any members of your family who live
with you speak another language besides
English?

Two other questions were optional:

D. Would you be willing to take classes
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to bhecome bilingual?

E. What career do you forsee in your future
in which you would benefit by being
bilingual?

Each student was required to ask:

A. Two adults not working on campus,

B. Two adults who do work on campus.

C. Three students whose first language
is English.

D. Three gtudents whose first language
is other than English.

Homework for tonight was to invent three additional questions
related to bilingualism and people”s opinions about ft,

The module continued the next day as the teacher got the students to gen~

erate additional questions to use in the survey.

Module V: Day Two.

Today”s whole period was devoted to the project. Five
students--Jacqueline, Amanda, Juan, Abelardo, and Rita--got double
0°s. Abelardo didn”t understand. Hector, who hastily seribbled
some questions up by the time I got to him, came in moaning he
didn”t understand. I had him seek help from others. He“s a very
dependent 7th grader!

I walked around the room, reading each student”s questions and
putting V°s next to ones I wanted put on the board. A few 1 helped
reword a bit. Surprisingly, after such a sha start with my ques-
tions, there were 10 questions I felt were goou enough to be exam-
ples to everyone, with several duplicates. By the time I finished
checking all ten were on the board, and we began to discuss and
reword for accuracy, each one, I told students they may choose 3
quegtions from these=-their own or any one glse”s=to use on their
surveys. ,

Their homework tonight is to prepare their questionnaires on
large construction paper (samples with the work turned in) and try
out, the questions on 2 people by tomorrow. I spent 10-15 minutes at
the end of the period sitting with about 8 students showing them how
I°d do one==an example--and I posted it for all to see. They were
anxious to get started--borrowed rulers, chose paper colors, talked
over question choices with each other.’
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- These seemed to be the best:

i) Would you prefer to live around bilingual people in a bilingual cum-
munity? .

e —2)-ATe-your—closest friends biliagaal?
3) a) Would you like to go to the University?
b) Do you know that the best university require four years of 2nd
language training?
4) which language do youA Like the best of the ones you don”t speak?
o ___5) What language do_you speak with your friends? - Why? T
6) How many teachers do you have that speak some Spanish?

7) Do you think you would like to return to live. where you 1eamed your ! 3
first language? “erere

8) which language does your clusest friend speak with you?
9) Do you think speaking another language is important?

10) Is it comparatively hard for ym: to learn amother language?

- Module V: Day Three Knowing her students would need further guidance in

conducting the survey, the teacher spent part ¢’ the lesson clarifying sxam-

ples and Beneral concerns. Note the interest genmerated by the ?Ludents inter—

k!
: viewing adult respondents,
. .
l" "I
_ i

B This is a minimum day with only about 25 minutes to the period,

ey 8 but I used the time today to share some good (visually) examples of ”
e, questlionnaires and to address sowe general concerns. First, as I
2 » + looked around, T recognized the handwriting of Jeff (my principal),

y Gloria 8. (The AP), and other adults. The studemnts had handed the
. ' questionnaires to the person and told them to amswer them. 1

instructed that all future entries must be in students” own
handwriting and that they were to ask the questions orally, expli-
cating if necessary since a few inswers were not directed appropri-~
ately, The students didn”t evem moan at that; they thought cthat was
logical for pract:l.cing oral English. Second. I asked the students
to cotte up with at least one person who did not value bilingualism,
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S50 as not to have totally bias results, L asked the students to come
up with at least one person who did not value bilingualism. Also,
students must identify the person. questioned with full name.

The students vere buzzing when they came in and they buzzed all
along! Some had never had occasion to speak ro adults other than
their teachers here, and a few, especially Hector C. and _George .. .

- (come "to mind) were "itéhing to show me Dr. S8°”s responses, etc.

The teacher structures some more help to move the students along and to main™

tain their interest in quite an involved writing activity.

The projects are shaping up and they seem to have a clear idea
of what they are doing at this step, so I decided today to introduce
the next step. Most had time in class to start formulating a
"Results" page. 1 just put a suggested format on the board and
explained after they had gotten their results, they could fill i,
the results chart. My sample looked like this:

o
¥

-

W

Results

Questions Agree Disagree
Yes No

Since we had a Culcural Fair ia thé afterncon, I gave no home-
work other than to complete questioning of minimum of 10 people by
class tomorrow. They dida"t feel hard-pressed to get this done.

The teacher spend a lot of time on the module and at each step of the way

she made sure that the students were in contact with the goal of the lesson.
L

That is, the several tasks necessary to complete the module were done to
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accomplish a specified and mutually understood goal, 2t no time were the stu-
dents relegated to doin writing exevecises unrelated to the purpose of the

writing activity that makes up the module.

— =~ = “"Module V:"Day Four.” As the module continues, the students show signs of

taking over the activity without the need for highly structured supervisionm.
Noticing this change, the teacher decides to be less directive and have the
students assume most of the responsibility for completing the necessary tasks.

This shift in the‘control of the task is zlluded to in the next excerpt.

< =a- ——Not-too many completed rough drafts in class today, but they
certainly were well on their way.- I allowed them to take them home
over the weekend, hoping to get polished work back on Monday.

Ta ¢lass, there was a lot of constructive communicating going
on——students asked each vther “How to say” this and that, and asked
me (usnally) “how do I do it?” (After I had already explained the
questions they had a difficult time, gettizg going, but I decided
not to hand~feed them this time, but IZastead to let them muddle
through. I answered specific quezzions today, but I didn"t
volunteer the questions, if you know the difference. I sent them
home to finish by Monday.

The students returned Monday with their papers in different stages of
completion. The teacher selected one of the more complete papers and placed
it on an overhead to show it to the class. They then proceedad to edit the
paper together and to clarify the type of baper requi, ed in the module. The

balance of the class was used to write more drafts and to revise those already

turned in.

Writing samples.




Student A:

The people in ¢y cumminuty think that being bilingual is bery
important for several good reasons. Firts, I felt very proud doing
the Survey. the people in our commuinity feel very proud at them
self that they speak Spanish and Eanglish because they can talk with
there friends in any of those two lenguages. Secondly, the people I
ask Some were bilingual students and adults 60% were bilingual peo-
ple and 407 yeren”t bilingual people. Also, I ask 2 teacher and a
student if they would be wiling to work as a bilingual person and
thay said no and than I ask a Student this qiestion Do you think
Speaking Another lenguage is important and he safd no that amazed ne
because I never herd one person that thinks that speaking another
lenguage ain“t important. finally, I ask a teacher that What career
was he interested in that would require a 2nd language and he said
no common and he told this I don”t know What laugage I“m interestes
that would require a 2nd lenguage because I don”t know it and I ask
two Students this question what career are yo interested fn that
would require a 2nd lenguage and 50% said Fransh 10% said Germea 10%
said Italian and 20X said no coman as you can see I was having fun.

Student B:

I found that people in our community feel good about belingual~
ism for several good reasons. They think it it very important
because they can communicate wiih other people. 7The people I asked
are 60% students, 40% adults, 70% are Spanish speakers, 20% yere
English speakers, 70% can write and read English, 20Z can write and
read Spanish well. Most of the people told me that in there house
can speak English and Spanish. - The people I ask the questions,
answers me very polite and they.saig the questions were very
interesting. Some person said that these project was very gouvd for
we and interesting for him. When he said that I feel very good
about the work I was doing. The most interesting thing that I found
wat that the people like the project. Most of the people said that
they were willing to take classes to become totally belirgual
because it could help them right now and in the future. The gtu-
dents I ask said that they have only friends that speak only Spanish
and English not othey language. The adults I ask said that been
beliingual is very important for them because they cin communicate
with more people and they can have more opportunitis for some jobs
that othey people do I feel very good about the way people answer
me. .




