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This article reports on a study of the language use practices and
beliefs of bilingual students enralled in a fourth-grade class taught
by a teacher whois only minimally proficient in their native language,
Spanish. Combining an cthnographic and 2 quantitative perspective,
the study is based on two major data seurces: extensive field observa-
Lions of the classrnom and interviews with the students and teacher.
I, addition ta drawing upon iniervicw data that describe the language
choices and attudes of the crudents as a whole, this anicle focuses
on the language use of three case-stugly children who were observed
longitudinally in the classraom at regular imtervals aver 14 months.
The results depict a classroom where students and teacher are com-
mitted to the maintenance and further development of Spanish.
Spanish-speaking students, particularly girls, used considerable
amounts of Spanish in the classroom despite their teacher’s rehance
on English. Children in the classcoom consistently held very positive
attitudes toward Spanish and bilingualism regardless of their lan-
guage practices at home or school, However, our data reveal that a
cubstantial shift toward English over the school vear characterized
the sociolinguistc environment of his classroom. Most children in
the class reported using greater amounts ol English as ihey pro-
gressed through the grades, and the case-study children's use of.
English in the classtoom increased considerably over the course of
the schoal year. In addition to addressing the different faciors at
work in the way studemnts use and develop their native languages in
school settings, we describe ways English-medium teachers can foster
the maintenance and development of their students’ native lan-

Euages.

HW ilingualism plays an important role in the personal and social lives
of children who Yive in ethnic minority and immigrant cOMmu-
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ties throughout the U.5. Children who acquire two Janguages have
access to a wide range of resources that are largely unavailable to
menalingual English speakers. It is commonly believed that bilingual-
ism, if maintained, leads to social and economic rewards. In addition,
literature on the cognitive functioning of balanced bilinguals {i.e.,
children with equal or nearly equal levels of proficiency in both lan-
guages} suggests that bilingualism, compared with monolingualism,
offers children a number of cognitive advantages (Diaz, 1985; Duncan
& DeAvila, 1979; Hakuta & Diaz, 1985%; Kessler & Cuinn, 1930).

Yet for many immigrant groups living in the U5, bilingualism is a
temporary phenomenon (Fishman, 1966; Grosjean, 1982). Immigrant
children typically arrive in the U.5, as monolingual speakers of their
native languages. develop bilingualism as they acquire English, estab-
lish English-speaking households once they are adults, and raise their
children to be English-speaking monolinguals. Thus tar, research
yields an uneven picture about the degree to which language shift is
occurring among Spanizh speakers living in the U.S. Depending on
the aspect of language under investigation (i.e., language choice, pro-
ficiency, or atitude) and the methodclogy being used, research on this
group has either provided evidence of a relatively rapid shift toward
English or a tenacious presevvation of the native langeage. For exam-
ple, survey data have portrayed Spanish as seldom used beyond the
second or third generation of immigrants {Lopez, 1978, Veltman,
1988). Some studies have even found that first- and second-generation
Latine children lose their ability 1o speak and understand Spanish at
an early age. Based on her collection of parental reparts, Fillmore
{1991) reported a shift toward English in young children who attended
preschouls in which English was used during all or part ol the school
day. According to many of the parents Fillmore and her colleagues
interviewed, formerly Spanish monclingual <hildren who were en-
rolled in these preschouls no kinger spoke Spanish well, nor did they
use it much at home. As Fillmere has described, communication be-
tween these children and their non-English-speaking parents was uin-
paired, thereby jeopardizing the parents' ability to sccialize their
children.

Yet other research that distinguishes between ditferent components
of language shift conveys a view of ethnolinguisticc vitality among
Spanish-speaking children and their families. For example, Hakuta
and D'Andrea {1992) found that high school students born in the U8,
to Mexican immigrant parvents reported using mostly English at home
and in school. However, in terms of language proficiency, they had
maintained as much Spanish as their counterparts whe had immigrated
from Mexico in the last 5 years. Similarly, in our research focusing en
Mexican-origin children between the ages of eight and ten (Pease-
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Alvarez & Hakuta, 1993), we found that children recaimetiag
levels of proficiency in Spanish although they did not P
ipate in a sociolinguistic milien where Spanish predominaed s -1y

Where do schools fit in this mixed view about native language mizifns
nance? Does the classroom contribute to children's maintenance or
loss of their native tongue? Overall, schools in the ULE. do not consider
the development and maintenance of bilingualisn among immigrant
populations to be a central goal. In line with an assimilationist perspec-
tive on the scheoling of ethnic minority children, most schools serving
them focus on the acquisition of Epglish and assimilation: into the
mainstream curriculum (Moll, 14%2). The central goals underlying
federal bilingual education legiskation are 10 develap the English Jan-
guage and 1o help language minority children make the transition to
an English-only curriculum.

However, many who work in schools are aware of the advantages
associated with being bilingual and mulucultural. Many teachers argue
forcefully that language minority children should have access to school-
ing that contributes to the development and/or maintenance of their
native Janguages. Despite these sentiments, a number of factors impede
teachers’ ability to work toward that goal. Perhaps the most glaring is
teachers' usual lack of proficiency in their students’ native languages.
Given this limitation {one that is not likely to change in the foreseeable
future), an imporiant guestion is whether, and to what degree, monao-
lingual or nearly monolingual English-speaking teachers can foster
the maintenance and development of their students’ nanive languages.

