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This volume is dedicated to teachers who follow
in the footsteps of Paulo Freire and understand so well that
by reaching one student at a time they envision their own
transformation as well as sow the seeds of temorrow.

Page 4 Discovering Our Experiences, Volume 4, Fall 1997



Introduction

The compilation of papers featured in this volume represent the research of university
and public school educators who have as one of their key professional goals to improve
the educational opportunities of all students. The work is a result of a collaboration
among four university faculty members from the University of Houston and eight
teachers from Houston area school districts. All of the teachers work with diverse
student population, perhaps the most important motivator for becoming involved in
exploring and developing alternative means by which to make the curriculum more
meaningful and responsive to the needs of their stadents. The collaborators first met in
November of last year and continued the research based on the Funds of Knowledge for
Teaching which we had the privilege of learning from the work of various colleagues,
among them, Cathy Amanti, a teacher from the Tucson, Arizona area, and Dr. Norma
Gonzalez, an anthropologist with the University of Arizona. The Funds of Knowledge
project design seemed very appropriate for the schools in our metroplex area, especially
considering the large recent immigrant student enrollment in many of them. Thanks to a
small grant procured from the University of Houston’s Center for Tmmigration Re-
search, we were able to offer compensation to the pasticipating teachers for making time
in their busy schedules to visit the homes of their students, to meet with the collabora-
tive on the first Saturday of the month, and to collect the data and write their report. The
four University faculty members provided the support and assistance in unique and
different ways depending on how each could manage their time and resources. After
seven months, several home visits, a paper presentation at a national conference, and
several drafts of the final paper. Volume Four of Discovering Gur Experiences
emerged. The work paid off and best of all, we developed friendships that will remain a
part of us for a long time to come.

The first article by Leslie Patterson focuses on the unique role of a teacher as leamer
that underscores the theme of the research project as well as this volume. In a
constructivist framework, teachers and students share the teaching and learning tasks,
creating a community of learners that is conducive to meaningful learning. Patterson and
the teacher researchers discuss the changes, indeed, the transformations that they
expericnced as a result of their active participation in this research project. One of the
key tasks that contributed to the change process was the ethnographic techniques that
the teachers employed in learning about their students and their familics. Within an
anthropological perspective, teachers seem to learn in unique ways by suspending their
role as teacher and adopting the role of ethnographer. In their articles,the teacher re-
searchers elaborate on their learning process through a personal and experiential lens.

In the fourth article, “A New Look at Parent Involvement,” Patterson and Baldwin
discuss their views of the complex adaptive system applied to educational settings. Their
cogent interpretation of the phenomenon and the explanation for why educators need to
change their behavior, especially in regard to parental involvement, is innovative and
important for all educators.

In the final atticle of this volume, “Breaking the Silence: Inquiry, Refiection, and
Voice in Teacher Research Collaboratives,” T call attention to the need for teacher
researchers to share with others their work and their views. Without the dialogue and
exchange of ideas, teacher research lacks what can be an invaluable contribution to the
field of education.

Irma Guadarrama
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Zingiber officinalis/ginger root: Used medicinally since the
ancient Greeks, it is a worldwide herbal remedy given for poor
circulation, lung infections, and flatulence,

Teachers as The-Ones-Who-Learn

by Leslie Patterson

The teacher is no longer merely
the-one-who-teaches, but one
who is himself taught in dialogue
with the students, who in turn
while being tanght also teach.
They become jointly responsible
for a process in which all grow,

- —Freire, 1972, p. 67

s a teacher educator, I
have “done” multicultural

education by trying to infuse my
teaching with facts about diverse
cultures. I assigned readings
from folklore, research reports
on cultural practices and linguis-
tic differences, and powerful
statements by social and political
activists. Apparently I thought
that the more my students and I
learned about the diverse
cultures of the children in our
schools, the more tolerant and
supportive we would be in our
attitudes and our actions. I
thought that information alone
could prepare teachers and future
teachers to build responsive
curriculum, to plan instruction
with students’ strengths and
needs in mind. I think I also had
a vague notion that this informa-
tion would encourage teachers to
take some sort of social action
outside the classroom. As I
consider it now, all that reading
and talking never seemed to
make much of a difference.

My recent experience as a

research team member in a study
modeled after the Funds of
Knowledge project begun by
Moll and his associates
(Gonzales, Moll, Floyd-Tenery,
Rivera, Rendon, Gonzales, &
Amanti, 1993; Moll, Amanti,
Neff, & Gonzalez, 1992} has
convinced me that I can find
more powerful ways to invite
teachers to develop cultural
sensitivity and a willingness to

Second-hand information is
not enough--we must make
opportunities for teachers to
go outside the school, fo go
into the communify, to get fo
know the students in their
homes....

take social and political action.
Second-hand information is not
enough—we must make opportu-
nities for teachers to go outside
the school, to go into the come-
munity, to get to know the
students in their homes, and to
create their own information,
first-hand. Christine Sleeter
applies the same principle to
smdents:

To empower students to
participate effectively in their
civic community, we must change
the ways in which they acquire,

view, and evaluate knowledge. .
Students must also be given the
opportunities wledge themselves
so that they can develop a
sophisticated appreciation of the
nature and limitations of knowl-
edge and understand the extent
to which knowledge is a social
construction that reflects the
social, political, and cultural
context in which it is formulated.
—Sleeter, 1992, p. 126

This potential for transforma-
tion became clear in my inter-
view with the two secondary
teacher researchers in the project,
Liz Keith and Shelia Baldwin.
The families Liz and Shelia
chose to invite into this project
were similar in several ways.
Both families were from Mexico,
although one family had been
involved in migrant farm work
around the U.S. for 18 years,
recently settling in this city, and
the other family had recently
come from Matamoros, where
the entire family had managed a
photography business. The
students in these families were
generally well-behaved and, to
some extent, successful in their
school worl.

Liz and Shelia were not
acquainted with each other
before this project, but they have
worked productively together
and recently collaborated on a
proposal to present at a profes-
sional conference. They are,
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however, at very different
points in their careers. Liz is at
the beginning of her career.
When the project began, Liz had
taught Bnglish in an inner city
middle school for one year and
was beginning to work on her
initial teacher certification.
Shelia had taught reading and
English as a Second Language in
a large suburban district for 16
years, with previous experience
as a social worker in Chicago.
During the course of the project,
she finished a doctoral program
in reading and multiculforal
education. She has taught as an
adjunct in a teacher education
program, has led numerous staff
development sessions, and is a
published teacher researcher.
Although Liz and Shelia are at

very different places in their
individual professional develop-
ment, their interview responses
suggest that they experienced
parallel transformations in three
areas: 1) they found themselves
challenging old assumptions
about their students; 2) they
made complex instructional
changes in response to their
findings from the home visits; 3)
they began taking on new

- professional roles outside their
classrooms; and 4) they made
discoveries about ethnographic
research. They both attribute
these changes to their home
visits and subsequent reflections
on the Funds of Knowledge
present in these students’ home
cultures. Although Liz’s and
Shelia’s separate articles detail
their individual findings, the
following discussion surnmarizes
the parallel transformations
emerging from an analysis of my
interview with them. The simi-
larities are striking, and the
differences suggest questions

.. .my going into
somebody’s home and
talking to them...(showed
me) that I was just
wrong. My assumptions
were Wrong.

about how teachers at various
stages in their careers respond to
a Fands of Knowledge teacher
research experience.

Discovering and Challenging
0Old Assumptions

‘When asked about their most
significant learning from the
project, Liz and Shelia agreed
that the interviews with these
students and their families forced
them to question assumptions
that determine their attitudes
toward the kids, assumptions that
shape their most basic instruc-
tional decisions. Liz was the first
to mention these assumptions:

.. .my going into somebody’s
home and talking to
them...(showed me) that I was
just wrong. My assumptions
were wrong. And I hear teachers
talking all the time in the halls
and in the teacher’s lounge, “Oh
these parents yu-ta-da-ta-da—
they don't care for their kids,
they don't do this...they're like
this...and they have no idea what
they are talking about because
they have not been to one single
student’s home or talked to one
single parent about what their
aspirations are, and what ideas
they have for their children. And
it’s a shame, you know, for sa
many teachers to assume that
these parents don’t love their
children and that they want less
for them, which is not the case at
all.

Although Shelia has worked
for years with struggling students
from all ethnic groups, and for
the last five years with ESL
students, this research also
forced her to confront her
assumptions about her students’
capabilities:

Why did it take me so long to
get to where I am now? I have
worked with students for a
number of years, but I think it
was because we were so caught
up with being within the law,
providing courses for our
students to take, getting enough
credits passing the state man-
dated test...but I was perceiving
it also that language was going
to interfere with their achieve-
ment. I really feel like that now.
That I was saying that, too. But
now I'm saying, ‘Oh no!’ But I
really think I must have been
caught up in that as well, plus
it’s made me become very
political.

Shelia goes on to cite an example
of a recent policy decision that
discriminates against ESL
students: ‘

I think about how the state has
now said that ESL students have
to pass both reading and writing
TAAS in order fo exit ESL.
Where are our English speaking
kids who are restricted to
remedial classes by the state
before they pass reading and
writing TAAS? They aren’t! So
why s this stipulation placed on
our second language students. It
really does prevent them from
taking courses they need in order
to get out of school...

Liz talked about how her visits
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in this home changed her percep-
tion of the students as real people
who have unique and rich lives
outside of school:

Meeting a student and their
family in their home, as opposed
to at school...puts a whole
different spin on how you per-
ceive your students, you know—
as other human beings, as
opposed to that herd that comes
shuffling through your door
every 85 minutes. The student 1
visited doesn’t have nearly as
good a living arrangement as I
do, and things still get to me. So
things are going fo get to my
students...They are just little
people...

Both Liz and Shelia repaatedly
mentioned their concern that
many of their colleagues are
teaching according to assnmp-
tions that ignore the rich experi-
ences that these students bring.
One particular example is the
fact that teachers generally view
the trips to Mexico merely as an
interference with school time,
rather than international travel
that enriches the lives of these
young adults. Another example
is when Shelia’s student reported
that in her cooking class, the
teacher told students to cook rice.
As the girl and her partner began
cooking it as they did at home—
frying the rice before adding
water—the teacher corrected the
girls and made them begin again-
“That’s not the way to do it,” she
said. Shelia also mentioned the
difference in the treatment of
foreign exchange students, in
spite of their limited English
proficiency, and the treatment of
these students who have recently
arrived from Mexico and Central
America. It is immediately
assumed that the Latino students
need remediation in order to be

successful.

Throughout the debriefing
sessions, the interviews, and their
final reports, both Liz and Shelia
repeatedly cited examples of the
assumptions they had given up as
they had learned more about
these students, their families, and
their Funds of Knowledge.

Making Instructional Changes

The instructional changes that
these two teachers reported
seemed to fall into three closely
related categories—the shifts in
perception discussed above, an
increased recognition and use of
students’ background knowi-
edge, and the recognition that
students need to see relevance i
school tasks and to engage n
inquiry. The following comments
address complex combinations of
all three of these shifts.

Liz reports that her participa-
tion in this project has changed
her teaching in subtie ways, for
example, in the way she
“tweaks” writing assignments to
be more responsive to students’
potential funds of knowledge.

I guess being aware of my
students’ Funds of Knowledge
being different from my own
alters my thinking somewhat...I
approach things in an accessible
way... By doing this Funds of
Knowledge research, now I know
what at least one of my students
knows. Now that I specifically
have some ideas about where
students may be coming from, I
actually have a place to start
building. Now I have a real idea
of what one of my students is
coming to school with...and as I
continue this and visit more
students’ homes, [ will build a
better and better, fuller picture of
what my students come to school

with so I can exploit that in the
classroom and make an environ-
ment and assignments that will
foster their learning.

Shelia tatks about the specific
information she wants to know
about her students early in the
year:

Iwant to get to know and need
to get to know, my kids right up
front I want to know more about
their home situations even before
I have a chance to get out there.
I want to know if they are
working. I want to know who’s in
the home. And if the parents are
working, and when they are
working and are they very active
in a church.

Her concern with the church
membership is directly related to
what she found as she visited her
students’ home—that they had
become a part of a church and
spent four nights a week, two
hours Saturday, and at least four
hours Sunday at church meet-
ings.

My attitude before was that
they are spending so much time
at that church, they are not
getting their homework done. 1
don't look at it that way any
more. That is their social life as
well as their spiritual life. And it
is an important way for them to
adapt to this whole new way of

life.

Shelia seems not only to have
integrated information she was
leamning about her students, but
she made specific changes in the
processes she used within her
teaching. In talking about a
culture studies unit she had used
in previous years, she indicated
that she had originally planned to
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have the students choose a
country or an ethnic group and
do a research project about it.
Her plans included trips to the
library and Internet searches. As
she visited her family and
analyzed her notes, she decided
to reframe the unit so that
students would be able to be-
come ethnographers within their
OWN communities;

Because of my learning about
this family’s culture. . I changed
the approach we used, inviting
them to be like cultural anthro-
pologists, so to speak. It was not
an easy project, but the results
were good. I was really excited
with their write-ups of their
observations and their inter-
views. And then I asked them to
evaluate their projects. What did
they really learn from it, not just
information, but as people? And
their comments were really what
I'd hoped for. (They realized
that) many of us came here for
the same reasons... They felt it
was worthwhile... It was a
valuable experience.

This shift in Shelia’s teaching
-of this unit was prompted, not
only by her own use of anthro-
pological research methodolo-
gies, but also by the information
about diversity within the
Mexican culture that she was
learning from the family she
visited:

... I just changed the way I
approached that particular
project after I visited the family a
couple of times and heard from
them about the difference in the
states in Mexico, the differences
in dialect, and certain traditions,
and the way they prepare food

and all that kind of thing, and |
Just wonder if our own kids know
about that.

As Shelia’s students worked
individually and in groups, many
of them chose to study particular
states in Mexico, One chose the
low-rider subculture; another
chose the Tejano culture. Shelia
required each student to integrate
information from interviews,
ohservations of celebrations,
work sites, etc., and secondary
sources in a report for the class.
She reports that one of the most
important discoveries the class
made was that there are clear
differences, even between groups
from various Mexican states.

This shift in her instruction
does not build solely on specific
information Shelia gleaned from
this project, but it also reflects
her changing attitudes and her
realizations about the power of
personal inquiry. In a very real
sense, she invited her students to

As she visited her family
and analyzed her notes,
she decided to reframe the
unit so that students
would be able to become
ethnographers within
their own communities.

join her as ethnographers in the
study of Funds of Knowledge.
As we thought about the
original Funds of Knowledge
research, we remembered that we
had expected the home visits to
yield particular content to add to
the curriculom. Liz and Shelia
found the experience much more

complex than that. They agreed
that, at first, they were puzzled
about how to use the “facts” they
were learning.

Shelia: [ struggled with that a
lot. Ithought. Now what am I
learning out here that I can put
in my curriculum?

Liz: Yes...that’s exactly
it..and I didn’t find specific
things,

Liz seemed to be discovering
as much about herself as a
teacher and leamer as she was
leamning about her stadents or the
family she visited. When I
commented that they seemed to
be saying that their teaching
processes changed more than the
content—or at least that the
processes changed first and the
content changes followed, Liz
interrupied with a langh and said,
“T certainly changed first.” As
Liz talked about making her
writing assignments more
relevant to her kids’ funds of
knowledge, she related it to her
discovery about herseif as a
writer:

Tknow that I do my best
writing when something is
important to me or when I feel
like writing about it or when I
want to write about it, and that
wasn’t necessarily obvious to
me before, but you know, as a
writer, that’'s how I am and
that’s how students are, too.

Although these changes were
sometimes gradual and always
complex, it seems clear that
participating in this Funds of
Knowledge project triggered
some important changes in these
teachers’ thinking and in their
teaching decisions.

Page 9 Discovering Our Experiences, Yolume 4, Fall 1997



Stepping Into New
Professional Roles

Although Liz and Sheila have
very different experiences as
teachers, they both expanded
their professional roles during
the course of this project. As a
second-year teacher still on
emergency certification, Liz was
accepting a significant challenge
joining this project. She had no
experience as a researcher, and
only one year of experience as a
teacher. As she gained confi-
dence in what she was learning,
however, she agreed to make a
presentation about this project
for her facuity colleagues. She
reports that, unlike most faculty
meetings, many of her colleagues
actually listened to her presenta-
tion and asked pertinent ques-
tions. She invited them to join
her in a similar project next year,
and four teachers have indicated
that they will do that. She is
currently developing a grant
proposal to get some support for
that project. Liz is stepping into
leadership roles on her campus,
and that shows unusual profes-
sional growth for a third-year
teacher.

As an experienced teacher
researcher, Shelia reports that
this project has prompted her to
become more political—to
become a more vocal advocate
for her ESL students:

I noticed one of the things I
kept going back to and that’s
why I'm wondering if I'm
being too political, You really
need to be an advocate for your
students. I realized that after
getting to know this family and

Shelia's advocacy began
as she focused on the
immediate needs of the
students in the family she
visited.

the resourcefulness of each
member of the family. With a
very limited education—all the
parents had done over the years
to earn a living—you know, with
only a second and third grade
education...and what they have
sacrificed for their children fo
learn English in this country.
Whether they stay in the United
States or they go back to Mexico,
their kids are going to have a
much better life as a result of this
and that's what they want for
their children—which is no
different from what we want for
our children.

And in the public schools,
well, in my school, I think I have
become acutely aware of
how we need to really work on
behalf of our ESL students I think
the language aspect is looked at
as a barrier so they are being
kept from courses and opportuni-
ties, because of language as
though they can’t learn as well
as students who speak English. It
is a misconception, and I think it
is something that we really have
to focus on to change teachers’
attitudes about being able to
learn a second language. It isan
asset, and not a deficit.

Shelia’s advocacy began as she
focused on the immediate needs
of the students in the family she
visited. Shelia chose a family
with two children in her
classes—Christina, 16, a suc-
cessful student, and Carlos, 18,
who had already graduated in
Mexico and was coming to

school in the U.S. only to learn
English. When Shelia found that
Carlos had worked in the family
photography business in
Matamoros, she went to the
journalism teacher to see if they
could get him into a more
challenging elective course than
he was currently taking. Chris-
tina, in a private conversation,
complained that the “sheltered”
ESL classes weren't helping her
learn English because students
spoke too much Spanish to one
another, As a result Shelia
approached her departmental
colleagues with a proposal, and
they changed the criteria for
students who were ready to exit
the “sheltered” classes and enter
the mainstream classes.

As Shelia began thinking about
the institutional constraints on
the ESL students, she began
addressing some other issues.
She was successful in assuring,
for the first time, that ESL
students would be screened for
the gifted and talented program.
She approached the principal
about the need for multicultural
awareness among teachers
throughout the campus, and next
fall there will be a new commit-
tee formed to address that need.
The changing demographics of
that campus suggest that there
will be larger and larger numbers
of Hispanic students coming into
that attendance area, so this
commiittee will attempt to take a
proactive stance to prepare
teachers to meet the needs of
these students. Shelia has also
persuaded an ESL teacher
partner to work with her next fall
to visit all the families of ESL.
students. In multiple ways,
Shelia has certainly lived out her
new commitment to be an
advocate for her students.
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Gaining Insights into this
Research Process

Finally, in their interviews, Liz
and Shelia discussed some
insights about the research
process in this particular project.
Specifically, they were con-
cerned with the stance of a
teacher researcher during home
visits:

Shelia: Our purpose for the
research is different. . . They are
the experts teaching us gnd we
are their guests. We are the
students.

Liz: . ..it's a big attitude shift.

Leslie: For research or as a
teacher or both?

Liz: Both, I guess. One and
the same. Because you are not
going into someone's home with
the authority of the teacher, but
as the learner. And there’s a
certain amount of humility that
goes into learning from someone
in their home and being respect-
ful and polite and thinking in
those terms, that you want to
take something away-—something
potentially very important to
vour job...

The emerging personal rela-
tionships with the family mem-
bers were critical for both Liz
and Shelia. Their role as re-
searcher was clearly secondary to
their growing personal relation-
ships with the parents. They were
both concemed that taking field
notes was intrusive and made the
family members, especially the
parents, a bit self-conscious. For
that reason the tape recorder was
a necessary tool. Shelia even
found that it was helpful to ask
the mother to show her how to

cook favorite family foods, so
that the cooking lesson became
the context for conversations.
Both teachers were concerned
about respecting the privacy of
each family. In fact, the mutual
respect and acquaintanceship
coming from these home visits
clearly led Liz and Shelia to see
these and other students differ-
ently at school. As discussed
above, these relationships led Liz
and Shelia to different kinds of
teaching decisions and profes-
sional involvement. Shelia
explained her relationship with
the familly this way:

My hostess was very open.
Talking was not a problem. . . I
think they really did enjoy
having me come to visit. It could
have been for the same reason,
that I was interested in knowing
about the culture, but the other
‘side of it, too, because we did a
lot of cooking, The Mother
showed me how to make certain’
things, and then they wanted to
know how to make pizza. So 1
took the ingredients to make
pizza. . .and the last thing we are
going to do is fo make lasagna.

