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ABSTRACT
PIVOTAL MOMENTS, SILENCING, AND PERSISTENCE: A case of four stot$ein
transition from an English as a Second Language program in an elementary school
(Under the direction of Dr. George Noblit)
Students that have been in English as a Second Language (ESL) programs in
schools in the United States are systematically and chronically unaetsera date,
little is written about “exiting” ESL. This qualitative study of the exgeces of four
students in transition from ESL in an elementary school in North Carolina found that the
experienced an increase in conditions of isolation from bilingual peers, and that the
students approached their isolation with self-silencing. This self-gilgren approach
that the students developed through early pivotal experiences at school, had tragic
conseqguences for them. At the same time, the students lifted their silen@hgalt s
under conditions in which they were able to escape their isolation, and they were
persistent in their intention to escape that isolation. These findings suggestention
to silencing as well as adjustments to isolation can potentially lead tosrpagiange for

students in transition from ESL.
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PREFACE

Remembering ESL, a student that participated in this study wrote, “What
wonderful moments. Now got to go back to 2010. Bye.” Karla’s wonderful moments at
school had become treasured memories of safe interaction. Her transition fram ESL
2010 brought for Karla new conditions of isolation at school, conditions that she
approached with a silencing of herself. This silencing involved tragic embtiona
consequences for Karla. Despite her emotional distress, she navigated sithaol w
persistent intent to escape isolation from her bilingual peers, and lifteddmaing when
she was able to manage that escape. This thesis investigates thenerpeot Karla and
three of her peers as they transitioned from ESL at an elementary school.

While trying to learn from Karla about her transition, | was also learmarg her
about my own transition. During the study, | had begun to work through my transition
from teacher to researcher, and this involved adjusting my existing teaaftély idn
addition, | was constructing an additional new researcher identity. When | began the
preparations for this study, | searched for meaning of “researcher”. tAl tgproached
my new and mysterious role from the familiar and comfortable perspettinen-
teacher”. Normalizing a role that | knew a lot about guided me to makeattecibat |
thought would help to separate me from my existing teacher identity. | chdseglot
combinations that teachers at the site didn’t wear, such as jeans with bhazers a

uncomfortable shoes. When students investigated my roles with efforts such asmiscus
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forbidden topics, ordering me out of their personal space, and requesting to be
“interviewed” | attempted to respond in a way that was non-teacher. tdrradke
familiar teacher discourse strange and minimize my use of it.etezhand exited mid-
lesson whenever possible, and pulled up a chair to engage students in unusual whisper
conversations. | extracted myself when | became roped into alliantteteachers, and
carefully chose my responses to teachers’ calls to me across classnoomadiaays.

After reflecting on my normalizing of teacher, | realize that | watsreally
working on my identity as researcher by othering researcher from mngstesaicher
identity. There was a distinct and unexpected moment during the researchkedtiki
my teacher identity door. Munching on seasoned fries and fried fish sandwichlsttoget
in a dark, cramped alcove in an empty classroom, Karla and | discussed her opinions
about school. Suddenly, she told me that she was going to tell me a deep secret. She
went into great detail about how she was telling me her secret becausewhiewmdd
be protected. Virtually in shock, | could hardly remember to breathe as | tried to f
responses for this new relationship.

Driving home, emotion swept over me like an incoming tide. In the tide were the
voices of every student | had ever taught, and the realization that | as tealgrever
knew but a small part of each of those students. Karla gave me my first lessort @ wha
“researcher”. | began to sense the ethical responsibilities that comthisitole. Later in
the conversation, she demanded to know what her pseudonym was and when the book
was going to be finished. She seemed to have a handle on the purpose of this research,
and certainly a stronger handle on it than | did. She explicitly made surev Mdmet the

significance of her trust meant, and that she expected me to honor that tneswiiting.
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CHAPTER 1
TOPIC, THESIS, AND PEOPLE INVOLVED

Topic

In this paper | will examine data from a study that investigated theierpes of
four students in an elementary school that had transitioned out of the English as a Second
Language (ESL) program. Students in North Carolina in ESL programseecei
specialized instruction in addition to their classroom instruction and retakeghst=
language test each year. Upon receiving a score above a threshold, a student & no long
in ESL programs (North Carolina Department of Public Instruction [NC2®Q7). To
date, | have not found a study that directly examines students’ experienaessibion
from ESL programs. In this thesis, | investigate the experiences ofttmi@nss that
transitioned out of an ESL program at an elementary school. More specifieaipjore
how they described what happened with their identities as students during moments
relationships that were pivotal and important for them. | also consider how the student
described their negotiation of relationships with people as well as theircimesawith

institutions within schooling.



Thesis Argument, Related Literature and Paper Map

In this paper, | argue that the students approached the conditions of isolation
involved in their transition from ESL with silencing, and that this silencingamas
approach with roots in early pivotal experiences at school.

This study was initially informed by literature related to the expeeent
Latino/a students, immigrant students, and bilingual students in schools. In my
investigation of some of this related literature, | noticed that studentsabéd e
transitioning from ESL programs might often be underserved in their schoolingall Not
of the literature discussed here directly pertains to students in ESLmpsgkowever,
the students involved in this study were Latino/a, so | include some lieeratated to
the experiences of Latino/a students whether or not they were or ever had b8en in E
programs. In addition, the students involved in this study were not necessarilyammigr
students, but I include some literature related to the experiences ofrantsgudents
because many students in ESL programs are immigrant students. Finakynethall
bilingual students are or have been in ESL programs, | include literatuedrahe
experiences of bilingual or multilingual students because the students involied in t
study, like many students in ESL programs, were bilingual. All of these tofocened
this study because to my knowledge there is no existing literature to daterthizispe
directly and exclusively to the experiences of students in transition franpiBegrams.
For example, | am not aware of existing literature that documents changeslithons
of isolation as students transition from ESL programs. An overview of thessdrelat
works of literature suggests that students that transition from ESL prognagnbe part

of several groups of students that are consistently underserved in their schooling



Although the authors of some of the related existing literature presemeeddeel
the term “Hispanic” in the work discussed, in this thesis | instead usantméliatino/a”.
“Hispanic” was a term first used by the United States government in whtargure
was an attempt to erase ethnic identities. This term includes people of both Latin
American and European Spanish heritage. The term “Latino/a” was appmpriate
recognition of the common experience of oppression of people in the United States that
have Latin American ethnicity (Chomsky, 2007). In this thesis, the ternpdHis’
appears only within comments of original authors or speakers.

Existing work suggests that students transitioning from ESL programs might be
underserved in their schooling. This schooling can result in emotional tragedy and/or
denial of access to benefits at school. First, students often experiencenaiodigedy
as a result of alienation, separation, and the eradication of their cultureslangliages
(e.g. Gibson, 1995a; Suarez-Orozco & Suarez-Orozco, 2001; Valenzuela, 1999). Often,
“Latino youth feel diminished in the eyes of the mainstream culture” (St@nezco &
Todorova, 2003, p. 18). At school, “For the most part, the linguistic and cultural
resources that bilingual children bring are suppressed and at best ignotksitia@/&

Deyhle, 1999, p. 427). Students also often internalize negative societal perceptions of
their racial, cultural, or linguistic groups (e.g. Rong, 2006; Suarez-Orozco &%Suar
Orozco, 2001). In addition, children and their families are often positioned as problems
or challenges for teachers and schools (e.g. Marx, 2009; Quiocho & Daoud, 2006).
These experiences deny students opportunities to preserve self-estaesudport

systems, and develop or maintain literacy in their heritage langegge Conchas, 2001,

Gibson, 1995b; Olsen, 1997; Suérez-Orozco & Suérez-Orozco, 2001; Valenzuela, 1999).



Furthermore, students are systematically marginalized and denied access
tangible benefits distributed at school from the level of personal interatbiting level
of systematic policies. For example, in a study involving over 16,000 students,
Tenenbaum and Ruck (2007) found that Latino/a students were disproportionally more
often denied high expectations and positive feedback at school and were referred
disproportionately often to special education as well as disproportionally seldaitedo g
and talented programs. In the United States as a whole, Latino/a studentanutties
from Spanish-speaking groups are disproportionately less likely than whitesaamAf
Americans to be on grade level, be enrolled in college preparatory clEasdegaduate
from high school (Vasquez, 2007). In North Carolina, while 66% of white students
scored at least proficient on all End Of Grade tests for grades 3-8 in 2007-2008080.6%
African American students and 36% of “Hispanic” (p. 18) students passed. Only 20% of
students in ESL programs that had been in schools in the United States forzx least
months, students that the state labels as “Limited English Proficper@i0), passed
(NCDPI, 2009a). These data indicate that as groups, students in ESL prograefisss
Latino/a students suffer from underachievement in North Carolina. Currentlytim Nor
Carolina, achievement data are neither reported nor collected for studéhteviha
transitioned from ESL programs as a distinct group. Latinos/as are eprésented in
college track honors and AP courses, and overrepresented in remedial courses, even when
controlling for prior achievement (Ballon, 2008). Latino/a students are askeddojes
guestions, given more answers rather than asked to figure out solutions on their own, and
their interactions with teachers are more often managerial in naturetrethe

substantive (Oakes, 1985). Latino/a students are systematically moregoéed or



silenced in classrooms and removed from classrooms (Gay, 2000). In addition, some
existing work investigates cultural, racial, and linguistic biases involvedndatdized

testing practices, content, and score use that contribute to students’ underachievement
(e.g. Abedi, 2002; Huempfner, 2004; Valenzuela, 2005). Finally, other existing work has
critiqued ESL policies, such as unjust assessment, placement and segreggizona(K

2004; Olsen, 1997; Valenzuela, 1999; Vasquez, 2007).

These trends indicate that students that are transitioning from ESL may b€ par
several groups that are systematically and chronically denied @oaxhscation that
they deserve. Some previous work looked at group measures of acadenvieraehte
following transition from ESL programs, but this work had the purpose of large-scale
evaluation of ESL programs (Abella, 1992; Lesaux, Rupp, & Siegel, 2007). These
examples of literature related to inequity for students, paired with persqeglence in
schools, lead me to begin study of the topic of this paper.

Late in the study design, | decided to add teachers’ perspectives to thre mix i
order to compare the teachers’ perspectives on the topic of transition from BEShewit
students’ perspectives on their own transitions. The body of existing work that has
investigated teachers’ perspectives has focused on teachers’ leweparepness and
instructional techniques for teaching students that are acquiring an addarmmnadge.
Teachers often feel unprepared to teach and even express fear of teathio/g
students and bilingual students (e.g. Lee, Butler, & Tippins, 2007; Penfield, 1987; Rueda
& Garcia, 1996; Valenzuela, 1999; Villegas & Lucas, 2008).

Some related literature discussed exciting ways that some Latinodenagrant

or bilingual students approached their conditions at school (e.g. Gibson, 1995a), and



during the preparations for the study | became very curious to find out how students in an
elementary school might approach their transition from ESL programs. Thituag

research study, | would come to an understanding that the four students involved
experienced conditions of increased isolation from their bilingual peers deing t

transition from ESL, and that they approached those new conditions with aesstfrgil
Furthermore, | would find that students developed this approach of self-silenang lon
before their transition from ESL. However, when students were able jmeabenr

isolation, they lifted their silencing, and they were persistent in themtitdedo so.

In this first chapter, | provide some background information related to theepeopl
that were involved in this study. The background includes some information about the
research site, the research town, and the research participants.

In Chapter 2, | discuss the methodology of the study. First | describe the
emergent design paradigm that guided the study procedures. Then | detaéthe dat
collection study procedures as well as the data analysis study praceBurally, |
include the research questions through which | examined the data for this thesis pape

In Chapter 3, | develop the argument of this paper using some of the findings
from this research study. The argument is structured to offer some understeriasig
the conditions of isolation that | found the students to experience in theirigarfim
ESL, then the students’ approaches of silencing to those conditions. Sincagileasi
only one approach to a multiplicity of conditions at school, and people often
simultaneously use many approaches to their conditions, not all of the data inttbrs sec
reflects a singular approach of silencing. Although some of the data involves xomple

approaches that | had difficulty separating, overall the section highlighappineach of



silencing. At that point in the argument, | discuss some early pivotal experibate
seemed to influence students’ approaches of silencing long before theiransfsgm
ESL. This portion of the argument culminates in a consideration of the tragic
consequences of silencing for the students. The argument then turns to early pivotal
experiences that seemed to be safe for students, as well as an exciitomg se
demonstrating instances in which the students lifted their silencing at schwol. T
argument then comes full circle back to conditions that allow for that liftingesfaiig,
which will involve the students’ escape from their own isolation.

Chapter 4, the final chapter of this thesis paper, will consist of a brief siscus
of possibilities for moving forward. In other words, | will argue that thedes learned
from these four students can contribute to a better understanding of the expesfence
students in transition from ESL and therefore to improving school for students

experiencing similar transitions.

People Involved: Research Site

This study took place in a combinatioVd" grade classroom during the literacy
block, including the writing period and the reading period, and during recess and lunch.
The data collection took place about two days per week for about six weeks. Treere we
23 students and one teacher in the classroom. At times, other adults “pushed in” to the
classroom, such as a student teacher and a teacher assistant. The ctasstoEmi'Ms.
Parker”, was considered by other adults at the school to be an excellent.teache

The classroom had ample resources. For example, Ms. Parker had a brand new

interactive whiteboard on her wall, involving hardware that costs over $5,000. In



addition, the classroom had five functioning computers, one of which had a flat screen
monitor, as well as shiny matching furniture for all of the students.

In fact, the school in general seemed to have ample resources. The exterior
grounds of the school were decorated by rotating seasonal planters of floweiseand ot
annuals, and construction to the school was ongoing. The playground equipment was
plentiful and in excellent repair. The students regularly checked out books from the
school media center. The books and their real time availability were indexed on a
catalogue website, and multiple hardcover editions of contemporary titles with no
protective Mylar, damage, repairs, or markings were always availaldeufient use at
school and at home. Further, students were permitted to check out several titles at onc
These observations were consistent with data on school funding. This distnid?sde
Expenditure for 2008 was $9,140.76, which rankeidit of 115 districts in North
Carolina. A great deal of those funds came from the county’s supplementaiEeded
taxation; the local taxation level was rank&totit of 115 districts, while the school
ranked only 78 and 9%' in state and federal funding respectively (NCDPI, 2008).