Our ongoing investigation {Pease-Alvarez & Hakuta, 1993) of Span-
ish language maintenance and loss in a Mexican immigrant community
we call Eastside {all names of people and schools are pseudonyms}
provides a theoretical and empirical base from which 1o address that
question.' The study referred 1o in this article was designed to describe
the language use practices and beliefs of hilingual students enrolled
in a fourth-grade classroom at one of Eastside’s elementary schools,
which we will call Gakside. This classroom, like many in the district, is
labeled an English-onfy ot nonbilingual classroom and was taught by a
teacher, Randy Dean, who was only tninimally proficient in 5Spanish,

'This sudy Focuses on both the sociolinguistic and psycholinguistic manitestations of lan-
guage shift in a group of 64 children of Mexican origin lrom different immigration back-
grounds. Children and their lamily members participated in metviews and acuivities invest-
ganing their language proficiency, auitades, ard langnage choices. Findings From interviews
and various measures of children's aral profciency in English and Spanish (e, analyses
of children's narratives in English and Spanish, their performance on a translation task,
and theit scores on English and Spanish versions of the Feabody Ficlure Yocabulary Tet)
indicate that chibdren who immigrated o this couniury or whose parents immigrated as adules
were successfully mainiaining oral proficiency in Spanish despite considerable variation in
their language choices and those of their lamily members, icachers, and Fricnde.
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the native language of the majority of the students, The present siudy,
combining both an ethnographic and a quantitative perspective amii
drawing upon two major data sources—extensive field observations
and interviews with the students and teacher—addresses the guestion
of how students use English and Spanish in a classtoor in which the
teacher, although open 10 and supportive of native language mainte-
nance, relies almost exclusively on English and for whom the develop-
ment of Spanish is not an explicit instructional goal. Initially, the goa!
of the project was to describe in detal the school language practices
of three case-study <hildren who had alse participated in the larger
study on language shift (Pease-Alvares & Hakuta, 1993). However,
during the course of our classtoom ohservations the students in the
classcoom used Spanish in complex ways for both academic and not-
academic activitics. Thus, to better assess the role Lthat Spanish and
English played in the classroom, we decided to expanid the study by
conducting student interviews to Lap the attitudes and language prac-
tices of all the students in the class, none of whom were in the [ull
study except for the three case-study children.

METHOD
The Subjects
The Classroom

Deean’s fourth-grade class is located at Oakside School, one of four
Eastside schools where children have access to bilingual education.
Most children who are classified as dominant speakers of Spanish
attend classes taught by bilingual teachers for their first 3—4 years at
Oakside. Once deemed to be sufficiently proficient in Enghsh, they
are reclassitied as either transitional or fluent English speakers and
assigned to classrooms where English is emphasized throughout the
curriculum. Like Dean, most of the teachers in these classrooms speak
littde or no Spanish. Although Dean speaks very litrle Spanish in his
classroem, he is somewhat proficient in the language. He is able to
read and write Spanish at what he describes is a second-grade level,
and he frequently corrects students’ Spamish syntax and spelling.

Like other teachers in the school district, Dean realizes that acquiring
English and moving students into an English-only curriculum is the
main goal of the district’s bilingual education program. Nevertheless,
he feels that a classroom taughi by a teacher like himself, who is ondy
minimally proficient in Spanish, may not always meet the academic
needs of Spanish-speaking students. He particularly worries that some
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students will not grasp important instructional concepis that he pre-
sents in English. He also wonders if he is contributing 10 the eventual
demise of his students’ bilingualism, an ability that he feels will belp
them secure employment and improve their econemic well-being.

In line with the pedagogical approach embraced by the entire Oak-
side faculty, Dean advocates a child-centered, holistic pedagogy. A
self-described whole language 1eacher, he believes students should
spend time engaged in acivities they find meaningtul rather than oo
the mastery of discrete skills, Under his guidance, children in his class
spend a good portion of each day reading and wriling about topics
of their own choosing. Time is also set aside for students to interact
with one another while they discuss books, compose stories, and seek
input about their writing.

Dean's class includes 18 chitdren of Mexican descent, 1 student from
Costa Rica, 2 students of Fongan descent, 1 African American student,
1 Samoan student, and | student of Indian descem who recently
immigrated to Eastside from the Fiji Islands. Twenty (83%} of the 24
children in the classroom (2l students for whom we had parental
consent te participate in the study} were imerviewed for the study.
Sixty-five percent of the students were horn in the 1S, and most had
anended schools in Eastside since kindergarten. However, 95% of the
studenits’ parents were born outside of the U.5. With the exception
of one student, all the studems of Mexican or Latino ongin were
proficient in English and Spanish. Most stidents began kindergarten
in bilingual classes, and the majority told us that in kindergarten they
had used more Spanish than English with their teachers and classmates.
Ouly a few reported having used mostly or exclusively Spanish with
their teachers and classmates in frst grade.

The Case-Study Children

Three students (Sebastian, Raul, and Cristina) from the classroom
were ohserved longitudinally. All were born in the U.S. to immigrant,
working-class parents who did not complete high school. Upon enter-
ing Quakside School, each child was first enrolled in elasses taught by
bilingual teachers and, based on their self-reports, used mostly Spanish
in the early primary grades. All three Frst learned to read and write
in Spanish.

Because the three children had participated in the larger study, we
had access to additional data on their language proficiencies and
choices. Compared with the students in the Jarger sample, the three
case-study children displayed either average or above average profi-
ciency in both English and Spanish. Measures of vocabulary, transha-
1ion skill, and narrative yuality in each language revealed thac although
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the three children had approximately equal levels of Spanish profi-
<iency, Sehastiin was the most proficient in English, followed by Cris-
tina and then Raiil

When queried about their home language enviranments, the case-
study children and their parents told us that the children spoke Spanish
almost exclusively at home with their parents and, in the case of Cristina
and Sebastidn, with their preschool-aged siblings. In each home, par-
ents spoke only 5panish with one another. Raiil and Sebastidn reported
using mosty or exclusively Spanish with their parents, but Cristina
told us that she spoke both languages equally with her mother and
more Spanish than English with her father. All three reported using
more English than Spanish with their closest siblings.

Procedure

Student Mnterviews

One of two female researchers interviewed students individually
during school hours in a separate room of the school. The students
were familiar and comfortable with the two interviewers because of
the researchers’ extended presence in the classroom from earlier smud-
ies. All students were interviewed within a span of 2 weeks during
the sixth month of the school year. Interviews followed a structured
protocol, were conducted in the language that was most comfortable
to the student (Spanish or English), and lasted about 50 min. Each
interview was tape recorded.