The emerging personal
relationships with the
family members were
critical for both Liz and
Shelia.

So I think in a sense it is an
exchange. I feel like that's a part
of it too, that they are learning
from me, as well.

Liz and Shelia also came to
recognize how a Funds of
Knowledge project is never
really finished:

That's another thing I was
thinking about. As a population
of a school changes, these Funds
of Knowledge are going to
change, regardless of what the
population is changing to. The
study I do this year may not have
anything to do with my school
ten years from now because of
time and what happens over
time. . .this is automatically kind
of an ongoing project because
it's not static. As the population
changes so will the Funds of
Knowledge.

Further, Liz goes on to connect
her growing feeling of empower-
ment as a teacher with that
process of ongoing inquiry and
change in response to student
needs:

And I guess the awareness that
this is not the sort of thing you
can just do once makes it a
different kind of thing. Just
knowing that puts you in the
driver's seat in terms of where
you go and what you do with
your class...

Conclasion

Just as Liz and Shelia had to
change some of their old as-
sumptions and their professional
actions in light of what they
learned about their students’
Funds of Knowledge, | am
having to change some of my old
ideas. My decision to have my
teacher education students
merely read and talk about
cuftural diversity and social
action are based on wrong’
assumptions. Through this Funds
of Knowledge project I have
become more convinced that the
deep learning is in the action,
and that powerful professional
growth can happen in our
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Throughout the history of human civilization,
people have learned to use the organic forms of life
for medicinal purposes. As a result we have a large
body of knowledge on the uses of plants, animals and
minerals for the various ailments that plague the
human body. Of great interest to many of us is how
home or natural remedies are often created within the

w various social and cultural contexts. In keeping with

the theme of learning and valuing the household and
other funds of knowledge,we include various bits of
information on the medicinal uses of herbs.

RS
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helps relieve migraines.

Matricaria reculita/wild chamomile: Used interpally as a gentle
relaxing sedative, for gastritis, calming a nerveus stomach and

Lessons From the Heart:

A Teacher's Journey Toward Advocacy

by Shelia Baldwin

s I reflect oh my own

background, it is rather
surprising for me to be where I
am today. I was raised in all
white suburbs of Chicago. My
father had completed two
years of junior college and my
mother completed high school.
My mother was a homemaker
while my father was part
owner of a company with his
father which provided us with
a comfortable living. I was
offered dance and swim
lessons both of which I
excelled in and had to make a
choice at the age of 10 or 11.1
chose swimming to which I
was seriously committed
throughout my adolescence. I
attended school with only
white children until my first
two years of high school when
I went to a high school that
served another commumnity
with a culturally mixed
population. This community
had a large Ttalian working
class, Mexican migrant
families, and African-Ameri-
cans, as well as white, I don’t
recall having any difficulties
going to a school with a
multicultural population. I do
remember racial flareups on 4
couple of occasions. Too, just
like today, there was a strong
emphasis on athletics of which
we had good football, basket-
ball, and track teams. I remem-

ber my older sister was mayor of
the high school my freshman
year. She had meetings at our
house that included some Afri-
can-American students, specifi-
cally male athletes. They were
her friends. My only experience
with people other than white was
an African-American couple who
would babysit us when my
parents went fishing in Minne-
sota. Erie worked in the ma-
chine shop of my dad’s com-
pany.

After my sophomore year, 1
had to transfer to a high school

My interest in
multicultural education
must have been lying
dormant in me waiting for
acknowledgement.

that had been built in our com-
munity. It was all white and
predominantly middle/upper
class. I don’t remember ever
questioning the “whiteness™ of
our school. Nor do I remember
much about the few students who
came from a recognized lower
soclo-economic area. Appar-
ently, I was oblivious just like
many of the white middle/upper
class high school students where
I teach today because we were
the dominant culture.

My interest in multicultural

education must have been lying
dormant in me, waiting for
acknowledgement. After attend-
ing the state university for a year
and a haif and a local community
college, I transferred to the
University of Mississippi from
which I graduated. I entered the
year after it was integrated. I
believe my years there began the
awakening of my interest in
multiculturalism. I do recall
having one of the two African-
American students in my Russian
History class. He sat way off by
hirpself in a small tiefed lecture
room. ] recollect my thoughts
when at a KA fraternity party,
several inebriated fraternity
brothers embraced the African-
American musicians as though
they were brothers.

I had been asked numerous
times why I chose to go to school
so far away from home, learning
from many that they had never
been further north than Memphis
and had no intention of going. I
think the real jolt came when I
was attending a party of my _
fiance's parents, and I was asked
about the disappearance of the
three civil rights workers. I
wanted to believe that the people
in the South would not kill them
just because they were trying to
help the Blacks.

With my Sociology degree in
hand and a new husband, 1
started work as a caseworker for
the Cook County Department of
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Public Aid on the north side of
Chicago. My caseload introduced
me to the disabled, the elderly,
and dependent families of
culturally diverse backgrounds
who had to rely on public
assistance to survive. I felt like
what the agency wanted from me
was to be an investigator to
detect fraud. From there, 1 went
to the Hlinois Department of
Children and Family Services
where I worked in the foster care
department until our move to
Connecticut in 1967.

Twelve years and three chil-
dren later we were transferred to
the Houston area. Upon arriving
home after her first day of
school, my daughter came
running into the house saying,,
“Momtny, you should see where
the children on my bus livel” She
was talking about an area near
our subdivision that is known
as Milltown. At one time a
[amber mill there employed a
fot of African-Americans who
had settied there. The mill
closed but the people re-
mained in rundown, dilapi-
dated frame houses. ] realized
my children had never
experienced anything like that
coming from a bedroom commu-
nity of New York City. As much
as I liked Connecticut, I knew
that our children were not being.
exposed to the diversity that
makes up this country's
population.

After making the decision to
pursue a teaching certificate
instead of a Master in Social
Work, I completed the necessary
coursework and accepted a
teaching position with an alterna-
tive program in our school
district. I worked for five years
there with drug offenders,
juvenile delinquents, and stu-
dents who could not function in

the large, traditional setting of
our high school. After five years
with that program, I realized I
needed to work with a different
student population to test my
own ability as a teacher. I moved
to the high school where I taught
TEAMS (like TAAS) reading
and basic language arts. Once
again, I was working with
students who were experiencing
difficulty in school. My introduc-
tion to ESL students happened
when nine were placed in my
basic (low track) Ianguage arts [
class. At that time, I was experi-
menting with reading/writing
workshop and had these students
participate right along with the
English-speaking stadents. What
a learning experience that was
and continues to be today in my
work with ESL students in
_developing literacy in English.

My choice to become a teacher

was a right one. { love it...Iwant

to be able to converse with my
students’ parents and be able to
speak another language.

My choice to become a teacher
was the right one. 1 love it, and 1
have continued to learn, complet-
ing a Master in Education with
an emphasis in reading, and a
Ph.D in curriculum and instruc-
tion with an emphasis in
multicultural education. In an
effort to improve my high school
Spanish and experience life in a
different culture, I spent three
weeks immersed in the Costa
Rican culture. Although a short
stay, it had a profound effect on
me. Most notably I learned that
we English speakers in the
language school did just as my
students would do, speak our
native language every chance we

got! I could empathize with my
high school ESI. students.

Although I haven’t been able to
repeat an immersion experience,
I am making an effort to reach a
level of fluency in Spanish. I
want to be able to converse with
my students’ parents and be able
to speak another language. The
attemnpts 1 have made-to commu-
nicate in the parents’ language
have been appreciated and they,
in turn, feel better about using
the English they know.

School and Community

Chaney High School is located
in the incorporated community of
Chaney that is approximately 40
miles north of Houston. Accord-
ing to the 1990 census, the
population of Chaney was
27,610. Of that number, 13,656

were male and 13,954 were
female. The majority of the
population is white at 20,558,
those of Hispanic origin number
4,811; the African-Atnerican
population is the third largest
with 3,701; and the remaining
3,351 consist of American
Indian, Asian, and “other.”
Chaney serves as the county seat
encompassing about 1,047 miles.
The Chamber of Commerce
records show that Montgomery
County, in,which Chaney 1s
located, is the third fastest
growing county in the state and
that Chaney’s population today is
32,290,

Chaney High School is a
microcosm of its cormmunity
with the total school population
numbering 2,450, of which the
white population is the majority
(1,715) Hispanics number 465,
African-American 221, and
“other” 49. However, the demo-
graphics are changing in our
school as a result of a new school
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glass wall clock. Hanging on the
wall on the other side of the
dining room entry is a large
photo of Cristobal standing next
to a vintage car. This photo has
been mounted on a wood back-
ing with a decoupage treatment
applied, a technique perfected by
Mr. Garcia. Attached to this
photo is a blue ribbon Cristobal
had won for an electronics
project at a state competition.
Another photo, with the same
treatment as the one of Cristobal,
hanging above the three-cush-
ioned couch near the front corner
of the room depicted three of the
daughters at a wedding.

The dining room had bare
wood floors. A door way to the
right led to the hallway and three
bedrooms and bathroom. In the
comner beyond that doorway was
an oval laminated table with four
chairs. Straight ahead from the
living room and to the left of the
dining table was the entry info
the kitchen. On the left of the
entry sat a modern sewing
machine enclosed in its own
wooden cabinet. It was open as
though it is used often. Ceramic
spoons of different sizes decorate
the wall above the sewing
machine. Around the corner from
the sewing machine is a couch
located under double windows
covered with coral mini-blinds.

The kitchen is narrow with
'50's fixtures. To the right is a
full size gas stove with counter
space and cabinets, both above
and below, finishing that wall.
The sink is on the back wall with
a window above it overlooking
the back yard. A door leading to
a little porch with two steps
going down to the yard is located
next to the sink. Clothes line
extends from the house to a large
shade tree where the laundry is
hung to dry. Across from the

After getting acquainted with my family, I became
acutely aware of the sacrifices families like the Garcias
were making in order to give their children a shot ata
better life through education and bilingualism.

cabinets is a washing machine
with a window behind it. Finish-
ing out the kitchen is a refrigera-
tor.

I went into one bedroom,
Cristobal’s, when they wanted to
show me his repair projects
various people had brought to
him. The room was small, no
rug, single bed in comer covered
with a white bedspread. A chest
of drawers and a closet housed

. his clothes. A console TV

awaited repair with various other
smaller picces. The room had
two windows, one on the side
and back. What I noticed most
about their home was the lack of
clutter. It was neat, adequately
furnished with necessities, and
seemingly comfortable. I did not
notice any print in the way of
books, ncwspapers, or maga- -
zines. Mrs. Garcia did bring out a
book from the bedroom area she
had used to teach herself English.
Also, the family does not have a
television set.

What 1 Learf;ed

I arranged our meetings by
writing a letier in Spanish that
Carolina took home to her morm,
I had learned by talking with
Carolina that Fridays were good
becanse her mom did not work
on Fridays. All four of the visits
happened on a Friday afternoon.
They averaged around two hours
a visit, except the last one that
extended to four hours because
we mmade tamales, pizza, and had
dinner together.

I realized as I refiected on my

field notes contemplating what I
leamed from being involved in
this research that I could catego-
rize my findings under three
guestions:

1. How has my participation in
the Funds of Knowledge study
affected me personally?

2. How has my participation
affected my classroom instruc-
tion?

3. How has my participation
affected my input into policy and
curricular decisions?

After getting acquainted with
my family, I became acutely
aware of the sacrifices familics
like the Garcias were making in
order to give their children a shot
at a better life through education
and bilingualism. They live with
insecurity, a restriction on their
freedom, and the dislocation and
disruption of their family. When
Mrs. Garcia arrived here four
years ago last April, she was
leaving behind her husband,
Gerardo of }wenty—plus years,
her home, the family photogra-
phy businéss, friends, and
security. One daughter, Maria,
and son-in-law were here be-
cause Maria wanted to be close
to the aunt, her dad’s sister and
ber cousins who were living
tere. Carolina arrived here in
June that year after she finished
her school year in Mexico.
Cristobal came here 2 year later.
It was apparent after my first
visit that this is a close, united
family. They spoke with pride
and warmth of their family. As
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Carolina told me during a
conversation we had together the
last day of school, “It has been
hard to be separated. We have
never been apart before.” Liliana
exhibits an independence and
strength that is admirable. She
has moved several times in the
short time living here. That
might explain the sparse furnish-
ings and lack of clutter in their
home. She has worked as a
housekeeper in which the family
did not know Spanish, and she
knew little English, but she said,
“We got along all right.” She
showed me an old English
grammar book Ingles-Costina,
published in 1977, that she was
vsing o teach herself English.
However, she explained, “T can
read and write English, but [
don’t know pronunciation. I
can't talk, put together words
into sentences.” [ commented
that I have the same problem!
She had been taking adult ESL
classes at the neighborhood
school but had to stop when she
got the job at the broom factory.
She attributes some of her
difficulty to learning English to
her third grade education, not
having the primary language
base from which to draw.

The reason she gave for
coming was, “So Carolina can
learn English.” I remember being
surprised, expecting her to say
more. Cristobal helped me to
understand during our lunch
mmterview at school. I commented
to him about the sacrifice their
family was making leaving their
home in Mexico, leaving family
(a married danghter and son,
grandfather), leaving their
photography business. "I see the
value you place on English. The
opportunities it can bring.”

Cristobal agreed, *“Yes, I can

As a result of my visits with the Garcias, I would like io
get acquainted with all my students’ parents, preferably
through a home visit, fo better understand the home
culture, and to make the parents feel more comforiable
about approaching the school with questions and

CONCerns.

go back to Mexico and get a job
too easy because I know En-
glish."

Carolina apprised me of this as
well. During our January visit, I
was discussing the dilemma with
many of our students not being
legal. She said simply, “They
come here to learn English.”

I had not considered the

, bilingualism as an avenue fo a

better life in Mexico. These
children will be equipped with
the tools to seek a better life in
either the American or Mexican
gconomy, wherever their circum-
stances lead them. Aren’t some
of us telling our children the
same thing? Aren’t we providing
our children opportunities to live
in other countries to learn
another language? It hasn’t been
widespread because we have a
provincial view of English being
a universal langnage, so why
learn another langnage? How-
ever, families like the Garcias
realize this is their children’s
ticket to a better life whether
here in the US or in their native
countries,

As a result of my visits with
the Garcias, [ would like to get
acquainted with all my students’
parents, preferably through a
home visit, to better understand
the home culture, and to make
the parents feel more comfort-
able about approaching the
school with questions and
concerns, Their visibility will
some effect on how their chil-

dren are treated in the school.
Too, I realize that it would be
most beneficial if T could im-
prove my Spanish in order to
better communicate with those
who speak no or little English. I
think the effort I make to speak
their language shows respect,
and they, in turn, might be more
comfortable and thus, more
willing to try their English with
me.

My experience with the
(Garcias has taught me about how
resourceful and industrious
people are in spite of limited
formal education. We have
learned about famous people in
this couniry who have accom-
plished great things with little
formal education. We do not
highlight comanon people who
accomplish amazing things in
their everyday lives in order to
eke out a living. My associations
have been with people much like
myself, who have had more than
a high school education. There-

~ fore, when I listened to the

family talk about their means for
making a living, I was im-
pressed. Mr. Garcia has a 2nd
grade education, and yet, he has
tanght himself various vocations,
and in the process, taught himself
how to read and write in Spanish.
His jobs have been a truck
driver, a mortician, and photog-
rapher which has been the
mainstay of the family for most
of the growing up years of the
children. After he turned 40, he
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learned about photography
through the mail and taught
himself and the family members
that became, and still is the
family business. During my first
visit, Mrs. Garcia and Carolina
talked warmly about their
involvement in the business.
“There were weddings,
quinceafieras, birthdays, school
fimctions. Sometimes, more than
one a day. “We had more work
than we could handle. We knew
everybody.”

They explained that each had a
responsibility in taking pictures,
developing them (Cristobal and
Maria taught themselves), and
delivering them. Gerardo and his
wife have continued with the
business, although more specifi-
cally in family and individual
portraits.

Mr. Garcia developed a
techmicue called "recina” that he
learned from a friend. It involves
mounting a photo on a piece of
wood that has been carved to
accentuate aspects of the photo,
giving it a 3-D effect. After
mounting, it is “painted” with
gesso (what we use in
decoupage) that protects it and
gives it a shiny finish. He was
the only ene in Reynosa to do
this technique. Since his arrival
here in February, he has been
building a photography business
in the Spanish-speaking commu-
nity. During my visit in April, he
showed e an enlarged wedding
photo done with the “recina”
technique that he had just
finished framing. When I asked
Carolina if her dad was doing
anymore photography, she told
me, “He was getting a lot of
business from that same family.
Our pastor at our church wants a
photo of the youth group taken,
also.”

Mrs. Garcfa displays not only a
strong work ethic but also a
willingness to work at different
kinds of jobs. In addition to Mis.
Garcfa's work as a housekeeper,
she had worked at a broom
factory up until April when a
machine mangled her hand. She
commented to me during my last
visit just before the accident, “It
is not hard work. It is not too
heavy. There are only three white
people and one black person. The
rest are Mexican or Central
American. Only we are willing to
do that kind of work. One young
white man cried because the
work was too hard and quit!” She
noted social levels in the labor
force when she explained, “The
whites run the machines. Others
like me do something with the
wood from which the brooms are
made.”

Mrs. Garcia has some sewing
abilities about which I learned
during the first visit. She makes
little girls’ quinceanera dresses
like the big girls’ dresses. Idon’t
know if it is a talent that she can .

use to earn some income. Appar-

ently, the seamstress is Aihira
who had attended a preparatory
school after completing high
school {equivalent to our 9th
grade) and was studying clothes
design. She left to come here six
months before she would have
graduated. She had made wed-
ding dresses and had done some
sewing for the family. Her
husband worked as a grounds-
keeper at a country club, He was
learning carpentry also.

Marfa, who lives down the
street with her husband and two
children, is a homemaker, Her
husband Tomés works with the
neighbor next to the Garcia's

blacktopping driveways. During -

inclement weather when he can’t

work outside, he does carpentry
wotk.

Carolina and Cristébal contrib-
ute to the family income as well.
Carolina had been employed ata
restaurant in another part of the
Hispanic communifty that is
owned by a Mexican family.
Now, she is a receptionist at the
same place Cristobal works. She
writes the orders and takes the
money for the oil and lube jobs.
Cristobal does the labor. He had
been the sole worker at this
location when the owner opened
another location in south county
which speaks well of Cristébal.
He is recognized as a dependable
and smart employee.

In addition to having an
apptitnde in photography and
auto mechanics, Crstobal is very
knowledgeable in electronics.
Mrs. Garcia laughed as she
reminisced about Cristobal's
interest as a young child in how
things work. “He would open
toys, take them apart but couldn’t
put back together.” He was in an
electronics prograrm in prepara-
tory school that he would have
completed in another year. He
was far advanced for the pro-
gram here, winning first places in
state competitions. He said, “I
thought I was going to stay here
only a year to study, that’s why [
want to go back to finish my
career (in eléctronics).” How-
ever, he went on to discuss his
interest in studymg CNC,
Computer Nomerical Control.
The industrial technology teacher
at the high school has introduced
him to this field.

This family was willing to
sacrifice for the sake of their
children having more opportuni-
ties in life. Mrs. Garcla ex-
plained, “We have to work hard.
When I arrived the family paid
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me $125.00 a week to take care
of one child phis room and board
as a housekeeper.” Mr. Garcia
helped me to understand the
difference between the cost of
living here and in Reynosa.
“With a little bit of money, you
can eat, live. For like $80.00 a
week, you can live and have
money left over.” Cristébal told
me the last day of school that his
dad was mowing lawns with a
man from the English-speaking
Pentacostal Church.

'The importance of the church
was not clear to me until I got to
know the Garcias and more
about their involvement in the
church. I believe the church is
serving not only spiritnal needs
but also social needs, At various
times in the interviews, different
members of the family made
reference to the difference in
their lives here compared to
Reynosa. For example, during
my first visit, Carolina and her
mom discussed those differences.
Carolina recalled, “My mom
used to cry every night. She
wants to go to México.” They
explained, “You can’t walk like
there. Or there are buses. Every
colonia has a bus. Here, you have
to have a car to get anywhere.”
(As a result, they are buying a
car from their pastor). As we sat
down to eat one time, Mrs.
(arcfa started laughing and said
something to Carolina. Carolina
got up and changed seats with
her mom explaining, “She's
going to go om a diet so she can
get in here.”

Mrs. Garcia replied, “ T used to
be thin!”

Carolina continued, “We used to
eat five times a day and never get
fat. We walked, taking the
pictres to like seven neighbor-
hoods. Walk to school. Every-

where.”

