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Chapter 2

Understanding the societal role of the teacher in
transitional bilingual classrooms: lessons from
sociology of language

Ofelia Garcia

Abstract

Teachers arc oftcn unaware of the socio-cducational agenda of the state and how
their classroom practices relate to that agenda. The case of the bilingual cacher in
U.S. transitional programs using Spanish and English is here presented to illustratc
how these Latino teachers think they're contributing to the maintenance of Spanish
when, in fact, they're only accelerating the group's shift to English.

Four sociolinguistic principles, often ignored by teachers, cxplain why the
.increased use of Spanish leads to its disappearance:

— Stigmatization leads to shift to the prestigious language.

Absence of langnage-identity link leads to shift to the unmarked language.
- Lack of compartmentalization leads to shift to the dominant language.

— lLack of nsefulness leads to shift to the uselul language,

After discussing each of these principles in the context of the transitional
bilingual classroom in the United States, this contribution argues that the teacher
must abandon her limjted rolc as instructor merely knowledgeable about
educational approaches and materials. Teachers must bccome irue educators,
yuestioning and shaping the societal goal of the educational program and providing
students with the knowledge and resources needed. This contribution shows how
bilingual educators in the 1.5, seeking to empower the Laline community, must
then question the school’s goal of English monolingualism, given the valid role of
Spanish within the community itself.




Introduction

All teachers, regardless of where they teach, who they teach and how they teach,
carry out an educational agenda which is most often handed down to them by
policy makers, governmental agencies or school administrators, But rarely are they
informed about the socio-educational agenda with which they're prescnicd. Their
teaching task focuses on developing the appropriate and approach methodology
and selecting the right matcrial (o teach the children who greet them in the
morning, In fact, success in their pedagogical training and in obtaining
governmental certification is tied to not questioning the socio-educational goals of
the state.

Up to very recently, teachers were mostly members of the ethnic group in power,
and thus, although not involved in decision-making about the educational
objectives of the slate, they probably shared those goals. But in the recent past, as
the world has increasingly rccognized the ethnolinguistic diversity in its midst,
school bureauctracies have had to employ members of minority groups to educate
children. And even though it is societally recognized that the socio-educational
goals of the stalc concerning language minorities and those of the languagc
nuaority itself are sometimes in conflict, (he educational establishment has ignored
this fact by choosing instead to keep the teacher, cven the language minority one,
focused on appropriate approaches, methodologies and materials. And so the
teacher continues to deliver some content or material to children, while often being
unaware of the societal goal of the educational program she merely transmits,

Bilingual education involves the use of two languages in schooling. And even
though all hilingual ciassrooms share the feature of using two languages in some
way, their goals are very varied, depending on who has made the decision to use
the two languages, When the ethnolinguistic minorily has achieved some measure
of cquality with the dominant group and has been granted the right 1o cducate their
children, chances arc that the use of the two languages will lead to (rue
bilingualism and biliteracy, which will then become important assets in that
societal context. But when the ethnolinguistic minority is marginal to the majority,
chances are that the use of the two languages will be just another tool of social and
linguistic domination, even if that task is now in the hands of the minority teachers
themselves. And in these situations, it becomes imperative that bilingual teachers
understznd not only their role in accelerating the shift to the majority language, but
also the true relationship between language and social rewards, for only then would
leachers be able 10 take a more active role in (rying to shape the socio-educational
agenda for the children they teach.

My contribution informs the teacher, and especially the bilingual teacher, of her
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societal role beyond the classroom, for educating is not only delivering content, but
also questioning, shaping and changing society's goals for the children she teaches.
We provide information on how approaches, methodology, curriculum and
materials are tied to the plan thar society has for the children being educated. And
we use the example of the bilingual teacher in transitional programs in the Uniled
States to illustrate how sometimes educators think they're doing one thing, when in
fact, they're contributing to do quite the opposite.