The interview protocol was designed 1o obtain the following six types
of information: {a} children’s current language use patterns in both
the home and school; (b} students’ general attitudes about Spanish,
English, and bilingualism; {c} children's historical recall of their Lan-
guage use patterns since the beginning of school; (d) students' current
language choices for reading and writing; (&) students’ prior use of
language during literacy events; and {f) basic demographic informa-
tion about the famity. Questions concerning language use took the
following basic form: “When you speak witk +» what lan-
guage do you use?™ * jluando hablas con . quéidioma usas¥").
A visual aid with a 7-point scale was used on each of the questions.
The scale was | = All Spanish (No wds espaniof), 2 = Almost all $panish
{Casi todo espariol), 3 = More Spanish than English (Mds espasiol que
inglés), 4 = Both languages equally (Las dos igual), 5 = More English
than Spanish (Mds inglds que espanol), 6 = Altmost all Engtish (Cast tode
mglésy, 7 = All English (No mds ingiés). Subjects indicated in chis way
the degree to which they spoke Spanish and English with their parents,
their peers and teachers at school, and each of their classmates. They
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were also asked to recall the language they vsed with peers and teachers
in all previous years of school, one grade at a time. After indicating
the appropriate location on the scale tor each of the language-use
questions, siudents were asked to give reasons for their reported lan-
guage Lse Patterns.

We assessed language attitedes by asking a series of questions of
the following form: “How important <o you think it is for you
Lo B i OQud tan importante es para § #). The
blanks included such items as being bilingual, speaking each language
well, and reading and writing in each language. These questions used
another scaled visual aid indicating degree of importance an a 5-point
scale ranging from zero to four large, black stars. Subjects pointed 1o
ihe column with the number of stars they felt best represented their
view. Children were also asked which language they theught was more
important and which they preferred. In addition, students were
prompted to give the reasons tor each of their answers.

Clossroom Qbservations

Ower the course of 14 months {1 full school year plus the last 2
months of the previous academic year), one of three cbservers (two
male, one female) followed one of the three case-study children for
roughly the entire school day. On these days, case-study children wore
a miniature microphone that transmitted to a receiver and headphones
{worn by the observer) that recorded all child speech. Using a tirne-
sampling procedure, observers waiched the target child for 30 s and,
after hearing a prerecorded time signal in the headphunes, recorded
their ohservations on a behavioral observation checklist for the next
30 s. Then the headphones sounded apain and the next 30-3 observa-
tion began. In addidon 1o taking running Geld notes about classroom
activities, observers noted on a behavioral observation checklist instru-
ment the child’s (a) language (English, Spanish, bath, none), (b) inter-
locutor(s} (peer, self, teacher, other adult, entire class, none), (c) loca-
tion (in class, outside, computer roem, other room, cafeteria), {d)
participant structure (individual, small group, large group), and (e)
activity {on task, on and off task, play, ather).

Children were usually observed for their entire school day {from
8:30 a.m. to 2:30 p.m.) minus a brief lunch break for the observer
and occasional nime-outs for teebnical reasons. However, because of
abbreviated school days and observers’ schedule requirements, 8 (36%)
of the 22 observation occasions lasted somewhat less than a full day
fusually half a day}. Cristina was chserved 10 times (6 full school days,
4 partial days), Sebastian 7 times (5 full, 2 partial), and Raal 5 times
{3 full, 2 partial). The typical time interval between observations for
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each child was approximately 3—4 weeks. A total of 3,924 30-s observa-
Lions were carried out for the three target children. Selected portions
of the audiotapes were transcribed.

Reliability of Observation

During the final piloting of the checklist instrument, two observers
followed the same child for 68 observations to assess the reliabilicy of
observation. Percentage agreements were language spoken = 84%,
first interlocutor = 2%, second incerlocutor = 70%, locadon = 1009,
participani structure = 89%, child’s activity = 100%.

RESULTS
Student Interviews
Languape Use at Home

Figure 1 shows the mean for the 20 students in the class for the
languages used with their mother, father, closest oider sibling, and
closest younger sibling, according to students’ self-reports during the
interviews. Children in this class used more Spanish than English with
their parents and, on average, slightly more English with their fathers
(M = 3.35, 8D = 2.09) than with their mothers (M = 3.10, §D = 1.89),
Studens used more English with their siblings than with their parents
and more English with their older siblings (M = 4.67, $0 = 1.73) than
with their younger siblings (M = 4.}, SD = 1.86). Students spoke
both languages equally more often with siblings (32%} than with their
parents (25% with mothers, 18% with fathers}). Thus, the majority of
students in the classroom spoke a significant amount of $panish in
the home.

Language Use at School

Figure 2 shows the language(s) students used, on avera ge. with Dean,
with their friends at school, and with ali classmates, reported separately
by gender. Whereas children in this classroom spoke almost exclusively
English with their teacher, Dean (M = 6.15, $D = 1.04), they used a
fair amount of Spanish with their school friends (M = 527, §D =
1.29), and girls used more Spanish with their friends (M = 4.78, §D
= 1.26; than did boys (M = 567, $D = 123 An average of the
children's ratings for their four closest friends showed that seven girls
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FIGURE 1
Students’ Reported Language [se in the Home

[ Mother

5 Fathar

B2 Odrtar Sibling
I rounger Sibing

I = alt Spanish; 4 = both equally; 7 = all English.

(78%) and one boy (%%) used both languages approximately equally
{4} with them.

Because the numbers reported above for the children's overall lan-
guage use with their friends are aggregates of what language(s) the
students used with their four closest friends, there were two possible
ways Lo obtain a 4 (both languages equally) on this score. Either the
child used both languages in tanderm 2l the 1ime with all their friends
(le., M = 4, 50 = (), or they used English with some friends and
Spanish with others {i.e., M = 4, 80 = 3.5). In this class, for the girls
the former seems 1o apply, and for the boys, the latter. That is, the
girls who spoke Spanish in this class tended to use both Spanish and
English back and forth with most of their friends, whereas the boys
showed more differentiation in their language choices by more ofien
using predominantly English for some people and Spanish for others.
This observation is supported by the fact that (a) the standard deviution
for the fhend aggregate is smaller for gitls (.79) than it is for boys
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{L0%), and {b) the majority of girls who indicared than they spoke both
languages equally overall with their [riends did so with each of their
four friends.

