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Abstract 

 

Teacher Empowerment through Authentic Authorship 

 

Rubi Patricia Flores, MA 

The University of Texas at Austin, 2013 

 

Supervisor:  Maria Franquiz 

 

Abstract: This transformative participatory study was designed to address the issue of 

limited culturally relevant Spanish or bilingual mentor texts for use in writing workshop.  

The researcher references critical pedagogy theory, writing instruction theory and 

transformative education theory to set a theoretical framework.  In the study 2 Dual 

Language teachers currently implementing a Two-Way Dual Language program engaged in a 

six session book study and article discussion using Alma Flor Ada’s and Isabel Campoy’s 

book Authors in the classroom: A transformative Education Process (2004).  Sessions were 

audiotaped, reflections were collected, and a pre and post questionnaire was used to gather 

data.  Using grounded theory the data was coded and findings are included in this report.   
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Chapter 1:  Introduction 

Serving students from diverse cultural and linguistic backgrounds in the United 

States has always been a challenging task.  Researchers, policy makers, and educators 

seem to have different opinions about the type of instruction that will best serve the 

multicultural and multilingual populations in our school system.  The disparity of these 

opinions is reflected through the inability of policy makers and educational leaders to 

agree on a common pedagogical approach that will effectively address the linguistic and 

academic needs of our non-traditional populations. Different states provide different 

resources and implement different programs to serve their culturally diverse and language 

minority students.  Inevitably political ideologies are the driving force in the development 

of the different programs that claim to arm all students with the knowledge and 

experiences to overcome their academic and linguistic “limitations” (Giroux, 1981; 

Giroux and McLaren, 1989; Apple, 1981).   Unfortunately, most of these programs 

ignore the student’s cultural and linguistic assets and demand assimilation to the 

dominant culture, language and societal norms (Paris, 2012).  Teachers are forced to act 

as technicians when mandated to implement these prescribed programs with fidelity 

disregarding the teachers’ own professional philosophies. The core curriculum along with 

the instructional materials provided to teachers usually reflect the ideologies and 

perceptions of the mainstream population (Giroux,1981; Giroux and McLaren, 1989; 

Apple, 1981), even when they may be supported by research as best instructional 

practices.  The limited availability of culturally relevant resources helps perpetuate the 

ever present achievement gap that exists between the mainstream and multicultural 

populations.  Many teachers have found themselves trapped in a system that not only 
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seeks to strip students and their families of their culture, language and identity but also 

accomplishes to take teachers’ power and voices away.   

This report describes how a research study founded on critical pedagogy theory 

(Giroux, 1981; Giroux and McLaren, 1989; Apple, 1981; Freire, 2000), writing 

instruction theory (Graves, 1978, Graves, 1994, Ray & Laminack 2001; Calkins, 1994) 

and transformative education theory (Ada & Campoy, 2004) allowed the researcher to 

address the following question: In what ways, can a bilingual teacher with limited 

teaching experience grow to see him/herself as a resource to promote critical pedagogy 

through the creation of authentic mentor texts?  It is necessary to empower teachers to see 

themselves as resources.  Through dialogue, teachers can learn to reflect on ways to 

create culturally relevant resources.  These resources will aid them to provide students of 

linguistically diverse backgrounds with lessons that are engaging, enjoyable and 

empowering.   
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Chapter 2:  Theoretical Framework 

CRITICAL PEDAGOGY 

Inevitably school systems are entities of government that reflect the ideologies 

and expectations of the dominant culture in the US (Giroux 1981; Giroux and McLaren, 

1989; Apple, 1981; Freire 2001).  However, the dominant cultures would argue that 

schools are in fact the opposite.  Since the establishment of the school system, the 

common understanding of the purpose of schooling is that it is intended to teach the 

masses about democracy and the theories that make this country and its economy 

powerful.  Through schooling, the dominant cultures can continue to impart the notion 

that each individual is responsible for their own academic, financial and personal success. 

Also that a person’s abilities regardless of their culture, gender or socioeconomic status 

are the cause of that success.  It is claimed that all types of skills and abilities are needed 

to support this country’s economy; however it is the populations assimilating the 

ideologies of “Western Civilization” that will rise to the top of the food chain and will 

become powerful (Giroux, 1981).  I believe many would call this the “American Dream”.  

The problem with the American Dream is that it devalues the culture and experiences of 

those who are considered to be flawed and need to “better themselves” in order to reach 

that dream. 

This type of ideology has turned schools into repair shops.  Children are seen as 

objects that need to be brought up to the standard that has been set by members of the 

dominant culture.  Curriculum and pedagogical strategies are developed in order to 

change, replace or remove any pieces that won’t fit the mold by which students are 

measured.  These pieces may be a student’s culture, language, social or academic 
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experiences that are not deemed legitimate or valuable by mainstream groups.  

Consequently students begin to see themselves as lacking and deficient of the 

characteristics that are valued in American schools (Giroux and McLaren, 1989; Apple, 

1981).  Paulo Freire (2000) would call this “banking education”.  In banking education, 

students are dehumanized and become receptacles for the knowledge and characteristics 

that the dominant cultures deem most legitimate and valuable (Freire, 2000).  It is 

unfortunate that the place that should bring hope, liberation and change can become a 

child’s prison.  

In this system, teachers are trained to become technicians in an assembly line.  

Each teacher is in charge of molding their students one grade level at a time into the 

artifact that society ultimately needs them to be.  Teachers add the ideas and information 

that have been embedded into the curriculum and teaching practices.  They avoid any 

lessons that may create a conflict or critical question.  The agenda of the dominant groups 

is delivered to all students in a one size fits all approach to instruction (Apple, 1981), 

masked by the label “research based best practices”.  Rarely do teachers have a say on 

what materials, approaches or curriculum best fit the needs of their students.  

Standardized tests prevent teachers from deviating from the prescribed curriculum that 

promises to get students to achieve what has now become the ultimate goal of school in 

the US: passing the test.  

How can a student relate to the content or the materials used for instruction in 

schools when their lives and experiences are absent from these resources (Ada & 

Campoy, 2004).  Think of a child who brings their favorite toy to school and can write, 

draw, read, and talk endlessly about it.  The toy has meaning and history.  It is part of 

who they are and it can be used to establish a connection between home and school.  How 
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different would this be if we ask students to read a book about a toy that students are not 

familiar with or can’t relate to and then ask them to write, talk and draw it?  This activity 

can become abstract and meaningless since it lacks the relevance that the child needs to 

create a connection.  It is essential that schools adopt instructional practices, materials, 

resources and classrooms experiences that reflect the reality and characteristics of the 

population they serve.  In this way the learning experience is made relevant and 

meaningful to the students:   

“Education thus becomes an act of depositing, in which the students are the 

depositories and the teacher is the depositor. Instead of communicating, the 

teacher issues communiques and makes deposits which the students patiently 

receive, memorize, and repeat. This is the "banking" concept of education, in 

which the scope of action allowed to the students extends only as far as receiving, 

filing, and storing the deposits.” (Freire, 2000, p.71) 

  Critical Pedagogy calls for an end to this ideology.  Accordingly, schools should 

be art studios where students are given the opportunity to construct their own knowledge 

by using as resources the assets that they bring to the classroom.  A student’s culture, 

language, social and home experiences should be reflected in the curriculum and 

pedagogical practices teachers implement in the classroom in order for students to 

understand the link between classroom and everyday life (Ada & Campoy, 2004).  

Students need to know that their home literacies are valuable and can contribute to their 

academic success.  They need to be empowered to see themselves as humans in the 

process of constructing their identity, knowledge and reality (Freire, 2000).  They need to 

know that they are not helpless or doomed, but in fact they are capable of constructing, 

questioning and reshaping themselves and the world around them “[Teachers] must work 

to create the conditions that give students the opportunity to become citizens who have 

the knowledge and courage to struggle in order to make despair unconvincing and hope 
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practical” (Giroux 1988, p. 128).  Each child is a work of art with their own identity, 

beauty and interpretation of life.   

Freire (2000) suggests that teachers need to become artists who through problem-

posing education and dialog can unveil the tools many culturally diverse students have 

been denied to become critical thinkers and reflect on the past and present of their social, 

academic and political status.  Through dialogue and reflection these students abandon 

their given role of spectators in the world to become actors and creators of their own 

reality.  Critical pedagogy not only gives students the knowledge to question and reflect 

about their past and present but it also empowers students to challenge the status quo and 

shift from the path that has been established for them by the dominant groups to the path 

that they choose to construct through the daily interactions and experiences they have in 

the world and with the world (Giroux, 1981; Freire, 2000).   

Being reflective about our lives and experiences isn’t always an innate skill. It 

can’t be assumed that educators who come from minority populations are aware of the 

inequities that affect the members of their groups.  Teachers with diverse ethnic 

backgrounds won’t automatically become advocates for social justice and critical 

pedagogies.  Most of these educators often accept perspectives that have been imposed by 

the dominant groups through the curriculum, teaching practices and resources they are 

provided for instruction (Giroux & McLaren, 1989; Apple, 1981).  It is necessary to 

empower teachers to reflect, question and most importantly transform their own realities. 

When teachers discover that they themselves are full of cultural capital that can be used 

to enrich the academic experiences of their student, teachers will to be empowered to 

become change agents in their own classrooms (Apple, 1981).  Only through 
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empowerment will teachers shift from being technicians to becoming artists who create a 

just and inclusive learning environment. 

WRITING WORKSHOP    

  For most people the act of writing is a very mundane skill that is applied without 

much thought or reflection.  Most people wouldn’t think of writing as being part of their 

identity just because they write on a regular basis (Ray & Laminack, 2001).  The 

common thought is that writing is a skill that allows us to complete daily tasks such as 

writing a grocery list, jotting down a reminder, passing on a message or communicating 

information to a colleague, family member or friend.  This perception of writing is 

prevalent in most schools because writing is taught as a passive skill.  In schools writing 

usually has one purpose, communicating the correct answers to the questions the teacher 

asks by repeating the information she or he deposited in the students, “Individual 

expression, particularly personal messages in writing, will not be valued as highly as the 

accurate repetition of the ideas of others, expressed in their writing” (Graves, 1978, p. 

10).  In many schools, writing instruction consists of teaching students grammar rules, 

spelling rules, conventions and most importantly how to write a message that will please 

the teacher (Graves, 1978).  Students are provided with prompts and formats to follow to 

ensure that writing is used as a basic survival skill.  This approach to writing instruction 

limits creativity and use of student’s own voice in the writing process.  Children early on 

perceive writing as an ineffective communication tool because it is usually a one way 

conversation.  The teacher reads the child’s writing and evaluates it according to the 

standards set by the curriculum.  Such an approach accomplishes what should be its main 

purpose, which is to establish a dialogue between the writer and the reader.  When a child 

isn’t exposed to writing for relevant purposes, the child will grow up believing they don’t 
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have anything important to communicate.  They will fail to develop their identity as 

writers assuming that real writing can only be done by professionals (Graves, 1978).      

  Research and scholarship has shown a contrary stance, Writing is a powerful 

skill; in fact writing is an authority skill (Graves, 1978).  Writing involves more than 

learning about conventions and grammar and, can be a transformative experience.  

Teaching a child how to write involves a lot more than teaching them how to copy shapes 

and symbols on a piece of paper.  The teaching of writing should not be taken lightly, 

given that learning to write has both cognitive and emotional effects.  “Writing 

contributes to intelligence. The work of psycholinguists and cognitive psychologists 

show that writing is a highly complex act that demands the analysis and synthesis of 

many levels of thinking” (Graves, 1978, p.6). Writing can also be a very vulnerable 

experience for the writer. Through writing a person can expose and make public their 

thoughts and feelings which in turn give the reader the power to form an opinion about 

the author and their ideas.  The writer can be either praised or criticized and this can 

affect their self-esteem and confidence as communicators (Graves, 1978).  It is 

imperative that the teacher understands the implications of valuing each child’s ideas, 

especially when they are communicated through writing.   Because of the cognitive and 

emotional impact writing can have on a child’s development, careful and effective 

writing instruction should be implemented. 

