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Abstract
In classrooms across the United States today, themincreasingly diverse student
population in terms of language and cultural diigras well as a mismatch between
teachers’ cultural and linguistic backgrounds drat bf an increasingly diverse student
population. Of this group of culturally and lingtically diverse students, the majority
are Latino/a. When comparing the achievement @ihbastudents and Anglo students,
there is a well documented achievement gap betwatmo students and their Anglo
counterparts starting in the early years of eleargrdéchool. Since the connection
between literacy success in the primary gradedaadacademic achievement is well
established as well as the connection between panarlvement related to academic
success, this study investigates enacting reldtipadetween home and school by
providing culturally relevant and/or bilingual reéag materials for Latino students and
their families. The findings suggest that provgdculturally relevant and/or bilingual
reading materials between home and school incréiésesy learning opportunities for
diverse learners as well as provides opportunitiesollaboration between teachers,

diverse learners and their families.
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Introduction

Envision a classroom of eager students on thedagtof school awaiting a year
full of discovery and learning. Look more closalyd you will see amongst the
enthusiastic faces, a small girl named Ellen wehdesk strategically placed by the
teacher away from her other classmates where sHes\atone with beans reproducing
letters of the alphabet. While the teacher intsradth the rest of the class, this solitary
girl is left to her own devices on this first dalyschool and many days that follow to
“sink or swim” in her pursuit of language and lagey. This girl is from a Swedish
immigrant family who entered school in the Unitegdt8s in the early 1900’s not
knowing the English language. She never recovieoad her negative experiences with
literacy and into adulthood could not bring herselfead a book due to the negative
feelings reading evoked from years of her diffe@ritural and linguistic experience
being looked at as a deficit in the school settiien is not a fictional character and this,
unfortunately, is not a fictional account. Thisrgtis of my grandmother’s experience as
a child of Swedish immigrants who entered schodhenUnited States without knowing
English and with a diverse cultural and linguistackground compared to her teacher
and other classmates.

A historical perspective is important when condialgthe experience of
culturally and linguistically diverse learners lagsrooms across the United States. In
the early 1900’s, 86 percent of the foreign-borpyation originated from European
countries (Schmidley & Gibson, 1999). Current irgration statistics show evidence of
vastly different trends. Th@&ensus 2000 Briehdicates that in the 1990’s, over half of

the immigrants to the United States were from Latmerican countries (Malone, Baluja,



Constanzo, & Davis, 2003). McKay and Wong (1998)gest that immigration from
European nations is vastly different compared tmignation from countries within the
Third World, such as countries in Latin Americangdo unequal power relationships
between the Third World countries and Europe a$ aglhe United States who were
involved in the colonization of these countriehe$e issues of power can translate into
issues in second-language acquisition and the dewant of a competent identity with
English being considered the language of prespigeer, success, and in some instances
domination (McKay & Wong, 1996; Peirce, 1995; Vade000). A domination
perspective is the polar opposite of a focus ofaboration between teachers and diverse
learners and their families which is at the heathis study.

For the purposes of this study and due to the &egiaccurrence of these terms in
the research and articles reviewed, the terms aatirHispanic will be used throughout
to describe individuals who trace their origin esdent to Mexico, Puerto Rico, Cuba,
Central America, and South America (National CefdeEducation Statistics-Institute
of Education Sciences, 2009). The Hispanic popriah the United States is increasing
dramatically with records indicating that in 198@ite were 14.6 million Hispanics in the
United States, in the year 2000 this number ine@&s 35.3 million, and by the year
2020 the projection is that there will be 59.7 mil Hispanics in the United States (U.S.
Census Bureau, 2006). Evidence suggests tlsgpdipulation is a group whose
educational needs are not being met in classrocrnessthe United States as evidenced
by high drop-out rates and a well-documented aem®nt gap between Anglo and
Latino children (Carlo, August, McLaughlin, SnoweSsler, Lippman, Lively, & White,

2004; Donahue, Finnegan, Lutkus, Allen, & Campl&0Q1; Proctor, Dalton, & Grisham,



2007). The results from the 2003 National AssessmieEducational Progress (NAEP)
show that 44% of Hispanic students are reading above grade level compared to 75%
for White students (Proctor et al., 2007). Iniadd, Latino students perform lower than
other minority groups with 35% of Hispanic fourttaders scoring below the 25
percentile on the NAEP in 2011(Gay, 2000; Natiddahter for Education Statistics-
Institute of Education Sciences, 2011; Proctol.e2807).

When considering the performance of Latino studenis important to consider
the dynamic relationship between ethnicity, primanguage, and social class and how
these factors interact to impede literacy learmingpster literacy learning opportunities
(Au, 1998). According to recent census statistinguistic diversity has more than
doubled over the past three decades with 20 peofe¢hé population in the United States
speaking a language other than English at homevaghds2 percent of this population
indicating Spanish as the language spoken in thee@dmerican Community Survey,
2010). Important in this regards is the considerathat the majority of learners from
diverse cultural and linguistic backgrounds arelassrooms with teachers who are
monolingual and who are unfamiliar with diverserfeas’ cultural backgrounds (DaSilva
lddings, Risko, & Rampulla, 2011). Researcheth@field of education and in second-
language acquisition consistently stress the cdiorecbetween a competent cultural
identity which includes linguistic diversity andcsal interactions including interactions
between the home, the school, and the broaderntgdéie, 1998; Cummins, 1986;
Edwards, McMillon, Turner, & Laier, 2001; Jimen2D00; Peirce, 1995). Risko (2011)
terms interactions between students and teachétsaahing with humanity” which

describes an honoring of students’ experiencesefisaw their cultural and linguistic



histories (p. 4). It is critical that teachers siier who students are in terms of their
cultural and language backgrounds in order to pterttos stance of “teaching with
humanity” which honors students’ identities as vesliwhat they bring to literacy
learning and to other learning opportunities in¢lessroom. In other words, “teaching
with humanity” is at the heart of forming a compstelentity.

When educators do not consider linguistic and caltdifferences in their
instruction, a deficit mentality can develop widgspect to children and their families
which at its essence views diverse cultural angliistic groups as the source of “the
problem” in terms of academic achievement (De Guaxta007; Edwards, McMillon,
Turner, & Laier, 2001; Flores & Riojas-Cortez, 200inenez, 2000). De Gaetano (2007)
discusses that teachers can develop a deficit hitgmtat only in terms of their students
but also in terms of Latino parents when educaatsother school personnel view
parents of Latino students as not caring about tigidren when Latino parents do not
engage in traditional parent involvement roles. ldeer, when researchers in the De
Gaetano (2007) study focused on alternate wayksdtino parents to get involved in the
education of their children, the parents were esitatic and parent involvement
increased as parents connected their culture agdidage with the learning process

The purpose of this investigation is to explooHBaborative approach to literacy
learning in terms of building relationships betwé®me and school with this approach
fostering literacy learning and academic achieverfariatino students. In educational
journals on classroom practice, articles discussiegting the educational needs of an
increasingly diverse student population are com@@mnnelly & Roe, 2010; Manyak,

2010). However, what the current study addressésvat is uncommon to find in this



literature are examples of educators connectingadheracy learning and home literacy
learning by providing families with access to re@gdmaterials that are bilingual and/or
culturally relevant to families from diverse culiiand linguistic backgrounds. The
guestion for this study is: how does utilizingrgual and/or culturally relevant books
enact collaboration between home and school tease literacy learning opportunities
for students and families?
Background of the Study

The theoretical frame for this study draws on &dse constructivist orientation
which encompasses themes from social constructigistncritical theory (Au, 1998;
Cummins, 1986). The research is framed using CunsiriEmpowerment of Minority
Students: A Theoretical Framework” which providasoaganizational structure for a
diverse constructivist perspective (Au, 1998; CunsniLl986, p. 24). The following
section provides an overview of a diverse congtristtorientation as well as a
discussion of Cummins’ framework which exemplifiesv theory is the foundation of
practice. Next, a review of the literature regagdihe experiences of students from
diverse language and cultural backgrounds withensithool system focusing on
language, funds of knowledge, and family literaxgetailed.
Theoretical Frame: Diverse Constructivism

A “diverse constructivist perspective” as describgdAu (1998) has its roots in
constructivism which includes a focus on activeag@ment in meaning-making and the
varied nature of knowledge especially as this keolge applies to membership in
different social groups (p. 298). Social consimisi is a more recent conception of

constructivist thought with an emphasis on changmngceptions of literacy, the



functions of literacy in different communities, athe idea that learning is situated in the
context and culture that it occurs (Au, 1998; Rye&d 1). The idea of situated learning,
in this context, has an emphasis on social intenaat learning with influence from
Vygotsky, the theorist most influential in termstbé social constructivist perspective
(Au, 1998; Rueda, 2011). A criticism of construidi thought is that it does not take
into account diversity in learners regarding ctulifferences, linguistic differences and
social class differences (Au, 1998). Therefore (2208) proposes a “diverse
constructivist orientation” which addresses the#tecisms by expanding social
constructivism to include an emphasis on collabonadver power relations and a focus
on including the knowledge base of students anebntyncommunities instead of a sole
focus on privileged mainstream knowledge claim2g8).

Au (1998) uses Cummins’ theoretical framework asagting point and as a
structure to organize a “diverse constructivisspective” since Cummins’s framework
is consistent with social constructivism but alsdudes as a major theme, empowerment
for minority students, which is evident in all asfgeof the framework (Au, 1998;
Cummins, 1986). The practical application of thariework comes from the central
focus of whether dominated groups in society arpaemered by their experience in
schools or are disabled by the school experienaen(@iins, 1986). Cummins (1986)
gives examples of minority groups such as Finniadents in Sweden and Burakumin
students in Japan who are considered low-statugjtoast, groups in these countries and
perform poorly academically in both countries. wéoer, when these low-status groups
do not have this dominated group status, suchrasdhi students in Australia, or the

Burakumin students in the United States, they ngéo experience academic failure but



success (Troike, 1978 as cited by Cummins, 1986uQ$978 as cited by Cummins,
1986). As stated by Cummins (1986):

...widespread school failure does not occur in migagroups that are

positively oriented towards both their own and dleeninant culture, that

do not perceive themselves as inferior to the damtigroup, and that are

not alienated from their own cultural values. (B) 2
The key elements in Cummins’ framework include @®on incorporating the cultural
and linguistic backgrounds of students into thelro®l experience, including minority
communities as an integral part of the school comitywvith a focus on forming
collaborative partnerships between home and schadla pedagogy of reciprocal
interaction between student and teacher with asf@cucollaborative learning and higher
level cognitive skills (Au, 1998; Cummins, 1986).
Connecting Language, Identity, and Literacy

In matters of epistemology, ethics, and their retato

methodology/technique, a burning question is simyliat kind of world

do we want to live in? How are our actions as nesess, activists,

interpreters, scientists, educators, or other itlestwe perform through

our daily professional practices, changing, anchefe improving, the

conditions of knowledge about language and the ramtithe teaching

and learning of additional languages. (Thorne, 2p0803)

Thorne (2005), like other researchers, when dgngdanguage learning
emphasized the importance of learning the targefuage which for the purposes of this

discussion would be learning English, however,elgsized that of equal importance



to language development is the continued developofahe individual as a person or to
put it another way, a development of a competesttity. A recurring theme across the
research was the critical importance of the stuiglér@me language in regards to
embracing bilingualism as a positive aspect oftilgand using the home language as a
resource for learning a new language. Au (1998mdiscussing a diverse
constructivist perspective emphasized the impogardilingualism and biliteracy. She
guestioned why it is considered valuable to leaforeign language at the high school or
college level but that students in elementary schoeven middle school can be made to
feel the need to give up their home language iemt@ have full access to English (Au,
1998). Jimenez (2000) found in his study that etiisl were consistently concerned
about losing their native language in the procéskewveloping bilingualism and a
bicultural identity. Students in this study madeglent use of both English and Spanish
to communicate and also used their bilingualisra essource in assisting family
members with “linguistic brokering” to translate® agreements, tax forms, and other
complex documents (Jimenez, 2000, p. 987). Thiests realized that being bilingual
instead of monolingual was essential to their faasilind to their progress in school.
Dasilva lddings, Risko, and Rampulla (2009) in tls¢udy also found that a teacher
encouraging students to use Spanish to talk abgtiahd expand on class discussions
assisted in comprehension and literacy learnirtgdehts also used both English and
Spanish for the purpose of “language brokeringf ‘@o-construction of meaning” to
assist each other by communicating in both langsiageut various translations of words
which advanced their bilingualism and assisteduitding understanding of academic

content (Dasilva Iddings et al., 2009, p. 57).ilitihg Spanish as a resource for literacy



learning and embracing the advantages of Latindestis’ being bilingual and bicultural
is essential in the development of a competentiiyefior students from diverse
linguistic and cultural backgrounds.