Student C:

First, In my school, I asked some students and aduls. If they are
bilinguals, some people are bilingual and someones are not in my school,
Some of them tall me they are bilinguals, somea they"re not bilingu-
als about the 50%, Seconly, In my community scme people is don”t
intersting about to be bilingual because they think, they don”t need
toher lenguage because they are in America and in America only speak
English. Thirth, I don”t felt good, because I think they are a little
dum people because thay think to be a bilingual person is waste them
time. Also, I think the people who”s don”t interesting to be them selfs
- bilingual are going to the wrong wiy because the persons who speak two
languages or more have the oportunity to know other culture and lenguage.
Finaly, In my family think to be a bilingual is to important because they
learn other culture and language, And we speak spanish and we need speak
English because we live in U,S.A. but like in diferent countries is
important to know other lnguages for we can talk with ofher persons,

This ESL teacher, as well as the others, used formula paragraphs to get the
students writing. Most felt, and we agreed, that the added structure facili-

tated participation and performance in writing activities that the students

otherwise could not do because of their oral language limitations. Of course,

the idea is that as the students gain fluency in English they start relyi.g
less on the tight structure of the formula paragraphs, and move towards more

flexible and independent writing.

The idea of creating zones of proximal development :“r writing that
motivated shifts in the control of the task from teacher to student was the
same idea applied in the non~ESL classrooms. The goals of the writing modules
were also the same in all classrooms, the nature of lastructlior differed as
the teachers dealt with specific problems students had J. their classrooms. A
major role of any ESL teacher should be to tap those skil .s that the studeats
have developed in their flrs:llanguage and put them to good use in the service

of academic goals in their second language. In the "regular” classrooms,
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pre-writing, free writing, and response groups were combined in several ways
to get the students actively engaged in writing and prepared for more advanced
efforts. In the ESL classrooms the same strategies were used to bring into

the classroom the students experiences and skills and the formula paragraphs

Mmoo el el

were used as the “crutch” to get and keep the students on task, Obviously, )
the students” difficulties in English yerbal expression, reading and vocabu~
lary development needed remedy, but the “"trick” was to organize lessons in
ways that accommodated these difficulties and minimized their constraining
influence, while maximizing the use of the tools that the students did pos-
sess, such as knowledge of the topic and other experiences. As the examples
above illustrate, this goal was being accomplished; students who would other—

wise do little or not classroom writing, wsve writing essays in their second

language that incorporated information collected from the community. -

‘Summar

In the modules presented above, we described the implementation of

several diverse writing activities utilizing a “system” for teaching writing

practiced and developed during the initial modules, In particular, we tried
linking writing instruction with ethnographic fiq?ings by making this contact
a goal of the writing activities, We emphasized to teachers that this contact
could b2 a regular feature of classroom writing by organizing writiag instruc—
tion for commmunication., This instructional organization is in tuin made pos-
sible by making writing relevant to the students” everyday concerns. It is
this interaction between the organization of instruction and the social organ=-
izetion of community life that holds promise for developing effecuive academic

writing programs for the students in the project.




Holistic Ratings

Holistic ratings were used in scoring the students” pre and post writiﬁg
samples ag well as the writing produced by Modules one and six. This
represents the scoring of over 1,000 writing samples. Our host school dis-
trict uses holistic ratings in scoring their-minimum compaetency writing test.
Ucilization of their rating system satisfied our research purposes in evaluat-
ing change and had the added advaatage of making the results directly relevant
and comparable to the school district. Therefore, we decided to employ the
same rubric and scale used by the District in scoring the project”s student

writings.

The schooltHiStrict's rubric coétains two scores, 8 points for content
and 5 pbints for mechanics (see Progress Report, Fall 1982). Each student”s
writing sample is read and scored by two readers, with their scores combined
to obtain the student”s total score. Therefore, scores can range from a max-
imum of 26 to a minimum of two. Mastery level is 12 points and above. Three
readers scored the students” writing, a project researcher amd a teacher, both
experienced in the use of the holistic rating, and a doctoral student from

UCSD who was trafined for the occasion.

Most samples were read twice; only if the inftial two scores showed a two

point difference was the writing given a third reading and scoring. 1In such

cases, this third reading and the closest previous score were used to tabulate

the total score.
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Care was taken to create compar;ple conditions for pre and posttesting
For example, the prompts were equated. The prompt used for the pretest was,
"I believe junk food should be sold on campus. Why or why not? Give reasons
to support your opinion.” The prompt used for the posttest sample was, "Should
students be allowed to chew gum and eat in their classroom? Why or why not?
Give reasons to support your opinion.” The testing conditions for both were
identical, with no prewriting provided and a ~J minute time limit to write.

The readers were unaware whicﬁ of the prompts was used for pre-testing.

Modules 1 and 6 were alsoc scored holistically. We felt that in addition
to the pre and post samples, these modules would provide yet another, although

qualitatively different measure of student improvement.
Results

A comparison of the pre and post test scores for the total sample (this

represents only the students who were present for both tests) indicates a sta-

tistically significant gain over the period of the study (see Table 2).

i

Insert Table 2 About Here

In interpreting these scores it is important to keep in mind that the sample
of students represents a very diverse group. Theuclassrooms that participated
in the study represented three grade levels and included three different
groups of ESL, two math classes, regular English classes and three students
from a Speéial Education class (who; by the way, all showed gains). Given

this diversity, and rhe fact that there were only six writing modules imple-
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Table 2

Comparison of Pre- and Post-Writimg Test Scores for Total Population
(N = 205)%*

Pre Post t

9.05 10.20 -2.60*

2.88 6.18

* P> .01 df = 204

*% gstudents who took both tests

Table 3

Compat:ison of Writing Pre- and Post-test Scores for Spanish Surnamed Students
(N - 121) *=

Pre Post

8.65 9.27
2.99 2.52

* P> 006 df = 120

** grudents who took both tests
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mented, the results reported above provide support for the effectiveness of

the interventions.

A
Table 3 presents results of a pre and posttest comparison with the Span-

ish surnamed students.

Insert Table 3 About Here

This subsample was selected for analysis because they represent'the largest
ethnolinguistic gruup in our sample and of primary interest to our project.

As the table shows, the mean differences_between the pre and post test were
statistically significant;- This result is important because this category of
student consistently ;cores low in district tests of writing competency,
despite administrative efforts aimed at improving their writing skills. We
should mention that the tésts were administered solely in English. Similar
3ains were found when we compared the Qcores of the students in the standard
assessment situation to their performance in the modules. In short, using the
district”s own methods, the students showed marked improvement in their writ-
ing skills. These results support ?he effectiveness of our intervention stra-

tegles.

.Scussion

In the proposal we stated our belief that literacy is-.as much a social as
it is a cognitive activity; the cognitive and social are inseparable com—
ponents of writing. This understanding guldes our suggestions for how ethno-

graphic data can be best utilized in classroom practice. We emphasize the
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word “in” because useful and longlasting integration of ethnographic findings

and instruction has to occur throvgh the teaching-learning activity in the
classroom. For this to happen, the usefulness of writing has_to be made
understandable to students. One useful way to accomplish this goal is to
embed writing in vital activities. fThis subordination of writing to communi-
cative goals qualitatively changes the nature of writing for both teachers and
students by shifting the focus of instruction from the development of distinct
and separate "skills”, to the use and development of these skills as part of a

process for accomplishing an intellectual activity.

The modules described in this report were designed to help teachers try
out several techniques that would assist them to teach writing as communica-
tiomn. However, as we emphasized, it is not $imply the modules alone that
makes for effective interventions, their effectiveness depends upon how they
are used together as part of an instructional system. It 1is our belief that
the rich knowledge children bring from home serve as an especially useful
medium within which to functionally organize individual strategies into an
effective classroom writing system., into an effective classroom writing sys-
tem. When isolated, ‘writing techniques becdmg mechanical. TFlexibie writing
activities are prod®ted by the use of socially relevant themes for writing.
Community issues change the goals and motives for teaching-learning writing.
In our modules they changed the purpose of writing for both teachers and stu-
_ dents and reorganized instruction. This strongly suggests that to impiement

effective writing instruction in the schools in which we worked, teachers

would be well advised to make contact with community life.