Also depicied in Figure 2 1s the language used, on average, by
students with all of their classmates. Both Ioys and girls osed more
English than Spamsh wilth their classmates {but still a fair amount of
Spanishl (M = 562 for boys, 523 for grls)y. In addiion, students
reporicd (hat they read more often in English than Spanish at school
(M = 5.20, 5D = 1.70) and that they wroete more often in Enghsh than
in Spranish al school (M = 545, 80 = 1.349), These numbers, combined
with the fact that only a quarter of the class reported that they read and
wrole cxclusively in English, indicate that the students spontaneously
chose to use Spanish for academic literucy activities fairly ofren. Thus,
the siwdents, despite the fact that they received instruction exclusively
in English, used a fair amount of Spanish in the classtomn-—maos
often between friends and more among female friends than among

FIGURE 2
Students’ Reponied Language Use in the Clagsroom, by Gender

I Dcan
I 5chool friends
1Al clagsmales

Language use*

Girlg

“See me to Figure 1.
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male preet groups. The girls’ pattern of language use was characierized
by more [requent code switchiny than the boys’, and the boys’ pattern
more by the use ot predominantly Spanish with some peers and English
with others,

Attitudes About Bilingualism

Owerall, students held very favarable views oward Spanish, mﬂm_;_:
literacy in each language, and bilinguaksm. Students :_:_._m_.__,: very
important (on a scale of B o 410 be able to speak both English and
Spamsh well and not more important o be able to m_ummr, vine language
over the other (importance of speaking English, A = 3.6, 8D = M,
importance of speaking Spanish, M = 5.6, 5D = .3, and boys and
girls did not differ un these itcrns. Although boys and girls did not
differ in how important they thought it was to e able to Tend and
write in English, girls thought it was mare imporant 1o H..w....:_.mﬁn_ write
in Spanish (M = 4.8, $D = .44) than did :__...wm (M= 33 5D = 1.0
Also, girls reported that it was slightly more important to be bilingual
(M = 3.9, 5D = 43) than dicd bovs (M = 3.5, 30 = A%y, When asked
which language they thought was more important m gencral, .“_..ﬂ.w._._m-
jority {68%) of the stelents thought both languages were equally im-
Eﬁrz_. whereas 219 reporied English to ._ue. the more important lan-
guage. lnerestingly, iwo (229%) of the girls reported .J_uxm:.vr to e
the more important language, but nune of En. bays did. s, the
students all seemed very positive about maintaining their Spanish Jun-
guage proficiency, and the bays, m_a_..::mr still positive, m.&n_zmn_ L :zwr
that reading and writing in Spanish was somewhat less important than
girls did.

Relationship Between Attitudes and Use

Linle correspondence existed hutween the language the studenls
used a1 home or at school und their reported attitudes ahout language,
as indicated by 7ero or NeAr-zero ﬁ:wqm_.ﬁ_:ﬁ:m herween the language
use questions and the attitude questions. bor nst_.u_n. none of the
attitude tems correlated with the languages used with students and
their friends. Language use with the teacher, however, Eua.mmmx;mﬁ.n..._
with how important studenis thonght it was t be litcrate in Spanish
{r = -.46}, which indicated that the students who reported ..mma_:m and
writing in Spanish ta be more ::._UNE.::: were alse those s._u....v .,.__EW.M
maore Spanish with their teacher. ] he only attitudinal rem .m.v.,,cm_m..r
with the children’s language use with their parents was mm:aﬁ:.m Leliefs
about the imporiance of speaking English well {r = .32 for language
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used with mother, r = .49 for language used with father). That is,
students who spoke more English with their parents thought it was
more important to be able to speak English well in general. [nterest-
ingly, language use with one’s older sibling correlated somewhat with
artitudes about the importance of being bilingual (r = -.30), speaking
Spanish well (r = -_.32), and being literate in Spanish (r = -.31). Thus,
students who felt that maintaining Buency and literacy in Spanish was
important also spoke more Spanish with their older sibling.

Case-Study Observations

Before discussing the results for each case-study child individually,
we describe the language patterns wsed by the three children as a
group. Dur extended classroom observations showed that the language
patterns described below for the three case-study children together
adequately represent the language patterns for the entire classroom,
on average. Of the 3,924 observations, 1,777 {46%) were of Cristina,
1,257 (32%) of Sebastin, and 890 (23%) of Rail. In 48% of the
observations the children were not speaking. Thus, children were
speaking more than half (52%) of their schoot day, which is not surpris-
ing given the child-centered and small-group nature of the classronm.
The overall distribution of the children’s interlocutors was peers =
66%, whole class = 9%, teacher = 9%, and self = 19%. The majority
{79%) of our observations occurred in the classroom iiself, 14% outside,
and 7% in another yoom at the school.

Table 1 shows the percentage of observations in which the children
were speaking Spanish, English, or both (within the 305 period), by
interlocutor, location, pardcipam struciure, and activity. Overall (the
last columny}, the children spoke exclusively English 67% of the time,
Spanish 17% of the time, and both languages for 14% of the observa-
tions. That children spoke Spanish 31% of the time they were talking
{combining Spanisk and both) during their school day is somewhat
surprising given that their ciass is labeled an English-only rather than
a bilingual classroom.

Language by Interiocutor and Participant Struciure

As can be seen in Table 1, Spanish was quite prevalent when children
were with their peers and in small groups. Forty-one percent of these
children’s conversations with their peers included at least some Spanish
{26% Spanish + 15% Both languages). Note that for all interlocutor
categories except Peers the Both row in the table means that code
switching occurred within the 30-5 period with the same interlocutor.
For the Peers column, however {and for the rest of the table), because
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TABLE 1

Observations (%} ln Which Target Children (Combined) Spoke Spanish, English, or Both,

by Interlocutor, Farticipaod Structure, Location, and Activity
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children often talked to more than one peer within the 30-s observation
periods, Both includes instances of code switching with one parmer
as well as instances of using two languages with 1wo people.

