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Abstract

This study addresses the problem of a lack of culturally responsive literacy instruction in poor
and marginalized communities, in developing countries. Relatedly, the study addresses factors that affect
the implementation of this instruction, specifically the training of teachers to provide culturally responsive
literacy instruction. This research provides a grounded description of how teachers in a Bolivian Fe y
Alegria school use culturally responsive literacy instruction in the classroom and what factors affect their
ability to do so. This case study was based on qualitative data collected from participant interviews,
classroom and community observations and analysis of school and government documents. This study
concludes that in this setting, despite the Fe y Alegria school’s philosophy that reflects the aspects of
culturally responsive instruction, few instances of this type of pedagogy in practice were observed. The
data revealed rich and varied literacy practices within the community context. However, the data also
suggested gaps between the home literacy practices and the literacy practices students were exposed to at
school. As well, during the course of teacher interviews regarding formal and informal training, the data
supports previous findings in other research that teacher training programs in the developing world were
theory laden and for the most part impractical. This study contributes to a small but, hopefully, growing
base of research on culturally responsive schools, give educators much needed information on how to
consider and utilize the communities’ cultural contexts when planning and teaching their students and

highlight some of the factors, such as teacher training, that hinder or help the implementation of this type

of instruction.
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1. Introduction

This study addresses the problem of a lack of culturally responsive literacy instruction in poor
and marginalized communities, especially in developing countries. Relatedly, the study addresses
factors that affect the implementation of this instruction, specifically the training of teachers to provide
culturally responsive instruction, including literacy instruction. The goal of this research is to provide
data that leads to a grounded description of how teachers in a Bolivian Fe y Alegria school use
culturally responsive literacy instruction in the classroom and what factors affect, either positively or
negatively, their ability to do so. A school within the Fe y Alegria Jesuit organization was chosen for
this study due to its self-identified focus on education of the whole child within the context of the
community. As well, this organization places an emphasis on on-going teacher training that goes
beyond the national requirements as means to prepare their teachers to address the specific needs of
their students.

For this study, I have defined culturally responsive literacy instruction as instruction that
reflects the literacy practices of the families of the children and the community in which the school is
embedded. Literacy practices refer to the texts and purposes for reading and writing those texts as well
as values and beliefs related to literacy and specific literacy events (Barton & Hamilton, 1998; Street,
1984).

In order to identify, describe and analyze instances of culturally responsive literacy instruction,
it was necessary to collect data on both the in-school and community/family literacy practices.
Therefore during my one month studying this school and its surrounding community, I interviewed
parents, and took note of and collected samples of texts and literacy practices in the community to gain
an understanding of the literacy practices that the children in school were experiencing in their daily
lives outside of school. I also took note of and collected samples of the literacy practices in the grade 1
and 2 classrooms. During these classroom observations and interviews with teachers and the
administrator, I also noted any instances of overall culturally responsive instruction. In addition, I
interviewed teachers and the administrator at the school regarding the formal and informal literacy

instruction training they had received both prior to and during their time at the school. Lastly, I



compared both sets of data looking for alignment between home and in-school literacy practices as a
means to identify instances of culturally responsive literacy instruction and factors, including teacher
training that led to or facilitated culturally responsive literacy instruction.

As I discuss later in this paper, there is a significant amount of research that points to the
effectiveness of considering a child’s home and community culture, especially when it concerns the
teaching of literacy to underachieving children who come from marginalized circumstances. However,
there has been little investigation or description of these ideals or practices, in schools within third
world settings-- settings where children are at the most risk, and supposedly could benefit the most
from culturally sensitive pedagogies. Thus, I designed this study to provide much needed information
on culturally responsive literacy instruction in the third world, and to describe factors that affect the
implementation of this type of literacy instruction, with a specific focus on teacher training. The hope
was that results of this study could inform future teacher preparation programs on how to prepare
teachers to be more culturally responsive to the communities they live and teach in, especially in

marginalized communities.



2. Theoretical Framework

The following theories regarding the acquisition of knowledge, literacy, instruction and
education in the developing world, have informed and guided my research questions, design, analysis
and theorizing regarding issues concerning culturally responsive literacy instruction.
2.1 Social Constructivism

This theory asserts that knowledge and specifically language are constructs that are shaped and
defined by the socio-cultural contexts within which they are located (Barton, Hamilton, & Ivanic, 1986;
Gee, 1992; Street, 1984). This theory also places importance on the motivational and emotional
aspects of instruction and literacy and sees the acquisition of knowledge as a human construction (Au,
1998; Vygotsky, 1978). The theory of social contructivism is in contrast to the cognitivist theory
which sees instruction and language acquisition as neutral, skill- based instruction that can be passed
from teacher to student without regard for the cultural or social factors that have shaped the teacher,
student or content. Cognitivists generally see reading and writing as processes that are the same for
everyone regardless of the social or cultural context (Purcell-Gates, Degener, & Jacobson, 2004).
22 Literacy as Social Practice

Those who adhere to a literacy as social practice theory view literacy as a sociocultural practice
and emphasize the social relationships between people and the institutions within which literacy is
embedded (Purcell-Gates et al., 2004). This theory sees literacy as not only the ability to use reading
and writing to construct meaning from printed text, but the ability to do so in ways that allow one to
participate in specific sociocultural contexts (Au, 1993; de Castell & Luke, 1983). This view considers
being literate as being able to utilize “storehouses of knowledge” based on different socio- cultural
situations in which people may find themselves (Purves, 1987) and allows for the existence of multiple
literacies that can be found within different families and communities (Au & Raphael, 2000).

This ideological model also claims that the rqle of the institution and teachers in the instruction
of literacy and the power relationships between teacher and learner, affect the learning process.
Therefore, the process of acquiring the literacy skills themselves is caught up in social practice. Both

teachers and learners come to the classroom with their own set of beliefs about literacy, learning, and



each other. One cannot assume that literacy skills can be acquired neutrally and the social effects
experienced only afterwards (Street, 2003).

Some researchers and theorists have made a distinction between the terms literacy practices
and literacy events. The term literacy event refers to specific acts of reading or writing that can be
observed. The term literacy practices, does not just involve the observable acts of reading and writing
(Barton & Hamilton, 1998). Literacy practices can be defined as

...larger than acts of print based reading and writing. Literacy practices are the socio-culturally

ways of using written language and they involve values, attitudes and beliefs, feelings and

social relationships. They are not observable per se but must be inferred by the literacy events

and texts utilized as part of the literacy practice (Purcell-Gates et al., 2004 p. 32).

Literacy practices are how people use literacy and why they use it in that way. These processes
are internalized by an individual but at the same time have been shaped by the societal and cultural
rules that the individual abides by. If we define literacy practices as being largely shaped by social and
cultural contexts, then we must recognize that there are multiple forms of literacy practice depending
on the context.

23 Genre Theory

The genre theory that has informed the analysis of this study sees genres as fluid and dynamic
text types that are shaped by the sociocultural contexts that are reflective of the communities’ norms
(Berkenkotter & Huckin, 1995; Purcell-Gates, Duke, & Martineau, 2007). According to Swales (1990)
a genre is a class of communicative events which share communicative purposes. The purposes are
shaped and recognized by members of the contextual community for which these genres exist. As well,
the purposes shape the need for the genre and the subsequent structure or form it takes. When
determining the communicative purpose genre theorist Askehave (Askehave, 1998) argues that we
must investigate the context in which the text is used since the content of a text and the surrounding
political, cultural or social context may reveal underlying purposes.

For the purposes of this study, geﬁres are defined by their communicative function or purpose
and the features typically characteristic of that genre (Halliday & Rugiaya, 1989). For example, the

purpose of a budget is to help manage one’s money and a budget contains several essential attributes,



such as: (a) content involves money, (b) divided up according to a time period, and (c) itemizing of
income or expenses. A budget is often found in a spreadsheet format with headings and totals. There
are many text types, each defined by a specific purpose. A consent form is used to elicit and document
consent; an evaluation is used to provide feedback about something or someone; a mailing address is
used to direct where to send the item; and a testimony is used to provide an official written statement
that testifies about some even that transpired.
24 Theories of Culture

This study aligns with Delgado-Gaitan and Trueba’s (1991) definition that views culture as a
dynamic system of values, behaviours, cognitive codes, beliefs and ways of viewing the world that are
used to give meaning to the lives of thé members of the cultural group. The theoretical frame for this
study views culture as a social construction (Erickson, 2001) that is a reflection of a symbiotic
relationship between the person and the culture itself; one is constantly shaping the other (Banks, 2006;
Gay, 2000). Since language, symbols and the values attached to them are integral parts of defining and
shaping culture, the relationship between literacy and culture can also be viewed as vital.
2.5 Cultural Difference Framework

This theory views the low achievement of minority or marginalized students, not as a result of
their own deficits or “deprived cultures,” but as the result of discontinuities between their home
cultures and that of the school (Au, 1998; Purcell-Gates et al., 2004; Taylor & Dorsey-Gaines, 1988;
Tharp & Gallimore, 1988). Embedded within this theory is the belief that schools should therefore
modify the school environment, curriculum and instructional strategies in order to render it more
congruent with the cultures of the students’ (Banks, 2006; Macedo & Bartolome, 1999). The cultural
difference theory runs counter to the cultural deficit theory. Instead of viewing the school and
educators as the actors that need to adapt, the deficit theory sees the students and their home
environments as deficient and this deficiency as the cause for children’s underachievement in schools.
This deficit theory identifies the neutral school environment as the institution that attempts to “make up

for” what the home or community culture is lacking. This “blaming the victim® approach has been



popular in educational circles since it focuses the attention on what is missing in the communities or
homes of these children and not on what the schools are lacking (Au, 1998; Banks, 2006; Macedo &

Bartolome, 1999).



3. Related Literature

The decision to conduct this study comes from a review of related research on education and
teacher training in developing countries, literacy practices in marginalized communities, culturally
responsive instruction and the Fe y Alegria organization. The following body of research concludes
that education in developing countries that draws upon the community’s beliefs, resources and
practices is more successful than implementing purely western based models. The research also
concluded that the quality of teachers and the quality of their training has a significant impact on
students’ academic achievement in developing countries. As well, the research supports the belief that
all communities are rich in a variety of literacy practices that can be drawn upon to teach literacy in a
culturally responsive way; a method that has been shown to be related to higher achievement ,
especially for students who come from marginalized circumstances. Finally, the research identifies Fe
y Alegria schools as schools which have a higher success rate with marginalized students, due to the
organization’s commitment to community involvement and educating the child within the context of
the community.
3.1 Education in Developing Countries

Although the terms literacy and education are not completely synonymous, when discussing
education in the developing world, literacy becomes a critical ingredient to basic education in the third
world. According to UNESCO (2005) literacy and education are seen as basic human rights. As well,
literacy as a right is derived from the right to basic education and is seen as a basic set of skills that
constitute fundamental education. In fact, as cited in the UNESCO-Education Global Monitoring
Report 2006, The United Nations sees such an integral relationship between literacy and education that
it launched The United Nations Literacy Decade (2003-2012) claiming “literacy for all is at the heart of
basic education for all...[and] creating.literate environments and societies is essential for achieving the
goals of eradicating poverty, reducing child mortality, curbing population growth, achieving gender
equality and ensuring sustainable development, peace and democracy” (UNESCO, 2005). As well,
results on literacy tests in the developing world are frequently used as indicators of overall school

quality (The World Bank, 2007).



Much of the literature available that studies the effectiveness of education in developing
countries demonstrates that viewing education, and therefore literacy, as neutral constructs, has not
been successful in planning educational reforms that improve basic education or that will aid in
development. Until recently, most of the focus with aid or non-profit organizations, independent,
western based consultants, and funding organizations such as the World Bank, has been firstly, on
improving access to education and secondly, on improving the quality of that education (Fagerlind &
Saha, 1989; Farrell, 2003; Fuller, 1991; The World Bank, 1995). Often, variables such as quality and
access have been focused on as a result of “borrowing” educational reforms and policies that have
worked in the developed world. These plans, therefore, were constructed based on Western ideals and
values (Anderson-Levitt & Alimasi, 2000; Blakemore, 1975; Dyer & Choksi, 2001; Fuller &
Heyneman, 1989). Street asserts that these past attempts at educational reforms were also based on the
view of development that assumes a direct link between education/lite_racy and increased development
and therefore a reduction in poverty (Street, 2000). Indeed, most aid and lending organizations that
fund education in these countries, such as The World Bank or The International Monetary Fund, see a
strong link between education and development. According to The World Bank (1995), “Investment in
education leads to the accumulation of human capital, which is key to sustained economic growth and
increasing incomes” (p. 19).

Initially, development agencies and lending institutions focused their planning and funding on
solely increasing access to primary education assuming that providing more opportunities to attend
formal schooling would translate into higher literacy rates, and therefore an increase in overall
development. However, much of the literature available that specifically studies the effects of focusing
primarily on increasing access to education, points to a significant decline in quality of education that
accompanies mass education programs.

The research also points out the myriad of sociocultural issues that affect the survival rates and
output levels of students once they enroll. The prohibitive costs of schooling, the lack of gender equity,
and the view by some families that school is not an economically viable endeavor are some of the

factors which limit the positive effects of mass education programs.



Some of the studies even question whether increased access to education is utilized in some
communities by all the students who could possibly be enrolled (Blakemore, 1975; Jacob, 1982; Leach,
2000; Reichel-Dolmatoff, 1972; Robertson, 1984; Weis, 1979; Zachariah, 1982). Both Jacob (1982)
and Reichel-Dolmatoff (Reichel-Dolmatoff, 1972) conducted early studies that suggest that parents of
children in developing countries often do not see the formal education system as a viable economic
alternative to early entry into the workforce, and formal education is éﬁen seen as creating cultural rifts
between the children and the parents. Weis (1979) concluded that, in Ghana, rather than providing
room for more social mobility, the expansion of mass education had further perpetuated the
stratification of socio-economic classes since the widening access had only provided more spots for
urban children of professional or skilled workers. The research clearly shows that focusing primarily on
the mass expansion of formal schooling has not created the development opportunities expected, and in
fact, in some instances, has created more problems and a greater disparity between socio-economic or
ethnic populations.

Once it became clear that simply increasing access to education was not effective, research
began focusing on identifying variables that effect quality education and on how to plan and fund it in
the developing world. Some of the variables identified in the research literature showing some positive
effects in raising the quality of schools include teacher training, availability of texts, health and
nutrition of students, quality of administrators and parental involvement (Carlson, 2000; Schiefelbein &
Farrell, 1982). Schiefelbein and Farrell, in an eight year study of primary and secondary students in
Chile, found that textbook availability and teacher training (not necessarily university trained), were
quality variables that heavily influenced students’ outcome at the primary level (Schiefelbein & Farrell,
1982). Other studies found that textbooks and teachers’ pedagogical training were strong factors
influencing school quality. They also identified the length of the instructional program, school library
activity and student nutritional programs, such as lunch programs, as forceful indicators. Other
indicators such as reducing class size, increasing access to science laboratories, raising teacher salaries,
and retaining students, were not seen to be as effective in boosting student achievement (Fuller &

Heyneman, 1989; Winkler, 2000).