They described how people are
out on the streets everywhere in
México. They knew everybody
also as neighbors or through the
photography business. I got the
impression they feel isolated
here. They know some of their
neighbors here, but it is not the
same. A convenience store and
laundromat are within waiking
distance. Before they got the car,
they had to rely on people to take
them different places such as to
the grocery store or to church.
Apparently, Carolina and ‘
Cristdbal introdoced the other
family members to the
Pentacostal Church. I'm not sure
how they learned about it. The
family did not practice any
specific religion in Mexico. Mrs.
Garcia was raised as a 7th Day
Adventist, however, a grand-
mother on the father's side was
Pentacostal. The church serves as
a social network among Mexican
and Central American immi-
grants. Carolina commented,
“When 1 first came (to the
church), the Hispanic people all
get along, Puerto Ricans, Guate-
malans, Salvadorans, Mexican,
Hondurans, Nicaraguans,” She
talked about when they have
holiday celebrations and every-
one brings food, they enjoy the
different ways each culture
prepares similar dishes like
empanadas. She noticed that
Mexicans use lots of chili
peppers. She commented also
about the difference in language
among all the Spanish speakers.

Cristébal talked also of his love
for the church. “My first year
here 1 didn’t have friends. Now I
have people in my church as
friends. A mixture of Hispanic
cultures; It is part of my culture.”

We had talked on different

occasions about whether or not
they would return to Mexico.
When [ visited in January, I
asked Carolina if there was a
possibility they would return to
México after she graduated from
high school. She replied, “Yes.”

I asked, “You don’t want to
stay?”

Her answer, “I will miss
church and friends in the church.
There isn’t a church like this in
Reynosa. And there, I miss my
family and friends.”

In February, while having
Tunch with Cristébal, be in-
formed me that the family had
decided to stay. Mr. Garcia had
arrived, and they had decided to
stay indefmitely. When I asked
Cristébal what he thought about
that, he replied, “It is good; more
opportunities and I found some-
thing better; a very good
church.”

The church is of ceniral
importance in this family’s life.
When I discussed with them
about visiting the school, I asked
if they had attended Open House.
The reply was, “No, we had
church.” We could not meet on
Saturday mornings because they
go to church. I believe people in
the church located the job for
Mrs, Garceia in the broom fac-
tory. Also, a van from the church
drove her and several other
people to the factory each day. I
used to be irritated at the amount
of time many of onr ESL stu-
dents spent in church which I
had decided took away from
their homework time. However,
now, L have a better understand-
ing of the role the church plays.
in the lives of our families. Luis
Moll talks about how we need to
create reciprocal relations
between production (labor-
related activities) and leaming
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(school-related) activities but I
would like to add social activities
that could enlighten us as well
about the cultures of our fami-
lies.

My Classroom

Crst6bal and Carolina are in
two different reading improve-
ment classes. My reading classes
consist of a mixture of students
who need extra help with read-
ing. T have a lot of our ESL
population as they benefit from
the instruction and supplemental
reading time. Carolina is in
English I Sheltered in which all
students are Spanish speakers
except one who is from Pakistan.
We had a problem as the students
would talk together in Spanish
forgetting (or not caring) that
Hina did not speak Spanish.
Carolina told me about a time I
had a substitute who speaks
fluent Spanish who said some-
thing to Hina in Spanish and she
asked a classmate, “What did he
say?” He asssumed she spoke
Spanish.

My visits with the Garcias
helped me with a project T had
already decided to do in my
English I class. Originally, we -
were going to explore folklore in
different parts of the world,
researching in the library and on
the internet, in addition to what T
would introduce to them. As [
learned from the Garcias about
the differences in the cultures
within the states of México, 1
decided on using an inguiry
approach to studying cultures of
students' choices. In addition to
using secondary sources the
library had to offer, the students
would {ap prirpary sources such
as interviews with people of that

culture, ohservations of events,
everyday life, use of video/
andiotaping, and photography.
The students had the option to
work in research teams. Most
students chose to study the
cultures of different states in
Mexico or differences between
Mexican and specific Central
American cultures. One was
interested in the Chicano culture.
Another chose the Low Rider
cultuzre that has become synony-
mous with people of Hispanic
descent. For a first time project,
it went pretty well. The students
realized there are some specific
differences among cultures but
people are here to have a better
life. They miss their homelands
and families they left there, but

I have noticed that when
teachers have foreign ex-
change students with limited
English proficiency in their

classes, they work with them.

Sometimes, our ESL stu-
dents’ limited English profi-
ciency is treated as though
they are unable to learn.

most will not return to the life of
severe poverty they were living.

Final Remarks

I have read and heard about
how important it is to get to
know the home cultures of our
students. T have professed it
repeatedly but had never really
done it. I was waiting for the
parents to come to me, {o get
involved by coming to school or
calling. In other words, I was
talking the talk but not walking

the talk. My involvement with
the Garcfa family has had a
profound effect on me.

First, it has made me more
proactive, meaning more ofa
voice for our ESL students. For
example, I questioped why there
were no ESL students in Gifted
and Talented classes? [ called the
district coordinator to find out
how we get ESL students tested
for GT. She was thrilled that I
called and told me how to get the
process started. We tested 39
students. Of those 39, 16 will be
evaluated for possible GT
placement.

Carolina called my attention fo
problems with our sheltered
content classes. During a visit,
she informed me, “T don’t like it
because everyone is speaking
Spanish trying to help one
another, speaking Spanish in an
English class. It was better when
we were in regular classes. There
are Hispanic people. The teacher
would speak English to you. You
would have to speak English to
the American students, like in
my Geometry class. It is better;
we get along better. Some
students in the sheltered classes
speak English very well.” We
started the sheltered content
instruction program this past
school year to serve as a transi-
tional bridge for our ESL stu-
dents entefing mainstream
classes. I shared Carolina’s
objections with my colleagues.
As a result, we re-evaluated our

* placement policy and now limit

those classes to Level II students
and specific exceptions. All of
our students do not come to us
with the level of proficiency
Carolina had. However, the
problem is that some teachers
view Hmited English proficiency
as a barrier to advancement. Too
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would be welcomed.

I have learned that we need to actively campaign for our
students. They want to be successful. By geiting to know
Cristobal as I have, I learned of his many talents such as
photography and have suggested electives where his talent

often T have been told, “He/she
doesn’t know enough English to
make it in my class.” I have
noticed that when teachers have
foreign exchange students with
limited English proficiency in
their classes, they work with
them. Sometimes, our ESL
students’ limited English profi-
ciency is treated as thongh they
are unable to learn. In my
attempt to understand Mrs.
(arcia during our visits, I left
their home mentally exhausted.
How difficult it must be for our
students to attend eight classes in
which eight different teachers
presented their materials using
different accents, mannerisms,
and styles.

Another way this project has
impacted me is to examine how
to infuse multicultural education
in our school. I met with my
principal to discuss what each of
us meant by the term "muelti-
cultural education.” His empha-
sis was on curricular additions.
My emphasis was the need to
infuse multicultural education
mnto every aspect of this campus,
to change attitudes. I talked to
him about the formation of a
multicultural education commit-
tee that included representation
from each sector of our campus.
QOur committee, numbering
approximately twenty-five
faculty and students, has had two
meetings with a kickoff event
planned for the new school year
to bring the different cultures in
our school together in a fun

sporting event.

I have learned that we need to
actively campaign for our
students. They want to be
successful. By getting to know
Cristobal as I have, I learned of
his many talents such as photog-
raphy and have suggested
electives where his talent would
be welcomed. I have always
known this but why did it take
me s0 long to act? As [ evaluate
the past years of our ESL pro-
gram, I realize that our focus has
always been staying within the
law, scheduling students in the
right classes so they can com-
plete their requirements, trying to
get them through state-mandated
tests, and building and revising
curricuinm. I too have been
caught up in their achievement as
a struggle because of language,
like "that's the way it is!" I am
beginning to ask myself, "Are
some of the stipulations required
by the state oppressive?" For
example, BSL students have to
remain in ESL classes until they
pass the reading/writing portions
of the TAAS. We do not require
English speaking students to
remain in remedial reading/
writing classes until they are
successful. I look at sheltered
mnstruction differently in that it is
a kind of tracking. Should we be
isolating our ESL students from
the mainstream? We created
these classes becanse of so many
ESL students failing in main-
stream classes, not solely be-
cause of limited English profi-

ciency but because of insensi-

tive teachers. Sheltered instruc-

tion training is nothing more

than good teaching, using a

variety of instructional tech-

niques and activities to help

students with conceptmal

understanding. Our district
coordinator offered three differ-
ent opportunities for teachers on
our campus to get the training of
which approximately 25 out of
230 took advantage of it.

I dor't know if our school
personnel as well as towns-
people are cognizant of the
changing faces in our school. _
Teachers of the gifted and honor
students see almost exclusively
white students. The level classes,
being the majority of the type on
our campus, are mixed but
because of the majority of white
students, the cultural minorities
are few in each class. Too, the
ESL students, almost all of
whom are from Mexico and
Central America, are isolated
from the mainstream with ESL
and sheltered instruction classes.
It is necessary to prepare person-
nel for the change in order to
deal with it equitably.

As to students' awareness,
again, I don't think the majority
of white students are aware of
the changing population. Over
the years, I have heard students
comment about our school being
separated by color. For example,
in the cafeteria in the morning
the students are color grouped.
Granted, they are sitting with
friends, but friends don't seem to
cross cultural boundaries. Our
students need to be educated.
Our campus needs the infusion
of multicultural education.
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Lophophora williamsii/mescal buttons: Known as the sacred mushroom
of the Aztecs, this cactus has been given for nervous disorders, asthma,

Bridging the Gap Using Funds of

Knowledge in the Classroom
by E.K. Keith

lways looking for the late-

breaking story on the
educational front, Beka Heite-
Hiltz, Ace Reporter (AR),
interviews middle school teacher
Elizabeth Keith (EK) about her
involvement in a teacher-action
research project that focuses on
culture in the classroom.

AR: Tunderstand you are
mvolved in a project to improve
your effectiveness in the class-
room.

EK: Yes, it’s called the Funds of
Knowledge Project... FOK.
AR: Funds of knowledge? I'm
not familiar with the phrase.
EX: Funds of knowledge is a
term borrowed from anthropol-
ogy that refers to the store of
information every person
acquires in daily life, For
example, knowledge about
cooking or fixing a car.

AR: That’s very interesting, but
you're a teacher.. .what do funds
of knowledge have to do with
your classroom?

EK: Everything!

AR: Everything?!? Don’t you
have to teach to a specific
curriculam? Is this one of those
newfangled fads that dumps
curriculum in favor of some
untried, untested new ideas?
EK: Actually, this is not about
dumping standard curriculum,
rather it’s about altering your

perspective. It's a different way
of looking at curriculum in order
to tailor its presentation to one’s
particular stadents. Effective
teaching involves building
knowledge on what students
already know. This project
involved figuring out what my
students know in order to use
that as the starting point for

Because so much of each
person’s knowledge
forms through their
own cultural experi-
ences, learning some of
the FOK possessed by
my students altered my
point of view.

buﬂding new knowledge. Also,
using the FOK in the classroom
builds pride in the community
and the local culture.

AR: Culture? How does culture
figure into the equation?

EX: Culture plays a central role
i using FOK in the classroom.
The middle school where I teach
receives school wide Title
funding, and the student popula-
tion is about 90% Hispanic. The
teacher population is predomi-
nantly Anglo, followed by
African American, and then
Hispanic teachers. So, there is an

economic and racial gap between
many teachers and their students.
Because so much of each
person’s knowledge forms
through their own coltural
experiences, learning some of the
FOK possessed by my students
altered my point of view. I
discovered that my assumptions
about my student’s knowledge
and cultural background differed
from the truth. Leaming these
FOK made me think in terms of
presenting important information
in a relevant and meaningful way
to my students. The FOK bridge
the cultural gap in the classroom.
AR: You said you learned the
FOK. From whom did you learn
and how?

EK: I collaborated with other |
teachers who undertook the same
project. As a group, we were |
trained in some basic methods of
anthropological research, like
taking field ‘notes and conducting
interviews..I learned the FOK
from one of my students and her
family. The way I learned them
was by talking with the family as
a learner rather than a teacher.
That learning process required an
attitude shift from teacher-as-
authority to teacher-as-learner.
Withont such a change in atti-
tade, the project would have
been fruitless. Our purpose was
to gather information about the
family’s calture, not to instruct
them on how we thought things
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should be.

AR: How useful was the collabo-
ration with other teachers?

EK: The collaborative aspect of
this project was invaluable. I
gained a better perspective on
my experience by meeting on a
regular basis with other teachers
and professors. We discussed our
discoveries from the home visits
and analyzed the impact of these
visits on ourselves and our
students. The meetings also
provided a forum to exchange
ideas about applying the FOK in
the classroom. *

AR: Give us some informnation
about the family you chose to
represent the FOK at your
school. Also, why did you
choose that student?

EK: The most important reason
for choosing Tesora was that I
was Interested in what makes a
student successful as my school,
and she is a very strong stndent.
Tesora is a seventh grader. She is
the third of six children, all bom
in the United States. Her parents
are permanent residents and have
lived in the U.S. for about 18
years. Ier mother works for a
custodial service, and her father
works construction and agricul-
ture jobs in Houston and Mexico,
respectively. The family of eight
lives in a one-bedroom duplex in
an inner city neighborhood. The
parents speak Spanish only, and
the children are all bilingual.
AR: What did you learn from
Tesora’s family?

EK: I leamed more than I
expected, and I expected a lot. I
learned the value of talking to
parents and leaming from them.
Before this project, the contact [
had with parents was usually to
discuss a child’s discipline
problems. You can see how that
would give a person a warped
view of parents when you only

talk to the
upset, defen-
sive, and
frequently
angry ones.

The wisits reminded me that my students
really are human beings with personal
circumstances that affect them in school.

Now, 1 have

experienced the value of making
positive contact with my stu-
dents’ parents. I intend to make
more contacts with parents that
are constructive in the future.

As a group, the teachers found
that education is highly valued.
Tesora’s parents and the parents
interviewed by others recognized
education as key for succeeding
in this society.

In terms of their FOXK, Ifound
that my student had a great deal
of experience that could easily
have an application in an aca-
demic environment. For ex-
ample, Tesora’s FOK mclude
national and international travel,
rural and urban living, and
agriculture, among others.

AR: It seems you got personally
imvolved with this student and
her family, What effect did that
have on you and your student in
the classroom?

EXK: I'm really glad I got person-
ally involved with Tesora’s
family. Seeing my student in a
personal context outside of the
classroom and learning about her
farhily strongly influenced my
experience. Intellectually know-
ing that the hordes of students
that daily herd in and out of my
classroom have families and
lives is very different from
experiencing a little bit of the
family life and home of one
student. The visits reminded me
that my students really are
human beings with personal
circumstances that affect them in
school.

For Tesora, the big effect on
her was that if built up her
confidence in her own abilities,

She blossomed academically this
year. She gets most of the credit
for that. She also tested the limits
of her new and unfamiliar
relationship with her teacher, like
untucking her shirttail, which
breaks the school dress code,
But, T enforced such school rules
for everyone evenly, so this
didn’t become a problem for us.

. AR: Can you give a specific

example of how you applied
your awareness of FOK in your
classroom? .

EK: The best example of using
FOK was my students’ participa-
tion this year in a national
writing contest called Do the
Write Thing that offers students
a forum to creatively address the
problems of violence and alco-
bol/drug abuse in their neighbor-
hoods. Since all of my students
have experience with urban life
and the requisite problemns, the
contest draws on FOK. { broad-
ened the scope of violence as
described in the contest to
mclude media and domestic
violence. Every student showed
interest and participated. And
because they wrote, they had
something to revise and proof-
read. They produced some very
good seventh grade writing.
Since writing is an integral part
of the seventh grade language
arts curriculum, I believe it is
necessary to give writing oppor-
tunities that will engage every
student, like this one did.

AR: Are the FOK applicable in
subject areas other than language
arts?

EK: Once they are known, all it
takes for any teacher to use FOK
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The greatest value of
applying FOK is
connecting familiar
information with
new information.

in her classroom is a little
creativity. Sometimes it only
requires recognizing that an
activity does draw on students’
FOK and exploiting that aspect,
like I did with the writing

contest, A science teacher might
use students’ experience with
agriculture to teach growth
cycles or the chemistry of
pesticides. A social studies
teacher could easily use students’
experience with national and
international travel. A math
teacher could use the time and
distance aspects of travel for
calculations. The greatest value
of applying FOK is connecting
familiar information with new
information.

AR: Do you think other teachers

would benefit from discovering
the FOK of their own students?
EK: Absolutely. The project
showed me that my students’
cultural knowledge serves as a
resource that is at my disposal in
the classioom. Cultural differ-
ences between teacher and
student are not obstacles to be
overcome, but rather tools to be
understood and used. Leaming
some of my students’ FOK
enriched my teaching. As [
continue to learn, I expect
improved teaching practices will
promote my students’ success.

Other Discovering Our Experiences volumes:

Vol. 1: Leadership for Change in Bilingual /ESL Education
Vol. 2. Reflective Practice for Teacher Change

Vol. 3: Transforming Ourselves Through the Power of
Mediated Instruction
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A New Look at Parent Involvement

by Leslie Patterson & Shelia Baldwin

e used to think that, if we

invited parents to school,
served food, and explained
clearly how they could help us
help their children, we would be
doing all we could to encourage
parent involvement. Too often,
the same few parents showed up,
and we never heard from the
others until there was a problem.

These disappointing experi-
ences with traditional approaches
to parent involvement have
forced us to acknowledge that
sometimes the answer is not
simply to provide more informa-
tion to the people we want to
change,We do not see much
evidence of a simple linear
relation between more facts, on
one hand, and changing behavior,
on the other hand. Too many
other factors intervene—differ-
ences in life experiences, current
econoric situations, media -
images, personal relationships
with faculty, and our own igno-
rance and our arrogant attitudes.
Reality is too complex to predict
or control how parents will
respond to our best efforts at
involving them in the academic
lives of their children.

These disappointing and
unpredictable results of our
efforts to encourage parent
involvement have forced us to
search for alternative explana-
tions—conceptual models to help
us understand and participate in
the complex lives of our class-
rooms and school communities.

As we look for those alterna-
tive models, we have discovered
that physical scientists—biolo-
gists, physicists, and mathemati-
cians—have begun to study what
they call complex adaptive
systems. Ecosystems, the
weather, and some computer
programs are all complex
adaptive systems. This article
will explore the principles
underlying those systems to
explore whether they are appli-
cable to our work with students
and parents.

... traditional approaches
to parent involvement
have forced us to acknowl-
edge that sometimes the
answer is not simply to
provide more information
to the people we want fo
change,

What Is A Complex
Adaptive System?

Because of recent work in the
physical sciences, we see that
social systems can be seen as
complex adaptive systems (Gell-
Mann, 1995). Scientists in many
fields are beginning to view
phenomena in their fields
(chemistry, ecology, meteorol-

ogy, evolution, and computer
science, among others) as the
work of complex adaptive
systems. Complex adaptive
systems seem to share a few
basic principles: self organiza-
tion; unpredictability; continual
flow and change; interde-
pendendence; a critical relation
between differentiation and
similarity.

Self-organization

In complex adaptive systems, it
appears that everything is in
disorder, that nothing is predict-
able or contrellable. However, as
we “zoom out” and study the
system as a whole, we can see
order in this chaos—recogniz-
able patterns in the system’s
behaviors, and we can see that
these behaviors are generally
goal-directed, aimed at sustain-
ing the system by adapting to
changes in the environment,
These goal-directed behaviors
seem to happen spontaneously;
they are not the result of deliber-
ate decisions. Rituals, routines,
and teacher and student roles are
a few of the patterns in schools
that can indicate self-organiza-
tion.

Unpredictability

Although we see recurring
patterns across complex adaptive
systems, the behavior of any one
molecule or organism within the
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In complex adaptive
systems, a change in one
part of the system will very
likely affect other parts of
the systent.

system is absolutely unpredict-
able. A slight change at any point
in the life of a system can either
cause catastrophic change
(sometimes called the Butterfly
Effect) or can be negligible. In
the same way, a major structural
change can ultimately have little
or no effect on the behavior of a
complex adaptive systen. The
system responds to its environ-
ment in unpredictable and
sometimes very surprising ways.
In schools we see numeros
examples of this principle at
work, Greeting a child warmly at
the beginning of the day would
seem to be a small act, but it is
one that can make dramatic
differences in the way a child
perceives himself and his work,
the way his classmates perceive
him, and, ultimately, in the ways
he responds to instruction all day
long. On the other hand, we have
all known of curriculum projects
that required large nvestments of
time and material resources
which made little or no differ-
ence in teachers’ daily decisions.

Continnal Flow and Change

In complex adaptive systems
we see a we see a continual flow
of epergy or information. Think -
of the weather—wind, clouds,
moisture, and temperatures are in
constant, interdependent move-
ment. It is this movement itself
that jeads to the self~organization
of a rain storm or a whirlwind or
a beautiful spring day. In
schools, we can think about the

continual exchange and transfor-
mation of information—informa-
tion relayed through words,
pictures, signs, gestures and
facial expressions. No one is in
control of this continual, interde-
pendent movement of ideas,
words, emotions, understandings,
and behaviors.

Interdependence

In complex adaptive systems, a
change in one part of the system
will very likely affect other parts
of the system. In a mechanical

system, like a car, that is not true.

