IT’S A BUCKET WITH HOLES IN THE BOTTOM:

A STUDY OF BICULTURAL IDENTITY DEVELOPMENT

By

LESLIE DIANE HUFF

A dissertation submitted in partial fulfillment of
the requirements for the degree of

Doctor of Philosophy

WASHINGTON STATE UNIVERSITY
Department of Teaching and Learning

August 2008

Copyright by LESLIE DIANE HUFF, 2008
All Rights Reserved



Copyright by LESLIE DIANE HUFF, 2008
All Rights Reserved



To the Faculty of Washington State University:

The members of the Committee appointed to examine the
dissertation of LESLIE DIANE HUFF find it satisfactory and recommend
that it be accepted.




ACKNOWLEDGEMENT

| would like to take this opportunity to express my appreciation and gratitude for the people
who have contributed to the completion of this thesis. First and foremost, | am very appreciative of
the participants in this study. | appreciate the honesty and concern they all expressed in our
meetings. | hope this project serves their needs as a school. My deepest appreciation goes to each
of them. | am especially grateful to the student at the center of this article. His honesty and
openness about his life, his perceptions, and his experiences made an invaluable contribution to this

research. | am honored to have worked so closely with such an exceptional young man.

At WSU | have studied under energetic and passionate scholars. My committee members, Dr.
Tom Salsbury and Dr. Mary Roe, have provided valuable guidance and encouragement throughout
my program. Dr. Joy Egbert, my advisor and friend, has given me great opportunities to achieve well
beyond my course work. Her desire to see me succeed in and out of the classroom provided a
source of motivation and determination that has propelled me to achieve more than | thought was
possible. | am deeply appreciative of all the work and encouragement these extraordinary mentors
and the College of Education as a whole have done to make this dissertation possible.

A special note of gratitude goes to my classmates Cara Preuss, Gail Gleason, and Levi McNeil.
Your friendship and support have kept me going through difficult times and made the good times
even more fun. Thank you.

Finally, my love and eternal appreciation go to my family. You’ve stood by me my entire life
and | could not have come this far without your unconditional support. Mom, Dad, Sharon, and

Akira thank you for all you do and all you have done for me.



“IT’S A BUCKET WITH HOLES IN THE BOTTOM”:
A STUDY OF BICULTURAL IDENTITY DEVELOPMENT

Abstract

By Leslie Diane Huff, Ph.D.
Washington State University
August 2008
Chair: Joy Egbert

In the United States, English language learners (ELLs) are failing to achieve. The literature
indicates that among a variety of probable causes, a students’ development of a bicultural identity
could be key to fostering success. However, the examination of cultural identity development,
specifically the opportunities available within the school context for bicultural identity development
is under researched. This article addresses this gap by examining how the school context provides
and prevents opportunities for ELLs to develop their identities biculturally. Findings indicated that
despite good intentions opportunities for bicultural identity development in the negotiation of
linguistic, cultural, social, and academic components of the school context were largely unavailable

to the ELL in the study.



“It's a bucket with holes in the bottom™:

A study of bicultural identity development

Classrooms in America’s schools are becoming asingly diverse, particularly with
regard to language minority students. For exanfygéyeen 1979 and 2006 the population of
five to 17 year olds in the U.S. who spoke a lagguather than English at home increased from
3.8 million to 10.8 million (NCES, 2008). Furthermpaccording to the Pew Hispanic Center,
immigrant students enter U.S. schools in later ggdtian they previously did, resulting in
greater challenges for them to meet grade leved@zafions in both language and content
knowledge (Fry, 2005). Many of these language niipstudents are experiencing academic
failure in school. The recent increased focus anddrdized testing in public school provides
one assessment of this population’s lack of acadashievement. The Washington Assessment
of Student Learning provides an example of howetitslwith limited English perform on
standardized tests. Of students who took all texaens, reading, writing, and math, for grade
ten, only 8.1 percent met the standard on all #aens while 41.6 percent failed to meet the
standard on any of the exams (OSPI, 2008). Thigltcan be seen across the nation. A report
issued through the Pew Hispanic Center indicatatith percent of eighth grade English
language learners (ELLS), a subset of languagentyrsiudents, failed to achieve basic grade
level reading and math scores in 2005 (Fry, 208I8p of concern is the dropout rate among
ELLs. In Washington State high schools during th@£22005 academic year, an average of 6.5
percent of ELLs in each grade (9-12) dropped o@&K(. Fry (2005) asserts similar trends

nationally stating that while students born outdlteU.S account for eight percent of the



student population, they make up 25 percent ofitbpout rate. These and other statistics
indicate that U.S. schools are not currently megtie needs of their language minority students.

The needs of many language minority students nftunalude language learning.
However, educators must recognize that they alge haeds outside of those associated with
language that influence their performance and &ehient in school. It is important to look past
the language needs of this population to discovetwndividual students also need
academically, socially, and culturally to succegithough there is not a simple, standardized
process to assess and meet the needs of this popuitis necessary to do so if language
minority students are going to experience sucgeiseir education.

Understanding students’ cultural identity—who studeare and how they relate to the
world— could be a valuable tool in addressing theds, expectations, and perceptions of
individual language minority students. This poteltyisignificant influence on students’ lives, in
particular their school lives, has not been exiazlgiresearched as a way for teachers and
schools to better reach their students and unchet$keeir needs.

In order to better understand the cultural idgraftELLs, teachers and researchers must
avoid depictions of ELLs as the uniform group tlaeg often portrayed to be in research,
educational settings, and the media. In realitgirttanguage development need often ends their
similarity. ELLs, like all of us, are individualsitl unique ideas, emotions, expectations, and
goals. They have different ideas about learningsaaol. Teachers and other school officials
need to discover ways to not only teach these stadenglish, but to engage them in learning
through their individual interests, strengths aedds (Alvermann, 2002; Meltzer & Hamman,

2004).



Given the changing U.S. demography, ELLS’ laclacddemic success, and the impact
that cultural identity is posited to have on studeengagement in learning and academic
achievement, addressed in the following sectiomemesearch is needed. Educators must begin
to understand cultural identity development in stfoontexts at a deeper level. The study
outlined in this paper provides an in depth exatmmaof how the school context of one school
shaped opportunities for the bicultural identitypstuction of an ELL. In exploring existing
understandings of cultural identity, | first deberitheories and concepts of identity | drew on to
develop and inform this study. The second sectiostiates the method and findings of the
study. The final section focuses on the limitatiohshis study and presents implications for
pedagogy and future research in understandinghtheences school contexts have on the
opportunities ELLs have to construct their bicuddudentities.

Understanding Cultural Identity

Accessing ELLS’ cultural identities could lend igisi into many aspects of learning. For
example, teachers who understand a student’'s acad&#engths, culturally informed
expectations of school, and familial roles andgdiibns start from an advantageous position in
grasping what it is a learner needs to succeed.ederythe ways students identify themselves
and, in view of that identification, describe thegeds, is under-researched.

Definitions

In attempting to understand cultural identity westrirst clarify and define what cultural
identity is. The literature often arranges peopigéntities into neat, distinct categories, for
example, by race, gender, and age. (e.g., Akodli& 2D08; Zubair, 2007). Pavlenko (2001)
identifies additional identities (e.g., social, sak ethnic, and linguistic) that tend to be

addressed as distinct or isolated in the literatQrdtural identity has also been viewed as an



independent category in research. Although marfgréift definitions of cultural identity have
been used to ground research studies, researcherghnerally defined it as the way an
individual relates to a group (their own nativetatg group(s) or a new culture group) that
shares a common history, language, and world veege,(Ferdman, 1990; Norton, 1997). These
categorizations, while convenient, oversimplify tfagiety of factors influencing the identity
construction of individuals, particularly ELLs. Aavlenko (2001) and others suggest, while it is
simple to talk about the separate identities #sely were independent of one another, in reality,
an individual’s identities are highly intertwinegor example, one’s ethnic identity often informs
social and racial identities, which provide foundias for linguistic identity, which in turn may
be highly influenced by one’s gender identity. Besmof the tangled nature of identities, all
these categories should be included as compontatdtoral identity. In this paper, cultural
identity indicates a person’s sense of who she=as land her/his place in the world and includes
whatever other components matter to that individusdnse of self. In other words, each identity
is constructed of a changing combination of compitse
Identity Construction

Research on identity— where it comes from, hogleitelops, and what influences it—
has been ongoing. Social identity theories covarynsérands of identity inquiry. For example,
social psychologists such as Stryker and Burke@8@ve spent decades exploring the internal
processes (e.g., behaviors and expectations)apetiter with external social structures (e.g.,
interactions and relationships) influence a persatentity. Poststructuralist views of identity
emphasize the active role individuals play in cangtng their own identities. From this view,
identity is a constructed part of the self (Weed®87); the active participation of the individual

in identity construction is essential to the depebent (and redevelopment) of identity.



Weedon (1987) asserts the importancsutdjectivity,or the active participation of the
individual, in the construction of identity. He alsmphasizes the role language plays in the
construction of both identity and subjectivity, imgf, “Language is the place where actual and
possible forms of social organization and theieljksocial and political consequences are
defined and contested. Yet it is also the placerevbar sense of ourselves, our subjectivity, is
constructed” (p. 21). Lippi-Green (1997) placednailar importance on language in the identity
construction process. In her analysis of the foasgsimilation of indigenous tribes in the United
States, she noted that the attack on indigenouslgiigns focused on the eradication of
indigenous languages because language is “thesalisht way we have of establishing and
advertising our social identities” (p. 5). In othhesearch as well, language plays a key role in the
development of identity. Duff and Uchida (2007)adbr example, that “identities and beliefs
are co-constructed, negotiated, and transformeghamngoing basis by means of language” (p.
452). Because language and identity are so tigitlyen together, the complex linguistic terrain
ELLs traverse can have a significant impact onrtbenstruction of cultural identity.

For ELLs, the role language plays can be complichiethe fact that their native
language might be stigmatized by the dominant $poieonly partially developed and their
comfort level in English low. Research points teriéical relationship between the level of
language development and one’s sense of membensaigroup (Brunn, 1994; Heller, 1987;
Weisman, 2001). Because of the partially developdre of their language skills, ELLs may
not have yet learned certain language functionscimald impact their images of self and senses
of place. This leaves suboptimal conditions fonttte successfully navigate the social
interactions that aid in the ongoing constructiod eeconstruction of their cultural identities.