1 How increased use of the minority language leads to its
disappearance: Four sociolinguistic principles

Bilingual teachers in the United States are rewarded with employment precisely
becausc they speak two languages. Thoy may knmow that the school has a
transitional program, and that the children will be transferred to monolingual
classrooms once they learn English, But within their classrooms they usc e
minority language in instruction, and so, although they recognize their role in
helping children acquire English, they're convinced lheyre contributing to the
maintenance of the children’s minority language.

Although there are transitional bilingual programs in many languages, the
majority are in Spanish and English, and so, we will focus on the Spanish-English
bilingual program 1o clucidate how it is that teachers who define their pedagogical
task in a narrow-mechanical sense, sometimes end up contributing to quite the
oppusile socictal effcel from thal which they think they're causing. Because the
training and education of bilingual teachers 1s often also narowly conceived as
familiarizing them with appropriate methodology and approaches, these teachers
have rarely thought about how two languages function in society or in the
classroom. And thus, they think that their use of Spanish is contributing to its
maintenance, when in fact, the opposite is taking placc.

There are four sociolinguistic principles, rarely shared with teachers, thal explain
why the use of more Spanish in (ransitional bilingual classrooms accelerates the
shift to English of Spanish speakers. They arc the following:

Stigmatization leads to shift to the prestigious language.

Absence of language-identiry link leads 10 shift to the unmarked langnage.
Lack of compartmentalization leads 1o shift to the dominant language.
Lack of usefulness leads to shift to the wuseful language.

We will explain cach of these principles within the United States socictal conlext,
focusing on how they apply to the Spanish-English transitional bilingual program'.

27




L1 Stigmatization leads to shift to the prestigious language
If one language is assigned a stigmatized status, bilingual speakers
will want to shift to the prestigious language.

Although Spanish is a colonial language, present in our conlext [rom the very
beginning, it is only its role as the langnage of the conguered Mexican Americans,
the celonized Puertoricans, and the subjugated Latin Americans from the rest of the
Caribbean, Central and South America, that is recognized. Spanish is then, not only
the langrage of subjugated and often poor minorities, but also of people of color,
And as with other languages spoken by racially distinct ethnolinguistic groups,
especially the African Americans and the Native Americans, Spanish has been the
object of one of the most tierce language eradication campaigns in the United
States. (For 4 more complete history of US Spanish, see, among others, Elias
Olivares 1983; Flias Olivares, Leone, Cisneros and Gutiétrez 1985; Wherrit and
Garcfa 1989,)

Spanish in the United States today differs from the languages of other
ethnolingnistic groups. Most European languages suffered losses as the English-
speaking economy quickly absorbed while immigrants. Aftican and Native
American languages underwent losses despite the fact (thal many speakers of these
languages have not been, for the most part, structurally incorporated into American
society. (For the difference between linguistic assimilation and  struetural
incorporation, see, Skutnabh-Kangas 1979.) Yet, despite the shift to English of
Latinos by the third generation, common to all 1.S. language minorities, Spanish
has nndergone tremendous gains as immigration from Latin America has increased
dramatically.

It is not the first time that the United Starcs has had to contend with a non-
Fnglish language thal was widely spoken. But the linguistic eradication campaigns
carried out in the early part of the century, not only against speakers of indigencous
fanguages, bur also against speakers of widcly-spoken languages like German, are
uw longer appropriate in our contemporary context of Civil Rights. We know from
history that we have been most successful in accelerating linguistic assimilation
when the economic power of English has attracted speakers. This is indeed the
principle upon which our Founding Fathers bascd their decision not to malke
English the official language of the land. (For more on this hislory, see, among
others, Heath 1977.) And thus, jubs in bilingual education for speakers of Spanish
and English has been one way of publicizing the fact that English speaking ability
is socially rewarded, at the same time that it emphasizes the unequal power and
prestige of English and Spanish.