If one part breaks down, the
whole machine may not work,

" but a change in one part of a car

will not cause other parts of the

When we recognize these
interdependencies, we can
make much more thought-
ful decisions.

car to change. A human body is
clearly a complex adaptive
system. A person’s emotional
state can affect the digestive
system. Stress can affect the
immune system. Nutrition can
affect the whole body in very
individualistic and unpredictable
ways. In the same way, class-
rooms and schools are clearly
interdependent. A new librarian
can affect students’ reading
habits all over the building. A
broken copying machine can
cause everyone to have a bad
day. When we recognize these
interdependencies, we can make
much more thoughtful decisions,

Dynamic Interpiay Between
Differentiation and Similarity

In complex adaptive systems,
differentiations—contrasts
between and among parts of the
system-—seem to drive move-
ment and change. In the same
way, similiarities or patterns
across the system can be critical
to the stability of the system as a
whole. With too much differen-
tiation, the system disintegrates;
with too much similarity, the
system becomes static and
cannot respond to changes in the
environmpent. In school settings,
questions and goal statements
point to differentiations that can
be productive driving forces.
Inquiry and conversation can
help us focus on these critical
differentiations and can help us
look for unifying similarities.

Schools as Complex
Adaptive Systems

Considering these characteris-
tics of complex adaptive sys-
temns, it seems self-evident that
schooling is also a complex
process, with that complexity
playing out at multiple levels
within the system. Schools and
classrooms exhibit those charac-
teristics in thhese ways!

=Although 3rd graders
may exhibit similar behaviors,
behavior and learning are
essentially unpredictable among
each individual.

»(Classrooms and schools
are always changing; information
and energy is always flowing
between and among teachers,
students, and parents.

»Teachers, students, and
parents are clearly mutually
interdependent. Each classroom
is a subsystem, interdependent
participants in the larger school
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system. The community, of
which each family is a subsystem
is another system. School
children are parts of both these
classroom systems and the
family systems.
=Questioning and goal-
setting are clearly examples of
differentiation in school systems;
the recognition of similarities
occurs through metaphor, story-
telling, and conversation. This
interplay between differentiation
and similarity leads to learning.
Complex adaptive systems are
often nested within mbre com-
plex systems. We can think of
many subsystems within schools,
each of which exhibits the five
characteristics of complexity
listed above. One way to view
these interdependent systems is
take a micro/macro perspective,
which would lead us to see the
following subsystems as relevant
to teaching and learning in
schools:
estudents transacting
with their peers
*a teacher and students
working together within one
classroom
steachers working
together as they plan curriculum
and instruction
ecampus administrators
and teachers making schoolwide
decisions
edistrict and state policy
makers setting mandates and
accountability criteria.
Outside the school, complex
systems are also at work:
*families
*neighborhoods
*social groups (gangs,
churches, clubs, friendships)
*ethnic/cultural communities.
It is at the boundaries between
and among these subsystems that
our parent involvement work
must happen.

It is at the boundaries
between and among
these subsystems that
our parent involvement
work must happen.

Self-Organization in Schools

From our study of complex
adaptive systems in the physical
world, we know that change is
mevitable. Change is the way a
system can adapt to a changing
world. Changes in complex
systems seem to move toward
randommess, stagnation, or
toward self-organization. Ran-
domness seems to happen when
the new information and energy
coming into the system make the
participants more and more
different from one another.
Under these conditions, no
system-wide behavior develops.
On the other hand, self-organiza-
tion seems to result when the
movement of information and
energy into and within the
system make it possible for the
participants or components in the
system fo move into various
patterns. These patterns (some-
times called self-similarity)
resonate through the system,
sormetimes triggeting system-
wide behaviors that lead to re-
organization of the whole system
at higher levels of complexity.

A very simple example of this
is when students first walk into
class and the teacher is sitting in
the rocking chair, beginning to
read a story aloud. The story can
be so interesting that, as students
come in, they begin listening and
move close to the teacher. Those
who want to hedr the story signal
to the others to be quiet and
listen. In a very few minutes,

everyone in the room can be
deeply engaged in listening to
the story. The class has self-
organized into a “listening
system.” )

‘When we see this phenomenon,
we often say that “the whole is
equal to more than the sum of its
parts.” When we experience it as
a participant in a group of
learners, we sometimes call it a
“shared epiphany” or “synergis-
tic learning.” Our goal in such -
learning is to help groups of
learners (whether they are
students, teachers, or parents),
participate in this kind of com-
plex adaptive system through
which information and energy
are free to flow in ways that
encourage self-organization,

Inquiry and Conversation to
Promote Self-Organization

Using what we know about
complex adaptive systems, we
hypothesize that inquiry and
conversation will increase
information flow and. will
encourage adaptive self-organi-
zation and new system-wide
behaviors. We are confident that
these new behaviors will respond
to environmentat demands, and
that these adaptive behaviors will
help the system survive and
reach its goals. We also assume
that this movement will not be
steady and that there will be
surprises along the way.

From a systems perspective,
we can see several subsystems
that are critical to systemwide
self-organization in schools:
students, the individual teacher,
the faculty, the campus, parents,
and the community. The figure
below shows several obvious
relations between and among
these subsystems, The small
arrows indicate the boundaries
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across which critical connections

_can be made. Of course, a
complex adaptive system cannot
be clearly represented in a static,
two-dimensional diagram, so this
figure is meant to snggest critical
relationships rather than to be an
absolute representation. A
systems perspective suggests that
increasing the information flow
within, between, and among
these subsystems will enhance
the opportunities for transforma-
tive feedback, for self organiza-
tion and for the kind of learning
that leads to sccial action.

Figurs |, Complex pdaptive systems and parent invotvement through Funds
of Knowledge.

Funds of Knowledge Projects
Promote Self-Organization

Within this context, we suggest
that inquiry and conversation can
open the information flow
between the school and the
home. When teachers become
researchers in a Funds of Knowl-
edge project (Gonzales, Moll,
Floyd-Tenery, Rivera, Rendon,
Gonzales, & Amanti, 1993;
Moll, Amanti, Neff, & Gonzalez,
1992), they go out into the
community, into students’
homes, and use both inquiry and
conversation to learn more about
what funds of knowledge are
present in that home comrmunity
that can suppert school learning.
The large arrow in the figure
below represents the potential

information flow in Funds of
Knowledge projects.

Opening those boundaries
between classroom and home
communities through a Funds of
Knowledge project can result in
surprising and rewarding learn-
ing for parents, for students, and
for teachers, This new learning—
this unpredictable self-organiza-
tion of ideas, knowledge, and
ideas—Ileads to new behaviors
for individuals, but it can also
lead to self-organization across
the whole system. That can mean
a dramatic change in the ways
parents and
teachers work
together. It can
mean a growing
sense of trust
between parents
and teachers. It
can mean a
powerful sense of
reassurance and
confidence in the
future as students
see their parents
and their teachers

- in new relationships. These

dramatic system-wide changes
will lead to many particular
changes in the decisions made by
parents, by teachers and by
students themselves. Those
decisions are totally unpredict-
able and particular to individuals
but can also lead to significant
programmatic decisions.

The articles in this volume are
filled with those decisions—
decisions which were absolutely
inconceivable when we began
this project. The inquiry and
conversations required by a
Funds of Knowledge project
have led us far beyond our old
notions of parent involvement.
We now understand that we are
not in control of parent involve-

ment; as teachers, we are just one

part of this amazing self-organiz-
ing system. We are beginning to
understand that it is our role to
open the boundaries so that
inforration can flow in all
directions through these complex
systems we call school and
home. We are beginning to
understand that, through inquiry
and conversation, can invite
everyone to participate in these
amazing self-organizing systerns
we call home and school.
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Cinnamomum zeylamcunﬂcmnﬁmon Avery desirable spice used around the
world, it has been given for reducing mbscle tension, re[levmg gas, stimulating

appetite and as an asiringent.

From Funds of E{moﬁédgge to
A Parent Partnership

by Rubdn Gonzales

As I reflect on my own
personal funds of knowl-
edge there are a few people that
have influenced me throtighout
ny life. My grandmother,
Fugenia Acosta Gonzales was
very influential through her
cuentos and the love for reading.
Her cuentos would always start
with the words, En aquellos
tiempos..... She was constantly
telling us stories of her childhood
and her beloved Papd Mon. She
was quick in remembering
peoples names and family
members. It would always seem
that Pap4, my grandfather could
never remember all the details,
50 she would end up teling us
the story. I enjoyed listening to
all the stories from los aquellos
tiempos, even if I had heard the
story over and over. Even
though Eugenia passed away -
almost two years ago the stories
continue to be passed on to
others.

Education is a very important
aspect to me personally just as it
was Tor her. One of the {raits that
I continuie in my own classroom
is the storyielling of my own
personal life to my students.
These two are intertwined in my
daily teaching with my students.
It is like if I develop a special
bond with them just like a parent
would with their own child.

I am going to share one of her
many stories that she would tell

us. This story illustrates part of
my own funds of knowledge that
I have continued in my own
teaching career. During the early
1910’s the family moved to
West Texas. They lived in a one
room house that had gaps in the
floor. She would teli us that the
mice that lived underneath the
house became her friends. The
mice would stand on their hind
legs to accept the food and water

I enjoyed listening to all
the stories from los
aquellos tiempos, even if I
had heard the story over
and over, Even though
Eugenia passed away
almost two years ago the
stories continue to be
passed on fo others.

that she would give them.
Eugenia’'s desire was to learn
how to read and write. She
would sit down each evening
with a lantern and practice
reading and writing. She actually
learned how to read by reading
One Thousand One Arabian
Nights. She would read a differ-
ent story everyday, because it
was a different story with a
moral ending. She would sit by

the lantern practicing her pen-
manship by using an old Sears
catalog as a model. Eugenia’s
desire was to be a teacher, so she
wonld sit her brothers and sisters
around in a circle as she would
conduct class, She taught them
math, reading, and writing.

Eugenia never forgot where
she came from, because the rest
of life was devoted towards
education. She learned how to
read and write English, so she
would serve as an interpreter for
many people. She taught many
people how fo read and write in
Spanish.

My grandmother had a great
influence on my father, Abelardo
Gonzales on the importance of
reading. He was always reading
the Odessa American, which is
the daily newspaper from
Odessa, Texas. We were never
allowed to touch the newspaper
untit he fimished. When my
father was not working or
watching television he would be
reading. Even today he continues
to read different types of litera-
ture. I remember that our house
had baoks for us to read all the
time. My mother would take
Sylvia, my sister, and I to the
Public Library to check out
books during the summer. I
would even read the encyclope-
dia, when I would not have
anything to read.
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_Religion is very impostant in
my family. We would always go
to the 8:00 Mass at Saint Agnes
Catholic Church, As achild, I
always wanted to be a priest.
Jimmy Primera and I had the
opportunity to attend a Vocations
Workshop in Liberty, Missouri at
the end of my seventh grade
year.

I went again in 1977 with Sam
Sarabia at the end of my sopho-
more year in high school. That
summer my family and I went to
Missouri to go visit Precious
Blood Seminary. We were eating
lunch outside Wichita, Kansas
when the news came out that
Elvis Presley had died. With my
family’s blessings, 1 left home in
August 1977 for Precious Blood
Seminary for my last two years
of High School.

I went to Donnelly College my
first year of college. I transferred
to Rockhurst College in Kansas
City, Missouri. Rockhurst is run
by the Jesuits priests. In the
Spring of 1983, I decided that I
would leave the seminary. 1
wanted to work and decide as to
what I wanted to do with my life.
That Spring, I also graduated
with a BA in Communications,

As T look back to those years, I
can honestly say that I had a
great time even though school at
that time was very difficult for
me. [ just had to study harder.

I moved to Houston in 1983. 1
worked in rmanagement jobs. In
1990, I applied to the Alternative
Certification Program (ACP). I
started out as a long- term
substitute position at Cage
Flementary. I have been there all
of my teaching career.

I currently am working on a
Masters degree in Educational
Administration at the University
of Houston. I am very involved
in the daily activities of school

SZ;;;E All of the students receive Title One services,
the since it is a campus-wide program. Ninety-four
Cubmaster | Pereent of the students are on Free/Reduced
for the Lunch program. Fifty-two percent of the

pack at students are in Bilingual/ESL programs.
school. I

also serve

as Commissioner, Roundtable
leader, and Scout leader Trainer
for the Sam Houston Area
Council Boys Scouts of America.
1 am also part of the Shared
Decision Making Committee
(SDMC). I am also part of
various comnittees around
school.

The School

Rufus Cage was founded in
1903 as a two-room schoothouse
in the rural surroundings in east
Houston. As the east area grew
into an inner city it welcomed
Jews, ltalians, Mexican and
Central American immigrants
(Amstutz, 1997). In 1910 a new
schoolhouse was dedicated on
Telephone Rd. The present Cage
is located on Telephone and
Ernestine. This building was
opened in 1983.

For the school year 1996-1997
there were 778 students enrolled
at Cage. Ninety-five percent of
the stadents are Hispanic. The
enrollment of White and Afro-
American students is at two
percent each. One percent of our
students are Asian (Amstutz,
1997). All of the students receive
Title One services, since it is a
campus-wide program. Ninety-
four percent of the students are
on Free/Reduced Lunch pro-
gram. Fifty-two percent of the
students are in Bilingual/ESL
programs. Seven percent of the
students receive services under
the Special Education program.

In the school year 1996-1997
the school was divided into three
vertical teams and a Pre-K-

Kindergarten team, which is the
concept of schools within
schools. The teams divided so
that the students from the same
family are in the same vertical
team from First to Fifth grade.

Each of the vertical teams are
responsible for a school wide
event. Arcotiris is responsible to
put together the Math Olympics.
Solaris is in charge of Spelling
Bee and Bilingual Bee. One of
their teachers also does the
Scroggins Literature Contest.
Grand Caravan puts together the
Science Fair for all students. One
of the teachers is also in charge
of the Post Office system for the
team.

Beginning the school year
1997-1998 there will be only
three vertical teams from Pre-
Kindergarten-Fifth grade. The
faculty and staff voted so that
Cage would be a Charter school
next school year, but this is
pending school board approval.

The PUMA program is a field-
based training for student
teachers froem the University of
Houston. They are paired with
master teachers to guide them
through the student teaching
semester. This gives them the
chance to put into practice what
they learned in their classes with
the students. The teacher and
student teacher spend many
hours collaborating on lessons
that will be presented during the
week. It gives the teacher a
chance to work with small group
instructions.

Sharing the campus with Cage
is the Middle school component
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called Project Chrysalis. They
are a charter school with ex-
tended school hours. They do
their academics in the morning
and go out in the afternoons to
work on service projects around
the Houston area. They travel on
the Metro buses to get them to
their destinations. The have
service projects with Project
Row Houses, Musenm of Fine
Arts, and Ripley House. Some
of the students also go to the
Houston Chronicle and work the
staff. They have also had the
opportunity to go out on major
field trips to Washington, DC,
the Ozarks in Missouri and to
Sea Camp in Galveston. The
majority of the teachers in
Project Chrysalis are with Teach
for America prograni.

Special Edecation

Students who are having
difficulty in mastering objectives
go to the Pass Center to receive
individualized instruction by the
teachers in the Center. The
teacher does either individual or
group teaching with stadents.
The students who are labeled for
Special Education programs go
the the Pass Center to receive
their services. The Pass Center
teachers also provide teacher
support by recording stories,
STAR testing, Accelerated
Reading program, and doing
modifications for students. The
center also provides highlighted
textbooks to those students who
are in need of them.

Blisa provides support to the
classroom teachers by using
inclusion strategies. She consults
with teachers who have students
with behavior problems. A
couple of years ago, she helped
me with one of my reading
groups, so that I could work with
Jesse one to one. I was able to
spend time with my own reading

group as well as Jesse, He came -

into thie ¢lassroom tinable to’ read:i"_"? €]
either in Spanish or English. He'

left the classroom reading
Spanish and English, which was
the proudest moments in my
teaching career.

The Pre-School Program for
Child with Disabilities (PPCD)
serves our four year old students
with special needs. Two aides
assist the teacher with these
students. Anthony is the bilin-

The community around
the school consists
tiainly of older homes
and apartments.

gual self-contained special
¢ducation teacher. The model for
inclusion and mainstream are
used with some of the students.
The students receive instruction
according to their needs. Speech
is another service that is pro-
vided to the students.
After School Activities

There are a variety of programs
that a student can join in after
School activities. The Cub
Scouts and Girl Scouts are active
on campus by being the patrols.
The Drifl Team performs for
special functions on campus as
well participating in parades. The
YMCA Teen Court recently won
1st place in their own division.
The students who go through the
Teen Court program provide
community services after school
On Campus.

Parent Services

A few years back the school
decided to hire a Social Worker,
so that the focus could be on the
family. The Social Worker is

constantly helping the families

and connectmg thern with social

counse]mg with students as well
as lessons for. classroems )

The Heuston Independent
School District recently estab-
lished the Parent Recen ..
Center with a. Parent:Educator
The Armandma Soto Pa.rent
Center was recently dedzcated for
the parents of our students; The
parent educator’s responsxbxhty '
is to set up classes, whether it be
parenting, ESL, sewing, acrobics
Or computer.

The Commumnity

The community around the
school consists mainly of older
homes and apartments. There are
many homes in the area in dire
need of repair, Many of the
children from the neighborhood
join the baseball Little league in
the Springtime. The area lacks an
enterfainment center like a
bowling alley, movies or recre-
ation center. Cage has a Spark
Park in which the neighborhood
is allowed to use after school
houss.

The Lopez Family

There were several reason as to
why I chose to work with the
Lépez family for this study.
Maria is Juan’s aunt. About four
years ago, Maria was in my third
grade classroom. She is in
Project Chrysalis, so her mother
remains active in school. Juan
was in my classroom this past .
year. I have known the tnothers
of these two students for some
time. I met José, Juan’s father,
at one of the parent meetings that
we had during the year. 1 was
also interested in this family,
because Juan has been involved
in the Cub Scouting program at
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Cage for the past three years.

There are some things that I
found while working with the
Lépez family. First of all Educa-
tion plays in important part of
their lives. Second, providing a
nurturing environment for Juan
and Lisa. Third, a spirit of
adventure by moving to the
United States from El Salvador
and setting up a business.

When Rachel was ten years
old, she urged her parents to
move to the United States to go
to school. Manuel and Rosa
moved the family to Los Angeles
around 1980. His family was
living in the Los Angeles area, so
it made sense to move to Califor-

nia. Rachel and Elena grew tired -

of living in Los Angeles, so they
moved back to live with their
grandmother in El Salvador.
They went to school in El
Salvador. Rachel graduated in
1987 from a high school in El
Salvador.

Rachel and her mother bring
the kids to school everyday and
they talk with them. Juan and
Lisa’s job are to study hard to
learn, so that they will be able to
get things in the future, This is
evident through an entire rack of
Walt Disney tapes that they have
in the front room of the apart-
ment. The children watch these
videos all the time. They watch
the Discovery Channel and
Nickelodeon. Juan gets up early
during the weekend to watch
cartoons. Juan and Lisa do not
watch regular TV programs.
Since they are in bed by 8:30
they listen to cassettes by
Enrique and Ana, who sing
children’s songs. ‘

Rachel is the one that helps
them with their homework. She
even siudies the Math book, so
that she can help Juan with the
homework. She makes certain

that Juan maintains his Spanish
reading. He is already reading in
English and is doing rather well.
He is ready to take two or three
Accelerated Readers test a day,
so he is reading quite a bit. The
family speaks Spanish at home,
even though the parents do speak
some English. Juan does not try
to show Lisa either to speak or
read in English.

Rachel attended all of the
parent meetings. Juan and Lisa
were involved in the after school
aerobics. Juan also attended the
Art Club. Juan was a Bear in Cub
Scouts. Rachel volunteered to be
a Brownie Scout leader when a
Girl Scout Troop was started in
the Spring. She and her mother
attended the adult aerobics on
campus. José did attend school
for the first time in January a
Parent TAAS meeting. José
works for a car repair shop where
he does state inspections and
emission testing. He took a
course in order to be certified.

José and Rache! want to
provide a nurtuning environment
for Juan and Lisa. The weekend
gives them the opportunity to be
together to do things. They enjoy
going to San Jacinto or Texas
City to go crabbing. Rachel will
then come cook the crabs for the
family to enjoy. They also go out
as a family to the movies. Juan
enjoys riding his bicycle, so he
and his grandfather take long
bicycle rides. Juan also enjoys
playing basketball with Andrew.
There was a debate as to whether
or not Juan would get a Nintendo
64, because of his conduct at
school.

They expressed a concern for
the violence out in the neighbor-
hood. They want to make sure
that Juan and Lisa are aware of
the situations, so that they will
not get involved in either gangs,

or drugs. Rachel told me that a
friend in the classroom is a
different friend out in the neigh-
borhood. The only true and
sincere friend is in your heart.

Finally, there is a sense of
adventure in them that yearns to
be successful in their endeavors.
They simply uprooted the family
and moved to Los Angeles.
Rachel and her sister went back
to El Salvador, but Maria and her
brother stayed with the parents.
During this time Manuel worked
in a body and paint shop while
Rosa worked making jewelry.