This is problematic because, along with languaffecdities and possible gaps in content



knowledge, fragmented or contradictory culturahitiiees could lead to confusion and
frustration for ELLsyesulting in compounded obstacles for them to surmho order to succeed
academically, as discussed in the next section.
A Model of Cultural Identity

In understanding the construction of cultural idlgrin ELLs and the potential influences
cultural identity has on academic achievementgtipeststructural and socio-cultural
conceptions of identity can be employed. Theseethomcepts— the bicultural construction of
identity, the multiple influences in its construetj and its constant evolution to fit the needs of
the learner— are explained below and provide insagll support for the project design and
methodological decisions made in this study.
Bicultural Possibilities

First, cultural identity can be constructed bictatly (Bosher, 1997; Kanno, 2003; Lee,
2001, Zarate, Bhimji & Reese, 2005). Biculturaltiims sense, means the maintenance of one’s
traditional or native culture(s) as well as theegtance of one’s new culture. Bicultural identity
(BCI) construction is essential in the developnwrdcademically successful ELLs (Lee, 2001;
Zarate, Bhimji & Reese, 2005) who, by definitionyshfunction in at least two cultures—that of
their own or their parents’ origins and that ofithreew residence. The use of the term “bicultural”
is not meant to exclude those who have roots irerttean two cultures, but rather is used to
express the intertwining of ELLS’ home culture(s)hatheir English-speaking culture. Often
bicultural individuals more strongly identify witime culture in certain situations, but the key to
biculturalism is one’s “ability to cope successyulith more than one cultural worldview”
(Weisman, 2000, p. 206). Specifically, the valuamgl internalization of aspects of both one’s

native and new culture(s) represent biculturalism.



While the possibility of biculturalism is hotly deted, scholars seem to reflect the idea
that not only is BCI construction possible, butdbavho develop such an identity are more
successful and functional in society (Bosher, 13@&hno, 2003; Lee, 2001; Zarate, Bhimji &
Reese, 2005). In the educational arena, ELLs waddiaultural are more likely to succeed not
only in their language learning, but in more gehacademic goals (Norton, 1997; Weisman,
2001; Zarate, Bhimji, & Reese, 2005). For exampés (2001), in her ethnographic study of
Hmong-American high school students, analyzed ¢timebinations of influences that led to
greater student achievement. She found that steigérd, along with their parents, accepted
American values such as educating girls and alsotenaed traditional Hmong values such as a
respect for parental authority had greater sudoesshool. Alternatively, students who either
assimilated completely, rejecting Hmong cultureglong to Hmong culture, rejecting American
culture, were more likely to be truant and lessceasful in school. Similarly, through interviews
with Latino/a students and measurements of acadachievement, Zarate, Bhimji and Reese
(2005) found that a BCI was significantly correthte academic achievement. Bicultural
identities were determined to exist based on stsderiecting more than one ethnic label from a
list provided during the interviews. While this dyuoffers interesting findings, it is limited
because it does not incorporate factors outsidgtoficity as influential in the results.

Multiple Influences

The second concept in cultural identity developtemltiple influences, indicates that
identities are constructed in response or reldtanvast array of influences (e.g. Harklau, 2000;
Katz, 1996; Lee, 2001). Some of these influencelside various aspects of an individual's
background (e.g., economic, familial, educationai@vious life experiences, and previous and

current social interactions. Although they are ft@oked at discretely, the array of factors



influencing the development of cultural identitywell-documented in the research literature (e.g.
Duff & Uchida, 1997; Igoa, 1995; Lee, 2001; Morg&B97; Vandrick 1997). Another important
influence is the social context. For example, mphocess of identity construction, ELLs are
reconciling the meaning of stereotypes of ELLs Hrataccepted by schools and peers (Bosher,
1997; Harklau, 200; Lee, 2001) and dominant cultteeeotypes of ELLS’ native culture and
language (Matute-Bianchi, 1986; Weisman, 2001)kidar(2000) provides an example in her
research about ESL students who were transitidmétgyeen high school and community college.
She found that a college label of “ESOL studentd the connotations of “lacking intelligence,”
“slow,” or “unsuccessful” embedded in the label laasignificant influence on the identities of
ELLs who had been considered “the good kids” inrtAenerican high school. The students in
Harklau's study excelled in a high school whereleas admired their dedication and
perseverance; unfortunately, upon entering a moséla climate at college where less was
expected of them, the students, for unclear reasastsmotivation and failed to achieve as they
had in high school.

In addition to these influences, ELLS’ perceptiofseality also influence how ELLs
construct their cultural identities (Spencer, 19%yes (2007) tells the story of a Cambodian-
born high school student who rejected the labeldA®\merican” because he perceived the label
to represent Chinese or Japanese Americans’ eatreyrial motivations for coming to America.
For them, America is a land of opportunity. Reyssdent felt that neither he nor his culture was
represented by the label. He considered himseléOAsian.” This label, for him, represented
the involuntary nature of his family’s departurerfr their homeland and arrival in America. This
student came to America looking for freedom, whiehperceived as being absent in his home

country, at least partially because of politicadl anilitary actions of the U. S. Perceptions and



beliefs such as these must be uncovered by teaicherder to understand the cultural identity of
their ELLs and effectively meet their needs.

In addition to the above influences, Matute-Bian@®i86) identified a student’s access
to successful role models as influential in BClelepment. She found that, while many high
school students have occupational goals, thosehatie family, friends, or acquaintances who
hold similar positions are more likely to be suafekin reaching their occupational goals.
Matute-Bianchi proffered that a role model couldrf®iencing success by establishing better
access to and understanding of processes thatdesadployment.

Another influence addressed in the literature ie@iged similarities to the dominant
culture or language (Lee, 2001; Thompson, 2006pnison (2006) explains how the similarity
of one Korean woman’s name with the English wonhtsy” helped the woman avoid ridicule
and taunting as a child while two other women seflesuch a high level of harassment in school
that they adopted English names. The woman witlietigdish-sounding name was able to use
her Korean name for all aspects of her adult lifédevthe other two women lived binominal
lives, reserving their Korean names for interagiamthin the Korean-American community and
their adopted American names for academic and gsafeal activities in the dominant culture.

These factors affect individual ELLs and the camgion of their identities in different
ways, but, to reiterate, schools and educatorsmdike the effort to understand the strong
influences in the lives of their ELLs could helgithstudents traverse the difficult landscape of
these multiple influences and their impact on idgmonstruction in ways that lead to academic
success.

Constant Evolution



In addition to bicultural possibilities and mul&pinfluences, researchers and educators
must acknowledge that identity is not a stagnanstact. It is continually constructed and
adapted to meet one’s needs (Duff & Uchida, 199%5eR, 2007; Toohey, 2000). The
reconciliation of multiple influencing factors ineoBCl is not the end product for most
individuals. In poststructural and socio-cultutaaries as well as in applied linguistics,
individual identities are conceptualized as flundiges constantly evolving to fit new and
changing environments (Reyes, 2007); biculturahiidies ebb and flow as well.
Anthropological research also finds that identiies not fixed attributes of an individual, but
rather evolve as a result of interactions and egpees (Reyes, 2007).

The Influence of Context

The three aspects of cultural identity do not afeem a vacuum. ELLs construct their
cultural identities in context. The environmenthich students learn is highly influential in
their school performance (Wahlberg, 1970). Fras894) went further saying that not only do
learning environments influence achievement, bey #iso influence affective outcomes in
school. Perceived equality, organization, and stinecof the learning environment are some of
the aspects of the learning environment that imibgestudents’ in their academic pursuits
(Wahlberg & Anderson, 1968). It is important to ember that the learning environment, while
influential in students’ academic achievement,aslimited to the academic lives of students,
but rather linguistic, cultural, and social, compots of the school context need also to be
considered.

The three aspects of cultural identity in schoaitegts; its 1) bicultural possibilities, 2)

multiple influences, and 3) constant evolution,cheebe considered when attempting to

10



understand the cultural identities of ELLs. Figlirns a model of BCI development that

illustrates how the aspects are integrated witiénsichool context.

leture

Figure 1: A Model of Bicultural Identity Developmten School Contexts

This model was constructed from a review of therditure and a pilot study. The outside frame
of the model shows that a learner’s understandirngghis home and new cultures is influential
in all aspects of the school context within whible/e operates. For the purpose of this study,
the school context is seen as the overarchingtateiwithin which the cultural, social, academic,
and linguistic components develop. In the schoatext, each component interacts with the
other components of the school context, combiniith athers to influence identity development.
The permeable boundaries between home and newesitind between the cultures and school
context represent the influential relationship kedwthese aspects of identity. Finally, the Celtic

knot, which has no beginning or end, contains théipte influences that can impact an
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individual’s identity construction and represetits fluidity of components and the constant
evolution of an ELL’s cultural identity. This modef BCI development grounds this study by
providing a visual framework through which to exgléhe ways school context provides and
prevents opportunities as ELLs develop their caltidentities.

Methods

The goals of this project were to gain greateigimsinto the cultural identity of the
participating student and to develop a sense ofdhéexts within which he was constructing his
cultural identity at school. The study focused @sirgle student and the complexities of that
student’s functioning within his daily environmeifitie method of analysis centered on
uncovering patterns in both the individual and¢batexts within which he operated to better
understand how and why the individual operatedh@wtay that he did at school and how and
why the school context provided and prevented dppdres for BCI development. This study
was bounded by the high school, within which theufowas on the experiences and perceptions
of actors who had an impact on the opportunitiésredl to ELLs.

In conducting this study, | sought to show howgbkool context provided and prevented
opportunities for bicultural development. In loogiat an individual in this context, | could
extrapolate how these opportunities might influebicalltural development. The following
section describes the participants, data sourag$iragtings of this study.

Participants

This study centered around Yu-Ming (a pseudongn@hinese immigrant freshman in
the ESL program at a high school in a rural Padificthwest town. He attended a school of 700
students where he was one of 12 students receseingces in the ESL program. He spent two

periods a day with the ESL teacher, who split 8 of her time every day between the middle

12



and elementary school ESL students in the distfigtMing came to this town three years

before the study began. He lived with his paremtsle his aunts, cousins and grandparents lived
across town. His mother ran a jewelry and décop stmal his father worked at his aunt’s
restaurant. Yu-Ming's participation in this studgsva continuation of his involvement in an
exploratory study on cultural identity constructiconducted the previous semester.