However, assessing the effects of improving educational quality inputs has been difficult.
Collecting accurate quantitative data in the developing world proved to be challenging and certain
compensatory programs which focused on adjusting quality variables had only moderate success as a
whole (Winkler, 2000). Some compensatory programs were studied to assess their effectiveness on
school quality. These programs view schooling as a production process and assume that quality can be
improved by adjusting the necessary inputs such as using incentives for teachers to improve their
performance either monetarily, or with added training time (Winkler, 2000). Winkler found that most
of the success of these programs came in the area of increasing access, increasing the volume of inputs,
and strengthening community involvement.

However, it was difficult to judge the effectiveness of improving quality in ways that measured
student outcomes academically. The students in these programs did not do worse than their peers in
conventional programs, but neither did they do any better as a whole. Winkler concluded that
compensatory programs as a whole have moderate success but if success is measured solely on student
achievement, the conclusion is more ambiguous. Winkler suggests that this may be due to poor data
collection and evaluation (Winkler, 2000).

Diversifying the secondary curriculum by way of implementing vocational and technical
programs was another strategy used with the hope that it would have a positive effect on school quality
and therefore occupational attainment after school. Psacharopolous (1985) argued against this strategy,
stating that diversified curricula are difficult to implement, expensive, and his study showed no
evidence that such schools would improve the fit between schooling and the job market or prepare
students for further study. He also contended that the less-developed a country, the weaker the case for
diversifying their curriculum.

A problem with evaluating the effectiveness of school quality has been data collection and
evaluation procedures. Most of the research done on the effect of these variables has been described as
quantitative, less than accurate, and ignoring the concept of learning as a process (Levin, 2001; Samoff,
1999; The World Bank, 1995; Winkler, 2000). Much of the planning and funding of education in the

developing world has been shaped by the dominant view that sees literacy and education as neutral
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constructs, and that the ideals, methods, and organization from the developed world can be transferred
to the developing nations successfully, if we could find the correct combination of * inputs”.

In recent decades, researchers and theorists have aligned with a more plural, rather than neutral
view, of literacy and education in the developing world. Within this construct education and literacy
are defined and constructed based on the social, cultural, and economic contexts in which they are
embedded. Researchers who hold this view contend that literacy and education cannot exist neutrally;
they are always social acts (Street, 2000). Proponents of this alternative view suggest that there are
multiple literacies, forms of education, and forms of development that are all rooted in cultural and
social contexts (Rogers, 1999; Rogers, 2001; Street, 2000). Studies that view literacy and education as
social and cultural constructs have concluded that the failures of past education reforms may have been
more a result of lack of compatibility between sociocultural norms and the program, rather than just a
matter of economic deficits.

Several researchers describe, through a variety of narratives, how schools are extensions of the
contexts they are embedded in. Even the local teachers themselves are often a bridge between the
culture of home and school (Deng, 1986; Kileff, 1975; Vulliamy & Carrier, 1985). Ideological
constructs of education create different types of learning, different ways of learning and different uses
for this learning (Farrell, 2003). During a study of Ghanaian students and their families in the early
70’s, Blakemore concluded that the resistance that parents or families were displaying towards formal
education had more to do with the preservation of social values than economic pressures. He found
that these families saw formal education as breaking down some of the strong social and cultural norms
needed for the survival of their culture (Blakemore, 1975).

Hall (1986) also argues for building formal schooling on already existing indigenous knowledge
systems. He attributes the failure of imposed, formal schooling systems for the Pueblo Native
Americans to the students’ removal from their cultural context, and a lack of understanding about
cultural and social norms of that population.

Often, variables such as quality and access have been focused on as a result of “borrowing”

educational reforms and policies that have worked in the developed world. These plans, however, were
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not formed using a neutral construct, but were constructed based on Western ideals and values
(Anderson-Levitt & Alimasi, 2000; Blakemore, 1975; Dyer & Choksi, 2001; Fuller & Heyneman,
1989). The developing world accepts or resists Western ideals and models of education in varying
degrees. As Anderson-Levitt & Alimasi (2000) concluded in their study of the acceptance and
effectiveness of foreign policies and plans in New Guinea, often the power relationship between the aid
organization and the locals is complex and outside organizations have inconsistent expectations.

As an alternative to imposing Western-based constructs onto other cultures, a shift towards local
decision-making and community involvement has emerged. Community involvement and local
decision making at the grass roots level appears to result in greater overall family satisfaction with the
formal schooling system, which translates into lower dropout and repetition rates (DeStefano, 1995;
Levin, 2001; Purcell-Gates & Waterman, 2000; Reimers, 2000; Stephens, 1991). Studies show that
greater parent participation and community involvement, as well as decentralization to allow for more
local control, were major factors in improvements in poor performing schools in poverty stricken areas
of Chile (Carlson, 2000). McGinn (1979) concludes that despite failed attempts in the past, both Chile
and El Salvador launched successful new programs that resulted in major changes in their educational
systems. He asserts that the success of these programs was not due to outside planning or aid, but to
the local politicians and planners taking control of their own decision-making process based on their
own economic, political and cultural contexts. DeStefano (1995) attributes the success of 62 rural
schools in Mali, to three simple ideas; (a) education is something that a village can organize itself; (b) a
commitment is required by the village, to view schooling its children as a future investment and; (¢) a
community can create, manage and finance its own school. There is a great sense of ownership and
pride that comes from the fact that virtually all decisions, from determining teacher’s salaries, to
deciding how many days the schools will be in session, are made by the community. DeStefano (1995)
contends that this “flexing of local authority” (p. 7) over something important as education is positively
affecting the way the villagers see their role in their own development. After three years of
implementing these ideas into how their schools are run, the educators and planners have seen an

overall increase in enrollment for girls, increased attendance rates and average promotion rates of over
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99% compared to 71% in government schools that are not involved in the programs that promotes and
implements the above concepts (DeStefano, 1995).

The neutral, dominant framework defines much of the research and policy making in the
education sector in developing countries. As discussed before, the majority of policies and studies in
developing countries are defined by quantitative research and outcomes which break down aspects of
education into measurable, manipulative variables. Recently, there has been a call for more
ethnographic research that can shed more light on the contexts within which that educational programs
are functioning (Street, 2000) in an attempt to view education and literacy as embedded within specific
sociocultural contexts. The alternative, plural framework favours ethnographic research that is
concerned with trying to understand what happens rather than only trying to prove the effectiveness of
a particular approach. Ethnographic research tries to reveal the cultural and social aspects which effect
how a project is manifested (Street, 2000).

There is a clear indication that considering a school’s sociocultural context is important when
attempting to improve its ability to provide quality instruction to its students. In subsequent sections
research will document how informed qualitative data on the home and community literacy practices of
students is necessary to plan and implement successful, culturally sensitive, literacy instruction.

3.2 Teacher Quality and Training in the Developing World

The quality of teachers in schools in the developing world has been identified as a factor which
has an effect on children’s academic achievement. Heyneman and Loxley (1983) surveyed 29 high-
and low-income countries examining influences on pupil achievement. They concluded that the effect
of school and teacher quality on students’ achievement is comparatively greater in developed countries
and that the poorer the national setting is the higher the teacher and school effect appeared to be
(Heyneman & Loxley, 1983).

Fuller and Heyneman (1989) also cite teacher quality as related to higher student performance
when they surveyed numerous other studies that examined the length of the teachers’ pedagogical

training and compared it with pupil achievement.
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After examining examples of compensatory education programs in 10 Latin American
countries, Winkler concluded that high dropout and retention rates typically resulted from teacher
incompetence and low rates of investment on textbooks and other school related equipment (Winkler,
2000).

Quality of teachers in the developing world is often measured by the quality of teacher training.
Several studies suggest that teacher training in the developing world currently is too far removed from
the real life of the classroom, too abstract and mainly based in theory (Castro, Claudia de Moura,
Navarro, Wolff, & Carnoy, 2000; Craig, Kraft, & du Plessis, 1998; Navarro & Verdisco, 2000).

Craig, Kraft and du Plessis (1998) examined several case studies of teacher education programs
in the developing world and concluded that teacher education can make a difference in student
achievement but this depends on the type of education program and the supports put in place. They go
further to list several strategies that enable effective teacher education, some of them being that teacher
education should be (a) learner centered, (b) practice oriented, (c) developed from the bottom up, and
(d) should have large amounts of training take place in the classroom itself.

A study conducted by Gladys Lopez-Acevedo of the World Bank, examined teachers’
performance in schools in Mexico. She concluded that teacher training merely measured by the number
of courses taken by the teacher had no effect on student achievement. However, investment in primary
school teachers’ training seemed most effective when it was targeted to practical, hands-on experience
and developing content specific knowledge (Lopez-Acevedo, 2004).

The literature discussed above clearly supports the belief that in the developing world, the
quality of teachers has a positive impact on student achievement and that to increase the quality of
these teachers, teacher education programs need to be practical and address real-life needs that teachers
will encounter in a classroom environment.

33 Literacy in Marginalized Communities

A large body of research has documented that the home cultures within which children are

raised are rich in a variety of literacy practices regardless of socio-economic status (SES) and culture. It

also suggests that these rich literacy practices, beliefs and ways of interacting are either underutilized or
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completely ignored in literacy instruction in mainstream schools. The research clearly suggests that
schools need to bridge the gap between how students interact with literacy at home and how they
interact with literacy at school, if students from diverse or marginalized backgrounds are to achieve
greater success in our mainstream schools.

Established principles of early literacy that have been developed and generally accepted in
recent decades, are based on emergent literacy research done by scholars (Hall, 1987; Teale, 1986)
operating within the belief that a child’s literacy development does not begin upon their entrance into
school, but at birth, assuming an environment that includes reading and writing (Purcell-Gates, 1995).
This research suggests that early-years instruction should value and recognize children’s prior
experiences with literacy. A rich body of research has emerged studying and documenting the literacy
lives of children at home (Heath, 1983; Purcell-Gates & Dahl, 1991; Purcell-Gates, 1996; Taylor &
Dorsey-Gaines, 1988; Teale, 1986). Much of this research has been done in homes of students and
families that would be classified as poor, minority or marginalized in some way. This research has
attempted to gain more information about learners from these backgrounds who typically underachieve
in school (Purcell-Gates et al., 2004).

The following studies document both the variety of print literacy found in people’s homes and
communities, and how this reading and writing mediates the lives of people. Heath’s seminal work
studying three--mainstream, working class, and rural -- communities in the southeastern United States
provided a description of rich yet distinctive literacy traditions within each community and concluded
that literacy in the home and community is a reflection of different beliefs and uses for literacy and
therefore one’s culture (Heath, 1983).

Teale (1986) also documented ways in which low-income families use print, and he concluded
that it is possible for children who come from low SES homes to be exposed to a wide variety of texts
and literacy events. He also noted that there was great variety in terms of amount and types of
exposure to print literacy, and that one should be careful about making wide generalizations.

More recently, Purcell-Gates (Purcell-Gates, 1996) conducted a study of literacy practices in

20 low SES homes. The research again found great variety in literacy practices and literacy learning
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across the 20 homes. The results revealed a significant relationship between a child’s understanding of
the uses of print and the frequency of literacy events, the nature of the texts being read and written, and
the child’s personal involvement in them.

Moll and Greenberg (1990) continued to explore how families’ literacy practices build on and
supplement their already existing “funds of knowledge” or essential information and methods
necessary to sustain the family or household. Moll and Greenberg (1990) conducted case studies that
focused on literacy practices in working class, Mexican-American families in the United States. They
found that literacy was prevalent in the households and it was most commonly used to help them
acquire and develop their family or community-specific funds of knowledge. They concluded that
these homes were not devoid of literacy or intellect, but rather rich in variety and purpose and in the
ways literacy was used. Moll and Greenburg found that literacy practices in this community were
contextualized and deeply embedded in the families’ cultures.

The above research clearly indicates variety in the type and frequency of reading and writing
that occurs in all kinds ef homes and that lack of exposure to literacy at home is only one possible
factor to consider, when attempting to explain why children from minority or low SES environments
are underachieving. Another set of studies have focused on examining the disconnect between home
and school literacy practices in an attempt to explain the low achievement of many marginalized
children in schools.

3.4 Discontinuities Between Home and School Literacy Practices

The following studies document the discrepancies between the home or community’s expectations,
uses for and interactions with literacy, and those of the mainstream school environment. Au (1981)
documented the challenges Native Hawaiian students encountered in school while participating in
mainstream forms of interaction, language and participatory structures that differed greatly from the
expectations held in their familial and cultural contexts. Another study (Moll & Diaz, 1985), this time
of Latino students in the southwestern United States concluded that many already existing language
and literacy skills that students of diverse backgrounds have, that could be used as a basis for

expanding their literacy skills, are either ignored or discouraged in school. McCarthy (1997) conducted
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research on five students with diverse backgrounds studying their home and school literacy. This study
took place in a community located in the Southwestern U.S. with a high Hispanic population. The
participants varied in sociocultural background, ranging from European-American, African-American
and Hispanic, and socio-economic background. Some of the students came from middle class homes
while others came from working class or immigrant families who had come to the U.S. recently. Her
study again concluded that the non-mainstream children participated in home literacy activities that did
not match the literacy practices occurring in the classroom. The non-mainstream children tended to
keep their home and school lives more separate from each other than the students who came from a
European-American, middle class background and did not feel as comfortable as the these students in
participating in sharing stories or items from home. Within the classroom, students were engaged in
literacy activities such as writing in personal journals, story read-alouds, research, writer’s workshop
and book response activities which consisted of the teacher reading aloud a chapter from a children’s
chapter book, then discussing and summarizing with the students and finally the students writing an
open ended response to what they had heard, in their response journals. At home the non-mainstream
children and their families were engaged in literacy activities which had more to do with maintaining
social relationships like reading or writing letters and invitations or in one case for religious purposes
such as Bible reading or memorizing passages. In the cases of the non-mainstream students’ homes,
literacy was not used often as a means of entertainment.

These studies clearly indicate a gap between the home and school literacy practices that needs
to be bridged. Recently theorists and scholars have turned their studies to the development of
culturally sensitive literacy instructional strategies in an effort to address this issue.

3.5 Culturally Responsive Literacy Instruction

Research that has studied classrooms that employ culturally responsive teaching methods,
strongly suggest that this approach to education is effective in raising the achievement of marginalized
and minority students. Studies have demonstrated that incorporating culturally responsive teaching
practices can increase students’ participation, motivation and academic scores. Literacy in general, but

especially in developing countries, is seen as one of the most important factors in defining quality
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education. Therefore, this study is focusing on not only culturally responsive instruction in general but
also more specifically on a culturally responsive literacy instruction.

Culturally responsive instruction draws on concepts found in the cultural difference theory.
This theory also claims that there are discontinuities between the home culture of students and that of
the school. However, it also suggests that despite the differences in the two environments, educators
are still responsible for trying to understand the different congruencies and incongruencies between the
home and school cultures, and should attempt to minimize the resulting tensions and mediate the gaps
between the two (Gay, 2000).

According to Gay (2000) culturally responsive teaching “validates, facilitates, and liberates
ethnically diverse students by simultaneously cultivating their cultural integrity, individual abilities and
academic success” (pg. 44). As well, this theory views culturally responsive pedagogy as a fluid
relationship between the home and community’s cultures and the school’s culture. One is not totally
conforming to the other. Gay (2000) has defined culturally responsive teaching as: validating,
comprehensive, multidimensional, empowering, transformative and emancipatory. For this study, this
means acknowledging and validating, the literacy practices of the student’s cultural lives within the
instruction, incorporating a variety of instructional techniques to engage all types of learners and
integrating into instruction, connections with their ethnic group and/or community.