It has been said, we teach how we were taught.  From this experience, our 

experiences as learners will influence our ways to deliver instruction.  Modeling for 

students the behaviors and ideas we want them to acquire is one of the most effective 

teaching strategies. However, how can a teacher model good writing when they grew up 

with the idea that good writing involves knowing how to spell and write neatly.  A 
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teacher can’t teach well something that he or she doesn’t practice (Graves, 1978).  We 

read and talk to our kids, but when do we model writing for our kids? If we do model it, 

do we make sure we focus on the real purpose of writing which is to communicate, or do 

we emphasize grammar and conventions?  I can teach my daughter to ride a bike better if 

I know how to ride a bike myself.  Teachers can teach writing better when they practice it 

themselves.    

Writing Workshop or Writing Process? 

As a first year teacher, one of my very first trainings was on the writing process.  I 

remember making a chart to track my students as they engaged in the writing process.  

They had to show me what stage of the writing process they were in, pre-writing, and 

drafting, revising, editing, or publishing.  Somewhere in there, students had a chance to 

conference with me about their piece of writing before moving toward.  The focus of the 

conference was usually to make sure students applied all the stages of the writing process 

so they could ultimately produce a perfect piece.  Little did I focus on the actual content 

or topic of their writing piece or their purpose for writing it.  I realize now that I 

misunderstood the purpose of the writing process and instead I was teaching my students 

to focus on a writing product with meaningless purpose (Murray, 1972).  A couple of 

years later I was introduced for the first time to the writing workshop.  At first I didn’t 

understand the difference and I tried to implement a writing workshop just as I had done 

the writing process.  I even pulled out my chart to track my students’ progress through 

the stages of writing.  To my surprise, I couldn’t seem to make the two work well 

together.  In the writing workshop, the purpose for writing shifted.  My conferences with 

students didn’t have to happen right before publishing; in fact students didn’t even have 

to publish every piece.  The focus was on students using writing to do powerful things 
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and using their voices to project and reflect their world (Ray & Laminak, 2001).  This 

does not mean that my students didn’t understand and learn about the writing process.  I 

was able to teach them that the writing process is something we use not something we do 

(Ray & Laminak, 2001).  This meant we could now focus on the process of becoming 

authors with a real life purpose for writing not just on following steps to create a finished 

product.  The writing process became a tool to help students organize and make their 

writing more powerful, not just something to do for the sake of producing writing (Ray & 

Laminak, 2001).   

Choice of topic selection 

One of the essential characteristics of writing workshop is giving children choice 

when it comes to their writing topic.  If the purpose of writing is to “help students learn to 

think through the issues and concerns of their everyday lives” (Graves, 1994, p. 106), 

then students should be able to choose the topics that reflect the reality they face on a 

daily basis and provokes them to reflect on their feelings, emotions and thoughts.  What 

better way to engage students in the writing process than allowing them to write about a 

topic that is relevant to them.  Students will find the need to write well if their purpose for 

writing is to voice the ideas that are relevant to them as authors (Ray & Laminack, 2001). 

Time for writing 

Anything we want to learn to do requires practice.  I can’t become a chef if I’ve 

never spent any time in the kitchen.  I have to learn about cooking tools, techniques, 

ingredient mixing, and then I have to practice using all of the above.  I will probably burn 

some dishes, mix the wrong ingredients and even get discouraged as I learn how to cook.  

It will be through practice and guidance that I can become a successful and experienced 
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chef.  Writing is no different.  Students can’t become good writers unless they practice 

writing!  Just like any other skill, it takes professional writers years of practice to become 

experts in their craft (Ray & Laminack, 2001).  We know that a chef will learn from his 

mistakes and, a writer will also learn from messing up their writing.  Not all writing will 

be good.  Some writing may not even get finished but children will gain experience from 

writing on a regular basis. (Ray & Laminack, 2001).  Practice will give students the 

opportunity to experiment with language, genres and writing structures.  Writing 

instruction is more effective when the structure of the workshop is predictable and simple 

(Calkins, 1994).  This gives students the opportunity to plan their writing even outside of 

the workshop.  If they know that they will be writing tomorrow, they will start thinking 

and planning even before workshop time (Calkins, 1994; Graves, 1994).  Children need 

to write not once, twice, or three times but at least 4 times a week for at least 35-45 

minutes a day (Ray & Laminack, 2001; Graves, 1994; Calkins, 1994).  These 

recommendations are being neglected in an era of strict accountability to scripted 

curriculum. 

Teaching and Modeling 

Writers need time to write, and they also need a relevant topic to write about, but 

how will students know how to start their writing piece? How will they know what 

techniques or conventions to use to allow the reader to focus on the message as opposed 

to the marks on the paper (Graves, 1994)?  We can’t just give students a piece of paper 

and a pencil and expect good writing.  Students need to see the craft of writing unfolding 

in front of their eyes (Graves, 1994; Ada & Campoy, 2004).  Teaching and modeling is 

embedded throughout the components of the writing workshop.  Teachers can teach a 

whole group lesson, a small group lesson, and an individual lesson at different points of 
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the workshop.  It is common to see both teachers and students teaching each other 

through peer to peer conferencing and teacher-student conferencing (Ray & Laminack, 

2001).  In the writing workshop, opportunities to teach students about all aspects of 

writing such as finding ideas, conventions, and techniques are needed to help the writer to 

convey a clear message to their audience (Ray & Laminack, 2001; Graves, 1994).   

Modeling is one way that teachers of writing can present different techniques, 

suggestions, concerns and strategies to their students (Calkins, 1994).  A student will 

believe in the credibility of a teacher if the teacher can share with students their own 

experience with writing instead of just lecturing about what to do.  We read to students so 

they see us as readers, so why not write for students so they can see us as writers.  It is 

not necessary for teachers to be good writers, but it is necessary for students to know that 

teachers do write (Ray & Laminack, 2001).  Teachers can model and mentor students 

through their writing as well as through the writing of others (Fletcher, 1992; Calkins, 

1994; Anderson, 2000; Ray & Laminack, 2001).  Using literature for writing instruction 

allows students to see in context the use of different writing techniques.  “They read their 

favorite author books and essays and poems with a “writer’s eye” and notice how these 

authors craft their writing” (Anderson, 2000, p. 109).  Using mentor text to model and 

learn new writing strategies allows students to understand the impact that reading and 

writing have on each other (Graves, 1978; Calkins, 1994; Anderson, 2000).  

Understanding this connection helps students understand more thoroughly the author’s 

message as well as his or her style of writing (Calkins, 1994; Anderson, 2000).   

Talk 

“Writers need to talk about their writing, and the thing that seems to make or 

break many writing workshops is the presence (or absence) of productive talk” (Ray & 
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Laminack, 2001, p. 12).  Writing is a form of expression and writers need to know that 

their voices are being heard.  Writers need other writers to read their work.  Through talk 

and dialogue, a writer can ensure that the words on the paper match the message in their 

heads (Graves, 1978; Ray & Laminack, 2001).  In the writing workshop, students and 

teachers are constantly engaged in productive talk and active listening (Ray & Laminack, 

2001).  Teacher talks occur during direct whole group instruction, teacher-student 

conferences, there’s also talk during peer conferences and most importantly, during share 

time. (Calkins, 1994; Anderson, 2000; Ray & Laminack, 2001).  Through talk and 

dialogue students negotiate meaning and practice writing for an audience (Graves, 1994; 

Ray & Laminack 2001).  

Publication 

Recently I took up running.    I told all of my friends how surprised I was to be 

enjoying it since I wasn’t really a runner.  In my explanation, running was something I 

did but it wasn’t part of my identity.  A couple of months later I signed up for my first 

5K.  I went shopping for running shoes and clothes.  I felt that I needed to look the part to 

fully enjoy my first real running experience.  My family and friends came to cheer me on. 

As I crossed the finish line I thought, “Wow, I’m a runner!”  I felt such a transformation.  

I felt that having participated in an event with runners legitimized my own identity as a 

runner.  Publishing does that for students.  Writing on a daily basis can provide students 

with opportunities to practice being writers.  However, this alone does not legitimize their 

identity as writers.  When they spend time preparing their piece for publication, creating a 

cover for their book and making their writing public, they become part of the inside circle 

of writers.  Publishing allows students to internalize their identities as writers (Calkins, 

1994). Along with developing a sense of belonging students also gain a sense of 
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authority.   As members of the inner circle of writers, students also become more critical 

when reading and analyzing the work of other authors (Calkins, 1994; Graves, 1983). 

Publishing means making one’s work public.  As they make their writing public, students 

develop a sense of audience (Graves, 1983; Ray & Laminack, 2001).  For students, this 

piece not only brings all the parts of the process to a culminating end but also makes all 

the struggles and hard work worthwhile (Graves, 1983; Ray & Laminack, 2001).   

Management 

Writing is a very unpredictable skill.  Students and teachers rarely know what 

words will end up on the page (Graves, 1994).  This can be very overwhelming for some 

children.  That’s why it’s very important that the writing workshop have a very 

predictable structure (Graves, 1983; Graves 1994; Calkins 1994; Anderson, 2000; Ray & 

Laminack, 2001).  Students need to know what to expect as they walk into the classroom.  

Many students deal with unpredictability on a daily basis outside of school.  For that 

reason the classroom should be a safe and predictable environment that they can trust. If 

students know that each day they walk into the classroom they will be working on their 

writing, they can develop a sense of permanence in the workshop.  They can connect 

daily activities to their work in the workshop which can help them with ideas for writing 

(Calkins, 1994).  Teachers can accomplish this by teaching and demonstrating the 

behaviors they want students to display during the writing workshop.  A well-structured 

and organized writing workshop has a set of rules, routines and limits that students 

practice on a daily basis (Graves, 1983; Graves 1994; Calkins 1994; Anderson, 2000; 

Ray & Laminack, 2001).  Students won’t automatically know how to participate in a 

conference, or what to do when they finish a writing piece.  Students won’t automatically 

know that they can rely on their peers to help them solve problems.  A structured 
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classroom is not the one where the teacher has all the answers and the power. If students 

always feel the need to go to the teacher for answers, the teacher will spend all of their 

time answering questions and will not have time to teach writing.  Having rules, routines 

and independence will allow students to focus on the content of their writing.  A 

structured classroom is the one that can run itself because students understand their 

responsibilities as members of a learning community (Graves, 1983; Graves 1994; 

Calkins 1994; Anderson, 2000; Ray & Laminack, 2001).   

Assessment 

In many school districts, assessment is synonymous to grades.  Assessment is to 

students as reviews are to actors.  They are needed to help them reflect in their craft.  

Assessment is more than a score or a grade on a report card.  It is essential to assess the 

effectiveness of the workshop and hold teachers and students accountable for their own 

learning and teaching (Calkins, 1994).  As a workshop teacher, it is important to know if 

lessons are contributing to the growth and development of writers.  Teachers can ask, am 

I being clear enough? Am I meeting the needs of all of my students? Do I need to re-

teach a concept?  In the workshop, questioning ways pedagogy is enacted is crucial to 

becoming effective writing teachers.  Teachers develop these questions by observing the 

behaviors and skills that students display during the different components of the writing 

workshop (Graves, 1983).  If close attention is paid to observations, teachers can find 

trends that can be addressed through lessons and conferences (Graves, 1983; Calkins, 

1994; Anderson, 2000).  Questioning does not only apply to the teacher.  By questioning 

our students about their process as writers we also teach students to be reflective and 

assess their own thinking.  Consciousness is built in our students when they learn to 

question and reflect on their own learning (Graves, 1994; Anderson, 2000; Ray & 
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Laminack, 2001). In the workshop, students know what the expectations are and are 

given the tools to self-assess themselves through rubrics and portfolios that the teacher 

can use to measure the growth of the students as writers (Graves, 1983: Graves, 1994; 

Calkins, 1994; Ray and Laminack, 2001).   