In addition to Yu-Ming, other participants in tlegidy were chosen because of their
importance in and understanding of the school cnBecause of the multiple influences that
could impact BCI development, it was necessaigdiude participants representing a variety of
perspectives and experiences in the data. Pantisiall into three categories. The first category
included Yu-Ming’s teachers. His ESL, agricultusalence, art, and information technology
teachers were all interviewed face-to-face aboth bee school and their experiences working
with Yu-Ming. Yu-Ming’'s math teacher was unavailalbbr an in-person interview, so an
abbreviated interview was conducted over e-maié 3écond category of participants included
other teachers and school personnel. These partisipincluding the school principal, a
guidance counselor, and two teachers, were intgeddor their input on school contexts. Both
of the teachers in this category were chosen bedhaey represented departments, math and
humanities, that were not represented in interviefnséu-Ming’s teachers. The third category
was students. Six American students were interdefaethis study in order to develop a more
complete picture of the school context. Three efdtudents had attended school in the current
district since kindergarten. One transferred fronearby private school in fifth grade, and two
came from another district in seventh grade. Theshmen, two juniors and a senior were
included as participants in the study. The freshpaaticipants had had classes with Yu-Ming

the previous year, or were currently in at least dlass with him at the time of the study.
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The physical environment of the school includecaety of posters, flyers, and
announcements contributing to a language-rich enment. Signs were taped around the school
on brightly colored paper advertising a varietyhib, social, and sporting events. One in
particular advertised a debate to be held on whéleeOlympic Games in Beijing, China should
be boycott.

Data Collection

| conducted the study over a three month perib@. thiree month timeframe provided
adequate time for Yu-Ming to work anpersonal video production project and suffictene to
get a snapshot of the school context and Yu-Midg'geloping cultural identity.

Within the three month timeframe, | conducted eighekly 90-120 minute data
collection sessions during Yu-Ming's ESL study raaild after school. The focus of the sessions
was a video production project during which Yu-Mioiganized pictures, narration, music and
any other effects in a video about himself. Thesvigroduction project was conceived of as a
way to help Yu-Ming express himself in a less laaggrbased avenue. | designed the activities
and tasks during the sessions to help Yu-Ming thinéut aspects of himself that he would like
to include in the video. | employed several datéecton sources and techniques to enhance the
credibility of this study. During sessions with Yding, the data collected included seven hours
of semi-structured and informal video recordedrinigavs, conversations, drawings, written
tasks, homework assignments, cultural continuatgeapand a culture comparison survey. | also
observed Yu-Ming’s content courses to glean a deapaerstanding of Yu-Ming’s academic
life outside the ESL classroom. These observatigere useful in developing topics for Yu-
Ming’s interviews and tasks and also extrapolatiog his identity might adapt or change to fit

different learning environments. | included thédiaotes from these observations in the data.
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These data sources provided insight into the egpeeis, perceptions, anxieties, and feelings that
Yu-Ming expressed toward school.

In addition to the data collection sessions | cateld with Yu-Ming, | videotaped semi-
structured interviews with the other participams$he study. Interviews, which are particularly
useful in exploring participants’ perceptions, exaéions, perspectives, and insights (Maxwell,
1996) were used to understand aspects of the schotdxt from a variety of sources including
the principal, counselor, teachers, and studenis.tD the time constraints of teachers and the
comfort level of students, the students were ingsved in groups while the teachers, counselor,
and principal were interviewed individually. | viokaped and transcribed verbatim 10 hours of
interviews with participants other than Yu-Ming.éde interviews explored participants’
perceptions, opinions, and experiences with regaESL students, the ESL program, and
school context. | conducted follow-up interviewgwsome participants to clarify meanings or
expand ideas from the original interviews.

Data Analysis

Because the current study sought to build meamorg the data inductively, the constant
comparison method (Glaser & Strauss, 1967) wasechtwsanalyze data. This data analysis
process results in data collected early in a shaiiyg influential in the shape the study takes
thereafter. Yin (2003) notes that analyzing datdenihis collected is meant “to develop ideas
for further study” (120) rather than conclude asgtuSince | expected the dual focus on Yu-
Ming’s experiences and the contexts of the schmahcover both independent and converging
patterns, it was important to employ a method ¢& @malysis that provided for an evolution of

the research direction as data began to take strppoint to additional participants and themes.
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Once categories such as the social and academjgor@mnts of the school context and
themes such as making friends and teaching stest@ggre identified in the data, salient patterns
were uncovered across themes and analyzed inorelatithe greater context of the study. Four
components within the school context arose frondtita as prominent influences on the
opportunities available for Yu-Ming to develop ldentity biculturally. These were the
linguistic, cultural, social, and academic compdaeeroted in the model and discussed below.

Findings and Discussion

The findings within these components and theirvah themes are presented and
discussed below in light of the model of BCI deyghent that grounds this study.
Linguistic Component

The first component, linguistic, is based on thglaage attitudes and expectations of
school personnel. The data show that language wWamaant influence in Yu-Ming’s life and
his BCI construction. In line with the overlappimgluences of components illustrated in the
model of BCI development, Yu-Ming experienced thiduence of language across components.
Because of this convergence, many aspects ofrigeiditic component are addressed in the
discussions of the cultural, social, and academmicponents of the school context. The attitudes
and expectations of participants toward the usetfe languages and English among ELLs
formed a pattern in the data and are discussdudsrséction.

Second language acquisition research supporttitenaed development of students’
native languages as they learn a second langusegefdr example, Crawford, 2004; Cummins,
1986). Cummins (1986) and others posit that devetpa rich home language increases the rate

and accuracy of second language and content knge/lacquisition (Cummins, 1986). Despite
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these findings, at Yu-Ming’s school the use of inglish languages was seen as detrimental to
the acquisition of English and was not encourageth® majority of participants.

A common theme in the data was participants’ exgiexts that ELLs would use English
in all aspects of their lives. For example, a soieteacher expressed her disappointment with an
ELL when she “caught her reading a Chinese book€ feacher continued, “No wonder she
struggles. She goes home and speaks, reads, aed inrChinese all day long and she only does
[English] in class, and so she is really strugglifidhis teacher was a proponent of speaking
English at home as well, saying, “if you're jusesging English to your teacher and you don’t
even talk to the other kids in your class, you'relqably not going to learn it as fast.” The
counselor also recommended parents speak Englibleitachildren in order to foster their
linguistic acclimation to the school. “I encourdgeilies to speak in English at home. So, not
only do my kids have to be learning English, | amege parents to be practicing English at
home, too.” In other words, teacher participaniseaped to devalue students’ native languages
at this school.

Students at the school also appeared to see Eltisenlanguages as obstacles to their
linguistic and academic progress. One junior s&idon’t like it when people don’'t speak
English . . . I don’t understand them, and it's making anything easier for them because
nobody else understands them.” Another studensimaidar concerns about ESL students
hanging out with friends with whom they could sp#adir native language, noting, “They’re all
connecting with each other. They're not learning ldnguage as fast as they could be if they
were to hang out with someone who speaks the Enigiirguage fluently . . . so they’re not

really making as much of a progression . . . [fgak the American language well.” In addition
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to teachers, students also seemed to devalue Bitise language by assessing it as an obstacle
to learning English.

The only space in the school where students’ ndivguages were valued and used as a
tool for academic and social development was irE8E classroom. The ESL teacher provided
opportunities for content discussion in studengdive languages and encouraged them to help
each other with science, history, and math homewothkeir native languages during their ESL
study hall. The ESL classroom provided the onlyaypmity for students to combine their
knowledge of two languages to positively affecirtisehool lives. This was the space students
had at the school where both their home and negukages were seen as resources and used to
help them achieve. Therefore, the ESL room wapldee for ELLs to develop aspects of their
identity biculturally.

Yu-Ming agreed with the dominant perspective treshould be using English in and out
of school. He felt that his language learning pssc@as frustratingly slow. Despite almost total
immersion in English at school for three years,Ming felt his knowledge of English did not
improve as it should have. However, while he spenschool day functioning in English, he
had little exposure to English outside of schod.d4did, “At home, we are only three. My
parents don’t speak English, so | speak Chinese.th&fter school, Yu-Ming worked out at a
local gym or went home. Their TV received only Gdga channels, and Yu-Ming spent no time
outside of school with English-speaking peers. &ld,s'1 don’t [do] any sport activity . . . SO
just nothing because | have the home, my grandfsgteouse . . . and the shop. That's what |
can go, nothing else.” At the shop he occasiorslyke English with customers, but the shop
was going out of business and this opportunitysi English would end when it did. The

expectation to speak English in all aspects of léd him to think twice about sharing his
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hobbies, such as playing Internet games, with sthecause he expected people to think he was
lazy for playing games on the weekend insteaduafyshg English. Although he was very
interested in improving both his English skills &hd rate at which he learned English, he felt
his opportunities to use English outside of schlveaile limited. Since he felt he was not
improving as he perceived other ESL students tarfgewas unable to use English at home like
he had been advised by well intentioned teacherbldmed himself for being lazy and not
studying more on the weekends to improve his Ehglis

While the acceptance of Chinese in the ESL rooowat for an integration of languages
at school for Yu-Ming, the general pattern of bstidents and school personnel to seemingly
devalue the importance of native languages provittézlother opportunity for Yu-Ming to
develop a positive space for his native languadesrschool life. In light of Yu-Ming's
circumstances, the attitudes toward language esgdas the data provided little opportunity or
support for Yu-Ming to successfully integrate thmglistic aspects of both his home culture and
American culture in developing a BCI at school.
Cultural Component

The second component of the school context thatsabent in the data was the culture.
This included both the school culture (the expémtat traditions, procedures, etc. of the school)
and the home and new cultures of individual stusleattthe school. The data demonstrated the
ways that these cultures were and were not integjiatthe context of the school. As was the
case with the linguistic component of the schoaitert, the lack of distinct boundaries between
components resulted in some of the cultural isslississed in the data also holding culture to

be influential in the social and academic compomehthe school context. Cultural themes
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arising from the data include ESL student acclioraind the valuing (or non-valuing) of ELLS’
home cultures.
Acclimating

The patterns salient throughout the data in tiesie were the expectation of students to
quickly acclimate to the school and the perceptiat the responsibility for facilitating the
transition fell on others. Adults at this high sohtecognized that ELLs probably experienced a
cultural transition when entering the school. Ae phincipal explained, getting ELLs
“acclimated to expectations and the way things kapp our school” was seen as an essential
part of an ELL’s successful transition. Studentdiatating quickly seemed to be especially
important. According to the counselor, “they usyialtclimate quite quickly, and if they don’t
then we need to look at if there is a learningldigg.” Other teachers made the same assertion;
students need to be acclimated into the schooltareuquickly or be assessed for a learning
disability. No teachers made a comment that theulshhelp with the acclimation process.
Because of the importance they placed on acclimatire teachers, principal, and counselor
believed it was being addressed and that studesres supported through the acclimation
process.