Relevant to this discussion of culturally responsive literacy instruction is Paolo Freire’s literacy
work which focused on literacy as liberation. While Paolo Freire’s literacy education theories emerged
out of work with illiterate adults in the developing world, the concepts found in his book Pedagogy of
the Oppressed resound strongly with the idea of culturally responsive pedagogy brought forth by
Geneva Gay (2000). Freire’s ideas and methods are important to point out not only because they align
closely with culturally responsive pedagogy, but also because Freire’s theories arose from work in poor
Latin American communities, much like the one in this study. As well, Freire’s work is especially
relevant to understanding the site for this study, a Fe y Alegria school, which has a philosophy based to

a large degree on Freirian principles.
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The following section briefly outlines how Freire’s ideas closely align with the concepts that
form the basis of culturally responsive instruction. Both Gay (2000) and Freire (1993) use similar terms
to describe the role of education or literacy on the learner. They use words such as “emancipatory”,
“transformative”, and “critically view”. Both Gay and Freire view education as a means that allows
students to critically view their world and to question previously accepted or unquestioned facts or
beliefs about their culture, community, world, or reality. Culturally responsive instruction and Freirian
principles both see literacy and education as giving the learner tools to transform their own lives and
break down previously held perceptions about themselves that were impeding their ability to see
themselves as beings capable of learning, growth and success. Freire also views the importance of the
teacher student relationship in the process of learning. Freire stresses that for true “dialogic” learning
to occur, the teacher and student roles must become more equal; each one capable of teaching and
learning from the other. In Freirian terms, the teacher no longer is the “subject” possessing the
knowledge that must be deposited into or transmitted to the “object” or student. As Gay (2000) refers to
the joint responsibility for a student’s academic success by the teacher, student and classroom
community, Freire also states that in transforming the roles-of the teacher and student they both become
jointly responsible for the learning or process. Attempting to gain an understanding of a student’s
culture and community is imperative for the teacher to implement both culturally responsive pedagogy
and Freirian based literacy education. Freirian theory requires a teacher to draw upon the context and
reality of the student to generate “themes” or topics of discussion and study. This study also views
culturally responsive instruction as enabling students to grow and gain confidence while developing the
skills necessary to be socially critical and reflective thinkers which are ideals paramount to Freirian
theory. The following studies document the effectiveness of using culturally responsive instruction that
draws upon some of Gay and Freire’s concepts.

The Kamehameha Education Project in Hawaii adjusted its reading program based on differing
language practices found in the home and schools. Teachers adjusted their instruétion and incorporated

a more culturally congruent, participation style called “talk story”. As a result, the children’s time on
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task increased, student performance increased as did their scores on standardized reading tests (Au,
1979).

Moll and Diaz (1987) conducted a study of a San Diego Project that serviced a population of
secondary students that were largely Hispanic. By integrating writing topics and assignments that were
of relevance or concern in their community or home lives, teachers were able to bridge the gap between
home and school for the students, and the researchers observed high motivation and success by the
students.

Lee (1995) discovered that teachers, who incorporated the African-American tradition of
signifying into English lessons on literature interpretation, saw that their students could provide longer
and more insightful commentaries on the texts they were analyzing.

Several studies have looked at the learning styles of the First Nations in Canada and Native
Americans in the United States. Research on programs which attempt to utilize students’ home
cultures and adapt instructional strategies to more closely match home cultures shows a higher
participation and success rate (Grant & Gillespie, 1993; Tharp & Yamauchi, 1994).

The previous discussion has focused on the ideas and concepts which shape culturally
responsive instruction as a general method of instruction. This study, however, also addresses the
specific notion of culturally responsive literacy instruction and because of the specific focus on literacy
instruction it is necessary to briefly explain the concepts that form the basis of authentic literacy
instruction as a practical means to implement culturally responsive literacy instruction. Much of the
research that the development of authentic literacy instruction has emerged from is discussed in the
following sections.

Literacy instruction that uses authentic texts in the classroom is another aspect of culturally
responsive literacy instruction. Texts that are identified and used in the community and homes of
students can be described as real-life as are the purposes or reasons for reading or writing that are
occurring in the homes of students. These real-life texts could be shopping lists, telephone books,
newspapers or letters. Real-life purposes for reading or writing could be reading in order to find a

phone number, writing a letter to keep in touch with a friend or writing a shopping list to remember
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what to buy. Authentic literacy activities are ones that are completed for real-life communicative
purposes and use real-life text types within literacy instruction in the classroom (Purcell-Gates, Duke,
Hall, & Tower, 2006). For example, engaging a student in writing a letter (a real-life text) in class to a
friend or relative in order to tell them about a new baby that was born into the family and then actually
mailing it (a real-life audience), would be considered an authentic literacy activity. Having a child
write a letter to an imaginary character in a storybook and then displaying it on the wall is not an
authentic literacy activity. Although this latter activity involves a real-life text, the purpose the child
had for composing the letter in the first place (in order to complete the assignment or in order to display
the letter on the wall), would never be found in a real-life situation in this child’s life. Further, there is
no real-life reader of the letter. For literacy instruction to be described as authentic, it is necessary that
real-life texts and real-life purposes for reading and writing those texts are used in the classroom.

The development of this type of literacy instruction is motivated by the need to connect home
and school literacy practices, i.e. render the literacy instruction as culturally responsive, or congruent.
Using authentic texts in the classroom helps bridge the gap between the home and school and allows
the students to clearly see real-life purposes for reading and writing that match the purposes used by
their families or other community members. Using real-life texts for real-life purposes in the
classroom, which I will now refer to as authentic literacy instruction, is now seen as critical to
children’s mastery of reading and writing different genres (Delpit, 1988; New London Group, 1996).
The effectiveness of this type of instruction is documented in the following two studies.

The Literacy Practices of Adult Learners Study (LPALS), conducted at Harvard University,
researched which type of instruction was related to increased reading and writing as well as the reading
and writing of more diverse types of text by adults with low reading skills: (a) Instruction that
emphasized basic skills taught in isolation and often utilized materials such as workbooks, phonics
exercises, vocabulary programs, and so on or (b) Instruction that emphasized the reading and writing of
real-life texts for real-life purposes (authentic literacy instruction) (Purcell-Gates, Degener, Erickson, &
Soler, 2002). This study used data collected from adult learners and their teachers from a variety of

locations across the United States. The data was collected through individual and group interviews,
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classroom observations and teacher questionnaires. This study revealed two major findings. Firstly,
the more that the teacher used real-life texts and had students read and write them for real life purposes
in class, the more the students reported reading and writing more often in their lives, outside of any
school assignments, and/or reading/writing new and different texts. Secondly, the study revealed that
the new textual practices that were reported involved increasingly more linguistically complex texts
(Purcell-Gates et al., 2002).

The second study which documents the effectiveness of using authentic literacy instruction in
the classroom is the TEXT (Test of EXplicit Teaching) study (Purcell-Gates et al., 2007). The TEXT
study was actually designed to test the benefits of including explicit explanation/teaching of genre
features as part of reading and writing of authentic texts for authentic purposes for 2™ & 3™ graders,
not as a test of authentic literacy instruction. The sample included 420 students and 36 teachers over
the course of two years and examined the effect of receiving one of the following two types of
instruction during science class: Authentic Only or Authentic + Explicit. The researchers worked with
teachers to include authentic reading and writing of science informational and science procedural texts
in their science instruction and, for half of the classes, to embed explicit explanation of the genre
features of these texts within the authentic reading and writing. The results showed that there was no
impact at all — negative or positive — of explicit explanation of genre features during authentic reading
and writing of those genres. However, the data did reveal that the more teachers in both groups used
real-life information and procedural texts and real-life reasons for reading/writing them in the context
of their science instruction, the more the kids grew on measures of reading comprehension and written
composition of those genres (Purcell-Gates et al., 2007).

The LPALS study documented the relationship between the degree to which teachers bring
real-life cultural practices of literacy into the classroom and higher frequencies of reading and writing
of more complex texts for adults, and the TEXT study documented impressive relationships between
authenticity of reading and writing activities in the primary grades and growth in reading and writing

abilities of specific genres. Both studies document the effectiveness of using authentic literacy
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instruction in the classroom to improve the level of reading and writing occurring and the complexity
of text read and written.

There are few examples in the developing world of policies, programs, or schools that use the
construct of literacy as multiple and cultural to guide their educational choices and instruction.
However, the following section describes the Fe y Alegria organization which is an example of an
organization and network of schools which has a commitment to educating the child within the context
of the community and has had more academic success than comparable public schools in marginalized
communities in Latin America.

3.6 Fe y Alegria

The school site for this study was a Fe y Alegria school in central Bolivia. Fe y Alegria
schools are public/private partnerships between the state and the Jesuits (a Christian religious order of
the Roman Catholic Church) whose educational philosophy has strong ties to community/school
partnerships. Fe y Alegria is a non-governmental organization that originated in 1955 and defines itself
as a “Movement for Integral Popular Education and Social Development” (Fe y Alegria, 2007). Its
educational philosophy is an education of the “whole child” and an “integral education which forms the
persdn in his/her totality” and this means “taking into account the student in his/her totality as a person
and as a member of a determined community” (Fe y Alegria, 2007). As well, Fe y Alegria schools
claim to emphasize values education, and teaching honesty and solidarity (Reimers, 1993). Fe y
Alegria schools are spread throughout most of the countries in Latin America and have a strong
presence in Bolivia. They serve communities of poverty where there are very few services of any kind
available to the people who live there and where there may be little, if any, access to public education.
The Fe y Alegria organization not only focuses on the building of schools but also on a variety of other
community based programs that aid in the goal of transforming and empowering an entire community
(Fe y Alegria, 2007).

According to anecdotal evidence, graduates from Fe y Alegria schools have a better mastery of
skills in reading, writing and math than graduates from the public system (Reimers, 1993). One of the

schools’ primary aims is to reduce the high dropout and grade retention rates that are characteristic of
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many public Latin American schools. In Bolivia, the gross repetition rate for public schools is 72.88%
compared to 20.35% for Fe y Alegria schools. The gross dropout rate for public schools is 26.8%
while the rates for Fe y Alegria schools are considerably lower at 9.0% (Swope & Latorre, 2000).
Experts identify several factors that contribute to the success of Fe y Alegria, starting with having a
clear mission and objective that focuses on keeping children in school and creating a more equitable
world. This organization also asserts a belief in creating a school community that involves the parents
in the school, and in operating a school within an environment of cooperation and trust between
teachers, parents, students and administrators. The organization also leaves the creation and
implementation of formal and informal rules to the individual schools in order to maintain a respect for
the diversity among schools in different areas (McMeekin, 2003). In an attempt to reflect the reality of
community in the school, a project was developed involving 200 teachers from Fe y Alegria schools in
Bolivia who produced 90 texts that, according to Reimers (1993), “reflect the cultural and liﬁguistic
diversity of Bolivia, rescue the heritage of each region, and reflect the reality with which students are
familiar” (pg.17).

The stability of the teaching staff has also been identified as a strength of Fe y Alegria schools.
For example, a survey of the average number of years of service of teachers in Fe y Alegria
Educational Centers found that, in Bolivia, out of 90 cases, 55.5 teachers had six or more years of
service with Fe y Alegria (Latorre & SWope, 1999). Once teachers are hired, they are required to
participate in on-going professional development in a variety of areas to upgrade their skills, become
familiar with Fe y Alegria philo'sophy, and share their knowledge with other teachers (Létorre, 1999).

This research on education in the developing world, teacher education, literacy practices and
culture and the Fe y Alegria schools themselves has shaped the design, analysis and the initial inception

of the study itself and reveals some conclusions outlined below that are integral to the framework of

this study.
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3.7 Conclusions of Related Literature

Previous research done in the areas of education and teacher training in developing countries,
literacy practices in marginalized communities and culturally responsive instruction led to the inception
and design of the research questions that guide this study.

Research on policies and planning for education in the developing world conclude that policy
makers and planners need to take into account the community context, values and beliefs in order to be
successful. According to researchers such as Destefano, McGinn, Levin, Purcell-Gates and others
discussed earlier, considering a schools’ sociocultural context is vital when attempting to raise the
quality of student instruction and subsequently students’ achievement.

As well, the stﬁdies conducted by Winkler (2000) and Fuller Heyneman (1989) conclude that
teacher quality does have a positive impact on achievement of students in the developing world. This
study intends to build on these conclusions and explore how this school, located in a developing world
setting, both uses the sociocultural context and teacher training to improve instruction for the students.

Furthermore, research done by Au (1981), Heath (1983), Purcell-Gates (1991), Teale (1986)
and others conclude that the literacy practices of children who come from marginalized communities
are rich, varied and often ignored in school which contributes to a lack of academic success in
mainstream schools. It also supports that these literacy practices and other aspects of culturally
responsive instruction can be used in the classroom to raise students’ academic success in schools.
This study further builds on this research by exploring and describing the literacy practices occurring
within a marginalized community and describing how culturally responsive instruction is occurring
within the school.

The decision to locate this study at a Fe y Alegria school derives from a review of relevant
literature on the school authored by the organization itself and others such as McMeekin (2003),
Reimers (2003) and Swope and Latorre (2000) who document the organization’s successes with regard
to lowering drop out and repetition rates as well as giving descriptions of philosophies and programs

that could be described as culturally responsive.
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The above body of research points to a number of clear conclusions: (a) Policies and planning
for education in the developing world need to take into account the community context, values and
beliefs in order to be successful, and (b) the quality of teachers in the developing world can have a
positive impact on the achievement of students, and (c) the literacy practices of children who come
from marginalized communities are rich, varied and often ignored in school, contributing to a lack of
academic success in mainstream schools, (d) culturally responsive literacy instruction that takes into
account and incorporates a child’s home and community literacy practices contributes to a child’s
academic success in school, and (e¢) Fe y Alegria schools are an example of the type of schools that
appear to be more successful at advancing their students and lowering drop out rates due to a more
culturally sensitive approach to instruction, in general, and to special emphasis placed on teacher
training practices to facilitate this.

In sum, this research is guided by the following definition of culturally responsive instruction:
Culturally responsive instruction utilizes a student’s home culture and experiences as a guide to create
or adjust educational program elements that will facilitate students’ academic success. This means
having a conception of all students being capable of learning and validating their own community and
culture, using the knowledge of the community culture to adjust instructional strategies and content to
better reflect students’ realities, encouraging social relations in the classroom that develops a sense of
community and encourage students learning together and giving students the skills to recognize,
understand and critique social inequalities. Specifically, culturally responsive literacy instruction would
involve elements of the above definition and for the purposes of this study also include the use of
authentic literacy instruction as defined previously. It is important to note that culturally responsive
instruction can be described as a range or continuum of behaviours not a fixed or rigid set of practices
that teachers must adhere to. However, as a researcher who is attempting to identify elements of and
describe culturally responsive instruction in practice, in order to make it more accessible to other
prospective teachers, I found it helpful to view, for the purposes of analysis, culturally responsive
instruction through the lens of Gay’s pillars on culturally responsive instruction (Gay, 2000). The

rationale which guided my choice to use Gay’s framework of culturally responsive teaching for this
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study resulted partially from a lack of data or alternative frameworks that situate or describe culturally
responsive instruction in developing world settings. As well, Gay’s work expands beyond research that
describes the challenges African American students face in mainstream schools in the U.S.. While
Gay’s book Culturally Responsive Teaching: Theory, Research & Practice is written for an audience of
North American educators, her work is based on research conducted on a variety of minority groups
including Native Hawaiians, Latinos, African Americans and Asian students. Gay herself asserts that
her framework is appropriate for any marginalized or minority group. She specifically delineates the
idea of “ethnic centered” schools or classes, which have been created specifically to center the
curriculum and instruction to serve and educate a particular cultural group, from her notion of
culturally responsive teaching. Gay states while referring to ethnic centered programs, that “They deal
exclusively with one ethnic group (e.g., African Americans), while culturally responsive teaching
attends to many ethnic groups” (Gay, 2000, pg.172). Gay, in her book Culturally Responsive

Teaching: Theory, Research & Practice, advocates culturally responsive teaching practices as possible
solutions for the mystery of chronic underachievement of marginalized students of colour. Although
this framework was based on research in the developed world, the premise of culturally responsive
instruction, as a whole, is based on becoming familiar with and utilizing the specific sociocultural
context that the students are living within. Therefore, I feel that it is appropriate to use this framework
for this study and in this setting.