The school had a greater percentage of teachers with many years adreoger
than the state average, as well as a lower percentage of beginning t@<4Ciiz?s,
2009b). Ms. Parker was working on her Masters of Arts in Teaching at a nearby
university, and was enrolled in graduate-level evening courses during the shedy. T
principal of the school held a Ph.D. and was addressed by teachers, parents, and students
with the formal “Dr.” preceding her name.

Local ESL policies, programs, and contexts vary widely (Zehr, 2008). At this

school, ESL involved monolingual English instruction. Nieto (2010) distinguished ESL



and bilingual instruction: “When provided in isolation, [ESL] is not bilingual instruction
because the child’s native language is not used in instruction” (p. 120). The'slistric
overview of ESL stated that, “The primary objective of the ESL program is to teac
English to the ESL students...designed to help the ESL student acquire English as
quickly as possible.” Each of the 32 students in ESL at the school during the study was
multilingual in at least Spanish and English. During the study, one student that spoke a
language other than Spanish or English qualified for ESL. However, according to the
ESL teacher at the school, his parents declined ESL services because theyvdiat not
him to attend sessions with a teacher and students that were “Hispanic”.

In 2008-2009, the school met all of its AYP targets, making expected progress
and therefore avoiding NCLB sanctions. It was marked as a School of Prodhessylal
not a single school in its district was given the more inferior NCLB ladfd®siority,
Low Performing, or No Progress (NCDPI, 2009b). The 460 students at the fire K-5
grade school were 55% white, 26% African American, 15% Hispanic, 1% Native
American, and less than 1% Asian (NCDPI, 2009b). District records indicatésB#a
of students at the school applied for free or reduced meals (Child NutritioneServic
2008a), although teachers reported that 62% of the students received free or reduced
meals due to a second round of form distribution, and this percentage designated the
school as a full Title | school. Children qualify for free daily lunch ($1.50 in thisad)str
and breakfast if earning an annual income below a given threshold, which is cuoently f
a family of four for example, $27,560 (Child Nutrition Services, 2008b). The school was

nestled in a residential area of its rural town, and families arrived on fogtneazdlkel



sedan, bike, and skateboard to use the school grounds and adjacent Community Center

facilities for recreation and socializing outside of school hours.

People Involved: Research Town

Gibson was an unincorporated town in northern Sutton County, North Carolina.
Gibson village grew around a flour mill aside the railroad tracks in the late,18@0s
there were no set geographic lines around the community of around 600 families.
Located between two rural hubs in the area, the rural town was close to seyaral ma
highways. Churches were very important to the community, and the several churches
often collaborated for celebration and problem solving. Since it was an unincorporated
town, Gibson did not have local officials, and many residents were frustrated wigh bei
represented by officials elected by the more populated and wealthy southern Sutton
County, which some felt was politically dominated by its university town. Foices
such as banking, medical treatment, shopping, groceries, legal services, ehdddar
dining, Gibson residents had to travel by their own private transportation to neaby are
Many residents attributed a lack of access to services to Gibsonigalgladw political
power.

The lone elementary school in Gibson went through a major overhaul in the early
1980s when every septic tank in the area failed. Sewer repairs were neveatedrmipé
to depletion of the Sutton County government funding, and inadequate sewage and water
infrastructure prevented businesses and developers from choosing Gibson & a site
growth. Consequently, most Gibson residents worked outside of Gibson. Some of those

residents were commuters to south Sutton County or nearby cities who natedtto
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Gibson by low-cost land in newer housing developments that had been added to the
community’s clusters of single family homes and trailers. A teachbeachool
described these affluent commuters as mainly having jobs in academia and in medicine
Other common jobs held by Gibson residents included jobs in construction, health care,
and manufacturing. The town was at least somewhat racially segregakechamit
African American and Latino/a families living to the west and many waitelies living
to the east.

Much of this information was drawn from a source that can’t be cited due to

concerns for confidentiality and anonymity.

People Involved: Research Participants

The participants involved in this research included tfigrade students and & 5
grade student in &6 combination classroom and orf& grade student in another
classroom. This was the total population of student¥ iandl &' grades that had
transitioned out of ESL programs. The students described either themselves or thei
parents as from Mexico, and all four students were bilingual in Spanish and English. The
two 5" grade students preferred to speak English and the'twgocadle students preferred
to speak Spanish. All four students had monolingual literacy in English. The three
students in Ms. Parker’s combination class were born in the hospital most freqsexatly
by Gibson residents, and the student in Ms. Blue’s class was born in Chinchilla, Mexico
and moved to the area when she was two or three years old. All four students had spent

their entire school careers at Gibson Elementary.
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In addition, the students’ classroom teachers and the ESL teacher at the school
were participants in the research. Ms. Blue, Cindy's teacher, lived in bevabri
hometown of a nearby city and had over 20 years of teaching experience, with 10 of
those being at Gibson. Ms. Parker, the teacher of LJ, Karla, and Paola, was from the
Midwest United States and in her fourth year of teaching and her third yedassahG
Ms. Parker was pursuing her Masters of Arts in Teaching at the university i
hometown in south Sutton County in the evenings. Both classroom teachers were white.
Ms. Blue was monolingual in English and Ms. Parker was English-dominant and took
some Spanish courses in high school. Ms. Blue had been Ms. Parker's mentor since she
arrived at Gibson, and the two planned many of their lessons together. The ESL, teacher
Ms. Hart, had a position at Gibson that was held by four teachers in the lagetnze
She taught students for four hours per day and did “community outreach” and translation
for two hours per day. She was from Columbia and bilingual in Spanish and English. She
preferred to use Spanish or a combination of Spanish and English, and she had a Master’s
degree in psychology from an institution in Columbia. She was in her second year of
teaching, the first of which she was the Spanish teacher (for all stude@ibyan. That

position was eliminated at the school, and this was her first year as an Elstrtea
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CHAPTER 2
METHODOLOGY
Paradigm and Paper Approach

This was a qualitative study of the experiences of four elementary schodehtst
in transition from ESL. Since the topic of the experiences of students that have
transitioned out of ESL has not been the central focus of previous work, there existed no
single theoretical perspective to guide a linear study of the experidribesfour
students involved in this research. Consequently, this paper involved an emergent design
paradigm. In an emergent design paradigm, the researcher adjusts her plans and
strategies in response to what she is learning at the researchesite Z0D2).

Specifically, at various points during the research process, | chose to adjust the
methodology (including both data collection and data analysis), research questobns
my use of related literature in order to honor the perspectives of thegeartgcand to
allow me to move towards some understanding of their experiences.

The accounts of the four student participants in this study are cases that can help
contribute to some understanding of the experiences of students that transition from ES
programs. To guide this decision, | have looked to the recommendations of Stake (2006).
More specifically, | have chosen to include all four cases because | thfokiratlases
provide opportunities to learn more about the experiences of students as thepitransiti

from ESL programs. In addition, the cases are all relevant to the topic dfdsiss, tand



each case brings diversity to the overall picture of students’ experieimctss thesis,

the students’ unique stories will shine light on each others’, and the teacherstipezspe
will offer a way for a reader to see how those stories are played out in threatagsach
day. Together, these perspectives will offer a picture of silencing thrsalglion and
early pivotal experiences. While | acknowledge that this picture is only otuegof the
experiences of the four students, and the picture itself can only be a pantiad, glus is
the picture that became my thesis after | looked at these data throughawenfpll

research questions.

Research Questions

The emerging themes of isolation, silencing, and early pivotal experieracks
the development of two of the three initial research questions necessary. Bme of t
research questions | began with asked how the students described the develograent of t
self during the transition out of ESL programs. However, for reasons that | havdynot ful
explored, the data | collected did not inform this question. More specifically uithenss
did not discuss changes in their identities during the transition from ESL, but rather
changes in their identities as students during key pivotal moments that vperéaint to
them. Therefore, in this thesis | investigate what may have happenedudihts’
identities as students during these key pivotal moments.

In my investigation of what may have happened with students’ identities as
students during key pivotal moments at school, | viewed the construct of iderstities a
multiple, fluid senses of self that are constantly constructed through trdesacThese

interactions can be with another individual or with a group of others that is eithercspecif
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or generalized (Mead, 1934). In other words, identities are in part constructadytthr
the taking of the attitudes of others” (Mead, 1934, p. 250). In addition, this view of
identities involves internal interactions with the self. Urrieta (2007), building on
Holland, Lachicotte, Skinner, and Cain (1998) as well as Bakhtin (1981), argued that
“self-making is part of the internal dialogue by which people make sense oheso t
are” (Urrieta, 2007, p. 118). In developing my research question related to edenmtiti
therefore aimed to investigate part of what may have happened with studenfdemult
and dynamic identities during the key pivotal moments that they described.

My third research question also developed. Originally, | wondered how students’
relationships might have shifted during the transition out of ESL programs. Again, |
found that the transition out of ESL programs was not as significant to the patscsa
the overall organization of interactions at school.

In this paper, | investigate in particular how the school and teachers’ overall
organization of interactions between the students and between students and tress teac
served to isolate and therefore silence the participants. For the studem&ghvhere
the transition from ESL programs was significant. Below are the résgaestions |
will investigate in this thesis.

- What are the experiences of students that have transitioned out of ESL programs?

- What happens with the students’ identities as students during moments or
relationships that are pivotal and important for students?

- How do the students describe their negotiation of relationships with people as

well as their interactions with institutions within schooling?
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Study Procedures: Data Collection Overview

In order to increase validity, the study involved both multiple data collection
methods and multiple data sources. Glesne (1999) described the practiceiofyselect
multiple methods and sources of data as triangulation. Triangulation allows for an
increase in the confidence of the results of a study. Triangulation for thisistatyed
three interrelated qualitative research methods (interviews, particpsatvations, and
document collection) and two types of data sources (students and teachers).

| collected data through two interviews with each student, one interview adth e
of their classroom teachers, and one interview with the ESL teacher at the school. |
participated in and observed a writing group for the four students that took place during
their writing block and | sometimes observed the students in Ms. Parkesssaslahey
worked during their literacy time. During my 19.5 hours of observations, | usually
interacted with the students about their work.

Data collection included both interviewing and participant observation. Lofland,
Snow, Anderson, and Lofland (2006) argued that these two techniques are interrelated
and that investigators can use both to develop a deeper understanding of a participant’s
views of a particular topic or experience. In addition, data collection involved some
document collection. These documents were produced in the writing group as Ipart of t
study. In the writing sessions, each student worked on short writing pieced tel#te
topic of his or her experience of transition out of an ESL program.

During the research, data collection was one of the elements of the study that
emerged. For example, instead of addressing topics according to a scheecikded to

allow the students to direct the nature and pace of the writing done in the writing g
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These shifts lead me to literature addressing spatiotemporal orgam@@&brtham &
Contreras, 2002). After finding out in this literature that Latino/a students mlandee
comfortable working in fluid spatiotemporal organization, | adjusted the methodology t
include for example, multiple tasks and conversations occurring simultaneously duri

the writing group. Similarly, when | noticed that one student preferred tohigite
responses to my oral questions, | looked to literature that discussed passivalisiimg
(Valenzuela, 1999). Since this literature described passive bilingual studeftenas

feeling more comfortable expressing their thinking in text rather than intsgeec

adjusted the interview methods to include the option of written responses. Several of the

students elected to take this option for portions of the interviews.

Data Collection: Writing and Participant Observation

The writing group brought the student participants together for conversations and
writing as a group. Glesne (1999) made the point that children often engage in
conversation more easily when they are in a group situation. The writing grong set
allowed me to observe interactions between students and allowed for the studemts to sha
their work and experiences with each other. In this writing group, | paredipata high
degree.

Participant observation that involves a relatively high level of partiocipain
which the researcher is part of the social setting, can allow for a morataccu
interpretation of participants’ experiences. For example, participant ebsane able to
connect participants’ interview responses with their actions, to modify interview

guestions based on participants’ actions, to see patterns of behavior, and most importantly
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to establish relationships of trust with the participants. Furthermore, choosimggtio re

on the margins of a social setting can lead to a situation in which the participaeiseer
the researcher to be exploiting them (Glesne, 1999). Glesne (1999) argued, “€he mor
you participate, the greater your opportunity to learn” (p. 44). The greater oppotbuni
learn, paired with the potential benefits for the students, led me to choose participa
observation methods for this study.

The four students and | met from about 8:30-9:15am in a small alcove inside Ms.
Parker’s classroom that served as an individual and small group workspacelémtst
throughout the day as well as an office and storage space for a teachantasisis
facilitated the writing group, which took place during all students’ reguligingperiod
on Thursdays and Fridays for four weeks. Ms. Parker selected these days foririlge writ
group because these were days on which she did not teach a writing lesson and the
students worked on their ongoing writing projects. Ms. Parker and Ms. Blue satghe t
for the writing group. | believe that Ms. Parker wanted us to work in the alcovehwith t
door open, but the student participants usually got up and closed the door early in the
sessions.

The idea for a writing group came about when the principal and | discussed my
research interests. It was important to the principal and the teachers anthatéhe
students receive what they saw as potential academic benefit frompadiditin the
study, and writing was an area identified by the principal and the ESL teadhariag
the greatest potential benefit for the student participants and for the school. High
researcher participation involving writing with students is one approach to tuelita

research with young children. For example, Katz and DaSilva lddings (20§¥)ezh
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with students in a study involving oral and written storytelling in an elemest¢haool.
They explained that their high level of participation with the students, whiah ofte
involved close readings of the students’ writing, allowed them to demonstrate to the
students their validation of the students’ own experiences.

The teacher that was to host the writing group was excited about the writing group
element of the study methodology. Ms. Parker was conducting an action research stud
with her students in math as part of her own coursework, and thought that my being in the
classroom during literacy time rather than in the afternoons would prevent hertstude
from being “inundated” with interviewing. My interaction with the students was
important to Ms. Parker in particular; she did not want “a creeper” in herabass

Ms. Parker was excited about being involved in the research and often wanted to
discuss the study design, purpose, and timeline. She was disappointed that she would not
be able to have access to the data for her own instructional purposes. In addition, she
often described her classroom as a “laboratory” and critiqued classrotonsvibat
sometimes performed what she described as exploitative actions suclm@s taki
photographs of students and shuffling through students’ desks. We had candid and
explicit conversations on an almost daily basis about my roles in the classroom, and she
described our research relationship as a “partnership” and an “eternal bond”.rlikds. Pa
was very interested and involved in the entire study.