The expectations and perceptions expressed by teanlger participants, however, were
not compatible with the reality of the ESL prograrhese participants saw the quick acclimation
of students as one of the primary responsibiliethe ESL program at the school. The principal
noted that ESL students were seen to come intedheol “at a deficit not because of cognitive
or intelligence, but because of their language” emtural understanding. According to the
principal and other teachers, the ESL program Wwaietto “help them make that transition” into

the school society. Most teachers agreed with thih neacher who said that the purpose of the
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ESL program was “to help students for whom Engisshot their native language adjust, you
know, get acclimated into the school.”

In contrast, the ESL teacher said, “I don’t havésuon culture, but we talk about things
that are different in this high school and theimgwut | wouldn’t say | teach culture.” She held
that she addressed culture only informally withdstuts as it came up, especially with regard to
school holidays. To her, the purpose of ESL wadmbelp students understand the system so
much as improve their ability to function in th@dmage. In other words, the cultural support
many study participants perceived to be a primangtion of the ESL program was not
addressed in any systematic way by the ESL teacher.

According to the data, this process was not bedtyjesssed. The consistent pattern found
in the data included both an importance placedwtesit acclimation and a lack of
responsibility for assisting in the process. Initi@del, this situation distorts the balance and
fluidity of the central knot of identity by allowminexpectations and misinformed perceptions to
try to pull cultural identity completely away frothe home culture to firmly secure it in the new
quickly. However, with no culturally-relevant oppanities to assist students in moving toward
the new culture or supporting the home culture bidiekground, ambitions, and experiences of
an individual student may be constricted in a weat separates the home culture from the school
context and leaves the individual without accegbiédr past for assistance in acclimating to their
new environment. This is a problem because, amtuel shows, integrating the influences on
identity fosters the development of bicultural ites which the research indicates promote
success in schools.

The Value of Home Cultures
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As noted above, the dual influences of home amdaudtures are essential in the
development of a BCI. However, the data presergradindicators that although the school
attempted to recognize and value students’ cultiiheshome culture of ESL students was
generally not considered at the school. These abadlis include a lack of understanding of why
students are at the school, a lack of celebrattise school, and a lack of understanding of
both cultures and individuals within the school teo.

The first indicator was participants’ perceptiafishe reasons for the presence of ELLs
at the school. As the counselor put it, parents lrdoaight their children here were, “giving their
student something that their home culture canthat their family environment can’t.” Although
this view might describe the situation of some famsiin this town, it seemed to be contradicted
by the ESL teacher’s estimation that 90% of the Bfsidents come to this high school because
their parents are somehow associated with a nesnilbgrsity. In other words, they are generally
the children of international graduate studentgisiting professors. The perception by
participants that the students’ home cultures caoldorovide them with the kind of education
they could get at this high school implied a dewrajwf other countries’ educational systems
and/or a misunderstanding of students’ backgrounds.

Cultural celebrations were the second indicataheflack of consideration the school
made of other countries’ cultures. Participants 8at the school attempted to value the home
cultures of students when they were invited toipigdte in cultural celebrations. The counselor
addressed the value placed on students’ home esltuinen she talked of the educational
exchanges that happen in the community. “We hawebarand flow of which cultures are in our
program . . . they're celebrating their uniquengfstheir culture and bringing that to us. And our

community supports that.” She continued “therecanltural celebrations that we’re invited to be
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a part of, and we’re invited to learn about thewmtries and what their norms are and how they
navigate their world.” However, these cultural be&ions were not celebrated by or at the
school, and there was no indication in the dataghgone from the school actually attended the
celebrations. Aside from the presentations studaaide in some classes on aspects of their
home culture, students’ cultures did not seem toflmeuch consideration at the school.

Misguided attempts to value the home culture wkse @ear in the third indicator, a
seeming lack of understanding of cultures and idd&ls. Most participants talked about the
cultures represented at the school. The particgarthe study agreed that the school was
culturally diverse. According to the counselor, éxample, 47 different cultures are represented
at the high schooincluding “Asian,” “Hispanic,” “Croatian, and Russi.” It is interesting to
note that dominantly Caucasian countries were s#géin this short list of cultures while non-
Caucasian regions were grouped together; in tree dately did the participants make
distinctions between the cultures of students fdiffierent countries in Asia or those
representing “Hispanic” culture. ESL students wareasionally referred to as Korean or
Chinese, but there was not a distinction made batwiee two by others except by the ESL
teacher and Yu-Ming, to whom the differences weeag In fact, on a number of occasions,
teachers and students assigned countries of addgt$SL students incorrectly. For example, Yu-
Ming’s science teacher still thought he was fromrd€oafter having taught him in class for seven
months. Similarly, when a student told me thattsheé ESL students in her statistics class she
said, “one is from China, and one is from North &af The ESL teacher said that to her
knowledge a North Korean student had never attetidedchool.

Yu-Ming acknowledged this separation of cultured ahowed that the separation was a

problem in the tasks and interviews he completethduhe data collection sessions. For
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example, in the task presented in FigurYu-Ming thought of himself as bicultui to an extent.
In this task, YuMing marked where he thought saw himself ireach categorand included a
percentage label. The lefide of each continuum is Amern (labeled “A”) and thaight

Chinese (labeled “C”), with the percent indicatgdtee numbers he included on each cont
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Figure 2: YuMing’s cultural continua tas}
Figure 2 shows how he placed himself culturallyvanous continua. In thiexercise, he saw no
aspect of his cultural identity as being fully Gése or Americe. Yu-Ming occasionally talked
about not knowing aspects of Chinese cu, saying’l just know about three years ago 1
culture, but | don’t know what'’s right now. I'inot live there.” Hehought lis time in America
had influenced his identity greatly. When he pldttes perceptions of where stood between
the cultures in the figurée placechis free time, goals, and school Ifetween 85 ar 95
percent AmericarOverall he considered himself 75 percent Ameritsowever, linguistically
and culturally, he felt he was still ore Chinese side of the continuuimterestingly, he wante

to end up with a “5@0 balance” between the two cult, as research showsoptimal.
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However, his life at school, to him, had almostspace for Chinese, which left few
opportunities for BCI development.

As the model shows, the concept of BCI construatésts on the ability of individuals to
maintain and value both their home and new cultutés the integration of aspects of both
cultures in an individual’s life that helps to fesBCIl development and impacts achievement. In
the school contexts, this would imply that the hamkure, in addition to the dominant culture at
the school, should be valued. The data indicateattern in the lack of consideration for ELLS’
home cultures through an absence of celebratioruaddrstanding and a corresponding paucity
of opportunities to integrate aspects of the houoleie at school.

Social Component

The third component of the school context was $a8iahe high school, fitting in
socially was perceived by teachers and studerks &ibe of high importance for students. The
data show that, this high school was very diffi¢attYu-Ming to navigate socially, but he
expressed a strong desire to be social and makefi Five dominant themes arose from the
data in this category. They included in-class dadiey, the social atmosphere of the school,
opportunities to make friends, ESL student peeugspand knowing how to make friends. The
various perspectives on these themes providecestiag insight into the contradictions and
obstacles that might normally remain under theasgsf but nonetheless made social adaptation
difficult for Yu-Ming in this high school.

In-Class Socializing

The model includes the importance of social irteoas on individuals’ BCI
development. However, the data indicate that tleeakmteractions ELLS experienced in the
classroom did not transfer to social situationsiolat of class. For example, in class, data showed

that ELLs managed better socially than they appetarén other areas of school. While a few
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students made comments about not knowing the Eflests in their classes “because they
don’t really talk, and they don’t even really spé&atglish,” many teachers and students talked
about classroom interactions they had with ESLesttglin a positive light. Yu-Ming’s science
teacher described him as a social student; “hs talkhe other kids and comes and asks
guestions a lot.” A classmate of his added thastipretty outgoing [and] a lot of people like
him. In one of our classes he was kind of likedlass clown. . . He’s just cool.” Yu-Ming did

not feel that he was as popular as these commeade him out to be, but he agreed that he was
more able to talk to people during class thanlamtimes during school. Other ELLs seemed to
experience social interactions in class as wele @merican said, “I talk to Mi-Son (a Korean
ESL student) all the time in PE. It's great.”

Unfortunately these interactions did not seenrtss over into friendships outside of the
classroom. Students offered descriptions of tmt@ractions with ESL students, noting: “During
class we chitchat, but that’'s about it”; “Usualfyalass you’re working in groups or just talking
up a storm . . . but we don'’t really hang out algef class”; “I've never really hung out with
any of them outside of class, but in school thegwel.”

Teachers were also aware of the gap between is-ala$ outside of class social
behaviors. The math teacher expressed her corfearivthen they’re in the class with me they
interact with others, but when | go out in the tafi@, it just seems like they are all eating lunch
together, not all, but quite often they group tbget . . it's natural, | understand that. I just
sometimes wonder, could we be doing more to help?”

Yu-Ming indicated that the social leap from casnatlass chatting to hanging out
seemed to be insurmountable. This led to the dererg rather than the convergence of social

and academic components of the school context. ¥gMften talked about his lack of friends
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and asked how people made friends. A number oflpeogis class would say “Hi, Yu-Ming”

in the halls, but there was no ELL or American stutdvith whom he felt he could get a slice of
pizza or hang out and watch a movie. The data &eitthat social interactions for Yu-Ming
were solidly located within the academic comporadrthe school context with very little
meaningful overlap with the social component. Tlepportionate influence of the academic
component over the social would limit Yu-Ming’s Eiyito develop social opportunities for BCI
development at school.

The Social Atmosphere

The next theme in the social component of the slobmntexts was the social atmosphere.
The data indicated that an influential elementaciad interactions was the social atmosphere in
which they occurred. In this school, the atmospheas defined by contradicting perceptions
expressed by participants. Some participants perde¢he student body as welcoming while
others identified racist and xenophobic tendenttiascreated a social atmosphere that was
difficult for ELLS to fit into.

One perception expressed by participants was wérdly student body that was
welcoming to all. The counselor described studahtke school as “very warm to foreign
students. Students from different cultures are ateckeasily.” Some students agreed, saying that
new students could make friends easily if they‘amgoing,” “smile,” and refrain from being
“standoffish” or “trying too hard.” These studemtsd some of the adult participants seemed to
be fairly certain that making friends was easyhat school. One student described the process of
making friends for ELLs this way: “we have a realiyersified student body, and so, I'm sure as
soon as you get there, the person who can spehlobtitose languages will introduce you to

their friends, and it just snowballs.” Despite #aeescriptions of the student body, fitting in
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socially and making friends was very difficult fgu-Ming. He blamed his lack of English
fluency and his lack of a clear understanding af ho make friends for his social difficulties.