We started the project committed to the principled incorporation of com-

munity data into the classroom, but did not anticipate how much the way in

which we conducted the field work would depend upon constraints imposed by the
way that instruction takes place. That 1s, unless we staped our idea of an

- ééé;ogriéfe-1eetfueeieeei”;ctivitf;ufhe-ethneéraphic ebser;atiene-we made were
difficult to link to practice. We discovered the need to make writing
instruction more ethnographic~like as part of our basic research problem.

This strategy of research/instruction makes the teaching of writing a process

that includes exploration, discovery and uncovering of social life. If our
analysis 1is correct, the school can make stroategic use of the fact that class=
room activities mediate the relationship between the school and the community.
A strategy that builds on this mediating aspect of classroom activities has
several advantages. It builds transfer of community information into a broad
range of academic activities. It also can buiid transfer of school (writing)
activities into a broad range of social situations. We also argue that this
is acéeevable using extant classroom resources. What 1is needed is an orienta~

tion to the relevance of social life for learning and a system of writing

instruction (interactions) that permits continual contact with the real world.

Thus, a major use of the ethnographic research is to provide opportuni-
ties for the reorganization of teaching—learnming activities. This may occur
in several ways. In our experience, it started by making the researchers, and
through the researchers, the teachers, aware of the importance of explicitly
shaping instruction through the social issues identified by the ethnographic
interviews and observations. Initially, this lirk was accomplished by the use
of socially relevant themes for writing. The introduction of these themes and

their exploration in writing, qualitatively changed the conditions for
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writing. It changed both the ends and means of writing., In so doing, it
involved the teachers and students in a different kind of educational
activicy, fn wkieh writing functioned properly in its role of a tool of the
intelleet in the service of social and academic goals, It also gave pre~
writing discuséiﬁns new ‘meaning; they became “"thick descriptions,” rich con~
texts that support entry of student goals, experiences, and opinions into the

activity of writing.

Ly

The introduction of student response grcups helped the students start to
assume feedback functions previously reserved for the teacher,'and elarified
for the teachers how the intellectual and mechanical aspects of writing are
interrelated, It made clear to teachers that they often provided help by
specifying grammatical corrections at the expense of other kinds of assis-
tance; teachers reported that these activities helpad them to monitor what and
how they provided help and how this help was distributed in the classroom,

The initial modules showed that the students could write beyond previous
expectations, and showed the teachers that they could, in fact, teach writing

effectively.

., The initial interventions also created new, more favorable conditions for
exploring how to yse the ethnographic research in educational settings. For
the final modules we developed a plan that would help tura the initial stra~

" tegies which were isolated units, into a2 theory driven instruetional writing

system that could be adapted to diffetent writing activities, A higher order

-

A
goal of this system, one that would help organize the purpose and process of

writing, would be to use community concerns discovered through ethnographie

research in the service of teaching. As one way to extend this generalizing




straregy, we attempted to include a homeworl assigument that would bring
parents ‘or other community members into the classroom writing system as part
of one oi the modules. Ve purposély chose a homework assigmment as the vehi-
cle Lecause of field reports identifying homework as an important family
literacy event. The idea was to have the students collect information sbout a
- specific theme from the elders and then use this informaticn to increase the
students” aid teachers” knowledge about the topic that the class was writiné
about. The homework assignment would serve as one of the mediating steps to
writing and iiiustrate the utility of extra~curricular sources for the

development of writing.

However, establishing community concerns as the higher order goal, by
itself, is insufficient. It may help orient the students to the importance of
going beyond the classroom to make writing relevant and effective, but
instruction still has to be systematically organized in so fér as writing is
going to be a means to achieve this goal. This is where the concept of a
"zone of proximal development” is of major utility. It provides an interac—
tional frame focused around the higher order goals embedded in the activity,
In the example we cite in the body of the report, the students were required
to interview adults and children regarding their views on cheating. This
information was used to expand a previously written paper by including addi-
tional details not immediately available within the classroom. The activity
of developing a way to formally collect the information needed and how to use
this information for writipg is ¢learly beyond the level of co._ :tence of the
students: However, tl.. task can be accomplished with the assistance of more
knowledgeable persons, in this instance, the teacher and parents. The teacher

can "bridge the dlistance” between what the students are able to do
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individually and what the task require:. them to do by providing them with the
help to facilitate a capable performance at this higher level. The thaory
;)redicts that with practice the students wil. -ppropriate this help and even-
tually perform:what was previously a task too advanceu, independently and com~

petently.

This is exactly what happened. The teacher heclped the students nut
together a questionnaire to structure &ara collection and gave them sugges—
tions on how to gz “er data. Once collacted, she organized classroom discus=~
sions to help them extract relevant information and helped ther include this
information in their writing. This is wha- we mean by "teaching proximaliy
for communication.” Proximally ia the sense that instruction is calibfated to

be in advance of what the students are individually capable of doing; this

proximal zoal is established and achieved by linking instruction to the real

world through ethnography. Ethnography provides both the content and the con—
text for educatiopal activiry when at the heart of the activity is the stu-

dente aiscovering and achieving & goal as part of the process of writing.




IV. Contributions of Lthnographic Research to Educational Practice:
Implementation of Writing Instruction




Basis for Pedagogical Reform: the Role of Ethnographv

Educationnl practice and pedagogicai reforms are based o our understandi?g
of the nature of teaching/learning processes, the factors that contribute to
success or faif;re, the anticipated responses of students and our overall
pedagogical assumptions, To attribute academic faifture in minority
(especialzr ethnolinguistic minority) students to linguistic and cultural
deficits does not sufficiently explain the data we have collected., The
unwillingness to change instructlona{ practic® may hide behind simplistic
explanations of cultural deficits., Our research has clearly demonstrated that
the right type of instructional and pedagogical strategies can drastically
change® the outcomes in the educa® on of ethnotinguistic minority students,
However, the reorganization of i .3truction, the searth for new pedagogical
strategies,; and the overall realization that there is a need for changes in
the teaching of writing, are all directly and unequivacally related to the
ethnographic research that preceded or accompanied pedagogical innovations.
Part Il of this report, “Classrocm component: The implementation of writing
activities," has shown how the organizaticnal structure of the teaching of
writing v’s the uge 0/ the new writing modules resulted in more active and
fruitful participation of students as well as in drastically d%ﬁﬂg;ent

Fal
taagible outcomes, i.e., writing ability bg?&ho end o the :xperimentﬁ?umodule

e a
instruction, Ethnographic research w%ﬁf highiy instrumental éﬁn the
¥ ] M

implementation of writing instruction, ;%fthe early phases of instructional

work ethnographic n.*~s incrzsased subsﬁggtiallw the teachers’ awareness of the
specific sociocul tural context of studénts and their community: social class,
linguistic, subcultural, religious and political differences., During the
activities aiming at designing and executing new and experimental writing
tasks, ethnographic data pgovided important feedback regirding the response of
etudonts and their ownttontributions to the organization of the tasks, From:

the close interaction with students” parents in the "Cafes de Amistad" and
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other direct interaction with community people, researchers confronted ser)oue
decisions on the nature of writing needed in the modules, namelY, expository
writing. The ongoing observation of studenits during their writing exercises
led the researchers to capitalize on stidents’ repertoire of al life
ctaperiences and concerns for the choice of writing topics ¢nd the selection oé
analrtical categories a0 writing offectiveness, Ultimately, the tvpes and
proportions of jnstructional reform experimentally designed and executed
during the research period was in airect response to the ethﬁogvaphic
observations and data gath;red concommmi tantly with the experimental

instructional modules.