After awhile Manuel and Rosa
owned a t-shirt store, Things
went well for them for awhile,
but then they lost the business.
Elena and her husband recently
opened their own small business
selling corn in front of a grocery
store. It is within the same spirit
of entrepreneurship as Manuel's.
Rachel feels that she would not
want to be confined to a busi-
ness, but feels satisfied when she
takes cars back to El Salvador or
Guatemala and sells them. It
gives her the feeling of accom-
plishment. She commented that it
was not the money, but rather
pride. A couple years ago, she
lost her purse with money and
passport and had to stay there for
a couple of months until she got
a new passport.

Manuel moved his family to
Houston in 1986, because it is
closer to El Salvador. José and
Rachel still travel to El Salvador,
since his family still lives there.
They are planning on driving a
car to Fl Salvador this summer to
sell it and spend sometime with
José's family.

The Classreom

I talked to Rachel, Juan’s
mother; every morning about his
progress or conduct, because she
and Rosa, her mother, would be
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at school for breakfast everyday.
Juan is an excellent student and
is a leader in his own way. He
understands the concepts, so he
always is the first to complete his
work. Juan was having problems
with his conduct in the class-
room, §0 we were. working
together to solve the problem.
She was very concerned with the
situation, so she would do things
with hirn at home to deter this
type of behavior at school. Juan
is full of energy, so he tends to
wonder around the room talking
to others, playing around or
disturbing the other students
while I would be teaching. We
started working with a solution
from the beginning of the school
year unti! the end.

Things started to get sticky
shortly after starting to work
with them on this project. Juan
got in trouble and was sent to the
Assistant Principal for his
behavior in the classroom. He
was referred to the YMCA Teen
Court. His parents were there
during the trial and he received
ten hours of community service.
This was a tense time, because
she wanted for José to under-
stand as to what she goes through
everyday with Juan. It alsoa
good time to point out that he
went to sixth grade in El Salva-
dor, which is a completely
different educational system
from the United States. He
attended the Parent TAAS night
in January, which was the first
time that he had been to Juan’s
school. He does value school and
wants the best for Juan and his
sister.

Juan and José joined other Cub
Scouts in a District event and
camping weekend. This was the
first time that Juan and his father
would spend some quality time
together. It started to rain during

I was grateful for Rachel’s
help during the school
year in working with me to
improve Juan’s behavior.

the day events, so the Scouts
went with their fathers to the
scheduled events. José and other
parent cooked the lunch, which
he commented that he was
having a good time. At the end of
the day, I noticed him driving up
towards me with Juan. He told
me that he was going home,
because he didn’t like the way
that Juan was disciplined by
another Scout leader. He didn’t
feel that anyone had a right to
discipline his son. I went and
tatked to the Scout leader and
found out that Juan was in an
area that was prohibited for all
Scouts. I explained the situation
to Rachel and she was in agree-
ment that José needs to learn
how to discipline Juan. He
needed to look at the situation
before jumping into conclusions.
There was an improvement on
Juan’s behavior shortly after he
completed his community hours.
He was calmer than before and
would follow my instructions. I
would make sure that he did
tasks that would involve move-
ment for him. Mr. Walter Flores,
the student teacher, would divide
sheets into quarters in which
Juan would have to complete a
section at a time. At the end, he
would go to the desk to put the
pieces together. We controlled
his movements, and he would not
get frustrated in having to stay in
his seat. He would be sent out on
errands, so that he could get
some exercise. Slowly his
conduct started to improve in the
classroom. He was on tasks the
majority of the time. All during
this time Rachel, Mr. Flores and

I were working together on
Juan’s conduct. I knew that we
would need to work with the
Rachel, because she handled the
discipline at home. I knew that
he would be punished and lose
privileges at home.

Everything was going well
with Juan until the week before
school ended. He got mad with a
student and bit him on the arm. |
took them to the office and Juan
got suspended for two days. It
seemed what we had been
working towards all year seemed
to fall apart. Juan had to realize
that a bit is a severe infraction,
whether it is done on the first or
last days of school. Rachel
realized that what Juan did was
wrong in the first place, but it
was difficult to understand the
severity of the punishment right
before school was to end.

I was grateful for Rachel’s help
during the school year in work-
ing with me to improve Juan’s
behavior. Sometimes it is diffi-
cult knowing that we were
working together in this project
to keep it from being a distortion
of the results. She has been very
supportive of me in working with
Juan during the school year. It
seemed that T was able to lean on
her when I would need to get
things done for the classroom, or
for the Scouts.

Conclusions

I enjoyed doing this study with
the Lépez family. I got to know
more about them during this
short period of time. They had
wonderful stories to share with
me. They opened their home and
hearts to me in order to do this
project. We all have our own
stories to tell, but need someone
to take the time to share them
with,
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Rosa canina/dog rose: The hips of the dog rese are one of the richest sources
of Vitamin C and are given for colds, mild diarrhea and stomach upsets. The
rose petals are used in water to soothe the skin.

A Full Circle of Understanding: Inmmersion
IntoYour Student's Environment, Departure
From Your Own by Jennifer Lauren Jones

quoted a line from Robert

Frost in my high school
yearbook which describes my
life so far and sets a course for
the days to come. I have the
guote etched in my memory,
possibly not as Robert intended it
to be communicated, neverthe-
less I quote it now from my
mental tablet, “somewhere ages
and ages hence 1 shall be telling
this with a sigh, two roads
diverged in a yellow wood and [,
1 took the one less traveled by
and that has made all the differ-
ence..."” .

Born fourth of four girls daring
a Connecticut winter, I was a
precocious child who sang to the
Beatles and danced the hustle,
My family arrived i Connecticut
before I was born and have never
left it. Having never moved as a
child, I grew to believe I could
do anything and explore any-
place simply because I always
had somewhere to go home to.
Confidence, extroversion, and
curiosity were traits [ developed
early on, attributes that contrib-
ute to my never-ending pursuit of
seemingly unconnected auxiliary
skills such as trombone, knitting,
or salsa dancing. While I no
Ionger play the trombone, I can
knit mittens, and I used to hold
my own in Latin dance circles.

My family, as I like to say, are
a bunch of gringos puros (purely
American people), but I speak
Spanish well. My language

proficiency is the resuit of my
desire to avoid seventh-grade
reading class and my mother’s
pressure to leam a “useful’
language. Throughout seventh,
eighth, and ninth grade I endured
Spanish in order to meet the
aforementioned requirements.
Somehow endurance turned into
self-motivation and interest in
learning about and seeing more
of the Hispanic culture.

The summer after my junior
year in lngh school I headed to
Bucaramanga, Colombia as an
AFS exchange student. I love
Colombia for its people and its
literary qualities; Colombia
pulses with rhythm and flavor.
Colombia lead to Spain, Spain
and my Mount Holyoke College
experience propetled me into a
summer internship with the U. 8.
Department of State’s American
Consulate in Panama City,
Panama. My expericnces in
Panama were quite thrilling:
being tear-gassed with then-
President Bush, visiting the city
morgue, as well as writing a
report on female U.S. citizen
prisoners in local jails. [ left
Mount Holyoke with a degree in
International Relations and a
degree in Spanish Literature: 1
especially love the work of
Isabel Allende,

Riding on planes between U.S.
and foreign destinations became

‘my post-college reading time.

During my first three years out of

college, 1 worked for a small,
international management
consulting firm based in Cam-
bridge, Massachusetts. My
consultant position required me
to travel to places such as
Houston, London, and La Paz.
Bolivia was one of my favorite
assignments. [ spent three
months traveling arcund the
country, stitdying the informal or
unregistered business sector of
the economy. Prior to and after
my Bolivian experiences, I spent
time analyzing trends in indus-
tries ranging from artificial
graphite to infant formula.
During the infant formula case I
began to think about my future,
particularly the contribution I
was making to the common good
of society.

After much thought, I decided I
should be spending less time in
the office or on airplanes, and
spending more time trying to
improve the lives of those less
fortunate than L. My goals
clarification exercise lead me to
join Teach for America because I
believe in their vision of an
equifable education for every
child.

The rest of my autobiography
remains unwritten, in the interim
I am at Cage Flementary on
Houston’s east side. I am in
Room 133, the bilingual class-
room where the teacher some-
times learns more than the
students.
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Cage Elementary and the
Surrounding Community
Houston’s Fast End, where

Cage is located, is a vibrant
community of Hispanic immi-
grants. The area used to one of
high transition, which meant a
large number of students entering
and leaving schools during the
academic year. Recently the
neighborhood has become more
stable, resulting in student
mobility figures below 20%
annually at Cage. The
community’s large immigrant
population frequently use
English and other native lan-
guages, at Cage more than half
the students are classified as LEP
or Limited English Proficient.
LEP classification means the
school community must work
harder to ensure content mastery,
despite language barriers. Many
East End residents struggle
financially; 96% of Cage’s
students receive free or reduced
lunch. The combined language
and financial pressures experi-
enced by Cage students causes
almost 60% of our students
classify as at-risk for academic
failure. Despite the struggle our
community encounters, the
parents, teachers, and students at
Cage come together to make our
school a place for everyone to
grow and learn.

My Funds of Knowledge

_ Family

Delores (not her real name) is

the second of three children.
Delores’” mother (age 28) stays
home with the children, while
her father (age 32} works as a
welder. Delores’ mother com-
pleted the ninth grade in Mexico
and her father the fifth. The only
daughter, Delores has an older
brother in the fifth grade and a
younger brother in momning Pre-
Kindergarten.

The family emigrated from rural Mexico during the
summer of 1996. They followed other relatives who live in
Houston and Dallas. They currently reside near the
school in a three room house adjacent to a small apart-
ment complex which houses recent immigrant families.

The family emigrated from
rural Mexico during the summer
of 1996. They followed other
relatives who live in Houston
and Dallas. They currently reside
near the school in a three room
house adjacent to a small apart-
ment complex which houses
recent immigrant families. Their
house, built in the mid-forties,
has a stove, oven, sink and
bathroom, but no heat or air
conditioning. Boards and silver
electrical tape cover the home’s
broken windows, despite repairs,
the wind and cold sneak into the
house.

The family spends most of
their free time together, playing
games, singing, reading or just
talking. Delores’ parents incor-
porate the children in the family
decisions, from what to purchase
at the grocery to where to live.

The family believes children
should be heard and spoken to,
Delores’ mother believes chil-
dren need active support and
guidance from a parent, but they
should be allowed to make their
own decisions.

The family values harmony
and the children are punished,
usually by time spent sitting on
the bed, if they express anger
toward another family member.

The family is Roman Catholic,
they believe religion teaches
respect and honesty and pro-
motes hard work, the parents
work to impart those ideals to
their children. They also believe
the church promotes peace and

understanding, fundamental
tenets of their lives.

Delores’ mother attributes her
emphasis on child development,
religion, and family harmony to
her own past experiences.
Delores’s maternal grandmother
divorced her spouse and left
Delores’ mother to care for her
six younger siblings. Responsi-
bilities included cleaning,
shopping and cooking for the
family. At fifteen, Delores’
mother married to get out of the
house and “go to dances.” At
sixteen, her first child was bom
and she decided to dedicate her
life to ensuring opportunities
existed for her children to play
and grow with few domestic
responsibilities to impede their
development.

Description of Classroom

My small classroom at the end
of the hallway is designed to
accommodate the leaming needs
of my seventeen active, bilingual
second-graders. The classroom
setup is designed to foster a
cooperative learning environ-
ment, therefore have leaming
centers and smdents are seated in
groups. My students all sit at
tables with at least one other
student for the following rea-
sons:

e Students leamn from each
other in a cooperative
environment

e (roup seating lends
itself to small-group
activities which contnb-
ute to efforts to create a
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sense of community
within the classroom

e Students have opportuni-
ties to accept leadership
positions and develop
leadership skills during
group work

o Group setup is easy for
teacher facilitation
(students more closely
monitor each others’
activity)

e Student tables are
located in front of the
main chalkboard in order
to create an easy viewing
environment for ail
students.

Due to the small size of the
classroom and my efforts to
make my classroom student, not
teacher-centered, I gave away
my teacher desk and now locate
my belongings at the end of a
kidney-shaped table in the back
of the classroom. Seating myself
at the back of the room enables
me to observe students in all
areas of the classroom and
provides me with a quiet place to
hold individual meetings (when
other students are seated at their
tables).

Visiting Delores and her family
provided me with a new basis of
information upon which to build
a rapport with my students and
improve my instructional strate-
gies. After visiting, I realized my
attributions regarding her finan-
cial status were wrong. Although
classroom observation revealed
- Delores to be bright and well
adjusted, leading me to believe
she lived in a comfortable
economic status; Delores” home
revealed a family struggling to
make ends meet. After visiting, I
began to look for the signs of
poverty I previously missed,

Visiting Delores and her
Sfamily provided me with a
new basis of information
upon which to build a rap-
port with my studenis and
improve my instructional
strategies.

such as wearing poorly sized
uniforms, inappropriate dress for
the weather, and strict reliance
on the free meals program for all
food (never brings snack). Now,
I think harder when asked to
recommend students for free
clothing vouchers, or other

" economic-based programs at the

school.

Observing dialogues and
interactions between Delores and
her mother also motivated me to
make an effort to speak daily to
students who might not be
interacting with adults in the
home. Seeing how much care,
love and attention surrounded
Delores at her home, I also
realized I have an obligation as a
teacher, to the best of my ablity,
to duplicate that environment in
the classroom. Currently I work -
much harder to express indi-
vidual value to each of my
students and to see them as little
people who are growing when
they make me angry.

Delores’ mother and [ also
spoke at length about the safety
of the neighborhood, particularly
her concerns about letting the
children go outside io play,
something I took for granted all
children did. Seeing how stu-
dents’ neighborhood environ-
ments frequently confined them
to the indoors, I began to sched-
ule daily recess time during
which students play freely on our

safe, outdoor playgrounds.
Subsequent to my visits, I place
more emphasis on educating the
whole child, instead of focusing
on cognitive skiils alone.

Final Remarks

Participation in the Funds of
Knowledge project has helped
me build a knowledge base about
the students I teach and a com-
fort with the knowledge acquisi-
tion process. Prior to participat-
ing in the project, I possessed
many false attributions about my
students based on my personal
experience. Now I recognize the
need to explore, understand, and
utilize the experiences of others
when analyzing a situation. I
recomimend all teachers get to
know the family of at least one
stadent in their classroom
because full understanding
comes from immersion into the
student’s environment (the
home} and departure from your
environment (the classroom).

Observing dialogues and
interactions between

Delores and her mother

also motivated me to make
an ¢ffort to speak daily to
students who might not be
interacting with adulis in

the home.
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Mentha x piperita/peppermint; The most widely used herbal
remedy, it ased to calm digestive problems, colic, and to
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Funds of Knowledge Thﬁt-D@immish
Borders and Create New Dimensions

by Deb Shafto

y life in some ways relates

: to the lives of the family [
visited. T came to my education
and teaching rather late in life, as
I was, for years, a single parent
and was preoccupied with
supporting my son and myself.
There were few options for me
and I took what work would earn
enough money. When my son
went to college, I began to work
with emotionally disturbed
adolescents and for two years 1
operated a group home for seven
of them. With my second mar-
riage, 1 had enough support to
get my BA at the age of 54.
Through community involve-
ment in my neighborhood
school, I became interested in
teaching. I carned my MA Ed
this year and I teach bilingual
kindergarten at Cornelius
Elementary School. I hope and |
had hoped to provide the space
and the learning experiences to
allow my children to grow into
self governing, creative adults. 1
want them to have options and to
make choices that will yield for
them satisfying and productive
lives. This is my first year of
teaching.

Cornelius is located in the
south central school district and
serves a community of working
class people. Although only 2 of
the 7 kinders are bilingual, the
population is nearly half of
Hispanic descent. Almost half

are Black, and a small minority
are Caucasian and Oriental. The
school was designated as an
exemplary school according to
standards of both the State of
Texas Education Agency and
HISD. This means that within the
school there is a preat emphasis
on the TAAS test, and within the
comsnunity there is greai respect

I hope and had hoped
to provide the space
and the learning
experiences to allow
my children to grow
into self governing,
creative adulls.

for the school administrators.
Many of the parents go out of
their way and resort to devious
tactics to keep their children in
this school. At the beginning of
the year I established what [
thought were the proper routines
for kindergartners and had a
hostile confrontation with some
of the parents who wanted their
children to learn the academics.
My plans for group control of
behavior and community han-
dling of problems were met with
demands to “castigarlos,
castigarlos.”

The Funds of Knowledge

Project began to affect my
thinking and the dynamics in my
class when I started to look at
the children more closely to
choose the right one to visit. The
first parent I approached with the
request for an interview was the
mother of a child who had been
born in Mexico. She thought
about our program and decided
she could not risk the interview
because she does not live within
the district for this school,
although she gave the school an
address that is within the district,
she does not live there. She
transports her danghter to and
from school everyday because
she likes the school, and it is
convenient for her because she
works in the area. She was
hesitant to answer questions
about Maria’s father, and her
reluctance led me to believe that
she is not married to him. Both
of these factors have made her
feel very vulnerable, and unwill-
ing to have her demographic
information included in the
study, even under an assumed
name.

The second parent I ap-
proached lives nearby, but not at
the address given to the school.
She agreed to do the interview,
and I agreed not to divalge her
correct address to the school.
Mrs. Martinez is one of about 12
parents who escort their children
to the classroom in the mornings.
These parents often arrive early
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and visit with each other while
waiting for the bell to ring, and it
was from their interactions that 1
came to understand that my
request for an in-home interview
was an honor for her and added
to her prestige in the group.
Other mothers asked if I would
be doing more than one family
and said they would like to be
next if more visits were planned.
Graciela, the student whose
home I had arranged to visit,
clucked and crowed all day.
Several of the children asked me
to visit their homes as well. I
arranged the visit for a Sunday
morning and the Friday prior,
Graciela reminded me loudly
several times that this was the
weekend.

The Visit

Graciela and her family live in a
subdivision off Telephone Road
to the North and west of Hobby
Airport. Although there are some
exceptions, most of the houses
are small, two bedroom homes of
about 1000 to 1500 square feet,
They are owned or occupied by
successful blue collar workers,
foremen, supervisors, welders
and are nearly all of Hispanic
descent. Nearly all of the houses
are of the same design and all are
set back from the curb about 20
feet. The neighborhood is clean
and well groomed and many of
the houses sport flowers and
owner generated landscaping.
Graciela’s house has only one
small tree in the back yard and
that does not shield the house
from the hot Texas sun. The
grass is dense and green and
obviously cared for. There is not
a bald or thinning spot and not a
single blade pokes its head above
the others. The house is a single
story wooden frame single
family dwelling with a single car

When I asked Mrs. Martinez about her life, she told
me that she basically cleaned house, cooked, and
Yooked after the children and their clothes.

attached garage. It has two
bedrooms separated by a bath-
room. The front room, facing the
street belongs to the parents. It
holds a queen size bed, a dresser,
a chest, a night table, a doorto a
small closet and a small shrine to
the Virgin. The shrine is com-
posed of a small wall shelf,
draped with a coarse lace on
which sit two candles and some
silk flowers. Above the shelf
hangs a framed picture of the
Virgin. The picture is not
painted, but rather made of an
impressed plastic so that it
appears to be three dimensional.
Mrs. Martinez does not turn her
back to the Virgin, but positions
herself so that the conversation
includes the icon. My impression
was that the image is very real to
the woman. Mrs. Martinez
describes herself as religious
person who goes to church
regularly and frequently prays
for guidance in raising her
children, She does not believe in
corporal punishment and tafks
with her children when they have
misbehaved.

Both of her danghters are “bien
educadas” and have no problems
in school. In the back bedroom
that they share are a single bed
for Graciela, the youngest and a
double bed occupied by the older
girl, a fifth grader. A straw cross
is attached to each bed at the
head and a medal, which I now
recognize as the principal’s
award hangs in the room, along-
side Graciela's bed. The first
thing I noticed about the house
was the cleanliness of it. Every

nook and corner was clean and
my impression was that it stayed
that way most of the time.

Mrs. Martinez is a small,
moderately plump woman. Her
fifth grader, Sandra is nearly as
tall as she. She and her husband
were both raised in 2 small
Mexican town toward, but not on
the Pacific coast. She has been
in the U.S. about 15 years but
speaks little English vet. She is
enrolled this year in an after
schootl class to learn. Her hus-
band, a carpenter and a foreman
at his construction job, does
speak English well, but with an
accent. Sandra has leamned
English from the school and
from her playmates and speaks
without accent. Graciela has
leamed much this year, but it is
still Sandra who speaks for the
mother and interprets when
necessary. )

Mrs. Martinez

Mrs. Martinez’ life is restricted
by what appears are the demands
of her husband and her culmre.
Her husband does not want her to
work, and her culture dictates
what she does with the hours of
her days.