Transitional bilingual classrooms provide a broad social context from which 1o
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mark Spanish as the stigmalized language, and English as the prestigious language.
Usually bilingual teachers are treated as second-class citizens in schools that do not
valuc nor understand the use of Spanish. This inferior position of the bilingual
teacher is revealed, for example, by the cheice of words in referring to monolingual
(cachers, "mainstream teachcrs”. And students in these transitional bilingual
classrooms are often referred 1o by the acronym that the federal government, in
promoting its remedial stance, has popularized, LEDP (Limited Fnglish Proficient),
connoting associations with leprosy and discase. "Bilingual” in these schools
doesn't mean having Lhe ability to speak two languages, but on the contrary, being a
gpeaker of the stigmatized language. And so, the term "bilingual” itsclf, in its
contrived use, acquires the very negative connotation that North American society
assigns toit.

Tn most schools with large transitional bilingual programs, the people in power,
the principals and assistant principals, are usually English monolinguals. But most
often, the people of least power in (he school, the janitor, the cook, the lunch room
menitor, are speakers of Spanish. English is the language in which announcements
are made by the principal over the loud-speaker. Spanish is the language used hy
those who serve evervone else. This situation which emphasizes the unequal
prestige of both languages, now within one societal context, the school, is quickly
apprehended by language minority children.

The stigmatized status of Spanish is now more publicly visible than when
Spanish was only spoken in the bomes and neighborhoods of the language minority
community. By publicizing the little value of Spanish in our English-speaking
context and maximizing the confrontation and conflict surrounding the use of
Spanish in public, rransitional bilingual classrooms make latino parents and
children painfully awarc that they should shift to English, the language that is
billed as the language of prestige and of success. They no longer want lo be
speakers of Spanish, nor do they want to be bilingual, (hey simply want te enter the
"mainstream” which in the school conlext means being speakers of English-only.

1.2 Absence of language-identity link leads to shift to the unmarked language
If the link between a specific language and ethnicity is destroyed,
hilingual speakers will shift to the unmarked language, that is, the
language of the majority.

Historically, one of the ways in which Latinos were forced to give up Spanish in
the United States, was to convince them that they didn't speak the "right” kind of
Spanish. While the Spanish spoken by the conguered Mexicans in the Southwest
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was debased, only "Castillian" Spanish was recognized in the teaching of Spanish
in the Uniled States.

And this tradition has continued until very recently. Latinos who spoke Spanish
only when they entered school gave up Spanish, only to find that the "other”
Spanish, the [oreign-one, spoken only in certain regions of Spain, made its eniry
again in high schoot. The link between the only Spanish recognized in the United
States and Hispanic/Latino identity was destroyed. High School Spanish teaching
was then mostly in the hands of North American teachers. But as Spanish became
ever prescni in the United States context, and martked with ils civil rights flavor,
loss North Americans opled (o become teachers of Spanish, creating a void thal
now necessarily had (o be filled by Latinos. (For more on this history of Spanish
language tcaching in the United States, sce, Garcia 1992.) Recognizing T.atinos as
Spanish language teachers using their variety of Latin American Spanish certainly
strengthens the language-identity link.

But, it is precisely at this historical juncture that transitional bilingual cducation
makes its entry, attraching Latinos Lo jobs in which the language-identity link is not
marked. In bilingual classrooms, Latinos are teachers of English, as well as
Spanish, thus croding the language-ethnicity link. These Latinos become excellent
role models, speaking English publicly, and validating for the Latino COMMuUnity an
FEnglish-speaking identity.

It is interesting, for cxample, that transitional bilingual classrooms in the Uniled
States use only one teacher. Many successful bilingual programs in the world, and
even in the United States, achieve bilingualism precisely by employing two
bilingual individuals who work as monolingual teachers, (hat is, whose job it is to
teach one of the (wo languages that make up the curriculum. But this arrangement,
of course, would strengthen and confirm the Tink between ethnicity and identity of
the monolingual language minority teacher. And it would provide for the built-in
compartmentalization lacking in transitional bilingual classrooms, the third
principle to which we now turn.