Before beginning the study, | observed Ms. Parker’s literacy blocbfout 20
hours, or for about two hours about one day per week. In addition, | attended special
events, recess, and lunch with the class. | drafted prompts for the writing group that

addressed my research questions and matched the format for personal naitatgye wr
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instruction in Ms. Parker’s class. For example, some of my prompts and probes began
with language parallel to prompts used in class, such as, “Tell about a specific time
when...” Ms. Parker and the principal reviewed my prompts before the study began, and
| adjusted the nature and priority order of the prompts according to their saggdésee
Appendix A for the prompts from the writing group).

In the writing group, | provided each student with a composition notebook that |
collected at the end of each session as data. | also provided the students with stick
notebooks and pens in case they wanted to add writing to their notebooks outside of the
group meeting time. Three of the students added writing with their stickyouods,
which included endings for pieces that they did not get to finish before the end of the
group, thoughts they had about a previous topic between group meetings, or clarifications
related to things they wrote during a group meeting. At the end of the stuady, | h
collected about 11 pages of handwritten writing from Paola, 10 pages from LJ, 17 pages
from Karla, and 21 pages from Cindy.

The writing was done as quick writes. More specifically, the studeots \ar
small amount about a common topic related to their transition from ESL. Wrigtesspi
ranged in length from one sentence to several pages. In addition, the students wrote
small amounts about individual topics in which they became interested, and they
sometimes wrote small amounts when | asked them to clarify, explain, or expand upon
something from their writing in the writing group. Writing took the form of paragraphs
bulleted lists, and comments inside graphics such as boxes and speech bubbles. Students
that chose to draw during the writing group sometimes created drawingd tel#teir

written stories or their interview responses. At other times, some studemisdsto
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draw in their notebooks during group discussions or interviews for enjoyment. For
example, Cindy worked on a scene of a horse in a field in one case becauseshie felt
had not had enough time to work on a similar project in art class.

We discussed the topics and the students’ ideas about the topics as a group before,
during, and/or after the writing. The students decided when to write and when to discuss,
how much to write, whether or not they would write about a topic, when to read their
writing to the group, as well as when to write on a new topic. During the magbthg
writing group time, there were multiple prompts and conversations taking place
Sometimes the students brought a class assignment to the group to show or to work on. |
did not suggest that the students revise or edit any part of their writing. Thihee of t
students included drawings in their writing. The writing was done in about eigin$ col
of ballpoint pen and about seven colors of thin marker. | read their writing during the
group if students asked me to read it or if they allowed me to read it afied t@sread
it. Most often, they shared their writing and ideas with each other, but in mseg/tbay
asked me to read a piece in private after the group or in private during the group.

After each group meeting, | read all of the writing and wrote on leystisert
back to each student. This allowed me to ask for clarification or expansion on arsissue a
well as to communicate to the students that | was carefully readingwiitegag and that |
was their audience for the research study. This was also an additional waeytfor
build a relationship with individual students. For example, after the students dgreed t
a shared past teacher was excellent because she shared about her ffersdregdn to
add something about myself to some inserts. In some cases, a student woultdmnsmjile a

remove it from the notebook, and put it in his or her pocket for another purpose.
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On three days, | did not meet with the students as a whole group. In these cases,
upon my arrival either Ms. Parker or one or more of the students expressed a need to
work individually on class assignments rather than in the writing group. If tkishea
case, the remaining students worked in the writing group or | observed the students
working on their classroom assignments. These classroom interactiovscelto the
emergence of multiple roles in my relationships with some of the studentsad Khda,
in particular, learned to ask for the role that they wanted from me at any given point
whether that was fellow writer interested in hearing ideas for futeedice writing
projects, gatekeeper with access to assignment conventions that wouldaltomotrk
to move forward in class, or sounding board for a rare long-lasting discussion about a

text.

Data Collection: Interviewing

| interviewed each student individually two times in Ms. Parker’s alcove wigale
classroom was empty. Interviews of Ms. Parker’s students took place ceo@ss or
lunch. Ms. Parker selected these times in order to minimize the risk of the students
missing out on instructional time in the classroom. | interviewed Ms. Blue’srgtude
during the regular writing group time on days that the writing group did not take.pl
Students selected their own interview times and days. | ate lunch with twostétlests
in the alcove during their interviews because the students requested that we do so.
Formal student interviews lasted between 25 minutes and 65 minutes, depending on when
the students needed to return to class. Total interview times were 75 minuté&sAor

minutes for Karla, 50 minutes for Paola, and 110 minutes for Cindy. Interviewing each
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student twice allowed the students to revise thinking and allowed us to postpone or revisit
topics. |informally asked Cindy and Paola a few short questions individually on the
playground on the last day of the research in order to clarify a couple of poirgd telat

the data analysis. During the student interviews, we discussed topics suthaaslES

how it was similar to or distinct from other parts of the school day, the transtion fr

ESL, and school, teachers, and the students themselves in general (see Appendix B for
the Student Interview Guide).

Glesne (1999) noted that audio taping can be intimidating and obtrusive for
participants. In order to reduce intimidation during the student interviews, | did not use
video or audio taping with the student participants. |took handwritten notes during the
student interviews. In this paper, | distinguish portions of students’ commentgetieat
direct quotations with quotation marks.

| interviewed each teacher individually during her planning time, which was a
time during the school day when the teacher was alone. Each teacher selemtad he
interview day and time. Interview durations were 20 minutes for Ms. Blue, and 40
minutes each for Ms. Parker and Ms. Hart. In order to maintain my full attention on the
conversation and to ensure that | accurately documented the teachersntenhiauedio
taped the interviews with the teachers and transcribed the interviews.atherte
consented to be taped, and | turned off the audio recorder at Ms. Blue’s requesaduring
portion of her interview. During the teacher interviews, we discussed topltas#SL,
the exiting process, and teaching students in transition from ESL (see Appendith€ f

Teacher Interview Guide). In this paper, all teacher comments ao guotations.
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Lofland et al. (2006) described intensive interviewing as involving “ordinary
conversation and listening during the course of social interaction and sectiisd
interviewing involving the use of an interview guide consisting of open-endedansesti
that direct conversation” (p. 17). | used an interview guide for semi-struchiegdews
with the students and teachers. Glesne (1999) emphasized that qualitativenirtgrvie
does and should involve adjusting the interview schedule during the course of the
research. During each interview, | made minor adjustments to the miéaliew guides
in response to the flow of the conversation, such as adjustment of topic ordering and
insertion of additional follow up questions. For guidance on question wording, ordering,

and revising, | used the work of Weiss (1994).

Study Procedures: Data Analysis

In addition to the data collection being emergent, the data analysis forpkis pa
was emergent. For example, | used the writing, student interviews, and teacher
interviews for triangulation, or validation of findings (Glesne, 1999). For triatign)d
originally planned a grounded theory approach, which Charmaz (1995) described as
developing conceptual categories that arise from consistent patterns iatiyeatiata.
Since | was hoping to find these consistent patterns with which to inductivediogev
grounded theory, late in the study | looked at the students’ accounts as having what |
perceived to be holes. In other words, | began to think of the participants as objects tha
must certainly have though about the things | wanted them to have thought about. |
began to feel very uncomfortable with my calculations about how to “get it out of them”

or how to re-examine the data for “it” when “it” was just not there. | feltllikas
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inflicting abuse when | would re-visit topics with a student that we both knew we had
already covered. | felt the students become either frustrated with niljingess to
listen to them or threatened by my unwillingness to respect what theyfierag. |
tried to push each relationship to the relationship | had developed with one student. It
took me a while to see that a plurality of relationships between reseandhearéicipant
and a plurality of participant experiences is part of the excitement of qualtesearch.
When | abandoned the grounded theory paradigm in favor of emergent design, | honored
the students in trying to make the research fit their experiences rathdrytimg to make
their experiences fit the research.
| collected four types of data:
1. Field notes from the participant observations
2. Interview notes from student interviews
3. Interview transcripts and audio recordings from teacher interviews
4. Students’ writing documents from the writing group
| typed field notes and student interview notes immediately after easibrges
using my handwritten field notes and interview notes as a guide. In the fieldnoates
the writing group, | documented connections between conversations and speciitsporti
of the students’ writing. Sometimes | typed the field notes after leavengjtéhand
sometimes | typed the field notes at the site while waiting for an interdi¢ranscribed
the audio recordings of the teacher interviews several days afteteheaws.
| qualitatively coded the data and looked for emerging patterns in the diaed g
by strategies suggested by Glesne (1999), Lofland et al. (2006), and Y884} (I

searched for negative cases and disconfirming evidence in the data. rexbhea
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themes that emerged in each of the four sources of data to triangulate acrots the da
searched for differences in themes in each of the four sources of data.

For this paper, | used multiple case study analysis to analyze the tilta. S
(2006) emphasized that triangulation is a researcher’s effort to make subeetha
interpretations are valid. In this analysis, | have made an effort ngaitete both within
and between cases. For example, | often looked for repetition of a finding rggardin
case between different types of data such as student interview comments, stitichgnt w
and teacher interview comments.

| have chosen to organize the cases around each of the general points in this paper
because | think that each general point is informed by major contributions fifeneati
cases. In addition, the teachers’ perspectives contribute to several eh#ral goints.
Through this approach, the cases will offer a general understanding of thie ecge of
the four students as they transition from ESL programs. Stake (2006) argued that in
multiple case study analysis, “Previous studies and interpretations may gppeghout
the report without having a special section” (p. 81). In this paper, | will use previous
studies and interpretations throughout the analysis of the findings in order tdall@w

potentially better understanding of the general points presented.
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CHAPTER 3
ARGUMENT AND FINDINGS

| did not realize it at the time, but the students first communicated what was most
important to them about the transition from ESL on the first day of the writing group.
After analysis of all of the data from this study, those first few comsrgpeak most
clearly to me about what they saw as significant about their transition. rithngwopic
| brought up for this first session was, “What was the best thing about ESL and how is i
the same or different for you now?” A conversation struck up right away, and thd four o
them enthusiastically agreed that the best thing about ESL was being withehds
and cousins. In their transition from ESL programs, the four students had been
essentially isolated from those friends and cousins, as well as from bachaoid they

were not happy about it.

Conditions of Isolation

Isolation was an assumption that evolved during this study through the students’
accounts. Early in the study, | became frustrated when students did not mentidn what
expected them to mention about the transition from ESL. Instead of discussieghaca
aspects of school, all four of them were adamant in their assertions that the most
significant thing about the transition from ESL was the increased isolabiortheir

bilingual peers. | initially resisted the centering of isolation bechhad not expected to



even find it. When [ finally began to listen to what the students were saying, the
assumption of conditions of isolation became an important part of the analysis. Afte
taking on what the students were telling me about their isolation from eachmdher a
from their bilingual peers, | subsequently looked at the data as it may haed telat
isolation as | was collecting it. Since it was of primary importance to tlersts, |
decided to make isolation of primary importance for the research and for thes thes
Isolation is a condition that | observed and the participants described both
between and within classes. One way in which students were isolated wasnbetwe
classes. Like at many elementary schools, the process of sorting stottetits
classrooms in which they would spend each day of the year was a local process. A
committee of teachers that included one classroom teacher from edeHeyel sorted
students into classroom assignments. The teachers used what they knew about the
students as well as sorting guidelines they developed to assign studerdgsrtmoohs for
the year. According to Ms. Parker, the students that were currently aretlformESL
programs were homogenously grouped according to ESL program status, math and
reading standardized test scores, and “behavior”. She further emphasizeddérat i
combination #/5" grade classroom, the committee wanted “no extremes”. In other
words, the three students that had transitioned out of ESL programs were “clustered”
together in Ms. Parker’s classroom. Because students in this school spent the vast
majority of their school day in their assigned classrooms, this arrangesukated
students that had transitioned out of ESL from the students currently in ESL thatdhey ha

been working with in ESL programs.
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According to Ms. Parker, Cindy was “separated”, or mistakenly placed in Ms.
Blue’s classroom because the committee was not aware that she had eveHsden i
Consequently, she was the only student that had ever been in ESL in Ms. Blue’s
classroom. In this study, this special case of double isolation (from bothitraedi
peers and peers in ESL) can contribute to an understanding of students’ expéariences
transition.

Cindy’s case will offer important insight into the condition of between class
isolation. However, the three students in this study that were not isolated between
classrooms were nevertheless isolated from each other within th@atassFirst of all,
the students and teachers described students’ work as individual. For exampleieMs. B
explained that when students transition out of ESL programs, “they are progtessing
that point where they can be allowed to do more independent work.” In another
comment, Ms. Blue mentioned that “small groups” were a condition that teachers might
set up for a student “if it warranted something like that to get the extra hglpebd.”

Paola confirmed the individual nature of class work, writing that she was alslesie@“
more ideas” when she got to work in groups, which she rarely had an opportunity to do in
the classroom.

In addition to the individual work contributing to students’ isolation, the students
were physically isolated from each other as well. | observed threegsaatangements
assigned by Ms. Parker, and in each of the three arrangements of five diiaterst
five desks each, LJ, Karla, Paola, and the student currently in ESL (who was placed in
Ms. Parker’s classroom because the committee mistakenly thought thet stadegyoing

to be transitioned out of ESL) were seated at separate table clustersiot alsk Ms.
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Parker about her seating assignments, but my colleague with math exqecisgated

that the likelihood of the four bilingual students being isolated by table three
arrangements in a row by chance is about six millionths of a percent. Of cadent a
former students of ESL, Ms. Blue reported, “They do seem to flock together. You know
they are pretty well-knit.” She went on to say that since Cindy was théawnigr or

current student of ESL in her classroom that year, “It really has not @eblam at

all.” When | asked her to elaborate on this “problem”, she clarified, “We’ve had to a
times have to ask them to speak English when they’re, you know, here.” According to
Ms. Blue, she had fortunately “absolutely not” had to enforce the English-only polic

her classroom that year and Cindy’s linguistic isolation had been verydainer

Cindy “because she’s the only one, and because, you know, she doesn’t really have an
opportunity to do that within the class.” Ms. Parker did not mention an English-only
policy in her classroom, but she stated that Spanish “can’t be avoided” whenrkhrla a
her mother, who often visited her younger daughter’s classroom across tHspealk
Spanish back and forth openly in the hallway.” These comments and observations
suggest that bilingual students were not only isolated between classroomghivut wi
classrooms as well. Further, they suggest that bilingual students may bavedbated

from each other at least in part due to their bilingualism.