However, contrary to the perceptions expressedegboany participants expressed less
positive views of the student body. While particitsoften described the student body as
diverse, one teacher explained that the diverditii@@school lies more in socioeconomic status
and academic ability; he did not consider the sthtimically or racially diverse. Demographics
provided by the counselor and principal supportedpterception that the school was not racially
diverse. They said the student body was about 8@e8%ent Caucasian, 10 percent Asian, with
the remainder consisting of African, African-Amexi; Latino and Native American students.
One way these demographics played out in the seha®lkaciallyOne freshman expressed
concern for ESL students’ coming into the schod.gdid, “By what I've seen there is a little bit
of racism in our school, and | think it is hard fiople to come in and make friends and really
go through school normally here, and | think theglaage is a big part of it because people see
that they’re not speaking their language . . .language, so they’re not really worthy of fitting
in.”

In addition a science teacher recognized a xenapheihdency in the student body,
saying “The kids (American students) tend to shgywom them (ESL students) because
they’re not Americanized. They’re too different.hi$ aversion to difference was also
recognized by others students and cited as a k&padb to the social progress of a new student,
particularly a new ESL student.

Several students expressed opinions that the dtbddg was judgmental and, in general,
avoided people who were different. One student, $¥iolu can be outgoing and a nice person,

but overall a lot of people are extremely judgmeimt&igh school and that’s kind of the way it
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is.” This student’s interview partner added, “Wealepretty outgoing here [at] our
school . . .and that’s why I think we judge pedpeause if they're not, then we’re not going to
like them because they're not like us. | know msds bad, but . . .” “But it's kind of true,” her
friend finished. Another student said, “I think yhi& in with friends that speak their same
language. I'm never mean to them . . . | just thimky fit in better with people who speak their
language.” In a different interview, a student egsed her perceptions of student responses to
ELLs this way: “Some people from other countrieansome really awkward things, in my
opinion, and people would make fun of that. | dohkind of keep my mouth shut because |
don’t really care, but a lot of people would male bf that.” Apparent in the data was a pattern
of expecting ELLs to leave their home cultures hdland adapt to stereotypical American
expectations of personality, language, and dreesder to fit in.

Yu-Ming'’s data showed that he felt the effectshede perceptions. For example, the
ESL teacher reported that Yu-Ming was very pereepiind able to tell when people were
putting him down. In her assessment, this mighelraade him less willing to try socially. From
his own perspective, Yu-Ming felt that some studemére nice, but some students were “very
rude.” Their rude behavior included talking loudbgying bad words, and not being nice. Yu-
Ming was often greeted in the halls by other stisldmut American students did not make
efforts to befriend him. He often talked of thefelience between people being friendly and
people being friends. However, Yu-Ming also atttézlihis social failures to his own
inadequacies, including an unclear understandirigpef to make friends and a lack of English
fluency. Contrasting perceptions of the studentymdvided by other participants, though,
might shed light on additional aspects of the datimosphere that influenced his lack of social

SUcCcCess.
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The experiences and perceptions of students as¢hizol indicated a pattern of social
avoidance of students who were different. This sbta contradict the perceptions of some
participants that the student body was welcomirdy@eated a social atmosphere that made it
easy for ELLs to fit in. The aversion manifestesif in a paucity of opportunities for ELLs to
develop a BCI within the school. These experierm®gsperceptions together with Yu-Ming's
own feelings of inadequacy made social failure @noertain.

Opportunities to Make Friends

Similar to the conflict found between the percepsi and experiences of the social
atmosphere, the perceptions of the opportunitigdesits had to make friends were not realized
in Yu-Ming's lived experiences. From the teachenst students’ perspectives, extracurricular
sports and clubs provided a prime opportunity fostadents, including ELLs, to make friends.
They emphasized that the wide range of clubs aodssmas one student put it “everything from
knitting to football,” offered something for everny®. Clubs and sports at the school were open to
all students and like at many public schools, ffw@ts programs followed a no-cut policy,
implying that every student could participate. Hoese despite the perception of these clubs and
teams as spaces for ESL students to begin togiarally, both teachers and students expressed
doubt that they actually did. Participants menttobstacles including ability, language,
academic requirements, and cultural differences.

Obstacles—AbilitiedMichelle, a high school freshman who participatemultiple
sports, told the story of a Chinese student orbhasketball team for whom patrticipation in the
sport did not lead to friendship, despite Michallbtlief that “all the sports and all the clubs ar
good places to make friends. She explained “[Chag really really sweet and really nice and

everything, but she had a really hard time at bsiebecause we had to practice with the
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varsity and everything, and so they would alwaysngad at her for not doing it right and stuff
like that and so she ended up quitting, which veadly sad because she could have had a lot of
fun. It's kind of a sad thing, you know, peopletjosake people quit things and not be friends
with them.” She continued, “it is just harder witlyh school sports because . . . it gets really
competitive in high school and stuff and if youfret good at it, you're going to feel like ‘oh, |
shouldn’t be playing this.” That’s probably why sewf them (ESL students) have a hard time
because | know I'm quitting a sport because | fiei@nidated about it. . . That's probably how
they feel and that’s why they quit too. And tha&tisd of sad. They're really nice people.”
Chao’s experience seemed to contradict the peosepfisports as an opportunity for ELLS to
make friends.

Yu-Ming, like Chao in Michelle’s story, also fedtlevel of intimidation about joining
clubs. Although he enjoyed drawing, he said he dawlt join the art club because when people
in the art club create something, “people look #ts very good.” He thought art club was a
place where “they draw big things with lots of diet&ru-Ming preferred to draw comics. His
drawing skills, he thought, were not good enoughfm to join the art club. Yu-Ming was also
intimidated about joining the football team becahsdelt he was not good enough to be on the
team, being on the team would negatively impacsbti®ol work, and his English skills were
too low.

Obstacles—Languag&he ESL teacher pointed out that in eighth gradeMing
enjoyed being on the football team, but he had ldpeel a greater understanding of English, and
although he might not understand enough to catchabplays, he could recognize when other
students were making fun of him. According to hieis could be a part of why he chose to

abstain from sports in high school. Tyson, a fremtmelayed his knowledge of Yu-Ming’'s
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difficulties on the football team in eighth gradte had a “very tough time with the language
things. | mean, because in football you have tonkadat play you're running and all that, and
[he] didn’t understand that.” According to Tyson)-¥ling was athletically capable. “He could

be good, but he just hasn’t been able to adapietéainguage good enough to play. . . That makes
it really hard because I think he was trying tacbanected, and just couldn’t because it was too
hard for him.”

Obstacles—Academids. addition to abilities and language, academise aresented an
obstacle to ELLs using sports and clubs as oppibkario make friends According to the ESL
teacher, “the goal of the international kids, hijiis to gain English, so clubs are not a prigrity
sports are not a priority for the majority. It'sget through academically.” She continued, “It
takes some of these kids twice or three timesrag o do assignments.” Yu-Ming saw sports as
a bad influence on his academic progress. He asiséévat he did not belong to clubs at least in
part “because | can’t finish my work . . . maybe ot good for your grade. You doing very
well in club does not mean you’re doing very wellyour class.” From his perspective, Yu-Ming
felt he could not afford to take time away from &cademic pursuits to spend trying to make
friends. The conflict he perceived to exist betwegrtracurricular activities and academic work
was another hurdle to his participation.

Obstacles—CultureA senior girl expressed concern about clubs beipgraary method
of making friends for ESL students because “I thinkould be difficult for them to just walk
into a club and be like ‘Hi, I'm here to join thkub.” The humanities teacher offered another
perspective on clubs and club culture at the s¢halking about Future Farmers of American
(FFA), a popular club at this school. He said, duAd love to say to you ‘Yes, there are lots of

opportunities for ESL students to participate irAFBut that doesn’t happen because there is a
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culture associated with that that is kind of exslesOur ESL students do not go to FFA. The
opportunity is there, but they simply do not goréhé&So, we could list all the opportunities, but
whether they are real or not is very different.’eTgrincipal also made vague reference to
understanding this distinction when he said “Thayehall the opportunities obviously that any
other student has, and | guess when you say thateyhoping that they’re taking advantage of
those.”

According to the data, a pattern of obstaclesaking friends impacted the social
context of the school for Yu-Ming, and thereby B{SI development. The perceived
requirements of ability, language, and culture preégd Yu-Ming from taking advantage of what
others perceived to be numerous opportunities teerfréends. The obstacles associated with
participation in extracurricular activities for EStudents, while recognized, did not appear to be
addressed by many people at the school. From tlag i@ clubs and sports at this school were
not providing the opportunities for ESL studentditan socially that they were posited to.

ESL Student Peer Groups

Participants did not express concern that extrauar activities did not provide real
opportunities since participants’ general percepti@s that ESL students chose to hang out with
each other rather than make friends with Ameri¢dadesnts. Many teachers made comments
similar to that of a math teacher who said, “Out. k&ls are . . . all group together . . . and it is
partially themselves doing that because they'ragtd be more comfortable talking with other
people who speak their same language or at least lwhat they're going through, what they're
feeling.” A student expressed a similar sentimeimémvshe said, “It seems like they are all
friends with each other.” However, Yu-Ming's ESlatder qualified this perception of ELLs

choosing to hang out together. She said that studersts who have been here longer will
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choose to speak their native language with newcanktowever, for newcomers the decision to
hang out with other ESL students is not the resfudt choice between American students and
ESL students, but rather the option of either imtaor other ESL students.

In addition to perceiving ELLs as self-segregatipgrticipants also seemed to
express concern that ELLS’ tendency to socializé wne another could impede their ability to
integrate and socialize with their American pesgrinibiting their language development. A
freshman expressed his views this way: “If theyith other ESL students a lot, they're all
connecting with each other, they’re not learning ldmguage as fast as they could be . . .if an
ESL student were to hang out with someone who spibekEnglish language fluently a lot, |
think they’'d pick it up a lot faster.” Another sttt added that “talking is what friends do, so it's
hard to be friends with someone who can’t spealis&im§j This perception, however, did not
match some ELLS’ actual experiences.

Despite perception¥,u-Ming’s ESL teacher explained that Yu-Ming raréiyng out
with other ESL students. There are no other Chinesdes in ESL and both of the Chinese
females claimed that they could not understandviiran he spoke Chinese (maybe because of
dialectical or regional differences in the langyad@i-Ming agreed that he doesn’t hang out
with ESL students. “The Korea will play with the Ka people and maybe with the America
people and for me, I'm not really . . . hanginguard with the Korea people. | just have to with
the Chinese.” Even though he said he could, Yu-Miiggnot hang out with the Chinese students
often.