Despite the above conclusions there is little research studying how culturally responsive literacy
instruction is being implemented in marginalized communities and few recommendations that gé
further than the theoretical level discussing how it should be done. This study contributes to a small
but, hopefully, growing base of research on culturally responsive schools, that can give educators much
needed information on how to consider and utilize the communities’ cultural contexts when planning
and teaching their students and highlight some of the factors, such as teacher training, that hinder or
help the implementation of this type of instruction.

Given the above outlined research and theory, this study was guided by the following research

questions:
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How is culturally responsive literacy instruction being implemented in a Fe y Alegria school in
Bolivia?
1.1 Which of the seven characteristics of Gay’s (2000) definition of culturally responsive
instruction are reported and/or observed in the instruction overall?
1.2 Which of the seven characteristics of Gay’s (2000) definition of culturally responsive
instruction are reported and/or observed in the literacy instruction?
1.3 How is authentic literacy instruction used in the classroom to facilitate culturally
responsive literacy instruction?
1.3.1  What are the literacy practices in the home?
1.3.2  What are the literacy practices in the school?
1.3.3  What are the alignments and misalignments between the literacy practices of
the homes and those of the school?

What are the factors affecting the implementation of culturally responsive instruction?

28



4. Method
4.1 Design

This study was designed as a descriptive case study. Descriptive case studies generally use
multiple sources of data, and describe bounded systems (Stake, 2000; Yin, 1994). They focus on
describing already existing characteristics, relationships, events or phenomenon whose outcomes are
unknown within a defined community (LeCompte & Schensul, 1999; Purcell-Gates, 2000). Case
studies investigate participants and events in their natural settings or contexts. This research design is
appropriate for this study because it used predetermined categories of interest such as Gay’s pillars of
culturally responsive teaching and literacy practices as defined by specific features (see below). In
addition descriptive data on literacy practices was collected with the use of a structured interview
protocol that elicited only information about texts that people read and wrote. The boundaries of this
case include: a small, specific community and the school within that community, specifically the
literacy instruction that took place in grades 1 and 2 and the teacher training that occurred for the
teachers of the school (Duke & Mallette, 2004),
4.2 Site

This study was of a Fe y Alegria school located in the semi-rural community of San Angel in
the city of San Pedro, Bolivia. This specific school site was chosen for its particular educational
philosophy discussed previously. The city of San Pedro, Bolivia was chosen because of my own
connection with the city itself when I had lived there a number of years previous to this study. This
connection to the country and city made setting up the study and communicating before arriving,
easier, in terms of logistics, than it would have been if this study had been located in another
developing world setting.
4.2.1 Bolivia: Bolivia is one of the poorest countries in South America with 64% of its population
living below the poverty line and has a large indigenous and mestizo population of 85% (CIA, 2007).
In fact, over 30 different indigenous languages are spoken in the country and it has three official

languages: Spanish, Quechua and Aymara (CIA, 2007). Bolivia currently has a total adult literacy rate
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of 87% (literacy being defined as anyone over the age of 15 who can read or write, but not specified as
to what level), and 86% of primary school entrants reach the fifth grade (Unicef, 2007).

4.2.2 Political Context: The country of Bolivia is in the midst of a very interesting time in its political
history. For the first time in its history, an indigenous president holds power. Evo Morales was elected
president of Bolivia in the winter of 2005. This occurred after a number of years of upheaval, and
protests decrying the disparities between the indigenous and ruling class in Bolivia. Bolivia has had a
political history full of coups, juntas, military rule, violence and more recently democratically elected
leaders. No government or ruler seems to have been able to bring long lasting peace and stability to the
country or to deal with the continuing issues of poverty and indigenous rights.

Upon Morales’s election, many changes were implemented to empower the local indigenous
populations in an attempt to better their standard of living. These changes in all areas of the
government and its policies have caused great concern among the traditional ruling class and therefore
have created a counter movement against the majority and predominantly indigenous party. As a result,
the country is in a state of great flux and uncertainty and the direction of education and development is
no exception. In addition, the role of the church and its organizations like Fe y Alegria have come
under scrutiny since the new government took power. The new educational direction of the public
education system has a distinct liberatory and indigenous tone to it, yet it remains to be seen how this
will be implemented in a practical sense.

Up to this point, quality education in Bolivia has been somewhat elusive for the masses. Most
Bolivians of the upper class send their children to private schools, either parochial, secular, or, for the
very wealthy, foreign schools which provide instruction in English or another language besides
Spanish. There have been a number of reformas educativas (educational reforms) over the years that
have attempted to reform their education system, the most recent of which occurred in 2000. However,
it appears that none of the reforms have had a lasting effect on the public education system. There is
also a marked difference in quality between rural and urban schools. Rural schools have difficulty
obtaining and retaining teachers and operate in very rustic conditions with extremely limited resources.

The quality of urban public schools varies depending on the socioeconomic area in which the school is
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located. Bolivian public school teachers have low salaries, and most teachers try to find more than one
teaching position to supplement their incomes. Due to the difficult working conditions and low salaries,
teachers’ strikes are common and often drawn out.

4.2.3 City: The city of San Pedro has a population of about 500,000 but it is a sprawling city that has
a very rural feel. It is located at the foothills of the Andes and is characterized by its spring-like weather
and agrarian-based economy. The city of San Pedro and the surrounding area has a large Quechua
speaking population, and the traditional dress, food and way of life is still very much alive here.
Quechua is one of the widely spoken indigenous languages in Bolivia. Aymara is another widely
spoken indigenous language. San Pedro is a city with few paved roads and no zoning restrictions.
Although generally, the wealthier residents reside in the north, it is not uncommon to see a large,
expensive house right next to an adobe, shack. Most of the wealthy residents live in the north area of
town while the poorer populations live in the south side; the farther south you live the poorer you are,
forced to live in areas on the outskirts of the city with limited facilities. San Pedro is one of three major
cities in Bolivia and of the three; San Pedro has the most temperate climate which has made it the
agricultural centre of the country due to its 12-month growing season.

4.2.4 Local Community: Escuela Los Molinas is situated in the community of San Angel. San Angel
is located in the southern most corner of the city of San Pedro, Bolivia; so much so that it borders
farmlands. San Angel is an impoverished semi-urban, semi-rural area. Most taxis are reluctant to travel
there due to the considerable distance it is from the centre of the city and the reputation the community
has for crime and almost all commuting between this community and the centre of the city is done by
truffi (a type of local bus). It is about a 30- to 45-minute bus ride from the centre of the city where
most people do their shopping or commute to work in the local black market. The water that the
residents use for cooking, cleaning and drinking is delivered in trucks once a week and stored in large
tanks sitting out in their yards. The water is extremely expensive and the issue of access to clean,
affordable water is a constant political issue for these residents. Another issue for members of this
community is land reform and access to farmland. The only school in the community is the Fe y

Alegria school where I conducted the study. The community has access to some electricity but not for
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everyone. There is no running water, nor any sewage or garbage services available for the community.
There are a few small tiendas (stores) that sell basic food items but most other items require a bus ride
into the centre of town on market days. There are no medical services, post offices or banking facilities.

Most of the residents of San Angel have migrated from other parts of Bolivia in an attempt to
find more work in San Pedro. There are a number of residents who immigrated from e/ campo (the
countryside) and many others who came from Potosi, a mining city quite a number of hours away
which is no longer booming and now rampant with unemployment for miners and their families. There
are a variety of common occupations in this community such as builders, vendors in la cancha (the
black market) bakers, shoemakers, cleaners, and so on. Some of the children’s parents are working in
Italy or Spain as maids or labourers and sending money back home for the family, while the children
stay with relatives.

4.2.5 School:_ The case study described on the following pages takes place in an impoverished‘suburb
in a mid-sized city in Bolivia. The specific school locale was a Fe y Alegria elementary school. Fey
Alegria schools are public/private partnerships between the state and the Jesuits whose educational
philosophy has strong ties to community/school partnerships. Fe y Alegria is a non governmental
organization that originated in 1955 and defines itself as a “Movement for Integral Popular Education
and Social Development” (Fe y Alegria, 2007).

A school within this organization was chosen due to its specific educational philosophy. Their
educational philosophy is an education of the “whole child” and an “integral education which forms the
person in his/her totality” and this means “taking into account the student in his/her totality as a person
and as a member of a determined community” (Fe y Alegria, 2007). The organization sets up schools in
impoverished communities and with the help of the surrounding community, helps maintain the
structure and implements its own curriculum. Fe y Alegria educational centres have a widespread
presence in Bolivia. In 1995 a total of 115 centres opened, 78, 576 students matriculated (Latorre &
Swope, 1999) and in 1991 an average of 3 out of every 100 students in Bolivia attended a Fe y Alegria
primary school (Reimers, 1993). The teachers in Bolivian Fe y Alegria schools are hired by the

individual schools but are publicly trained and qualified, paid by the state, receive regular state wages
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and are subject to some government and union regulation. The principals however, are hired based on
training, experience and their knowledge and commitment to the Fe y Alegria philosophy.

Escuela Los Molinas (all names used are pseudonyms), the school site of my study, runs a
morning and afternoon program. This is common in most public schools in Bolivia. From 8§ a.m. until
12:00 p.m. classes are held at the school. The morning school has its own administrator, staff, materials
and students. From 1:00 p.m. until 5:00 p.m. a separate afternoon school is in session. This school is
run by a separate administrator, employs completely different staff and teaches a different set of
students. The only common element is the building and the fact that they are both run by and share the
philosophy of the Fe y Alegria organization.

There is no collaboration between the two staffs or administrators and often there is a
competitive feel between the two schools. Before arriving at the school I was unaware of this division
between the morning and afternoon classes. Due to limited time and resources, I decided to focus my
data collection on the morning school only and had no interaction with the afternoon staff or students.
The morning school enrolls kindergarten to eighth grade. Each class has anywhere from 40 to 50
students at one time. The classes tend to have larger enrollments in the younger grades and lower
enrollments in the older grades due to older students dropping out of school.

The school is comprised of two separate brick buildings. The newer one, built in the last year
from donated funds, is three stories high and houses all the grades. Each grade has a separate room.
The other brick building houses empty classrooms that are no longer being used and contain no
furniture. In the old building, there are the two offices for both the morning and afternoon schools and
in the middle of these buildings is a covered cement pad that is used for outdoor physical education
classes. The playground is a dusty field outside the new building. Each classroom contains wooden
desks, chairs and a blackboard at the front of the room. As well each room usually has a book shelf for
the teacher’s materials. The school itself has bathrooms but no running water or proper sewage

facilities.
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4.3 Participants

4.3.1 Teacher Participants: My initial contact with the administrator and teachers of the school
occurred upon my first visit to the school; however, they had been advised well in advance of my
arrival and the nature of my study. With the aid of a translator I introduced myself to the administrator
and then went around to each class and introduced myself again. After school there was a brief staff
meeting where I explained to the teachers who I was, why I was there and expressed my interest in
learning as much as I could about the school and their training. I emphasized that I was a fellow teacher
who was not here to judge or critique; only to observe, learn and hopefully use what I learned here to
help teachers and children become better at teaching and learning literacy. As well, the teachers were
given an opportunity to ask questions of me.

It was at this time that I made some initial appointments to interview teachers during school
hours. I made clear to all the teachers that this was a volkuntary interview. The results of this study are
based on, and limited to, those teachers who volunteered to be interviewed by me and fit the required
criteria. There were two criteria that I used to select possible participants. Firstly, I needed to
interview teachers of grades 1 and 2 since I would be observing the literacy practices in those
classrooms. Secondly, I needed to interview teachers both novice and veteran to the Fe y Alegria
school, to gain an understanding of the types of professional development and training concerning
culturally responsive literacy instruction they might have received at different points in their careers.

The teachers who participated in the interviews all came from a mixed-race background with
most of them from a Quechua-speaking heritage with the exception of one who spoke Aymara. Of the
five teachers and administrators I interviewed, only one lived in the community where the school was
located. I was able to interview two novice teachers and three more veteran teachers. Out of the six
teachers I interviewed, two of the teachers were in their first year of teaching and the others had

anywhere from 5 to 20 years of teaching experience. Two of the participants interviewed were teachers

of the first and second grade.
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The administrator also volunteered to be interviewed. She had taught for a number of years in
a Fe y Alegria school and had been the administrator at Escuela Los Molinas for the past seven years.
She was a fluent Quechua speaker and frequently spoke to the parents in Quechua.

4.3.2 Literacy Practices Interview Participants: The data collected for this portion of the study is
based on interviews of parents in the community who volunteered to be interviewed by me. Both I and
the school administrator solicited volunteers for these interviews. Many farﬁilies dropped off their
children at school or came to the office for other business, and either I or the administrator would
initially approach them about the possibility of volunteering for the interviews. We briefly explained
my presence at the school, what kinds of questions they would be asked and if they would be interested
in voluntarily participating. If they were available at the time and it was more convenient, some
interviews were done at the school. For other participants, alternative times were set up for me to visit
their homes and conduct the interview. One participant requested that the interview be conducted at
her job site. Participants were chosen simply on the basis that they were willing and had time to
participate.

The participants’ ages ranged from mid 20s to 50s and I interviewed both men and women.
Many of the participants had a rural, agrarian, background as they and their families had moved from
other areas of Bolivia in an attempt to find work in a larger center. The participants had a variety of
occupations. I interviewed a builder, shoemaker, janitor, electrician, baker, three housewives and a
cook.

All of these families lived in very poor conditions. The homes were sparsely furnished usually
containing a few wooden chairs and dining table and maybe a shelf to store the cooking utensils. Often
the floors were dirt or cement and the cooking facilities were located outside the residence in the yard.
One home contained a television and a radio/stereo and a bookshelf filled with a number of books. The
homes were made of clay or adobe bricks. Usually the yards housed any number of cows, dogs, cats
and chickens roaming freely. The large water tanks that stored the weekly supply of water, sat out in

the yard. Since there were no paved roads in that area, dirt and dust coated everything.
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4.4 Data Collection

4.4.1 Classroom Observations: Classroom observations occurred in the first and second grade
classrooms over the course of 1 month. I observed in the grade 1 and 2 classrooms for a total of 12
hours. Whenever I was not conducting a teacher or literacy practice interview, I was in one of the
classrooms observing.