When I asked Mrs. Martinez
about her life, she told me that
she basically cleaned house,
cooked, and looked after the
children and their clothes. She
shops for incidentals by herself
or with her children, but her
husband accompanies her on her
weekly shopping trips. She has
acquaintances among: the parents
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of the children in classes with
her's, but they do not visit each
other’s homes, they spend little
time with each other except
while waiting to pick-up or drop
off their children. Mrs. Martinez
talks to Mrs. Perez by phone for
10 to fifteen minutes a day, but
they do not kaffe-klatch, they do
not visit each other’s hornes
although they live nearly across
the street from each other, They
do not have community projects
or programs of their own into
which they can invest their time
and creativity.

On a typical day, Mrs.
Martinez rises at 6:00 AM,
makes lunches for her family,
cooks breakfast, awakens her
husband and gets him off to
work. She then awakens the
girls, does their hair, gets them
ready for school and walks them
to their classrooms. She returns
to her home where she performs
some other household chores and
retums to school at 9:30 with
Graciela’s lunch. She completes
her housework and begins
preparation for the evening meal.
She picks up her children from
school, oversees their homework
and when it is done, she accom-
panies them to the neighborhood
park for a short time. On her
return, she finishes preparing the
evening meal, has dinner with
her family and cleans up after-
ward. She gets the children ready
for bed, and for a short time, if
allowed, they watch TV for an
hour before the children turn in.
After they are in bed, she
watches the serial stories on
Spanish TV.

There are certain other family
matters for which she is also
responsible. Mr. Martinez’
brother had eaten some bad
shellfish and was in serious
condition in the hospital. It fell to

Mrs. Martinez to sit with him ali
day, every day until he left the
hospital. [ had known from an
intellectual standpoint what some
of the effects of oppression are,
but I never saw them so clearly,
particularly in people [ know so
well. To me her life seems like
an endless string of house
cleaning and meal making. Her
only goals are involved with the
lives of her children. They are
both bright and she wants them
to go to college, perhaps for a

Although one can see semne
generational movement in
that Mrs.Martinez can read,
although not well, and both
girls will learn to be profi-
cient classroom readers, the
literacy tradition in the
family still primarily oral.

business degree and perhaps to
learn computers. She never asked
them what they thought they
would like to do.

Graciela

From my observations, Graciela
is destined to live a life with
nearly as few options as had her
mother. Mrs. Martinez whole
family, mother, father, sisters
and brothers have come from
Mexico and live in the greater
Houston area. Mrs. Martinez
talks to her mother every day on
the phone and considers her
mother to be her best friend.
They talk about the family
doings and Mrs. Martinez
frequently asks her mother for
advice, particularly about child-
rearing matters, as she considers
her mother to be a good mother,

and wise in the ways of children.
Sandra and Graciela feel the
same way about their mother.
They both said during my
interview that they want to be
like her.

Neither Mrs. Martinez’ mother
nor her mother-in-law ever went
to school and neither can read or
write. Although one can see
some generational movement in
that Mrs.Martinez can read,
although not well, and both girls
will learn to be proficient class-
room readers, the literacy
tradition in the family is still
primarily oral.

Although Graciela will be one
of the first in my class to become
a reader, because of the family’s
tradition of not reading, I
seriously doubt that she will ever
read for recreation. I saw no
magazines or newspapers except
for the TV guide. When T asked
if the girls had books I was
assured that they had many and
was shown a group of about five
Little Golden/Disney type books
that sat on a rack in the dining
area. There were no newspapers,
no novels, no magazines, and no
real books to be seen. There were
no books on the night tables.
School books were kept in the
girls’ book bags when homework
was finished. The living room
features the television. The sofa
and two soft chairs face it and
there is no lighting for reading.
The coffee table that sits in front
of the couch and one of the
chairs is clean except for the TV
Guide. Unless Graciela becomes
an avid reader, and allows books
to widen her horizons, or uniess
some dramatic event intervenes,
she could run the risk of growing
into her mother’s life as a non-
reader despite her reading
proficiency.
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Mr. Martinez

Although Mr. Martinez is
absent from the home much of
the time, the life of the family
still centers around him. It was
clear to me that when he is home,
all attention is focused on him.
My visiting at such a time
seemed to be out of the question.
I asked if there might be a time
when I could come to visit when
the whole family might be
together and was told that no, he
works late every day, 6 days a
week with non-optional overtime
every day. On Sundays, he plays
softball with his friends, and is
gone until it is too dark to play.
He came to the open school, but
that was early in September and I
was unable to spend any time
with him. Later, I met him with
the family in the supermarket but
I have not had any lengthy
discussion with him. It is he,
however, that dictates when and
for how long the children may
watch the television. Meals are
geared to the times when he will
be home, and his caps hang on
the living room wall near the
door, No other person posses-
sions were found in any of the
rooms, save Sandra’s medal
which hangs in her room. He
signs the report cards and
permission slips for absences and
field trips. Mrs. Martinez has
told me on other occasions, that
she must get her husband’s
approval before she could agree
to accompany the class on its
outings.

Mrs. Martinez offered me food
and a large bottle of juice and I
started to decline it when I
noticed that her face was both
anxious and disturbed. I sur-
mised that I would be trespassing

The first was that all of
the children and their
lives stood out for me
as if in a new dimen-
sion.

the norms and perhaps insulting
her by declining to eat and drink
in her home. I explained that I
needed to return home, as I had
been there much longer than
either of us had anticipated, and I
added, ontrathfully, that my
husband would be waiting for
me. I sensed, and I believe I was
right, that the waiting husband
superseded all other polite
conventions. We talked for a few
more minutes and she apologized
for the smallness of her house,
and I admired it for its appear-
ance and cleanliness. I think she
was finally satisfied.

The Impact of my Visit on My
Thinking and My Teaching

The inferview left a lasting
impression on me. I left the
house amid promises that she
would show me how to make
tamales. It was a very pleasant
visit, she and her family are very
amiable people, and I was
definitely the entertainment of
the day.

The visit has had a profound
effect on my teaching. Although
I am a new teacher and because
what I do in the classroom
changes daily, or at feast weekly,
I am probably not able to see all
the effects, but certainly a few of
the ramifications are clear to me.

The first was that all of the
children and their lives stood ount
for me as if in a new dimension.
I could see them more clearly
and love them much more dearly.

Through this and other home
visits, I came to understand that
although all the parents of my
children all speak Spanish, they
represent a multicultural group.
One family is Honduran, and
their culiure is very different
from that of the Mexicans.
Another couple is interracial:
Mexican and Vietnamese, and
they, too, see things differently
from the majority, and have very
different expectations from the
classroom.

Parent Goals

The children and the minutiae
of their lives assumes great
importance to these mothers
because the children {(and their
husbands} are the sole purpose of
their lives. The women come to
take seriously the arguments and
disputes of their children. If one
child fights with another, the
mothers will argue it out in front
of my door the next morning,
often chastising a child whose
parents are not there to stand up
for him or her. A few of the
women have come to me highly
agitated that their child was not
seated properly, that is, they
were given a chair lower than
someone else’s, or they had been
placed at a table with children
who play too roughly,or who are
considered to be of a lower
academic ability. I saw, first
hand, the effects of oppression,
not as an intellectual exercise,
but how it is played out in the
lives of the oppressed.

The second major effect was.
that I felt T needed to give the
children, particularly the girls, an
opportunity to stretch their
visions a little and we had some
talk about making choices. These
were difficult conversations,
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becanse, while the boys chose to
be the same things that all boys
choose, a firernan, a policeman,
an astronaut or whatever daddy
does, the little girls were mostly
silent or responded with wanting
to be a mother. One said she
wanted to be a teacher. [ have
some hope that while “What do I
want do do when I grow up?”
was clearly an empty set at the
outset of the conversation, there
is at least a schema now to be
filled. Unfortunately, in this , my
first year I was swamped with
ideas and plans and I did not
have enough time to sort and
implement them. It is mostly in
retrospect that I feel the need to
start the conversation earlier next
year and repeat it often through-
out the year.

The third difference was that
realized that 15 minutes of
reading was not nearly enough
for children who come from
homes where reading is not the
normal evening’s activity. I
started reading through their nap
time and again at the end of the
day. They particularly like being
read to at nap time because it is a
difficult time for those who
cannot sleep. Many of the
children began to form mental
images of the story being read.
Their progress was remarkable,
At the start of the year, they had
tolerance for nothing but picture
books. Gradually I read longer
and longer books until they were
able to listen to books with few
illustrations. Some of this is
simply developmental, I am sure,
but there was a leap in their
comprehension of stories and
their ability to stay focused in the
absence of pictares. One of the
books, Sapo v Sepo. Un Afig
Entero , they would tolerate not
at all at the first of the year. Two

minuies into the book and they
were talking and playing among
themselves. By the end of the
year, the book held their atten-
tion for cover to cover readings.
My struggle this year in the area
of literacy was the lack of good
children’s books in Spanish. 1
had a few excellent books for the
leaming of the decoding, but
what I wanted to do was to create
the magic of reading, the en-
chantment of engagement in the
story. There were precious few |
books for this. For the coming
yéar I will look for biographies
which can be empowering a well

I think that most impor-
tantly for me, this home
visit broke the ice and
visited several of the
children’s homes. The
parents ceased to be
adversarial and many
became my allies, and
some, a few became

friends.

as entertaining.

1 think that most importantly
for me, this home visit broke the
ice and I visited several of the
children’s homes. The parents
ceased to be adversarial and
many became my allies, and
some, a few became friends. [
never did another formal inter-
view, but I went to socialize, to
celebrate a birthday, to see the
new baby, to bring books to a
child with the chicken pox, efc.
My slight command of Spanish
became a matter of humor, and a
cause for them to help. Cristian’s
mother came to my classroom
every afternoon to talk with two
children to help them in their
langnage development.

1 stopped by Diane’s house to
give her mother a card Diane had
made for her and had acciden-
tally left at school. I was able to
nse the occasion to talk about
Diane’s progress in school and
what I thought needed to happen
for her. The woman began
coming into the classroom early
to help clean up.

The same day, I dropped off
Gabriel’s Mothers Day card, and
his mother, who had been my
chief critic, responded warmly.
She did not invite me into the
house, but my visit was unex-
pected and we did chat for a few
minutes most amiably in her
driveway. I left knowing that I
had converted an antagonist.

By far the most productive visit
was with Jessica’s mother. In the
beginning of the year she told me
not to hesitate to punish her, that
she was a disobedient, stubbormn
child. And indeed she was. She
came into class punching,

. kicking and quick to take of-

fense. I had occasion to drive
Jessica home several afternoons
and in these visits I would brag
about Jessica’s helpfulness, her
quick mind, and how well she
was doing in school. I cannot
take credit for all of Jessica’s
tnrparound, but I am sure these
casual visits helped Mrs. Diaz to
see her daughter in a new light,
which, in turn, gave Jessica the
space to develop her innately
sweet nature.

Next year I will visit early and
often. I may have an early in the
year party in my home to get to
know and be known more

quickly.
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Professional Reflections:
Funds of Knowiedge Research

by Patricia Lumpkin

Piﬂding ways to mmvolve
parents of ESL and Bilingual
students in the school atmo-
sphere and using knowledge
from the home to change curricu-
lum for the better were main
goals of this research team. Due
to the great guidance provided
by the supervising professors of
this project, the communication
lines were always open between
the researchers and the profes-
sors. This kind of cooperative
effort has greatly affected my
interest in keeping this type of
visitation going with my stu-
dents and their parents. Many
concerns and questions that
arose during this project were
valued by the professors and
discussed in an atmosphere of
community and caring. This
group of educators helped to
support my opinion that most
teachers are trying to create an
environment in their classrooms
that will allow all students to
make the best of their education.
Obstacles to students achieve-
ment, often, seem insurmount-
able, such as second-language
learning, parent apathy, and basic
survival needs. Another major
obstacle is the assumption that
there is a lack of interest in
education in the homes of their
students. My experience has
taught me that this is by no
means accurate. Since everyone
of these is affected by the home
environment, this research has

proven to me that the need for
knowledge of the home environ-
ment will be beneficial to me. By
giving support and direction to
home visits that were positive
experiences for the parents and
myself, this cooperative effort
has helped me to create a better
curricutum that fits the needs of
each of my students.

Learning about Viet and his
family has made me even
more aware that the lack of
literacy in a home initially is
not indicative of a lack of
desire for a good education.

My Background

Houston, Texas has been my
home for fifteen years now.
Living in Southeast Texas most
of my life has limited my views
of the world even though I am
reasonably well-educated and try
to keep in touch with world
events. My two children are
adults now. This means that I can
dedicate my time to finding
better ways to help my students
succeed in their endeavors. I am
completing my Master’s Degree

in Early Childhood Education at
the University of Houston. The
need to add English-as-a-Second
Language to my certification
arose when I was offered a
second-grade ESL class in
Housten Independent School
District for the school year 1996-
97. My Early Childhood certifi-
cation and experiences in teach-
ing young children had given me
a solid basis for this addition
since the instructional strategies
and understanding of language
development are much the same
as in ESL instruction.

My Reasons for Doing This
Research

I was very interested in learn-
ing more about my students’
lives and literacy when this
research opportunity was pre-
sented to me. Going into the
homes of my students gave me
greater insight into the life
experiences that hmit language
development and also those that
point out the need for getting a
good education. L.eaming about
Viet and his family has made me
even more aware that the lack of
literacy in a home initiaily is not
indicative of a lack of desire for
a good education. This close
family has proven to me that
anything may be possible.
Experiences and culture will
affect adult immigrants’ determi-
nation to learn. This family is
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determined to make sure that the
children of the family have every
opportunity to choose a career
that they want and pursue it.

Being able to pass a certifica-
tion test to teach children for
whom English is a second
language was not enough for me.
1 felt that, in order to do my best
teaching, I would have to know
more about the culture and the
family structure of these fami-
lies. English is my native lan-
guage. Consequently, if a teacher
asked my parents to help me with
my homework, they were able to
work through it with me, even if
they didn’t understand it immedi-
ately. Viet would come to class
with his homework. However, it
was either incomplete or com-
pleted incorrectly. After going to
his home and observing the
isolated conditions there, I was
able to believe my other students
who would tell me some curious
excuses for not doing their
homework or not being able to
get help with it. My own circum-
stances did not allow me to
automatically be aware of how
limited my ESL students’
environments actually were.

The realization came to me
quite quickly that I would need
much more experience in ap-
proaching parents and families of
second-language learners in a

non-threatening and non-critical .

manner. This would help me to
accomplish my task of connect-
ing these parents to schoel
activities and their children’s
education. It is not easy to
approach parents about problems
with any child. Many teachers
just accept it as one of the few
times that they have to deal with
the parents, My visits created
such an enthusiasm in Viet that 1
wanted to go more often than I
did. His progress in reading and

Since they rarely have to go oulside the commu-
nity for necessities, they do not have many
opportunities to engage in English conversa-
tions. They simply won’t have to use any English
to get needs met if they continue their isolation.

language was well above my
other newer immigrants. Perhaps
my grades would always have
been those A’s my father wanted,
if my teachers had made visits to
my home. My parents were never
involved in school activities
because they were to busy to be
bothered. Students of all catego-
ries today have a much greater
need for their parents to be
involved at school or to at least
feel that they can ask questions
and get answers.

The Community and the
School

Park Place Elementary is part
of the Houston Independent
School District in Houston,
Texas. There are more than fifty
languages spoken in this district.
There is a bilingual program for
Hispanic students in which they
are taught to be proficient in
Spanish first and then in English.

~ All of the other students must do

their learning by listening only to
English instruction. My Viet-
namese students are in this
situation. The ideal would be to
provide these students with
Vietnamese-fluent teachers. At
the very least, there should be an
office of the district that would
have someone who could speak ~
the languages, or most of them,
available to translate important
information to the parents of
these children in their own
language, Even so, I am finding
that the parents of these students

really do want to stay apprised of
their smadent’s progress and want
to do everything they can to
insure success. Promoting their
interest is why the concept of
home visits would open a
different type of communication
that would be very valuable.

The area in which these
students live i1s predominantly
Hispanic and Vietnamese. The
school population is about 80%
Hispanic and 15% Vietnamese.
The Vietnamese population is so
large in the area that there are
apartment complexes that have
only Vietnamese residents. As
have the Hispanic and Black
populations, they have developed
their own little communities
within the commmunity. There a
few grocery stores and other
small businesses that are attuned
to the needs of this comrmunity of
immigrants. Mostly, these small
shops and businesses are run by
Vietnamese people. The resi-
dents can then get foods and
other items {hat are common to
the culture of Vietnam. My
students love to bring snack
foods from these stores and
explain what the labels mean.
This is an opening for a great
literacy crossover experience in
my class. Since they rarely have
to go outside the community for
necessities, they do not have
many opportunities to engage in
English conversations. They
simply won’t have to use any
English to get needs met if they
continue their isolation.
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Park Place is fortunate to have
several Mormon gentlemen come
mnto the school to help tutor some
of the children. There are always
two of these young men who
have learned Vietnamese and
help our students, The elders
were quite willing to help me
with the translations for this
project. They went to all but one
of the visits and were a tremen-
dous help. They visit most of the
families from the school in their
homes already. Most of my
students had already had visits
from them in past years. This is
another reason why those
translators mentioned above
could be such a great advantage
to teachers. These gentlemen are
asked to attend parent/teacher
conferences to translate at the
school quite often. They have
translated many of the permis-
sion slips and assessment notices
sent home to the parents.

One major issue that creates a
barrier between the school and
the Vietnamese parents is that
the PTO meetings are only
translated into Spanish. The only
time that anyone asked for a
Vietnamese translator during this
school year was in May for the
Spring Program. They only
began looking for a translator the
day before the program and
could not find anyone on such
short notice. But, at least, the
effort was made. Perhaps this
won't be a one time effort. This
lack of translation keeps Viet's
parents and probably many
others away.

The Family and Home
Enviromment

Viet lives with both parents and
three siblings, one boy and two
girls. They moved to America in
February,1996 from Binh Hoa,

Vietnam. The parents were
farmers in Vietnam. Farming in
Vietnam requires little literacy.
The rest of their family still lives
and farms in Vietnam. Viet’s
parents went to school in Viet-
nam for five years as young
children. They then had to quit to
help with the farming on the
family land. After the father was
released from a Viet Cong prison
in 1992, they began making
preparations to come to the
United States, Immigrating to
this country is not as quick and
easy as some Americans may
think. These people made many
sacrifices to come to this coun-
try. Both parents admitted that
they were terrified of moving to
America. They knew that they
wonld have to work hard to give
their children a chance to suc-
ceed here,

Our first visit was very stilted

Both parents admitted
that they were terrified
of moving to America.
They knew that they
would have to work hard
to give their children a
chance to succeed here.

and formal. We were escorted to
a rectangular folding table next
to the kitchen. The couch and
love seat in the living room
would have been less formal, but
that was not to be. All conversa-
tions were held over the entire
six months at that folding metal
table. The tile floors were always
clean and glossy. Furniture was -
sparse. The living area contained
only one card table, the couch
and the love seat. The orily other
furniture outside of the bedrooms
was the rectangular metal table
in the dinette area, some folding
chairs and one low round table

about two feet in diametes.

Taking careful note of any
literacy in the home was part of
my goal. The walls were bare of
artwork of a commercial kind.
There were sorne examples of
children’s work and a few
awards that the older children
had received in the last school
year. The oldest daughter had
made a wall hanging while
studying Brazil in one of her
middle school classes. A huge
Jack-o-lantern drawing was next
to a photograph reproduction of
the Pope. It took quite a few
occasions of looking at photo-
graphs of the apartment to realize
the connection between the two
pictures. There were angel
stickers plastered all around the
big orange face of the jack-o-
lantern right next to the picture
of the Pope. Two wall calendars
were posted next to the kitchen.
These had been sent to the home
from family members in Viet-
nam. Neither calendar had more
than one or two notes over a
whole month’s page.

A television sat in the front
corner of the living area on a
card table. The VCR sat next to it
and video tapes were stacked
beneath. On the wall, a
plexiglass board about 2 1/2 feet
by 3 1/2 feet had been attached
with some kind of small bolt. On
this board, there was a list of
approximately 70 spelling words
written with a wipe-off marker.
At first, I'thought that all of the
‘words had been from Viet’s lists.
Then I realized that the other
children were also in the initial
learning stages also. This is the
most obvious example of the
importance of school to this
family. I never noticed any books

_or magazines on any of the

tables. This type of material
might have been stored in the
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closets when they cleaned the
room for our arrival. When asked
about books and magazines, the
mother only said that the Bible
was the only book besides the
children’s school books. 1
couldn’t afford to just run out
and buy Viet some children’s
baoks. The day after the first
visit when this topic arose I
began unloading some old books
in my classroom library. This
library consists of books that I
have purchased over the last ten
years. He kept asking me if they
were “to keep?” I just kept*
repeating that they were. .
Another possibility that cccurred
to me after the last visit was that
some of their Vietnamese books
were still in Vietnam. I had the
elders call her to ask if this was
the case. She responded with a
solid “no.” This question
stemmed from reviewing my
notes and noticing the conversa-
tion that follows. At one point, I
asked if they had decorative
items packed away because there
were only one or two in the
whole apartment. The mother
looked a little sad as she ex-
plained how quickly the family
had to leave Vietnam when the
approvals for emigration had
finally arrived. She plans to have
some of her things sent when
they have more shelves and
tables to display them. When I
looked at my classroom and
realized that I had more personal
items there that were expressions
of my self than this whole family
did, I was quite humbled.