Structure of the Writing Workshop 

Experts created four specific components for the writing workshop that will bring 

together all essential characteristics. The structure and suggested times for each of the 

following components are illustrated in Figure 1.  

 Mini-lesson or focus lesson 

 Independent writing time 

 Conferencing time (Embedded within independent writing time) 

 Share time 
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Figure 1: Writing Workshop Structure (Fletcher & Portalupi, 2001) 

 

Mini-lesson or focus lesson 

During A mini-lesson, the teacher has the opportunity to teach students a specific 

skill that she wants them to practice.  The mini-lesson can be just about anything that has 

to do with the writing workshop.  The teacher can choose to focus on specific routines, 

how to choose topics, how to analyze mentor texts, how to conference with a peer, how 

to edit, revise or publish writing, etc. (Calkins, 1994; Anderson, 2000; Ray & Laminack, 

2001).  These lessons can come from the required grade level curriculum but more 

importantly, they should come from her assessment of the students as she gets to know 

them as writers.  The mini-lesson is focused and lasts from 5-10 minutes.   During this 

time, students get to see the teacher demonstrating the craft of writing so they can later on 

try it in their own pieces (Calkins, 1994; Anderson, 2000; Ray & Laminack, 2001).   

Components of an Hour-long Writing 
Workshop  

Mini-Lesson 5-10 minutes

Independent Writing  35-45
minutes

Share Time 5-10 minutes
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Independent writing 

Independent writing time is the most crucial and scariest part of the writing 

workshop (Ray & Laminack, 2001).  This is the time when students get to apply all the 

lessons and skills that they have learned. This is what will give students the practice they 

need to develop stamina for writing (Calkins, 1994; Ray & Laminack, 2001).  During this 

time, students could be engaged in different activities to support their development as 

writers.  These activities can include free writing, writing exercises, reading to support 

writing, thinking about their writing, drafting a writing project, having a conference with 

a peer, or publishing a writing project (Ray & Laminack, 2001). Because students will be 

working independently in these activities for at least 30-45 minutes, it is essential that 

students know and understand their responsibilities as learners (Ray & Laminack, 2001). 

Conferencing 

Conferencing is conducted at the same time students are working independently.  

This time can serve many purposes in the writing workshop and includes all of the 

essential components of the writing workshop.  During teacher-student conferences, the 

teacher has the opportunity to observe students’ understanding of the process.  The 

teacher can also evaluate the progress of her students through her observations and 

conversations.  The teacher has the opportunity to evaluate her own teaching by 

observing how students apply them in their writing pieces.  The teacher has the 

opportunity to tailor her instruction to meet the individual needs of her students and 

scaffold the learning (Graves, 1983; Calkins, 1994; Anderson, 2000; Ray & Laminack, 

2001).  During a conference, the teacher can give suggestions, feedback and affirmation 

of student’s thoughts and ideas.  Conferencing is a time to dialogue, and as confirmed by 

scholars, dialogue aids in the construction of meaning (Graves, 1994; Freire, 2000; Ray 
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& Laminack 2001; Ada & Campoy, 2004).  During conferencing time, students dialogue 

with each other, they problem solve together to help with the management of the writing 

workshop.  This is the most accountable time of the workshop because it requires for both 

teacher and students to know the roles they each play during a conference (Anderson, 

2000).  The main structures of a writing conference include: 

 To converse with students about what they are doing in their writing and  

 To converse with students about how they can become better writers (Anderson, 

2000).  

Share Time 

Share time gives students the opportunity to “get responses and so students can 

learn from each other” (Ray & Laminack, 2001, p. 177).  All writers benefit from 

feedback on their writing.  What other authors think and express helps writers grow in 

their craft.  Sharing time also gives students a platform to present their pieces in a safe 

environment.  Sharing enhances a community of learners, a community of writers 

learning from each other (Ray & Laminack, 2001).  Sharing time serves as a way to 

model for students what a peer conference looks like and sounds like.  It’s an opportunity 

to publicly practice what peers can discuss during a conference during independent 

practice.  Sharing invites conversation and dialogue by giving the class an opportunity to 

become active and reflective listeners.  Students need to remember what their peers 

mentioned in their writing, analyze their technique to be able to give them feedback 

(Graves, 1994; Calkins, 1994).  During this time, students and teachers will model 

interaction how to give each other constructive feedback to become better writers. 
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TRANSFORMATIVE EDUCATION 

If we take a minute to analyze the theoretical foundations of critical pedagogy and 

writing workshop, we can easily find that the two can be combined to develop a more 

creative and empowering pedagogy for all students which is described as Transformative 

Education (Ada & Campoy, 2004).  Both theoretical frameworks focus on honoring and 

encouraging the development of an individual’s voice and place in the world by 

promoting the creative act of reflecting and writing about topics that are relevant to the 

writer.  We can see these ideas reflected in the following quotes: “The process of 

developing and empowering voice is fundamental to critical pedagogy” (Ada & Campoy, 

2004, p. 14) and “Writing is most important not as etiquette, not even as a tool, but as a 

contribution to the development of a person, no matter what that person’s background 

and talents” (Graves, 1978, p. 6).    

I have witnessed how writing instruction has begun to evolve into a more 

constructivist approach.  Teachers present mini-lessons to teach writing skills and 

students are given more opportunities to choose their topics for writing.  Teachers and 

students also talk about their writing and more importantly, students have more time to 

practice writing.   Unfortunately, in many writing workshops, there still exists one major 

problem.  The materials, models and curriculum used for writing instruction still fail to 

reflect the diverse experiences that students bring to our schools.  This continues to 

perpetuate the goals of the dominant culture, which is to keep the dominated groups from 

questioning and transforming their reality (Freire, 2000).  When teachers model writing 

using irrelevant examples and resources, students once more become spectators and 

narrators of their reality.  If the writing being demonstrated is irrelevant to the lives of the 
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students, it will fail to convey the most important goal of writing, which is to write for 

meaningful real-life purposes (Graves, 1994; Ray & Laminack, 2001).   

Public speaking can be a very empowering experience (Graves, 1978).  An 

audience has the opportunity to hear the speaker’s thoughts and opinions and visualize 

ways to apply them to their own lives.  However words are often forgotten.  Writing can 

be a more effective way to communicate and distribute thoughts to others.  Technology 

makes it even easier to make our writing public and permanent.  A person may forget 

what they read but they always have the opportunity to go back and relive the words on 

the page or on the internet.  We can read just about any topic on the internet.  With access 

to such a great platform like the internet, writers can become active participants in the re-

construction of the reality they face (Ada & Campoy, 2004).   Unfortunately that’s not 

always the case.  Some teachers conform to delivering the message of the dominant 

groups and are satisfied with the materials and the curriculum that are provided for 

instruction.  Some teachers want a more culturally relevant curriculum for their students 

because they know the impact that critical pedagogies can have in the transformation of 

their identities and realities.  Some teachers have to deal with internalized oppression 

(Ada & Campoy, 2004) and are shy to question the power structures.  Some teachers 

have failed to develop their voices as advocates because of their own negative 

experiences with writing (Ada & Campoy, 2004).  Finally, many teachers who are deeply 

interested in social justice and critical pedagogies feel uncomfortable writing about it 

because they feel like they don’t have the skills necessary to produce meaningful writing 

(Ada & Campoy, 2004).   

Transformative education addresses all of these dilemmas.  The premise is that 

teachers, just like students, can be empowered by engaging in transformative education 
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through the craft of writing.  Because their writing can reflect their experiences and 

struggles as humans in the process of becoming, they need to experience the 

empowerment and authority that accompanies the process of becoming authors (Graves, 

1978; Ada & Campoy, 2004).  In turn, their stories will serve as mediating tools to model 

for students how to create writing that will encourage critical-thinking (Ada and Campoy, 

2004).  In this way, teachers have the power to bring into their classrooms the lives and 

experiences of their students by creating stories and using their own cultural, social and 

linguistic backgrounds as resources for instruction. Teachers as authors aims to bring into 

the classroom the basic philosophy of both critical pedagogies and writing workshop 

which is to use literacy to engage in practices that will empower people to become 

authors of their future lives (Laughlin & Winkley, 2006).  By engaging in the act of 

writing, teachers model for students how to find their own voices so they can be heard 

and used to transform the world.  Teachers become mentors and models for purposeful 

and thought provoking writing. Most importantly, teachers can create stories that will 

honor and value the experiences that are absent from the mainstream curriculum and use 

them for literacy development (Ada & Campoy, 2004; Laughlin & Winkley, 2006).   

Dialogue is essential to the construction of learning (Freire, 2000) in 

transformative classrooms. Ada and Campoy (2004) posit that through creating books 

that are relevant, teachers can engage students in dialogue with their families, their peers 

and themselves (Holland et al, 1998).  The claim of these authors is that authoring in the 

classroom can lead to teacher, student and community empowerment.  Teachers of 

students with diverse experiences will no longer feel isolated and hopeless, because by 

empowering themselves through authoring, they will “create an environment of trust, 
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community, hope and honor different and unique voices” (Laughlin & Winkley, 2006 p. 

6).   

As an instructional leader and advocate of critical pedagogies and transformative 

education, I felt the need to create professional development that promotes analysis of 

how power structures influence instructional practices.  This professional development 

should encourage dialogue and reflection on how dominant culture ideologies impact the 

resources and programs adopted by schools. Inspired by Alma Flor Ada’s and Isabel 

Campoy’s work on teachers as authors, I developed a series of professional development 

sessions that would allow the participants to engage in conversations about critical 

pedagogies and transformative education and how these can be integrated with writing 

workshop.  The following chapter describes the methods used to document and analyze 

the information gathered during these sessions.   
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Chapter 3: Methods  

PURPOSE 

Writing is a very power tool.  Through writing, a person can express feelings, 

knowledge and creativity.  Writing instruction has evolved in the last three decades and 

has shifted the focus from a final product to the process and skills acquired through the 

steps of the writing workshop (Ray & Laminack, 2001; Caulkins, 1986).  The strategies 

learned through the writing workshop give students the tools they need to become 

independent critical thinkers.  The writing workshop has shown to be effective in many 

mainstream classrooms. One particular aspect that makes the writing workshop 

successful is the use of a mentor text to model writer’s craft.  A mentor text can be used 

to show students writing techniques, ideas, and genres.  They can also be used to build 

community when the text reflects experiences shared by members of the classroom 

community (Fletcher & Portalupi, 2001).  There are many popular books that experts in 

the field of writing instruction recommend to use as mentor texts.  However, many of 

these recommended books are only written in English and are not culturally relevant to 

our minority populations. Bilingual teachers need to remember that the tools in their 

classrooms need to reflect the realities that students live in order to effectively engage 

students in and with meaningful writing: 

  (1) minority children should see their cultural and linguistic diversity reflected   

in the literature they read; (2) literacy programs should reflect diversity;  and (3) 

minority authorship needs to be encouraged for the sake of authenticity   

(Gonzalez-Jensen, 1997, p. 104). 

Authorship is a leadership activity (Ada & Campoy, 2004; Graves, 1978).  As 

leaders in our classrooms, teachers can create mentor texts to model effective writing 

practices.  However, as bilingual educators and cultural representatives in the classroom, 
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teachers also have a responsibility to ensure that the literature they create reflects an 

authentic and positive view of students’ heritage,  

in exploring their own voices as they write, teachers learn not only about the 

writing process and how to teach writing, but also learn to engage their own 

voice. They thereby learn how to help allow their students to find and express the 

students’ own voices (Laughlin & Winkley, 2006 pg. 4).   