The intimate relationship between the athnographic study of the <community
and the curriculum experimentation was based won the conviction that no
“effective curriculum change could be doqe without the basic ethnographic
information about the students” community ano family, Thus, the organization
of theoretical gseminars for the teachers (in their capacity as co-researchers,
trainees in ethnographic methods, innovators, classroom students, and ofter
friends), were degsigned to prepare teachers to gain a deeper understanding of
the relevnce Of the sociocultural context of education, of the need to become
more sensitive to this centext prior to becoming an effective teacher, an#d and

¥ the need to target specific goals related to instructional effectiveness,

By the same toKen, the organization of the writing modules, in *ach and all of

its Sequential nhases, recognized the ethnographic data provided by the
researchers, the parente of the pupils wunder studr, and by the teachers
themselves as they began to learn how to gather ethnographic data. Thus, for

exampie, the use of observational Journ:ls was highly instrumental in helping




the teacners document the actual implementation of the experimental writing

cupriculum, and aiso in teaching them to reflect on what had actualily happened
aering the instruction., Before we had analvyzed the quantitative resuits of

the pre- and posttests (as shown in our tables 2 and 3) teachers’ Jjournals

made us aware that a radical change had taken place in the classroom. As ane
teache® put it: "1 was impressed with the resuit. It also furthered my belief
that if what is tauaht is important in the mind 0f the tearner, much more will
truly be learned.” (Module 1) Or as another teacher wrote #ith precision and
eloquence: "I ha'! stressed improvement in development, form, orQanization and
proofreading. I had many thoughtful questions., The* spent the entire period
writing, Very few were finished at the end of the period. Exciting' A! least
7 0or B Kids asked it they could take them home. I almost tingled inside! The
next dav, some students stilil wanted to work on their papers... This project
is teaching me at great deal, 1 have loads to learn about the te2aching of

writing, Hopefuily, I will be a better teacher because of jt.®™ (Module I,

teacher),

j?gpreUtous ethnographic studies had focused on the need to provide a

cut ural translation for the teacher of what was relevant or significant from
th@ standpoint of the pupil (Au, 1980; Au & Jordan, 1981; Ericksan & Mohatt,
1?82, Brice-Heath, 1982, and many oxhers), few had found the way of utilizing
ethngraphic data as a means to create educational change, specifically to
gefine the direction of curricular ;e-arm needed for the students in

question, As reported above, in the introduction of the second part of this
report, some ethnographers clearly stated that they had found very little

transfer value in the communicative competence ©Of minerity childFEn from the
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sogciotyltural context, the community, in which they lived., The trancfer Of
the ethnographic data into "lessons” for curriculum reform was not possible
uatil trachers thems-lves became ethnographically sensitive anJ competent, 1f
teachers are secn not only as RECIPIENTS OF RESEARCH, but also as PARTICIPANTS
in a Joint venture of discouering pedagogical values znd potentials embedded
in the home Yearning environment, thin the dichotomy between researchers and

practitioners i3 unnecessary,

/V¥gotsky, Ethnography and Pedagogical Reform

From a Vrgotskian perspective the role relatiorship between rosearchers and
teachers as partners of a Joint ventire In pedagogical discoveries was
demanded by the very assumption of required conditions for learning, I+
writing is seen as an integral! part of the 2chool interactional srstem, i.a,
a sine qua non of schooling with specific skKills, purposes, obJectives and
levels, then it +oliows that students entering level Of ski,i and students’
active role in determining their effectiue zone of proximal development
re‘uires the intervention of a sensitive teacher whO Knows how %0 create the
appropriate learning environment. In other words, ethnographi¢ training and
experimentation in | the development of writing modulg#s was the best means to

impiement the ing vctiona) effectiveness of achers, because doing

\ i
jations and Journals they learno:jﬁo notice and document
¥ i

cues which were critical ¢

£
K

assess the children’s

1t is important to explain why from & Vygotskian perspective training in

ethnographic research methods became the turning point for teachers in the




¥

dizzovery of teaching effectiveness, particularly in the context of writing
instruction., Let us take as an example zome of the fundamental theoretical

principles of this perspective,

PRINCIPLE OMNE: learning activities cannot be separated Fprem social
activities, In fact, social activities are primarily interpsycholgoical and
aliow a person to internalize and deuelop coanitive skills considered to be
primarily intrapsychological, Thus the process of inlernalization sesms to be
a jogical follow up to the process of social performance, It is is this sei. e
that performance precedes skills acquisition {as noted aboge in the discussion
of the work by other ethnographers), The significance’of the principle, if
EXPERIENCED via ethnograrkic inquiry, permits the teacher to understand
hic/her power to facilitate or impede children‘s skill acauisition it SIMPLY
by structuring classroom Participation in certain ways, The contirei teachers
have on participant structures for classroom interaction permits them the
creation of learning environments far specific students. In the context of
writing research the teachers became araduallY aware of the inter~ _and

,‘intrapsrchologica1 complementarity of learning processes and of the

significance of the peqrﬁmfﬁ%%lng efforts in obtaining a better understandina

af compliex cognitive processes. In other words, teachers became aware that
peers are often better teachers, This yealization that took several weeks of
careful observations and documentation via ethnographic journals +inally was
translated into currictium changes in various ways: to let peer groups form
and work together with no interference, to use students as instructors in some
special cases, to permit studenis make more decisions affectina the

organization of instruction and to monitor each others’ progress,




PRINCIPLE Tuwd: Inter- and intrapsvchologrcal geneti¢c transitions are ot

unidirectional but complementary and conducive to the acquisition of new

cognitive skills at different levels of abstraction, The significance of this

principle is that it expiains further the relationship between the social
context of learning and acquisition of certain cognitive skills. Social
performance is no ionger seen as irrelevant to the acquisition of cognitive
skills but a an integral part of tha same process., During the theoretical
seminars teachers became aware that peer coaching {(among teachers, in the
context of theoretical discussions about ethnographic research) forced them to
20 bazk and forth from their day-to-day experience and personal reflection—to
the complex conceptualizations of phenomena which were comparabie and had
general prooerties, For example in the process of teaching how to edit poor
compositions., The teachers effectively utilized peer coaching thusly,
Teachers also became aware that at times they needed to be alone and think
through some issues, while at other times they needed to compare notes with
peers. The internalization of this principle had significant consequences for
instruction, Teachers began to observe similar responses in their own
students and to encourage the complementary exchanges between social
interaction on a classroom topic and the individual concentration to think
about it, The flexibility of the inactructional process was truly enhanced,
since previoun'y some of the social exchanges were considered totally non

relevant to the purpose of tne instruction,

PRINCIPLE THREE: To build an adequate learning environment instructors must
permit students to de’ermine their zone of proximail deselopment, to become

active agents of their own learning., This principle impiies that the skill




tevel of the entering students determines the organizational structure of
instruction,; the level of instruction with respect to the sophistication of
the content as well as to the actual sociolinguistic forms used to communicate
the content, The significance of the active role that siudents are expected
to plary has been recognizeg for a long time. What teacher were not aware of
was that the skills level at the point of entry could be inferred more
effectively using ethncoraphic technigues and that the participant structures
created by the teacher were Often not recognizing this diversity in entering
skill levels of pupils. The importance of appropriate communicative behavior

was further emphasized with the next principle.