The rest of the apartment is
much the same. There are two
bedrooms and compact kitchen/
dinette area combination. Six
people share the single bath-
room. The apartment was
extremely neat during most of
the visits. There is very little

clutter around the rooms. The
children’s room had more clutter
under a card table that held the
second television set. As a
teacher, I could identify it as
mostly notebooks and papers
from school.

The Nintendo game is played
on the television in children’s
room. One of the most relaxed
visits included a lesson by the
boys on Nintendo strategies. Tam
glad I didn’t video tape myself
showing my lack of expertise. 1
wish that I had video-taped the
boys as they showed great
patience and a good sense of
humor during our role-reversal.
The need for problem-solving in
Nintendo is a great part of the
skill needed to do well. This was
one home in which I was glad to
see this television-related item.

Acceptance of my Presence

I was received very cordially by
the mother immediately. She and
the children were very willing to
answer questions. I was dis-
turbed that I was unable to make
Nhiem feel comfortable encugh
with me to ask questions of her
own. Many times, I asked if she
had questions about what Viet
was learning in the class. She
had a very consistent answer,
She loved what T was doing and
thought I was wonderful. Don’t
forget that this was all told to me
through translators.

Finally, during one of my last
visits, I asked her again if she
had any questions. She opened
up a little to say that she was
concerned about the class Viet
was put into the year before and
this year. She felt that he should
have been with only children
who were just beginning to learn
the language. 1 was very glad to
be able to ease her discomfort. 1

explained how much easier it
would be for Viet to learn the
language by listening and talking
with children who already knew
the language. I was surprised by
the question, however, because
the other children were in middle
school. She had not expected
them to be put in a class with
much younger children. After my
explanation, she seemed happier
about it. This is the sort of
question that must run through
many of the parents minds. I
would be curious to know if they
ever get around to asking it and
the many others they must have.
This, of course, is another reason
to try to make the connection
between home and school more
reciprocal.

Learning about Attitudes
Toward Literacy and Success

A strange dual attitude exists in
these homes. Viet’s mother is
very concermed that ber children
are able to grow up and follow
any career they choose, But
along with this concern for good
education, there is a great
absence of literacy in the home
of my research subject. Not only
was there little literacy in En-
glish, but very few Vietnamese
literacy evidence. They had some
videos that were supposed to
help them learn English. A
sentence would be spoken in
both languages, then the sen-
tences would appear on the
screen. The children play with
the old Nintendo game. They
read their Vietnamese Bible and
keep track of events on a Viet-
namese wall calendar. This
family goes to the public library
to find books that the children
need for school. They do not
check out Vietnamese books that
are also available at this location.
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They celebrate some special
events with some common
songs. But music, and particu-
larly singing, is not part of their
daily life. Viet shows me every-
day in class, however, that he has
a great curiosity about the world.
The two girls have watched
television shows that have given
them the idea of becoming
policewomen. I kept trying to
find the origination point of this
Curiosity.

Perhaps the public library has
helped to spur this curiosity. The
family knows where the public
library is and that they can use it.
When the older children need
reference material for school,
they make use of it. There is no '
effort to use it for recreational
reading or for the learning tool it
could be, They could be going
because they all want to read -
ANYTHING. I thought they
didn’t because they don’t have
transportation. But the children
get to school on the public bus
system. I found out that they just
don’t think of it as a place they
could or should go for fun,

These literacy limits also create
a great gap between teachers and
parents. This is not a gap of
either party’s choosing. It exists
due to the cultural and langnage
differences between the teacher
and the families.

Learning about my Students’
Environmental Language

Experience with the English
language is limited in several
ways and for several major
reasons. They do not go into the
English-speaking community
very often and only then for
necessities. The residents of the
apartment coraplex and also of
much of the surrounding area are
Vietnamese. They have joined a

try to solve the riddle.

As I would ask my students about home activifies to use
in the curriculum, I kept hitting a dead end, . .. I contin-
ued to ask questions about how they lived in Vietnam to

local church which has services
in Vietnamese. Ctherwise, they
do not go fo any social functions
in the area. They go to the
grocery store across the street
and the small local markets for
food that is packaged and sent
from Vietnam. Viet and his
siblings are not allowed to play
with many children in the
complex because the parents
keep strict control over all
activities.

The father speaks a little
English and was given a hand-
held computer translator by the
Human Operations office that
arranged their immigration. The
mother is learning a few words
from the four children as they
work on homework in the
afternoons. Opportunities for this
family to see the value of literacy
in the business environment are
few. Watching television is the
most exposure that the children
get to the English-speaking
community outside of school.

The parents and four children
live in a two-bedroom apartment.
The father works for a carwash.
Neighbors in the apartment
complex helped him find this
job. This precluded the necessity
of going out and hunting for a
job without langunage skills. The
mother has a slight disability and
doesn’t work. She also doesn’t
get out of the house except to
shop for necessities or to go to
church. When asked if she did
any volunteer work for the
church, Nhiem offered that she
would not go anywhere by
herself so she did not help at the

church. )

They have no other social
obligations with neighbors
because they stay so much to
themselves. They, literally, eat,
sleep, go to school and church
and read the Bible together. The
mother on a rare occasion goes to
a neighbors apartment for a chat.
As I would ask my students
about home activities to use in
the curricutum, I kept hitting a
dead end. The biggest question
about this isolation was whether
or not this was something that
had just started when they came
to America or if it was a cultural
norm.

I continued to ask questions
about how they lived in Vietnam
to try to solve the riddle. At one
point, Nhiem mentioned the bad
people that were around the
complex. I immediately tried to
find out about the bad people in
Vietnam. She said that there
were also people like this in
Vietnam. The isolation didn’t
just happen after they came to
America. Surprisingly, they
didn’t have any other kind of
social life in Vietnam other than
spending more time with their
family. One main reason for this
was that they spent most of every
day working on the farm. The
weather in Vietnam allows for a
perpetual planting scason. They
siraply had too much work to do
at home. The church was, also,
their main social place in their
homeland. )

During the next visit, she
mentioned that she probably
would let the children go ont
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more if it was not so dangerous
in their neighbarhood. She spoke
of the young men who played
basketball on the court in the
front of the complex. It is the
only open space where the
children can play. These older
kids monopolize it at all times of
the day. The street in front of the
complex is also a deterrent. Itisa
boulevard with three lanes going
each direction. There is no park
near the apartment complex for
she and the children to use. The
nearest one is across the major
freeway two miles down the road
which separates their neighbor-
hood from that of the elementary
school. Although this park has
an after-school and summer
program that is quite extensive, it
is not in a convenient place for
them. The children would never
be allowed to go there without
the mother. I never could find
out why she would or could not
meet them there.

As T tried to explain about
various parks and places they
could go at no cost, the mother
kept saying that Viet could go
anywhere that I would be with
him. She misunderstood and
thought that I was asking if he
could go with me. When I told
her that these were places that
she could take the children, she
simply shut the conversation
down. She could not be con-
vinced that she would be com-
fortable in these places. The
reaction did not improve when
the elders tried to tell her that
other Vietnamese parents went
with their children. Nhiem
simply was not going to go. The
elders tried to help by saying that
this was a common state of
affairs with these families. The
few that are seen participating
are only the tip of the iceberg.
All of this running around town

is just not part of the way they
live their lives.

Learning about Vieinamese
Education

One aspect of the culture that
directly affects the families
relationship to school is the
respect and almost fearful
reverence of educators. Parent
involvement in Vietnam has a
completely different context than
in most American school dis-
tricts. It was evident that Nhiem
wanted to please the teacher in
the interviews. This opened a
direct avenue to the subject of
Vietnamese education. All of the
children had attended Vietnam-
ese schools before coming to
America. Nhiem was quick to
react animatedly when asked
about the differences between the
schools of the two countries.

She took quite a few minutes to
explain how rigid the teachers
were in Vietnam. Two particular
events may surprise the more
conservative American teacher.
The first was a description of
what happens when a child is late
for or absent from school. If a
child is late, the door to the
school is already locked. The
child must return home and get
their parents. All must then go to
the school to explain why the
child was late and apologize to
the faculty for being disrespect-
ful. The parents must then
apologize and for not raising
their children to be respectful.
This seems extreme, but it is
effective. She says that children
are only late when they are ill
and are accompanied by their
parents the first tirne they try to
go to school that day.

Discipline in Vietnamese
schools is extremely harsh by
American standards and U.N.

standards, for that matter.
Children are slapped immedi-
ately if the teacher considers any
comment or action of the child to
be disrespectful. This conld
include responses to questions
which are spoken in a short tone
or daydreaming at any time. No
consideration for bad moods or
lack of sleep are taken into
consideration. Again, the parent
is considered responsible for
these issues and must come to
school after it happens to apolo-
gize for the child’s behavior.
Parents of Vietnamese children
are never asked to volunteer for
anything in these schools.
Children don’t go on field trips
or do activities that alow for any
excitable behavior. Nhiemn was
able to make the connection
between the diversity of cultures
in America with the single-
culture schools in Vietnam.
There are not many families that
move to Vietnam that send their
children to Vietnamese schools.
Those that do must comply with
the rules at all times. No allow-
ances are made for coming from
a different culture. From the
beginning, all children are
expected to be taught correct
behavior and supported in their
study habits by their parents. I
have met so many parents
already in my teaching career
that not only refuse to take
responsibility for their children,
but also teach their children to
try to blame their behaviors on
everyone else. The teaching of
values by Vietnamese parents is
exemplified by the willingness of
non-Americanized students to
come into ¢lass ready to work
and follow class rules. They are
so controlled that they would not
disobey a teacher intentionally.
Their lack of language would be
the only reason that they do not
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respond to a direction or do an
activity with the class.

With these situational differ-
ences in mind, Nhiem observed
the disrespectful attitudes of
neighbor children in her apart-
ment complex in Houston. She
didn’t even want her children to
be around Vietnamese children
who had been Americanized.
The discipline was so lax in
American schools that the child-
ren had no respect for any adults
anymore.Her children could play
with each other out-side the
apartment and with only a few
other children that she had met
and respected.These value dif-
ferences will undoubtedly
perpetuate the isolation these
families experience. Another
child in this class had said on
numerous occasions that she
could not get any help with her
homework because she was not
allowed to leave the house. That
cynicism set in on most of these
occasions until the evidence was
seen with my own eyes and the
explanation heard, although from
a different mother, with my own
ears.

New Beliefs and Geoals

Parents and students who are
learning English as a second
language from teachers who do
not speak their native language
must deal with an even greater '
communication barrier. I see
now that a great improvement
would be made if teachers could
breach this communication
barrier and many cuitural barriers
to provide parents and students
with a caring comfortable learn-
ing environment that encourages
cooperation.

Through the learning I have
done in this research, I have
decided that teachers in today’s

culturally-diverse communities
need to assess more than the
academic knowledge of students.
Ongoing assessment of family
situations, backgrounds, culture
and relationships would com-
plete the picture of the whole
child. Without this knowledge,
teachers and parents will con-
tinue to have difficulty with
communication and with the
setting of mutual goals for the
children.

Viet struggles, as do his
parents, with sentence structure
and the various spelling patterns
of the language. Because I know
of the limits for assistance in
their environment, I have seen
that all my students’ homework
must be limited to creative
exploration with the parents in
Science or Math and basic
repetitive review sheets that
cover language topics which the
children have studied many
times. Even directions throw the
parents and students off balance
when it is worded differently
than the children have heard
during class. They may be able
to read the words but can not
determine the meaning because
of the structure of the sentence or

_ the meanings of new words.

When other children told me
their reasons for not finishing or
not understanding their home-
work, I really did not belicve that
they could not get help. Now, I
do! The development of good
language structure and compre-
hension will fall on the teachers
of these children.

As I made these visits, another
thought occurred to me. As I
have become familiar with many
foreign students at the university,
my opinion of these friends are
not affected by the lack of
perfect English speech patterns
or the difficulty they have in

finding just the right words to
express themselves. Do some
teachers complain about the ESL
students because they still expect
perfection? Some of the teachers
that I work with seem to expect
much more than these young
children can actually do within
the short time span that they have
been exposed to the language.
They have an easier time learn-
ing the language than their adult
parents, but still need time to
become completely knowledge-
able and comfortable with the
language.

Due to these realizations, my
expectations and my instruction
in this class changed becanse
homework, although much
valued by the families, could be
developing bad habits rather than
good. Almost all ifistruction is
now given in small groups and
cooperative learning is used in
almost every situation except that
of required testing to make sure
that the children were using the
language often and continuing
appropriate learning by constant
communication. Understanding
the limits of the family has eased
my stress in trying to push the
children into a faster level of
development than I would have
expected of them prior to this
research.

The Results

The intended goal of my visits
was to find the literacy and funds
of knowledge in the home of my
student. What I found was a
great desire to make sure that the
children get a good education. I
also found a tremendous family
unit that depended on each other
almost completely.
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Making It Real:

Apocynacene/periwinkle: Rich in supersitious, the periwinkle is used
to prevent hemoxrhages and as an astringent.

Teachers Discover

the Value of Home Visits

by Glenn DeVoogd

s there anyone who really

believes teachers shouldn’t do
home visits? In my own personal
studies I have never run across a
recommendation suggesting
teachers shouldn’t visit the
homes of students. Yet there
continues to be a great deal of
hesitancy on the part of teachers
to actually find it important
enough to do. Though most
teachers know the advice, having
heard it from principals and
professors, the activity neverthe-
less fails to move teachers to
visit their students' homes. Like
so much of life, antiseptic,
organized education alone does
not push us from knowledge to
action. Cognitive knowledge has
limitations.

For too long, those of us
coming from the western essayist
literacy tradition, have shunned
and demoted all knowledge,
other than empirical, as unimpor-
tant (Heshusius & Ballard,
1996). We lift up the empirical
beyond highest in status among
the ways of knowing. For many
in professionals, the empirical is
the only worthy way of knowing.
Yet in our personal lives we
come to value the love and

comfort of our emotional ties
between our spouses and our
children. We are motivated by
emotions that punctuate our
cognitive understanding, making
action important and worth
doing,

Many researchers have com-
mented on the importance of
affect in education and yet we do
not take their thoughts to action.
Oatley and Nundy (1996) discuss
how easy even the most abstract
understandings and actions can
be if the emotional conditions are
optimal. Several others look at
the cognitive and emotional
dissonance that occurs when the
culture of the classroom does not
fit that of the learner (Ogbu,
1987, Philips, 1972). In a similar
way, through home visits many
of the teachers of our project
have found emotional ways of
knowing and loving the homes
they visited and that has made all
the difference.

In the next few paragraphs I
would briefly like to explore
beyond the typical empirical
examinations to explore some of
the range of the visceral, emotive
understandings and beyond that
may in fact move teachers from
the cognitive knowledge that
home visits should be done to the
actual meaningful event. Though
my comments will be limited to

the two teachers I worked most
closely with, Pat Lumpkin and
Deborah Shafto, I'm sure many
similar experiences occurred
with other teachers doing home
visits.

Perhaps most typical experi-
ence teachers have in home visits
is that of an emotional tie of
friendship comes to pass between
the family and the teacher. When
Deb Shafto visited Mts.
Martinez, she noticed the care
with which Mrs. Martinez
prepared the house and snacks
for the visit. The house was
immaculate with everything in iis
place. The juice was purchased
that very day in preparation for
the visit. As the discussion
between parent and teacher took
place, the children gathered
around listening, watching, and

smiling at Ms Shafto. Perhaps it

is that Ms Shafto felt it important
enough to visit the home that
made the mother and children so
excited about the visit. In a
similar way, the sense that she
was an important guest did much
to endear Ms Shafto to the
Martinez family.

While at first the parents in
Deborah Shafto’s class got
together to complain about her
style of teaching, after the home
visits to Mrs. Martinez and other
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parents’ houses, parents became

“supporters of Ms Shafto’s
teaching style. In fact they
became such supporters that
when a mother came to complain
that her child had been hit by
another child, the parents stepped
in to defend Ms Shafto, even
though they were not familiar
with the specific incident. The
emotional bind that commenced
and strengthened during home
visits carried over into emotional
support for Ms Shafto’s work as
a teacher.

Ms Lumpkin also discovered
an emofional affinity for the
family she visited, While before
the home visit, she knew
cognitively that it would be hard
for the children to do their
homewaork, after the home visit,
her feclings took on a strong
emotional tone. In her conversa-
tions with me she note, “Whereas
at first I thought they probably
would not have anyone to help
them with the homework, after 1
saw the sitiration they were in, 1
realized THEY REALLY
DIDN'T HAVE A-N-Y-O-N-E
to help them with their home-
work. In part this changed how
Pat began to think about home-
work. Even more importantly,
she felt a sense of advocacy and
urgency about the need for home
support for homework. Again
these emotions acquired during
the home visit changed the
respective teachers actions and
emotions in the classtoom.

Beyond the emotional level,
the teachers gained a holistic
sense for the home, They experi-
enced a visceral feeling of the
home. The unfamiliar smells of
the Mexican and Vietnamese
foods filled the air with an exotic

perfume. They saw the awards
and papers that the children
brought from schools taped up
on the living room walls of the
small apartments. By visiting the
homes they gained a personal
visual and emotive understand-
ing of how these people were
different from others of that
culture

Throughout the home visits,
what impressed me the most was
the emotional, visnal, and
visceral preceptions teachers
experienced. Is it in fact an
emotional distance that separates
us as teachers from our stdents?
1t is often these emotional,
touching events that stay with us.
It is this emotion that gives us
joy and pleasure. It is this type of
memory that we cherish, putting
it in the treasure chest of warm
mermories, Teachers give to
society In many ways, working
long hours to prepare for teach-
ing in university classes, prepar-
ing for lessons, but often we
don't see this altruistic caring for
others.
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disease such as eczema.

Viela tricolor/heartsease: The héart-shaped fiowers of this herb were used
to mend broken hearts; it is used today for bronchitis, rhensnatism, and skin

Breaking the Silence: Inquiry, Reflection, and
Voice in Teacher Research Collaboratives

by Irma N. Guadarrama

The evidence of teachers’
undergoing self-transforma-
tions resulting from investigating
their work and/or exploring
discursive possibilities for
creating constructionist frame-
works has been so compelling
that we’re pressed to consider
how inquiry and reflection can
play a greater role in every phase
of teacher education. Clearly the
inquiry/reflection process
implemented by teachers whose
papers we present in this volume
has facilitated their abilities to
develop relevant research
strategies in which they probe
and question existing assump-
tions and adopt new practicing
paradigms. Among the noted
salient characteristics of the
inquiry/reflection process that
has surfaced in the Funds of
Knowledge Teacher Research
Collaborative is the recurring,
spiraling feature in which inquiry
leads to reflection that leads back
to inquiry and so on. However, if
we consider inquiry/reflection
process to be integral to the
professional development of
teachers, it is important to
ascertain the essential role and
manifestations of “voice” in this
process. I argue that the inquiry/
reflection process is not complete
without the outlet, vehicle, forum
or any other means by which to

facilitate the expression of
“yoice” by teacher researchers,
thus, inviting other practitioners
into the circle of dialogue or
even into the research process.
At the heart of action teacher
research among collaborators is
the voice or voices of the partici-
pants, Compared to raising single
voices, the collective voices of
teachers and students often
results in a text that conveys the

I argue that the inquiry/
reflection process is not
complete without the
outlet, vehicle, forum,

or any other means by
which to facilitate the
expression of ''voice"'

by teacher researchers...

dynamic interplay between
researcher(s) and subjects, and is
especially held to scratiny for its
interpretation of the data. Eth-
nographers concede that the way
that collective voices are repre-
sented is important in that it
oftentimes conveys as much
meaning as does the actual data
(Wolcott, 1995; Van
Maanen,1995). Collaborative

research maintains a position
among empowerment models
and as such, has an 1mportant
function of serving as a vehicle
for elevating the voices of
teacher researchers and their
students. In this article I discuss
how two collaborative research
projects between pablic school
teachers, their students, and I, as
a university teacher, collaborated
to bring together resources and
viewpoints, and in the process,
created a curriculum that opened
up opportunities for dialogue,
inquiry, and reflection that has’
led us to the challenge of captur-
ing the multiple voices, making
interpretations, and opening
venues for others to leamn from
thern. In artistic terms, it is a
matter of making the ephemeral
permanent or enough so we can
integrate it in our knowledge
base.

Collaborative research by its
own definition, requires the
interplay of expressions of ideas
typical within a constructionist
context and relies on the profes-
sional and even personal rela-
tionship between and among the
researchers. The dynamics
between the collaborators’
socially constructed knowledge
and individual as well as collec-
tive perspective on the research
project undoubtedly result in a
web of rich complexities difficult
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to capture by a single authorial
voice. One mode of representa-
tion that has gained recognition
among teacher researchers and
maintains the form, function, and
integrity of ethnographic re-
search is the narrative approach.