1.3 Lack of compartmentalization leads to shift to the dominant language
If two languages ave used interchangeably without assigning a
specific  role to  each language; that s without — any
compartmenialization, the language of more prestige will take over,
and bilingual speakers will shift to the dominant language.

Not only does the cxistence of one Latino bilingual (wacher weaken the language-
identity link, but it makes it more difficull to compartmentalize the use of the (wo
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langnages. In hilingual programs with two teachers, usually the ethnie langruape is
marked with a specific function, often having (o do with the history, culture and
literature, of the people who speak that language. For example, a common
arrangement in non-public bilingual schools in the United States, run by gither
eihnic communities or private entities, is that the non-English language is used to
¢cach (he literature and history of the particular group. (For more on these ethnic
bilingnal schools, see, Fishman 1980; Garcia and Otheguy 1985; Garcia 1988.) In
[Iehrew Day Schools, for example, Hebrew is used for Biblical Studies and for
modern Tseaeli history, whereas Lnglish is used to leach all the other sceolar
subjects, such as, Math, Science, Social Stndics, T.angnage Arts. At the Lycée
Frangais, English is used only to teach American History and English Language
Arts. Although the functions assigned to the languages differ in both content und
time, it is the strict compartmentalization of the two langnages that develops both
bilingualism 4nd bilitcracy.

This curricular arrangement reflects societal diglossia. an enduring sociclal
arrangement for the use of two languages by compartinentalizing their nse
(Fishman 1972). This can be done by cither allocaring different tunctions to the
two languages {personality diglossia) or ditferent geographical areas {territorial
digiossia).

The use of the two languages in the curriculum of the Hebrew Day Schools, for
example, reflects personality diglossia, since both languages have received
different functional allocation. There are also bilingual programs where a territorial
diglossic arrangement for the two languages is followed. For example, Canadian
immersion programs which usc only one teacher, strictly adhere to what they call
"linguistic ferritories”. with children changing classrooms for I'rench and Cnglish
parts of the school day. Bilingual classrooms that aim to develop bilingualism and
biliteracy usually follow either of (hese two diglossic curricular arrangements,
either the personality one followed by the Hebrew Day Schiools or the territorial
one followed by Canadian immersion programs.

But in transitional bilingual programs, where the goal is neither bilingualism nor
hiliteracy, the bilingual (eacher has rarely given much thought te the language
distribution in the classraom. And so, she uses her two languages in the way in
which it is most frequently used in the bilingual community, freguently allernating
or code-swirching belween one and the other.,

Although code-switching has been identified as the natural discourse mode of the
bilingual Latino community (see, for example, Zentella 1981), and although
functional reasons for code-switching have been given (see, [or exumple, Guinperz
and Hernandez-Chaves 19723, code-swilching is certainly not always helpful in
classrooms where hilingualism and biliteracy are the goal.




[n some ways, code-switching may facilitate English language acquisition by
providing a context from which to infer meaning. In fact, it is an excellent way to
increase comprehensible input, a factor widely characterized by Krashen (1982) as
essential i second language acquisition. Jacohson (1990)) has even developed a
ieaching approach which uses functional code-switching in transitional bilingual
classrooms. Bul although code-switching may be valid in heiping students acquire
English, it certainly works against the minority language, once again croding the
compartmentalization or diglossic arrangement that nust exist between the two
lunguages if bilingualism and biliteracy were the goal.

A teacher who code-switches will naturally use more English than Spanish, since
non-conscious language use in a bilingual context of unequal power leans toward
the dominant language. And by ercding the borders between the two languages,
code-swilching brings in English, while destroying Spanish.

1.4 Lack of usefulness leads (o shifl Lo the uveful language
If one language is perceived as having linle funcrional use, bilingual
speakers will shift to the useful language.