Approaches of Silencing
In this section, | will describe how students approached their conditions of
isolation. Quach, Jo, and Urrieta (2009) conducted a study with nine immigrant and

U.S.-born Asian students. Upon entering school in the United States, each was fluent i

30



his or her heritage language of Mandarin Chinese, Cantonese, Tagalog, or. Kboeze

of the students had been in ESL programs but some had never been in ESL programs.
All of the students experienced conditions of racial isolation at school, and all @pgaoa
that isolation with shifts in their identities. For example, the students “chuteness”,
which involved choosing white friends, learning Standard English, and changing their
appearances in order to “gain access to the dominant culture” (Quach et al., 2009, p. 126)
In addition, the students also described shifts towards identities that were wioaina
school in terms of social class and gender. All of the students describestiesras
having either multiple or hybridized identities. Furthermore, the studentditidshifts

were heavily influenced by messages that the students received fronoeslacalt

students at the school about race, class, and gender.

The students’ shifts in their identities occurred during periods of trangitithai
study, and the students experienced isolation at school. In the current study, the student
in transition also experienced conditions of isolation. While the study by Quakh et
(2009) focused on the topic of racial identities and indicated that the students aggroach
their isolation during transitions with shifts in their identities, in thisystudid not
investigate how students’ identities may have evolved during their transaior&SL
programs, and | did not investigate students’ racial identities. Instead, | faatritie
four students involved in the current study seemed to approach their isolation with
various types of silencing. There is some existing research relateshuailstudents’
approaches of silencing at school. For example, Katz and DaSilva Iddings f@099)
that elementary students learning English were either silent orrtdsitspeak English

in the classroom because the use of English held high status in the classroom. In the
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current study, the students used a similar approach to their conditions, but the conditions
that | will demonstrate they were approaching involved isolation.

The students in this study approached their conditions of isolation with silencing.
Types of silencing in response to conditions of isolation included students concealing
their feelings at school, silencing their oral participation, and silencegwthitten
expression. Furthermore, conditions at the school involved a systematic rewarding of
silencing, which further influenced students’ silencing.

For Karla, silencing involved keeping secrets about herself from heetsaaid
peers. The biggest secret that she silenced was that “I don’t feel so corafortabl
America as in Mexico.” She explained that she couldn’t talk about her discomfort at
school “because they’re American. And | don’t think they’ll want to talk to nyenare.”

She said of her discomfort, “It's your private secret. You don't tell anyboGxtier

students seemed to be silent about certain topics at school as well. For examdyle, C
enjoyed talking and writing with me about what she perceived to be forbidden togics suc
as dating, bodily functions, and stealing money.

For LJ, silencing was an approach he took in his writing and speaking, despite his
love for communication through writing and telling stories. First, LJ sdeémsilence
his ideas by way of his classroom writing assignments. For instance, apiavatee
occasions late in the study he asked me to sit with him for over an hour to listen to him
and watch him work on his biographical essay. During our discussions about a text that
he was using to research Babe Ruth, he told me orally that Babe Ruth “had trouble in
school because the other boys laughed at him” for knowing “little English.” We

discussed Babe Ruth’s German language dominance and immigrant status and how LJ
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thought it must have been very difficult for Babe Ruth to attend his boarding school.
However, when it came time to record his thoughts onto his assignment, LJ wrote, “He
had trouble in school,” eliminating his reasoning for that trouble. This was but one
instance in which | observed the students silencing their written work about what they
may have perceived to be forbidden topics. In this case, | think his silencing abeut Ba
Ruth’s bilingualism and related “trouble” in his formal writing contributes to an
understanding of LJ’s own experiences in transition from ESL programs.

LJ greatly enjoyed writing, but was frustrated with how writing was gtmngim
at school. It seemed to me that LJ was discontent about writing at schawdetais
approach of silencing his ideas in his writing. On the first day of our wgtiogp, LJ
wrote, “Writing is one of my favorite things.” He wrote about how he loved to use his
imagination in his writing. Of writing in the classroom that year, he wfdébat makes
it harder now is the essays. They are hard because they are very longeTllbayg and
they are very long to copy and to make changes. Because they can beosltppfirst
draft.” He turned his notebook towards me, his usual signal that he wanted me to silently
read what he had written. Following our newly emerged pattern of dialoguballye
asked LJ, “How do you know if it's sloppy?” He continued in his notebook, “You can
find out by the teacher.” Again, he slid it around to me, and | followed up once again
with, “How do you feel when that happens?” He added and showed me, “When they say
that | feel frustrated.” Although he did not articulate to me that his feabogt
teachers’ reactions to his writing influenced his silencing, | think thaeklg§ about

their reactions likely reinforced his approach of silencing his ideas.
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| observed this feeling of frustration in LJ’s written work for the classroofter A
receiving Ms. Parker's comments on his class writing, LJ would often ensise
sections in response to an editing comment on something such as the spelling ef a singl
word. For example, in an essay about his aspirations and accomplishments, in which he
discussed his goals of going to college so he can “have a good job”, LJ erased his entire
paragraph due to a note about the spelling of “coledge”. When | arrived on one morning,
Ms. Parker pointed at his writing and let out a big sigh before lamenting over his
conventions such as indentation and spelling. After she left, he added a sentence that
demonstrated what was more important to him than conventions, that Babe Ruth, the
topic of his essay, “was also important because people respected him because he was
kind.”

Related to his frustration with writing convention, LJ also wrote that he did not
like to read his writing out loud in the classroom. Overnight, | added a stickygeessa
into his notebook that asked, “Dear LJ, How do you feel when you have to read
something out loud?” He wrote back the following day, “I feel embarrassed whad |
something out loud. That is why | do not read my story in class.” Although LJ often
preferred to write his responses to my questions in his notebook and seemed to enjoy our
unique pattern of dialogue, he sometimes shared his writing out loud with the writing
group. Karla knew about his silencing when it came to his writing before | picked up on
it, and interjected to protect him from my first request for him to share somethihe
other writing group members understood his oral brevity as well. In one instance, for
example, during a discussion centered on talking with their parents about the study the

group had a friendly mutual giggle when LJ contributed with a nod and the single word,
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“Good.” This suggests that not only did LJ self-silence in his written commuoncétit
in his oral communication as well.

In addition to silencing in his writing and speaking in class, LJ was also looking
to silence himself in the research. LJ and | found a wonderful pattern of verbal
guestioning, response writing, and non-verbal signaling to communicate with during the
writing group. The interview, however, caused LJ extreme anxiety. In theedalysd
up to the interview, we would discuss as a group the location, time, and format of each
student’s interview, which was always a popular topic amongst the three girgevet,

LJ would consistently comment, “I'm not ready! I'm not ready!” regardivegihterview.
When | asked him what he knew about interviews, | found out that he equated them with
the oral speaking test administered to him at the end of his ESL program. Heaidven s
that the best thing about transitioning from ESL was not having to “do any more of those
big tests.” He wrote about this test being a very unpleasant experienamfankihe

spent the majority of our first interview facing away from me, his bodyrsvhe wall,

even as he shared detailed personal stories. Even with my assurances about the
interview’s distinction from a test, he did not begin to trust those assurancestantitda

the study, when he was able to confirm my assertions that no evaluation would occur
with his group writing, his comments, or his class work.

Although LJ did not articulate his reasoning for his verbal silencing asycésar
Karla did, he did say that as he was becoming bilingual at school, “It washesadl
Because when | wanted to say something | didn’t really know how to say itdld_the
that he really wanted to “explain” his stories during writing time, but did not feel

comfortable sharing them out loud. He said that he “could enjoy it more. Tell your
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story.” These comments indicate his discontent with his silencing in schoolnhedva
share his ideas more often but did not feel comfortable doing so within his conditions.

In fact, all three of the students in Ms. Parker’s class seemed to beetglailient
during class time as compared to their monolingual peers. Over the coursentiréhe e
study, | only heard LJ make one offer to a class discussion, which was the sirgjle wo
“to”. When Ms. Parker informed the class that she wanted to hear something from
everyone during a test preparation lesson, Paola volunteered within seconds latsang
answer of “F”, which Ms. Parker followed up on by taking over with a lengthy
explanation of the text accompanying choice “F” and the reasoning for ch6B5ing
otherwise known as, “Learning more about emperor penguins.” The single contribution
noticed Karla make to a whole class lesson took place during a tangent on Lteiis Pas
from a read aloud. Ms. Parker asked the class, “Does anyone know of a food or a drink
that is pasteurized?” Karla offered, “It means taking the bad stuff out @tkmm.” Ms.
Parker responded, “Yeah, but does anyone know a food or a drink that is pasteurized?”
Someone else said, “Milk,” and Ms. Parker, satisfied, “Yeah, milk,” went on with the
story.

Educators’ comments matched these observations of the students’ silenss.in cla
For example, Ms. Parker’s teacher assistant asked me, “They're sdgeirkn’t they?”
continuing regarding Paola specifically, “I don't think I've ever heard tinbsay a
word. She must have an IEP [Individualized Education Plan for students with
exceptionalities].” In other words, this educator assessed that Paolatsngjleras so

extreme that she must have a “disability”. | found out that in the six months during
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which the assistant teacher had worked in Paola’s classroom, she had neverrmince hea
her say a word or even raise her hand to speak.

Karla shared with me her thought processes while silencing herself in class.
During our interview, she was discussing how she and the dttwaders had debated
why they were sorted into th&/&" grade combination classroom. The exchange is
worth including in its entirety because it contributes an understanding of her neasoni
for silencing.

Karla: “I never thought I'd be in” this class. “It's not because we’re smart.

That's what the % graders thought. That's part of it. But we're one of the good

students.”

Amy: What do you mean by that?

Karla: “I wasn't that good on my grades. But | was one of those nice students.”

Amy: “You were?”

Karla: “Sometimes | just get bored.” | sit quietly “so they can stifikHim
paying attention. That's the problem. | can’t get out of it.”

Amy: What do you mean by that?

Karla: “Can’t get out of my daydreaming.” But “l don’t have any other chimice

do. Sometimes | don’t know what to say. But I really do want to talk. But I'm

nervous. Sometimes | stay quiet because I'm afraid I'll say the wrtsvgea.”

Karla’s comments reveal that her choice to silence herself in the classa®om
not one she would have preferred to make. She was very clear that she did not want to
silence herself, and she described her silencing as a problem that she costapet e
Furthermore, her comments suggest that her silencing lead her to a state of
“daydreaming” in class, a state which | unfortunately did not think to ask her to discuss

but a state that she clearly saw as problematic for her. Later in this papler

demonstrate how this choice to silence herself was influenced by her condition of
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isolation from her bilingual peers. This influence will become clear when Kaddhe
ESL teacher describe Karla's approaches when she was able totescapéation of the
classroom.

Similar to Karla’s view of the “nice” student as a silent student, Paola aal$d.J
seemed to perceive benefits involved with being silent in school. Ms. Parker talked about
these two students:

Ms. Parker: “LJ and Paola are just more quiet in general. They're just quieter

students...Because they’ve kind of learned that, | don’t know, that staying quiet is

just as good in school. Like that's...”

Amy: “What do you mean by that?”

Ms. Parker: “LJ said that other kids can be noisy and if he’s quiet that's good.
That'’s a sign of being good.”

Amy: “How about Paola?”

Ms. Parker: “She’s just rock, | mean she’s silent. That's her technique to, she’s
just silent. Silent.”

Paola was the most silent of all the students. She said, “I'm quiet sort of. | dothiata
much. | can, but | sometimes just don’t feel like it.” Ms. Hart, who knew the three
students in Ms. Parker’s class, said that Paola was especially quiet. tPatlawg to
Ms. Hart in that, “When | was speaking to her in Spanish even, she was sayingofYes,’
‘No.” She’s to the point with me. She’s not open to me. Never. No.” Paola was also the
most quiet during the research, sometimes turning me away from entire topics.

Ms. Hart, the ESL teacher at the school, said that this silencing was typical of
most of the bilingual students that she had worked with at the school. From her

perspective, this silencing was due in part to their isolation at school.
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Ms. Hart: [l]n the classroom where all the kids speak English, theyseermid
and quiet..So I'd say they are a little bit insecure when they are in their
classrooms. They'rquiet..don’t talk..

Amy: Why do you think they’re so quiet? Timid like you said?

Ms. Hart: | think because I'm ELL (laughs), I'm ELL too. Afraid of not saying
the right thing. Of being made fun of. So they're afraid of that.

In addition to isolation at school, Ms. Hart also felt that the relationships between
bilingual students’ families and the school were a factor in students’ sigeatschool.
She argued that legal status affected what happened with the Latino/a studemds and t
parents and schooling, with legal status being connected to fear. She said fiear thi
was an additional factor in silencing:
My Hispanic families, the majority are not legal. Also they have ayear,
know, so they, if something happened to their kid or to them, they do not say
anything. Cause they are afraid of, you know, immigration. So they never say
anything. They do not know about their rights... When the kids are being bullied
and everything they just say, well, what can they do... | think if their fesifidiel
confident and they feel secure here and they feel that they can speak if they have
any problems, I think the students will feel that too.
While the reasons for their silencing certainly must have been multiple andesompl

these data demonstrate that the students’ silencing was at leastan gpproach to their

conditions of isolation at school.