I took on a friendly observer role in these instances. I situated myself at the very back of the
room with my translator and tried to be as unobtrusive as possible. I did not interfere with any
instruction or behaviours I observed. I appeared to be interested in what the children were doing, and if
a child approached me to talk I would respond. I noted all utterances, directions, assignments, and
texts that involved reading or writing. I noted student responses as well but did not identify the children
in any way. I recorded what both the teacher and students read and wrote in notebooks or on the
chalkboard. On my first visit in each room, I completed a diagram of the room noting all the texts on
the wall and what they were for as well as placement of furniture and the general layout of the room. I
also dated and recorded general routines and procedures in the classes.

Obtaining a large number of observations did prove challenging for two reasons: Firstly, I
could only conduct observations and teacher interviews during the morning since the school only held
classes from 8:00 am until noon. Secondly, Bolivian schools have a large number of holidays and
festivals, and three or four school days were cancelled due to events in the month of August.

4.4.2 Teacher Training Observations: I attended four workshops and professional development
sessions, all of the ones that were offered during the month of August. These four included a literacy
workshop offered by an outside organization that another Fe y Alegria teacher was enrolled in. [ also
participated in the Hora Pedagogica (a time when certain teachers share their training with others),
Open Classroom (a time when teachers observe other teachers and then debrief and offer constructive
criticism) and a Fe y Alegria workshop focusing on the philosophy and direction of the organization
itself. With the aid of my translator, I documented the dialogue and instruction during the activities

and collected and translated any materials we were given.
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4.4.3 Artifacts: I collected samples of student written texts, tests, reading texts, Fe y Alegria
documents such as the CAPIB (Curriculo Alternativo Popular Intercultural Bilingue) the Fe y Alegria-
designed curriculum , evaluative checklists used by the administration and the government Educativa
Reforma curricula instituted in 2000. I also took digital photos of texts I saw on classroom walls inside
the grade 1 and 2 rooms, as well as texts found in common areas of the school.
4.4.4 Community Observations and Texts: On three occasions I took walks through the community.
On the initial walk, the principal accompanied me and the translator to explain things and answer the
myriad of questions I had. I noted the housing, services, transportation and the demographic of the
community and documented this in my field notes. On several occasions, I took the local truffi bus
home, as this would be the only mode of transport for most of the teachers and students in this area.
During my walks and bus rides I took photographs of texts found in the community, from signs
to newspapers to packaging on products. Itook a total of 40 photos of different types of community
texts. I also collected samples of the texts themselves, especially if they were texts specifically referred
to in the course of an interview. In total I collected 29 samples of community texts. Refer to Table 3
for a complete list of the community texts recorded.
4.4.5 Informal Interviews and Field Notes: I was often involved in informal conversations with
parents and teachers that focused on education or the general state politics in Bolivia. I found these
informal conversations invaluable and wrote the contents of them up as field notes and informal
interviews. I documented a total of 22 pages of field notes on these informal interviews and
conversations. These notes also included observations I made during formal interviews.
4.4.6. Interviews: I conducted a total of nine literacy practices interviews and seven
teacher/administrator interviews. Both sets of interviews were conducted with the aid of my
Spanish/Quechua translator. My translator was present for the entirety of all my interviews and also
helped me to set up the interviews. Before conducting the initial literacy practice and teacher
interview, I spent time explaining to my translator the purpose and reasons for the study, as well as
explaining each question and some of the terminology. Since my translator was an educator, as well as

being tri-lingual, he was able to offer explanations and provide more detail regarding issues of
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education and culture in Bolivia. For example, when interviewing one particular teacher, I felt the
participant was very reluctant to give detail or participate even though the she had volunteered. During
a break in the interview, I asked my translator about this and wondered if we should stop the interview.
He explained that this teacher came from an Aymara background and their manner of speaking and
interacting was curt, to the point and usually did not involve elaborating unless asked for further
information. In another instance, one of the participants who spoke Spanish and Quechua both,
requested to conduct the interview in Quechua. Since my translator was fluent in both languages this
was possible. I feel that although the interview could have been conducted in Spanish, the participant
might not have felt as comfortable answering the questions and may have elaborated less.

The teacher and administrator interviews tended to be lengthy so they were often broken down
into two parts. I would stop the interviews after one of the sections had been completed and schedule
another day to finish the remaining set of questions. I recorded a total of 177 pages of teacher,
administrator and literacy practice interview transcripts in English. All interviews were preceded by an
explanation of my study, what the data would be used for, and some examples of the types of questions
that I would ask. All of the interviews were digitally recorded with the participants’ permission except
for a few instances where the recorder stopped functioning and the remaining interview needed to be
recorded manually. After the interview was concluded, I orally asked the participant questions from
the demographic form. It was filled out at the end of the interview once the participants felt more
comfortable and I had established some kind of relationship with them. The demographic form
included questions on age, gender, native language, citizenship, marital status, occupation, ethnicity,
languages spoken at home, languages read or written, level of education of participant, level of
education of father and mother, mother and father’s occupation, type of area the participant lives in,
number of people living in the household and number of people in the household under 18, access to
computer and internet in the household or community and possible uses for the computer or internet. A
sample of this form can be found in Appendix A.

The literacy practices semi-structured interview protocol is divided into three major sections:

(a) current reading and writing practices, and (b) historical (when the participant was a child and youth)
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reading and writing practices within the community, and (c) historical reading and writing practices
from previous schooling. Each topic contained several prompts to guide my questions, but I also
gathered information from the home surroundings, to help guide the questioning as well. The specific
questions on the literacy practices protocol were included to ellicit as much information as possible
about what print people read or wrote in their daily lives and for what reasons. As well, some
questions focus on gaining information about print commonly found in their community and what
literacy instruction or texts they could remember from their formal schooling. Sample questions from
the literacy practices protocol include: What kinds of things do you read or write in your daily life for
work? What kinds of things do you read or write with your children? What kinds of things do you read
or write for religious purposes? When you were a child, what kinds of things do you remember people
in your house reading or writing for entertainment, relaxation, for work or for shopping? What kinds
of things did you read or write during your schooling? For each of these types of questions, I tried to
ellicit as much information as I could about why the person was reading or writing a text, whether or
not they enjoyed it and the social context this literacy event occurred in. During the interviews I also
gave examples of different texts that the participants might read or write as a means to prompt their
memories. For example, I asked the participants if they read the newspaper and if so which one?
Which parts of the newspaper did they read and why? I also prompted participants by asking about the
writing of lists, e.g. “Do you ever write lists for shopping or work?” A copy of the literacy practice
interview protocol can be found in Appendix B.

The teacher training and administrator semi-structured interview protocol was also divided into
three sections. These sections were focused around: (a) formal teacher training before being hired at the
Fe y Alegria school, (b) informal teacher training acquired once hired at the school, and (c) local
community description. Sample questions from the interview protocol included: How were you
encouraged to teach reading and writing during your formal teacher training? How does Fe y Alegria
encourage you to teach reading and writing and do they provide any support for that? What kinds of
literacy instruction professional development have you been involved in through Fe y Alegria or other

organizations? Sample questions from the community description portion of the protocol included:

39



How would you describe this community? Do you live in the community or somewhere else? If you
live in another community, how is it different or the same as this one? What kinds of services are
available in this community? Again these questions were designed to guide my interview and remind
me what not to forget. However, the participants often had anecdotes, information and opinions that
did not relate directly to my questions but that still proved invaluable. Samples of these protocols can
be found in Appendix C and D.

4.5 Data Analysis

After conducting the interviews during the day, in the evening I would type up my field notes
and informal interview notes. I would also transfer the digitally recorded interview into a sound file and
copy it onto a CD. I also noted any reoccurring statements or themes that became apparent during the
course of my stay at the school every afternoon.

Once all the interviews were completed, I began the process of transcribing them. Since the
interviews were conducted with the help of a translator, I transcribed only the English portions and
indicated that although the response was being spoken by the translator, it was the participant’s
response. The translator was instructed to be as accurate as possible in translating. As an educator
himself he was able to understand and translate accurately the concepts that I was inquiring about,
especially for the teacher interviews.

Once the transcribing of all the interviews was completed, all the transcriptions, scanned
photographs, documents and field notes were loaded into the qualitative data analysis program,
(ATLAS .ti software, 2007) for coding and further analysis. I began by coding the literacy practices
interviews first. All literacy practices interviews, teacher interviews, classroom and community
observations, and community and school texts, were coded using the following procedures and codes.
4.6 Coding

The coding of the literacy practices both in the community and in the school followed
procedures consistent with the Cultural Practices of Literacy Study (CPLS) project located at the
University of British Columbia (www.educ.ubc.ca/research/cpls). The CPLS framework strongly

influenced how I theorized, coded, and analyzed the literacy practices found in both the Bolivian
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community and the school itself. Therefore, it is important to briefly describe the project, its guiding
principles and procedures.

The Cultural Practices of Literacy Study is a large umbrella study that is composed of a variety
of case studies that research literacy practices in socially and culturally defined contexts. All the studies
are basc_ad in theory that views literacy not as a neutral practice, but as a social and cultural one that is
influenced by values, history, beliefs, power relationships and politics (V. Purcell-Gates). Data
collected from individual case studies contribute to an extensive and growing database of literacy
practices defined by different socio-cultural communities. Many of the case studies have as a goal to
provide important information which will allow for the development of early literacy instruction that
will be effective for all communities, but especially for poor and marginalized communities. This
instruction would build on already existing literacies found in the communities and homes of the
children.

All of the affiliated researchers follow similar data collection and coding methods and
contribute to decision making about these methods and coding procedures during weekly meetings.
CPLS researchers view each literacy event firstly, as shaped by the domain of social activity that it
mediates (Wertsch, 1998). Further, each literacy event is coded for the function and purpose for
reading or writing each text and the text type, or genre, being read or written. These categories were
influenced by the work of Michael Halliday and his social semiotic theory of language (Halliday,
1978). These codes were developed after lengthy reading, theorizing and discussions around the
concepts of genre theory, social activity domains and the relationship between the function and purpose
of reading or writing a text.

During these meetings we agreed upon the nine major categories of codes for each identified
literacy event and engaged in ongoing discussions about the definitions and wording of each category.
Each code as defined by the CPLS project is included.

Each literacy event in the data was coded with the following code string: (a) participant code,
(b) social activity domain, (c) literacy event/school text/community text, (d) function, (e) purpose, (f)

language, (g) role, (h) text type, and (i) in some cases a special code to indicate a literacy event that

41



involved shopping. Definitions of these codes will be explained in the following section. Any

uncertainties about how to apply the coding procedures were brought forward to the team at the weekly

meetings and discussed. There were many instances of recoding as the concepts that were attached to

each code became more solidified in our thinking.

4.6.1 Literacy Practice Code Definitions: Following are the definitions for each code used to

describe the literacy practices, as defined by the CPLS research team:

1. TGO01:012:5 = Participant Code — identifies the number of my study, the participant number

and the age range code associated with the participant.

2. Dmn = domains of social activity within which the literacy event occurred. For the purposes

of our literacy practices research, the team decided on the term social activity domains which

are domains of social activity that reflect social relationships, roles, purposes, aims, goals and

social expectations (Purcell-Gates, 2007¢c). All domains came from our data.

At the time of this analysis, we had identified several clearly defined social activity domains as shown

in Table 1.
Table 1. Social Activity Domains with Definitions and Examples
SOCIAL DEFINITION EXAMPLES OF LITERACY EVENTS
ACTIVITY WITHIN THIS DOMAIN
DOMAIN
Social activity for individuals that centers Writing short stories, participating in a poetry
around creative/artistic activities and is slam, reading to develop a quilt pattern,
engaged in for purposes of developing, reading music while playing in a jazz group,
improving, exploring, performing within one’s | directing a play, writing in a journal to explore
creative/artistic area(s) of focus/interest/talent. | an idea for a novel;
Doing one’s art
(ART)
Social activity that centers around responding | Filling in green card forms; reading
to bureaucratic requirements of government instructions for filing taxes; rereading
(on all levels). ‘Bureaucratic requirements’ transcripts and other saved documents in
reflect; official procedures, red-tape, routines, | order to fill in the forms for citizenship, filling
rules that bind, hierarchical administrative out a form at the police to recover personal
Responding to systems property, reading a parking ticket to decide
civic rules and whether to contest it, filling out a form to get
regulations special status to bypass strict security at
(CIV) national borders
Social activity that centers around life in the Reading newspapers from Botswana; writing
Participating in community, defined by the participants. This a column for a refugee newsletter;
Community Life | would include organizing, building, participating in community discussion boards
(COM) maintaining, or defining a community of on the Internet; writing a letter to the UNHCR
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SOCIAL DEFINITION EXAMPLES OF LITERACY EVENTS
ACTIVITY WITHIN THIS DOMAIN
DOMAIN
people, visiting other members of one’s about conditions in a refugee camp; taking
community, relating to other members of one’s | notes at a community meeting; writing a letter
community, defining oneself as part of one's to invite people to a community event,
community., “community” can be at different | reading an invitation to a picnic for graduate
levels from local to global. students
Social activity that centers around the Reading recipes or instructions on food
preparation and consumption of food packaging, jotting down recipes from the
Cooking/Eating Food Network; writing out place cards for a
(CKG) formal dinner

Participating in
Clubs/

Social activity that centers around participation
in formally organized (has clear membership;

Writing the date of the monthly meetings of a
club in an organizer;

Organizations organizational structures, efc.), social group
CLO) activities
Entertaining Social activity that is centered around relaxing | Reading a novel, doing crossword puzzles,

oneself, having
fun
(ENT)

or entertainment—things people do “for fun”.

interpreting a knitting pattern

Participating in

Social activity that centers around the
relational life of a group of people who are
considered ‘family' by the participants

Reading driving directions to visit family in
another state; writing/reading letters to/from
family members; reading greeting cards from
family members; writing in a photo album of
family activities; reading to help child with

Family Life homework; reading prescription labels to give
(FAM) medicine to child
Maintaining Social activity that centers around the writing checks, reading credit card
Finances maintenance, or management of money, statements, filling in a loan application;
(FIN) including investments. reading about stocks on the internet
Social activity centered around the Reading prescription or shampoo boftles,
Attending to maintenance of health, physical fitness, and filling in @ medical form, reading healith-
Health and bodily care related magazines, reading bathroom signs;
Hygiene keeping a dietary journal with calories,
(HTH) protein, carbohydrates, efc.
Acquiring or Social activity that centers around keeping up | Reading the newspaper or online news,
disseminating on, disseminating, or commenting on watching CNN; reading/writing blogs
Information/news | information or news.
INF)
Relating Social activity that centers around maintaining, | Writing letters, reading personal email, writing
interpersonally establishing, rejecting, or interaction [reading notes in class, writing/reading party
(IPC) interpersonally with others. invitations; Instant Messaging
Social activity that centers around fixing, Reading the car manual to figure out how to
maintaining, or understanding one’s tools change the oil filter, changing the password
and/or one's home environment. on a computer, reading the owner's manual tq
Maintenance of figure out how to connect the VCR, reading
tools and home the directions on carpet cleaner, reading junk
environment mail to decide what to do with it, filling out an
(MTN) application for a Habitat for Humanity home

Participating in
Politics
(POL)

Social activity that centers around political
activity

Reading political speeches, writing to
organize a political activity, voting
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SOCIAL
ACTIVITY
DOMAIN

DEFINITION

EXAMPLES OF LITERACY EVENTS
WITHIN THIS DOMAIN

Participating in

Social activity that centers around worship;
maintaining or achieving spirituality;

Reading the Bible or other devotional
literature, writing a sermon, following along in
a hymnal; reading and following driving
directions to a druid site for a midnight
celebration; reading the yellow pages as part

reality to yourself
(REP)

spiritual life of locating a meditation center near your
(SPR) home

Representing/ Social activity that centers around Keeping a journal, writing captions for a photo
documenting documenting, reflecting upon, constructing album, reading a book on how to make

personal life worlds

scrapbooks, keeping a list of goals or
aspirations, writing down your dreams.