PRINCIPLE FOUR: effectiveness in teaching reguires communicative competence
which includes zociolinguistic and cultural competence as well. Communicative
behavior proceeds by means of chains of understandings and inferences which
allow interactors to interpret the meaning from moment to moment Quided by a
cumulation of tinguislic, paralinguistic and Kinesic cues. Because these
interactional cues potentially have many meanings in differenct contexts, it
is essential that the interactors recognize contexts and the appropriate
meanings associated with these contexts. Teachers have graduvally become aware
that cultural differences may entail an entirely different interpretation of
communicative exchanges that have a specific and possibly different meaning
vithin the school/classroom context. They have 1learned that it is essential
to identify for their students the context of instruction in order to enable
understanding of instruction, In the actual implementation of writing skills
teachers helped children articulate the precice meaning they were searching

for. Children’s response to violence, love, racism, fami 1y problems, the
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expressions about gang organization and “vatos locos" all +inally convinced
the teachers that there was a different world of meaninas in the heads of the
students, and that those hidden meanings could blossom into powerful written
compositions, The realization of the cultural distance between some Hispanic
children and the scnool had nct impacted the teachers’ awarenesz, nor had it
affected teaching stratev.es, This realization had immediate concequencest it
created respect for individual students and their worid., and it forced the
teachers to integrate in the instruction with scme of the eleﬁents of the
students’ world, This phenomenon occurred in our project as we transitioned
from the first module to subsequently following., Ethnographic research and
curricutem experimentation proved to be a pr 2rful combination for some of the
teachers/researchers who worked with us this project. Lack literacy sKills or

lower level of skills to generate text, for example, Degan to be zeen in the

sociocul tural contaxt of the students” world., While going to schcool and

acquiring writing skills was important for students (especially if the
instruction was geared to their level and was structured in waye meaningful to
them); there were other priorities that had not been recognized by teachers:
survival, both phrsical and emotional, family commitments, economic
necessities, and oral communication, The paucity of literacy activities and
generation of text in the homes <{(2specially if compared with middle class
Anglo families) was better understood when viewed from the perspective of {he
students personal backgrounos. 1t seems important that in order for
instruction to be effective the school needs to recognize that the students
are often involved in a transitional period, making a move from low income and
illiteracy family DBackgrounds as well as making other drastic changes in the

attempt to comprehend a very new complex social syetem in a new country,




Implications o*_frg;eqt_Rgseangi__qublﬂiqg_Experimental with Ethnoaraphic

Me thods

The implications of this ethnographic and experimental research project go
berond the significant finding that indeed Hispanic Jjunior high students,
including those whos; home environment is poor in terms of exposure to text
and academic exercises, can acquire the skills to write weil, provided there
is appropriate instruction, motivation and sociocultural congruence tn
instruction. One of the most remarkable +indings was that ethnographic
training was a powerful instrument %O create educational reform, bLOth in terms
of philosophical/fundamental wviews of the teacher’s role in the process of
sharing Knowledge as .well as of the learner’s role, and of ti» complementarity

of functions during the communicative process in classircom interaction,

The ohvious increase in writing skilis exhibited by the students studied in
this proJect after the compietion of the six modules is not only the result of
*new techniques® in teaching, nor of new awareness of teachers of the cul tural
background o4 Hispanic chiidren., It is the resuit of (1) a complex and subtle

change in the relationship between teacher and student, and (2) a radical

change in the organization structure of the teaching process, manifested

especially in the participant structures generated by the teachers in recponse
to students’ needs., The value of ethnographic inquiry was notonly to bring
cultural Knowledge to the instructors and to avail them with new ideas for
building a “culturally relevant curriculum” which did occur., The unique value
of ethnographic inqu‘ry was to train the educational practitioners to do

research and to use research findin3s for purposes of innovating more




effective ways of organizing instruction.

The recognition that teachers themselves plaved a crucial role in this
research project, and they themselves generated much of the innovative ways-of
teaching Junior high Hispanic students how to write weli in English; does not
minimize the role of the researchers. In fact, researchers became more
effective partners in the experimental project as thevy themselves, side by
¢ide with the teachers, discovered from mod.ie to module the importance of tne
four principles discussed above and the specific wars in which those
principles operated. Ethnographic research is powerful I1n its apparent
simplicity precisely because it demands drastic rearrangements of role

relationships: researcher/teacher, teacher/students. Ethnographic inquiry

changed teachers’ and researchers’ Judgements ahout students’ performance and

potential, about the importance of their community life and thir world
outside school, on the power of their religious beliefs and of their family
ties, traditions and values. Ethnographic inquir¥ maKes us examine values
which otherwise are assume or overlooked. For example, while the ;ccéptance
of titeracy as a fundamental value and as a condition for living in the U.S.
is assumed by the educational system, it does not necessarily hold the sgame
value for the ethnolinguistic minority students who are concerned with more
basic survival skills such as: physical integrity and safety, family, cul tural
integrity and community; status whitin peer group his grasping of the
relationship between literacy AS DEFINED BY SCHOOL TEACHERS AND IN THE SCcHOOL
CONTEXT and personal survival, and the satisfaction Of more tangible dreams as
a Young person (love, belonging in a social group, materials POsSSeEsSIONS,

friendship, sports and general welfarej.




There are other implications from our research prodect for the undarstanding
of educational reform. The social and cultural distance betweew home and
school has wvepry specific and tangible consequences for the training of
teachers and the selection of curricuium materials. It is not enough to
recognize that the onus of the reform cannot bhe placed primarily or
exclusively on the shoulders of the learner (especially the minority
learner)., We must go beyond recogniie that soctial and cultucral distance mean
coanitive distance and lowfr s"i11 level at the point'o¥ entry, This
recognition requires a special trpe and degree of perceptivity on the part of
the teacher whose main concern is t0 aim at the students’ zone Of proximal
development inﬁ;rder to be e{{fctiue. In turn, this requires that the teacher

sees reality From the standpoint of the student and Knows how to read cues

Sppropria}gly.

From the realization that an effective curriculum reform had to start with a
realistic assessment of the learning environment of students’ in the home and
community, we moved to the realization thut good will and technical expertise

in  teachers are necessary but not sufficient in order to implement an

effective writing curriculum. In fact what came accross as a simple truth was

that writing instructors needed to ltearn how to cummunicate effectively with
Junior high school ch,ldren from Hispanic hickground. This statement was also
true for Chicane teachers who assumed they had high ‘leuel of communicative
competence with that p:. .icular sudience. Furthermore, a third realization
was that the acquisition of communicative competence in the gontext of writing
required some sKkills on the part of the teachers that permitted them‘eualuate

the child’s entering literacy level. At ais point we felt we could engage in




the more technical and pragmatic effort of constructing with the teachers

modules that would catch the attention of their pupils.
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TASK 3: IMPLEMENTATION AND EVALUATION PROCEDURES

For practical purposes we will distinguish the concepts of implementa~
tion and evaluation as follows: The former 1s taken to mean the process of
execution of a plan of activities, while the latter would refer to the
assessments of its effectiveness, }mpleuentation should therefore indicate
the nature, steps, order and logistics underlying proposed activities;
evaluation should spell out how the monitoring process of guaranfeeing
orderly execution and the expected outcomes of the activities will be set.
Both implementation and evaluation allude to a distribution of roles and
responsibilities. .

Inplementation

The order of execution of planned writing activities is captured in the

timetable below: (TABLE 1)

TIMETABLE FOR THE IMPLEMENTATION AND
EVALUATION OF WRITING ACTIVITIES

Dates Activities/Steps

Dec Bl-Jan 82 Planning, interviewing of teachers, principals and

formalizing teacher involvement.

Jan 1-Feb 15 1.Training of teachers and aids.

2.Coaching Teachers in the initial application of new
teaching wethods and modules.,

Feb 15-March 1 l.Intensive coaching.

2.Formalization of training for specific module.

Mareh 1-May 30 l.Assisting teachers to implement all six modules.

' 2.Documenting teaching and debriefing sessions via
video~audio tape, notes, journals, classroom observa-
tions, and by collecting the written pleces produced
by students.

May 30~July 31 1.Analysis of documentation and initial configuration
of data into a cohesive first draft.

2.Discussion of findings with teachers, principals and
parents and NIE officers.

Aug 1-0ct 30 1.Writing of final report and its implications for
policy and practice.

2.Sharing findings with other researchers.