Tragic Noise

Thus far, | have argued in this paper that the students that transitioned from ESL
programs experienced a silencing through their isolation at school. Carola-Suarez
Orozco and Todorova (2003) argued that the transition out of bilingual programs can be
an experience that is “difficult, disorienting, and anxiety-provoking” for innamt

students (p. 17). In this case, while their transition was from a monolingual EShmrog
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and they were not necessarily immigrant students, the four students’ transitismeghvol
similar consequences as a result of their silencing. In this sectidhcomsider the
implications of their silencing through isolation. | employed the termaditf to
describe the heading of this section because the students gave overwhelagngly tr
accounts of their own implications. | chose the term “Noise” for the subjdut of t
heading of this section to indicate that the accounts of the students seemeasitybe e
missed or dismissed but could be heard if someone were to listen. | also interttied f
term to convey that although the students were often silenced, they had a @reasdge
about their situations. The information that | present in this section is informiaioh t
picked up in their written and spoken accounts. However, | am certain that like noise in
any situation, | was only able to pick up a small and incomplete part from quyasin
perspective of what the students had to say about the topics of ESL, school, and
transition. For me, “Tragic Noise” captures the sense that the informatiors here i
incomplete but at the same time important in its tragic implications foruberss.

In addition to arguing that the students experienced tragic implications of their
silencing, | will argue that the approach of silencing at school was aoambpthe
students learned through early experiences at school, long before théiotrdram
ESL. These early experiences seemed to operate as a pivot around which students
constructed new additional identities as students at school.

Conchas (2001) investigated students’ racial isolation at a high school and found
that Latino/a students were isolated from each other as they were stwtdistinct
programs. At that school, Latino/a students without access to their Latincga peer

experienced alienation and depression, whether in low or high track programs. In her
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ethnography of a high school in California, Olsen (1997) found that students learning
English felt stigmatized, unwelcomed, and anxious. In the current study, students
expressed similar distress in their transition to increased isolationtisnbtlingual
peers, even though each had been a student at the school for his or her entire school
career.

The four students seemed to construct an additional identity of silenced student
for negotiating Gibson Elementary early in their school careers. Intglgsthis
seemed to occur during their transition into schools. Students that are expgneajgn
transitions often navigate those transitions by constructing new additional etentiti
within their new social contexts. Suarez-Orozco and Suarez-Orozco (2001) aagued th
children adapt to new contexts with identity shifts. Their work with immigtacdiests
suggested that these identity shifts are the primary way that childiaph successfully to
their new surroundings. That work indicated that ethnic identities are thempastant
identities in this process of adaptation, but | did not explore potential ethnic iddmtity
that the students at Gibson may have experienced. Instead, | argue hibwe fthat
students acquired at least one additional identity — that of silenced student — i order
successfully adapt to their new surroundings at school. In other words, the students
acquired the new approach of silence with which they could successfully eavigat
schools long before their conditions of isolation increased due to their transition from
ESL.

When | listened to the students talking and writing about school, | noticed that
they tended to bring up their early school experiences. A look at some of their early

experiences will indicate that the students learned early on to approachwsith@ol
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silencing. In other words, the silencing with which they approached their indrease
isolation during their time of transition from ESL was a familiar appro#clthe data, |
was able to identify certain key pivotal experiences that related to sideatcschool.

Karla most clearly described her early pivotal moment after which she ddoide
navigate school as a silenced student. In her case, the moment was an incidemt with he
pre-school teacher during writing time. Eating fries and fish together, she shtrene
“the secret” that she purposefully kept from others at school for the lasefars: “The
secret that | tell you that | don’t feel so comfortable in America &daxico.” When |
asked her about keeping this secret, she explained that she does not talk abdwioat,at sc
“because they're American. And | don’t think they’ll want to talk to me anymorke€ S
said she could talk about her secret with her parents, because, “They're N¢exacel
they are also not teachers. In her notebook, | found, “I never told this to anybody but my
Mom and Dad. This is one secret. | don’t feel good in America as in Mexico.” She
described her thinking process when it came to silencing this specifitgfeg¢lschool:

Karla: “Whenever | tell a teacher they always say, ‘Share it"" Aatiglwhen |
say ‘nnnnn’ (shakes head, looking down).”

Amy: “Have you ever talked to a teacher about it? What happened?”

Karla: “Pre-school. | got all nervous and sweaty.” [She wrote about hargsegli
and the teacher asked her to read her writing to the class.] The teacher said,
“Want me to read it for you?" | said, “Noooo.” She said, ‘I'm sorry, you h&ve
share it.”

Amy: What happened then?

Karla: “The phone rang and said she had to go to a school meeting. That's when |
knew how to keep secrets. (with finality)”
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Karla still thinks about this pivotal experience and this teacher. In atateersation,
she brought up the same teacher once again, saying, “That’s the one bhatéaple |
never see her.”

In addition to Karla, LJ’s early experiences at school were signiffoatis
identity as a student. In our interview, LJ explained that he has not always feare
speaking at school:

Amy: Was there a time when you did not feel shy about telling your stories?

LJ: “In kindergarten. Because | was little. | used to just talk. | digally
know English.”

Amy: “What do you like better?”

LJ: “Kindergarten. We used to always share our stories.”

Amy: Have you ever shared your stories this year?

LJ: “This year we don’t really share stories any more.”
In this exchange, LJ reveals that his identity as student pivoted earlycarées at the
school. Although he did not describe the exact moment when he began silencing as Karla
did, he did indicate the general time period, which was his first year at the.stlbibé
it is possible that the decrease in opportunity to “share stories” could be dug ilargel
part to LJ’s progression through grade levels, LJ and all of the students deduaitheg s
stories in ESL class, which LJ did not have an opportunity to attend “this yeaniy In a
case, | include these comments here not to analyze all possible reasonkdevglbped
an additional identity as a silenced student, but rather to suggest that LJ developed an
additional identity as a silenced student early in his school career, asceddinhis

account that he “used to just talk”.
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Furthermore, his comments, paired with the dejected tone and body language he
employed while stating them, indicate that he had likely been tragdiatigntent
regarding sharing stories for four years. LJ’s discontent surfaceddlisicussions of
other topics as well. Throughout the course of the study, he repeated the tepid phrase
“getting used to it” when he was referring to speaking English at school. Alth@ug
was bilingual in Spanish and English, and spoke “a whole bunch of Spanish” at home, he
mentioned during an interview, “l used to speak Spanish. That's how I talked in
kindergarten.” His use of the past tense, along with his comments about speaking and
sharing stories at school, indicate that LJ was less than content witluaissiof
silencing at school.

The silencing that the students took up in response to their isolation was
compounded by the rewarding of that silencing at school. Cindy, for examptedear
early on that silencing herself paid off at school. She described herdobeteas typical
of most teachers: “really mean”, defined as yelling a lot and not allowkigga More
specifically, she wrote of a “mean” teacher on a different day, “If you\bautakpered
to somebody she would say, ‘No. Talking!"” Cindy said she dealt with this situlayi
staying quiet from then on.

This situation involved a systematic rewarding of silence paired withtensgsc
sanctioning of talking. First, silence in general was systematicalprdea by at least
some teachers that the students had had. Cindy, for example, explained that the best
thing about her favorite teacher of all time was what could be called a behavior
management system that involved tangible rewards for silence. Duringeruremt, she

drew out a map of the classroom and demonstrated to me how tables competed for
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popsicle sticks, which were tokens that could be exchanged for prizes. When | asked her
how the tables acquired the sticks, she responded for “being quiet” and “putting our
heads down” on the desks. She ended by proudly declaring that she was really good at
getting those sticks. Ms. Parker also rewarded her class for theaesil&his was
reflected most clearly in a loud comment to me, which seemed to be more for the benefi
of the class, as we stood at the side while the class prepared their desksd$ona |
“What an amazing class! Almotio quiet!”

The students also described sanctions for talking. Below is an excergrfrom
interview with LJ that preceded his account of a pivotal moment in kindergarten ehen h
got “in trouble” for talking.

Amy: “What advice would you have for a brand new teacher that has a student
who just graduated from ESL coming into his or her class?”

LJ: “If she was mean?”

Amy: Any teacher.

LJ: “Try to control her temper. Like if you get really mad at somebody.”
Amy: “What kind of things do they get mad about?”

LJ: “Not paying attention or not doing the right things.”

Amy: What do you mean by the right things?

LJ: “Talking...” He details a story about getting in trouble for talking in
kindergarten.

These rewards and sanctions demonstrate a systematic rewarding of stenigngs
That systematic rewarding of silencing seemed to encourage the staggmtsich of
silencing at school. In this study, | did not investigate how the systematicdiag of

silencing at school may have impacted monolingual students or students that had never
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been in ESL and how those impacts might have compared to the impact for stuatents t
were or had been in ESL. | also did not fully investigate the systematacdiey of
silencing at the school beyond the four students’ accounts. However, for at Isast the
four students, silencing, which was systematically rewarded, often involveakat |
emotional tragedy.

Cindy’s case allows for some understanding of that tragedy. When | asked her if
anything had been hard for her that year, Cindy responded firmly, “The peopleri IWhe
probed a bit to try to understand what she meant, Cindy would only add, shutting down
fast with her arms crossed and head facing down, “I got the bad people.” Cindy’s
classroom teacher did not seem to pick up on Cindy’s tragic noise, which may have bee
disguised by her silencing. Ms. Blue described Cindy as follows: “Shely driendly
person and has friends in the classroom and seems to be generally you know, a happy
child. And happy to be in that classroom.”

At least some of Cindy’s emotional tragedy was due to her linguisticitalaih
a later writing group, Cindy talked about her class last year, mergitiman she and her
best friend Adriana had great fun talking in Spanish across their table, untilchertea
separated them for doing so. All four students talked about enjoying talking in Spanish in
order to protect their conversations from teachers and monolingual peers, but Cindy
especially loved to do so at school. That year, she was in isolation as the onli-Spanis
speaking student in her classroom, and was very down about not having the opportunity
to speak Spanish with anyone in her class. When we talked about school for her in
general that year, she sadly shrugged her shoulders and said, “It would beffunner i

somebody else knew it [Spanish].”
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This linguistic isolation, which Ms. Blue felt was very beneficial for Cinalgs
devastating from Cindy’s perspective. When | asked Cindy how she felt whésusde
out she would not be going to ESL anymore, she said, “Kind of sad because Adriana was
still going to go to that but me and Paola weren’'t.” She named about a dozen of “the
people” that she wanted to “get out” of her class in exchange for her bilingual peers
Adriana and Paola. Cindy’s linguistic isolation is a good example of a conditsomgari
from what Gibson (1995b) described as “English only attitudes” within schools. Ms.
Blue explained that she enacted an English only policy in her classroom each yea
Corson (1993) would argue that Cindy’s emotional devastation that resulted from her
isolation might unfortunately lead to her disempowerment and mistaken attribuhien of
lowly status at school to what she perceives to be her innate inferiority. RO&iD) (
argued that an English only attitude contributes to silencing: “When partianpuages
are prohibited or denigrated, the voices of those who speak them are silenced sl reject
as well” (p. 114). In other words, Cindy’s voice was silenced by her linguistaticol
The students’ accounts indicate emotional tragedy that resulted from students’
silencing. In addition to emotional tragic noise, there was also some possde#enaca
tragic noise, in this case communicated by the teachers in the study. Althdiogin all
students described themselves as academically successful and tiheirs@dso
described them as academically successful, their teachers worridteihatlence would
negatively affect their academic achievement. For example, Ms. Padck#niiaoncern:
But sometimes that kid who's really annoying and noisy, at least you know what
his problem is in math because he’s going to tell you about it straight out. And LJ
being so quiet sometimes scares me because | don’'t know where his problems are

as much. Like until he does some paperwork and then | have to find it [the
problem].
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Both classroom teachers described their approach to this concern as cortinguttica
students that the students could come to them to ask for academic help. For example,
Ms. Parker said:
[Paola’s] been talking more to me in the morning time because she’s the only one
in here. So we’ll talk and we’ll get our little bit in. So that’s my secret withlhe
just have to make sure I'm in here when she gets in here in the morning so that we
can have that time.
Although she felt she had successfully communicated this message to Paolakbfts. Pa
still worried that the transitioned students’ silencing prevented themseeking
academic help from her:
I've learned that | have to ask them, “Are you okay, do you need help with
something?” And then they will take me up on that. But they won’t come to me
proactively and say, “I need help on this.”
Ms. Blue, on the other hand, felt that Cindy and the rest of her former students that had
transitioned from ESL programs felt comfortable asking her for acadestpc
And | think they realize that, | mean you can ask any one of them, theyilbtell
what my number one is. And they do have to have that safety net, that feeling
that they’re accepted and they can come to me for anything.
Interestingly, she described her “safety net” of relationships withrsiside a structured
system of movement management:
It's that relationship building in the very beginning of school. It's the stresding
the fact that my number one is safety with kids. And I'd do everything that | can
to ensure that students are safe. And | keep reiterating that throughout the school
year. They keep hearing me say it. They keep knowing why | do things is
because of their safety. The routine, the scheduling, the way | handle thiexp gett
up and down and the way that | handle them lining up and everything has to do
with safety. With 26 students, you've got to, you've got to be pretty up on top of
that.
These comments indicate that while the two classroom teachers had diffeceptipas

of what encourages transitioning students to feel comfortable asking for ac&edm
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they both worried that transitioned students’ silencing might cause theinaicade
achievement to suffer.

The teachers’ worry that former students of ESL may experiendemca
underachievement is certainly a cause for concern. The underachieventedeofss
that have participated in pull out ESL programs is a chronic problem in the Unitesl. Sta
For example, Thomas and Collier (1997) found, in their study of 700,000 students that
had received bilingual or ESL education, that students that had been in pull out ESL
programs, like the one at this elementary school, graduated high school betweéh the 10
and 18 national percentiles. In a study involving 500 students in Florida, Abella (1992)
found that students that were exited from ESL programs performed succesiséully
their transitions from ESL, especially compared with students stilbin EFHowever,
despite the exited students’ above-average grades, their teachersgabeited students
as below average in general aptitude, class work, and expected performance asdccompar
to students that had never received ESL services. The teachers in the tudyenwese
concerned that silencing could lead to such academic underachievement, even if that
underachievement was what Ms. Parker called “grade level” or “average”.