Language and culture are both essential to thelal@went of a bilingual and
bicultural identity or in the words of Thorne (200& competent identity. Jimenez (2000)
found that students found literacy and languageiieg more appealing if their Latino
identity was supported. This connection betweeitirggoial and bicultural identity was a
common theme in the research. An example of tsection with culture and a
fostering of a competent identity was the De Gae{@007) study which found that
when a team of educators focused on culturallycesipe teaching and the development
of bilingualism with Latino parents, as well asdieaers and administrators; parent
involvement increased dramatically. The parenteveenpowered by the researchers’
primary focus on promoting their cultural identétgd bilingualism instead of viewing
their culture or language as a deficit in the stlcommunity (De Gaetano, 2007).
Another example of this connection to culture wathe Taylor, Bernhard, Garg, and
Cummins (2008) study where educators, studentsparehts collaboratively engaged in
a dual language authoring project producing biladdrooks that were used in the
classroom as a resource for bilingual texts. Tlsésdies found parents actively involved
in the education of their children as the pareosttural knowledge became instrumental
which provided a repositioning of parents as ingtis in their child’s education instead
of merely observer’s of their child’s education (Baetano, 2007; Taylor et al., 2008). A
final aspect that was emphasized by Taylor eR&I08) was that cultural identities can

include “multiple homes” meaning the country whtre student lives but also other
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countries where the student has lived and whemdgarents and other family members
still reside (Taylor et al., 2008). Educators memtsider that their own cultural
experiences are often very different from the galtexperiences of many students
within their classrooms and that educators’ corioeptof “home” being one place, or
one country, is very different from students’ cqoio@ens which can include “multiple
homes” where students have beloved family memipettsis country as well as others.
Educators need to recognize this disparity and nadkeused effort to connect with
students and parents from diverse cultures evdnamitact as simple as providing books
that represent these diverse cultures in orderdaden understanding of another’s
experience as well as another’s hopes and dreAsistated by Rueda (2011) in his
review of current research with students from dieezultures and language backgrounds,
“...the connections between literacy and culturedmep” (p. 84). For educators to
address the achievement gap of Latino studentsnderstanding of the interrelatedness
between language, identity, and literacy is esaknti
Building Connections Between Home and School

| am a child. | come to you a teacher. Can yourteae to chart my

journey, or must you use a standard measure te ph&calways in the

shadow of others? | am a child. | come to youaaher. Will | go away

from you ascending my strengths, or hobbled by regkmesses? | am a

child. | come to you a teacher. | bring you allttham, all | can become,

do you understand the trust? (Tomlinson, 2003)

This poignant quote provides a telling story of prosver of teachers to connect

with students in terms of who students are as agetb connect to students’ hopes and
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dreams for the future. When discussing diversatroativism, Au (1998) emphasized
the importance of considering literacy practices keracy resources when teaching
students from diverse cultures and language baakgsoin order to establish
connections between home and school. Common iretigarch was the importance of
this connection between the home and school andaiheern that a disconnect between
school-based literacy and the lives of Latino stisleould be inadvertently alienating
(Moll & Luis, 1987; Jimenez, 2001; Taylor et alQ@B). The first approach from the
research that addressed this disconnect was the @otstudents’ “funds of knowledge”
which is a term originating with Luis Moll to desloe bodies of knowledge developed
through time which are cultural in nature (Moll, Anti, Neff, & Gonzalez, 1992, p.133).
In other words, funds of knowledge describe bugdim students’ experiences with
home and community in constructing new knowledgeeclassroom (Jimenez et
al.1996; Kong & Fitch, 2002; Moll & Diaz, 1987; Ris & Walker-Dalhouse, 2007,
Rodriquez, Hines, & Montiel, 2009; Taylor et alodB). An example of drawing on
students’ funds of knowledge would be appreciasingngths and capabilities in regards
to being bilingual instead of viewing bilingualisss something “un-American”
(Crawford, 1995 as cited by Jimenez, 2001, p. 738nenez et al. (1996) found that
students who saw their bilingualism as damaginéd success in school were less
successful readers than students who saw conngdi&iween Spanish and English and
used their bilingualism to enhance their Englisthvai search for cognates that were
similar in Spanish and English. Successful Lateeders saw reading in Spanish and
English as similar activities and were successith womprehending English texts when

provided the opportunity to use Spanish to clamiganings (Jimenez et al., 1996; Moll &
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Diaz, 1987; Dasilva Iddings et al, 2009). Anotbgample of building on students’
funds of knowledge would be bringing students’ wieigxperiences and knowledge to
assist in constructing new knowledge in the scketiing (Kong & Fitch, 2002; Risko &
Walker-Dalhouse, 2007). Kong and Fitch (2002)nfin their study that students who
participated in reading, writing, and talking abbtgrature in the classroom were able to
make sense of the text when they were able to abhime text to their own experience.
A key to fostering funds of knowledge was to corrigeracy learning in the school
setting to the students’ lived realities (Jimer¥)1; Taylor et al., 2008).

A second approach for connecting with studentsfamdies from diverse
cultures was a focused shift away from a deficileio Throughout the research, there
was a concern of viewing minority populations apydation groups with deficits that
need to be overcome instead of strengths and baakds that need to be built upon
(Jimenez, 2001; Jimenez et al., 1996; Flores &a&Ridjortez, 2009; Taylor et al., 2008).
This deficit model viewed students’ language prieficy, socioeconomic status, or
ethnic background as the reason for low acadenhieaement (August & Hakuta, 1997
as cited by Jimenez, 2001; Gay, 2000). In othedws/at was the students and families
of culturally and linguistically diverse populat®that were the problem; not the school
system itself. This deficit model did not consitlez missing link between literacy
learning and a connection to students’ funds oflkaedge (Risko & Walker-Dalhouse,
2007). Also crucial to this discussion of a diéficodel is the consideration that a
majority of research on literacy in the United 8satocuses on native speakers of English,
who are White, middle class students (Jimenez e1296). This lack of research on

students from diverse cultural and linguistic backmds needs to be challenged with a
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focus on research that examines Latino studentsamhsuccessful in their academic
endeavors (Jimenez et al., 1996). In order to naovaey from the deficit model, teachers
need to look for ways to bridge the gap betweerdtdminant culture and the cultural and
linguistic backgrounds of their students.

A third approach for connecting with students &ardilies from diverse cultures
focuses on parents. Researchers have consisfiemtigt that Latino families looked to
the school for guidance and suggestions in redgartieracy activities at home (De
Gaetano, 2007; Reese & Gallimore, 2000; Flores &jd&RiCortez, 2009). Reese and
Gallimore (2000) found in their study that 40 %itdracy activities in Latino homes
involved materials that were sent home from sclasolell as a marked increase in
reading aloud at home starting at a baseline of géééent at the beginning of
kindergarten to 90% percent at the end of firstgraThe research consistently showed
that Latino parents want to know how to supporirtbleildren’s academic success but
that schools must work collaboratively with pareiotsnake explicit what parents can do
at home or at school to support their childrertsréicy learning and academic success
(Flores & Riojas-Cortez, 2009; De Gaetano, 2007).

A Collaborative Approach to Family Literacy

A focus on the bicultural and bilingual identitiesLatino students and parents
calls for teachers to consider an expanded vieltesbcy which moves away from the
idea of literacy as simply extracting meaning frxt in the pursuit of comprehension
but instead conceptualizes literacy as multifacetetliding an interaction between the
reader, the world and the text at hand (Gavelekr&Bahan, 2008). The New London

Group (1996) when discussing an expanding vievit&éxfdcy maintain that an increasing
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focus on cultural and linguistic diversity empowstgdents to achieve “...the twin goals
of literacy learning; creating access to the ev@Janguage of work, power, and
community, and fostering the critical engagemetssary for them to design their
social futures and achieve success through failemployment” (p. 1). An important
consideration in terms of connecting with studemd families from diverse linguistic
and cultural backgrounds is that an expanding \déliteracy must also include an
expanding view of family literacy.

The centrality of family literacy in forging conrteans between home and school
is crucial to building an atmosphere of collabaratbetween teachers, students, and
families. Family literacy not only forges connects between home and school but also
is essential in breaking down barriers betweerhtime and school. Giroux (1997)
emphasizes critical dialogue and multiple voicethwhe purpose of engaging personal
experience and cultural resources in the proceksaaiing and understanding. Freire
(1970) also calls for dialogue with others whichulés in not only reflection but in action.
Family literacy has the power to engage familiesdents, and teachers as they work
together, speak together, listen together, antbgether.

When considering family literacy not all programs\pde this atmosphere of
collaboration and dialogue. A concern with famitgracy programs is that there can be
a deficit perspective in regards to families froivedse linguistic and cultural
backgrounds similar to what has been discusseddiegditeracy learning (Auerbach,
1995; Moll, Amanti, Neff, & Gonzalez, 1992; RodrggtBrown, 2011). Auerbach (1995)
frames the difference between family literacy pewgs as a contrast between programs

which focus on intervention which originates frordedicit perspective or programs with
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a focus on empowerment for families. A more expangiew of family literacy
conceptualizes family literacy as intergeneratidonaupport literacy for parents as well
as to provide support for parents from low educsti@r economic backgrounds to assist
in their own children’s learning (Rodriguez-Browa11). This more expansive view
can include an enrichment model which sees fantédydcy as connecting with the home
environment to recognize “...the knowledge, cultuvals, and discourses of the home”
(Auerbach, 1995; Rodriguez-Brown, 2011, p. 742)thk following sections, two family
literacy programs will be discussed in terms obe@uk on the dynamic relationship
between language and culture in forging connectimt&een home and school in an
expanding view of family literacy.
Project FLAME

Project FLAME is an intergenerational family liteygprogram specifically
targeting limited English proficient parents witletgoal of promoting literacy learning
for both parents and children (Project FLAME). RME is an acronym which stands for
“Family Literacy: aprendiendo, mejorando, educaidarning, improving, educating)”
(Rodriguez-Brown, 2004). There are four main olyest of Project FLAME which
include: increasing parents’ ability to provideetécy learning opportunities for their
children, increasing the role of parents as litgraodels for their children, improving
parents’ literacy skills, and increasing and impng\vthe relationship between home and
school (Rodriguez-Brown, 2004). There are sewsaais that Project FLAME meets
these objectives including providing literacy oppaities at home through providing
access to books and teaching parents how to fipcbppate books for their children

including how to access books at public librari@edriguez-Brown, 2004). All Project
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FLAME sessions for parents take place in eithem&baor English depending on which
language the parents can access (Rodriguez-Brdd,) 2Another way that Project
FLAME meets these objectives is by giving parehéstools to be literacy models in
their own right by increasing their own literacyddanguage proficiency (Rodriguez-
Brown, 2004). In terms of the home-to-school catioa, parents in Project FLAME
develop collaborative relationships with teach@&tss collaboration includes parents
observing literacy learning in the classroom wipcbvides parents a window into
school-based literacy practices and what is exdeaftéheir children in terms of literacy
learning (Rodriguez-Brown, 2004). This collaboratrelationship with teachers is not a
one-way monologue with teachers telling parents teapproximate school-based
literacy learning but is an opportunity for dial@gabout parents’ own concerns and
aspirations as well (Rodriguez-Brown, 2004).