Interestingly, the great majority (85%) of the children spoke to
themselves in English. Only 3% of children’s private speech viterances
were in Spanish, and children rarely {1%) code switched between the
twa languages when speaking to themselves. Private speech (i.e., sjeech
not explicitly addressed 1o another person) is quite cormmon among
elementaty-school-aged children during school tasks {Berk. 1986; Win-
sler & Diaz, in press) and is known to serve a variety of sclt-regulatory
functions tor children {see Diaz & Berk, 1992} Consistent with the
litevature on private speech, the target children in chis study talked to
themselves on average during approximately 10% of our observations.
Although reading to onesclf was counted as private sprech in this
study, a great deal of the private speech we observed was self-regula-
tory in natre. That these Lilingual children chose t use English as
their private language and their language of thought atschool suggests
that they have internalize English to be their language for at least
schaal activides. Children also seern 1o pick one language for private
speech and rarely code swilch. This finding is consistent with other
research that has found bilingual children to code switch very little in
their private speech while working on cognitive tasks (Diaz, Padilla, &
Weathersby, 1991).

Speech (o the teacher was, as might be expected, predominantly
(85%) in English (Spanish = 4%). Code switching with the teacher
{11%) occerred mostly dering one-wn-one conferences when the
teacher was helping students with their writing. That 15% of children’s
speech with their teacher contained some Spanish is encouraging and
reveals that students in this class at least felt comfortable using their
native language with the teacher and that they did so on occasion. In
the large-group setting, where children talk to the entire class, English
is clearly dominant (92%). The 5% figure for both languages and the
3% Gigure for Spanish used with the group reflect mostly the moments
during sharing time when students would read, translate, and discuss
the stories they had written.

Language by Location and Activity

Children spoke the least Spanish in the classroom, where 71% of
all speech was in English. When students were outside, either during
recess or during an vutdoor academic activity {i.e., physical education),
they spoke slightly more Spanish {22%). Of most interest was that the
case-study children spoke a relatively large amount of Spanish during
lunch in the cafeteria (39% Spanish + 21% Both) and in other school-
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rooms (43% Spanish + 6% Both). 1o the cafeteria the children could
he with their younger siblings who attended the same school and ate
lunch at the same time. This change of social context, combined with
the possibility that students perceive eating as a nonschoollike activity
associated with the family, could account for the extra use of Spanish
in this setting. The two major activities that took place in other school-
rOOTRS Were computer sessions in the computer Toom and tutering
sessions in another classroom when the target children would help a
vounger chikl, usually with reading. The frequent use of Spanish
during the tutoring sessions in other classrooms was to be expected,
as the target children were oiten paired with younger, mostly Spanish-
speaking students. However, the frequent use of Spanish in the com-
puter room was surprising and especially encouraging given that it
was one ol the few clearly academic contexts in which Spanish seemed
tor have a streng loothaold.

Also shown in Lable 11s how case-siudy children’s language patterns
vatied as a function of their activity. English was most prevaleni during
on-task, academic activity whereas Spanish emerged more during play
and other activities. The On & OFF Task calegory is especially interest-
ing because of ihe relatively low frequency of English {H0%) combined
with the high frequency of both languages appearing within the same
ohservation {24%), During most of 1he observatiens in which both lan-
puages were used, children were working anan academic task it English
{on task), then briefly chatted with a classmate in Spanishabout an unre-
Lated topic (uft task), and then returned o the task at hand, usually in
English again. ''his pattern was cummon for children in this classroom.

Lenguage Shift

Because we observed the same children repeatedly over the course
of a year, it was possible to abtain a solid measure of how children’s
relative use of English and Spanish changed threughout the school
year. Figure 3 shows the amount of Spamsh and English the target
children used as a group over time., Although children spoke Spanish
99% of the time they were taiking on the first day of vbservation, by
the fifth day of ubservation {approximately 5—6 months later) that
percentage had declined 10 8%, Correspondingly, English usage
started at 53% and Fnished at 83%. The amount ol time children used
bath languages in tandem did not show any particular pavern of
movement over time. Thus, even though Dean held a pusiive attitude
wward language maintenance and was completely open to having
Spanish in his classroom, comsiderable language shift from Spanish to
English occurred within the span of only 1 year.
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Table 2 displays the percentage of Sebastian’s speech during our =B "
observations that was in Spanish, English, or both by each of the ix 5 -4 -
context variables. What stands out is Sebastian’s compiete reliance on -
English and his extremely infrequent use of Spanish across all contexts, 3-3
Sebastiin used exclusively English 95% of the time, with occasional § m . g
code switching (2%} and practically no Spanish at all (1%). Recall that he £ =
started his academic career speaking Spanish at school. Interestingly, m Zrg| go
Sebastiin used the most Spanish with peers in other sehoolrooms (6%) * £
ot in the cafeteria at lunch {7%). Also notable is that during the entire .
academic year of observations, Sebastiin used absolutely no Spanish ZeF | VEY
with his teacher. Thus, Sebastidn seems 1o have chosen English to use

exclusively at school, even though his performance on the Spanish
version of the Peabody Picture Vecabulury Test (PPVT) and other

Nede, See nipte o Table L,

W
Spanish
English

Both
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Spanish language measures indicates that he is quite proficient in that
language.”

The little Spanish Sebastian did speak occurred early in cur observa-
tions, and by the end of the school year he spoke exclusively English
the entire day. His shift from mostly English to completely English is
seen in the amount of tite Sebastidn used English and Spanish by
order of observation day. During the first session Sebastidn used En-
glish 40% of the ime. This number increased across each ohservation
session until at the end of the year he spoke English 100% of the time.

Sebastidn’s self-reports during our interviews differed somewhat
from our observations of his language choices. He told us that he used
mustly (not exclusively) English with Dean and that he favored En glish
in his conversations with 17 of his classmates. He reported that there
was no one in his class with whom he conversed in only Spanish,
Although he claimed to use both English and Spanish equally with &
of his classmates and mastly Spanish with 1 of his classmates, we very
rarely abserved him conversing in Spanish with anyone. In fact, we
never observed Sehastidn engaged in 2n extended conversation using
only Spanish. He even used English when conversing with elassmates
who initiated their conversations with him in Spanish. When we asked
Sebastiin about the languages he used with his closest friends and with
the children seated at his able, he reported using mostly or only
English because these children either knew no Spanish or preferred
to use English.