Interestingly, the classroom teachers’ comments about students’rayfiesre
limited to academic achievement. Ms. Hart, on the other hand, worried that trangitioni
students’ silencing might contribute to not only academic suffering, but emotional
suffering as well. She shared a past experience withgeagle student that was
experiencing bullying at school. The student and her mother did not feel comfortable
approaching the teacher about the problem. Consequently, according to Ms. Halt, her se

esteem plummeted and her grades began to come back as failing becauesteMs.w
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Hart called a “snowball effect”. According to Ms. Hart, students that wansitioning
out of ESL often faced academic underachievement and emotional distress et a dire
result of their silencing. Furthermore, she emphasized in her account af'the gi
experience that teachers may not be aware of students’ silencing:

The mother didn’t know how to talk to the teacher. And she didn't call me, she
didn’t contact me. And the kid was hurt in her self esteem and to the point that she
is now not doing well in her school and she doesn’t want to come to school for
being bullied...When they do the stuff to you, they keep it to themselves. They
don’t tell. Like this little girl, she kept it to herself and her mommy until she

came to the conference and when she was goibgdim her grades, so the mom
said, finally said, with tears in her eyes, was, “Theybatberingher.” And the

teacher didn’'t have angleaabout that [emphasis in original].

When | asked Ms. Hart how she thought teachers could help students feel more

comfortable talking in class, she described what she saw at the heart of teenprobl
You know, because of how works the classroom, they [teagirefel them to be
quiet (laughs). Because they are the ones that keep this table nice, room, and
sometimes they prefer the way like that because, “Oh my god, this is mytperfec
room, they are so quiet!” But they don’t think about, “Okay, yes, they maybe have
lots of questions!” (laughs) So yes, and also | don’t know but | think the teachers
always, you can ask anyone, they always make a commémie'the Hispanic
kids. They areso good’ They sit quiet because maybe in their heads they're
thinking, well,youknow (points at me) you are processing in the first one and
then going to the second one (laughs), going back and forth, so this is a long
process to understand...But yeah, teachers say, “They’re good! They're my
angels!” (laughs)

Her comments indicate that Ms. Hart worried about students that were dikrsmhool,

and about teachers investigating the possible reasons for that silencing. ARhaug

Hart speaks of “Hispanic” students and Valenzuela (1999) wrote of immigrant student

Ms. Hart might agree that students’ dispositions of silence, which accooding t

Valenzuela teachers often read as deference, politeness, or respathesra reflection

of their historical marginalization. Furthermore, as evidenced by heraahenents

comparing students’ silencing in the classroom, Ms. Hart, like ValenZL@38) viewed
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this silence as an approach to schooling rather than as an inherent individual
characteristic.

The tragic potential and actual consequences for students’ silencingasced
by both their early pivotal experiences and the experience of increaseidisatathey
transition from ESL contributes to an understanding of students’ transition from ESL.
However, the experiences of students were certainly not all tragic. Inxhsecéon, |
will investigate experiences that were significant for students in &ygosiay. These

positive experiences seemed to me to be marked by a common theme of safety.

Safe Noise

Thus far, | have discussed early pivotal experiences that influence students’
decisions to navigate school as silenced. However, | also talked with the students about
early pivotal experiences that influenced students in a very different wage The
experiences contribute to the understanding of students’ experiences tibtidbetause
they present possibilities for students to feel safe and to therefore lifothesilencing.

In addition, these safe pivotal experiences occurred with the same studensothat al
described a pivotal experience that influenced silencing, which | argue e=icat
possibilities for moving forward away from silencing.

Karla and LJ described a similar early pivotal experience that invohesthdr’'s
action of advocacy. On the day that Karla wrote about this pivotal experience, she
jumped at my invitation for anyone to share their work at the end of the session, leaning
over LJ and calling out, “l do, 1 do, | do!” Below is the text from her notebook:

First day of school! (Nervous) | wanted to go-te-seltmyhe. But | didn’t. After
days | felt like my life was a movie! | kept saying, “When is this movie gaing t
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end?” But back to 2004. It started. Boys made fun of me for not knewing-Spanish

English. But I said in my mind, “Ugly boys,” in Spanish. But Ms. Harris yelted a

them. | felt saved. Ms. Harris is the best teacher ever. Now | know thatf even i

I’'m big I'll be her best student.

Karla carried this incident with her through the years, and thought about it when she

heard that she would be beginning ESL. She wrote, “I felt excited becaustetwa

learn English.” | wrote her back with, “Why were you excited to learn reoggish?”

and she responded on a quick sticky note, “Because | wanted to know because some boys
made fun of me.” The incident with Ms. Harris and the boys seemed to have lasting
significance for Karla’s approach to school.

In transit between interviews one morning, | crossed paths with Ms. Harris, for
whom | had volunteered in the past. Catching up as her students wait for each other to
use the restrooms, | asked her how her year was going. Motioning towards hehelass, s
responded, “I have a very diverse class, as you can see. | love it.” She mentioned in
particular that she had several bilingual students in her classroom. She reavdeitee
many new things the kindergarten team had “taken on”, including some thajreate
and some that are “not so great”, which she said she dealt with by “just doing it, or jus
pretending I'm doing it.” She talked about how she had to do what she thought was best
for her kids, and we seemed to further connect over our agreement on this point. It
occurred to me at this point that Ms. Harris’s account of her own teaching conmtsitme
may have guided her role in Karla’s early pivotal experience of advocacyfatyg and
therefore influenced Karla’'s approach to school over the years as wellygafsito
come.

Like Karla, LJ also had an early pivotal experience of teacher advocacy.

According to LJ, “This kid was messing with me...He was making fun of me. &omget
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bad.” In this case, his first grade teacher approached the student’s,tadebeating for
LJ. In LJ's words, “She went to tell his teacher and he got in trouble.” Due tonidjlis s
incident, LJ described her as the best teacher of all time. This singulaf case
recognizing his distress and working to alleviate it created a feelirajedf/or LJ.

Both Karla’s and LJ’s safe early pivotal experiences involved an interadition w
a teacher. Valenzuela (1999) found that students’ relationships with teachersrazte
whether students viewed school as an alienating or a welcoming place. The agtounts
Karla and LJ suggest that even a single interaction with a teacher carubdelpsto
view school as a welcoming place.

While these two early pivotal experiences each involved an incident of teacher
advocacy, Cindy described an early pivotal experience that was a relatiortbhip wi
another student. She pinpointed their first interaction as a turning point in her approach
to school. She walked me through her first day of school. Although she lived right
beside the school, she was terrified upon arrival: “First day of school | wouldtjtighsi
there in the corner and do nothing. | was shy.” She described her relief wtierabked
her to “play blocks”. Ivette became her best friend, and the two were inseparable
lvette moved to Mexico at the end of that year. Cindy was devastated to lossether be
friend, an experience which she dealt with once again mid-study when Adriana, her
current best friend that she spent years getting to know in ESL classesd, tméVarida.
Cindy was so distressed about this experience that she seemed hardly atilegatpa
in the study during the weeks surrounding the move, other than to write and talk about
missing her friend. On the first day of the writing group, she wrote that the biest par

ESL was Adriana. During her transition from ESL, Cindy had been upset about her
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isolation from Adriana, who was still in ESL. During one writing group session, all
Cindy could bring herself to write was, “Adriana left 2 days ago. | anmvstit sad that
she left.” Her reaction to Adriana’s move demonstrates even more clearly the
significance of her new isolation in transition. Clearly, relationshigs mat bilingual
peers were very important to her, and those relationships had greatly influendg@ Ci
approaches to her conditions of isolation at school.

Even Paola, who did not share any early pivotal experiences with me, described
her earliest school experiences in terms of relationships. When | aslaabhewhen
she first came to school, she opened up quite a bit: “Well | felt a little bit necawse
there was lots of kids there and | thought they were going to be mean.” She albatsaid t
the experience of “sitting with people | don’t want to sit with” was hard for hecaftise
of how they look...mean face, like mad. Mean.” | am not sure why Paola did not
describe an early pivotal experience of safety. Perhaps one has yet to comegus pe
our relationship was not a safe place for her to share one. In any casedar all f

students, early school experiences were significant because of relgsonshi

Lifting Silencing

Thus far, | have argued that the students approached their conditions of isolation
with various types of silencing, and those early pivotal experiences obnslai
became important for the approach of silencing. In and of itself, this argumsmatoe
directly relate to the topic of transition from ESL programs. An examinatidreof t
students’ accounts of instances in which they chose to lift that silencing wililbzcaetto

some understanding of the significance of the transition from ESL progtartigs
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section and the next, | will present evidence that suggests that studentbdiited t
silencing because they had escaped their isolation. In other words, the stuents lif
their silencing through safe relationship. This indicates that the transaionESL
programs was significant for students because of the new isolation it involved.

In this study, | found that there were several things that lead to a lifting of
silencing for the four students. Most significantly, attending ESL cladfutas a
situation in which all students lifted their silencing. While the four students began
attending ESL at different times, attended different ESL classes, andangdifferent
ESL teachers (four in just the last three years), attending ESL seemedlte ia lifting
of silencing for all students. One of the students, Karla, still had an opportunity to
occasionally attend ESL classes during the year of the study, althougitadigh
prohibited from doing so. | will demonstrate that these brief forays in Eflttea
lifting of silencing for Karla, and her experience during those forays sugperts
argument that a lifting of silencing became possible in ESL class. InosditESL
class, the students also seemed to lift their silencing in other cases irthdyidscaped
isolation from each other and from their other bilingual peers. First, the stuejeoitsed
a lifting of silencing when allowed to work with their Spanish and English bilingesis
within their classrooms. Second, the research process lead to a liftingnoiigjléor
some students. For example, students reported enjoying attending the woitipgvith
each other, and talked and wrote a great deal during the group. In addition, some
students shared things they had been silencing at school with me as re seat ohiéh
those that they saw to be the audience of my future written analysis. Fimakjyutents

described unique relationships with teachers through which they chose totlift thei
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silencing. The lifting of silencing occurred in many situations. To me, a common
characteristic of these situations in addition to safe relationship wasage ésmm
isolation, which | will address in the next section.

A lifting of silencing was evident in how students talked about ESL. On the first
day of the writing group, which involved much quiet watching as the students dnd I fe
each other out, the first topic that students really grabbed and went forwardasith w
lifting of silencing in ESL. | asked the students how ESL was “differemt tioay.”

Cindy quickly responded, “You could just talk,” and Paola was nodding and grinning.
The girls waxed on about memories of talking together in Ms. Lee’s class, on topics
varying from Ms. Lee’s family history to children’s author Patricia Badé writing

craft. Over the course of the study, the students regularly continued toseerabiut
interaction in ESL.

| noticed an assertion of enjoying interaction in ESL in their notebooks as well.
For example, a favorite activity was putting on plays for each other as pagirof t
curriculum. In a piece entitled, “About Plays,” Karla described feebhgwed on “the
final day of the play” when she found out they would be performing only for each other
rather than for students that were not in ESL. Of this relief, she wrote, “VWeatgiful
moment.”

Ms. Hart’s perspective confirmed what the students said about lifting their
silencing when they were together in ESL. She said, “When they're herelihgpta
know, all the time.” She said this was especially true for Karla, who she still
occasionally invited to ESL with the current ESL students. Ms. Hart, Ms. Parker and

Karla had this arrangement, which was against district policy, because thbgtféler
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high level of participation with the ESL group benefited her both emotionally and
academically.

Ms. Parker brought up the topic of silencing when we were discussing how the
three students that had transitioned out of ESL were different from the studentshat wa
still attending ESL. She said,

| could be completely off, but | feel like once the children exit they’re more

hesitant to talk about who they are or what they were. It’s like, | meaiké’s |

pulling teeth to get some of it out of Paola and LJ...So it's almost like, “Okay,
we’re exited and we're done. We're not going to talk about that part of our life
anymore.”
According to Ms. Parker, the transition from ESL involved silencing. Her consment
indicate that she saw students’ silencing, but may not have viewed that sil@neng
approach to their new conditions of isolation. In other words, she attributed their
silencing to an internal decision independent of external conditions. In the net,sect
will argue that the students’ decisions about whether or not to lift their isitgpwere

their approaches to external conditions. Furthermore, the students persisted mtettieir i

to escape external conditions of isolation.

Escaping Isolation

When | asked them on the first day of the writing group to think about what their
favorite part about ESL was, Cindy fired up right away: “People that were tiAd|
four agreed on this argument, and talked with each other about friends and family that
they had gotten an opportunity to be with in ESL. LJ wrote “being with friends and
family” on page one of his notebook, under his title, “Things | liked in ESL.” While we

were having pizza and chocolate milk together, LJ said the best part about £SL wa

57



got to be with my friends. My old friends. And some of my family. | don’t really see
my friends anymore.” In a story two weeks later, LJ wrote in morel @it the
relationship that he talked about on a daily basis:

| was with my cousin Brandon. It was our first time in a same classasltike

our first time meeting. | got to meet my best friend again. | was dx8tewas

Brandon. Because he is like my best cousin. We play at our houses. We have

sleepovers. We got to sit in front of each other.

In our interview, LJ talked more about Brandon, with whom he spends most of his time
outside of school, doing things such as riding bikes, playing sports in the backyard, and
going to get drinks at the gas station. He explained that he really missedhldeslg

with Brandon because they talked together in English and in Spanish. In addition, he
enjoyed “getting” to “learn English” together. He mentioned that Brandarstilain

ESL, and that Brandon was glad to still be in ESL. The only times at school that LJ a
Brandon got to see each other were special events such as grade levgbgielaicr

grade level movie viewings. He spent a great deal of time during the vgiong

working on intricate drawings of the Mexican flag, trying to “get” the “eagliéng the
snake”. He wrote that he enjoyed working on the drawings because they “remmalf’ hi
his time together with Brandon.

On the last day of the study, Paola took a break from playing with her friend at
recess to talk to me about her choice not to speak in class. She said that she talked a lot at
home and that she only felt comfortable talking at school while working in sroajpgr
In early writing sessions, she wrote in various sections of her notebook, “I like being i
groups because we get to share more ideas,” “My favorite part of ESlharasgs

ideas,” and “We got in groups and we got to talk [in ESL].” She explained that she rar

had an opportunity to work in groups in class, and that this year “is a little dtffere
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because in ESL we got in groups a lot.” In fact, she wrote a great deal nfwrithe
writing group related to topics such as not having to raise hands in ESL because the
groups were so small and the conversations so open. Her first written piecégiat rig
the point:

My favorite part of ESL was just talking without raising my hand and just talking

about things...I loved going to ESL. It was really fun going to ESL. And it is

really different from now because we got to talk about our lives more, and in class

you really sometimes don’t get to talk about us...I felt really good about ESL.
Paola’s writing on her feelings about talking, paired with her comments aboigsha
ideas in groups, clearly demonstrates the connection between lifting silancing
escaping isolation from other bilingual students. The fact that thesenvanittespoken
comments are the thoughts and feelings of a student whose teachers had not &keard spe
one word in class all year indicate the extent of the relationship betweetiawndf
isolation and students’ silencing at school.