The objectives in Project FLAME correspond with ceptions of family literacy
focusing on empowerment instead of a deficit paape. Empowerment in Project
FLAME is not simply one aspect of this family ligery program but is the heart of
working together with families. Auerbach (1995hem discussing family literacy
connected to empowerment, emphasizes the importdriaenily literacy incorporating
not only cultural and linguistic resources but ateanecting personally to participants’
concerns and how participants can utilize litericghallenge oppressive conditions in
their lives. Project FLAME challenges oppressiorenypowering families with the tools
of literacy for themselves, by empowering famitieve models of literacy while they
share literacy with their children, by providingpmptunities for teacher-parent dialogue

concerning literacy learning, and by providing asct leadership in Project FLAME.
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Project FLAME also has a central focus on parantallvement at school which
allows for opportunities for collaboration betwdeachers and parents. Rodriguez-
Brown (2004) discusses the importance of fostediatpgue between Latino parents and
teachers because Latino families have such a bggrd for teachers in terms of viewing
teachers as “the experts” which leads Latino parentuestion whether teachers even
want their involvement in their child’s educatioAn important part of this collaboration
between teachers and parents is the opportunityiddwgue in terms of expanding
parents’ discourse related to literacy learningcéiool.

Gee (2001) when discussing discourse discussegzamgabiscourse as part of an
expanding view of literacy with an emphasis onicaitliteracy related to language and
social practice. Gee (2001) states that critibaldcy is central in “...giving voice to
Discourses in interaction... These interactions dessivhere power operates” (p. 17).
This emphasis on discourse and power relationedrakinteraction relates to the earlier
discussion of a social identity, language, andpibweer to speak in “...inequitable social
structures...” (Peirce, 1995, p. 13). Since Latiamifies can be disempowered by
viewing their contributions to literacy learningiagerior to school-based literacy and by
being intimidated in their conception as teachertha educational experts, a
consideration of discourse and unequal power strestin interaction between parents
and teachers must be considered.

Project FLAME addresses the consideration of disssoand unequal power
structures by focusing on collaboration betweenliees and parents while parents are
actively involved in the classroom. This pareraeteer collaboration provides access to

the school discourse which in Gee’s (2001) conoeptiould be considered a secondary
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“Discourse”. A “Discourse” as defined by Gee (2P&lan “identity kit” with a focus on
social practice and social identity (p. 526). G&@01) elaborates on the importance of
Discourse by stating,
After our initial socialization in our home commtuyieach of us interacts with
various non-home-based social institutions-ingting in the public sphere,
beyond the family and immediate kin and peer grolipese may be local stores
and churches, schools, community groups, stateational businesses, agencies,
and organizations, and so forth. Each of thesmbiostitutions commands and
demands one or more Discourses and we acquire flnesdy to the extent that
we are given access to these institutions andllameesl apprenticeship within
them. Such Discourses | call secondary Discourses.
The Latino parents, through Project FLAME, are astgg the “Discourse” of school and
the social relationships associated with this Disse such as interactions between
parents and teachers as well as observing theatiens between students and teachers.
Essential to acquiring a secondary Discourse iss&cto social practice because
Discourse is mastered through experiencing theabpractices of the secondary
Discourse community, in this instance the Discowfsgchool which is accessed as
parents and teachers collaboratively work togeiGee, 2001).
The Pajaro Valley Experience
The Pajaro Valley family literacy project aroserfr the author, Alma Flor Ada,
sharing her experience as a Latina author whildérginatories and books at a local
elementary school in California (Flor Ada, 1988)h& there was tremendous

enthusiasm on the part of the students to thisatispauthor sharing her stories, the
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director of bilingual programs decided that thisdent engagement could serve to foster
a family literacy project aimed at greater intei@ttetween parents and children (Flor
Ada, 1988). The program’s goal was to encouragemanvolvement for Hispanics in
their children’s education in order to develop geeanteraction between parents and
children as well as between home and school (Ftta, A988).

This family literacy project consisted of montimheetings at a local library. The
parents and children met separately at these ngsdtint with parallel programs with the
children’s program consisting of storytelling arttier activities in a room near where the
parents were meeting (Flor Ada, 1988). For themameeting, the first activity
consisted of dialogue over topics such as thelddm being the future as well as the
hope of the possibilities within that future, tingportance of family relationships, the
importance of the dynamic of parents being in tile of a teacher for their children, and
the importance of Spanish for developing acquisitroEnglish (Flor Ada, 1988).

After this dialogue, the parent meeting would ttara discussion of children’s literature
because the program coordinators felt that thisamagiviting topic for parents (Flor Ada,
1988). The author, Alma Flor Ada, read five botksall parents in a large group setting
while dramatizing the actions and followed the regdvith a few comments at the end
as well as a brief dialogue (Flor Ada, 1988). Aftee large group reading of the books,
the parents would break into small groups for aigediscussion about the book that
they would choose to take home to share with i children (Flor Ada, 1988). These
discussions were led by teachers and consistegloide about the books pertaining to
descriptions of the book, interpretations from lleek based on personal reactions,

critical analysis of events and ideas in the stang] a creative phase where real-life
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application was applied to the book (Flor Ada, 1988astly, parents would write a
collective book about their reflections and werevtled blank books to take home to
encourage writing at home by parents and childZembigarreta, 1996).

The focus of this family literacy program is digiee and an emphasis on
families’ bilingual and bicultural identities. Quero (2007) discusses the importance of
students of all ages in telling their own storidsclk was an integral part of this project
with students and parents using the collective ukblank books as a tool to tell their
stories. Freire (1970) also emphasizes the impoetaf this “right to speak” as well as
the crucial nature of dialogue when he stategs“ftot our role to speak to the people
about our own view of the world, not to attemptrtgpose that view on them, but rather
to dialogue with the people about their view andsd(p. 77). It is this focus on dialogue
and forging connections between the culture of hantkethe culture of school that are
essential to family literacy.

Context and Methods
Research Question

The research question served as the initial pdimcuiry in terms of connections
between home and school for culturally and lingcadly diverse learners. This
guestioning stance led to the research questiothi®study: how does utilizing bilingual
and/or culturally relevant books enact collaboratietween home and school to increase
literacy learning opportunities for students anaiifees? In this section, the details of

how this question was answered will be explored.
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Site

The context for the research was a mid-sized nitheé western United States.
According to the Pew Hispanic Center (2009), thepidnic population in this western
state has a median income of $24,000 and a poraeyof 24 %. Of this Hispanic
population, 58% are native to the United States78% are of Mexican origin (Pew
Hispanic Center, 2009). Even though the populatithin this state is 26% Hispanic,
39% of the births in this state are Hispanic biffrew Hispanic Center, 2009). Since,
home language was important to consider in thisecdrand study since a focus was on
providing bilingual books, 75% of the Hispanicghis state speak a language other than
only English in the home (Pew Hispanic Center, 2009

There were several elementary schools in this westgy with four of the six
designated as Title 1 schools (Nevada Report @&@B-2009). According to the
National Center for Education Statistics (2009ha&ds with a student population of 35%
or more coming from low-income families can quafidy Title 1 status. The purpose of
designating schools as Title 1 is to provide fugdmassist in providing all children with
a fair and equal change at a high-quality educatift.S. Department of Education,
n.d.). A Title 1 designation addresses the aclnnerd gap between high- and low-
achieving children, especially considering the agbment gaps of minority and
disadvantaged students (U.S. Department of Edugatid.). Public schools using Title 1
funds include more than 50,000 schools using tltiadal funding that supports extra
instruction in reading and math, preschool prograafter-school programs, and summer

programs as well (U.S. Department of Education,)n.d larger percentage of students
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at Title 1 schools are at risk for academic failcoenpared to schools with a higher
percentage of more advantaged peers.

This study took place at Mountain View Elementach&l, a pseudonym, which
is a Title 1 school with a Hispanic/Latino poputattiof 30.2% and a free and reduced
lunch rate of 57% (Adequate Yearly Progress Refjpoi2009-2010). The school was
designated as High Achieving for the school yea&@fi9-2010 as well as being
recognized as a Title 1 Distinguished School bystlage’s Department of Education
(School Accountability Summary Report, 2009-201@ince research supports the fact
that an achievement gap exists not only based @moecic status such as free and
reduced lunch rates but also in regards to mingtitgents such as African Americans,
Native Americans, and Hispanic students, educabust do all possible to provide
research-based practice to these student popiddbgmrovide the support necessary for
academic success (Tomlinson, 2003).

Research Design

Charmaz (2000) described the researcher in gtiaditeesearch as an interpreter
of realities and an interpreter of data within théged realities. Denzin and Lincoln
(2000) further stated that a researcher in qualdaesearch used interpretative methods
with the purpose of understanding the “...worlds xgerience....” that are studied (p.
21). To understand the realities of another arodhaar’s lived experience, the researcher
was not seen as an outside observer who lookeartatipants as the “other” but the
focus was on a co-construction of knowledge betweeseaarcher and participants

(Denzin & Lincoln, 2000; Maxwell, 2005). It was $hiocus on relationships, a
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development of understanding of another’s world| #a@ hope of making a better world
that drew the researcher in this study to qualgatesearch.

This research study is a case study. Lichtmanl(Réscribed case studies as an
examination of a particular group, an event, a oy a phenomenon, a project, or a
person. A case study focuses on a particular aspéee case but can also look at the
many dimensions involved within the case (Lichtm20i1). Case studies are a common
form of qualitative research and are particuladynenon in the field of education
(Lichtman, 2011; Stake, 2000).

To be more particular in terms of the differentagwf case studies, this study is
an instrumental case study. The goal of an instntahease study is to examine a
particular group to provide insight into an issné ghe emphasis is on the case playing a
“supportive role” to facilitate understanding oéthroader issue (Stake, 2000). This
study examined a particular group, English Languaggeners and their families. The
study focused on how utilizing bilingual and/ortcudlly relevant books enact
relationships between the culture of home and titeire of school for students and
families. The study was designed to facilitateeaer understanding of how schools can
foster the home-school connection by recognizingtvanoviding culturally relevant
and/or bilingual books can do to meet the needkisfparticular group.

Participants

As discussed by Lichtman (2011), a case studymarive studying a particular
group. This case study focused on studying twaquéar groups: (1) Latino families
and students involved in a Hispanic Parent Groups&fcthildren spanned the grades of

kindergarten through'sgrade and who meet on a monthly basis and (2)e€igatten
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ESL students. These two groups were able to peawsight into the world of culturally
and linguistically diverse learners and their fagsiland therefore were provided with the
option of participating in the study. Stake (20@6%¥cribes a particular group in case
study as a “...specific, unique, bounded system...44%). This particular group was
specific, unique and bounded in that the focusefdtudy was a better understanding of
how providing bilingual and/or culturally relevadmboks affected reading at home for
these Latino families as well as enacted relatipsshetween home and school. Due to
the limited funding for the culturally relevant dadbilingual books, these two groups
became the focus of the study as a specific graligdsup instead of studying all Latino
families in the school or providing books to famdiof all students at the school. The
researcher also looked at a specific aspect afdke as discussed by Lichtman (2011) by
focusing on reading at home and how reading at henmepacted when the home-school
connection is fostered by providing bilingual arrdzalturally relevant books. This
specific aspect of the case was selected due touthegally relevant and/or bilingual
books providing a starting point for enacting nelaships with students and families
between the culture of home and the culture ofslcho

The funding for this research project provideduprto five kindergarten students
to participate by having access to the bilingua/anculturally relevant books for five
weeks. After the five weeks of the kindergartearst of the study, other kindergarten
students who were designated as ESL students kadsato the books. The families and
students who participated from the kindergarterugnere from three different
kindergarten classrooms in the school with one digdrten classroom being a full-day

kindergarten program and the other two classegylbmima half-day kindergarten schedule.