Dual Language teachers are struggling to find high quality resources that 

accurately reflect the reality of the populations they serve.  This is clear when most of the 

textbooks and storybooks teachers have available in Spanish are mostly translations of 

English text.  These texts lack the authentic experiences that bilingual kids need to make 

meaningful connections.  Many teachers find themselves feeling powerless and frustrated 

because they feel that they lack the resources necessary to successfully implement the 

Dual Language Program.  “In many instances they [bilingual teachers] themselves have 

been victims of language oppression and racism; thus, in order to empower their students 

to overcome conditions of domination and oppression, they must first be empowered 

themselves” (Ada, 1986, pg. 386).  It is necessary to empower teachers to use their own 

personal experiences to create learning resources to fill the gap that is keeping bilingual 

children from achieving high levels of academic engagement and success. 

RESEARCH QUESTION 

To address this issue, I decided to focus on one specific question: In what ways 

can a bilingual teacher with limited teaching experience grow to see him/herself as a 

resource to promote critical pedagogy through the creation of authentic mentor texts? 

One reason I chose to focus on teachers with limited experience was due to the fact that 

these teachers have just finished their teacher training.  This means that they have just 

learned about theories of teaching and curriculum.  As bilingual educators, they have also 



 

 

26 

been exposed to theories of bilingualism.  Exploration of this question will help me 

understand how aware they also are about critical pedagogies and how much of it has 

been addressed in their teacher preparation programs.  As a coach of bilingual teachers, 

this will help me reflect on how much information our teachers are currently receiving so 

I can create professional development that promotes critical pedagogies and teacher 

empowerment that targets the areas of need of the teachers I work with.  

I also decided to focus on this question to address one major concern I have as a 

bilingual instructional coach.  In many instances, teachers are busy and overwhelmed 

with large amounts of workload.  Part of my job is to alleviate the pressure that teachers 

have with all the demands of teaching.  One problem I have encountered is that many 

teachers want to solve this problem through quick fixes that in the end affect the quality 

of their instruction. Teachers want me to give them ready to use materials that will make 

teaching easier without understanding the importance of making content relevant to 

facilitate learning.  This drives many teachers to rely on scripted materials and resources 

that in the long run will create more work and stress for the teachers due to the inability 

to engage the students in the learning process.  Teachers once again begin to look for 

quick answers that reflect a never ending cycle of poor teaching and eventually teacher 

frustration.  If teachers can learn to invest their time and effort in creating quality 

materials that are more engaging and meaningful learning experiences for their students, 

then they will not only have an easier time teaching but students will find learning 

another language an enjoyable endeavor.   
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HYPOTHESIS 

Based on my own experiences as a classroom teacher, a masters’ student and now 

as a bilingual coach, I developed the following hypothesis about my research project:  

Dual Language teachers can serve as models for authentic and culturally relevant writing 

by using their own personal and cultural experiences to author mentor texts that can be 

used to demonstrate critical pedagogy themes along with writers’ craft during writing 

workshop.   

As addressed earlier, writing is a powerful skill and teachers can use it to help 

students find their voices and express their ideas.  It is my belief that if teachers can 

provide materials that value and represent the reality of their multicultural students, the 

act of writing will not only be seen as a skill to master but as a tool to create change.  

Teachers have that power if they are guide to find their authorial voices and express them 

through creative writing.  Such process will empower teachers to become more than a 

technician in the classroom.   

METHODOLOGY 

The researcher works as a bilingual instructional coach at Universal Hope 

Elementary where the participants of this research also work as classroom teachers.  The 

researcher is in charge of providing professional development for the participants as well 

as other bilingual and dual language teachers in the areas of curriculum, best practices, 

classroom management and education of emergent bilinguals.    Because of the nature of 

her relationship with the participants, the researcher determined that further inquiry in the 

topics of transformative education and critical pedagogy would benefit the participants in 

their development as effective and culturally responsive teachers.  The researcher 

designed a transformative participatory action research project (Mertens, 2009) to 
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empower the teachers to reflect on their capacity to become change agents and address 

the issue of having limited culturally relevant mentor texts for writing instruction. Each 

teacher participated in an individual pre-interview to document their initial thoughts and 

ideas about writing instruction, culturally relevant mentor texts and critical pedagogy.  

The teachers and the researcher met once a week and participated in a book and article 

discussions for 6 weeks.  The discussions included Alma Flor Ada’s and Isabel 

Campoy’s: Authors in the classroom, A Transformative Education Process (2004) and 

other literature relevant to critical pedagogies.  Because both teachers currently 

implement the writing workshop and have attended previous trainings, no literature on 

writing workshop was discussed but it was referred to during the discussions.  The 

researcher documented the teachers’ attitudes and reflections by audiotaping all sessions.  

The researcher also guided the participants by asking questions to create more critical 

discussion of topics.  Teachers were given the opportunity to individually write down 

their reflections about the discussions on a document that could only be seen by the 

researcher after the meetings.   After the last study session, both teachers collaborated to 

create a children’s book with a culturally relevant theme and academic focus, using their 

personal experiences as inspiration. Teachers were asked to implement their learning of 

critical pedagogy and culturally relevant text when creating their self-authored mentor 

text. 

Participants 

The participants of this study are two Dual Language teachers in a first grade 

Two-Way Classroom.  The first participant is a 31 year old female teacher whose native 

language is Spanish.  She was born and raised in Mexico and moved to New Mexico to 

get a degree as a bilingual teacher.  She is bilingual but feels more comfortable teaching 
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in Spanish.  She was hired in academic year 2011 - 2012 as a kindergarten classroom 

teacher but was moved to first grade in academic year 2012 - 2013.  This is her second 

year of classroom teaching experience overall.  During the study she provided Spanish 

instruction to the English Language Learners and Spanish Language Learners in the Dual 

Language Program.  She also has two children who were never part of a bilingual 

program; she denied bilingual services for both of her children.   For the purpose of this 

study she will be referred to as Ms. Torres.   

The second participant is a 28 year old male teacher whose native language is 

English and is originally from California.  He has participated in an alternative 

certification program to receive his teaching credentials. He comes from a bilingual 

background and learned both English and Spanish as a child but feels more comfortable 

teaching in English. During high school, he immigrated to Peru and lived there for 3 

years with his family.  That time in Peru helped him re-discover his bilingualism as he 

describes.  During this study the participant provided English instruction to the English 

Language Learners and Spanish Language Learners in the Dual Language Program. Mr. 

Chavez, as he will be referred to throughout this report, was hired during academic year 

2011-2012 to teach a 5
th

 grade early exit bilingual class.  In academic year 2011 - 2012 

he was reassigned to teach in a first grade dual language classroom.  During this study 

Mr. Chavez was in his second year of teaching.   

Both teachers have passed the state required testing for bilingual certification and 

are in their second year of teaching. Both participants are currently working at the same 

campus where the researcher is employed.  Participants were approached in person by the 

researcher and were asked if they were interested in taking part in the project.  

Participants were informed of the details of the project and were given a week to make a 
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decision.  Participants informed the researcher of their wishes to participate and 

consequentially signed the consent form detailing the process of the project.   

Setting 

The study was conducted at a Title 1 School in River Rock Texas. More than 55% 

of students currently receive free or reduced lunch.  The School has a population of 

approximately 67% Hispanic students.  The school has a total population of about 830 

students of which about 25% have been identified as English Language Learners and 5% 

are Non-LEP native English speakers participating in the dual language program. The 

majority of the English Language Learners participate in a Spanish Bilingual or Dual 

Language program.  The School began the implementation of the Dual Language 

program about 5 years ago which was intended to replace the Early Exit Bilingual 

Program that was previously adopted district wide.  The school is currently implementing 

the Two-Way 50-50 Gomez and Gomez Dual Language Program in grades Kindergarten 

and first and second grades and the One-Way Program in grades PK, 3
nd

-4
th 

grades.  The 

majority of the English Language Learners currently in the Dual Language Program 

receive free or reduced lunch.  Language Arts instruction is given only in the students’ 

native language in Pre-k, Kinder and First grade and second language literacy instruction 

begins in second Grade.  

The meetings for this project were conducted at the researcher’s home after 

school hours to not interfere with the teacher’s responsibilities as classroom teachers.  

Having the teachers meet at the researcher’s home also provided a safe and casual 

environment so the teachers could feel confident to truly express their opinions about 

their experiences with co-workers and each other.   
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Instruments 

Both teachers participated in a Pre-Post individual interview.  The questions were 

designed to capture the teachers’ attitudes towards resources and materials needed for 

effective literacy instruction of minority language students, specifically texts used as 

mentor texts.  Each Teacher was given the opportunity to respond to the readings and 

discussions on an online document.  This document was only accessible to each 

individual participant and to the researcher.  The researcher originally planned to video 

record the meetings but the participants requested that they would only be audio 

recorded.  All sessions were recorded and used for gathering the data.  Teachers had 

access to all of the recordings and to their individual reflections for member checking of 

the information.  Triangulation was addressed by gathering data from all of these 

different sources.   

Data Analysis: 

This transformative participatory action research study (Mertens, 2009) utilized 

grounded theory (Corbin an Strauss, 2008 as cited in Mertens, 2009) to analyze the data 

gathered through all the different data sources.  All meetings were audiotaped.  Pre-

interviews, post-interviews, written reflections and recordings obtained were transcribed 

and analyzed using first open coding and then axial coding (Corbin & Strauss, 2008 as 

cited in Mertens, 2009).  Member checks were performed after the data was transcribed 

to check its validity.  Initially, the researcher utilized open coding to find major 

categories across the data.  After this was done the data was reduced to themes.  Strands 

related to each of the two major themes were found and interpreted.  The following 

chapter details the findings of the analysis of the data gathered during this research study.    
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Chapter 4: Findings 

When I first thought about this project, I knew that the different experiences with 

language and culture of both participants were going to be a factor when discussing 

themes of social justice and critical pedagogies.  I believe that it is important to 

understand that different people have different experiences, even when they are 

considered to be members of the same ethnic and sociocultural group.  Although both 

participants in the study share the same teacher identity, inevitably their sociocultural, 

linguistic and socioeconomic backgrounds affect the way they view and address issues of 

social justice.   In spite of similarities in their attitudes, generalizations cannot be made 

from a sample of two teachers.  In presenting the results of the study, I first provide a 

brief description of the purpose of the meetings and the themes that we discussed.  Then, 

I will share my findings based on the prevalent themes I found for each individual 

teacher. Finally I will compare the themes I found for each teacher to address the impact 

that that these have in the teachers’ attitudes and sense of empowerment. 

SESSION 1: PRE-INTERVIEW   

During the first session the participants and the researcher met at the researcher’s 

home.  The researcher explained the process of the project and the structure of each 

session.  During this first session the teachers were pre-interviewed using the pre-

interview survey developed by the researcher and edited by the researcher’s supervising 

professor (See Appendix A).  Because all of the individuals involved in this project are 

fully bilingual, participants were encouraged to respond in English, Spanish or code 

switch if necessary to ensure that their ideas were being easily and accurately transmitted.  

When Spanish inserts from the conversations were needed to be included in this report, 
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the researcher translated them in collaboration with the participant to ensure their 

accuracy.   

Ms. Torres Pre-Interview 

As I first analyzed and coded Ms. Torres pre-interview, the survey brought out 

two major topics: Relevance and Resources.  After categorizing the information into 

these two themes, I analyzed the entries to find themes that would explain with more 

detail Ms. Torres’ thoughts about these two themes.  These themes are presented in Table 

1.1. The table shows the themes that are important to Ms. Torres about each of the major 

themes.   