While Yu-Ming does not fit the stereotype of ELaisthe school, he was affected by
it. The stereotype created the impression for sthraehe did have friends, ELL friends. The

counselor even asserted that other ELLSs really tao& of him and “protected him from being
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left out.” However, Yu-Ming felt left out and notpart of any group at the school, saying “I
don’t really have friends.” The general perceptioat ELLs found peers within their own group
cultivated the notion that they self-segregatedngedves socially. This notion pushed the social
component of the school, for ELLSs, into the realintheir home cultures, disconnecting it from
the greater school context. Once again a pattesemdrating the home and new cultures within
the school context was suggested by the data.
How to Make Friends

The final theme in the social component was howmate friends. Making friends was a
constant concern for Yu-Ming. He expressed disagp@@nt in his lack of friends and his
inability to make friends. Data showed that othtadsnts in the school did not seem empathetic
to the difficulties some students might have sdci&ne conversation with three girls showed

their perspective on students who don't have fedcording to them, it's all about personal

choices:
Junior 1: Most people have a group, but we'rkingl about people who don't.
Junior 2: These are either people who have eads because they are mean . . .
Junior 1: Or because they do serious drugs or songe

Freshman: and those people . . .

Junior 1: That'’s all personal choice. Iysur choice to do drugs. ytour choice to
be mean.
Freshman: | just think also sometimes people wka'gjust mean or don’t choose to

do hard drugs . . . if they sit by themselves,thisir choice to sit by

themselves.
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General advice from these students on how to nradeds focused on theewcomemneeding to
be outgoing and welcoming. One student assertégoti make the effort to make friends, you
arefine.” The girls above wanted newcomers to be assertimeaking friends, but they made a
point of saying “I think for the most part, we make first step” in making friends with new
students and “[we] invite people to lunch all thed who are new.” When asked what advice
they would give ESL students about making friertdese girls said,

Junior 2: Say “hi.”

Senior: Ya, Smiling is like an overall languageddiesn’t need a specific one, so
just be nice.

Junior 2: Ya, you can smile in every language.

Senior: Just being outgoing and friendly, evenulgh you're in a totally new

place and . . . don’t speak [the] language. . .t\desple will go out of

their way to try and understand you.
The girls’ advice for ESL students on how to matkenids at school might not be as simple for
ESL students to use effectively as the girls makeiti to be. Obstacles the ESL teacher sees for
her students include cultural norms such as Agiah®eing as forward as Americans and their
reluctance to walk into groups uninvited.

A number of Yu-Ming's classmates asserted, howedhat he was outgoing and friendly.

One said, “I don’t know what it was, but he jugtrstd coming to me and trying to figure out
things. . . He’s hilarious. He's just really cool’he student continued, “he’s definitely social.
It's just a different kind of social.” According tas classmates, Yu-Ming made an effort, tried to
be outgoing, and had a good sense of humor, bpitdekese things, he still maintained “l don’t

have any friends.” He asked, “You just say ‘hi’ &hdt is friends? . . .No.” For Yu-Ming,

36



friends would “always talk with the friend, go teetclass with the friend and maybe go to the
party with the friend.” In contrast to his own ingagf himself, many teachers saw Yu-Ming as a
social, engaging, pleasant kid, but from one tegslperspective, “he’s nearly given up on
making friends with American students.” As the huitias teacher explained, “[this] seems to
be a very social school, and for students [whoJreadly struggling with the English language it
can be a very isolating experience as a whole.”

Salient themes within the social component of ttiesl revealed patterns of separation
between the home and new cultures. While sociataetion with Americans occurred in the
classroom, outside of class, students expected El_bhe Americanized in order to fit in socially.
Many participants saw ELLS’ social interactionssal-segregating and rightly located outside
of the mainstream social component of the schoolecd because of a perception that ELLs
would be more comfortable with students who weke them. Unfortunately, the perception of
ELLs befriending one another led some student&lieve that ELLs were not making a strong
enough effort linguistically to fit in with Americes.

In addition, the data suggested that opportunitiesnaking friends were not real for Yu-
Ming. Obstacles related to ability, language, aoads, and culture all stood in the way of social
participation. While participants recognized théstence of these obstacles, programs to help
overcome them did not exist. The obstacles, aloitly an absence of a systematic approach for
dealing with them, resulted in a lack of suppor@tool for the social aspects of Yu-Ming's BCI
development.

Academic Component

The final component of the school context wasattedemic component. Four themes
emerged from the data and contributed to the ovenalerstanding of the academic component

of this school for ELLs. The first is the assignmehclasses—how and why ESL students are
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placed in particular courses. The second thenteeis¢ademic expectations of the school and the
goals of the students. Third is the various leagrsapports available at the school. Finally, the
teaching strategies employed to help students a@megent during class is the fourth theme.
These four themes are explained below.

Class Placement

Class placements, the first theme, centered oodheselor’s perceptions of students’
abilities and teachers’ abilities and willingnessatlapt their teaching. The courses in which the
counselor placed ELLs upon enrolling were inteneguide and support their adjustment to
American high school life. In the beginning, thedurses were determined in large part by their
interactions with the counselor, who used the foilg considerations in her assessment of
ELLs: “Are they afraid to talk to me? Are they aftédo make me understand? | don’t speak any
other language . . . so they have to make me utathel's. . That gives a gauge for me as to which
classes they're able to kind of jump in and stdrt.this assessment the counselor, who has no
formal ESL training, measured communicative abgibgl cultural knowledge as much or more
than content knowledge and academic language ftidessessed. For her, students needed to
be comfortable in English and assertive enoughakentheir needs understood in order to be
enrolled in the courses that would challenge theadaemically. Academic challenge was not
always part of the decision about where studentse pkaced.

In addition to her interactions with students, ¢benselor typically considered the
experience, teaching styles, and personalitiesatftters in placing ESL students: she noted, “I
have a couple of science teachers that are vesriexged and they do enough lab that they can
take non-English speaking kids and . . . take thieaulum that kids bring with them that’s a

science curriculum and with pictures and with Iabkp the kids to understand what it would be

38



in their home country and their native languaggOther courses are] entirely visual . . . [ESL
students] can do well in the course just by obsepMistening.” Teachers who scaffolded
students’ learning were more likely to have ELLsodied in their classes.

The preference to place ELLs in classes with tegolvbo employed a variety of
teaching strategies resulted in the funneling bfenging” kids to those teachers. Yu-Ming’s
agricultural science teacher claimed that “chaliegdsids,” including kids with learning
disabilities, English language learners, and kitie Wad difficult lives outside of school, were
concentrated in certain classes. These “challenigagj made up about a third of her students
and she welcomed them in her class, but said, Sadiee hall [the science teacher] doesn’t have
a single special ed. kid.” The emphasis placectanltting styles resulted in a neglect to
recognize students’ backgrounds and previous expegs in learning. For example, in science,
the ESL students were often initially placed iniagiture science classes because the teacher
used strategies that were seen as helpful for steiddowever, as the ESL teacher pointed out,
the agricultural science classes did not allowpi@vious knowledge to be transferred easily. She
explained, “These kids come with very sophisticdifedtyles, big city lifestyles . . . but when |
have them learning about the stomachs of a shedghay’ve never been on a farm . . . they just
don’t relate.” She continued, “a lot of these Kidse come with a background in their own
country in biology and in physical science andhemistry and when they have teachers who are
not willing to modify and accommodate for their d@iage, it is sad. It really is.” The ESL
teacher perceived the problem as “a lack of pagiean the part of some teachers and an
unwillingness to work with students who are noefitiin English. Because of this, the students
were placed in courses that forced them to makgebilgaps in order to connect what they

already knew about science with what they were ebgoeto learn in agricultural science.
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The difficulty of reconciling the gap between nemdarevious knowledge was
sometimes compounded by ambiguous expectationsadeaic performance. The goal of
course placements for ESL students coming intetheol was, according to the counselor, to
“get them comfortable because as soon as they'wveagoe confidence they can navigate any of
our classes.” She put them in classes where thdy ¢observe their environment.” Their
classes were “going to help them to acclimate myarekly and understand the system.”
Unfortunately, some teachers saw ESL students lpaugd in content courses for the sole
purpose of developing English skills. One matheasaid, “I get students in geometry who are
placed in geometry to learn English. They actulaflye higher math skills than that, but because
of their limited English, they put them in geometvljich is a language-based class. There’s so
much language.” The counselor agreed noting tressmetimes put ELLS in a course “just to
listen to the language and the expectation isth@tre not going to be able to acquire the
knowledge, content knowledge, but they’re therleéon how to do conversation. How to
navigate the system.”

A pattern emerged from the data representativhistiheme that indicated a well-
intentioned neglect for students’ previous knowkedgackground, and experiences in learning
when placing them in courses. The primary concesre the willingness and ability of teachers
to provide scaffolded information and opportunitiesacclimate and learn English. However, the
preference for acclimation and English acquisitieer consideration of students’ backgrounds
and experiences disregarded students’ individuaBtyepresented in the model and again
implied less than optimal conditions for BCI deyateent.Rather than students’ individuality,
the data suggested that it was the style and gteatef teachers that were considered most

important in the placement of ELLs.
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Expectations and Goals

In addition to class placements, the academic eapens and goals of students and
teachers were a common theme in the academic canpohthe school. Participants
emphasized that the academic expectations and gioidds school were high. Citing the school’'s
close association with a local university, at timeferring to the high school as an “extension”
or “byproduct” of the university, many teacherseate=d similar expectations to that of the
counselor who said, “This high school, academicdls huge expectations for our students. All
our students.” She continued, “National Merit fistd, semi-finalists, commended students, we
have a lot.” To emphasize the high levels of acadeigor at the school, the counselor said that
a third of the junior class, 61 of 180 studentsremtly maintains a grade point average of 3.5 or
higher.

According to the counselor, these high expectatame compatible with the expectations
ESL students bring with them from home. In partatyESL students are seen as valuing and
excelling in math. The counselor explained “Theyndtiple high end math . . . they are pushed
harder outside of our system than our studentssarthey come in with expertise in math . . . we
haven’t gotten there yet. They're coming in witlgler levels of education there. Better mastery
| believe.” For some students entering the Amersarool system in high school, this might be
true, but Yu-Ming, who completed only the sixthdgaefore leaving China, was not an expert
in math. Although he understood algebraic functidresbarely passed the first semester of
statistics.
Learning Supports

When students, like Yu-Ming struggled academicgadbrticipants said the school and

individual teachers provided support for their teag. Two key supports for student learning
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were salient in the data: the learning center aredane-one help from teachers. Unfortunately,
neither support was without problems, either frotaacher or a student perspective.