25

The families who participated in the study receiaddtter of recruitment detailing the
study which were signed and returned to schodiénctise of the kindergarten families or
were given to the researcher at the Hispanic P&emip meeting in the case of the
Latino families attending this group. The respoinem parents who requested books
sent home by returning the letter of recruitmens weidence of the desire to have books
that are bilingual and/or culturally relevant witB ESL students and families out of 18
ESL students in kindergarten requesting booksdading at home.

For the Hispanic Parent Group, the study includeding for up to 20 families at
the parent group to participate which allowed fdf participation by families who
wanted the books. This Hispanic Parent Group nmaetghly at the school during lunch
time with lunch being provided by the school fdrgarents and children who attend the
one-hour long meeting. The principal and a sclhoalrd member who is also a parent at
the school direct the meetings with topics of déston about various school related
issues such as parent conferences and the newtdigport card with time for questions
and concerns from the parents throughout the ngeefilne school board member is
bilingual and translates all information from thenpipal to the families and from the
families to the principal. The response to theldsdoeing provided for reading at home
was once again evidence of the desire for bilingmalor culturally relevant books with
almost all families at the Hispanic parent grouprtg the nine books that were provided
to each family on a monthly basis for the two-matntie span of this strand of the study.
Data Sources and Collection

Hubbard and Power (2003) discussed that the maaeaddlection tools that are

used by the researcher, the more able the reseasdbeanswer the research question.
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For this study, the question was: how does utidjzilingual and/or culturally relevant
books enact collaboration between home and scbhanttease literacy learning
opportunities for students and families? In otdennderstand how utilizing bilingual
and/or culturally relevant books enacted collaborabetween home and school, the
researcher used multiple data sources. The dataesoincluded letters of recruitment to
participate in the study which indicated interestie books to be provided, a home
reading log for recording students’ and parentshigms about the books as well as
length of time spent reading (see Appendix A),e&sIrvey about at-home reading
before the provided books (see Appendix B), a pastey about at-home reading after
the provided books (see Appendix C), field notesios, parent interviews, and student
journals. All data sources that were given to perevere translated and provided in both
English and Spanish. The collection of the datases that went home to students and
families in either the “Bags of Books” (see AppenH) or the “Bins of Books” (see
Appendix G) occurred when parents returned the $@akh week in the instance of the
kindergarten families or at the Hispanic Parentupravhen the books were returned each
month or at the end of the study.

Primary data sources included field notes and meiobbard & Power, 2003;
Maxwell, 2005). Field notes were observationatresearch site such as interactions at
the Hispanic Parent Group and the interviews watepts (Hubbard & Power, 2003).
Memos, sometimes call analytic notes, were usedfitten reflection of the field notes
and were a way to get reflections down on papex{xd, 2005). Hubbard and Power
(2003) emphasized the importance of researches @stéypically the most important

data source which was the case in this study. iDed Lincoln (2000) also discussed
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the importance of researcher notes, specificalltivgras self-reflection as a method of

inquiry in the qualitative tradition.

Throughatis study memos were consistently

focused on interactions with the participants, assoons with the kindergarten teacher

who served in the role of co-researcher, and intenas with the world outside the

research context such as newspaper editorials @dmgual education and

conversations with those who held strong opiniampmviding bilingual and/or

culturally relevant books to students. As discddseMaxwell (2005), data in a

gualitative study can include anything that is olaed or communicated throughout the

study as long as this communication or observatmas not violate confidentially or is

ethically prohibited. The following chart detaitse timeline and types of data collected

throughout the study for both groups involved ie study.

Timeline and Data Collection for Kindergarten Participants

October 10, 2011

Recruitment letter to parents

October 11, 2011

First set of five books sent home to five
families with pre-survey, home reading Ig

and student journals

October 18, 2011

Second set of five books sent home to
families

Collected returned pre-surveys

October 25, 2011

Third set of five books sent hoone

families

November 1, 2011

Fourth set of five books sent htame

families

g,
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November 1, 2011

Met with two parents during parent

conferences for interview

November 8, 2011

Fifth set of books sent home to families

with post-survey

November 15, 2011

Books collected with post-surveys, readif

logs, and student journals

Timeline and Data Collection for Hispanic Parent Goup Participants

K

October 17, 2011

Hispanic Parent Group meeting
Demonstration of interactive reading and
recruitment letter

Nine books placed in each “Bin of Books
and bins given to thirteen families with pr|
survey, home reading log, and student

journals

November 21, 2011

Hispanic Parent Group meeting
Pre-surveys returned

Second set of books to families

December 19, 2011

Hispanic Parent Group meeting
Collect books, post-surveys, home readin
logs, student journals, and complete pare

interviews

19
nt

Data Analysis

Florio-Ruane (1999) posits that case studies tylgicavolve interested outsiders

who are working to learn about the interactionsveen students and teachers in their

pursuit of teaching and learning. As an interestgidider, the researcher analyzed the

data from this study in an attempt to understaedettperience of the participants with
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literacy learning through the use of bilingual ardiulturally relevant books. The
researcher was allowed to come alongside paremtssist in a developing understanding
of the experience of having bilingual and/or cudtly relevant books available and how
these resources impacted literacy learning oppitiesnn the home. The researcher
focused on the “experiential knowledge” of the cadeng the stance of a researcher who
was an interpreter of realities and an interpretefata within these lived realities instead
of simply an objective observer with only a reliaran empirical data (Charmaz, 2000;
Stake, 2000, pp. 443-444). The analysis of thta avithin the participants’ lived

realities started as raw data, and then furthdysisebrought a structure and an order to
this data to gain meaning and insight (Hubbard & & 2003).

Data analysis in this study started at the begmoirthe study in the form of
memos and field notes that the researcher wrotdeypidin a field journal starting with
the positive response from parents requestingitimgal and/or culturally relevant
books (Hubbard & Power, 2003; Maxwell, 2005). Thesemos and field notes
continued throughout the study in response to diata response to researcher reflections
about the study. Data analysis and the reseaodegs were recursive which included
analyzing data as it became available and thigsa@uprocess continued throughout the
researcher process (Hubbard & Power, 2003; Max2@(05). Besides a focus on the
recursive nature of the research process, therasgaalso focused on a triangulation of
the data in order to reduce the risk of bias (MdkwW@€05). The use of multiple data
sources gave more credibility to the findings ia gtudy (Maxwell, 2005). As typical for
a qualitative case study, the focus was not onrgémnation but was on credibility

through triangulating descriptions in a continucenner throughout the study,
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meticulous attention to the activities of the casel focusing on the “experiential
knowledge” of the case (Stake, 2000, pp. 443-444).

The first step in the data analysis beyond a facusmemo writing, taking field
notes, and ensuring that there was a triangulatiiata was an indexing of field notes,
memos, home reading logs, parent surveys, pareviews and student journals.
Indexing was utilized to create a table of conténds listed categories and themes that
were noted in the data and the page numbers ardaaaf the data source (Hubbard &
Power, 2003). Indexing was a starting point famdanalysis since the process allowed a
discovery of themes that were constructed frondtita (Hubbard & Power, 2003).

Upon completion of the first round of data analythe themes centered on access to
books, the language barrier, and parents’ and sts’deverwhelmingly positive response
to culturally relevant and/or bilingual books. Téerond step in the data analysis after
the indexing was coding the data by taking a reeersok at the data with the goal of
rearranging, or fracturing, the data into themes wie purpose of looking for
similarities and differences in the categoriesdwalop theoretical concepts (Maxwell,
2005). In developing theoretical concepts in gtége of analysis, the focus was on
insight into what was going on in this case (Maxy@005). It was during this phase of
data analysis that the themes of access, empoweremgagement, and language became
recurring themes throughout the data. By focusmgnultiple data sources and this
meticulous analysis of the data, a compelling ceseloped originating in the

discoveries in this study (Hubbard & Power, 2003).
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Researcher Role and Assumptions

The role of the researcher in this study was aarticppant-observer because the
researcher was not a part of the school as a teaohenstead participated as a parent
who had volunteered at this school for the past years including being a member of
school and district committees that have regulagtmgs throughout the year. This role
enabled the researcher to gain a different pensggeah the workings of a school from
the standpoint of a parent but also included eigeeds a teacher with 12-years of
teaching experience. This role as a participandlired working with an experienced
kindergarten teacher who was the co-researcheflect on the impact of providing
bilingual and/or culturally relevant books to kimgarten students as well as to the
school’s preexisting Hispanic Parent Group. Theptole as a participant involved
meeting with the Hispanic Parent Group where teeascher had the opportunity to meet
with parents about reading the provided books atéhand also demonstrated interactive
reading strategies that the parents could useratvath their own children. The
researcher was also an observer of interactioateceto the study which assisted in
developing understanding regarding collaboratiamben home and school as well as
insights into educators fostering literacy learnamgl future academic success for
students from diverse language and cultural backuts.

As a teacher at the elementary level for 12 yd¢hestesearcher’s objective has
always been to provide a quality education fosaldents within the classroom. When
the researcher’s own children started school iswvthe researcher realized the
tremendous advantage they had in regards to havragent who found the educational

system easy to navigate due to experience notaméteacher but also from a
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background as a middle-class European Americarsghaol system geared for middle-
class European Americans. The researcher’s exppeseand that of her own children
were represented in the children’s literature witiie classroom each day and as
someone who grew-up in an elementary school vemylasito her own daughters’
elementary school, the school procedures and pemarivement requirements were
second-nature like many other middle-income Europ&aerican families. However,
this is not the case with all families within sckotinday. An important aspect of the
current study was the concern that in the currdatational climate of high stakes
assessment and scripted curriculums that studemtsdiverse cultural and language
backgrounds are in many ways left behind by a syshat trumpets “No Child Left
Behind” because there is no room in an already dealcurriculum for consideration in
regards to diversity in culture and language. Withe current educational system, there
is a critical need to understand home-school pestigs with respect to different cultures
(Orozco, 2008). As discussed by Edwards, LaieriMon, and Turner (2001) in a
study that exemplified a failing school, the resbars found that cultural issues were as
important as curriculum and classroom practicethatischools at risk of not fostering
children’s academic improvement were schools thsist connecting school failure with
a lack of connection with the home environment.
Findings

The findings in this study add essential understaysdregarding diverse learners
and their families, specifically Latino studentslaheir families, in their pursuit of
literacy learning and collaboration between homg sohool. A consistent theme in the

findings was that through collaboration between é@nd school, diverse students and
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their families were actively engaged in the litgrégarning process through the use of
culturally relevant and/or bilingual books. Theinatof collaboration in this study
specifically refers to teachers, students, andntangorking together to support literacy
learning. This interactive relationship is basedaro-construction of knowledge with
educators, students, and families working collatdegly to increase understanding and
knowledge regarding what culturally and linguistigcaiverse families need in order to
navigate the educational system successfully. fillkdéengs include three important
themes all focusing on collaboration between honteszhool. In the following sections,
the three themes will be discussed and incléd€pllaborative Stance: Bilingual and
Culturally Relevant Book#y Collaborative Stance: Utilizing Language as a ®ase
andA Collaborative StanceStudentsBilingual and Bicultural Identities
A Collaborative Stance: Bilingual and Culturally Relevant Books