There are fundamentally seven steps involved in the execution of our

plans:
(1) Training of teachers
(2) Coaching teachers in the initial stages of writing implementation
(3) Re~training and/or assisting teachers to fully implement all six
modules
(4) Documenting via journals, sudio/video-tape, classroom observation
' notes, etc. selected instructional sessions
“(5) Collecting written pieces
(6) Analyzing all gathered information and the praﬁuced written
pleces, and
(7) Evaluating the entire execution of the new instructional activities.
Steps nne, two, and three are taking place at this moment. Step
three, however, will continue for the next ten to twelve weeks until all
twelve teachers implement six wodules each. The order of implementation
is clear from the timetable presented above. What needs to be clarified
is the distribution of responsibilities'and the specifics of how the imple-
mentation of 8 single module 1s structured. The main responsibility for
the conceptualization of the modules has been shared by the two co-principal
investigators, Drs. Moll and Trueba, the field coordinator, Dr. E. Diaz,
and ths school coordinator, Rosa Diaz. Ms. Diaz, however, has been the key
person in the organization of these modules and the plénning of activities.
She has, with the support of Dr. Moll and the entire C.E.R. staff, designed
and executed each training session, a series of interviews with, and question-
naires of, teachers. Her widely recognized expertise in the training of
teachers for writing Instruction has attracted more teachers than we can
use in our study. The instruct;oﬁ, training and coachiné&of teachers has
been done, and will continue to be doné, in team by Dr. Luis Moll, Dr.
 Esteban Diaz and Ms. Rosa Diaz. |
. The documentation of the ac:wuul iwplementation of modules will be
jointly done by teachers and the above team, plus Dr. Trueba. The analysis
and writing of findings wilil be the primary responsibility of the co-principal
investigators, asaisted by Dr. and Ms. Diaz. '
To give the reader an ideaAof the actual process of 1mpieuentation of a
single module, let us describe the structuring of the activities involved.
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Anatomy of a Single Module Implementation .
We assume that prior to the implementation of a specific NOQule. the

teachers have:

(1) Received inservice with ethnographic information about the
community and training in observing their own classes,

(2) Recelved training on pre=writing skills and learned to use
students’ writing responses for generating feedback and editing.

(3) 1dentified the most interesting and functionally relevamt topilcs
which will be the focl of the modules.

There are training sessions and debriefing sessions. The team of

trainers convene the teachers for 2 training session and Erqate a participa-

tion structure that allows them to develop peer interaction of a cooperative
nature. The trainer in charge, Ms. Diaz, for instance, would then model

for them and describe in detail the expected outcomes in a session. During
this discussion, she would pronose the orgamization of groups: the role of
the teacher and alds, the expected responses of students, the management
strategles to cope with potential problems, the use of rewards, and the
basic principles behind recommended strategles. Teachers and trainers
exchange suggestions and plan together.

The teachers write in detall, through a series of training sessions,
the implementa‘ion strategies for the module in question. They then deter-
mine the week in vhich the module will be implemented and execute the module.
During the week of module implementation, they have access to the trainers
to solve problems or report unexpected developments or simply to consult
on details on the module itself or its documentation. After the module
has been taught in class, there 1s a debriefing session in which teachers
report on the outcomes of their experience. Here 1s where new strategles
are planned and processes are clarifiad. The debriefing sessions are
carried on in the same atmosphere of peer cooperative exchangzswhs the
training sessions, under thz low=key direc. ‘on of the trainers. There is
a debriefing session after each module is i.plemented. The trainers collect
documentation at the debriefing session and give immediate feadback to
teschers individually.

Evaluation
The evaluation will focus on the process and the outcomes of the

implementation of modules. As stated before, it aims at assessing the
-~
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effectiveness of the writing activity to produce better writing instructors.
better methods to conduct writing instruction. and wmeasurably increment
the writing skills of students.

The evaluation of the process is essentially a series of monitoring
mechanisms that insure the timely and complete execution of pre-planned
activities: These uechanisms should be enforced by the relevant persons
in charge of supervising the activities. The co-principal investigators;
Drs. Moll and Trueba, are responsible for enforcing the monitoring mechanisms.
The monitering mechanisms consist of regular staff meetings (weekly) in
which all research staff report on their fulfillment »f fesponsibilities
related to pre-planned activities. If there is a variaéion in time or
nature of the activity, there has to be a justification, discussed and

accepted by tha co-principal investigators. Monitoring weekly activities

and readjusting working strategles is part of the management responsibili-

ties of the co-principal investigators. ;

The outcome evaluation is essential in order to judge the value of the
entire research project. Ultimately, all ethnographic information or the
curricular changes gulded by such information wmust serve the purpose of
improving the writing instruction. Improvement Is measured by the following
eriteria:

- (1) An increased meaningful participation of students in writing
activities. )

(2) An increased production of written pleces.

(3) The production of gqualitatively better written pleces (to be

defined below in the contsxt of holistic evaluation).

(4) Evidence of the acquisition of additional akills to analyze

and/or generate written pileces.

(5) Evidence of increased commitment to invest time and effort in

writing.

The criteria for improvement will be applied at the end of modules
implementation by analyzing the documentation per group and per student.
Criteria (1), (2) and (5) can be readily obtained through quantitative
or simple observational approaches. The remaining criteria, (3) and (4)
require some discussion. ‘




Crikerion (4) will be used via holistic evaluation of outcumes after
the completion of the first and last writing modules. Our approach to
holistic evaluation in order to determine qualitative differences in
written products as well as gains per grtudent and/or an entire group in
the acquisition of skills to analyze and generate written pieces is also
structured in a way that is consistent with the theoretical principles
guiding our research and our training sessions. {See Table 2, next page):

The twelve teachers, guided by the team of trainers, will develop the
spécific criteria and score system to be used in order to distinguish a
superior piece from an average one, and an average from a poor piece.
Teachers will be inseructed to define in context-specific terms when the
content of a piece is superior, or average or poor, vis-a-vis its structural

and stylistic features, its addressing of the topic, its communicative

pover and relevance for the chosen audience.
All written pieces will be read and judged by more than one teacher,
and the products of both the firsec and the last module will be read and

scored by all twelve teachers, and these gcores will be averaged.

A more specific description of the evaluation of each student's
writing performance will fall into the following categories: (1) Pre-
activity assessment of student writing skill level and attitudes, (2)
Periodic assessment of student writing gkill level and attitudes, and
(3) Post-activity assessment of student writing sikill level and attitudes.

(1) Pre-activity assessment of gtudent vriting skill level and

attitude, to include:

(a) Survey of literacy/writing values and attitudes will be
administered by teachers

(b) Collection and analysis of student writing samples using
district criteria for assessing writing skills, length oy
paragraph. word frequency and error analysis, and the
holistic evaluation approaches
Collection and analysis of results of student writing
competency tests (administered 2/62)
Teacher views of student writing skill levels. (These have
already been collected on the teacher rating of student skills

as "poor" or "moderate".




TABLE 2. EVALUATION STRATEGIES

FOCUS OF EVALUATION

EVALUATION VIA ANALYSLS OF

1
:
'

PROCESS

Monitoring mechanisms
that insure appropriate
distribution and ful-
fillment of responsi-
bilities (see text)

Weekly meetings, on-going
supervision by co=-principal |
investigators, presenta-
tion of reports to tmiver-
sity administrators and
NIE off icers

I
Student Farticipa-
tion in writing
activities

Cumulat ive index scales
including student invest-
ment of hours per week,
complexity of tasks,
patterns of interaction;
initiative and response
patterns

Quancity of written
pieces produced

Number of written pieces,
forms, outlines, and

other pieces per week or
month, and rate of increase

Quality of written
pieces produced

See holistic evaluation
process described above

Formal ekills to
analyze and generate
effective writing

Comparison of lsst pieces
with competency examina-
tion, for results per child
and group (See above dis-
cussion)

Mot ivation to

commun icate effect-
ively by writing

Observations, interviaws
and questionnaires will
focug on attitudes
towards writing,
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(2) Periodic assessment of student skill level and attitude during
activities:

(a) Administration of student aurvey as above
(b) Analysis of student writings generated by project activities

(c) Analysis of student awareness of Fommunity-related issues

(d) Videotaping for future analysis and de-briefing sessions
(3) Post-activity assessment