The Learning Center

Many teachers mentioned the student learning cémaéioperated four days a week after
school for 90 minutes. The principal describeditagold mine of [university] students who
come up with expertise in their area, whether mhah, science, English . . . they come up and
work with students.” Students also mentioned tmatersity student tutors were available
through the counselor’s office. A majority of teachand students mentioned the after school
learning center as a place to get academic suppudtthe students knew about available tutors,
However, the students said they did not use it. Wasked what they do when they don’t
understand, students said they asked friendsngiland teachers for clarification and help.
Only Yu-Ming mentioned the learning center as @@l get help.

In addition, some participants questioned the vafueelp received there. For example, a
humanities teacher reported that “they can do wlomkn there (in the learning center), but | find
that really unhelpful for understanding materiéis helpful for getting your homework done, but
unless you are working with a group of people Hratin the same class. . . that's not really
helpful.” Yu-Ming made a similar comment, sayingtlsometimes he finished his homework
there but didn’t really learn anything. The datggested that the learning center might not have
been as effective at fostering student learningtlasr supports were.

One-on-One with Teachers

The type of learning support that the humaniteexher and others seemed to prefer was
working one-on-one with students outside of clasgetMany teachers encouraged students to

take the initiative and advocate for themselvesdiping in before and after school to get help.
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For Yu-Ming, this was not a realistic option beaabe needed help in all his classes, and he did
not have time to go to all of his teachers aftéiost. He could only make it to one class before
the other teachers left. A freshman girl mentioapadditional problem with this kind of
learning support when she expressed anxiety aluoititng to her teacher that she didn'’t
understand: “My science teacher, he’s like in thigany, so he just has that feel like
____(uncomfortable sound) . . . You can't just wagkto them and be like ‘I don’t understand
this, help me.’ It's like they expect you to alrgddhow it, and | don't.”

The data indicated that an additional problem whik kind of support for ELLs was
some teachers’ inability to decipher the studegistions. One teacher reported that “if people
ask, I can help them” but then admitted that “sames$ they (ELLS) have asked for help, and |
cannot understand them.” In Yu-Ming's comments alblois teacher he said, “Lot of students
ask her, and she will tell them, but | just dorét gny help in the class.” For another of Yu-
Ming's teachers, the problem was not his languagese, but the fact that he spoke very quietly.
She said, “He comes up and asks questions. Helsftilame to understand not because of his
language but because of the volume of his voicedchers reported a preference for one-on-one
support, but it too was not as effective as soraelters might have wanted it to be.

In line with teachers’ preferences, asking fopHebm teachers was something Yu-Ming
did regularly in class; however, his experiencasglthis were met with various levels of
success. He said his science teacher was too bddpat his information technology teacher did
not help. He felt that he had to teach himself. E8t. teacher reported that, on a mid-term
evaluation of his information technology classyhete, “You don’t help me. You don’t answer
my questions. | raise my hand and you ignore nrethis class, Yu-Ming’s attempts to get help

were ineffective. Because of the varied resultgdterom asking questions of his teachers, Yu-
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Ming said that he got help for most of his coursem his ESL teacher during his ESL study
hall.

Math, on the other hand, was the class that Yu-NMeugto look for help with outside the
ESL room because his ESL teacher was often unalbielp him with his math homework. He
reported that he turned to his cousin if he nedudo or sometimes he received one-on-one help
from the math teacher. At the semester break, hif glass changed from a language-based
statistics class, which focused on aspects ofsitagtisuch as sampling, to a more numbers-based
statistics, which focused on calculations. Onceitiiesition was made, Yu-Ming found math to
be easier and he had fewer questions. Howevenglthe first semester, he had asked the math
teacher questions, but “because | have to askd tbe thing, but not that much time . . . She
answered to me, but she can’t answer me all thstigns.”

Despite the difficulty he had experienced with igethis questions answered, Yu-Ming
felt it was his responsibility to ask for help & heeded it, and he preferred a one-on-one strategy
for getting help. However, he saw a cultural digfeze in when questions should be asked here
and when he would ask questions in China. Yu-Maid that unlike in America, in China
students did not ask questions when the teacheteaahking. For Yu-Ming, this cultural
expectation was compounded by the time it took toidecipher the lecture and his inability to
grasp concepts in class quickly enough to askrpertiquestions. In addition, the expectation
that he come in afterschool for one-on-one helplagistically difficult. Yu-Ming would prefer
for teachers to set aside a short time during chftsr they were finished teaching, for questions.

To summarize, there were learning supports in piétlee school to support Yu-Ming’s
academic achievement, but they were often incoiljgatvith the time required and his cultural

background. As was the case with course placentbetslata indicated that teachers’
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preferences for one-on-one help was the importaméideration in the learning supports
provided.

As the model shows, the influences on cultural tiemteract and pressure each other in
the development of a BCI. While the influence eagimponent wields in the model is not
always equal to the others, they are all influémighe development of BCI. However the lack
of appropriate supportive focus on academics & ¢hse negatively skewed the academic
components’ influence, allowing other componenttak® on stronger roles in Yu-Ming's BCI
development.

Teaching Strategies

In addition to providing learning supports to stui$e many teachers employed strategies
in their classrooms to help ELLs comprehend claskwetter. Some teachers said, and
observations confirmed, that they provided multiadadstruction, using visual aids, texts,
lectures, and videos to convey concepts and idhers used modeling to help their ELLs
understand the process and goals of a project.tidddl strategies teachers tended to use to
support ELLs in their classrooms were assigningignoork, providing class notes, allowing
extra time on tests, and allowing electronic tratwk in the classroom. Teachers used these
strategies to various levels of effectiveness forMing.

Some teacher participants used group and partnéetmee in their class as a strategy to
foster students’ understanding. For example, irsthence classes many ELLs attended there
were a number of labs where students constructettismor applied concepts to build their
understanding. Pair and group work was common duhiase labs, allowing ELLs to check
their knowledge with their peers. One student saiolut working with ELLs in class, “A lot of

times they talk to each other, but if we are assigoartners it's not weird if we have to be
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partners. It's just like anyone else.” Another sdiche kids | have in my groups usually
[participate], but sometimes they're just kind loéte, but they’re not there. [They are] in their
own little world.” When asked if he enjoyed workimggroups during class, Yu-Ming replied

“not yet” because he did not usually understandighmf the lecture to participate like other
students, so he could just get the answers, bubenagt learn the information. He was more
comfortable working with a partner than a grouglass because it was “easier to talk to just one
person.”

To further support ELLS’ learning, some teachewmsgled them with class notes. This
strategy met with various levels of effectivenessYu-Ming. His science teacher provided hard
copies of the PowerPoint slides that accompanietebture. They included all of the visual
images used during class and “the important stuffliysee on a test” was highlighted and
underlined. The teacher gave her ESL, special éiducand other struggling students a copy of
the PowerPoint slides the day she began a units&lehat she hoped providing the notes
helped Yu-Ming understand the concepts by letting focus on translating words he did not
understand instead of trying to write everythingvdoYu-Ming found this practice somewhat
helpful, but still struggled to understand in higesice class.

Like his science teacher, his information techngltaacher also used a variety of
strategies to help students understand her classpi®vided notes to students in her class. The
notes were located on the class Web site foradlestts to access. They included assignments
and highlights from the class lectures but didgeterally include visual or other aides to assist
ESL students in comprehension. A problem this teadiscovered was that despite her regularly
encouraging students to “be sure [to] look at theb\Wite in case you missed something,” not all

students were aware that class notes were availatderding to the teacher, one ELL “said that
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he wished things could be written down,, see he hadn’t comprehended the class notes
my referring to them with his lack of English, alngbinted to them on the W site, and | hope
he can read it, but | don’t know for surYu-Ming commented that it was hard to know w
was important in the noté®cause there were so many woThis teacher also ser-mails to
studentgeminding them of previous assignments sometimes imbedding assignments in
text. Another problem Ywing experienced was finding the assignment part oé-mails she
sent to the class. An examplean e-mail is provided in Figure B.shows the density of te
Yu-Ming had to decipher thnd the assignmenProviding class notesas a less effective

learning support for Yu-Mingn this class as he found the notes amdads of little help
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Another strategy some teachers at the school emplaas allowing extra time for
students to complete tests. Teachers who usedtthiegy often sent students’ tests to the ESL
teacher so students could finish them during tB8it study hall. The ESL teacher helped
students understand what test questions askedanifted meanings for students as they
completed tests in her class. Teacher participadisated that this practice was effective for
students if language was the primary obstaclenisting the test in class. However, if students
did not know the content, the extra time did n&rsdo help them.

Allowing electronic translators was another strgtegachers used to foster learning.
Many students, especially those from Asian cousitiogvned electronic dictionaries that they
used to aid their understanding during class. Titi®odaries provided direct translations, sample
usage, grammar points and more, depending on tdelmbdictionary students owned.
However, as Yu-Ming explained, the translators wegdly only helpful if you could understand
what the teachers said. He said, “The teacherbilike if they talking something and you have
to write it down, for the American people, theyMahow what teacher say, they can take the
notes of it, but for me, | don’t know how to writeBut some class the teacher will be write it
down in the PowerPoint . . . and | can see whatiffiso | can to translate to Chinese to my
translator so | can see what is this, not just Heateacher saying and don’'t know what is.”
While teachers expected their allowing translatoithe classroom to be highly beneficial for
ELLs, the data indicate that for Yu-Ming, this $&igy alone was ineffective.

All of these strategies can be useful in helping. Eidents get more out of their time at
school, but despite his teachers making thesetefémd adjustments, Yu-Ming said most of
what his teachers said went “one ear in, one edr ida talked about being in class and said,

“I'm not mean not listen. Just look at [the teag¢tzard the teacher will just say [some things] and
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some will be understand, some is not. So, if nateustand it just pass through.” Yu-Ming felt
like he was mostly just “spending time” in schdmlt not learning much. When asked what
teachers could do to help him understand moreassdhe responded similarly to some of the
teachers: “For right now, | think | have to workitee, harder, so | will understand the teacher
talking. It's not the teacher’s problem, it's myoptem.” As the data indicate, Yu-Ming saw
himself as a failure linguistically, socially, andademically.

The ESL teacher recommended simple solutions foteekhers foster learning for ESL
students. She advised teachers to focus assignfoemkLs on essential information, so they
don’t get bogged down in pages of questions. S$eerecommended that teachers slow down
their speech and repeat important concepts “begaosessing, translating their language into
English takes time.” She said, even this, for sbeaehers, was asking too much. “We have an
impatience . . . an inability to adapt by teacheraccept students who don't all speak English,
and they are unwilling to work with them.” The pripal explained that it comes down to an
attitude: “It needs to be all of our responsibility educate ELLS], not just the little ESL room.”
He added, however, that when some teachers would op against a barrier with an ESL
student they would say “go work with the ESL teach&hey think “you’re the one with the
language barrier, not me. . . everyone else irsétagetting it.” The ESL teacher explained it
this way: “there are some teachers who cannotskead that language that there is a mind in
there.”