A theme gleaned from this study was the criticgp@miance of connecting
language, culture, and literacy learning in a dmlative stance between teachers, Latino
students and their families. This collaborativanse includes providing an atmosphere
within schools and classrooms with a principal ®oon students, parents, and teachers
working together to increase transformative litgres@rning opportunities along with
increased possibilities for future student achiemenoutside the walls of the classroom.
The following findings showed evidence of the pb#sies for collaboration between
home and school by using bilingual and/or cullyradlevant books to engage diverse
learners and their families in literacy learninhe findings include: (1) An increase in
at-home reading, (2) Affirmations about at-homedneg, (3) Parent involvement and at-

home reading, (4) Requests for more at-home reading
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An increasein at-homereading

The Latino parents responded in theme Reading Survéggee Appendix B) that
prior to the study they were accessing books td tedheir children in their homes, at
the store, and at the library; however, when tipegsents were provided bilingual and/or
culturally relevant books all parents responded ttinair reading at home increased. For
the parents who received the books weeklyHbme Reading Lo(see Appendix A)
responses showed that parents were reading withkihdergarten children on average 5
times per week with time spent reading over theegkwperiod of the study ranging from
6.6 hours of reading to 12.4 hours of reading atdavith their child. When the books
were provided over the span of a month insteackwof Imooks coming home each week,
the time spent reading decreased; however whdibdydoks were provided weekly or
monthly, the parents all responded that their tieagling with their children increased. .
Since the majority of the children in this studyrev&indergarten students, this increased
reading at home with a parent is supported&imergent Literacy TheoigndFamily
Literacy Theorywith findings that show that children’s early reaglsuccess is most
closely correlated to a quality literacy environmetich the books in this study helped
to provide (Tracey & Morrow, 2006).

Affirmations about at-home reading

The Latino parents consistently responded posititeethe experience of having
access to the bilingual and/or culturally releviambks for at-home reading. The first
example of the books providing a positive literéegrning experience for the parents
was in theHome Reading Lo(see Appendix A) where parents rated the bilingunal /or

culturally relevant books as “Great”, “Okay”, orDfd not Like”. The parents
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consistently responded with positive ratings oflitbeks such as “Great” or “Okay” with
no indication in theHome Reading Logf any books that the parents did not enjoy. The
second example of a positive literacy learning expee consisted of parent responses to
theHome Reading Survey (Part&hich was given at the end of the study (see Agpen
C). In this second survey, all parents respontdatiiaving the books sent home was a
positive experience, that they spent time talkingud the books with their children, that
it was easier to find books to read, and that tbieidren asked to read more frequently.
Other comments from parents in the survey inclutdatthey noticed the books “Work
on imagination”, that their child would come homihithe bag of books and want to be
read to, and that the parents wanted their childdm more words as a result of reading
the books.

Parent involvement and at-home reading

This study showed evidence of the bilingual andldturally relevant books
providing an atmosphere within the home that sujgggparent involvement in literacy
learning. The first example of this atmosphere finamoted parent involvement came
from parents who the researcher met during parfecences. The kindergarten
parents who participated in the study were givenagption of meeting with the
researcher after their regularly scheduled pamstter conference and two parents came
to talk with the researcher with the assistanca wanslator. These parents responded to
each question from the researcher positively whesstijoned about the books in the
study including the following comments which weegaphrased since the parents

responded in Spanish through a translator:
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o One parent commented on enjoying the picturesdrbtdoks and the discussion
about the pictures with her child. She said hddaspecially liked the bilingual
Curious Georgéooks, and she and her child enjoyed talking togyedbout
these books.

0 Another parent commented that the books made rgadihome more
pleasurable and that her child was more excitedtateading.

o Both parents commented on the books being readidey and younger siblings
as well as the kindergarteners in the study. Gmaekgarten student was having
his older brother read the books to him, and amddimelergarten student was
being joined during the reading times at home pgunger sibling who was 3-
years old.

o Both parents requested more books for readingratho

The simple act of providing access to these boakdemeading at home a more

frequent family activity and provided opportunities discussion between parent and
child about the content of the books as well apibrires. Krashen (1998) provides
insight into the importance of access when he dised that the average Spanish-
speaking family in the United States had only 28Ksan the home including all books
and not only children’s books . Krashen (1998)Her emphasized that the simple act of
providing interesting books for students is a pdulencentive for reading. Access to
books that children and parents can access ang tgether is essential to a literacy-
rich environment which supports literacy learnimgl dhe connection between home and

the school.



37

Requests for more at-home reading

Providing this access to books for the Latino fasibnd students was met with
an overwhelming response for requests from parantsat times urgent pleas, for more
books. In terms of the kindergarten students enstindy, more than two-thirds of the
families with students designated as ESL requdbe8ilingual and/or culturally
relevant books to read to their children at horAethe Hispanic Parent Group there was
almost full participation with 17 requests for bedkom a group that has attendance
numbers of up to 20 mothers and fathers attenti@gtoup. This level of parent interest
in the books continued throughout the study.

This continued level of parent interest in therglial and/or culturally relevant
books was not simply an initial curiosity but itdaene clear that the books played a
significant role in literacy learning at home besawf the considerable effort that parents
made to ensure their children received the bodkprimary example of this effort on the
part of parents occurred at the final meeting whih Hispanic Parent Group when the
researcher offered families the opportunity to carg at-home reading with the books
now that the study was complete. At the end oftleeting, parents eagerly approached
the researcher requesting books for their chilthahthey wanted to take home that same
day. The researcher emphasized to these eageitptrat they would indeed get the
books but that since today was the last day ofthey the books were being checked-in
to be placed in classrooms for the teachers to Bent after winter break. When the
parents heard that they would not get the booki$ after the two-week break, the
parents initiated the idea of having the books kente with their children that same

week before the start of winter break. This eaggs for the bilingual and/or culturally
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relevant books was not only evidenced by parentseatlispanic Parent Group, but was
also seen with parents taking the initiative totaohthe school personally about their
desire for bilingual and culturally/relevant bodksead at home. One mother came to
school twice with the purpose of talking to the B&inslator to ensure that her daughter
received the books for at-home reading. Anothetherocalled the ESL teacher’s
assistant at the school to find out how she coxtth@ange the books she had for more
books since she was not able to make the Hispamenpmeeting that month and then
took the initiative to bring in the two bins of daoshe had been reading at home to be
replaced with more books. Parents in this studyonty responded positively with
requests for the books but also took the initiatovensure that their families continued to
receive the books which was evidence of collabondbetween home and school with
the bilingual and/or culturally relevant books segvas a starting point for this
collaborative stance.

The opportunity in this study for parents to acdabsgual and/or culturally
relevant books provided an opening for the languamkculture of the families to be
acknowledged and affirmed. De Gaetano (2007) vdiszussing low parent
participation rates for minority groups emphasiteg an issue that must be considered is
that school parent involvement policies can oveklthe diverse needs of minority
families by assuming that they have the same eampegiand needs as White, middle-
class parents. De Gaetano (2007) further states wbnsidering parent involvement
that “....a one-size-fits-all framework does not addrethnic diversity...” (p. 146). The
heart of collaboration in this study was the impode of connecting with families

through dialogue about what diverse learners ae thmilies need in order to be
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actively involved in their child’s literacy learrgn This dialogue between students,
parents, and teachers resulted in findings refigai need which is seemingly simple:
provide bilingual and/or culturally relevant bodksincrease literacy learning
opportunities for Latino students and their fansilie
A Collaborative Stance: Utilizing Language as a Reairce

A central finding in this study was that using tamilies’ home language as a
resource for literacy learning and communicatios &w&ey factor in families being able
to read the bilingual and/or culturally relevantke and also was essential for
communication with these families. An exampléh&f importance of utilizing the home
language, which for the Latino families in thisdtwas utilizing Spanish, came from the
nightly homework assignment at this school. Regdlon 20 minutes each night is a
requirement for homework at the school where thidystook place, so providing books
in a language that parents can access is crinaampleting this seemingly “simple”
homework assignment. An important finding fronstbiudy was that in order to
empower Latino students and families to read tagyedhhome and to foster
communication with the school, resources must beiged in the language that the
parents can access. The bilingual format of theakb@nd materials in this study
provided this access.

Using Spanish as a Resource: Bilingual Books

Access to bilingual books was a topic that parenthis study consistently made
positive comments about and was also a topic argaequests for books being provided

specifically in the bilingual format. A note thats received from a mother expressed
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this appreciation for the bilingual books and tbarection between the home language
and school-based literacy learning. This mothertevin English,

This books are great in our house. Mom is bilingDald is Spanish

speaking only but he’s been taking English classeskit was great to hear

him reading this books to our son. So our familtalang advantage of

this program. Thank you.
Another parent, a father, talked to the researaht#re Hispanic Parent Group regarding
how helpful the books were to his wife who couldyarad in Spanish. He told the
researcher that the bilingual books provided hig Wie opportunity to read the books to
their son and to also discuss the content of tlekdbecause the books were in Spanish
which was the language the mother could accessth&nindicator that the bilingual
format of the books was instrumental in providimportunities for literacy learning was
found in the pre-and post-surveys about the bod&lksents consistently responded that
they wanted access to books in both Spanish anlisBrajnd that their children enjoyed
reading the books in both Spanish and Englishviiry bilingual books provided these
parents with access to books that could be rehdrag, to engage in dialogue about the
books, and complete a common homework requirement.

Using Spanish as a Resource: Bilingual Written Communication

Providing bilingual parent communication was instantal in connecting the
language of school with the language of home im shiidy. There were several
indicators that providing communication in both Siga and English allowed parents to

participate in the study and to participate inriy learning with their children at home.
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First of all, when parents responded to the recreitt letter from the researcher
indicating interest in the study and the bilingaati/or culturally relevant books, 19 out
of 24 families responded to this letter utilizifgetSpanish translation. All the materials,
including this recruitment letter, were providedwan English translation and a Spanish
translation for parents in this study. Secondliotlze surveys, reading logs, and other
communication with parents including written comnaation from parents were in both
English and Spanish and indicated that some pausets$ solely Spanish, some used a
combination of English and Spanish and some usidEoglish to respond. The third
example came from a conversation between the i&@s®aand a translator concerning the
importance of bilingual written communication. $lranslator reiterated the importance
of written communication being provided in a biliad format because of the Latino
families who could only access important schoadted correspondence if the
communication was in Spanish.

Using Spanish as a Resource: Bilingual Oral Communication

Providing bilingual parent communication orally waso instrumental in
connecting the language of home with the langu&gelmol in this study. At each
meeting of the Hispanic Parent Group there waarsstator to relay to parents what the
researcher was communicating pertaining to reaaifmgpme with their children,
interactive dialogue during reading, and other etspef the study. The translator would
translate to Spanish what the researcher was sagimgll as translate to English
guestions or comments from parents for the researchhis translation provided a back-
and-forth dialogue between the researcher and tsatfeat would have been impossible

without Spanish and English translation. A tratmslavas also provided when the



42

researcher met with parents during parent/teadrderences to discuss how parents and
children were enjoying the books at home becausedhents who attended the
conferences spoke only in Spanish.