Participating in
formal schooling
(SCH)

Social activity that centers around participation
in formal schooling as a student

Writing an essay, filling in a worksheet, doing
homework.

Engaging in self-
motivated
education/person
al improvement
(SME)

Social activity that centers around personal
self- improvement or out-of-school
education/learning.

Reading to learn about a new computer
program, reading about forensics; writing in a
workbook that you bought in a bookstore on
Spanish pronouns.

Working
WRK)

Social activity that centers around activity that
one does for a salary; or around finding
employment; increasing one'’s skills for
employment or salary increases.

Reading a manual, writing a business memo,
filling in a timecard; reading about the price of
gas to decide whether to drive to work or ride
a bike. ‘

Unknown (UNK)

Social Activity is unknown since this code is
used for community texts that are documented
by either field note or photo. It is too hard to
know which social activity domain a reader
may have been in when reading the CT

All kinds of signs, usually advertising, in
public. Also, newspapers as CTs, flyers,
posted event flyers, efc.

Transacting with
school-like
learning practices
(SLL)

Social activity for young children that centers
around acquiring school-like information and
knowledge in non-formal, out-of-school
learning seftings. In this domain, children are
acting in an out-of-school environment that is
designed to teach them something. Like
school-based practices, these are often
centered around learning where there is a
‘right” answer.

Looking at a map to find the states where
people you know live; reading a book about
the 5 senses. Some storybook read-aloud
events might fit here, too.

Note. From The Cultural Practices of Literacy Coding Manual (p. 4), by Victoria Purcell-Gates, 2007, University of British
Columbia. Reprinted with permission.

The last domain listed (SLL) is a domain that is specific to activities that participants engaged

in when they were under the age of 8.
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I also included the following domain:

SHS - school historical, which identified literacy events that the participant referred to
that occurred in their earlier schooling days. This coding was done for analysis done
later on by the CPLS team. However it was used during the analysis phase of this
study in order to separate out the literacy events that were current in the participants’
lives from the historical events.
3. LE = literacy event - any instance where a participant was observed in a reading or writing
task, e.g. a person reading a newspaper, or a child writing out spelling words.
4. ST = school text - texts observed in the school, but no participant was seen using them so
the purpose and function of the text had to be inferred from the point of the view of the person
who either wrote or displayed the text, e.g. Flag Day poems written by students, or an ABC
poster on the wall.
5. CT = community text - texts observed in the community where again there was no
participant involved in reading or writing the texts at the time. Again, we inferred the purpose
and function for why someone would be involved in reading or reading the text from the point
of the view of the person who either wrote or displayed the text and entered ‘UNK (unknown)’l
for the domain since it was impossible to assume what social activity people might be involved
in as they encountered this text, e.g. menu boards sitting on the sidewalk, or posters advertising
a soft drink in the windows of stores.
6. Fn = function — immediate function of the reading or writing task, e.g. writing to fill out a
greeting card, or reading the chalkboard to know what to copy down on their papers.
7. Pr = purpose - is the social purpose served by the literacy event. Purpose is strongly linked
to the social activity domain it falls within and it is possible to have 2 or more purposes for one
literacy event or function if more than one domain can be identified. We always preceded the
purpose with the phrase “In order to...”, e.g. writing to fill out the greeting card in order to
communicate a birthday message to a relative, or reading the chalkboard to know what to

copy down on their papers in order to study it for the test later.
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8. Lg = Language - language used during the event. In my data there were three possible
options, Spanish, Quechua and Hybrid. Hybrid referred to texts that involved more than one
language at the same time.

9. Rl = Role - denotes when a participant was participating in a literacy event as a parent; most
commonly when helping with homework or buying things for the children. Al other instances
were coded with Rl followed by null.

10. Tx = Text type - the type of texts that was either being read or written, e.g. menu, novel, or
shopping list.

See Table 2 for examples of texts defined by their functions, purposes and modes.

Table 2. Examples of Texts, Functions, Modes and Purposes

Text Mode Function Purpose

Menu Reading Reading to know what is In order to order lunch
available to eat

Shopping List Writing Writing down items In order to not forget
needed to buy _anything

Personal Letter Wiriting Writing to communicate In order to maintain familial
with family bonds

Texts boundaries, or what distinguishes one text from another, were identified first by their
genre and then their physical form. For example: advertisement, sign or comic, newspaper. We use the
idea of genre as it is shaped by its communicative function, and then added the physical form the genre
was found in. What identifies one genre from another is the social function it serves for the reader or
writer and the structures that are characteristic of that genre which both work together to achieve the
communicative purpose of the text (Swales, 1990). For example, an advertisement is defined as a
genre that arises from a commercial interest and is intended to entice someone to buy something. An
advertisement could come in a variety of physical forms, such as a sign, newspaper, or poster. The
function of a medication label is to direct the proper usage of the medication and has several essential
attributes that include: (a) the name of the medication, and (b) the usage directions. It may include: (a)
the doctor’s name, (b) the phone number of the pharmacy, (c) warnings, and (d) the number of refills

left (Purcell-Gates, 2007b).
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As a team we developed a genre called Literacy Instructional Text and used the code LIT to
identify it. LIT texts are texts that are read or written with the specific purpose of teaching someone to
read or write. Manifestations inqlude primers, flashcards, handouts, phonetic text on the blackboard,
workbooks, copy text, pattern books, and so on. It is important to identify these types of texts
occurring in the classroom since it provides us with important information on the types of texts and
literacy practices commonly used in literacy instruction in the classroom. The ultimate goal of many of
the case studies that fall under the CPLS study is to provide information which will allow for the
development of curricula that will enhance early literacy instruction that will be effective for all
communities. Texts used in school literacy instruction can be categorized along a ‘school-
only’/authentic continuum (Purcell-Gates, 2007a). School- only texts or LIT texts are again, read or
written for the expressed purpose of teaching someone to read or write. Authentic texts are real life
texts that you could find outside of the school setting being read or written in school for real life
purposes as part of literacy instruction. They serve a genuine communicative function. Many texts
used in schools are not solely “school only” or solely authentic, but fall somewhere on a continuum
between the two extremes (Purcell-Gates, 2007a). As part of meeting the above mentioned goal of the
CPLS project to develop curricula that will enhance literacy instruction, strategies are being developed
to help teachers identify school-only and authentic texts they are already using in their literacy
instruction as well as help inform and guide teachers in attempting to use more authentic texts and
purposes in their literacy instruction.

4.6.2 Teacher Training Code Definitions: All classroom and professional development activity
observations, teacher/administrator interviews, school texts, and other school documents, were coded
using the following codes and procedures.

I identified and coded all references to or instances of directly observed culturally responsive
pedagogy. I then returned to these codes and noted if they occurred during literacy instruction or not
and coded accordingly. I also coded observations or quotations from documents that fit into one of the

six pillars of culturally responsive pedagogy as defined by Geneva Gay (Gay, 2000). These six
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concepts help define what culturally responsive pedagogy looks like in a classroom. As discussed in the
previous section, culturally responsive pedagogy includes instruction that is:

1. (VAL)-validating; acknowledging and incorporating multicultural information, resources and
materials into the academic program. It also teaches students to appreciate their own and
others’ heritages. As well it attempts to bridge home and school eiperiences

2. (COMP)-comprehensive; promoting academic success and cultural competence, social
consciousness, political activism and a sense of shared responsibility and success.

3. (EMAN)-emancipatory; making authentic and diverse cultural knowledge accessible to
students so students realize that versions of truth are dependent on perspective and of
incomplete

4. (MULTI)-multidimensional; encompasses diverse curricula content, learning contexts,
classroom climates and instructional techniques

5. (EMP)-empowering; encouraging academic and personal confidence. Teachers raise
expectations and are committed to boosting students’ morale, providing them with academic
and personal assistance as a means to develop an ethos of achievement

6. (TRANS)-transformative; acknowledges and enhances the existing strengths of students in
their academic success and developing cultural consciousness

7. (CAR)-caring; demonstrates caring for children as students and people. The teacher’s
attitudes, expectations, and behaviours demonstrate that they value a student’s intellectual
capability as well as honour their humanity (Gay, 2000).

I identified and coded all the teacher interviews, classroom observations, documents and
workshops for these concepts.
To address the research question regarding the factors that affect the implementation of
culturally responsive literacy instruction, I coded for types of teacher training:

1. (FOR) and (INF)-Formal and informal teacher training
2. (NOR)-normal school

3. (UNIV)-university
4

(FYA)-Fe y Alegria professional development
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12.
13.
14.

15.
16.

17.
18.
19.
20.
21.
22.
23.

(CRS)-course work taught in normal school or university
(CRT)-general instances of culturally responsive teaching
(THEO)-theory based coursework

(LIT)-literacy course work

(METH)- methods or methodology course

. (MAT)-materials
11.

(MOD)-modifications made to materials or instructional techniques made to better
serve the learner

(OUT)-professional development provided outside of Fe y Alegria
(GOV)-government sponsored professional development or resource

(EDREF)- Reforma Educativa 2000, most recent reform of Bolivia’s public education
system

(JICA)-Japan International Cooperation Agency

(SIMP)-Simon Patino organization that provided professional development and
materials.

(TT)-teacher training

(YRS)-years of formal teacher training

(EVAL)-evaluation of teachers and student teachers

(MO)-length of practica in months

(SPEC)-specializations

(TCHR)-teacher supervision during practica

SUP)-supervision of teachers

The above codes were all derived from my interview protocols and were pre-determined before I began

the coding process.

I coded for a variety of other specific teacher training issues and factors that arose from the

data such as:

1.

NS

(ADM)-administrator

(AGR)-agronomy class

(APP)-evaluation of appearance of teacher

(ART)-art class

(ASSE)-“assesores”, or teaching consultants or assistants sent out by the ministry
during the time of the Reforma Educativa to help support the teachers
(BAN)-involvement with the school band
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10.

I1.
12.
13.
14.
15.

16.
17.
18.
19.

20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31
32.
33.
34.
35.
36.
37.
38.

(BUR)-bureaucratic paperwork and bookkeeping done by teachers

(CAPIB)-Fe y Alegria curriculum guide

(CCLASH)-culture clash

(FES)-Formation for Educators in Service, a diploma program providedby Fe y
Alegria

(FNDRAIS)-fundraising by the school in the community

(GRP)-group work as a teaching strategy teachers were encouraged to utilize
(IC)-intercultural communication coursework

(INS)-instructional effectiveness as an evaluation criteria for student teachers
(INT)-Inteirno, a non-certified teacher who is teaching without credentials due to lack
of teachers in rural areas of Bolivia

(INV)-investigation of a ‘problem project’ during practica

(LAN)-language coursework, specific language instruction like Quechua or Spanish
(LESS)-lessons taught during practica

(LIC)-Licensiatura, a higher level of teacher credentials in Bolivia. It is the next level
a teacher can obtain if one goes back for university training after completing the
required normal school coursework

(MA)-math coursework

(MAE)-moral and ethics coursework

(MGT)-management in the classroom

(OPN)-opinion, (NEG)- negative or, (POS)-positive

(OBS)-observations made during practica or teaching

(PBCL)-public classroom

(PEDC)-pedagogical commission

(PHIL)-philosophy of institution

(PLN)-planning for instruction

(PROSE)-‘professional secret’ attitude that pervades teacher culture in Bolivia
(QUE)-Quechua coursework

(REL)-religion coursework

(REQ)-required coursework

(SCI)-science coursework

(SED)-SEDUCA, the teacher’s professional association in Bolivia
(SHAR)-sharing of professional information

(SPED)-special education

(SPR)-involvement of teachers in sporting activities

(SS)-social studies coursework
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39.
40.

41.

42.
43.
44,
45.
46.
47.

Besides using the pre-determined sets of codes, I used comparative and contrasting coding
techniques (Goetz & LeCompte, 1984) and discovered that several pervasive attitudes and opinions
were becoming apparent. For example, I noted that several of the teachers were making similar
statements about the parents in the community and their general lack of involvement in the students’

education. I also noted that many of the teachers expressed dissatisfaction with their formal training

(STA)-statistics coursework

(SUGG)-teacher suggestions for improving teacher training

(SUPT)-superior technician teacher designation, another level of credentialing in

Bolivia

(TESL)-teaching English as a second language
(DRA)-drama coursework

(DIAG)-diagnostic testing of students
(CON)-content matter in coursework
(CRE)-creativity coursework

(CONT)-context

and yet also stated they felt that their formal schooling had adequately prepared them for teaching. As

I discovered that these were reoccurring statements or themes in the interviews, I began coding for

them and returned to previously coded sections and recoded them. As well, I coded for descriptors of

the community that the school was located in.
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(ABRD)-parents who had left the country to work abroad
(ACHL)-alcohol problems

(APAT)-parental apathy regarding education

(BANK)-lack of banking service

(BLDR)-builder as a vocation

(BLM)-teachers blaming the parents for poor academic success
(BRTH)-teachers attending birthdays in the community
(CHRCH)-church service in community

(CRI)-crime in community

. (DISC)-discrimination in the community
. (DNC)-dance in the community
. (FAR)-farming as a vocation

. (FNL)-teacher involvement with funerals
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14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.

(GAR)-lack of garbage services

(HCMLV)-home community where a teacher lives
(HOUS)-housing problems in the community
(INT)-lack of internet service in community
(LIGT)-light/electricity in the community
(JBS)-jobs in the community

(PAREN)-parent involvement

(PARCOMM)-parent communication
(PRBM)-problems in community

(PTA)-parent teacher association

(RURAL)-rural area

(SCMDES)-school community description
(SCOMACT)-school community activities
(SEW)-lack of sewage/ running water in community
(SVCS)-services in community

(SYND)-syndicate organizations (unions) in community
(TELE)-telephone service in community
(URB)-urban area

(VIO)-violence in community

(VNDR)-vendor as a vocation

(WTR)-water service in community

I also coded references during formal and informal interviews and found documents that gave

me insight into the political, educational, and cultural context in Bolivia. I used the following codes to

identify these instances:

1.

(CNTX, Language)-Language context in Bolivia, referring to Quechua, Aymara and
Spanish

(CNTX, Political)-Political context in Bolivia

(CNTX, Education)-Educational context in Bolivia
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4.7 Analysis of Authentic Literacy Instruction

4.7.1 Literacy Practices in the Home: During the analysis phase of the literacy practices in the
community, I used the ATLAS ti software (ATLAS.ti 5.0, 2007) to isolate the different codes such as
domain, purpose, and text typé within the literacy practices interviews and community texts collected
and observed. I transferred the data into an excel spreadsheet that enabled me to see specific numbers
of each type of text, purpose or domain. This program also allowed me to filter out instances of school
historical literacy practices and focus solely on current references.