 

Relevance of the materials Resources 

Mirrors student’s lived experiences Not enough Spanish or bilingual books 

Provides potential connections to student’s 

roots 

Teacher initiative to make materials 

available for students 

Reflects student’s culture and language Colleagues as resources 

Relevance engages students  

Table 1.1: Ms. Torres’ Pre-interview  

Ms. Torres values student’s lived experiences.  She understands how when 

students see their lived experiences reflected in the materials and resources teachers use 

as mentor text, they are more likely to connect to the content and engage in the writing 
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process.  She has seen how when students are unable to connect, they struggle at finding 

reasons or motivation to write.  Ms. Torres emphasized the fact that students are more 

drawn to text when it’s written in Spanish:  

“pero cuando yo leo un libro que es más, es en español ahí están, capto la 

atención, están escuchando porque hasta yo como maestra puedo hacer la 

entonación mejor lo puedo leer mejor, entonces ellos a lo mejor sienten mi 

entusiasmo y al mismo tiempo ellos se entusiasman y pues es fácil para escribir ya 

después.”   

Translation: “but when I read a book in Spanish, it’s like, in Spanish they’re there, 

I capture their attention, they’re listening because even I as a teacher can read 

with better intonation, I can read it better, so they feel my enthusiasm and it’s 

easier for them to write later.” 

Ms. Torres words bring up the possibility that when the text is in English, even 

she has a hard time feeling drawn to the text.  This might be because Ms. Torres herself 

feels more connected to text that reflects her language and culture.  One thing I noticed 

about the information gathered was that Ms. Torres seems to focus more on the relevancy 

of the text to students’ past lived experiences:  

“El propósito es hacer eso, que, que se conecten ellos con ese libro, que puedan,   

identificarse con lo que les estoy leyendo que sientan ellos, oh, yo he pasado por 

eso yo he vivido eso, yo he comido mole porque en el libro dice que comieron 

mole en una fiesta entonces quiero que ellos se identifiquen y que puedan 

platicarme cuando están escribiendo, o yo hice como en el libro yo comí mole con 

mi abuelita y la fuimos a visitar, es es bastante importante.”  

In her pre-interview Ms. Torres also talked about the importance of finding 

resources than can help students make connections to their cultural backgrounds in their 

countries of origin.  Ms. Torres’ personal experiences as an immigrant may be one of the 

reasons for this idea. Over all, we can use these themes to conclude that Ms. Torres 

believes that when the student’s cultural and linguistic experiences are reflected in the 
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resources used in the classroom, student’s engagement and connection to the literature 

increases and this translates to more academic gains for students.   

Even though Ms. Torres understands the importance of including culturally 

relevant materials in the classroom, she believes that these resources are very limited.  

She finds that Spanish books or more importantly bilingual books that reflect the cultural 

backgrounds of Latina/o students are a big necessity for bilingual teachers.  As illustrated 

in the themes presented in Table 1.1, Ms. Torres believes that teachers should take the 

initiative to bring these resources into the classroom, bilingual teachers should not settle 

with the irrelevant materials they get from the classroom.  It is important that teachers 

rely on outside resources such as libraries, internet, etc.  According to Ms. Torres, 

teachers should also rely on school staff and other colleagues that can provide these 

resources for them.  I found that Ms. Torres is a very resourceful teacher who is willing 

to put in the extra effort to provide her students with the best quality materials even when 

these are limited.   

Mr. Chavez’ Pre-interview 

When analyzing Mr. Chavez’ data, I followed the same open coding process.  

Analysis yielded more categories under each major theme.  Some of the themes were 

similar or the same and others were different.  Table 1.2 displays the themes that are 

more important to Mr. Chavez.   
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Relevance of the materials Resources 

Using culture to engage students Print rich environment  

Reflect students daily lives Readily available phonics resources 

Make students comfortable with their lives Teacher responsible for making them 

available for students 

Creates connections to student’s lives Students’ experiences as resources 

Motivates students to write  

Table 1.2: Mr. Chavez’ Pre-interview 

Mr. Chavez believes that texts used as mentor texts in writing instruction should 

reflect the lived experiences of students.  He believes that students will connect and 

engage more in the process if they can relate to the information that is reflected in the 

books.  Because he does have a diverse population in the classroom, he made a 

distinction between providing materials that reflect student’s heritage and materials that 

reflect student’s cultural realities. 

“What we discussed earlier, just that it all depends in the context and in my 

context right now I was talking about how my students are from many many 

different backgrounds and , as far as like ethnic backgrounds, but most of them 

have grown up and lived most of their lives here  in the United States, here in 

Texas, here in River Rock and so, as far as my understanding about what 

culturally relevant practices are I just tend to believe that wherever that student is 

whatever they do in their daily lives, whatever they see and interact with, is 

culturally relevant to them so, I tend to use what the students see in their daily 

lives culturally relevant instruction.” 
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  His comments seem to reflect his understanding of culture as social practices 

that all students in his classroom can relate to and heritage as something more specific 

and diverse among his students.  His understanding of culturally relevant material is that 

it may not necessarily reflect students’ past lived experiences or those of their families 

but it’s more of a reflection of students’ current lives in the context that they inhabit on a 

daily basis.  In his explanation, by comparing their experiences with the experiences of 

others, students can feel more comfortable with themselves and their present realities.  

When looking at the themes found through Mr. Chavez’ pre-interview, I noticed 

that Mr. Chavez believes that having resources readily available for students is a priority 

for him.  Mr. Chavez’ answers on this topic focused mostly on resources that help 

students with written conventions and spelling such as environmental print, sound cards 

word walls and personal dictionaries.  Mentor text was mentioned mostly when the 

questions were specifically asking about his understanding of the purpose of mentor text.  

When asked about ways he could make culturally relevant resources available for writing 

instruction, Mr. Torres shared how he can sometimes use students’ every day experiences 

as resources.   

Comparisons 

Several similarities and differences were evident in each teacher’s pre-interviews.  

I will begin with the importance of providing culturally relevant mentor texts.  In this 

area, both teachers believe that culturally relevant texts can improve student engagement 

and motivation.  They agreed that when students see their lives reflected on the books 

they read, they can create meaningful connections and can facilitate the learning.  In this 

area, I found that both teachers had a different perception of what makes a text culturally 

relevant.  Ms. Torres’ data reflects that she believes that a student’s past experiences with 
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culture, heritage and family are necessary for a mentor text to be culturally relevant, on 

the other hand, Mr.  Chavez’ believes that a students’ present reality is what makes a text 

culturally relevant for students.  Mr. Chavez seemed to focus more on culture as shared 

social practices as opposed to Ms. Torres’s ideas of culture being a person’s experiences 

with language and heritage.   

In relation to resources, differences and similarities were also found in the themes 

found in the data.  It seems that both teachers believe that culturally relevant resources 

can only be found through outside sources such as the internet, libraries, colleagues or 

even students.  Both teachers believe that it’s the teacher’s responsibility to provide 

resources that students can relate to.  Ms. Torres expressed a more obvious concern about 

the lack of culturally relevant resources, especially resources that are written in Spanish 

or are bilingual.  Mr. Chavez seemed to focus more on resources that help students with 

developing sound-symbol relationships such as word walls and sound cards.  This may be 

due to the fact that Mr. Chavez teaches the English dominant group of students and there 

is a significantly larger amount of mentor texts available in English as opposed to the 

materials Ms. Torres needs in Spanish.     

SESSION 2 

During the second meeting, the participants and the researcher discussed Alma 

Flor Ada’s article Creative Education for bilingual teachers (1986).  The article 

addresses some of the inadequacies that teachers face when they are poorly trained to 

think critically about issues of power, language and culture.  Many times, teachers 

become disempowered themselves and these inadequacies reflect on their teaching 

practices and interactions with children.  During this meeting, both teachers   contributed 

to the conversation. 
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Ms. Torres  

There were two major themes in the discussion.  The first theme was the 

participant’s experiences as a language learner and the participant’s identity as a bilingual 

teacher.  The categories that fit in these themes are displayed on Table 2.1.  

 

Experiences as a Language Learner  Experiences as a Bilingual Teacher  

Pressure to assimilate Comfortable Modeling for students 

Misconceptions of language learning Modify content to meet student’s needs and 

feeling Isolated 

Inequalities in perception of language 

acquisition  

Awareness of limitations of bilingual 

teachers 

Lack of confidence with second language Voiceless 

Uncomfortable around native speakers Feeling like an “other” 

Table 2.1: Ms. Torres Data Analysis Session 2 

As a language learner, Ms. Torres found that she faced a lot of pressure to 

assimilate to the mainstream culture.  She talked about instances when members of the 

language majority made her feel ashamed of her language and as a parent she wanted her 

children to avoid those experiences.  That was one of the reasons why her kids were 

never enrolled in bilingual education.  She talked about the need to belong to the 

dominant culture to avoid being ridiculed.  She now understands that misconceptions 

about bilingual education is what drive many parents such as herself to deny bilingual 
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education.  For this reason, she cultivates an appreciation of the process of learning a new 

language in her classroom.  She mentioned that she constantly models for her students 

that it’s ok to make mistakes with language and welcomes their corrections so they can 

feel comfortable trying out the language they are learning and not feel judged.  However, 

Ms. Torres still feels self-conscious about her English language skills when she is around 

adult English native speakers.  She also questions the contradiction that exists between 

the value that is placed when a person of the language majority group learns a second 

language and the negative attitudes towards language minority students who are 

pressured to abandon their mother tongues to assimilate and become monolingual.  Why 

would it be any different if in the end they both could be bilingual?  She feels that all of 

these issues have contributed to her decisions and development as a bilingual individual. 

The second major theme revealed Ms. Torres’ experiences as a bilingual educator.   

It is evident that her experiences as a language learner have helped shape how Ms. Torres 

views herself as a bilingual educator.  Ms. Torres feels comfortable making mistakes with 

the English language in front of her students because she feels that this allows them her to 

model for her students some of the issues that language learners encounter and how to 

solve them.  She mentioned that this allows her students to see that they can also act as 

teachers in a classroom full of language learners.  The data also shows that Ms. Torres 

feels a sense of isolation when she has to modify the lessons for her students because 

their needs are usually not initially addressed in the lesson plans she creates with the rest 

of her team.  Comments from her team members such as “Here come the dualies” (from 

the term dual language), makes her feel like she’s an “other” and the lack of 

consideration for her students’ needs from the rest of her team makes her feel voiceless 

and powerless.  She understands the issues and limitations that bilingual teachers face 
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because of the inequalities that exist when it comes to materials and support for bilingual 

teachers.      

Mr. Chavez 

Through analysis of the data gathered during the second session, different major 

themes were found from both teachers.  Even though the conversations were about the 

same article, both teachers focused on different parts of the articles to discuss.  One of the 

major themes found in Mr. Chavez’ data was the influence of dominant ideologies in 

society.  The second major theme was centered on critical pedagogies.  Further 

examination of the data rendered prevalent strands of these themes.  Table 2.2 describes 

the different strands found in the data.   