It was clear that the four students saw ESL as an opportunity to be together
friends and family members. Cindy was livid about being denied her last day pf ESL
and brought it up in several conversations. Below is an example from my field notes of
an exchange between Cindy and Paola that demonstrates how important being with he
peers in ESL was to Cindy:

We get back to the question about finding out that they would not be going to

ESL anymore. Cindy says, “Ms. Lee told us. Me and Paola (points to the two of

them).” Cindy quietly asks Paola, in a side conversation, “Did you guys have a

party?” Paola shakes her head. Cindy asks her a few more questions to see if she

can get Paola to think of the party: “Did you go? To the party where everyone

was supposed to go?” Paola: “No.” Cindy: “Me neither [louder, shrill — upset]!”

Cindy wrote several pieces about being with her friends in ESL. She wrote, “The bes

part about ESL was that | was with my friends.” She detailed activities suelading
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books with her best friend and writing and sharing personal narratives about topics
normally forbidden in school. She looked back on finding out that she would not be
going to ESL anymore and wrote, “I was kind of sad because it was really fun.”

The students’ comments indicate that when they escaped isolation from their
bilingual peers they lifted their silencing. Further, it seems that thegrprdfto escape
isolation rather than remain isolated and silent. These findings can be relateat t
Koyama (2004) found in her ethnography. In that school, some high school students in
ESL chose to perform poorly on language placement tests in order to remain incESL a
avoid being separated from their peers. In the current study, the students did mo¢ descr
an intent to perform poorly on tests in order to remain in ESL, but the students mentioned
that they did not know about the purposes of the placement tests until after they had
already exited ESL. Also, | did not talk with students currently in ESL. Kajgam
(2004) finding, however, supports this argument that students in transition from ESL
programs are persistent in their intent to escape isolation.

Ms. Hart's comments also support this argument that students’ lifting of their
silencing was due to an escape from isolation. When | asked her what she thought the
kids liked best about ESL, she responded:

| think it's the same group of kids... | feel like when they were in the

classroom...where all the kids speak English, they wertemidandquiet And

they're the opposite when they're here in my class! (laughs) Yes! Thak gpe

So I'd say they are a little bit insecure when they are in their classrobhey’re

quiet — don’t tal{emphasis in originall.

Although the students did not discuss whether they spoke English or Spanish with their

many ESL teachers, Ms. Hart attributed the lifting of silencing to an efcape

linguistic isolation from educators as well:
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They know | speak Spanish. They want to speak Spanish also. When I’'m going
to pick them up, we're speaking Spanish during the hall, and then when we’re
here we start getting into our lesson we speak English. But yeah, so as you know,
they want to speak Spanish. This place, | don’t know, | think they feel good about
it (laughs).
Ms. Hart reported that Karla in particular enjoyed escaping her isolationtilingual
students:

Ms. Hart: | have here Karla. I'm supposed to go and check on her. But sometimes
| go and pick her up with my group. She feels pretty good!

Amy: She likes coming with you?

Ms. Hart: Yes, yes!

Amy: What does she like about it, would you say?

Ms. Hart: The teacher talked to her about coming to my group and she said,

“YES!” And she is coming with the other girls and feeling pretty good and

participating and everything. | think she’s a little bit timid [in hesstaom].

That'’s the only thing.
Valenzuela (1999) argued that when immigrant students are isolated, thegiad:tde
opportunity to share social capital such as knowledge, assistance, langdiageoarrces
with each other. Furthermore, when immigrant students are not divided at school, the
sharing of social capital leads to increased achievement and interdependence. Rong
(2006) found that co-national peer solidarity among Chinese immigrant students
increased academic achievement, aspirations, and participation in school and in the
community. Although the students in the current study and the friends and family that
they describe are not necessarily immigrant students, their comments dstsbgt
escaping isolation allowed them to share their assets and resources wittheackat

the four students, the transition from ESL involved an abrupt and unwelcome end to that

interdependence.
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Summary

For the four students if"4and %' grade at Gibson Elementary, the transition from
the English as a Second Language program involved increased conditions iohisolat
from their bilingual peers. The students approached the conditions of isolation involved
in their transition from ESL with silencing. This silencing was an approathreots in
early pivotal experiences at school, which occurred long before their transtiorfiESL
and seemed to be based in interactions. Silencing had tragic personal consequences fo
the students.

However, through other pivotal early experiences, which seemed also to be based
in relationships, students experienced safe personal consequences at schoole This sa
noise was marked by a lifting of silencing. The students’ lifting of sitgnaias an
additional approach that they employed at school. Students were persistemtiimehtei
to escape their isolation from their bilingual peers, and when successful inéhat int
they lifted their silencing. In the next chapter, | will offer a few poss#slfor schools

that have a purpose in mind to support transitioning students in this intent.
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CHAPTER 4
MOVING FORWARD

These data suggest that the four students in transition from ESL programs
experienced an isolation that contributed to their already established approach of
silencing in school. This silencing seemed to have left these four studentsethsebnt
school. Furthermore, although according to both the students and their teachers, the
students were achieving at school, their teachers worried that sileotilthlead to
underachievement. Fortunately, the students’ stories present several pohithat w

these problems could potentially be addressed in schools.

Moving Forward at Gibson

First of all, educators can work to recognize students’ silencing. Valenzuela
(1999) noted that students’ quietness can be mistaken for deference, and that teachers
seldom recognize it as students’ emotional and psychological withdrawaldhmol s In
this study, Ms. Parker and Ms. Hart recognized students’ silencing and smegptain
it. Furthermore, all three teachers perceived silencing to be a problem, deeffioats
such as adjusting their availability to include private conferencing tinkeeimbrnings
and adjusting their methods of informal assessment to include explicitly chachkitt
students about their academic understanding. Both classroom teachers yaveaver

that getting help could be a major problem for self-silenced students becawvsé/es



drawing attention to oneself (Valenzuela, 1999). Despite the teachers’ rondgr
silencing affecting academic achievement, this study presented possildestiar
educators recognizing students’ silencing. For example, the data sdggegstematic
rewarding of silencing.

The rewarding of silencing, which Valenzuela (1999) also documented, could act
as a barrier to educators recognizing silencing because a liftingmciagd could appear
dangerous for what could be described as goals of social control when it comes to
interaction at school. Herrera and Rodriguez Morales (2009), in their research in junior
high classrooms attended by Mexican and Mexican American students whgskgivVeo
academic language proficiency often was not at a level where futipation in
classroom activities was possible” (p. 201), found that teachers were retocaiist
their teaching to better meet the needs of their bilingual students becaeseters
perceived that doing so would involve a “loss of classroom control” (p. 205). More
specifically, the teachers defined classroom control as “a sense ¢f oMtbough that
particular study did not describe silence as a factor of that sense of ordee tlaat the
students’ comments in the current study indicate that silence was a faietaclodérs’
perceptions of a sense of order at Gibson.

In addition, even if educators recognize and problematize students’ silencing, as
the educators did in this study, a privilege of the technical over the personal thay lea
the disguise of the emotional tragic noise that students experience, lspdm@a those
students have high academic achievement. Happiness of teachers and students, for
Noddings (2003), is an aim of education. This aim is both a means and an end for

Noddings (2003) and what is done in education should be evaluated according to this
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aim. For the students in this study then, consideration of emotional implications of
silencing was just as important as consideration of technical implicatiorierafisg.

For these four students, their emotional tragic noise about their isolation leselfto a
silencing. Although I did not investigate how that silencing may have influenced thei
access to academic opportunities, all three teachers in the study eXxpnessencern.
Therefore, the existing status quo of isolation post-transition, the studentgrsnand
their approaches at school were all linked. Fortunately, with these things, lihkee
seem to be many opportunities for change. For example, with reductions of conditions of
isolation, students’ resulting happiness could lead to a lifting of silencihghtght
increase their access to academic opportunities. However, a privileghmgtethnical
without a partnership of consideration of the emotional prevents an understanding of
students’ reasons for silencing. | argue that this prevents change tattisegsio.

This is what seemed to be happening for the four students at Gibson. For students
in transition from ESL programs, part of the privileging of the technicavisved with
their “exiting” ESL, which the teachers in this study discussed as involvimgséery of
linguistic skills needed at school. Ms. Blue described students in transition as, “The
skills are really, you know, really good.” Ms. Parker mentioned only that students in
transition from ESL have difficulties with vocabulary and “turns and phrases”, but
explained that all of her students have had difficulty with these two areaarditeg
transitioning students, she said, “All of them seem to be, when they fall it's the
vocabulary.” Ms. Hart would describe a student that is ready to exit ESL iollihwihg
way: “He can comprehend English, listening, reading and he can producgwrita

way, he can be understanding, normal, how do you call that, American? (laughs)” The
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comments of all three teachers indicate a mastery of English as defisindent in
transition from ESL. Their comments also reflect the dominant viewpoint in schools i
the United States that Valenzuela (1999) described as “English as the ytamatea”

(p- 173). Additionally, these comments reflect a focus on monolingual Englisleyitera
mastery, but a discussion around this focus is beyond the scope of this paper.

More generally and important for this paper, from the teachers’ persggedtie
students have mastered the technical. Nieto and Raible (2010) argued thas waeher
focus on technical content rather than students’ emotional and social concerns. This
research suggests that emotional and social concerns are of primary ingtotanc
students in transition from ESL programs, and teachers’ attention to thosensamegr
be able to improve school for students in transition. Valenzuela (1999) emphasized that
the personal (rather than the technical) becomes even more important fgramtmi
students when they are isolated from their peers, which may present important
implications for bilingual students in transition from ESL programs as well.

In addition to recognizing silencing, educators can challenge the conditions of
isolation that students will face in their transition from ESL programs. Asthool, the
teachers debated and considered a great deal how students were sortedriotondass
This debate and consideration was carried out with the purpose in mind to sort students
into arrangements that were most beneficial for the students as welklasifeducators.
Furthermore, the educators especially sorted bilingual students with thaspun mind.
For example, at least some grade levels “clustered” bilingual stude¢htsheimost
experienced teachers, choosing not to place them in classrooms with fitstagteers

due to a shared perception that first year teachers would be least prep&edditely
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teach bilingual students. In addition, the school as a whole was committed tarduster
students receiving ESL services to allow for the ESL teacher to “pushhe’ than

“pull out”. Pushing in, for the teachers, increased instructional time for the tH@&nss,
decreased what they perceived as a “stigma” attached to pulling out, ardeéucre
collaboration and learning between the ESL and classroom teacher, which would then in
their minds improve the quality of the education students received.

With the purpose of improving school for bilingual students and their educators in
mind, educators could use findings such as these about students’ approaches to their new
isolation in transition from ESL programs to guide their sorting decisionsexaonple,
if educators were to consider the tragic noise resulting from the silerotenss
experience during the isolation involved in transitioning from ESL programs, baswel
the safe noise resulting from their lifting of silencing when they estapeigolation,
educators may adjust their sorting policies to create conditions in which students |
transition from ESL programs could escape isolation more often. Ms. Parker gasd, “|
wish we had more information and more fluid information when we were doing all this
placement stuff.” While debates about programmatic aspects such as pull out, push in,
bilingual education, and between and within class grouping are beyond the scope of this
paper, the experiences of students in transition from ESL could provide educé#tors wi
more information with which to guide their local decisions.

Although not directly related to the transition from ESL programs, educators ca
also be aware of students’ early pivotal experiences, and anticipatetintesand
relationships that may become those early pivotal experiences for studemsM§r

Hart’'s perspective, early school experiences for bilingual students belcermmst
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important school experiences for their school careers. Consequently, she plaves to lea
her position next year and pursue her birth through kindergarten license. She feels she
does not know enough about teaching ESL, and laughed when she said, “Zapatero a tus
zapatos,” which means, “Stick with what you know.” She explained:

For me, | think that working with little children is more my area. And I'm brand

new to ESL and | just don’t want to have, | just don’t want them to have a bad

experience with me, to be behind. When | do a job | want to do it right.
The reasons for her feeling that she was not able to do her job “right” range fromhher hig
number of responsibilities to problems she had with teacher collaborations to what she
perceived to be discriminatory district policies. However, Ms. Hart’'s cembsn
nonetheless demonstrate her conviction that students’ earliest experiesutesoh
become their most significant school experiences. Interestingly, evaghtebe seemed
to me to have an understanding of students’ silencing as they experience the isolation
involved in transition from ESL, Ms. Hart repeatedly apologized to me over the course of
our relationship for what she saw as her lack of knowledge about issues relatsé to the
topics.

Finally, educators can invite and listen to transitioning students’ interactiibim
institutions. By interactions with institutions, | mean students’ accounts of and thought
on general institutions such as schools, teachers, and ESL programs. In C@€Hgs’ (
study, the high school students were well aware of how they were institiyteorded
by race, they articulated the negative implications of that sorting forsilges and their
racial group, and they questioned and critiqued that sorting. The elementanyssinde

this study also had a few ideas about their own sorting and about their own schooling in

general.
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Over the course of our conversations, Cindy and Karla elaborately critiqued
several institutions, such as medical care, communities, social studieslcuni
scheduling, employment policies, and standardized testing. One institutionntieatiga
with several students was teachers. In one instance, Karla explainedaghatdevould
have to do for her to lift her silencing about her feelings:

Karla: “If | everdo share [with a teacher], first I'll have to know their secret
before mine comes out.”

Amy: “Tell me about that.”

Karla: “Cause now we’re even. But if later on | found out they lied, I'll sag, ‘N
thanks.”

Amy: “Do you think teachers lie?”