The first set of literacy practices I analyzed was the data collected on community literacy
practices. Iisolated the Community Text data to focus on literacy pfactices observed within the
community only, not including the literacy practice interviews. I analyzed the community text data for
text types, e.g. menus, advertisements, bus signs, and graffiti.

Next, I analyzed the social activity domains found in the literacy practices of the parents in the
community. As mentioned previously, I excluded the domain of School Historical. I also excluded the
Unknown domain because these were not coded as literacy events that involved real participants. Texts
documented in the community were coded with the domain Unknown since it was impossible to infer
what social activity participants might have been involved in when they were reading or writing these
texts. Therefore this domain did not have a function or purpose attached to the text and I analyzed this
domain separately by isolating the Community Text category and analyzing these events by text type
only.

Next, I analyzed the parents’ literacy practices by text type and social activity domain. [
combined some of the common text types like recipes, slogans or literacy instructional text, since there
were several references to a common genre but with slightly different forms. For example, recipe, TV
and recipe, book and recipe, internet would all be collapsed into one category to create a more accurate
picture of commonly occurring text types. Further analysis of the text types occurred within specific
domains.

Finally, I counted frequencies of purposes for reading and writing categorized by domains,

again excluding the School Historical Domain. I also combined common purposes into “theme”
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categories in order to highlight common categories of purposes for reading and writing. For example,
In order to communicate with distant family, In Order to communicate with significant other, and In
Order to know how her family members are, were combined into the theme category of In Order to
Communicate with Family or Significant Others.
4.7.2 In-School Literacy Practices: The next research sub question focused on documenting the in-
school literacy practices. To analyze the in-class literacy practices, I isolated the data from the
classroom observations of the grades 1 and 2 classrooms and also included the school texts found in the
classrooms and around the school. I first analyzed the data by purpose and domain so that I could
isolate and focus on the Participating in Formal Schooling domain. This allowed me to take out any
possible references to the Work domain which would be present due to the teachers’ interactions with
reading and writing in the classroom. I recorded the frequency of the different purposes. I followed
the same procedure for the text analysis of the in-school data; however I collapsed the literacy
instructional text category to highlight the use of literacy instructional texts in classroom instruction.
4.7.3 Alignment Between Home and In-School Literacy Practice: In order to identify any
alignment between home and in-school literacy practices I compared the text types occurring in the
school and in the homes and checked to see if there were any co-occurrences. As well I checked for
any co-occurrences in purposes within both categories of data.
4.8 Analysis of Use of Authentic Texts in the Classroom

In order to determine how authentic literacy is used in the classroom to facilitate culturally
relevant literacy instruction, I used all of the above data on literacy practices and analyzed the co-
occurring texts and purposes for authenticity. That is to say, [ determined which texts and purposes
were found in both the home and school, and then determined whether these literacy practices were
used specifically during literacy instruction or not.
4.9 Analysis of Instances of Culturally Responsive Literacy Instruction

As previously stated, using the ATLAS.ti software (ATLAS.ti 5.0, 2007). I identified all the
instances of culturally responsive instruction, coded them and then further categorized them with one

of the defined pillars of culturally responsive instruction (Gay, 2000). I further analyzed these
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instances and identified any reoccurring themes and coded them fof this. I then separated out the
instances that refer directly to culturally responsive instruction occurring during literacy instruction or
that referred to culturally responsive instruction that should be occurring during literacy instruction.
This applied to analysis of government or Fe y Alegria documents or teacher interviews where teachers
recalled training they were given in literacy instruction. I returned to these quotes individually and
recursively coded them for reoccurring themes as well. [ also noted what type of document these
themes were identified in. For example, it was important to identify if the culturally responsive
instruction was directly observed during classroom instruction or whether it was referred to in a school
document as a practice that should be occurring. Therefore I identified the primary document the
instance occurred in by teacher interview, classroom observation and school document. Within the
spreadsheet program I was also able to group the commonly occurring codes together, identify the type
of document it occurred in and return to the quote and review that category of codes fér any more
emerging themes.
4.10  Analysis of Factors Affecting the Implementation of Culturally Responsive Instruction

As previously mentioned, the spreadsheet program allowed me to group commonly occurring
codes together and note the type of document they originate from. This allowed me to note commonly
occurring opinions or statements made by teachers, administrators or themes arising from documents.
Some commonly occurring codes that arose were: theory, methodology, content, planning, philosophy,
negative or positive opinions, context and types of teacher training. As well, within the teacher
interview documents I examined closely the themes that arose from the home and school descriptions
of community. Some commonly occurring codes that arose from this section were: blame, apathy, and
problems in the community. During the analysis phase I noted and then returned to one interview
whi;:h emerged as unique and did not follow the same pattern as the others. I further analyzed this data
for possible explanations and compared this particular interview with the others.

During all phases of analysis I was sure to triangulate all forms of data that I collected to
ensure the validity of my conclusions. For example, when the theme of “teaching using context” arose

in the data, I checked to see if there were references to or direct observations of this practice in multiple
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sources of data including the teacher interviews, school documents and classroom observations. There
were examples of this theme found in teacher interviews, school documents and direct classroom

observations.
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5. Results
This study was designed to answer the following research questions:
1. How is culturally responsive literacy instruction being implemented in a Fe y Alegria
school in Bolivia?
2.1 Which of the seven characteristics of Gay’s (2000) definition of culturally responsive
instruction are reported and/or observed in the instruction overall?
2.2 Which of the seven characteristics of Gay’s (2000) definition of culturally responsive
instruction are reported and/or observed in the literacy instruction?
2.3 How is authentic literacy instruction used in the classroom to facilitate culturally
responsive literacy instruction?
2.3.1 What are the literacy practices in the home?
2.3.2  What are the literacy practices in the school?
2.3.3 Is there any alignment between the two?
3. What are the factors affecting the implementation of culturally responsive instruction?
Based on the teacher interviews, classroom observations, and literacy practice interviews, it is
clear that there was little indication of culturally responsive literacy instruction taking place in the
school despite the school’s philosophy. Despite the impoverished area, lack of basic services and an
overall low level of formal education, families interviewed for this study reported a great variety of
literacy practices both in terms of text type and purposes for reading and writing on a daily basis. The
text types and purposes for reading and writing in school for the children were much less varied and
there was almost no alignment between the types of literacy practices occurring at home and those
occurring in school. The specific use of authentic texts for authentic purposes in literacy instruction
was non-existent. There were some observed instances of more general culturally responsive
instruction that were limited to two main categories that will be discussed later. As well, two main
themes emerged from the data regarding factors that affected the implementation of culturally
responsive instruction. I will address the research questions individually with the results of the

analysis. I will then provide a discussion of these results in light of the larger question regarding
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culturally congruent literacy instruction at the Fe y Alegria school. The first research question
addressed in this section is: How is culturally responsive literacy instruction being implemented in a
Fe y Alegria school in Bolivia?

5.1 Which of the Seven Characteristics of Culturally Responsive Instruction are Found in the
Overall Instruction?

Overall, there were few instances, reported or observed, of culturally responsive instruction
occurring in this school. I define “overall culturally responsive instruction” as any observed or
reported behaviour or reference to a behaviour that illustrates one of Gay’s (2000) characteristics of
culturally responsive instruction. According to Gay, culturally responsive instruction is (a) validating
of a child’s home/community culture and seeks ways to incorporate this in instruction, (b)
multidimensional, in that it recognizes students’ varied learning styles and adapts materials and
instruction and curriculum accordingly, (c) comprehensive, which develops all aspects of the child
including the intellectual, social, emotional and political learning, (d) empowering, which translates
into teachers facilitating academic success, personal confidence, and the will to act in their students, (¢)
transformative, which enables students to develop the knowledge and skills to make and implemént
reflective decisions in a social, political and cultural context, (f) emancipatory, because it represents
diverse cultures and groups as valid producers of their own knowledge and skills and generates pride
and a liberation from the view that only one source of knowledge is valid and true, and (g) caring,
which is shown in interpersonal relationships between teachers and students that demonstrate patience,
persistence, an interest in their lives outside of school. and a facilitation of academic and personal
success. The instances in the data that were observed or reported fell mainly into one of the four
characteristics that define culturally responsive instruction as (a) validating, (b) caring, (c)
multidimensional and (d) comprehensive. Most of these instances were reported in teacher interviews
and/or documents.

Only four instances of overall culturally responsive instruction were actually observed in the
classroom. These instances involved such activities as taking students outside on a community field

trip and discussing the local environment, a teacher attending to a child’s personal emotional needs,
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using actions or games to help with classroom management and using familiar context or scenarios to
make up math word problems for the students to solve.

The remaining instances of overall culturally responsive instruction were reported in teacher
interviews or were made reference to in administrator checklists or Fe y Alegria /government curricula.
Several teachers reported participating in or organizing folkloric dances in the community festivals, or
using the child’s first language to explain words or ideas in class. Some teachers indicated that they
were incorporating more student-centered strategies into their instruction. Sample strategies included:
(a) allowing students more choice in their assignments, (b) encouraging more critical thinking and
dialogue, (c) decreasing the amount of copying the students were required to do, and (d) utilizing more
group work in class. One teacher and the administrator reported using Quechua to communicate with
the parents and that same teacher reported using a culturally accepted mode of communication known
as “kitchen radio” to contact parents in the community. If a person within the community needed to
speak with another person in the community, they would walk to their house. If the person was not
home a quick oral or written message left with the next door neighbour was the next best option. The
message was sure to be delivered and this method was known as “kitchen radio”. The administrator
also had developed a checklist to assess teachers’ instruction based on some culturally responsive
components such as: (a) Is the classroom atmosphere democratic? (b) Has the teacher presented the
lesson as a collaborator? and (c) Does the lesson meet the expectations of the students?

5.2 Which of the Seven Characteristics of Culturally Responsive Instruction are Found in the
Literacy Instruction?

Again, there were few indications or instances of culturally responsive literacy instruction in
the data, but of the few documented, teaching using the community ‘context’ became a reoccurring
theme in both the teacher interviews and the classroom observations. Most of the instances of
culturally responsive teaching fell under two of the seven main characteristics of culturally responsive
teaching. This is instruction that is (a) validating, and (b) multidimensional. The few instances that fell
into the other categories of (a) emancipatory, (b) comprehensive and, (c) transforming, were almost

exclusively found in Fe y Alegria or government documents.
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A typical literacy lesson observed in these two classrooms would start off with the teacher
introducing a letter or phoneme that the students would be learning for that day, e.g. the phoneme “pa”.
The teacher would ask students to suggest different words they knew that started with the same
phoneme and she would write them on the board, e.g. “pala” or shovel in English. The teacher would
typically draw a simple picture to accompany the word and she would underline or circle the “pa”
phoneme within the word. The teacher would take three or four suggestions, and continue on in this
way. When the teacher finished printing the examples on the chalkboard, the students were instructed
to copy them down and draw a picture to go with them. Often for homework or in class they were
assigned to copy out the “pa” phoneme several times in a row in their notebooks and as well copy out
the several associated words. An emphasis on very neat printing was emphasized. As well, the
students might be instructed to open their primers, in this case Coquito, and complete an exercise page
filling in the blank or circling words and pictures that were associated with the “pa” sound.

During the month of data collection, four instances of culturally responsive literacy instruction
were observed in the classroom. One instance involved a teacher using hands-on objects and activities
to teach vocabulary for a personal hygiene lesson. Another instance involved students completing a
poster called Paisaje Cultural depicting what they saw during their walk in the surrounding
community. One teacher was observed using plants commonly found in the community to teach the
spelling of words and the reading of common words like Biblia (Bible), and vaca (cow), to demonstrate
the two different types of “b” sounds in Spanish.

The instances of culturally responsive teaching that were referred to in teacher interviews and
curricula, described some methodologies that they had been encouraged to use either from Fe y Alegria
or during their formal teacher training, when teaching reading or writing. The methods encouraged
were games, songs, and movement activities. One teacher also explained how he sometimes used
Quechua words to explain vocabulary words in Spanish. Another teacher explained how she attempted
to adapt literacy materials for her students since some of the vocabulary and content was too difficult

and irrelevant for them. The administrator indicated that she wanted the teachers at her school to have
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at least a little bit of knowledge of the Quechua language so that the teachers could communicate more
effectively with the parents.

* There are several references to culturally responsive instruction in both the Fe y Alegria
CAPIB (Fe y Alegria, 2000) and the Reforma Educativa 2000 document (Ministerio de Educacion,
2000). The Reforma Educativa 2000 curriculum document describes one of the objectives of language
and communication in Bolivia as “taking into account the cultural and linguistic diversity. That is to
understand the different variations in a same language or in many other languages as well as the
interpretation of cultural objects, symbols and signals of nature” (p. 38). It also states that “language is
not just a means of communication or a way of getting information, but also a creative source to
express his own ideas, to invent and to transform the world, to understand that words have many uses
and enjoy them in different situations” (Ministerio de Educacion, 2000, p. 38 ). The Fe y Alegria
CAPIB (Fe y Alegria, 2000) states that students, when learning language, “find out that in the country
there are many different languages and he [sic] sees them with respect” (p.45). The CAPIB also states
that the student should “recognize that his language is written and spoken in many different ways at
school and in the community” (p.45) and that he “identifies different oral and written texts as
manifestations of different cultures” (p.45).

Despite the overall lack of observed or reported instances of culturally responsive literacy
instruction, there was a common theme that did emerge from the instances that were documented. The
administrator and all of the teachers indicated that they knew that using the community context as a
means to improve instruction for the students and make it more relevant, was important for their
students. Several teachers stated that during their formal teacher training they were instructed to use
“things of the context of the area” to teach reading or writing like boxes, papers, sticks, etc. Another
teacher was told to “find out material which is in the context” such as posters or packaging text to teach
phonics. One teacher was observed teaching students science vocabulary, using words of local plants
that the students discovered when the class took a field trip around the community. The children also

completed a poster called Paisaje Cultural depicting what they saw during their walk. Another teacher
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was observed using a local activity like riding the truffi bus to another town to teach a math lesson on
money and problem solving.

Several teachers expressed frustration at government-produced teaching guides or curriculum
guides that suggested activities and materials that did not reflect the local community’s cultural,
geographical or economic context. One teacher stated that using commercially produced texts like
fairy tales, was inappropriate because many of the words like prince or castle would simply have no
meaning for her students.

Other teachers were instructed during their formal training and at Fe y Alegria workshops to
use local texts to teach reading and writing or use commonly used words from the community like
planta (plant) or pala (shovel).

The government curriculum and documents such as the Fe y Alegria CAPIB emphasize
acknowledging, valuing and utilizing the students’ local, cultural context. In the most recent Reforma
Educativa 2000 Language Arts curriculum produced by the Bolivian Ministry of Education, an
important reading strategy is “association of the content of the text with students’ personal
experiences” (p. 45). It also states that “the area of language and communication is orientated [sic] to
communicate within the context™ and that teachers should be developing students to “produce written
text using special strategies for each process for a meaningful and an authentic communication” (p. 39).
The Fe y Alegria CAPIB states that the learner should “recognize that his language and other languages
are important for communication in his family at school and in the community” (p.45). The CAPIB
also indicates that a learner should be able to “describe differences and similarities among some texts
produced in the community” (p. 45). The teachers and administrator at the school were also embarking
on a project to produce a handbook of instructional strategies for reading and writing based on
activities already deemed successful for this community’s context.