As emphasized by Escamilla, Chavez, and Vigil (206fny in education
whether teachers or administrators see languatgatites as problems or deficits that
need to be “eradicated” rather than as a resobetecan be built upon (p. 133). This
study consistently showed that schools have theryppuity to build bridges with the
communities they serve by giving families the taol®e partners in their children’s
education and specifically to foster an atmospbéfigeracy success inside and outside
of school by providing bilingual and/or culturaliglevant books to foster literacy
learning for families and students. Connecting viatiilies in a personal way is essential
to effective parent-to-school dialogue and thislgtsupported the critical importance of
providing this dialogue whether written or verbalki language the families can access.
A Collaborative Stance: Students’ Bilingual and Bialtural Identities

The findings in this study consistently showed tha students in this study were
just as eager to access the bilingual and/or @llyurelevant books as their parents
proved to be throughout the study. The first exanopthis engagement on the part of
students was evidenced in tHeme Reading Lo(see Appendix A) where the students
rated the bilingual and /or culturally relevant ke@s “Great”, “Okay”, or” “Did not
Like”. The students, like their parents, consiiieresponded with positive ratings of
the books such as “Great” or “Okay” with no indioatin theHome Reading Logf any
books that the students did not enjoy. The seesadhple of this engagement on the

part of students was evidenced in H@me Reading Survegee Appendix B) where it
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was indicated that the students enjoyed readingimoboth English and in Spanish.
The third example was in thdome Reading Survey (Part @hich was given at the end
of the study (see Appendix C). In this survewydts indicated that the students asked to
read more often when given the opportunity to héeebilingual and/or culturally
relevant books. The final example of student eegant came from student responses
to the bilingual and/or culturally relevant bookgournal writing. Several students
completed journal entries adding descriptors off tlaeorite character or favorite part of
the books that were sent home. The students astmould write in complete sentences
such as, “My favorite part is when she cooks theabr’ This student was writing about
the bilingual book entitled@he Little Red HenAt other times, the students would write
in phrases such as “Puss in boots” sharing abathanbilingual book or simply writing
“Princess” when writing abouthe Princess and the Pea

The students in this study consistently showedexnad of the bilingual and/or
culturally relevant books which supported theirmglal and bicultural identities
providing opportunities for the students to be geghand excited about reading. One
kindergarten student in particular exemplified #nsitement over the bilingual and/or
culturally relevant books. First of all, both rasehers noticed that this student initiated
returning her books each week without ever beingnded. She would place her “Bag
of Books” filled with her books for the week on heacher’s chair and when she noticed
the bag was filled with new books, she would eagalke the books to her backpack
with a smile that emanated joy. Second of alk #andergartener would initiate
interaction with the researcher and her teacheutabe books. Each week when the

researcher came to the classroom to deliver thkdhdlois young girl would smile at the
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researcher or come up to the researcher to interacitiate conversation about the
books. She shared about reading the books witblter sibling, younger sibling, and
her mother as well as would share which books Wwerdavorites. Her kindergarten
teacher was enthusiastic about her progress mdigdearning in terms of being able to
be an engaged learner who could share her fasmidks as well as tell why they were
her favorite. In the words of her teacher, “Tisabhuge!” When the study was over and
the books were being shared with other Latino f@silvho requested the books, this
young girl told her teacher, “My little brother mes the books.” The researchers then
made sure that she, and the other families reeugelstioks, continued to get the books
even after the study was complete.

Two other students from the study exemplified #agerness on the part of the
students to have their identity recognized in teoftheir language and culture in order
to engage in literacy learning. The first studeas a fourth grade boy. On the first day
the researcher brought the “Bin of Books” that weguested at the Hispanic Parent
Group to this fourth grader, he asked; “Do you &dg@anish?” When the researcher
responded “Un poco” and then added “Como Esta?thviriere two expressions that the
researcher remembered from high school Spanish, ¢tas fourth grader started to talk
excitedly in Spanish. This bilingual student wasited and proud to show the
researcher the use of his Spanish language aseediéy a big grin from ear-to-ear.
The second example was another kindergarten studdtar the first week of the study,
this young girl excitedly showed the researchernd@mal which was almost completely
full with pictures and words about the stories Bad read with her parents that week.

Each week when the researcher went to exchanggrtbiebooks, she would smile and
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always add “Thank you.” The last week of the studiyen the books were being
checked-in so the books could be placed in clagssdo be sent home by teachers, this
young girl stood with her backpack open waiting &nging for another set of books.

This study gave evidence that when there is alootiive stance between home
and school with resources such as bilingual anaditturally relevant books being
provided to Latino students and families, the stislend their families are not only
engaged in literacy learning opportunities at hdmmealso are able to access their
bicultural and bilingual identities. Au (1998) engsizes the importance of literacy being
“personally meaningful” for students from diversdtaral and linguistic backgrounds
which connects to the focus in this study on sugpgistudents’ bicultural and bilingual
identities (p. 309). The focus in this study osa@rces that provided families access to
their home language and culture was part of thlislocorative stance between home and
school which supported literacy learning as a nregnl experience for students as well
as for their families.

Discussion

The findings in this study describe how one elemsnschool utilized bilingual
and/or culturally relevant books to enact collatiorabetween home and school to
increase literacy learning opportunities for studeand their families. Quintero (2007)
emphasizes supporting multiple languages and ietvhich contribute to forming new
relationships and meanings which is the foundaiothis study with bilingual and/or
culturally relevant books. The new relationshipd ameanings based on dialogue with
families and students in this study provide impatriasights for teachers. The following

section consists of a discussion of what the rebeaterms “lessons learned” to
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reinforce the conception that it was not only thegmts and students who were impacted
by the study but also the researcher who as agessdrned important lessons for
classroom practice. The lessons based on theadatgsis includetessons Learned:
Possibilities for Students and Famili@sdLessons Learned: Possibilities for teachers.
Lessons Learned: Possibilities for Students and Fahes

When a student’s home identity conflicts with thiture of school this leads to
“cultural discontinuity” which can negatively affdearning (Herrera, Perez, &
Escamilla, 2010). A kindergarten student in gtigdy exemplified in human terms the
effects of cultural discontinuity and this discoohketween the language and culture of
home and the language and culture of school. JiHistarted kindergarten as the only
English Language Learner in her classroom. At,fglse only spoke Spanish at school
even though later in the year as she became mewasatshe started to speak English in
addition to Spanish. This kindergartener starsezhalay of her school experience by
coming to her teacher crying with her hands claggdly in front of her pleading to go
home. As she continued crying and pleading, shddvead the teacher to the phone in
the classroom hoping for the teacher to call hetheroso she would be able to leave
school and go home. This continued day-after-ddy one day the teacher happened to
read a book which contained words in Spanish akaseh English. This book happened
to be the one and the only book from the schoeksling program which contained
words in Spanish as well as reference to the Latiture. This wise, caring teacher
used this opportunity to talk to the class aboairtfellow-student who could not only
speak the Spanish words in this book but couldadigtspeak Spanish fluently. During

the reading of this book, this teacher used thisagithe “expert” to help pronounce the
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words and used this girls’ knowledge to discusstwelagh word meant. This teacher who
was at this time also earning her TESOL endorsemasataware of building on the
knowledge that this young English language leabneught to school as well as her
identity. On the playground that day, the teaciaticed other students from class
initiating interaction with this girl for the firdtme that year because they wanted to
know this “expert” who they had overlooked untihtliay. This day was the beginning
of a transformation for this student from cryinglgieading to leave school to being an
engaged learner who now says enthusiastically avegmile on her face, “I like school. |
like my friends.” This kindergarten student wasoethe most outwardly excited and
enthusiastic participant in this study who wouldlsnwave, or approach the researcher
to engage the researcher in discussion about thiesleach time she noticed the
researcher delivering the bilingual and/or cultiyrbboks to her classroom.

This one student tells the story of many learneidassrooms who are seemingly
disengaged or reluctant learners but who with iseght of a wise, caring teacher can
become active, engaged learners by utilizing calaurd language resources. Moll,
Amanti, Neff, and Gonzalez (1992) conceptualizedpportunity that this teacher
provided this student to access student knowleddmigding on this student’s “funds of
knowledge” which enables teachers and studentsgage in an exchange of knowledge
connecting the family and the school while conttitbgi to the content of lessons within
the classroom. This call for educational opportasitvithin the classroom to embrace
and build upon students’ bilingual and bicultuggmntities and their funds of knowledge
is echoed by numerous experts in the field of etimcas well as in the field of second-

language acquisition (Au, 1998; Cummins, 1986; eterrPerez, & Escamilla, 2010;
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Jimenez, 2000; Kong & Fitch, 2002; Moll & Diaz, I9&Risko & Walker-Dalhouse,
2007; Thorne, 2005).

A central focus in this study was building on studébilingual and bicultural
identities as evidenced by the primary role thagual and/or culturally relevant books
played in the study. This study provided an opgaty for Latino families to access
books that were in both Spanish and English whigdperted their bicultural and
bilingual identities. The focus in this study wsing bilingual resources supports a
changing conception of literacy as well as changimgceptions of language learning. In
terms of literacy, the broader conception inclua@sove away from a focus on
mastering a code in literacy learning to consitlerimpact of an individual’s language
on literacy including an emphasis on social inteoac(Cummins, 2008; Tracey &
Morrow, 2006). In terms of language, the broaderception of language learning
parallels a broader conception of literacy witheamphasis on the language learner and
the broader social word (Norton, 2010; Peirce, 1996ng & McKay, 1996). The
findings in this study support these broader cotioep of language learning and literacy
learning considering language as a bridge to bteeand increased social networks
instead of language acting as a barrier to liteeay social interaction.

The findings in this study suggest that when sttglemd parents’ bicultural and
bilingual identities are supported that this suppoovides access to not only literacy
learning opportunities but also provides accessdader social networks that impact the
identities of diverse learners and families. Thstfexample of this access was previously
discussed in the example of the kindergarten stugkaning access to broader social

networks in terms of her interactions with otherd&nts in class, her teacher, and the
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researcher who delivered the bilingual and/or calty relevant books. The second
example which specifically gives evidence to largguproviding access to broader social
networks is the interaction at the monthly HispaP@ent Group meetings which were
central to this study. These lunchtime meetinglwhre held throughout the school
year in the school library typically have twentytiba parents, both mothers and fathers,
attending the meetings. These meetings are orelbedtoy a supportive principal and a
supportive school board member who provide oppdrasfor bilingual dialogue with
parents regarding topics of interest or concemaviging parents the opportunity to
participate in this study as well as to be engagetiscussions would not be possible
without the commitment at this school to providfingual translation at these meetings
which is provided by the school board member whailingual. The researcher who
attended three meetings of the Hispanic Parentfisdaung the time of the study noticed
the positive interactions and dialogue betweenmay@rincipal, and the school board
member. Through not only being an observer ofaheteractions and dialogue but also
as a participant, the researcher suggests thatéisen that these parents are actively
engaged each month in these meetings is becawsgkhbilingual dialogue the Latino
families are accessing broader social networks dettision-makers at the school and at
the district level which enacts collaboration andages these families in their children’s
education.

The examples from this study provide evidence efdéntrality of language and
culture to engage Latino families and studentsonamly literacy learning through at-
home reading but also to engage in expanding soetalorks, or in other works

collaboration. Norton Peirce (1995) emphasizéseinconception dfinvestment” the
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social identity of the language learner and theriplay between power relations, social
interaction, and language (p. 3). Norton (201€®a‘investment”, as a substitute for the
term “motivation” or engagement in language leagnto describe the “...socially and
historically constructed relationship of learnerste target language and their
sometimes ambivalent desire to speak, read, oe wtifp. 3). The concept of

investment links language to accessing social nésvas well as a developing a sense of
identity (Case, 2004; Cummins, 2008; Peirce, 1998hen teachers give parents and
students the tools to engage in literacy learningkvin this study consisted of providing
bilingual and/or culturally relevant books pareats engaged as they are given
opportunities to build on their bilingual and bizukl identities.