FEnglish is the only language of value in a society where English monclinguals
hold the power. And so, principals and administrators fail to sce the value of
Spanish for language minority students. Students are then only evaluared on their
progress in English. Although Spanish is then used, it is stripped of any value. And
it i5 easy to see how bilingoal teachers, cager 1o do a good job, emphasize English,
at the expense of Spanish. ‘The bilingual classroom again, hy providing a public
contexl in which both langvages are held up to each other, makes the usefulness of
FEnglish and the worthlessness of Spanish evident.

Not only are the children solely evaluated on the basis of (heir progress in
English, but English-only 1s mostly used to evaluate the effectiveness of the
bilingual teacher, since ofien the leacher's superior is not bilingual.

Lnglish books and curricular material are also beller than those available in
Spanish. Despite the fact that Spanish is the official language of twenty-onc
counteics and (hal school material is available in those countries, little eftort has
been made to obtain texthooks which arc scen as "foreign”. North American
publishing companies have tried to cash-in on the bilingual market and have
produced translations of some of the English textbooks. But the translations are
often poor, and schoo! administraiors often see these texibooks as a needless
expense, since they're a repetition of what they alrcady have in English. And so,
bilingual (eachers often have no texts in Spanish, and are forced io provide

32

transiations, or simply to

All (cachers know tt
available determines, in
curriculum material is a
And little by little, Spa:
used in sirople translation

Because transitional bi
with many more kinderg
elementary school, one ¢
there that children lea
methodelegy used to tex
which Spanish has heen
language reading is mos
But it turns oul that in o
approach to Spanish lan
strategies used in teachin
children how to read 1 &
language in which childre

2 Bilingual Teache

Although the four socic
great success ol transitior
lo English, bilingual (cac
programs, as well as the
the goal ol English langu:
distance and a more globx
teachers need to see the o
perspective. Only by reco
that some social plan is in
to guestion the plan, o it
truly create her own pai;
society tells her to, This
the artist, the mere instric
helps students inguire, but

An understanding of the
the children's language s




1 language acquisition by
t, il is an excellent way 10
ized by Krashen (1982) as
190) has even developed a
ig i transitional bilingual
n helping students acquire
se, once again eroding the
18t eaist between the two

inglish than Spanish, since
1equal power leans toward
stween the two languages,
ish.

tage
fe functionul use, bilfngual

here Cnglish monolinguals
5 fail 10 see the value of
wen only evaluaied on their
. stripped of any value. And
»od joh, emphasize English,
rain, by providing a public
rer, makes the usefulness of

hasis of their progress in
@ the effectiveness of the
t bilingual.

ter than those available In
al language of (wenty-one
¢ countries, little effort hus
"foreign”. North Amcrican
bilingual market and have
ks. But the lranslations are
se textbooks as a necdless
ly have in Lnglish. And so,
and are forced to provide

e ——

e m e

L

i
:
i
§
[

translations, ov shnply to teach in English with explanations in Spanish.

All teachers know that the quantity and quality of the curricular material
availahle determines, in greal part, what they do dering the day. And s, if more
curriculum material is available in English, little time wiil be devoted to Spanish.
And little by little, Spanish is robbed of its usefulness, reduced to the language
used in simple translations, in reprimanding, in sending (o the bathroor.

Recause transiticnal bilingual programs arce often shaped like a pyramid, that is,
with many more kindergartens and tirst grades and less classes with each year of
elementary school, one sees the greatest use of Spanish in the lower grades. it is
therc thal children learn to tead and wrile, and closc obscrvation of the
methodology used to teach Spanish reading quickly reveals the unworthy role to
which Spanish has been assigned. Since Spanish is a phonetic language, Spanish
language reading 15 most often taught syllabically in Spanish speaking countries.
But it turns out that in muny bilingual classrooms in the Uniied Staies, a phonetie
approach Lo Spanish langnage reading is used, closely calqued on the phonetic
straicgies used in teaching children English language reading. Rather than tcaching
children how to read in Spanish, Spanish is used (o wach English reading, the ooly
language in which children will he expected to read in the tuture.