{a) Assesspent of student attitudes at end of project period

(b) Comparison of pre- and post-performance on competency test
adninistered by teacher i -
Assessnent, as per holistic and other techniques (above)
Examination of content of all student writing samples
Assessment of outcome of writing activity as'impacted by
community issues




V. CONTRIBUTIONS OF ETHNOGRAPHIC RESEARCH TO THE IMPLEMENTATION
OF WRITING INSTRUCTION

The most difficult task of our contract is undoubtedly the last one:

TASK 3; To describe the instructional activities and to discuss in

detail how the ethnographic information derived from the study was used in

the development of those activities. We have fulfilled part of this task

as we described in detail module by module, implementation procedures,

training of teachers, and the outstandiné performance of junior high students

exposed to the "new" instructional activities. The reason why it is diffi-
cult to cowply with the second part of this task, i.e.,» with the discussion
in detail of "how ethnographic 1nfofmation was used" in the development of
the instructional activities, is that the task implied the existence of a
relatively simple process going from ethnographic data to new curriculum.
The design and implementation processes as it was described, were not the
result of a simple use or transfer of ethnographic data to the "new" instruc-
tion. Ethnographic inquiry, nevertheless, had a definite and profound impact in
the organization of the successful new writing instructional activities. In
srder to clarify these statements, and consequently the nature and extent of the
contribution that ethnographic research had in the implementation of writing
curriculum, it is important to distinguish the different stages of the new
~ writing interventions by researchers and teachers.

In a general way, it is important to recognize that ethnographic research
has & definite effect on those who use it well, because it demands the use
of a methodology that confronts the researcher with the sociocultural reality
of those whqgf behavior is under study. The use of ethnographic inquiry, as a

method of gathering data, can be adapted to different conceptual frames.




This was the reason we stated in the original proposal, in the progress

reports, and at the very beginning of this document the theoretical frame
and assumptions with which we engaged in ethnographic research.

Once we clarified the fact that we did not use etﬁnographic research
to gather data ready-mada. or tailored to fit "new" writing activities,
new lessonss or new topics, it is our duty to explain how we used the ethno-
graphic methods. We used an ethnographic approach to understand the socio-
cultural context of literacy for ethnolinguistic minority students, and the
possible ways to render writing instruction more meaningful, engaging, reward-
ing and effective for these students.

Ethnographic inquiry into the social reality of the junior high school
ethnolinguistié minority student means the use of observational techniques,
participant observation, interviews and other types of inquiry techniques in
the homes, community, schools, churches, working places, parks and streets
of the student:s under study. Ethnographic regearch has the purpose of giving
the rgsearcher a bette understanding of the place of schooling, reading,
writing and, in a word, achieving academically for these students and their
families. More specifically, by focusipg on literacy eveats, their forms,
functions and relationships to academic activities, the ethnographer is
expected to obtain an inside view, an emic perspective, of theée students’
Sehsvior in school. Another important focus of ethnographic inquiries is
an understanding of culturally appropriate and effective working patterns for
ethnic students (as compared with other students). One of the crucial factors
determining effective working patterns and the relative satiafaction of the
revard system for academic work done, is the role of parents. We spent a
great deal of time interviewing parents in an attempt to understand their

view of schooling, literacy, writirg, and, in general, their role as parents
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of minority junior high school students. By focusing our inquiry in these
areas we felt we gained insight into the very process of literacy acquisition.
But we also realized that it tock a great qsal more than the gathering of
ethnographic information to make sense of tﬁe life style of ethnic youngsters,
and more than casual observations te understand the problems in learning

how to write. It was a painful journey walking step by step with parents,
teachers and studengs; piecing together large amounts of dqta often seemingly
unrelated.

As our realization that an effective writing curriculum had to start by
recognizing the social reality of students, w; also became aware that teachers
could not be instantly trained only oy passing tc them information we gained
or by téaching tethniques. By the same token, we also realized that the
teachers themselves, the instructors of writing we were about to train, could
not teach writing to their students simply by sharing knowledge 3a;ned from
the experts. This realization had important implications. We were forced to
train teachers as "ethnographers” in their own classrooms in order for them to
gain i;sights similar to the ones we had achieved. We helped expedite the
process of discovery and exposed the teachers to parents, and other ethnogra-
phers. We also alternated their ethnographic inquiries with the experimental
instructional design (writing modules):in order for the teachers to understand
and analyze with our help the responses of their own students in class.

What in fact occurred was the development of an intensive teacher training
in which teachers played a key role in shaping their own teaching of writing
assisted by ethnograpﬁers in the interpretaticn of student responses. Thus,

the answer to our question, how did ethnography help, can be answered by the

following statements. Ethnograpbic inquiry:

1. Allowed researchers to underscand the social and cultural systems of

the ethnolinguistic community.
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Helped researchers understand the perceptions of ethnolinguistic

wminority parents and students regarding school, academic achieve-
ment, and specifically, reading and writing.

Was used by researchers to train teachers and help them gain
insights into their students' behavior, values, capabilities and
potentiai.

. Was used by teachers to re-structure the writing curriculum and

the participation structures during class resulting in a more
active inQolvement of students in those activities.

Was instrumental in making teachers shift the locus of control

for the organization of writing teams, for the selection of writing
topics, and for the identification of appropriate assessment of
writing improvement. ,
Was instrumental in permitting researchers to understand the role of
parents in their children'é acquisition of writing skills,

Was highly beneficial in understanding the crises, conflicts,
acculturation treﬁds. and overall position of ethnic parents,

' vis-a-vis school demands.

Was definitely indispensable tc¢ the researchers in the articulation
and evaluation of findings and outcomes of this project, both in the
more tangible ones (e.g. outstand&ns written pleces produced by
students for the last two modules) as well as in the least tangible’
(the profound changes in teacher attitudes) often inferred from
casual comments made in encounters with teachers, or written in -

their journals.




Ffrom the above eight contributions of ethnographic inquiry, 2., 3.,

4, and 5. deal with the process of writing, that is, the students' struggle
to develop autonomously a suitable language production system. Because
we were dealing with bilingual students, it is important to point out the
additional contributions brought in by ethnographic methods.

Anxf;gforts to acquire literacy involve the use of multiple skills,
social, linguistic, cultural, cognitive and so on. These skills are used
to conceptualize the audience, the potential message (iés purpose and form),
the writer’s role and the organization of message components vis-a-vis
expected outcomes, role perceptions, ete. ete. What is unique for the student
acquiring writing skills in a second language is precisely every thing other
thanjthe s&milarities of processes. A native Spanisﬁ speaking -tudent learn=-
ing to write in Engligh has to make special adjustments in at least three
fundamental aspects of the process of autonomous language production: (1)
The identification of the audience, (2) the internalization of the *riter’s
role, and (3) the articulation of the communicative message vis-a-vis writer’s
and audience's roles, social norms of interaction, expected outcomes, and
cognitive/cultural congruency.