Since first grade, Sebastian has been using English almost exclusively
for reading and writing hecause, as he put it, English is the language
of everything and everyone around him. He also told us that he had
to write in English so that others in his class would understand what
be had written. During the course of the last academic vear, we never
observed Sebuastidn reading or writing in Spanish. He wrote all of his
stories and reports in English, as well as his journal entrigs. He read
from chapter books and texthooks written in English even though
Dean’s classroom library contained several Spanish books.

Although Sebastidn relied mostly on English when speaking, read-
ing, and writng, he held very positive attitudes toward both his lan-
guages and bilingualism. He repeatedly told us that bilingualism and
being able to speak Spanish well enabled him 1o help Triends and
family members who are Spanish monolinguals. He also explained
that knowing English was essential for successful communication with
his teacher. He stated that he liked both of his languages eyually and

0On the Spanish version of the PPYT Ml three children scored well within the range ol
scores ubtained [rom the Mexican metropolitan norming sample—ice., well within one
sandard deviation of the Mexican norm.
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were of equal importance. When responding to H_.ﬁ
Mﬂwmﬂﬁhm_&ﬂct mE_uc:mmn is it for you to rﬁci how 10 read and .Hnﬂn
i English/Spanish?” Schasnan n._.omn Ew highest E::m_ a:ac:-.- le
for both languages. As he explained, being able to rea m“._ 2“_..3. in
English was necessary for doing homework, but a ﬂ_.n”:mmrn._::mmmnbm
in Spanish literacy was necessary for corresponding with friends an
relatives who live in Mexico.

Ranil Carrazco

Overall, Rail used 79% English, J0% Spanish, and 4% baorch, WM
reported in the last column of Table 3. Several of the ﬁﬁmﬂﬁmﬂw o
Table 3 need to be interpreted with caution because of L Jm al
qumber of observations during which Radl ralked. For nxm_ﬂﬂ e, be-
cause Raul rarely spoke o large groups of ax_uo_“.__n or o r.“_._a w ..M M H...m,._ s
{i.e., eight large group _u_uﬂﬂnw:c:m the entite year), the perceniag:

i iable. .
mn_ww_”_”ﬁw _MM“ MH,”.._ .umm_.__wm_,m pattern of language use mirmics that of
the entire group of case-study children already discussed. _.ﬂ.uin,uﬂ.m
we found a number of interesting deviatiens from this .—wmzr__._ﬂ.s. Ahe
first was the surprisingly large amount of Spanish mmw: . wﬂﬂ M:mn.?
the teacher {14% Spanish + 33% code mE.:HH.::m. = m“__. _,U.. l is differ
ence may be due to the fact that the majurity of Rail's o : wm_“_uE s
with his teacher occurred during one-on-one conferences a o s
writing, which was often in Spanish, at _m,mwﬁ at E_w. _unm_zs_umn_ f the
year. The second deviation was that Rail’s Spanish mEﬂ.m.ma:,.Emr
during academic on-task activities than during play m=..._w. ot Mﬂ_ sk
pursuits. ‘This may have reflected his tendency to e man.. e ﬁn._ﬁ_.__m_.
Spanish-speaking peers when he was having difficulty with a ﬂm“_ feular
assignment. Over the course of the year, Rauil also mro.,.zmn m..m.wm_m rabe
shift from Spanish to English E&r%ﬂwmzmﬂ_ﬁmm HMP using panis

inni /EaT AT a .
* Hﬁm HM.HW_MMM%”MM with our observations, Raul told us tha he
spoke only English with Drean. English was also .E_m _Eﬁ:m__mmn he ﬂ.m
ﬁﬂﬁﬁ& favoring when interacting with the majority of _:m, c _mm*__#w Mn_m
(15 ot of 20, e e e Engihth with tine of nis
Spanish ot greater amounts of Spanmish than sh with pife of he
ales. He favored English when speaking with hve b
“W,M.M“mm with whom he interacted most frequently (1.e-, n_H___uwn m._,d_.._u.”MM
and those whao sat at his table) and both languages nn_z.w. ¥ Wit Y
sixth. When asked 1o provide reasons for s language c mzﬂnm, Kad!
told us that his decisions were based on his inerlocutcrs mnﬁms H_.mv

proficiencies or preferences. Unlike Sebastidn, Raul m,.uann:”num i

uted to conversations with peers and classmates using Only Spanist.
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When bilingual classmates initiated conversations with him, Rail fol-
lowed their lead and used the language thar they spoke.

Raiil began the school year writing exclusively in Spanish. Getting
his teacher to provide feedback and help him with his Spanish writing
did not appear to be a problem for Radl. During the first half of the
school year, Dean conferred with Raul in English about stories written
in Spanish, and Radl usually incorporated his suggestions into subse-
quent versions of his stories. By Januvary, Raigl had switched to English
for writing stories and reports. At the ime of cur interview in late
March, he reported writing mostly in English. Yet despite this shift,
Raiil continued to write in Spanish in one journal used for summarizing
the day's activities and for taking notes on flms shown in class. Al-
though his writing was characterized by a shift to English, Ranl’s choice
of language for reading was consistent throughout the school year.
He read exclusively in English from the lirary of children’s literature
in Dean’s classroom. When asked why he read in English, he told us
that he preferred the English stories to the Spanish ones available in
the classroom. He aiso chose 10 read English versions of math and
social studies textbooks.

Like Sebastiin, Rail heid favorable views of bilingualism, biliteracy,
and each of his languages. In our interviews, he emphasized the eco-
nomic rewards associated with being bilingual, or as he put it, “ Puedes
ser vico si eres Bilingue” (you can be rich if you're bitingual). In his
interview he also told us that knowing English was essential for work
or tor shopping, whereas knowing S panish was essential for communi-
cating with friends from Mexico, When asked which language he pre-
terred, Rail told us that he liked using English more than Spanish
because very few people at school spoke Spanish. Yet he told us chat
both languages were of equal importance. When asked the guestions,
“How important is it for you o know how te read and write in English/
Spanish well?" Rail chose the second-highest rating on the 5-point
scale. When justifying his responses, he, like Sebastidn, attached differ-
ent functions ta Spatish and English literacy: Being able to read and
write well in English would help him achieve his ambition of becoming
an author, and learning to read and write well in Spanish was a means
of enhancing his ability to learn and think in Spanish.