2 Bilingual Teachers: From instructors to educators

Although the four sociolinguistic principles discussed above are the basis of the
greal success of transitional hilingnal ciassrooms in accelerating the children’s shift
to English, bilingual teachers remain mostlv unaware of how the structure of these
programs, as well as the approach, methodology and material used, are linked to
the goal of English language monolingualisim, Just as an atlist applying color necds
distance and a mare glohal perspective to appreciate the painting being worked on,
teachers need to see the colors they apply in the classroom from a global societal
perspective. Only by recognizing thal the classroom is 4 microcosm of society, and
that some social plan is involved in how she is told to apply the color, will she want
to question the plan, to influence it in some way, and thus, to feel empowered to
truly create her own painting, and not just to apply the colors in the way that
socicly ells her te. This is indeed (he difference between the faclory wiorker and
the artist, the mere instructor who delivers services and the educaror who not only
helps students inquire, but is an inquirer herself.

An understanding of the [our sociolinguistic principles presented and their role in
the children's language shift is sometimes a painful realization for transitional
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bilingual teachers. For (hose who believe in Spanish language maintenance, it
sometimes creates tension in (heir job, since the school system that cmploys them
ofien will not allow changes in approach and methedology to support true Spanish
language development,

But most bilingual tcachers have themselves become viciims of the lessons
learned in their transitional hilingual classroom. As Spanish is characterized as
nowi-prestigious, marked, non-dominant and worthless, many bilingual teachcrs
become supporters of the English language-shift goal. And so, they are happy only
to understand why children shift o English despite their use of Spanish, And they
argne (hat their transitional role is importan! in itseif, since it enables them o
provide supporl and understanding to non-English speaking and their parents.
Although this role of supporting non-Tuglish speaking students is extremely
imporiant, it is limiting as an edicational goal, for education must be much more
than incrcased understanding, Education must cmpower a community by providing
it with the knowledge and resources needed to fully participate in the society.

Spanish language maintenance in and of itself, that is, as a symbol of Latino
ilentity, 1s not enough of an incentive lor bilingual teachers to question (he socio-
educational goal of English-language shitt. Wo must then enlighten bilingual
teachers about how Spanish [or Latinos is tied to social rewards and how it can
lachion as a resource of the community. Only then, will these [Latino (achers want
to leap from being only instructors to true cdecators able to push for the
wansformation of the socio-cducational agenda for T.atinos in the Unpited Stares
'rom one of Onglish-only to one of (rue bilingualisit and biliicracy.

3 The language garden: not only colorful, but useful

In a previous contribution (Garcfa 1991), I presenicd the image of the linguistic
heterogencity in the world as a colorlul garden, adding beauty, but also complexity,
and needing a pian and work in order to conscrve its beauty. But the language
conservation of minority languages has to do not only with the color it adds to the
world at large, or to the majority world, but also with what it adds 0 the minority
group 1tself. We must then distinguish between the majority perspective and the
minority one in deciding to (ill the language gardea.

To dominant groups, minorily languages are of little yse. That is why one finds
few Anglos who speak Spanish or rather few Dutchmen who speuk Frisian. And
language majority groups in control of resources, and especially of the cducational
cslublishment, most often helicve that what is of no use to them can have littic
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valoe to the minotty community. Lager to mold the minority communily in their
image, the cducational policy is most often one of linguistic cradication and
imposition of the majority language.

To minority groups, however, majoriy languages are of great use. That 18 why
Frisians are also speakers of Dutch, and why Lalinos in the ULS. allempl (o become
Fnglish speakers us soon as possible. The majority in control ot the educational
establishment usually helps the minority group in the acquisition of the dominant
lanpuage. But because they fail to realize the value of the minority language in the
language minorily commmunily, and as a result, in the majority context itselt, they
are critical of minority Janguage maintenance.

In the United States when the language minority has had characteristics, skills or
values that are congruent with the majorily community, language shiflt has led w
their structural incorporation. (For increased nnderstanding of this see, Greer 1972,
Othegay 1982.) But this has not been the experience of language minorities of
color in the United States, for racism has prevented the full incorporation to take
place.