The narrative, or simply the
human story, has long been
considered a means by which
humans gained insight into their
lives, learned about their past,
even developed futuristic notions
from them. However, only
recently have researchers come
to rely on the structure of the
narrative to organize teacher
research data, create texts for
learning, and theorize practical .
knowledge (Connelly &
Clandinin, 1988; Albrichter,
Posch, & Somekh, 1993;
Hollingsworth, 1992; Miller,
1990; Schubert & Ayers, 1992;
Guadarrama, 1995).

Richardson (1995) delves into
the virtues of narratology in
terms of its capability to capture
the “collective voices,” often
regarded essential to a sociolo-
gist. Indeed, harnessing the
collective voices of a group,
especially of teachers, is impor-
tant from a researcher’s point of
view and the narrative texts can
be useful in depicting the com-
plexity and richness of data.

The collective voices of
teachers can serve as powerful
testimonials of effective (as well
as the ill-conceived) practices
and program designs. Teachers
are categorically marginalized
professionals because, despite
their knowledge, experience, and
virtuosity as civic leaders, their
status and therefore, their voice
in the professional field is
reduced or silenced (cf.
McLaughlin and Tierney, 1993).
Yet, it is commonly ascertained
by teacher educators and re-

searchers that, without any
doubt, a teacher’s practical and
theoretical knowledge is sine
cum quo the most useful among
professional knowledge catego-
ries. Teachers possess an insider
view that is uniquely strategic to
the employment of action
research; practical, grounded
knowledge, an endemic under-
standing of tasks to be performed
and expectations to be fulfilled.
The issue of why teachers are
regarded in such low esteem is
too cumbersome to take issue in
this paper (cf. Apple, 1978).
However, the focus here is on the
valuable contributions that
teacher researcher collaboratives
make in advancing improvement
for educating students, and how
the necessary conditions for
teacher’s voices to emerge are
virtually impossible to create
within the existing structure of
teacher professionalism. The
research collaboratives that we
established embrace an alterna-
tive theoretical and professional
development framework.

The Context

Throughout this paper I will
refer to ongoing collaborative
research projects begun almost
two years ago, illuminating the
special qualities of the designs,
as well as critiques on their
shortcomings. As in most
university settings, the develop-
ment of any collaboration with
teachers in schools is optional for
faculty members. I opted to play
the role of a curriculum special-
ist, albeit on a “voluntary” basis.
The main focus of the plan was
to bring a curricular “program”
for teachers to consider and that
would include my working with
their students.

The context of the teacher

research projects are a total of
three in year one and four in year
two. All of these are in one of the
nation’s largest school district,
and located in low-income areas
of the.city. The span of the grade
jevels are from first to fifth
grades. The students in this
classroom are bilingual; some are
just learning English. A brief
sociological survey of the school
community reveals that a large
number of parents belong to the
working class, a majority dwell
in apartments (there is very little
single family housing available
in one of the school communi-
ties), and many are considered
immigrants, having lived in the
United States less than twelve
years and were educated in their
home countries, albeit in variable
degrees. One community has a
proportionately large Central
American population, mainly
from El Salvador and Nicaragua.
Even though the children speak
Spanish, they come from diverse
backgounds and experiences.

The collaborative research
projects I selected to participate
in were the Fable Writing Project
and the Funds of Knowledge for
Teaching, both of which are
briefly described in the following
sections.

The Fable Writing Project

This writing project engages
children in writing their original
fables in their native language-
Spanish. Some of the children
wrote their fables in English,
others used their bilingual skills
by writing one in English and
Spanish, although most children
did not practice code-switching
or otherwise mixed the English
and Spanish codes. The focus,
however, was on the confent
inherent in the genre rather than
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linguistic features inheregnt in
their original stortes.

All of the teachers in the first
and second year of the Fable
Writing Project were bilingual,
all are Hispanic with the excep-
tion of one who was African
American. Five of the teachers
were males, one was female, and
the three of the teachers at that
time were recent student teacher
graduates who had assumed
classroom teaching duties upon
the request of the principal since
the original teacher had recently
resigned. ’

As the author of the research
project, I approached the teach-
ers, having selected them with
the assistance of their principals
or they had volunteered. I had a
three week plan that involved: 1)
reading fables to the children,
using read aloud technigues,
simple costumes and props; 2)
facilitating their nnderstanding of
the fable as a literary genre,
using process writing techniques
that target writing original fables;
and 3) monitoring the writing of
original fables, culminating in a
rehearsed program in which
students read or act out their
fables. Two of the classrooms in
year 2 opted to videotape their
students' fable skits. The teach-
ers’ roles were primarily to
support the project, however, no
specifics were discussed. As a
consequence, each teacher
contributed in individualistic
ways, ranging from exhibiting a
strong emotional response to.
obvious avoidance of tasks
perceived as extraneous to the
“normal” teaching duties.

Being conscience of the past
carelessness of researchers
“using” their subjects and not
contributing anything in return, [
assumed the task of publishing a

When children are far removed from the
“decontextualized” language associated with the
situated language used in formal schooling, their
ability to succeed in learning to read and write is
hampered, malking the likelihood to succeed progres-
sively worse throughout their education.

volume of the children’s original
fables, illustrated by a student
teacher and printed with funds
from the University. I also
procured funds to purchase a
small number of children’s books
which I distributed to the student
writers who demonstrated high
levels of writing competency as
well as creativity. Selecting these
students proved more difficult,
however, than anticipated since
all of the students were deserving
of a “prize.” Bach student
received a certificate of apprecia-
tion for writing an original fable
and a copy of the publication
titled, Cuéntame una fébula in
year one, and Cuéntame mds
Jfdbulas in year two.

Rationale for Selecting the
Fable Gemnre: Connecting
Oralcy with Literacy

" Time constraints compel
research collaborators to care-
fully select their projects that,
even when scheduled in shod
time frames, tend to consume
more resources that infended.
Thus, the projects I chose were
carefully preconceived to opti-
mize the benefits within the
parameters of limited resources.
In this section I elaborate on why
I chose to collaborate with
teachers in the Fable Writing
Project. The rationale is rich in
description because it represents
a theoretical framework that is
basic to my work in teacher

education and thus, plays a
motivating role as a member of
the research collaborative.

A number of stodies have
elaborated on the discourse
chasm that exists between the
home and school and seems to
underscore the recuiring prob-
lems apparent in some children
(whose dominant language is -
other than English} when acquir-
ing “schooled” literacy skills
(Scollon & Scollon, 1981;
Scribner & Cole, 1991; Heath,
1983). This appears to be prob-
lematic in light of the connection
between oral skills and literacy
development {cf. Snow, 1991).
‘When children are far removed
from the “decontextualized”
language associated with the
sitnated language used in formal
schooling, their ability to suc-
ceed in learning to read and write
is hampered, making the likeli-
hood to succeed progressively
worse throughout their educa-
tion.

Wertsch (1991) refers to the
“schooled” discourse as the voice
of decontextualized rationality.
He distinguishes decon-
textualized from contextualized
forms of discourse by explaining
that the former is used in the
representation of referentially
semantic content, while the latter
projects representation that is
concrete, inclusive of the com-
municative intent that is framed
purposely and clearly by the
interlocutors. The “home”
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language of the student then, is
-described not just in terms of
langnage dominance ot profi-
ciency but that it also encom-
passes the variable language use
(including literacy) among
speakers and their relationship to
gach other and their utterances.
An understanding of this
sociolinguistic tapestry embed-
ded in a bilingual/bicultural
context is relevant to teachers
who must make curricular
decisions in selecting activities
and strategies, framing the oral
and literacy perspective to help
students (re)negotiate the dis-
course differences successfully,
rendering them more flexibility
m using both concomitantly.

The use of the fable genre falls
directly under strategic curricular
decision making, and in effect,
brings oral and literate traditions
deeply rooted in the native
language of the student (Span-
ish) into the “schooled” domain.
The teacher is able to facilitate
children’s interaction inclusive
of discourse styles that are used
commonly in the home and the
school. The use of fable genre
and the dialogue generated
between and among students and
teachers in a fable writing
activity functions as a unique
discourse style of its own that
blends and negotiates between
two traditionally separate modes
of language use.

The fables shared through
read-aloud and dialogue serve as
mediating filters. The writing of
original fables by students
represents an expressive outlet
that combines the use of a
literary voice along with their
own. Students created a story
revolving around a “lesson,”
quite a literary skill that chal-
lenges even adults. An analysis
of the “lessons” embedded in

their original fables reveals that
the young writers based them to
& great degree on the criterion of
practicality (Guadarrama, 1996).
This is evidence of a mixing or
blending of contextualized with
decontextualized discourse
styles. Writing fables allow
children a space in which they
could renegotiate between two
discourse styles and project

. The use of the fable genre

falls directly under strategic

" curricular decision making,

and in effect, brings oral
and literate traditions
deeply rooted in the native
language of the student
(Spanish) info the
“schooled’ domain.

creatively their expressive voice.
Given the moralistic quality of
the fable it is important to point
out that the basis for selecting the
genre was not on a preconceived
need for students to develop a
repertoire of self-righteous
expressions. Spanish-speaking
parents use regularly and freely
the didactic devices inherent in
the Spanish language as a means
by which to inculcate values in
their children such as dichos or
proverbs. The ethnographic
research of Delgado-Gaitan
(1990) verifies the rich repertoire
in the discourse used by pre-
dominantly Spanish-speaking
Mexican American families. The
students’ self-edification incor-
porated in writing their own
fables adds a plausible dimension
of self-control that is empower-
ing to young students who may

feel stifled by the extemal forces
of the social, economic, and
linguistic barriers.

The Use of Fables and the
Sociocuitural Context

To study the educational issues
that consistently point to the
pervasive academic failure
among Hispanic students as a
group requires a socio-political/
cultural framework. The fable
writing project directly and
indirectly addresses some of the
issues in this framework.

The coliective voices of
students and their farnilics who
are underrepresented and even
marginalized within the social
and political fabric of cur society
are argnably silenced against the
backdrop of a dominant, oppres-
sive ideclogy that persistently
maintaing the stats quo. Young
students may not be totally aware
of the political and social climate
of our society, yet many realize
very early in their lives the
economic and social position of
their families and that their
ethnicity (their skin color,
language, and culture) plays a
causal role in the sitoation.

Since fables are often ex-
pressed orally, the use of dia-
logue 1s a natural accompaniment
to the actial writing activity. In
writing fables, children create
conflicts or tensions in their
characters and offer a resolution
in form of & lessan. This context
opens an opportunity for dialogic
discourse that Freire (1970)
describes as a basis for problem
setting and solving, an activity
that frames critical pedagogy.
For example, in unpacking the
conflicts of a pig’s dilemma over
staying away from sweets in the
fable, “El cochinito,” (Lobel,
1992) ,the discussion ied to the
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problems inherent in other kinds
of addictions such as those found
in drug and alcohol.

As a result of engaging in a
large group dialogne with the
students, yet another venue for
dialogue opened up--between the
teacher and ime. In other words,
the dialogue continued bitween
both of us, that led to conversa-
tions about the students, their
stressful lives, their families, the
curriculum, eic. Our conversa-
tions were centered around the
need to shape the curriculum or
adapt it to make it more respon-
sive to the students. This is a
pattern that was repeated in
almost every Fable Writing
Project classroom.

The Fable Writing Project
proved to be invaluable in
providing students with outlets
for creative, self-edifying
expressions that facilitated their
self-empowerment process.

The Role of the Teacher

However unique and beneficial
the Fable Writing Project is for
students, the inherent potential of
this activity and other similar
ones is realized in great part by
the classroom teacher. A
teacher’s awareness of the
political and social functions of
schools and their role in this
process is an important step and
pivotal to the his/her curriculum
decision making tasks. Central to
understanding the role of schools
in our society is that the educa-
tional institutions primarily have
a self-serving function that is
integral to the philosophy and
structure of the dominant ideol-
ogy. Within this context teachers
must position themselves as
members of a system as well as
professionals whose charge is to

Within this paradigm, teachers who are unaware
may unwittingly convey to students in subtle but
powerful ways that their native language is inferior

to the dominant language.

educate students, to prepare them
to lead fulfilling lives, to facili-
tate in her/his students’ the
development of all of their
positive and productive qualities
and strengthen their secondary
attributes. It is a task of immense
propoitions, a balancing act, a
formidable challenge.

Yet another productive per-
spective considers the historical
function of the school. As
stalwart institutions, schools
symbolize freedom, truth and
liberation. Within a democratic
idealism and as a result of
success stories from the Civil
Rights movement, schools are
viewed as venues for realizing
visions of change and liberation.
Teachers have the prerogative of
aligning themselves with this
perspective, taking on active role
of becoming acutely aware of the
political, social, historical
context of education in our
society, and accordingly, guide
students along the pathways of
overcoming oppressive states.
The enlightened teacher frames a
curriculum along the needs of the
students, resulting in a design
that is more purposeful and
responsive.

The Role of the Native and
Target Language

Language is a powerful media-
tor at the teacher’s disposal.
Bahktin’s (1981) explications of
the dialogical nature of commu-
nication reminds us of how
utterances form a nexus of social

and political overtones. Within
this paradigm, teachers who are
unaware may unwittingly convey
to students in subtle but powerful
ways that their native language is
inferior to the dominant lan-
guage. But the overwhelming
connotations incline the student
to perceive their culture, self-
esteem, family, ete., of less
importance and valuable.
Whether teachers realize it or
not, their utterances reverberate
with references to the structure
of power and domination. Even
the stylistic switching of lan-
guage codes by a teacher may
convey underlying meanings
laden with social and political
messages.

The interconnections that
teachers have with the class-
room, the school in general and
society can be examined through
Foucault’s (Sarup, 1993) views
on expressions of power. In
Foucault’s terms, power is
manifested in some way in every
relationship. The presence of
power may be so saturated
within an individual’s nexus that
hefshe may not be aware of it.
Generally, every individual is
constituted by networks of
relations that are integrally part
of the culture. Expressions of
power emanate from socially
constituted orientations, i.e.,
language, mores, customs, etc.
and an entrenched member of the
culture systematically acts to
sustain the network, even ac-
tively partake in the process of
social reproductions. Foucault’s

Page 55 Discovering Our Experiences, Volume 4, Fall 1997



ideas have far-reaching implica-
tions that address the sustenance
of the school culture even when
the practices are insidiously ill-
fated and damaging to the
students.

Helping students write their _
original fables in their native
language provides a powerful
model of sociocultural and
political dimensions. The interac-
tive dynarnism revealed through
dialogue where language is a
deliberate mediator, and the
social, political content within a
literary context projects an
alternative vision of a highly
charged curriculum that is
muitidimensional in responding
to the needs of the students it
purports to serve.

The Funds of Knowledge for
Teaching Project

A brief description of the goals
and procedures of the Funds of
Knowledge for Teaching is
included in Leslie Patterson’s
article (this volume), as well as
in the feature articles written by
the teacher researchers. How-
ever, I would like to share a few
relevant details about the re-
search collaborative and its role
in the inquiry, reflection, and
voice process.

Immanent in the Funds of
Knowledge for Teaching are two
propositions that are crucial to
change in today’s educational
reform efforts. First of all, itis a
viable alterative to traditional
parental involvement models
where teachers assume that they
have the knowledge and exper-
tise in educating children and
parents are to follow along in
supportive roles. Secondly, the
Funds project allows teachers to
acquire critical knowledge
beyond the school that directly

In providing both leader-
ship and support, it is
essential that we learn
along with teachers, and
perhaps, learn how fo
learn from them.

affects the way they perceive
their role as teachers and as
curriculum planners. The ben-
efits of engaging in a Funds of
Knowledge project with col-
leagues and teachers seemed
expansive or far-reaching and
relevant, thus satisfying two
important points in the criteria
for selecting collaborative
research projects. When funds to
pay teachers for their participat-
ing in the project became avail-
able, my colleagues and I
embarked in a joint venture that
proved to be exciting, interesting,
and rewarding albeit time-
consuming. The four university
professors selected two teachers
¢ach to coach, providing techni-
cal assistance some of the time,
and moral support all of the time,
culminating with the develop-
ment of research reports that are
included in this volume of
‘Discovering Qur Experiences. In
hindsight, the initial phase of this
collaborative has come into
clearer focus as the first step; its
fruits of labor have revealed
other endless possibilities that we
have yet to develop into an
action plan. [ suspect that we will
engage in sustained dialogue
over what we’ve leamned from
the collaboratives for quite some
time to come. There have been
discussions, however, on the
future development of materials

“and training strategies in which

to disseminate what we’ve
learned about the Funds of

Knowledge for Teaching to other
teachers.

Teachers’ Voices as the
Guiding Beacon

The extent to which we suc-
ceed in our collaboration with
teachers lies in the perspective
that we develop in learning from
the participating teachers. In
providing both leadership and
support, it is essential that we
learn along with teachers, and
perhaps, learn how (o leamn from
them. We need to be effective in
working with them as we collect
key data that reveal as much
about themselves as about their
emerging understandings and
perspectives. Central to gaining
insight and thus, greater resalts
within a collaborative, is the role
of the university researcher.

As I perceive it the role of the
university researcher/collabora-
tor is primarily that of a media-
tor. There is no distinction in
terms of leading; each player
assumes both the role of leader
and follower. Rather what takes
precedence is the task at hand,
constructing knowledge and
generating genuine dialogue. The
research project takes center
stage, and the collaborators find
a stable medium by which to
work in tandem, and individu-
ally. The only clear delineation
of roles is in determining who
assurnes the authorial voice. But
by using the narrative approach
as part of reporting the research,
the collective voices emerge, not
just the author’s. Bateson’s
(1982) analysis of double
description, i.¢., viewing phe-

‘nomenon from several points of

views, serves as a framework for
generating multiple voices and
incorporating them within
narratives, In the teacher narra-
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tives generated as a result of their
participation in the collaborative
projects, we have discovered
their self-transformations which
tend to have an enormous itupact
on not cnly their work, but their
personal lives as well. We are as
equally impressed with the
participating teachers’ perception
of themselves as change agents,
having made decisions to alter
their views and/or strategies for
implementation of their curricu-
lum. We are also enthralied with
the development of their relation-
ships with parents in more -
substantive ways as a result of
their involvement with the
collaborative. We are particularly
interested in how participating
teachers, can impact other
teachers and create a domino
effect that can result in greater
participation in action rescarch
projects by other teachers and
university personnel. This idea
brings us to the final topic of my
discussion, i.e., the role of
“voice” m the inquiry/reflective
process.

Greater Voice, Greater
Participation

As a result of the published
papers presented in this volume,
other teachers or practitioners -
will have access to the results of
the teacher researchers’ inquiry/
reflection processes. Even
though each of the narratives
portray a unique story, as a
collective, the narratives convey
to the reader the protoype voice
of the teacher, one that can speak
to the majority of teachers.
Indeed, perhaps, the strength of
the teachers’ voices lie in their
ability to inform their peers in a
relevant and convincing mannes.
In narratives such as these,
teachers voices focus on a

common theme but relay their
ideas or experiences in a variety
of ways. Thus, & collective can
speak to a wider andience in a
more profound way than can a
single voice and in the process
convey a convincing representa-
tion of the ethnographic profile

We are particularly
interested in how
participating teachers,
can impact other
teachers and create a
domino effect that can
result in greater
pariicipation in action
research projects by
other teachers and
university personnel.

inherent in their namratives,
Withn a collective, the aunthorial
voice is represented as part of the
collective, thus forfeiting the
tendency of one person(s)
monopolizing the group.

The spiraling pathway of the
mquiry/reflective/voice process
relies on the expression of voice
to contimue or heighten the
ensuing dialogue among inter-
ested practitioners. Additionally,
collective teacher researcher
narratives can be tapped as
sources for the study of
grounded theories, or recurring
practicing principles and orga-
nizing frameworks.

Thas, verues for teacher
researchers to find their voice,
i.e., communicate their findings,
ideas, and for problem-posing
and solving are essential in the
inquiry/reflective process. This
volume of Discovering Our
Experiences serves as a spring-
board to facilitate teacher
researchers in their quest to

transform themselves and serve
as catalyst for the much needed
change in our schools.

Conclusion

The development of teacher
research collaboratives allow the
university researchers and
teachers to work together in
addressing critical educational
issues. However, once the initial
formation of the collaborative is
established, a system of partici-
patory balance must be devel-
oped. In essence, a new network
within an established system is
created and therein lies a possi-.
bility for extension of the re-
search collaborative model.

The work represented in this
volurne is far from complete.
There is a dire need to involve
more practitioners in the inquiry/
reflective/voice process, as well
as to improve the linking and
helping strategies to do a better
job in facilitating teacher re-
searchers. We need to allow
teachers more flexibility n
selecting their own research
agendas so that they will pursue
their own specific interests and
fulfill their personal and profes-
sional goals. ;

The general sentiment among
the teacher researchers who
participated in the collaboratives
discussed in this volume is that
the work must continne because
it is perhaps the most powerful
way to investigate ones own
work and even so, enjoy each
other’s company.
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