 

Dominant Ideologies in Society Critical Pedagogies 

Pressure to assimilate Deficit view of language minority students 

Misconceptions of language learning One size fits all approach 

Superficial acceptance  Use of personal experiences for teaching 

Extraction of mother tongue  Powerless to be creative 

Inequalities in perception of language 

acquisition 

New School of thought on bilingual 

education 

 Inadequate language support for teachers 

Table 2.2: Mr. Chavez’ Data Analysis Session 2 
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Mr. Chavez focused his discussion on dominant ideologies in society such as 

society’s ways of pressuring minority language groups to assimilate.  He talked about 

how many minority people who are unaware of the research that supports bilingual 

education, associate financial success with assimilating to both, language and culture.  He 

mentioned how the article addressed the term melting pot and how it is used to promote 

assimilation to the dominant culture by melting away the experiences and characteristics 

that make individuals who they are.  This metaphor is one of the reasons why people, 

especially parents of minority language students have misconceptions about bilingual 

education and its purpose.  Parents feel as if the price to pay to become Americans is the 

abandonment of their mother tongue and cultural values.  However, the dominant culture 

still holds learning a second language in high regard, as long as it’s a majority language 

individual who is benefiting from the advantages of bilingualism.  The melting pot 

metaphor is one way to show superficial acceptance of minority cultures:   

“just talking about the languages of this country and all the different I mean, it is a 

great country after traveling this world I’ve seen that a lot of countries are very 

one sided, they’re just  like in Japan they are all Japanese and Mexico are 

Mexicans but in the US there is a big melting pot mix and you can look different 

and be American, but on that same topic it said here that “the maintenance of 

home languages can be seen  as un-American” like it’s American to speak 

English.  That’s where it gets a little bit confusing because we have so many 

cultures, so many people from different places in this country but its American to 

speak English, I mean that’s a conversation that people have and that’s kind of 

sad because with language comes culture and if you don’t maintain those 

languages you lose that culture, you lose that connection to your past your 

heritage and you lose your identity.”  

The second theme that was reflected in Mr. Chavez’ data was critical pedagogies.  

Even though he did not mention this term in his discussion, most of the data showed 

connections to this theoretical framework.  Mr. Chavez addressed the issues that many 

teachers face when they work in a place where their students are seen as deficient and 
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lacking of certain experiences or language skills.   He argues that just because they don’t 

bring the same experiences that the mainstream population brings, does not mean they are 

deficient: “if what you’re saying is oh what you bring to the table is less than what this 

kid brings to the table and that’s not true”.  Many times this thinking drives instruction 

that only addresses the needs of the majority population and ignores the needs of those 

children of minority groups: 

“Teachers are given a prescribed curriculum that does not address the needs of 

bilingual students.  Teachers begin to feel powerless because even though they 

know what best practices will benefit their students; they are required by their 

superiors to follow the curriculum provided to them. “teachers talked about how 

the school or district or administration would pay lip service to being creative and 

tell you that you should do this and you should do that but they never give you the 

resources the, time or the real environment to do that so you say you need to give 

the kids this and that but you know that you also have to follow the curriculum of 

the district, well,  the district has a timeline that you need to follow pretty close 

and it doesn’t allow much time or lead way for you to be creative or as creative as 

you would want to be ideally, so it’s like, what you’re saying, the powerlessness 

of bilingual teachers as we know what works best for the, a dual language 

classroom but at the same time we still have to follow what everyone else has to 

follow, so we’re pulled in two different directions” 

He felt that school districts and the lack of emphasis on bilingualism in public 

schools have contributed to the inadequacy in language skills of many bilingual teachers.  

However, Mr. Chavez felt that his teacher preparation program provided him with more 

cutting edge information that may not be fully prevalent in schools yet.  He feels hopeful 

that with this new school of thought about bilingual education, more teachers will 

eventually feel more prepared in both their teaching and language skills.   

Comparison 

By analyzing both teachers’ conversations, I see that even the major themes in 

this discussion were different.  Ms. Torres focused more on her own personal experiences 
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as a second language learner and Mr. Chavez focused on the overall social perceptions of 

people with different linguistic backgrounds.  Some of the similarities include the 

concern with the pressure to assimilate to the majority group as well as the discrepancy 

between the reasons and the individuals that learn a second language.  Both teachers are 

also aware of the impact that misconceptions about bilingualism can have on the 

decisions and compromises parents of minority language students feel they have to make 

to reach a certain level of success.  The differences noted, were mostly due to the 

different interpretations of the information presented.  Ms. Torres conducted a more 

internal evaluation of the article by connecting to her personal experiences, where as Mr. 

Torres focused on a more external evaluation of the article using a more sociocultural 

approach.   

Both teachers demonstrated similarities in the second theme found in the data.  

The themes are similar because they both focus on their identities and experiences in the 

educational system.  One difference is that Ms. Torres once again conducted a more 

internal evaluation of the information by more directly connecting her own personal 

experiences as a teacher and Mr. Chavez once again conducted a more external 

evaluation of the article by looking at how these inequalities create a more unjust system.  

Both teachers addressed the issue of disempowerment because of the lack of culturally 

relevant teaching for minority students.   They also expressed concern about the lack of 

willingness of some teachers to modify the curriculum to meet the needs of diverse 

students.  Over all, they both believe that being a bilingual teacher is a challenging task 

and as experts in the area, they have to continue to modify their instruction to best meet 

the needs of their students.   
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SESSION 3  

During session 3 the participants and the researchers discussed Chapter 1 of 

Author’s in the Classroom: A Transformative Education Process (Ada & Campoy, 2004).  

This chapter discusses the theoretical framework behind Transformative Education.  This 

chapter focused on discussion about teacher’s ability to question and re-create a new 

more empowering reality for both teachers and students.   

Ms. Torres   

Because this session was shorter than the previous session, the data analyzed 

revealed one major theme.  Ms. Torres discussion focused around teacher empowerment.  

After sorting the data, three strands became prevalent during the discussion.  The 

information is displayed in Table 3.1.   

  

Teacher Empowerment  

Change perception 

Breaking the cycle   

Developing voice 

Table 3.1: Ms. Torres’ Data Analysis Session 3 

Ms. Torres discussion of the chapter focused around the importance of teacher 

empowerment.  Discussion about the power structures that govern the educational 

system, guided her to express the need to change the negative perception that exists in the 

educational system about bilingual education.  Because research exists to support its 
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benefits, she believes it is important to promote both the cognitive and social benefits of 

bilingualism.  She mentioned that because of the structure of the system, teachers become 

engrossed in this cycle of grades, attendance and meaningless activities that distract and 

overwhelm many teachers.  Teachers should focus on the meaningful activities that 

promote learning and challenge the structures that distract us from being able to embrace 

those activities. She also addressed the fact that teachers can’t ignore the unjust practices 

of the school system.  “No te tienes que quedar callado, if you don’t talk, things will stay 

the same and doesn’t mean that it’s right.”  Translation: “You can’t stay quiet, if you 

don’t talk, things will stay the same and doesn’t mean that it’s right.”   

Mr. Chavez 

The data gathered from Mr. Chavez discussion, revealed the same major theme, 

teacher empowerment.  After analyzing the dialogue, the researcher found three major 

strands Mr. Chavez believes can lead to teacher empowerment.  The results of the 

analysis are displayed in Table 3.2.  
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Teacher Empowerment 

Question the norms 

Changing perception of bilingual education 

Creating a new reality 

Table 3.2: Mr. Chavez’ Data Analysis Session 3 

Mr. Chavez focused his discussion on issues dealing with teacher empowerment.  

He expressed that he agreed with the text when it said that we construct our own realities 

(Ada & Campoy, 2004) and that means that we have to be critical about the curriculum 

and practices that we find in schools.  We have to question and challenge these set 

standards in order to create a more just reality.  He believes that in order to transform our 

reality, we need to begin by “Asking hard questions and asking how to make it better 

instead of accepting it for what it is”. Only through questioning and challenging the status 

quo will we be able to change the current negative perception of bilingualism.  His data 

reflects a call for action, teachers questioning and creating a new reality of change to 

empower students and as consequence, becoming empowered themselves.   

Comparison  

In this session, both Mr. Chavez and Ms. Torres had the same perspective on 

teacher empowerment.  All of the themes led to the same conclusion.  Teachers need to 

develop their voices for creating change and questioning the structures that have kept our 
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minority populations from reaching their full potential.  Both teachers stated that only 

through action will the negative perception that surrounds less dominant populations be 

changed.  Teachers have that power and ought not to conform to the standards and the 

reality that has been set for them by the dominant groups.   

SESSION 4 

During Session Four teachers and the researcher discussed Chapter 2 of Ada & 

Campoy’s Author’s in the Classroom: A Transformative Education Process (2004).  This 

chapter focuses on the benefits of teachers becoming authors in the classroom.  It touches 

on topics of teacher empowerment and creating cultural bridges to connect with families.   

Ms. Torres 

The data gathered showed two major themes, oppression and liberation. After 

finding these themes, the data was further analyzed to find strands for each of the major 

themes.  The strands found are displayed on Table 4.1 below.    

  



 

 

49 

 

 

Oppression  Liberation 

Passive Skills Leadership skills 

Discourage expression Encourage Expression 

Conform to available Resources Sense of equality 

Pressure to assimilate Allowing dialogue  

Labels Address critical issues 

Sense of inferiority Become authors 

Table 4.1: Ms. Torres Data Analysis Session 4 

“I think it goes back to where it says that we don’t know how to express 

ourselves…in elite schools we teach them to be leaders y a hablar y defender tus 

puntos de vista, en nuestras escuelas tú te sientas a escuchar lo que dice tu 

maestra.  Talves that’s why it’s hard for some of us to express ourselves, I don’t 

know what to say, that’s why” 

Translation: “I think it goes back to where it says that we don’t know how to 

express ourselves… in elite schools we teach them to be leaders and speak and to 

defend their point of view, in our Title 1 schools, you sit and listen to what your 

teacher says.  Maybe that’s why it’s hard for some of us to express ourselves, I 

don’t know what to say, that’s why.”  

 Ms. Torres expressed her concern about how schools that serve students of 

diverse socioeconomic status enact practices that maintain these groups under oppression. 

According to the data, she believes that schools teach students passive skills and do not 
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teach them to engage in leadership practices such as creative expression in writing.   She 

argues that in these schools the expressive literacies are discouraged and students are 

discouraged from developing a voice.  Teachers are also affected by these practices since 

many times they have to conform to the available resources that usually lack the cultural 

relevance that can engage students in critical thinking.  Ultimately both teachers and 

students feel powerless because of these practices.  She shared her own experiences of 

being labeled and feeling inferior in the school setting and how these experiences forced 

her to try to assimilate as a way to escape that oppression.  

In her conversation, Ms. Torres also discussed different approaches that teachers 

could utilize to promote liberation.  Teachers need to allow students to develop leadership 

skills.  Students should engage in dialogue with the teacher and their peers about critical 

themes that affect them as individuals. Teachers should build relationships with parents 

to promote equality and trust between home and school.  She also believes that teachers 

should allow students freedom to express themselves both orally and by becoming 

authors of their own stories.   

Mr. Chavez 

When analyzing the data obtained from Mr. Chavez’ discussions, the same 

themes were found as from Ms. Torres.  The same process of finding strands from each 

major theme was followed.  The strands and themes are displayed on Table 4.2 below.  
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Oppression  Liberation 

Can be found among different cultures Building relationships and developing trust 

with parents 

Distances Generations within families Involve parents in critical literacy activities 

Negative Labeling Teacher dialogue about critical issues with 

students 

Table 4.2 Mr. Chavez’ Data Analysis Session 4 

The data analysis showed both issues of oppression and ideas for liberation.  Mr. 

Chavez believes that oppression can happen among different cultural groups and is not 

exclusive to members of one heritage or linguistic group.  He made reference to his 

experience as an expat in Peru as a high school student.  

“My experience was different to yours because I was born and raised in U.S. 

surrounded by English, a lot of my extracurricular activities were bilingual, but 

my friends were English speakers so I never felt different, until high-school in 

Peru, I had the opposite experience, I got criticized for not speaking Spanish, 

that’s when I felt like the outsider, they made fun of me and I struggled to feel 

accepted.”  

He expressed how this experience prevented him from having a positive 

experience as a language learner.  He expressed that this type of linguistic discrimination 

makes the targeted individual feel inferior to the mainstream population.   Another form 

of oppression that concerned Mr Chavez was the practice of neglecting the heritage 

language of language minority students and how this can create division amongst 

families.  When children feel the need to assimilate and abandon their language and their 
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culture, they distance themselves from the elder members of their families who have not 

assimilated to the new culture.  Finally, the last form of oppression that concerns Mr. 