Cristina Galvez

Table 4 shows Cristina’s language use patterns it the classroom. She
spoke quite a bit of Spanish in the scheol seting (29% Spanish + 23%
Both). The majority of Cristina’s Spanish emerged when she was with
peers in small groups. Cristina, like the rest of the children, spoke
significant amounts of Spanish during lunch and in other classroom
settings. Her frequent code switching is evidenced by the relatively
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high percentages of observations in which she used both languages,
across most contexts. A common pactern for Cristina was to speak both
Spanish and English in tandem during academic tasks and to switch
back and forth between the languages while alternating between on-
task and off-task activities. During play activities with friends inside and
outside the classroom she spoke predominantly in Spanish. Cristina's
frequent use of Spanish, however, did not carry over to her speech
with Dean as she conducted 30% of her contacts with him in English.

Toward the end of the year, Cristina used slightly less Spanish than
earlier but did not shift as much from Spanish 10 English over the
course of the observations as did the other two case-study children.
In our early observations Cristina spoke more Spanish (42%) than
English (30%), but during our last observation day she spoke 40%
English and 33% Spanish. Notably, her language use fluctuated greatly
from day to day, and her use of one language did not consistently
increase or decrease over time. On some days, English made up 80%
of her language use; on others, only 20%. This variation suggests that
Cristina's use of ber two languages 1s highly context dependent, varying
according to what classroom activities are scheduled for the day.

When asked about her language choices at school, Cristina told us
that she used mostly English with her teacher. However, unlike the
two boys, she relied much more on Spanish when conversing with
classmates. She reported using English and Spanish on an equal basis
with 8 students and somewhat more Spanish than English with 4 sto-
dents. $he relied exclusively or primarily upon English in her conversa-
tions with 11 students. As was true for the boys, Cristina did nox rely
exclusively on Spanish when talking with any of her classmates. When
asked about her language choices with her four closest [riends, Cristina
claimed to use both languages on an equal basis, citing her interlocu-
tors’ bilingizalism as the factor underlying this decision.

We observed code switching in many of Cristina’s conversations with
the BLilingual girls in her class. In her conversations with girls that
focused on nonacademic topics, code switching often entaiied the use
of an English phrase or word in the context of a Spanish conversation.
A similar pattern characterized conversations that accompanied aca-
demic activities. For example, we ohserved Cristina and her friends
speak Spanish as they worked through math problems that they found
challenging. They were usuvally consistent in their use of Spanish
throughout these conversations with the exception of references
numbers, which were always in English.

Cristina reported using mostly English when reading and writing.
Based on our observations, Cristina began the year writing several
stories in Spanish. As was his practice with Raul, Dean provided Cris-
tina with input on her Spanish writing in the context of writing confer-
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ences conducted pritnarily in English. Despite Cristna’s shift to English
for writing by January, she often alternated languages while working
with other girls on writing tasks or while conferring about her own
writing. When jointly composing stories in English, Cristina and ber
collaberators alternated between English and Spanish when deciding
on what they would eventually write in English.

Crstina also holds jositive views of bilingualism although, unlike
the two boys, she feels that English is more important than Spanish
because, in her words, Veasi en todas partes no mds hablan inglés” (In most
places pecple only speak English). Like the boys, she feels it is important
tr know both Spanish and English but for different reasons. Spanish
is the language used in her home and the only language spoken by
many of her family members. Knowing English allows her to function
at school and will eventually belp her lind a god job. When respond-
ing to the questions, “Hew important is it for you to know how to read
and write in English/Spanish well?” she chose the highest rating on
our scale for both languages, arguing that being literate in each lan-
guage was ¢ssential in her written transactions with people trom difter-
ent language backgrounds fi.e., family members in Mexico and En-
glish-speaking teachers in the 11.5.).

DISCUSSION

As language minority children progress through the grades, their
use of their native languages at school tends 1o decrease and in many
cases disappear alwgether. By the time many children reach the fourth
grade, even those who previously came from bilingual programs are
participating in an English-only instroctional mihee. However, we
found that the sociolinguistic environment in Dean’s fourth-grade
classroom, at least during the first 4 months of the school year, conlra-
dicted this typical scenario. During this time, we cbserved Spanish-
speaking students in his classroom use considerable amounts of Span-
ish when conversing about nonacademic topics and when participating
in small-group instructional events despite Dean's reliance on Engiish.
Our imterview data, collected in e March, further comtributed to our
description of a classtoom where Spanish played an important role.
Most children in this class reported positive attitudes towand Spanish
and! bilingualism regardiess of their language practices at home or
school, Although ne student claimed to rely exclusively on Spanish
with any one classmate, girls tended to use more Spanish than boys.
Moreover, most Spanish-speaking girls told us that they spoke both
languages on an egqual basis with other Spanish-speaking girls. Some
girls, who, like Cristina, reported using bath languages on an equal
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busis with their friends, tended to code switch when conversing with
other children. In contrast, most boys, including Rail and Sebasuian,
tended to stick more with one language while conversing with peers.

Why girls used more Spanish than boys may be related in part
differences in their social networks. When responding to our question,
“With whoin do you most often converse?” boys usually named one
ot more of the few boys in the class who were not profident in Spanish,
but gitls most often named other Spanish-speaking girls. Eight of the
nine gitls enrolled in the class were Spanish speaking. Nerrisa, the
exception, was a native speaker of Hindi and an infrequent participant
in the other girls’ social networks both inside and outside of 1he class-
room. ln contrast, two of the six non-Spanish-speaking boys enrolled
in the class were very popular among all the boys. Our interview data
tead us to speculate that the home environment may also help explain
gender differences in the children’s use of Spanish and English. Most
children reported that their mothers used more Spanish than their
fathers. As role models for their daughters, mothers may have indi-
rectly influenced their daughters’ language choices. Similarly, having
an English-speaking male teacher may have affected the language
choices of the boys entolled in the dlass.