This study connected language to accessing sogfalonks at school in terms of
requirements for at-home reading and opportunitiegteractions surrounding school
activities. Pierce (1995) found in her researet th second-language acquisition that a
primary focus must be on the language learnersakmentity in relation to speakers of
the target language, in this study that would bgliEh speakers, and how this interaction
must be considered in terms of “...inequitable sosfialctures which are reproduced in
day-to-day social interaction” (p. 13). In thisgyuimost of the parents used Spanish to
communicate and therefore it was necessary to gedvanslation whether it was oral in
the form of having a translator at the HispaniceRaGroup meeting or whether the
communication was written. This study suggestsdbeess to language in the form of
bilingual communication is central to accessingarfymities and interactions that

support the home-school connection.
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An essential finding from this study is that Latiparents and students actively
engage in reading at home and in parent involvemesthool when Latino families are
provided books in a bilingual and/or culturallyeehnt format and translation to Spanish
which supports the bilingual and bicultural ideiestof the Latino parents and students.
Engaged readers are readers who are intrinsicaltivated to read and who read
frequently (Tracey & Morrow, 2006). Research peiitag to student engagement in
reading shows that reading engagement is enhanoed students read books that are
relevant to their own lives and when students legess to a print rich environment at
school (Cummins, 2011; Gambrell, 2011). Reseaectaming to parent involvement
indicates that Latino parents become more invoWwlken there is an emphasis on their
culture and language (De Gaetano, 2007; Taylok,2@08). Conceptualizing this
connection between the home and the school is soggestion for educational practice
but isindispensable to engage families and studentseiraly learning is critical to a
broader understanding of meeting the educatioredsef diverse learners and their
families.

Lessons Learned: Possibilities for Teachers

New knowledge not only better enables teachersitienstand students
and their world but also empowers the learners
themselves...Observational studies help the teaaioeratand the
student’s world from the student’s point of viewher than from that of

the teacher’s own culture. Students are the inhoiin teacher research,
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helping us to learn both the recipes for behawvidheir cultures and the

learning strategies that they employ (Hubbard & @o®003).

At the heart of this study is not only enactingaobrative relationships between
home and school, but also a broader understanditig @ossibilities for teachers for
connecting with diverse culturally and linguistlearners in order to have a deepened
sense of the experience of literacy learning fuedie learners and their families. The
essence of the possibilities for teachers in thidysis for teachers to rediscover the
power of their instructional decisions in termditgracy learning and how these
decisions affect the diverse learners in theirsslaems. Cummins (1986) conceptualizes
the role of teachers with diverse learners aseawtlere culture and language is
“additive” instead of “subtractive” in terms of ioigporating the minority culture and
language into school and communicating to paramisstudents that their culture and
language are valued (p. 25). When teachers embrectadditive” stance towards
culture and language, they open up possibilitiesémnections with diverse learners and

their families in order to promote literacy leamiopportunities at home and at school.

A central lesson learned in this study is that thdditive” stance towards culture
and language not only empowers linguistically anitucally diverse students and
families but also provides teachers with possibgito transform classroom practice. The
possibilities begin with teachers recognizing auésor problem within their classroom
and taking action to address this issue with agihaastance of recognizing that past
practice may not always be best practice. Thisystudjinated in this manner with the

issue of providing access to books for Latino faasiand students. The first example of
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this “additive” stance towards culture and languafpech can result in the transformation
of classroom practice was experienced by the relseaim this studyAs a

granddaughter of an immigrant and as a daughterhghad stories of her own mother
being discriminated against because of the stighmamigration, the researcher was
confident that she was an educator who was seasdigtudents from diverse cultural
backgrounds and who provided an atmosphere will@rckassroom which built upon the
strengths and multiple identities of culturally eiise students. When the books were
ordered for this study (see Appendix D and Appertf)ixhe researched looked through
her personal collection of hundreds of childrerosks representing heroes such as Ruby
Bridges, the African American girl who stood upatagry mobs who were fighting to
keep the status quo of segregation in the soutlef Gleattle, the great Native American
chief who stood for environmental awareness; Geetiiderle, the first woman to swim
the English Channel in a time when women were haivad to vote and Allen Say’s
story of hisGrandfather’s Journegps a man straddling the worlds of Japan and Americ
in a time of war. This list of heroes and insgirstories from children’s literature could
go on and on. However, the realization that stdghe researcher in her tracks and
brought a sickening feeling that washed over Her & tidal wave was the realization that
in this vast collection of children’s literaturgoresenting a multitude of cultures,
ethnicities, and perspectives; there were no btuksrepresented the Latino culture or
that were bilingual. This realization affected theearcher powerfully because she knew
she was not alone: how many other teachers ditianat the Latino population
represented in their classroom libraries or inrthtgrature discussions in the classroom?

How does it affect Latino students when they a% 37 the school population in the



54

state where this study took place yet are not sgried in books within the classroom?

(Pew Hispanic Center, 2009).

The second example of this “additive” stance towanature and language
resulting in increased possibilities for teachees wxperienced by the researcher in terms
of communicating to the families in a bilingual fimat provided by either oral translation
or written translation. During this study, trarigla and dialogue in both Spanish and
English were provided to families in order to ematdmmunication between the school
and the home. However, the researcher found tiigtranslation was not only essential
to the parents but opened up broader possibifitiesommunication for the researcher.
During the first meeting of the Hispanic Parent @rothe researcher personally
experienced the language barrier that families fdorerse linguistic backgrounds face
due to the researcher relying completely on thastedor to get the information to the
mostly Spanish-speaking parents about the bookkablethrough the study, dialogue
during reading, and the importance of reading atdoAfter the meeting, the researcher
noted in her teacher notebook, “The format of hgdrtranslator right there was fabulous
because | knew my message was getting acrosséadit interaction with the parents
whether it was at future meetings of the HispareRt Group or at conferences talking
to the parents, there was always a translator. r@$earcher noted again in her teacher
notebook at the end of the study, “At first | wasmidated speaking because | was not
able to speak Spanish. However, | became veryaatie with the dialogue back-and-
forth with the parents and translator. | becanmafootable initiating conversation with

parents without the translator as well and becanaeof times | knew | was not being
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understood and then would ask a bilingual paretaitslate.” In order to connect with
linguistically diverse families communication istmal, so building on an additive stance
towards language allows teachers opportunitieag@age in dialogue with the families
through providing translation for not only the fdies but for teachers to foster this

interactive dialogue which is essential to buildampnections between home and school.

As discussed earlier, Peirce’s (1995) conceptianwestment and language
learning emphasizes the interaction between idemgihguage, and broader social
networks. The Latino families as well as the aesker established access to broader
social networks as both researcher and particigagsrienced the possibilities that
bilingual communication can provide in breaking doanguage barriers. The
researcher personally experienced access to breadet networks through bilingual
communication by being a part of the Hispanic Pa@woup and being able to interact
with Latino parents throughout the study and afterstudy at school activities. The
Latino parents and the researcher established@orethip through these interactions
with just recently a parent asking the researcharsghool event, “Where have you
been?” referring to the researcher no longer batrtbe Hispanic Parent Group meetings
since the research study was complete. This stugorts Peirce’s (1995) findings that
identity is dynamic instead of static and that laexge is the gateway to opening social

networks.

Finally, teachers encounter possibilities not dhlpugh an “additive” stance
towards culture and language but also by developisight into another’s lived reality.

Freire (1970) emphasizes transformative dialogusnasxchange of ideas where there is
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critical thinking and a relationship with the gadimutual understanding. Through this
dialogue with families, the researchers had theodppity to learn of another’s
experience. For example, one parent at the Hisganmient Group initiated a discussion
with the researcher about not having the abilityetmd one of the children’s books that
had been sent home. This parents’ vulnerability laamestly about having difficulty
reading provided the researcher insight into theyrayers of access when it comes to
literacy learning opportunities in the home: acdedsooks, access to language, and
access to literacy for parents.

Teachers access opportunities for broader possbilivhen they have the tools of
language and literacy learning to meet studentdamndies where they are and provide
the proper scaffolding to help them reach theihbgg potential. In order to accomplish
this “sky is the limit” mentality, teachers mustmember as stated by Corson (1997)
“...the purposes, effects, and types of literacyafioy single group may be very different
from those established and recognized in schopls6§0). Teachers are open to broader
possibilities when they know and understand thedents’ struggles and successes in
order to provide them with the keys to a lifetinfditeracy. As stated by Gee (2009),
“Literacy needs to be viewed as embedded in melplcially and culturally constructed
practices, not seen as a uniform set of mentaltiabibr processes” (p. 196). The goal
must be to provide the keys to language and liyelearning for all students who enter
the doors of all classrooms.

Implications
This study emphasizes the interconnected natuitedcy learning, language,

and culture which has parallels to the intercoreeciature of investment, language
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learning, and social networks as conceptualizeseopnd-language researcher Bonny
Norton Peirce (Cummins, 2008; Norton, 2010, p. B)e idea of investment in language
learning parallels the conception of cultural dig@auity and provides teachers with a
deeper understanding of diverse learners withiim th@ssrooms as well as provides a
rational for building on the home culture and laage to engage students in literacy
learning. Morrell (2007) when discussing the isstirigh-drop out rates for minority
groups emphasizes how the culture of marginalizedps is not represented in current
conceptions of literacy which leads to decreasetivatton and achievement. The
concern is the lack of “meaningful links” that séundis from diverse cultures make with
the traditional school curriculum (Morrell, 2007yhis study consistently shows that
Latino students and parents are actively engagétiacy learning when given access to
bilingual and/or culturally relevant books whichilbon their language and culture.

A World of Possibilities

In a time when teachers feel almost unbearablespreso standardize

what we do, it is important to begin with the cartian that we are no

longer teaching if what we teach is more importhah who we teach or

how we teach (Tomlinson, 2003, p. 10).

The essence of this study is simple: provide bdlo&sfamilies from diverse
cultures and language backgrounds can accesstén ivsracy learning, collaboration
and future academic success. Yet, in the reseddizyears of teaching in public
schools and in the search through vast amountdufagional literature for examples of
providing bilingual and/or culturally relevant baoto families; it was discovered that

providing these books is not a common educatioradtjze as evidenced by a lack of
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literature to support or even discuss this practiflee questions that consistently
troubled the researcher through this search ditdrature was: As a predominantly
monolingual nation, can educators embrace studbilitsgual and bicultural diversity as
a strength to be built upon to combat comments agchiwWhy are you providing books
in Spanish and English? Shouldn’t the books onlynldenglish?” Current research can
provide perspective on these questions; howeveerms of language, feelings about
language can usurp research-based realities adouyudge.

To respond to those who cling to firm beliefs relyag moving the Spanish-
speaking community towards a monolingual statuagog on an English-only stance,
facts must be considered instead of feelings.t Bfrall to consider in this pursuit of facts
instead of feelings is that consistently in theeegsh the goal for immigrants themselves
and for policy-makers with regards to languagersSpanish-speakers to learn English
because English is considered the language of pomeetanguage that provides access to
broader social networks and the language that gesva gateway to future success (Case,
2004; Cassidy, Garcia, Tejeda-Delgado, Garret, iNatGarcia, & Hinojosa, 2004;
Taylor, Bernhard, Garg, & Cummins, 2008; Perry,dfidll Kay, & Brown, 2008; Valdes,
2000). Second of all when considering facts irardg to language use, researchers have
found that Spanish speaking families are indeewchie@ English and are acquiring
English similar to other waves of immigrants ane shifting away from their native
language (Valdes, 2000). Mexican immigrants likeeot_atino immigrants are
transitioning to English and a bilingual and biou#l identity with 31.3 % of this
population speaking more English than Spanish &d % speaking both English and

Spanish (Valdes, 2000). The difference with Laimmigrants, particularly those from



59

Mexico, compared to other immigrant groups is thay tend to maintain their Spanish
language because of their close location to baadkas and the country of Mexico
(Valdes, 2000).