In the Fatine community, hilingualism and biliteracy are certainly assets today.
With the presence of a large monolingual Spanish speaking community, bilinguals
act as the mediators between the Anglo and the Hispanic world. They hold the jobs
in the many agencics that serve Tatinos, in the schools, in the local supermarkels,
resiznrants and businessess. And those who are more bilingual and biliterate are
bound to get the jobs.

Bilingualism and bilileracy are markelable resourees in jobs serving the Latino
community, positions for which there is no competition trom the dominant
monclingual group. In contrast, however, English-monolingual Latinos have 10
compete with white Anglos for jubs that most likely will not go (o them.

Usually we appeal to the majority's compassion and conservation sense in
advocating for language minority maintenance. But beyond the fact that a language
minority person who no longer speaks the minorily language will never know who
sthe is. information enly available in the minority language and only through
telling 1t without opposing the experience to that of the donmnant group, the
minority language has an important role as a way of achieving some measure of
struetural incorporation into the dominant sociely, al least initially. This is certainly

the case of Spanish for Latinos. Johs that require Spanish proficicncy almos
guarantee that a Latino will be hired. And although the Latino community greatly
benefits from this increased employment, it is our society at larze that is served the
most, for it increases harmony between groups as cveryone parlicipales and lakes
on a share. [n a way, recognizing Spanish as a resource of the Latino community,
while ensuring that Spanish speakers also become English speakers, acts on Bill
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Clinton's inaugural words, "We musi. . . offer more opportunity to all and demand
more responsibility from all.”

Transitional bilingual teachers are a case in puint. Being bilingual 1s a require-
ment for the job, a qualification which in our English-Only speaking country and
school system only language minorities hold. The advantages for both the mInority
and the majorily community are great. [‘or the minority community, a professional
is born, able to contribute to the cconomic viability of the ethnic group. But for
society at large, this professional is now a contributor 1o the United States cconomy

and a loval participanl in onr society.

In conclusion

The responsibility of a tcacher goes beyond the classroom apd beyond the
immediale community. She musi stop being an instructor, accepting ol orders, of
curriculum planned, of material given, and must claim her role as an educator,
crpowcering the community she teaches by providing it with the appropriate
knowledge and resources it needs. The case of the bilingnal teacher in transitional
programs in the United Stales helps us understand how well-intentioned (cachers
often work againsi the interests of the children she teaches. Because language s
such an impaortant part of education, all teachers, but especially bilingual teachers,
should understand the role of language in their particular societal context, and how
their classroomn practices reflect that goal. Only then, will teachers want to look
heyond their instructional practices to the societal goats that inform the practices,
And only then will they leel empowered to transform practices that can. little by
litle, crack by crack. impact on societal goals,

Notes

{. The comments made about practices in Spanish-English transitional bilingual
classtooms are based on my own experience as a bilingual teacher, as well as
observations made in the last ten years in many different classtooms as the
supervisor of many City College student teachers.

2. 1 am indebied to Joseph Gaines trom Baricua College for enlightening e about
the difference between these two lerms.

36

References

LHus-Olivares, L. {ed) {
Virginia: InterAmern:
Eljas-Olivares, 1., F.
Language Use and F
Fishman, J. A, (1972) Ti
— (1980} FEthnic—ce
Distributions. frerrn:
Garcig, Q. (1988} The o
United States. frsay
78.
{1991 Secietal mu
- {1992) From Goya
Spanish Language
University of Minnes
Garcfa, (3 and Otheguy
Rilingual education
Greer, C.(1972) The Grs
Gumperz, J. and flemdr

interaction. In C. Ca
Clussroom. New Yaor

Heath, S B. {1977 Lar
Roundrabie 1977, 267

Jacobson, R, (1990} Alk
In R. Jacobson and C
Clevedon, Avon: Mu

Krashen, S. (1982) Prin
Pergamon Press,

Otheguy. R. (1982) Th
Educational Review

Skutnabb-Kangas, T. (3
Sirnctural Incorporas
Associates.