Despite evidence thatr Spanish played an important rele in Dean’s
class and that students held positive attitudies toward bilingualism and
their languages, our data indicate that a shift toward English did indeed
characterize the sociolinguistic environment of the classroom. Most
children told us that the amount of English they read, wrote, and
spoke had increased across the grades. Moreover, data from our obser-
vations of the three case-study children document a shift toward En-
glish in their oral language practices duting the course of a single
academic year. Our informal cbservations throughaout the year showed
that most of the children who began the year writing in Spanish bad
switched 10 English by the end of the year. In fact, during the last 2
months of school, we observed only two students writing in Spanish
whereas nearly half of the class had written at least one stoty, repott,
or poem in Spanish before january. The Samoan child in the class
even wrote a story in Samoan during the first hali’ of the year. This
decrease in the amount children were writing in Spanish toward the
end of the year alse meant that children had fewer opportunities to
discuss their Spanish writing with Dean or the rest of the class, which
surely contributed 10 the observed decrease in the amount of oral
Spanish observed in the dassroom.

This study portrays the complex sociolinguistic environment of the
children’s classroom. The langurage choice practices of some children,
particularly the boys, are closer to fitting a diglossic patern (i.e., the
allocation of each language o separate domains, interlocutors, or func-
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tions), a sociolinguistic phenomenon that has been the subject of con-
siderable controversy in discussions that tocus on the maintenance of
minority languages (Fishman, 1966; Hamel, in press; Hamel & Sierra,
1983; Pedraza, Attinasi, & Hoffman, 1980). In contrast, girls fre-
quently used bath languages in their conversations with other bilin-
guals. Judging from Cristina’s performance on measures of language
proficiency, this tendency did rot necessarily detract from her English
and Spanish Janguage ability. In fact, Cristina's code-switching style
of language use in the classroom was associated with more use of
Spanish and less shift to English over the year.

This study contributes o an understanding of language shift. As we
have found in the larger study, the relationship between the different
components of janguage implicated in the phenomenon of language
shift {e.g., probciency, choice, and aititude) may operate somewhat
independently of one another. Both our interview and chservation
data indicate that this discrepancy between language proficiency, ati-
tudes, and choice held true for many of Dean’s students. Muost notahle
were the positive attitudes toward bilingualism held by students who
varied considerably in their language choice practices.

A question that remains for us, as language educators angd advocares
of bilingualism, is whether we should be concernecd about the sociolin-
guistic environment of Dean’s classroom. Many would argue that in
this class Spanish is used sufficiently, is valued, and is allowed to flour-
ish. After all, relatively few bilingual children have access 10 their
native language in instructional settings alter they have been deemed
proficient in English (McGroarty, 1992}, Hawever, we worry that the
substantial shift toward English that we observed (in only 9 months)
will continue to characterize children’s language choice practices across
the grades. If this continues, children’s use of academic Spanish will
certainly dimipish, especially if their opportunitics to use Spanish at
home also decrease. Worse vet, teachers will have lost the oppurtunity
to further develop the linguistic resources that children bring to the
school.

This study provides insights for educators interested in making
schools places where students continue to use and develop their native
languages. No doubt some of Dean’s pedagogical perspectives and
practicés had a favorable impact on students’ decisions to use Spanish
i1 the classroom. The fact that Dean knew at least a lictle Spanish most
jikely contributed to students’ decisions to share their Spanish writing
with himm. The onc¢-on-one writing conference, in which the student
and teacher discussed a student's Spanish story, turned out 1o be an
excellent context for the teacher to use Spanish in a meaningful way
in the classroom, especially a teacher like Dean, who felt more confident
reading and discussing children’s written S$panish than be did speaking

552 “FESOL QUARTERLY

Spanish spontanecusly. Dean's student-centered philosophy of teach-
ing may have also contributed to a socinlinguistic environment where
students spontanenusly used their native language. In cooperative
learning groups, an instructional practice grounded ina .nEE..nm:Eqnn
approach to teaching, some students, particularly bilingual girls, used
Spamish. Yet small-group interactions ipvolving many boys, parbcu-
Jarly Sebastian, did not entail the use of much Spanish. Because cooper-
ative modes of instruction do not guaraniee the use of native lan-
guages, English-medium teachers interested in making sure that
children continue to use their natve language should be somewhat
wary of this approach alone. Teachers may have to develop criteria
for grouping students hased on their own observations of the context
and circumstances that influence students’ decisions te use their nanve
language. _ o

We also urge English-medium teachers to consider qum.axmm__n,_P
ways of incorporating their students’ languages into the sociolinguistic
environment of their classrooms. It is clear from this study that if
one’s goal is 1o foster the maintenance and development of students’
native languages, the sociolinguistic environmment of the classroom
cannot be left up 10 chance. Even in this class, where Spanish was
highly valued, significant shift to English occurred during the year.
As Sebastian’s case strongly suggests, teachers with a child-centered
pedagogy do not necessarily have students who use their native lan-
guage in class. When working with students like Sebastian, It appears,
teachers must on occasion insist that their students use their native
language.

Siudents in this study engaged in a few practices that suggest teachers
can insist that their students use their native language. Raudl's decision
to use Spanish when writing in one of his personal journals could be
ikanslated jnto a classroom policy. That is to say, teachers could insist
that students use Spanish, or their native language, 1o Em.wq:mmﬂ at Jeast
one journal they periodically share with rhe eacher or with whomever
¢lse the child fecls comforable. At the beginning of the school year,
when several children were writing $panish stomes during the l-hour
block of time known as writers’ workshop, they were very insisient
about translating 1hese stories aloud for non-Spanish speakers during
the large-grouj sharing event that concluded the workshop. Perbaps
rranslation could be used throughout the curriculum in ways that
match students up with speakers of their native language. For example,
children who write stories in English could trunslate their stories either
alous!, using a tape recorder, or in wriing, for a parent or ::sumﬁm:m_._-
speaking family member. T'he recipients of rranslated stories no..__E
also be kindergariners ot primary-grade children who share the natve
language of the authors. Preparing videotaped, audiorecorded, or live
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