The influence educators have to provide an atmaspdfecollaboration for all
students and their families is essential to noy edlucational success but success in life
beyond the classroom. The transforming powertefdcy and the opportunities it brings
are simply stated in that old song by Louie Armsty,d‘l think to myself, what a
wonderful world.” That is the possibility of whatdracy can bring to the world: a
wonderful world, a new perspective, change, tramsétion. As stated by Au (1998), “To
overcome the barriers of exclusion posed by conveail literacy instructional practices,
educators must work with an expanded vision ofditg strategies and concepts in
school, so that school definitions of literacy aemsformed. In this way, educators
create the possibility not only of helping studeilt®ecome proficient in literacy but of
enabling them to be empowered through literacystliteracy as a tool in bettering
societal conditions” (p. 308). It is not knowledghich is power but the ability to take
that knowledge to the level of application to owndives that brings transformation.

Ah...the possibilities or to paraphrase Dr. Seus$, tOe places we can go!”
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Take Action

1. Get bilingual.

Do your bilingual students and families have actedsoks and school correspondence
in a language they can access? When you send okitdoders are options for bilingual
children’s books available to families?

2. Check your bookshelf.

Can your students access books about their cdtusnguage in your classroom? Are
all cultures within your classroom representechmc¢hildren’s literature in your
classroom?

3. Imagine.

Put yourselves in your students’ shoes or bettetaje a turn sitting in their desks at the
end of a difficult day and imagine what coming frardiverse language and cultural
background may be like for diverse learners as &x@grience school. What can you do
to connect diverse students and families with thiuce of school?

4. Be inspired.

Remember the words of Nelson Mandela, “Educatidghasamost powerful weapon which

you can use to change the world”.
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Home Reading Log
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Book Title

Record how
much time you
spent reading

How did you like the

book?

(Circle either Great, Okay,

or Did not like)

How did your child like the
book? (Circle either Great,
Okay, or Did not like)

Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
Great! Okay Did not| Great! Okay Did not
like like
Great! Okay Did notf Great! Okay Did not
like like
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Appendix B
Home Reading Survey

What are your child’s two favorite books?

Do you and your child go to the Carson City Libary for books to read at home?
o Yes
o No

Do you and your child go the store to get books read at home?
o Yes
o No

How many times during the week do you read a lo& to your child?
o0 0-2times
0 3-4times
0 5-7times
o 8 or more

Do you talk about the books while you read witlyour child such as interesting

words in the book or about what is happening in théook?

o0 Yes
o No

Does your child have books at home that are iiger own books?
o Yes
o No

Is it ever hard to find a book that your childwants to read?
o Yes
o No

Does your child ask to be read to while at hor?e
o Yes
o No

Do you like to read books in Spanish to your cll?
o Yes
o No

10. Do you like to read books in English to yourhald?

o Yes
o No
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Appendix C
Home Reading Survey (Part 2)

1. What did you think of the “Bags of Books” thatwere sent home each week?
0 The books were great!
o There were some good books and some we did not like
o0 We did not like the books that were sent home.

2. Did you and your child spend more time readingogether with the books
provided by the “Bags of Books” than you did beforehe books were sent home?
o Yes
o No

3. How many times during the week did you read adok to your child?
o 0-2times
0 3-4times
0 5-7times
o 8 ormore

4. Did you and your child talk about the books andhe interesting words in the
books with the “Bags of Books”?

o Yes

o No

5. Did the “Bags of Books” make it easier to findooks that your child wanted to
read?

o Yes

o No

6. Did your child ask to read more at home with te “Bags of Books”
o Yes
o No

7. What did you think of having books sent home itfspanish and English?
0 The books were great!
o0 We wanted the books only in English.
0 We wanted the books only in Spanish.

8. Would you be interested in receiving more bookisom school that your child is
able to read at home or that you are able to readtyour child?

o Yes

o No



9. What were your child’s two favorite books?
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10. Have you seen any changes in your child’s etasnent about books since the
books have been sent home? What changes have yoense
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Appendix D
Book List for Kindergarten

The Ugly Duckling by Luz Orihuela (Bilingual editip

Cinderella by Luz Orihuela(Bilingual edition)

Sleeping Beauty by Luz Orihuela (Bilingual edition)

Little Red Riding Hood by Luz Orihuela (Bilinguatligion)

The Three Little Pigs by Luz Orihuela (Bilingualitoh)

The Little Red Hen by Carol Ottolenghi (Spanish &mgjlish version)

The Princess and the Pea by Carol Ottolenghi (Spamnd English version)
The Three Billy Goats Gruff by Carol Ottolenghi éish and English version)
The Velveteen Rabbit by Carol Ottolenghi (Spanisth Bnglish version)

The Gingerbread Man by Catherine McCafferty (Sgaaisd English version)
Goldilocks and the Three Bears by Candice RansqraniSh and English version)
Jack and the Beanstalk by Carol Ottolenghi (SpaamghEnglish version)
Curious George Cleans Up by H.A. Rey (Bilingualtieah)

Curious George at the Aquarium by H.A. Rey (Bilingkdition)

Curious George and the Pinata Party by H.A. Relyn@ial Edition)

Curious George Plants a Seed by H.A. Rey (Bilingidition)

Curious George and the Firefighters by H.A. ReyiiBual Edition)

Curious George visits the library by H.A. Rey (Bdual Edition)

Curious George by H.A. Rey (Bilingual Edition)

Curious George: Dinosaur Tracks by H.A. Rey (Bjtial Edition)

Perro Grande. Perro Pequeno. Big Dog...Little DodPliy Eastman
(Spanish/English Version)

El Gato en el sombrero/The Cat in the hat by DusSend Carlos Rivera (bilingual
book)

Tortillitas para Mama and other Nursery Rhymedrgial edition) by Margot
Griego, Betsy Bucks, Sharon Gilbert

Pio Peep-Traditional Spanish Nursery Rhymes by Aftoa Ada
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De Colores and Other Latin American Folksongs folldCen (Anthology/Spanish-
English Version) by Jose Luis-Orozco

Eric and Julieta-Como mama-Just like mom by Is&hatoz

Calavera Abecedario: A Day of the Dead AlphabetlBloy Jeanette Winter

N is for Navidad by Susan Middleton Elya and MdBgnks

Quinto, Day and Night/Quinto, Dia y Noche By Inarthiano (bilingual book)
Marimba: Animals from A to Z by Mora
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Appendix E
Book List for 155"

Borreguita and the Coyote by Verna Aardema
Iguanas in the Snow and Other Winter Poems by lBem@&larcon and Maya
Christina Gonzalez
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From the Bellybutton of the moon and other sumnoanps by Alarcon/Gonzalez

Angels Ride Bikes-And other fall poems by AlarcoorfZalez

Laughing Tomatoes and other summer poems by Al&Bmmralez

A Gift from Papa Diego (Bilingual) by Benjamin AdirSaenz

Amelia’s Road by Jacobs Altman

Return to Sender by Julia Alvarez

The First Tortilla: A Bilingual Story by Rodolfo Aaya and Amy Cordova
The Santero’s Miracle (Bilingual) by Rudalfo Anaglad Amy Cordova
Barrio-Jose’s Neighborhood by George Ancona

Charro: the Mexican Cowboy by George Ancona

Fiesta USA by George Ancona

Frida: Viva La Vida! Long live life by Carmen T. Beer-Grand
Rapunzel: A bilingual book by Fransc Bofill and Jndoma

My Name is Celia: The Life of Celia Cruz by MoniBaown

My Name is Gabito by Monica Brown

My Name is Gabriela: the life of Gabriela Mistrgl klonica Brown

Pele, King of Soccer by Monica Brown and Rudy gutgz

Sol a Sol: Bilingual Poems by Lori Marie Carlson

Lupe Vargas and her super best friend (Multilingedition) by Amy Costales
Dancing Miranda by Diane De Anda

The Empanadas that Abuela Made (Bilingual) by BedrDelange Ventura
Diego! Bigger than Life by David Diaz

Diego! Bigger than Life by David Diaz

Abuela by Arthus Dorros

Papa and Me by Arthur Dorros
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Isla by Arthur Dorros

Cuckoo: a Mexican Folktale by Louis Ehlert

| Love Saturday y Domingos by Alma Flor Ada

My Name is Maria Isabel by Alma Flor Ada

The Gold Coin by Alma Flor Ada

Dear Peter Rabbit by Alma Flor Ada

Your Truly Goldilocks by Alma Flor Ada

With love, Little Red Hen by Alma Flor Ada

The Lizard and the Sun by Alma Flor Ada

Tales our Abuelitas Told: a Hispanic folktale eglion by Isabel Campy and Alma
Flor Ada

Gathering the Sun: An Alphabet in Spanish and Ehddy Alma Flor Ada and Simon
Silva

Whoever you are by Mem Fox

Harvesting Hope: The Story of Cesar Chavez by keathlFrull and Yuyi Morales
A Very Smart Cat by Yolanda V. Fundora (bilingudliten)

My Colors, My World by Maya Christina Gonzalez

The Bossy Gallito (Bilingual) by Gonzalez

The Storyteller's Candle by Lucia Gonzalez and LiD&lacre

The Day it Snowed Tortillas by Joe Hayes and Ardddastro Lopez

Calling the Doves by Juan Felipe Herrera

La Miraposa by Francisco Jimenez, Simon Silva

My Abuelita by Tony Johnston and Yuyi Morales

Mama and Papa Have a Store by Amelia Lau Carling

In my Family by Carmen Lomas Garza

Family Pictures by Carmen Lomas Garza and Sandiae@is

Magic Windows-Ventanas Magicas by Carmen Lomas &arz

The Woman Who Outshone the Sun by Martinez

Los Gatos Black on Halloween by Marisa Montes

Juan Bobo Goes to Work by Marisa Montes and Joezep
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Dona Flor: A Tall Tale about a Giant Woman withraaj big heart by Pat Mora
Book Fiesta by Pat Mora

Gracias Thanks by Pat Mora

Tomas and the Library Lady by Pat Mora

The Desert is my Mother by Mora

The Rainbow Tulip by Pat Mora

The Night the Moon Fell by Pat Mora

Yum! Mmmmm! Que Rico! By Pat Mora

Abuelos by Pat Mora

Listen to the Desert by Pat Mora

Becoming Naomi Leon by Pam Munoz Ryan

The Dreamer by Pam Munoz Ryan

Esperanza Rising by Pam Munoz Ryan

Hello Ocean by Pam Munoz Ryan

Me, Frida by Amy Novesky

Puss in Boots by Carol Ottolenghi (Spanish and iEhglersion)

First Day Grapes by L. King Perez

My Diary from Here to There by Amada Irma Perez Baya Christina Gonzalez
Lola by Loufane Gladys Rosa-Mendoza (Bilingual book

Curious George at the Baseball Game by H.A. Relndial Edition)

The Dog who loved tortillas by Benjamin Alire Sadinglish and Spanish version)
A Walk with Grandpa/Un paseo con abuelo by Shamnr8on

Too Many Tamales by Gary Soto

Chato’s Kitchen by Gary Soto and Susan Guevara

Chato and the party animals by Gary Soto and SGse&vara

Chato Goes Cruisin’ by Gary Soto

Snapshots from the Wedding by Gary Soto

The Old Man and His Door by Gary Soto

What can you do with a rebozo? By Carmen Tafolla

What can you do with a paleta by Tafolla



o Dear Primo: A letter to my cousin by Duncan Toulati
o0 This House is Made of Mud by Libba Tray
o Grandma’s Gift by Eric Velasquez
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Appendix F

“Bags of Books”

WRITTZN BY / ESCRITO POR

MARIO PICAYO
ILLUSTRATED BY / ILUSTRADO POR |
YOLANDA FUNDORA
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Appendix G

“Bins of Books”

Too Many

TAMALES

L

1 ‘ ANTO \.\hlr,]