Karla: “Yeah. They don’t want you to know.”
LJ said that teachers should “be careful” with kids that are “talking”, or to “have
reflection.” When | asked him to clarify, he added, “To reflect on what you did.” yCind
and Karla also critiqued teachers when it came to interaction. When | askdwiat
teachers are like as we walked the track together at recess on our fimalcaffeshe
yelled out, “Demanding!” We had a good laugh, and | asked her to describe what she
meant. She clarified, “Like if you just whisper something, ‘Waaa! No talKinigérla
also said that teachers could make school great for kids if they would “let thepewhis

Paola suggested improving ESL: “Maybe have a little bit more time.” Kaxta al
critiqued the ESL policies at the school, offering up the idea that kids choose the time of
day to go to ESL, especially on days that the ESL testing was taking place. She
explained that the students did not appreciate missing out when “something fun was

happening” in the classroom.
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In addition to the students, Ms. Hart also made suggestions for institutions that
according to her would contribute to a lifting of silencing amongst students iftilans
by improving relationships between schools and families. She commended a nearby
school for its efforts and hoped that her school would follow:

They're going to start a committee of Hispanic parents. That way thepléa

about all their needs and they have more information about their rights... | think if

their families feel confident and they feel secure here and theyh&dhey can

speak if they have any problems, | think the students will feel that too.

Although these issues were of primary importance to the students, they had never
discussed the topic of transition with their teachers. Interestingly, hovediviirree
teachers in this study expressed a desire to know more about the experienoeguaf bi
students and to find ways to improve their own teaching with bilingual students. Ms.
Hart and Ms. Parker, in particular, expressed frustration that they did not have
opportunities for training. Ms. Parker repeatedly requested access to the stuolyeda
the course of the study, and in her interview revealed her feelings of having nawhere t
turn for this issue:

| will tell you | don’t know a whole lot about what | do to transition students and |

feel like no matter where | go to ask for support, no one else can tell me either.

Like no one says, “Well, my strong point is actually transitioning ESL stadent
Ms. Blue felt that her monolingualism was a problem in her teaching, and said ttet if s
were earlier in her teaching career, she would take on becoming bilingual incorder
better communicate with and understand her students. Their desire to learn more about
teaching students acquiring an additional language match general tregatshiert
education. Villegas and Lucas (2008) summarized that most teachers haveh&d neit

professional development or courses related to this topic nor the experientiadgewl

that comes with learning an additional language. According to Villegh&ucas
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(2008), as a consequence, most teachers don't feel prepared to teach students that are
learning an additional language.

All three teachers expressed a desire to know more about teaching theguabili
students. However, none of the teachers had initiated conversations with students about
their transition from ESL. In their interviews, | asked if they had talkell thiir current
or former students in transition. Ms. Blue replied, “I really have not. irballe left
that up to the ESL teacher to do that. Um, um, | really haven'’t. | really haven't.” Ms
Parker had not discussed it with either students or their families, and the ES¢r tead
not discussed the topic with students or families either.

None of the four students had discussed the transition with educators at the
school, and beyond clarity of connection between the intense testing battergiand th
exiting (a connection that they seemed to hash out during their discussions in tige writi
group), their comments reflected some confusion about the reasons for thetransit
itself. For example, regarding the days surrounding the actual transitionE8L of
Karla wrote:

The months passed and it almost end of school day. We did a test with a different

woman, not Ms. Lee, the speaking test was with Ms. Lee. The next day we didn’t

went to ESL no days. She said she was sorry but there’s no ESL anymore. |
couldn’t understand until my mom explained. And | understood. Well not really.

A lot of wondering came into my mind when it was time to go. But then my mom

talked more about it but | still didn’t get it. | tried to make them in order but |

couldn’t. Then my mom just kept on cooking. My mom spent one hour
explaining. It was funny to me. Because it was midnight.
Since there is little existing work on the topic of the experiences of studdrassition
from ESL programs, schools’ very own students are the only resource teacieer®\ha

open dialogue about the transition from ESL may benefit both students and educators at

school. Valenzuela (1999) emphasized that youth lack resources and argunsetat skill
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confront educators at school, so their most viable option is to remain silent whems com
to interactions with institutions. If educators at the school were to geneingage
these four students in a dialogue about their transition from ESL, they could find out a
great deal about what they are already looking for. Furthermore, the veryeimasit of
transitioned students in moving forward with their own conditions at school may
contribute to a lifting of their silencing.

The students clearly enjoyed going to ESL and were very disappointed with their
new conditions of isolation. Karla described the end time of daily sessions imgyrit
“Bad news came. ‘Time to leave,” Ms. Lee would say.” She waited until 10:B80degc
to go to ESL, and starred this statement in her notebook: “I liked the best was making
friends and telling about our life. Remembering ESL, Karla wrote, “What warderf
moments. Now got to go back to 2010. Bye.” Karla’s wonderful moments at school have
become memories as she has experienced her silencing in her new conditolationhi
in transition from ESL programs. Karla would have agreed with Paola:

Amy: “What do kids say about ESL?”

Paola: “That it was great being in ESL.”

Amy: “Who?”

Paola: “The people that went to ESL.”
Ms. Parker described the “graduation process” as “really exciting fior.'thErom the
students’ perspectives, however, the transition process seemed to be one of silencing

through conditions of isolation.
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My Movement Forward

Through my analysis of the experiences of Karla and her peers in transition, |
have learned a new way to think about my own transition. | was awed by how Karla and
the other students carried their early pivotal relationships and interactibnham, and
how persistent they were in their intent to navigate conditions that too often teft the
silenced and distressed. Looking back at the research process, | realizerttebly
was not an accident that | saw the students’ isolation and silencing as theyeatbthga
transition. | think | saw some of what | too was feeling in my own transition from
teaching to researching. In this way, | suspect my positionality gia#ittgnced this
work. However, | don’t think that is necessarily a detriment in this work. In othwesw
in my emotion | think | could see their emotion.

Early in this paper | discussed how the research design and procedures emerged.
My perceptions of this topic emerged over the course of this process as welanltbe
research from my teacher identity, expecting to fix the technical problexpected to
find with the students’ experiences at school. My teacher identity picked up hinecgc
in the teachers’ comments, and at times | felt as if | were intemvigtie former teacher
in me as | listened to their emphasis on the technical and their passion for helping the
students to become more literate in English by means they perceived to bedsesticiR
tends to focus on the technical when it comes to issues related to the topic ofédanguag
acquisition (Urrieta & Quach, 2000), and my early approach to the topic felkltmig
those lines.

My shift in perspective on the topic of this study was a result of a grésftans

perspective on my approach to research. | had taught dozens of students that had
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transitioned from ESL programs and left schools for research with the purpose of
alleviating their tragic noise. Although | had a general sense thatwthera great deal

of tragic technical noise surrounding their transitions, | ended my expasctati that

noise. My relationships with the people involved in this study, which would include my
mentors, teachers, and peers, helped me to see that | was ending at tsagic noi
Problematizing my ending at tragic noise stopped me in my tracks, involvingeirsije
that prevented me from finding a way to move forward in the work. For example, in
considering my exploitation of the participants for my own academic ydiar(as,

1996), | considered abandoning this project.

However, those same relationships also helped me to consider some of the
possible reasons for my perspectives ending at tragic noise. For examplanesome
shared with me that “deficit discourses may surface from the beliefreg/stied thinking
of researchers” (Milner, 2007, p. 390). My ending at tragic noise involved a way of
thinking about the topic of transition from ESL that was ringing out in my deficit
discourse. For example, re-reading Villenas (1996) lead me to see myspasptisn
that the students would share my (and the teachers’) perspective that tecagical
noise was their primary concern, and that this assumption involved arrogance. €@nly aft
| accepted the possibilities regarding my own deficit thinking and theareadif power
involved in the design of this study could | move forward in the analysis of these data
For example, when | listened to the students describe what was problemdtesor t
about their own lives, | noticed that the tragic noise around their transition frorw&SL

not technical but personal.
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When | began to look for solutions for tragic noise in the lives of the students
themselves, | was able to pick up some of what in this paper | called safe Tioessafe
noise in their stories pulled me out of the tragic noise and into their processesgf i
silencing and escaping isolation. Karla, LJ, Cindy, and Paola, in their trusiecetea
me that the lessons of change for schools could be learned from the very students in those
schools. Never had | considered that | would find the paths for social changeweshe |
of those that are continually marginalized and silenced in schools. Michae(2001
argued that research can help position young multilingual learnersta® ‘@gents of
change” by creating spaces for their “social construction of who they énelet they
can do within the confines of the schooling context” (p. 234). With this new perspective,
| have been able to reconceptualize “researcher” from savior to witness.

In learning to witness, the relationships around this research pivoted me to think
about ways to lift my own silencing. It is my intent to approach my new conditions as
these four children did, carrying these research relationships as earbl pkm¢riences
in my own transition. In this work | attempted to begin to reflect on my privileged
position of white teacher researcher, from overall conception of the topic tolizamma
word use like “regular classroom” in my discourse with the students. | knowhgm
beginning to learn how to reflect. For example, | still have concerns thatrthirg
takes on a position of an “all-powerful and omniscient observer” (Urrieta & Quach, 2000,
p. 27). | have learned that this gradual transition for me will not involve a shift from
rejected teacher to knowing researcher, but rather a shift into problemaseadcher

with problematized teacher along as partner.
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Moving Forward in Research

These findings present several opportunities for moving forward in research.
First, | would be interested to see how these four students navigate their ¢htuokng).
In addition, involving more people in the research that are a part of the studersts’ li
such as their families, their bilingual peers in ESL, their monolingual peds,
educators other than their classroom teachers with whom they work may all@w for
deeper understanding of their experiences at school, especially sinceldmsstu
themselves suggested that relationships were of primary importance to them.

The tragic consequences for students that | found in this study were limited t
emotional consequences. In further research on this topic, it would be important to
address additional potential tragic consequences that may arise frornmgileifor
example, an investigation of if and how silencing influences academic atigevand
opportunity would greatly contribute to a better understanding of the implications
silencing resulting from isolation. This work would be even more interesting if it
involved all students in a classroom or school, or at least all bilingual or multilingua
students in a classroom or school. Such research could better situate the potentially
distinct experiences of students in transition from ESL.

In addition to research on the implications of silencing, research on the systema
rewarding of silencing would also be an important area for future investigatoon. F
example, it would be interesting to explore transitioning students’ silencingoimext
in which silencing were not systematically rewarded, or to explore how diffgreups
of students react to the systematic rewarding of silencing in the sasseoclia or

school.
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Furthermore, since all four students experienced an increase in isolatran dur
their transitions from ESL and a self-silencing due to that isolation, it would be
interesting to investigate this same topic with different students inehtfepntexts such
as different schools. Another important area for future research would be schools’ or
teachers’ local efforts to alleviate silencing, especially throughting conditions that
aim to prevent or challenge bilingual students’ isolation.

The accounts of Karla, LJ, Cindy, and Paola indicate that the research topic of
transition from ESL is of primary importance for bilingual students in schools.
Elementary schools, in particular, are contexts in which practices mfgssttidents such
as within class and between class isolation may be less transparent thag midaia
and high schools. Furthermore, students’ early experiences in schools acevadnrie
them throughout their school careers, as evidenced by the early experiemagls thr
which these students learned the approach of silencing.

These findings also present hopeful implications. First, many of the decisions that
involve sorting students occur at the local level, so this problem is one that schools and
even individual educators might be able to relatively easily address. Thiiagdialso
indicate that there are many situations in which students lift their sigrend increased
opportunities for students to be in any of those situations at school can lead to the
potential for positive change. In addition, these data indicate that students develop
multiple strategies with which to approach distinct and fluid conditions at schoahy In
case, an attention to this topic in future work could surely benefit students that wil

experience transition from ESL, especially since silencing can gagioally unnoticed.
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APPENDIX A: Writing Group Prompts

Prompts are presented here in chronological order and without probes addressed by
individual students.

- What was the best thing about ESL and how is it the same or different for you
now?

- Tell about when you found out you would not be going to ESL anymore.

- What is ESL and why do they have it at Gibson Elementary?

- Tell about something important to who you are and how it came to be that way.
- Tell about something you think about all the time or care about very much.

- Tell about a hard thing at school and how it was the same or different in the past
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APPENDIX B: Student Interview Guide

First | want to ask you some questions about when you were going to ESLalast ye
- What does it mean to go to ESL?

- Thinking about going to ESL, what was it like for you?

- What was the best part about ESL? Is there anything that is different(tiadaspect)
for you now that you are not in ESL anymore? How so?

- What was your least favorite part about ESL? Is there anything th#erenl about
(that aspect) for you now that you are not in ESL anymore? How so?

- What do kids say about ESL?

- Tell me about when you found out that you would not be going to ESL anymore. How
do you feel about not going to ESL anymore?

- If a student that was in ESL asked you what it would be like to graduate from ESL,
what would you tell the student?

- What advice would you give to a student that was about to graduate from ESL?

Next I'd like to ask you about your friends and your family.
- Tell me a little bit about your friends or your family.

- This might seem like a weird question. How would your friends or your family
describe you?

- How would you describe yourself?

- When you meet somebody new, what do you say about yourself? Is there apgthing
decide not to say?

- If you could sit beside anyone, who would you sit beside? Why?
Now | want to talk a little bit about teachers.
- Who is your favorite teacher of all time? What were/are the iegjstabout him or

her? Least favorite of all time?

- What advice would you have for a brand new teacher that has a student who just
graduated from ESL coming into his or her class?

- How can teachers help make school great for kids?
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APPENDIX C: Teacher Interview Guide

| want to begin by asking you some questions about you and your school.
- How did you come to teach here?

- Can you talk a little bit about the communities that the school serves?

- Can you talk a little bit about ESL at your school?

Next | am going to ask you some questions about the process of exiting fronrmdESL a
what that is like for students.

- How would you describe a student that is ready to exit ESL?

- What is the exiting process like for students? What types of changes do students
experience when they are exited from ESL? How do you think students feel when
they find out they will be exiting ESL? Have you talked with any students about
exiting?

- Is there anything about the exiting process that you would change? How so?

- Do you think schools could better serve students that have exited from ESL? How?

- Considering your experience, what advice would you give to a teacher who weelld ha
exited students in her class next year?

- What would be some topics that you would hope to discuss with a family whose child
was going to be exited? Why do you think those topics are important?
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