Chavez is practice of using labels with negative connotations when referring to students 

of minority groups or special needs “you hear them say the Mexican kids, or the LEP 

kids, and right away they think there’s something wrong with that kid, or that they need 

to treat them differently”.  It’s his opinion that these practices create power structures that 

place minority groups at a disadvantage.  These identifiers of oppression are summarized 

in Table 4.2 as well as ways to overcome them.    

Mr. Chavez believes linguistically and culturally diverse students and families can 

be liberated from these forms of oppression.  For example by promoting trust and 

building relationships with parents.  This can help to get parents involved in the learning 

process of their children.  A teacher can also build awareness about oppressive practices 

by addressing critical issues in the classroom.  This can allow students to engage in 

dialogue and reflect on ways to overcome those obstacles.   

Comparison 

In this analysis both teachers are concerned with practices that lead to oppression.  

They are both aware that students, parents and teachers face the identified issues on a 

daily basis.  They both agree that schools are encouraging passive skills that prevent 

students from thinking critically about the inequalities that impact subjugated 

communities. Both teachers agree on the different forms of oppression.  

The data shows that both teachers feel hopeful and feel the need to implement 

different strategies in their classrooms to give students opportunities to overcome 

oppression.  Ms. Torres seems to believe that it’s highly necessary to instill leadership 

skills in our students.  She believes that teaching students to express themselves through 
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creative writing assists students in developing voice to challenge the norms.  While Mr. 

Chavez focused more on what the parents and the teacher can do to deal with issues of 

oppression, Ms. Torres focused more on what students can do.   

SESSION 5 

During session 5 the participants and the researcher participated in an article 

discussion.  The article used for this session was Cuentame un cuento [tell me a story]: 

Bridging family literacy traditions with school literacy (Riojas-Cortez et al, 2003).  The 

article discusses a workshop for parents of Latino children and how parents were 

empowered to share their stories and create books.  The purpose of the article is to 

present ways schools can value and connect home and school literacies.   

Ms. Torres 

Through analysis of the information gathered during the 5th session, two major 

themes were found in the data.  After the major themes were found the same process of 

finding strands for each theme was followed.  The findings are displayed on Table 5.1.   
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Issues to get parents involved Benefits of Engaging Parents 

School is not welcoming Build parent’s confidence in their skills 

Unsure of how to get involved Create school-home connections 

Ashamed of language and culture Support Parent-child relationships 

Feel unskilled Feel welcomed in school environment 

Table 5.1 Ms. Torres Data Analysis Session 5 

When analyzing the data two major themes were found perceived issues that 

prevent parents from being more actively involved in school activities and benefits of 

creating opportunities to engage parents in school activities.  Ms. Torres was very vocal 

about the fact that it is very hard for teachers to get parents to attend school functions.  

Based on the data, one reason may be because schools don’t make parents feel welcomed.  

She drew on her own experiences as a parent learning a second language to express this 

concern.  She also believes that another reason may be the lack of communication 

between school and parents.  She believes that some parents may not know how to get 

involved and because they feel ashamed and insecure about their English skills.  

Additionally they don’t feel comfortable asking teachers how to get involved.  She also 

believes that some parents may feel unskilled and insecure about their own literacy skills.  

After reading the article, Ms. Torres shared that she liked how parents became 

more confident with their skills when they attended these workshops.  She could also see 
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how these workshops changed the perceptions parents had about the school environment 

and felt more comfortable.  Ms. Torres appreciated the connection that these workshops 

were able to create between parents and students.  This in turn encouraged teachers to 

nurture home and school connections by using the resources that the parents created with 

their children.   

Mr. Chavez 

After the discussions, the data was analyzed to find major themes.  The same 

themes were found between the data gathered from both participants.  The same process 

of finding strands of each major theme in the data collected was followed.  Table 5.2 

shows the findings.  
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Challenges in parent involvement Benefits of Engaging Parents 

Literacy belongs at school See value in story telling 

School always knows best See themselves as teachers 

Time and work constrains Create school-home connections  

Feel unskilled Parents discover their literacy skills 

Table 5.2: Mr. Chavez’ Data Analysis Session 5 

The data showed that Mr. Chavez also felt that certain limitations prevent parents 

from being more actively involved in school and literacy activities.  The discussions 

showed his concern with parents believing that literacy is something that can only be 

taught at school.  He felt that many parents still have the assumption that school knows 

best and if school can’t teach them no one can.  He expressed concern with the fact that 

many parents work late hours or even multiple jobs and this prevents them from 

participating more in school activities.  Another concern was that parents many times feel 

unskilled and they don’t feel they have much to offer.  Mr. Chavez had several ideas to 

involve parents.   

Mr. Chavez expressed enjoyment reading the article and he especially liked the 

reflections of the parents.  He was impressed with the importance of storytelling in the 

development and practice of certain literacy skills such as comprehension and retelling of 

the story.  Mr. Chavez expressed that these activities can help parents see themselves as 

teachers and can help them understand the importance of creating a home-school 
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connection.  Most of his conversation and reflection was on how parents were 

empowered to see themselves as capable of using their culture to bring literacy into the 

lives of their children.  The data showed that Mr. Chavez was interested in empowering 

parents to become active participants in their children’s academic development.   

Comparison 

The analysis of the data showed that both teachers were concerned with the issues 

that parents of minority language students face to be involved in their children’s 

academic lives.  They both feel that even though, it’s not because of lack of interest, the 

absence of parents in the development of literacy skills affects student’s progress.   They 

both feel that social, economic and personal issues are the major reasons for their absence 

in schools.  Their discussion showed a concern on finding ways to address these issues.  

They understand that parents have a lot to contribute but they are worried that it’s too 

difficult to overcome the issues that prevent parents from participating in these types of 

activities. 

Both teachers understand the benefits and agree that these types of activities can 

empower parents to build confidence in their literacy skills. Their dialogue showed that 

they believe that these activities are important to bridge home-school literacies.  However 

as mentioned in the previous paragraph, they are concerned with the viability of these 

approaches.       

SESSION 6 

During Session six, the researcher conducted the post-interview.  She utilized the 

same instrument for both pre and post interviews. This would help her see if teachers’ 

attitudes changed or evolved as result of the discussions.  Data was analyzed following 
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the process used for all other data.  First the Researcher analyzed the data to find major 

themes.  Then the rest of the information was categorized under the major themes and 

analyzed for their significance.  Because teachers already had prior knowledge on 

culturally relevance, mentor texts and resources, some of the answers were very similar.  

Therefore, the major themes found in the post-interviews were the same as the ones 

found at the pre-interviews.  The following paragraphs will discuss in more detail the 

themes identified in the post-interviews.  

Ms. Torres 

The data gathered revealed the same major themes as with the pre-interview.  

Both were used once again to find strands for each theme.  Even though the major themes 

were the same, some of the strands did evolve or changed completely.  The results of Ms. 

Torres’ post-interview are displayed on Table 6.1 
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Relevance of the materials Resources 

Relevance engages students Need for bilingual books 

Makes everyone feel like they belong Modify texts to meet students’ needs 

Brings culture into the classroom Our own stories as resources 

Develops school-home connections Teacher as a resource 

Promotes authorship Experts at the campus as resources 

Table 6.1: Ms. Torres’ Post-interview 

The data showed that Ms. Torres believes that culturally relevant materials and 

pedagogy are essential to engage students in discussions about the text, its theme and 

structures.  She expressed that when the text is relevant, it allows students represented in 

the literature to feel a sense of belonging.  If students see themselves in the story, it 

legitimizes their identity and place in the classroom.  She values culturally relevant texts 

because they bring students’ diverse cultures into the classroom. Cultural resources are 

not left at the door and picked up later. Also, when students see their lives on the text, 

they value those experiences and see them as important.  She expressed that bringing 

home into the classroom can affirm their identities.  Most of the data analyzed showed 

that she finds a prevalent connection with culturally relevant texts and student’s desire to 
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become authors.  She feels that if students are exposed to texts that reflect their  

experiences, they will be encouraged to share their own experiences.  

The data showed that Ms. Torres believes that there’s a need for bilingual 

resources that are culturally relevant and content specific.  She feels that a teacher who 

doesn’t have the necessary resources needs to be proactive and not settle for inadequate 

resources that lack the relevancy needed to engage students in the learning process.  She 

believes herself to be a resource with the ability to create, find or modify the materials 

she needs for instruction to better meet the needs of her students.  Ms. Torres expressed 

the need to collaborate with professionals at her campus when she feels lacking in ideas 

or materials.   

Mr. Chavez 

During the analysis of the discussion data, again, Mr. Chavez concurred with the 

beliefs expressed by Ms. Torres.  Some of the strands within themes remained the same 

while others evolved or changed from the previous interview.  The results of the analysis 

are displayed on Table 6.1 below.   
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Relevance of the materials Resources 

Inclusive of cultures represented in the 

classroom 

Need for quality culturally relevant mentor 

text 

Promotes dialogue Carefully selected writing models 

Does not show stereotypes  Teachers can use their own stories as 

resources 

Allow students to make personal 

connections 

Parents and students as resources 

Promotes authorship Colleagues  experiences as resources 

Table 6.2: Mr. Chavez’ Post-interview 

Mr. Chavez’ perceptions of culturally relevant texts included a variety of 

resources that reflect not one but many cultures whether they were represented in his 

classroom or not.  Mr. Chavez believes that students need to be exposed to cultures to 

develop positive attitudes toward other groups of people.  His data showed that he 

believes that culturally relevant texts will promote dialogue in the classroom that helps 

students develop critical views of the world.  These texts can also inspire students to 

create personal connections that can, in turn, promote authorship and more engagement in 

writing.  He believes that the materials used should be examined for quality.  This 

examination should include a focus on the quality of the text as a teaching tool, as well as 

a focus on the theme of the book to prevent using text that reflects stereotypes.   
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Mr. Chavez’ data showed that he is concerned with the lack of culturally relevant 

materials available, especially those that are bilingual or in Spanish.  He is also aware 

that the resources we utilize should reflect good and effective writing skills so students 

can use them as models to write their own stories.  The data indicated that Mr. Chavez 

believes that he has personal stories that students could relate to and he can use those as 

resources to create his own teaching material.  He also expressed an interest on including 

parents, students and teachers to use their cultures and language skills to create culturally 

relevant texts.   

 

Comparison 

During the post-interview both participants seemed to agree on most of the same 

themes.  Even though these were expressed in different ways, both agreed on the need to 

use culturally relevant texts to engage students, bridge home and school experiences and 

promote authorship amongst the students.  One of the differences found was that 

evaluation of the quality of the text was reflected in Mr. Chavez’ data but not present in 

Ms. Torres’ data.  

When discussing resources, both participants showed very similar ideas as well.  

They both understand the power of using their own experiences as resources to create 

culturally relevant texts.  They also expressed the need to be proactive by relying on more 

than what’s available for bilingual teachers.  They both agreed that parents, students and 

teachers can contribute to the creating of quality culturally relevant resources that can not 

only be used for instruction but can also address critical issues that linguistically and 

culturally diverse groups face.   
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Chapter 5: Conclusions 

Bilingual teachers value and seek instructional materials that will give students 

the tools they need to become critical thinkers. Unfortunately, as the data showed, 

teachers are struggling to find high quality resources that accurately reflect the reality of 

linguistically and culturally diverse populations.  To use these resources effectively also 

calls for a need to educate teachers about critical pedagogies (Giroux & Mc Laren, 1989).   