This situation was only partially created by thadeers. Part of the problem arose from
Yu-Ming'’s lack of academic English skills. Yu-Mirdid not have the academic skills to help
himself understand and show teachers what he Knlee/ESL class covered the four traditional

skills of language, listening, speaking, reading] writing, but not learning strategies associated
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with these skills. For example, reading textboakd aote-taking were not part of the curriculum.
Language acquisition was central to the ESL culuioy with specific emphasis placed on
academic language, but using the language theyddan ESL to read, write, speak, and listen
academically in other courses was not covered. V¢bearbined with teachers not taking
responsibility, Yu-Ming’s lack of academic strategimade the outlook for success bleak.
While a handful of teachers tried to employ teaglstrategies that would help ELLs
understand and succeed in their classes, a pattéra data relevant to teaching strategies
uncovered a prevalent attitude that content teacliere not responsible for the ELLs in their
classes. One teacher commented on the situatisayyg “you can integrate them (ESL
students) . . . but if there is nothing in placéétp them when they get back to the ESL room,
then [they] fall through the cracks,” implying thatvas not her responsibility to provide that
help. A math teacher’s experience at the schootrsudred this idea, as she added that “we all
know that we have ESL students, but so often, wet #mow what to do.” She continued, “the
classroom teachers often don't feel prepared, dowiv how to help.” One teacher described
the learning situation for ELLs at the school abti@ket with holes in the bottom.” Despite or
maybe because of the teachers not knowing howabvwdth ESL students in their classes, the
principal argued that “we [have to] get to the placere it is the responsibility of the regular ed.
teacher to be just as involved with the ESL studt coming up with those strategies to deal
with that, just as involved as the ESL teacher.& HBSL teacher made a similar statement,
saying “they are nanystudents . . . They are a whole school’s studéimsy; belong to the
whole school. There is a responsibility by everytmey to take care and guide them.” While

the data indicated that content area teachers nagraking responsibility for the ELLs in their
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classes, the data also suggested that a lack eflkdge and experience, rather than
unwillingness, accounted for much of the neglect.

Overall, the data indicated that academic shortngmin attempting to meet ELLS’
needs were a result of misinformed or uninformedgyaions. In addition, the cultural identities
of individual students were not considered in an@delecisions. Instead, the preferences and
styles of teachers were more influential in theisiens made with regard to courses and
supports offered to ELLs. Unfortunately, the negtddELLS’ individuality as learners did not
allow them opportunities for BCI development withive academic component of the school
context.

Limitations of the Study

While limitations of the study exist, they do naggest a lack of validity for the current
study, but rather a path for the future of researcleultural identity development and ELLSs.
The limitations of this study include generalizapibnd breadth, discussed below.

A limitation of the research presented here i$ tia lived experiences of this ELL are
not fully generalizabile to all ELLs in the U.S. &to the uniqueness of individuals, they are not
even generalizable to other Chinese immigrant bajiool freshmen. While findings of this
study could inform contexts in other schools withew students, those contexts and students,
like the student and context in this study, areuai Therefore, generalizations should be made
with careful consideration of the contexts and opputies described here in light of the unique
environment one is seeking to inform.

This study was also limited in some ways by thegsaaf the case. A focus on one
student was desired and provided valuable, in-diefdinmation concerning his perceptions of

opportunities and how he saw himself. The dual $aafuthis study on a single student and the
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school context provided a unique opportunity tols@& the two interact. However, the
exclusion of other ELLS’ perceptions and experianoeorder to gain greater depth of

understanding with one was a limitation of the gtud

Conclusions and Implications

Future Research

Future research on the model of BCI developmentaieam a variety of paths and is
informed at least partially by the limitations bfd study. The first path for investigation is the
applicability of the model to a more diverse ranfstudents. In-depth research on ELLs
representing different backgrounds and varied adue settings is needed to gain a better
understanding of the complexities of BCI developtraerd its implications for policy and
pedagogy. Whether additional influences shoulddaked to the model is another aspect of the
model for future research to address. More resaanceeded to understand how the contexts
and opportunities influencing the ELL in this stuago influence other ELLs. Finally, a
programmatic approach to analyze the effects ofcoméext on multiple students could help
provide a greater understanding of the ELLs inrdi@dar school environment. A longitudinal
study of the ESL program as a whole could provideoae holistic view of the experiences of all

ELLs in a specific program and the effects of s¢lvontexts over time.

Pedagogical
Based on data from the study, there are steps kscbao take to foster academic growth
through the nurturing of the BCI development of ELLn order to provide opportunities that the

model suggests are essential to fostering BCI dpwednt, the school can build more awareness

52



and provide resources for teachers, ELLs, and ativglents. These two suggestions are
discussed below.

Efforts to gain greater awareness can focus omiatyaf areas including the ESL
program goals, responsibilities of content teaghesond language acquisition, and individual
students to support the success of ESL studesthabl. Some strategies could require
considerable amounts of both time and money. Howésachers can be made aware of ESL
program goals through a summary of what the EShnara does and does not cover. Providing
teachers with a greater awareness of the paranaétérs ESL program will also help identify
responsibilities for content teachers with regartheir ESL students.

Cultivating a greater awareness of second langaegeisition theory and practice can
help teachers to become more informed about trgukege acquisition process and teaching
strategies. To foster BCI development, teacherfddearn ways to use the home language of an
ELL as an asset in learning English and conteniaage. For example, this could be done by
matching willing native language partners when BmgELLSs in classes. They could also
participate in training that focuses on stratefpesnaking information accessible for language
learners, such as providing written notes and Viaias. Providing this kind of training and
holding teachers accountable for teaching all kelarim their classes might result in ELLs being
able to take classes that allow them to more easityrporate their previous knowledge,
background, and experiences in their learning éir thew school context.

Awareness of student experiences also needs wsherdéd. School personnel need to
gain better insight into the actual experiencesdividual students rather than relying on
general perceptions. In addition, students need@tm understanding obstacles to social

acceptance and to be involved in the process wiirgiting them. One way to do this would be to
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form a leadership team of students, teachers, etanss coaches, and administrators who
represent different groups and departments inched. The team would assess concerns about
the school and collaborate on developing and utsti solutions.

Developing these kinds of strategies provides Blltk an authentic opportunity to
bring their home cultures into their school livelawever, they also need authentic resources and
supports to help them understand and access opg@$ithat are available at the school. For
example, if clubs and sports were meant to be fiineepavenue to social success for ELLs, then
they need to be evaluated for how other compordritee school context influence the
accessibility and effectiveness of these program&ELs. The data indicate that these
opportunities were not compatible with Yu-Ming'sedks. It might benefit the school and its
international population to make other avenue®tiat acceptance available. The school could
maintain the current focus on clubs and activilies means of integrating ELLs and others
socially, but a system of informing students andting participation needs to be developed.

In addition to developing resources Yu-Ming andeogihcan use to become informed and
more inclined to engage socially, ELLs need to towided with strategies that help them
academically. For example, while the ESL room paiegian essential safe haven for ELLs to be
themselves, it needs to also provide them with rstregegies on using their language skills to
get the most out of their classes. Introducingrieeay strategies such as scanning, as well as
social strategies such as small talk, that helps=apply language they have learned to other
courses and social situations into the ESL cumiicutould help them understand their lectures,
labs, and peers. The ESL room needs not only toglace where Yu-Ming can be, but one

where he can grow.
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These are only a few recommendations for increasi@g@pportunities for BCI
development in ELLs. By engaging with ELLs and ustending their needs and concerns,
schools can begin to adapt their contexts to béttére needs of ELLs. This could take away
some of the pressure on ELLs to assimilate conlglat® the school and give them more
opportunities to adapt to their new environmentlgzmaintaining a respect and value for their
home culture and language. Providing ELLs avenoig&velop their cultural identity in this way
could help them develop bicultural identities tlegtd them to greater academic success.

Conclusions

The data in this study indicated that participamse trying to adapt the school
environment and provide opportunities to support&£1They had good intentions and wanted to
see ELLs succeed as they navigated the variousaengs of the school context. However,
their views of the particular opportunities or stges were often assumed to be positive, but
they were not really evaluated or examined foratifeness. While some teachers thought they
were providing adequate and appropriate assistantleat assistance was available elsewhere in
the school, the data indicated that this was rettse.

The contradicting assumptions and reality arodeast partially from a lack of
communication between teachers and students. \Wdaithers hoped or assumed programs and
strategies were useful and available to ELLs, tajkvith Yu-Ming would have shown that for
him, they were not. Linguistically, culturally, saly, and academically, Yu-Ming could not or
did not access opportunities that others believekwwrovided and used. The data suggested that
personnel failed to assess the accessibility, gp@teness, and overall effectiveness of
perceived opportunities, supports, and assumptizeent to foster ELLS’ acclimation and

learning. This resulted in Yu-Ming not recogniziogportunities and supports as such and
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therefore being unable to take advantage of theste&d he often found his own way to get by,
but he was unable to excel because of the lacmict.

Teachers and others did provide some supportheuevel or type of support was
insufficient to meet Yu-Ming’s needs. Because lterht receive the support he needed in any
component of the school context, opportunitieshisrBCI development were absent from his
school life. In addition, assumptions and expectetiof school personnel indicated a strong
preference for complete assimilation to the sclaoadl failure to recognize the benefits of BCI
development. The combination of these expectatmasa lack of systematic support to meet
them left Yu-Ming perceiving himself as a failuremost respects. Other participants also
recognized his lack of success in school. As thdehionplies, the emphasis of some
components and influences (e.g., new culture antepgons of others) and neglect of other
components (e.g., students’ backgrounds and exppese limit the way influences can function
together to support the needs of an individual EThis was the case for Yu-Ming who was
unable to negotiate opportunities for his own B&elopment within the school context.

Nationally, ELLs’ failure to excel in school or@vto meet grade level expectations is
clear. This study underlines the importance of ustdading cultural identity and the way it is
constructed by ELLs in order to better understduednteeds of this population of students.
Teachers, administrators and other school persammdad benefit from a greater understanding
of how ELLs are and are not able to access oppitigarior BCI development in school.
Exploring the opportunities available at a schawl their influences on ELLs can help schools

become supportive environments for students’ B@etigpment and in turn foster their success.
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