The fdentification of the audience for whom the message is tailored
requires a good knowledge of the classes of audiences, the linguistie,
social and cultural means to contextualize the message for this audience,
the linguistic repertoire and the names of appropriate communicative behavior
of such audiences. Approximations and configurations often show that students
are not sure of the appropriate ways of speaking to the adult world (even
within their community) about issues that transcend community domains:
parenting, drugs, violence, cheating, and other moral issues. Even if the

issue at hand geems to be relevant to both Chicano and non Chicano audiences,
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you must recognize the different cultural norms ruling the tone, the issues,
the purpose and outcomes of the written piece if it was addressed to a non
Chicano audience. Pre-writing activities becowme essentially an incensive
course in "know your audience and the issues" before you clarify your role

and the topié. A student may in fact have full control of the topic (gangs,
growing up in a Chicano community, etc.) but may not know much about what

to tell an English speaking adult about it. A rapid increase in audience
fictionalization seems to come from direct peer and teacﬁer coaching, and to
produce a drastic development in written language production. The second type
of problem confronted by the secondary school ethnolinguistic minority student
is in the internalization of his/her role as a writer, i.e., the fictionaliza-
tion of the author’s role. This problem is much mdre profound than a simple
dilemma of whether to use Spanish or English in writing. For a relatively

isolated Chicano Junior High student, the question of "Who am I?" to specifi-

cally these English speaking adults, is a serioﬁs one. We are dealing with

mutual stereotyping, traumatic experiences in face-to-face and through text
interaction. "Who am I?" 'Well, I’m Raza, a Chicano, and you are a GABACHO."
The issues beyond simple group identity of author/audience written interaction
go precisely to ghe essence of the problem in communication: the implied
assumptions about what "you think I think; what I know you know, ete. ete.”
How do you go about selecting appropriate lexical items in a second language
for the speakers of that language if you don't really know how they perceive
your role as a Chicano writer. Furthermore, if you are dealing with issues
that qualify the relationships of the writer with the audience (i.e., educa-
tional or economic inequality, social injustice, etc.), it becomes more difficult
to select a consistent role as author. The third and most seriogs problem,

although intimately related to problems of role perception and the possible
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lack of cross-cultural validity of author/audience ficitonalization, is one
that cogsis:s of a difficulty in articulating the integral components of a
written plece into & cohesive whole. The syntactic and other linguistic
skills required are only part of the cultural familiarity with appropriate
duscourse patterns needed for the effective manipulation of a language
production system. At the macro.level, the overall structure of a written
plece consists of multiple interrelated pleces that are fitting the jigsaw

puzzle; each plece has a place, a function, and makes a partial contribution

to the overall intended message vis~a-vis the implied relationship between

writer and audience. The local cholces are appropriate only in the context
of the overall plece. In order to manage the composing process the writer
must face constantly the overall pilcture.

Prior to the eXperimental interaction we designed via the six moduies,.
we knew that students were poor writers, and that they wrote typlcally on
assigned toples as short term unavoldable tasks. When writing was conceptualized
as an attractive and long term task, holistic view and overall configurat. .n
of the interrelated domponents in a written plece became more clear. It
was precisely here that the intervention of the instructors was more helpful.
The comments below will clarify this statement.

The traditional role of writing instructors assumed that the transfer
from face-to-face oral communication to communication through text (reading
and/or writing) was a simple switch of symbolic means of expression; i.e. from
sounds to letters or written characters. If children know how to speak,
it was assumed, they should know how to convert speech into writing. Gradu-
ally, writing instruction became more Sophisticated and recognized the
differences between communication through text and face to face interaction.

The latter permitted interactors to offer each other a cumulation of cues,
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checking on chains of understanding, corroborating with paralinguistic and
kinesic cues the meanings of messages (linguistic, social and other meanings).
As We move towards more sophisticated analyses of writing, we realize that

we are dealing with cognitive and linguistic processes that required additional
akills. 'Furthermore, as we examine the acquisition of writing skills in
English by speakers of other languages, we find that there i{s a subrtantial
amount of cultural and social knowledge (above and beyond the required
linguistic pr-“iciency) in order to conceptualize approﬁ}iately a written
plece,

The implications of our basic findings regarding the need for a profouﬁd
preliminary acculturation concomitant or prior to literacy acquisition in
the second language, are confirmed by our observations of the socialization
processes of Hispanic parents. They too must learn how to deal with text
about "school things" and how, behind the "school things" there 1s a vast ~
and unknown world of complex subsystems.

The teacher who is in charge of writing 1is privileged over other teachers.
He/she alone has the oppértunity to facilitate and increase dramatically the
students’ literacy skills in their most fundamental problematic aspects:

(1) the identification of the audience: school, surrounding Anglo-American
soclety, subsystems representatives, etec., (2) the author's role, the Chicano
secondary school student, with a growing bilingualism, biculturalism and
biliteracy, 1.e., 2 person who is richer by means of his/her cultural exper-
ience and who can communicate with culturally diverse audiences, and (3)

the articulation of the written plece which could be enhanced by a greater
cognitive flexibility and the linguistic repertoire of first and second
languages.

Teachers' role in facilitating the development of writing skills.in

Hispanic and other linguistic minority students is profoundly linked to the
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ethnogr;phic inquiry method. It was indeed through a series of intensive
in-service training and observations t.-.¢f tzachers became co-researchers,
and ultimately they came to understand the problems of ethnie students.
Their abundant testimony, summariéed in Part 1V, enphasizeé two basic facts:
(D drastic improvement in writing instruction ig possible, and (2) such
improvement requires a deeper understanding of the writing provess and an

adjustment of classroom participant gtructures.

Improvement In six short months cannot be the result of the development

of entirely new linguistic, cognitive and academic skills. It is wore likely
the creation of a suitable classroom environment permitting students to
interact;with peers and teachers in a different way, and learn more rapidly
how to identify a topic, an audience, one's own role in writing, a;d thé
organization of a written plece. They seemed to learn faster by incr~asing
thelr purposive communication in ;malle: peer groups, and by experimenting

a great deal under the watchful eye of tte teacher. The nature of the teacher';
role changed drastically as the stﬁdents small groups devoted themselves to
exploring together the writing of a piece and executing the task step by step.
Not that the teacher's role was less Important; it was selectively uged for
momenis when her/his intervention was needed.

In sum, there is no easy way to argue about the usefulness of a
methodological instrument so intricately imbedded in the conceptual scheme
framing an entire research design. 1In spite of this difficulty. we can
see the undeniable impact this NIE prcject has made in the South Bay.

To conclude this part we must allude to several sets of outstanding
implications from the findings go far analyzed. Ome set of implications
deals wi;h the nee( to rectify current conceptions of ethnic student capabil-

ities for development of literacy skills. The second deals with teacher

training, i.e., with the notion that teacher's behavior and atiitudes can

218




215
be modified by simply sharing knowledge with them; snd the third, deals
vith the researcher; that is, how the researchers and teachers together

can produce désired changes in school curriculum if th.y work in team and

discover together the underlying sdéiél reality of students' responses.

The ethnolinguistic minority students who started with very low writing
scores, and over ﬁ pfriod of three or f?ur months, increased theée akills v
dramatically, did not change in that short period of time their basic cognitive
structures and/or their intellectual capability. The poteptial was there
aluay;. Wha: triggered the change in academic performance was a definite
change in the organizational structure of classroom participation, the
revards system, the role of the teachers, the role of the student, and the
overall investment of effort in culturally appropriate social/academic work
units. Most of these changes were engineered by the efforts o° researchers,
teachers, parents and students. But students had the most powerful influence. . .

- Teaéhers, parents and students themselves were happily surprised to see the
results.

Another important discovery for all involved in the project was the
amount of effort and personal investment required to re-train a handful of
intelligent, motivated and well prepared young teachers. The nature of the
training was not the exchange of techniques primarily. It was indeed the
overall adaptation of the instruction of writing to a student population
that was eager to share the responsibilities-of re=ghaping the curriculum,
and, more importartly, that knew more than the teachers the content of what

they wanted to write, Teachers' journals reveal *a touching story, step by

0y

step, of the painful realizations that previous efforts, notions and strategies
had not been adequate.
A third implication from our findings is the need to redefine the

relationship between researcher and teachers (co-~researchers and collaborators),

-
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As researchers we know we need tne help of the practitioners to get an entree
into the school, ‘c}.assroom and the homes of students. But we often forget

that the very analysis of the cata we gather requires the insights, experience
.ﬁd expertise of the teacher. But i*e ceacher cannot be of help to us unless

he/she is trained; and training tsvss time, effort and dedication. Further-

more, the teacher alone oft.en caunot create curricular changes in spite of

his/her high level of technical competence. The researchgr's contribution
involves the exposure to ideas and Inquiry methods that force teachers to
re~think and re-evaluate teaching processes, and students' responses. Together,
researchers and teachers can accomplish a great deal more ir the improvement

of instructionm.