The data showed how teachers believe that oppression, dominant ideologies, negative 

experiences as language learners and other socioeconomic challenges often prevent 

students, parents and teachers from seeing and maintaining the belief of bringing 

linguistic and cultural experiences to the classroom.  Teachers themselves feel frustrated 

because of the inequitable Spanish language materials available for instruction of 

emerging bilingual students and persistent attack on their profession.  Ada (1986) has 

captured this frustration when she writes “In many instances they [bilingual teachers] 

themselves have been victims of language oppression and racism; thus, in order to 

empower their students to overcome conditions of domination and oppression, they must 

first be empowered themselves” (p. 386) in society as well as in the districts where they 

are employed. 

  As the data also showed, many times teachers, parents and students feel the need 

to assimilate to escape these forms of oppression and dominance.  The price of 

assimilation is to abandon the essence of their identities which are nestled in their 

language, culture and heritage.  Many times, this brings about shame of culture, language 

and eventually family.  Fortunately, there are things that can be done to empower 

students, teachers and parents.  When I designed this project, my focus was to empower 

teachers to see themselves as resources but the results exceeded my expectations.  When 
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analyzing the data, I realized that through the discussions we had on critical pedagogies, 

teacher authorship and inclusion of home literacies, convictions were strengthened.  The 

participants and I realized the potential not just for teachers to become authors in the 

classroom by creating meaningful and culturally relevant texts, but were inspired to 

imagine ways parents and students can also be empowered to find their authoring voices.  

There are limitations to the research results provided in this study.  The findings 

reflect the values and attitudes of only two participants who engaged in deep study and 

discussion of issues that influence the pedagogies of bilingual educators. Therefore, 

generalizations should not be made cannot be made quantitatively or qualitatively.  

However, the close working relationship between the participating teachers and the 

instructional coach acting as researcher could have future impact on ways educational 

professionals can plan researching their own beliefs and practices.  An important point to 

acknowledge is that the researcher is aware of her own personal bias and interest in 

critical pedagogy and education for social justice.   However, this data could help to 

develop more participatory research between instructional coaches and classroom 

teachers.   
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Appendix A 

 

Pre-Interview/ Post-Interview 

1. How does culture affect writing instruction in the classroom?  

 

2. What is your understanding of what culturally relevant practices are?  

 

3. What are some ways that writing instruction could support cultural relevance in the 

classroom?  

 

4. What resources are necessary for writing instruction in a Dual Language classroom?  

 

5. How does the use of mentor text affect writing instruction?  

 

6. How should we evaluate the relevance of mentor text used for writing instruction?  

 

7. What could a Dual Language teacher do when he/she feels the resources available for 

writing instruction are not culturally relevant?  

 

8. What is the purpose of using culturally relevant mentor text in the Dual Language 

writing workshop?  

 

9. Who or what can a Dual Language teacher rely on as a resource for acquiring 

culturally relevant resources?  
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10. In what ways if any, do you see yourself as a resource for writing instruction?  

 

 

11. How can culturally relevant resources empower your students to be better writers?  
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Appendix B 

Ms. Torres Pre-Interview Transcript 

Researcher: How does culture affect writing instruction in the classroom?  

Ms. Torres: Van a escribir de lo que ellos han vivido, de lo que ellos saben de su pasado, 

y eso es lo que han hecho con su familia en su cultura todos sus días festivos,  lo que 

ellos celebran, es diferente de todas las familias, entonces ellos no pueden escribir de algo 

que no han vivido, siempre, siempre va a ser cultura primero, van a escribir de lo que 

ellos saben y han vivido 

Translation: They will write about what they have lived, about what they know about 

their past, and that’s what they’ve done with their family in their culture every holiday, 

what they celebrate, is different for every family, so they can’t write about something that 

they haven’t lived, always, culture will always come first, they will write about what they 

know and have lived 

 

Researcher: What is your understanding of what culturally relevant practices are?  

Ms. Torres: Cuando nosotros como maestros hacemos o leemos libros que ellos se 

identifican tenemos que leer algo que sea relevante, que ellos, como dije algo que ellos 

hayan vivido, no podemos, a lo mejor podemos leer cosas de otros países porque 

queremos que aprendan, a lo mejor  queremos que comparen como son diferentes las 

cosas de otros países, pero siempre hay que tratar más bien de donde son sus raíces. 

Translation: When we as teachers make them or read to them books that they can 

identify with, we have to read something that is relevant, that they, like I said, something 

that they have lived, we can’t, and maybe we can read about other countries because we 
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want them to learn, maybe we want them to compare how things are different in other 

countries, but we should always really try from their roots.  

 

Researcher: What are some ways that writing instruction could support cultural 

relevance in the classroom?  

Ms. Torres: Puedo leerles a lo mejor un libro de ellos que, han de, de un día festivo, 

como a lo mejor el día de los niños, y eso no se celebra aquí, pero entonces ahí estoy 

apoyando, estoy apoyando algo que a lo mejor ellos vienen de otro país y ellos lo 

celebraban allá, pero al llegar acá ya no lo celebran aquí entonces yo los estoy haciendo 

que recuerden de lo que se trata entonces estoy apoyando como ellos pueden seguir su 

cultura.   

Translation: You can read them a book that they, have, about a holiday, like the day of 

the children, and that’s not celebrated here, but then I am supporting something that 

maybe they come from another country where they do celebrate it, but when they arrive 

here, they don’t celebrate it anymore, then I’m making them remember what it’s about, 

then I am supporting them to continue their culture.   

 

Researcher: What resources are necessary for writing instruction in a Dual Language 

classroom?  

Ms. Torres: Libros, libros en español, como siempre, ha, libros bilingües es mejor pero 

libros, lo primero es los libros 

Translation: Books, Spanish books, like always, ha, bilingual books is even better but of 

course books, books come first. 
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Researcher: How does the use of mentor text affect writing instruction?  

Ms. Torres: Es una muy buena tool, porque a lo mejor tengo dudas que no hace como  

hacer algo  pero leyendo esos libros me dice exactamente paso por paso de lo que tengo 

que hacer y hasta me dice que libros puedo usar para conectarlo  con, ah cuando tienen 

que hablar de algo como, small moment, y entonces me enseña, me enseña ese libro como 

hacerlo paso por paso. 

Translation: That’s a really good tool, because maybe I have doubts about how to do 

something, but by Reading those books, it tells me exactly step by step what I have to do 

and it even tells me what books I can use to connect with, um, when it has to talk about 

something like, small moment, and then it teaches me, that book teaches me how to do it 

step by step.   

 

Researcher: How should we evaluate the relevance of mentor text used for writing 

instruction?  

Ms. Torres: Viendo el trabajo de los estudiantes, a lo mejor si use un libro que ese libro 

me estaba diciendo que  yo tenía que usar, usa esa lectura y luego ellos va a que escribir 

algo relevante de eso, pero a lo mejor ese libro no, conecta, no se conecta con ellos, 

entonces yo me voy a dar cuenta cuando yo lea su escritura , me voy a dar cuenta que a lo 

mejor no entendieron el mensaje y es como yo puedo rate ese libro si es bueno para mi 

salón o si no es bueno para mi salón. 

Translation: By looking at student work, maybe if I used a book that was telling me 

what I had to use, use that Reading and then they go and write about something relevant 

to that, but maybe that book doesn’t connect, doesn’t connect with the, then I will know 
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when I read their writing, I’m going to notice that maybe they didn’t understand the 

message and that’s how I can rate if it’s good for my class. 

 

Researcher: What could a Dual Language teacher do when he/she feels the resources 

available for writing instruction are not culturally relevant?  

Ms. Torres: Buscar, buscar por fuera, ah no, si esos libros no me sirven, no voy a seguir 

usando, usando esos libros, voy a ir yo misma voy a ir a una biblioteca yo sola  voy a ir a 

buscar, no voy a usar cosas que no les sirven a mis estudiantes.   

Translation: Look, look outside, oh no, that book is not useful to me, I’m not going to 

continue using, using those books, I’m going to go myself to a library, I’m going to look 

on my own, I’m not going to use things that are not useful to my students. 

 

Researcher: What is the purpose of using culturally relevant mentor text in the Dual 

Language writing workshop?  

Ms. Torres: El propósito es hacer eso, que, que se conecten ellos con ese libro, que 

puedan, am,  identificarse con lo que les estoy leyendo que sientan ellos o yo he pasado 

por eso yo he vivido eso, yo he comido mole porque en el libro dice que comieron mole 

en una fiesta entonces quiero que ellos se identifiquen y que puedan platicarme cuando 

están escribiendo, o yo hice como en el libro yo comí mole con mi abuelita y la fuimos a 

visitar, es, es bastante importante.   

Translation: The purpose for this, is, is that they can connect with the book, so they can, 

um, identify themselves with the Reading, that they feel oh, I have been through that, I 

have lived that, I have eaten mole because in the book it says that they ate mole at a party, 

then I want them to identify and that they can tell me about it when they write, oh, I did 
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that just like in the book, I ate mole with my grandma when we visited, it’s, it’s very 

important. 

 

Researcher: Who or what can a Dual Language teacher rely on as a resource for 

acquiring culturally relevant resources?  

Ms. Torres: Mi bilingual coach of course, si yo no tengo algo o no encuentro algo, y 

claro que yo primero voy a tratar de hacerlo por mí misma, pero si no se encuentro, si no 

sé cómo hacerlo siempre voy a ir con mí, con mi coach, siempre. 

Translation: My bilingual coach of course, if I don’t have something or can’t find 

something, and of course first I will try to make it myself, but if I can’t find it, if I don’t 

know how to make it, I will go to my, to my coach, always. 

 

Researcher: In what ways if any, do you see yourself as a resource for writing 

instruction?  

Ms. Torres: Siempre yo soy como maestra, soy la primera, soy el primer, res, como 

dices eso resource en español, soy el primero recurso que ellos usan, porque yo les estoy 

modelando, cuando escribimos yo modelo como quiero que hagan ellos, como quiero que 

escriban, si estamos escribiendo de small moments pues yo les voy a modelar primero 

como quero que escriban entonces claro que la maestra siempre es el primer recurso , yo 

voy a ensenarles paso por paso como hacerlo y si espero que escriban las palabras 

primero, yo voy a hacer las palabras primero y luego ya después voy a tie up with a 

drawing pero  la maestra siempre es el primer recurso. 

Ms. Torres: It’s always me as a teacher, I’m first, I am the first, res, how do you say 

resource in Spanish?, I am the first resource that they use, because I am molding them, 
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when we write I model what I want them to do first, how I want them to write, if we’re 

writing about small moments, I’m going to model first how I want them to write so, of 

course, the teacher is the first resource, I’m going to write the words first and then I am 

going to tie up with a drawing but the teachers is the first resource.  

 

Researcher: How can culturally relevant resources empower your students to be better 

writers?  

Ms. Torres: Cuando se sienten conectados ellos quieren escribir más, siempre, yo me he 

dado cuenta a veces leo un libro que no a lo mejor no tuve tiempo, no tuve tiempo de 

agarrar un mejor libro y o, ok, ya nada más para leer cualquier cosa leo ese libro pero 

luego yo veo que ellos they have a hard time, they can’t write about it because they 

cannot connect themselves to it, pero cuando yo leo un libro que es mas es en español hay 

están, capto la atención, están escuchando porque hasta yo como maestra puedo hacer la 

entonación mejor lo puedo leer mejor, entonces ellos a lo mejor sienten mi entusiasmo y 

al mismo tiempo ellos se entusiasman y pues es fácil para escribir ya después. 

Translation: When they feel connected they want to write more, always, I always notice 

that when I read a book that maybe I didn’t have time, I didn’t have time to get a better 

book I, oh, ok, just to have something to read, I read that book, but then I see that they 

have a hard time, they can’t write about it because they cannot connect themselves to it, 

but when I read the book, and especially if it’s in Spanish, there they are, I capture their 

attention, they are listening because as a teacher I can use better intonation, then maybe 

then feel my enthusiasm and at the same time, they feel enthusiastic and later it’s easier 

to write.   
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