Whertit, 1. and 0. Gare
[ssue of The fnternats
Ciruyter.

Zentella, A. C. (1981) Tz
Heath (eds) Langucig:




runity to all and demand

ing bilingual is a require-
inly speaking couniry and
ages for both ihe minority
sommunity, a professional
the ethnic group. But for
‘he United States cconomy

lassroom and beyond the
or, accepting of orders, of
1 her role as an educator,
g it with the appropriate
gual teacher in (ransitional
; well-intentioned teachers
ches. Because language is
pecially bilingual teachers,
r societal context, and how
will teachers want o Took
5 thal jnform the practices.
practices thal can, little by

1glish wansitional bilingua!
ilingual teacher, as well as
fifferent classrooms as the

e for enlightening ma about

-t A

A RRT LT R T L]

- H U The e RS T T s e ey

References

Vitas-Olivares, L. (ed) (1983} Spamivh in the U.S. Sening: Bevond the Southwest. Rosslyn,
Virginia: nterAmerica Research Associates.

Eljas-Olivares, 1., ¥. A. Leone, R. Cisneros and I Guuérez {eds) (1985) Spanish
Langwige Use and Public Life in the USA, Betlin: Walter de Crvter.

fishman, 1. A (1972) The Suciology of Language. Rowley, Mass.: Newbury 1louse.

- (J9RCy Fthnic-communily mother-tongue schools in the USA: Dynamicy and
Tistributions. fnteraational Migration Review 14, 235047

Garels, O. (1988) The education of hililerate and bicultural childten in ethnic sehools in the
United Siates. Essavy by Spencer Iellows of the Naiional Academy of Educarion 1, 19-
78,

—{1991) Societal nudiifingualism: Diversity in our garden. (Unpublished manesceripl).

{1992 From Goya portraits to (Goya beans: Elite traditions and popular streams in US
Spanish Language Policy. Keynote paper at Ll Espaiiol vn los Estades Unidos.
Tiniversity of Minnesota, October 23, 1992,

Gareia, 0. and Otheguy, R. (1985) 'The Masters of survival send their children to school:
Bilingual education in the ethnic schools of Miami, The Bilingual Review 12, 3-19.

Creer, C. (1972) The Grear School Legend. New York: Basic Bools.

Gumperz, J. and Herndndez-Chéver, B. (1972} Bilingualism, bidiaJectalism and classroom
interaction. In C. Cazden, V. John and 1. [Iymes {eds) Funciiony of Language in the
Classroom. New York and London: Teachers College Press.

Heath, §.B. (1977) Language poiilics in the United Stales. In Georgerown Universiny
Roundiable 1977, 267-297. Georgetown: Georgeiown University Press.

Jacobson, 2. (1990} Alloculing (wo languages as a key featurs of # hilingual methudology,
In R. Jacobson and ¢ Ualtis (eds) Language Distribution Issues in Bilingnal Sehooling
Clevedon, Avon: Mululimgual Matters,

Krashen. S. (1982) Principles and Practice in Second Language Acquisition. New Yorlk
Pergamon Press,

(rthegoy, R. (1982) Thinking about bilingual cducation; A critical appraisal. /arvard
Faurarional Review 52, 301-314,

Skutnzbb-Kangas, T. (1979) Language in the Process of Culrral Assimilation and
Structural Incorporation af Lingnistic Minorities. Rosslyn, Va.. InterAmerica Research
Arsoviales.

Wherrir, I. and . Garein (eds) (1989) U.S. Spanish: The Language of Latinos. Special

Issue of The fnternational Journal of the Socivlogy of Language 79. Berlin: Mouton de
Gruyler.

Zentella, A. C. (1981) Languzage variety among Puerto Ricans. In . A Ferguson and 5. B.
Heath (eds) Language in the [JSA. Cambridge: Cambridge University Press.