All of the above leads to the conclusion that providing culturally responsive instruction in
literacy or any other subject was limited to acknowledging and utilizing aspects of the community
context and most of the observed instances were limited to the two areas that partially define culturally

responsive teaching as validating and multidimensional. There were few, if any, observed instances of
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culturally responsive instruction seen as transformative, empowering, emancipatory, and caring, despite
the references to these ideals in the official documents. The next section reports the results related to
culturally responsive literacy instruction.

53 How Is Authentic Literacy Instruction Used In the Classroom To Facilitate Culturally
Responsive Literacy Instruction?

5.3.1 What Are the Literacy Practices Within the Families And the Community? In the
community of San Angel, the community texts observed were composed primarily of advertisement
signage, labels, or package texts in some form. A total of 36 community texts (texts seen in the
community where there was no participant directly observed in reading or writing the texts at the time;
therefore the purpose and function were i‘nferred), were documented (by photo) in the community. Of
the 36 community texts, 14 were advertisements, 7 were labeling signs and 3 were package text for
food. The observations of package texts were in reality much higher than what was recorded for this
study, but it became impossible to document each instance of package text in the community tiendas or
small kioskos located on the street corners. As well, in this community and in the city of San Pedro,
political slogans on walls or posters were a common text type, especially during election time. Bibles,
calendars, menus, name and word graffiti, public notices, and regulatory signs were also observed in
the community to a lesser degree. Table 3 documents the total community texts documented in this
study. See Figures | to 3 for photo examples of community texts.

Table 3. Community Text Types/ Unknown Domain

Text Type Total
Advertisement, sign 14
Bible

Calendar

Labeling sign
Menu, blackboard
Name, graffiti
Package text, food

W ca N -

Public notice/announcement, flyer 1
Regulatory sign 2
Slogan, poster 1
Slogan, wall 2
Word, graffiti 1
Grand Total 36
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Figure 1. Advertisement in Community

Figure 2. Package Text in the Community

Figure 3. Political Slogan in the Community

5.3.2 Social Activity Domains: Parents in San Angel reported engaging in a variety of literacy
practices in their daily lives. The following social activity domain codes surfaced as the domains that
are mediated by literacy events for these families: (a) Responding to Civic Rules and Regulations; (b)
Participating in Community Life; (¢) Cooking/Eating; (d) Entertaining Oneself; Having Fun; (e)
Participating in Family Life; (f) Acquiring or Disseminating Information/News; (g) Relating
Interpersonally; (h) Maintenance of Tools and Home Environment; (i) Participating in Politics; (j)
Participating in Spiritual Life; (k) Participating in Formal Schooling; (1) Engaging in Self-Motivated

Education/Personal Improvement; (m) Working; and (n) Transacting with School-Like Learning
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Practices. Of a total of 195 literacy practices identified (excluding the School Historical and Unknown
domains), 17.95% fell within the Family Life domain, 11.79% fell within the Entertaining Oneself or
Having Fun domain and 12.31% fell within the Relating Interpersonally domain. As well, both the
Participating in Spiritual Life and Work domains accounted for 11.28% and Acquiring/Disseminating
News or Information accounted for 9.23% of the literacy practices identified. Table 4 displays all the
social activity domains documented by percentages out of the total.

Table 4. Social Activity Domains

Social Activity Domain Percentage of Total

Clv 2.05%
CKG 5.13%
COM 1.54%
ENT 11.79%
FAM ' 17.95%
INF 9.23%
IPC 12.31%
MTN 4.62%
POL 3.08%
SCH 1.54%
SLL 2.05%
SME 6.15%
SPR 11.28%
WRK 11.28%
Grand Total 100.00%

5.3.3 Text Types: According to the text type analysis, 231 instances in total were reported and of
those, 66 different text types were observed or reported as being read or written by the children’s
parents, in varying degrees since not every text type occurred in every home. Out of the total 231 texts
reported, advertisements composed 10.82% and news stories in newspapers composed 10.39% of the
literacy practices identified. The following text types were also identified: (a) personal letters or notes,
6.93%; (b) Bible, 5.63%; (c) literacy instructional text in a variety of forms, 8.11%; (d) labeling signs
4.76%,; (e) activity/word puzzles and answers, 3.89% (f) recipes in a variety of forms, 3.46%; (g) item
list, 3.46%; (h) unknown pampbhlet, 3.0%; (i) slogans in a variety of forms, 2.61%, (j) signatures,
2.60%s; (k) form filling text, 2.60%; and (1) package text, 1.3%. The literacy instructional texts used by

the parents were almost exclusively texts brought home by the children and read or written by the
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parents while they were helping their children with homework. The following text types were also
found in these homes to lesser degrees: agendas, almanacs, biographies, magazines, calendars, comics,
dictionaries, exams and exam answers, fables, greeting cards, how to texts, information text in books
and handouts, invitations, lesson plans, lyrics, menus, names in graffiti, novels, official letters, order
forms, phone numbers, poetry, public notices or flyers, regulatory signs, short stories, spirituality
pamphlets, subtitles on TV, surveys, words in graffiti, work application letters and work estimates.
Further text analysis revealed the texts commonly found within each domain. This analysis
included the Unknown domain which represented the Community texts observed in the area without a
participant actually interacting with the text. The Unknown domain had a total of 36 texts, 21 of which
were either labels or advertisements. Within the 35 texts found in the family domain, § were literacy
instructional texts used for helping the children with school work in some way. Some of the other texts
that occurred within the family domain were one textbook, three news stories, two pamphlets, one
novel, five instances of homework in unknown forms, and two dictionaries. Within the Relating
Interpersonally domain there were a total of 24 texts with a majority of them consisting of 16 letters or
notes and 3 greeting cards. The Entertaining Oneself domain was comprised of 23 texts in total and 14
of these were either comics or activity/word puzzles. There were four instances of short stories or
novels documented as well. There were 22 texts documented in the Participating in Spiritual Life
domain; 12 of those were Bible texts while 5 of the texts were categorized as spirituality pamphlets.
Out of the 22 total texts recorded within the domain of Work, 5 were item lists, 2 were labeling signs, 2
were menus and 3 were advertisement signs. The Disseminating or Sharing Information domain was
comprised almost entirely of news text. Of the 18 total texts recorded, 16 of them were news stories.
There were a total of 6 text types recorded in the Participating in Politics domain, 3 of which were
slogans in some form, and 1 reported instance each of a news story, a pamphlet and an exam
question/answer. Within the domain of School Like Learning there were 4 total text types documented,
3 of which were literacy instructional texts and 1 of which was a news story. The Responding to Civic
Rules and Duties domain contained a total of 4 text types with all of them being related to reading or

filling in forms. The domain of Participating in Community Life contained 3 texts in total; 1 agenda,
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Inews story and 1 invitation. The domain of Maintenance of Tools and Home contained 9 texts total, 4
of which were labels and item lists and 3 were advertisement signs. There were 3 different text types
found in the Participating in Formal Schooling domain; 1 agenda, 1 textbook and 1 spirituality
pamphlet. Tables 5 through 18 display text types categorized by occurrence in each domain and also by
percentages of total texts overall.

Table 5. Domain of Responding to Civic Rules and Regulations

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Form filling text 3 2.60%

Information, form 1 0.43%

Table 6. Domain of Cooking/Eating

Text Type Number of Total Percentage of
Occurrences ali Texts
within the
Domain

Advertisement, sign 3 10.82%

Recipe, book 4 2.16%

Recipe, TV 1 0.43%

Recipe, unknown 2 0.87%

Table 7. Domain of Participating in Community Life

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Agenda 1 1.30%

Invitation 1 0.43%

News story, newspaper 1 0.43%

Table 8. Domain of Entertaining Oneself or Having Fun

Text Type | Number of Total Percentage
Occurrences of all Texts
within the
Domain

Activity/Word puzzle 4 1.73%

Activity/Word puzzle, answer 5 2.16%

Biography, magazine 1 0.43%

Comic, magazine 3 1.30%

Comic, newspaper 2 0.87%

information text, book 1 0.43%
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Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

News story, newspaper 1 10.39%

Novel, book 2 1.30%

Short story 1 0.43%

Short story, book 1 0.43%

Subtitle, TV 1 0.87%

Unknown, pamphlet 1 3.03%

Table 9. Domain of Acquiring or Disseminating News and Information

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Almanac 1 0.43%

News story, newspaper 16 10.39%

Unknown, pamphlet 1 3.03%

Table 10. Domain of Family Life

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Advertisement, sign 1 10.82%

Calendar 1 1.30%

Dictionary 2 1.73%

Fable, unknown 2 0.87%

Form filling text 2 2.60%

Homework, unknown 5 2.16%

How to text, book 1 0.43%

Information text, handout 1 0.43%

Item list 1 3.46%

LIT, alphabet book 1 0.43%

LIT, homework, alphabet letter 3 0.43%

LIT, homework, unknown 1 0.43%

LIT, homework, word 1 0.43%

LIT, primer 1 0.43%

LIT, textbook 1 0.87%

News story, newspaper 3 10.39%

Novel, book 1 1.30%

Recipe, book 1 2.16%

Signature 3 2.60%

Textbook 1 0.43%

Unknown, pamphlet 2 3.03%
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Table 11. Domain of Relating Interpersonally

Text Type Number of Total Percentage
Occurrences of ali Texts
within the
Domain

Dictionary 1 1.73%

Greeting card 3 1.30%

Lyrics 1 0.87%

Official letter 2 0.87%

Personal letter/note 16 6.93%

Poetry 1 0.43%

Table 12. Domain of Maintenance of Tools and Home Environment

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Advertisment, sign 3 10.82%

Item list 2 3.46%

Labeling sign 2 4.76%

Textbook 1 3.03%

Table 13. Domain of Participating in Politics

Text Type Number of | Total Percentage
Occurrences | of all Texts
within the
Domain
Exam/question answer 1 0.87%
News story, newspaper 1 10.39%
Slogan, graffiti 2 0.87%
Slogan, poster 1 0.87%
Unknown, pamphlet 1 3.03%

Table 14. Domain of Participating in Formal Schooling

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Agenda 1 1.30%

Spirituality pamphiet 1 2.60%

Textbook 1 3.03%
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Table 15. Domain of Transacting with School-Like Learning Practices

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

LIT, alphabet letter, poster 1 0.43%

LIT, copy text, notebook 1 0.87%

LIT, copy text, oral 1 0.43%

News story, newspaper 1 10.39%

Table 16. Domain of Participating in Spiritual Life

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Bible 12 5.63%

Exam/question answer 1 0.87%

Lesson plan 1 043%

Lyrics 1 0.87%

Slogan, grafiiti 1 0.87%

Spirituality pamphlet 5 2.60%

Survey 1 0.43%

Table 17. Domain of Work

Text Type Number of Total Percentage
Occurrences of all Texts in all
within the Domains
Domain

Advertisement, sign 3 10.82%

Agenda 1 1.30%

Exam 1 0.43%

Form filling text 1 2.60%

Item list 5 3.46%

Labeling sign 2 4.76%

Menu 2 0.87%

Order, form 1 0.43%

Signature 2 2.60%

Textbook 1 3.03%

{ Unknown, pamphlet 1 3.03%

Work application letter 1 0.43%

Work estimate 1 0.43%
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Table 18. Domain of Self Motivated Education/Personal Improvement

Text Type Number of Total Percentage
Occurrences of all Texts
within the
Domain

Advertisement, sign 1 10.82%

Dictionary 1 1.73%

LIT, copy text, notebook 1 0.87%

LIT, copy text, TV 1 0.43%

LIT, textbook 1 0.87%

News story, newspaper 1 10.39%

Phone number 1 0.43%

Subtitle, TV 1 0.87%

Textbook 3 3.03%

Unknown, pamphlet 1 3.03%

The text types found in the Unknown domain were previously displayed in Table 3 earlier in this
section.

5.3.4 Purposes for Reading and Writing: Purposes are the reasons why a participant is engaged in
the reading or writing activity and are directly related to the type of social activity domain they are
participating in. Again I documented 231 total instances and of those, 101 were different social
purposes for reading and writing texts within these homes and their community. In this analysis, the
Community Texts were included and the purposes for reading and writing were inferred. For reporting
purposes, I have grouped together similar social purposes. The largest category of purposes (comprised
of six separate purposes) revolved around identifying or buying a good or service at 14.77%. Out of
the total 231, 16.86% of the purposes (comprised of 19 separate purposes) had to do with helping
children with school work or the adults, themselves, engaging in a schobl activity. Several participants
engaged in reading or writing (comprised of 5 separate purposes) in order to be informed or share news
at 10.82%. As well, 8.22% (comprised of 3 separate purposes) of the participants read or wrote in
order to communicate with their families or significant others, 7.77% (comprised of 7 separate
purposes) read or wrote to obtain or share information from the Bible or another text to prepare for
religious rites, 3.45% ( comprised of 5 separate purposes) of the participants reported reading or
writing recipes in order to prepare food and 3.46% (comprised of 4 purposes) read or wrote for

pleasure, to entertain oneself or another, or to take a break. Other purposes reported included In Order
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to Know What to Order for Work, In Order to Know Information About Birthdays, In Order to Know

the Correct Date, In Order to Know What the Danger is, and In Order to Document your Attendance.

For a complete list of all 231 purposes, see Figure 4. For a complete table of all 231 purposes with the

number of occurrences for each purpose see Appendix E.

Figure 4. Total Purposes for Reading and Writing

In order to act out the story

In order to improve her writing

In order to advertise the special

In order to keep track of supplies and prices

In order to agree to a compromise

in order to know about the politicians

In order to alleviate depression

In order to know how her family members are

In order to alleviate loneliness

In order to know how to fix or make something at his job

In order to apply for a work transfer

In order to know how to fix things around the house

In order to assess student's knowledge

In order to know how to teach her children to read

In order to avoid a beating

In order to know information about their birthdays

In order to be entertained

in order to know the correct date

In order to be informed about children's schooling

in order to know the order of events

In order to be informed about news events

In order to know the results of a sports match

In order to be informed about other religions

In order to know the sale information

In order to be informed about the community

In order to know what is for sale in the store

In order to buy child's school books

In order to know what is on the menu today

In order to check homework for errors

In order to know what the danger is

In order to check the meaning of a word

In order to know what the promotion or sale is

In order to communicate with distant family

In order to know what the service is

In order to communicate with significant other

In order to know what to order for work

In order to complete assignment

in order to know where and when the meeting is

In order to conduct a meeting

In order to learn a new recipe

In order to cook a meal for one's family

in order to learn about history

In order to dictate the letter to the mother

In order to leam about the Bible

In order to discuss the news with friends

In order to learn about the Biblical prophecies

In order to document having read teacher's note

In order to leam how to sign own name

In order to document your attendance

In order to learn how to spell family names

In order to ensure that you buy what you need or want

In order to learn how to spell words

In order to entertain the children

In order to leamn information about the course

In order to explain what stories are about to kids

In order to leam new things

In order to express one's opinion

In order to learn Quechua

in order to find the cheapest price

In order to modify a recipe

In order to get on the correct bus

In order to obtain a job

In order to give a customer a work estimate

In order to obtain counseling for her children

In order to give permission for child to do something

In order to participate in the Catechism

In order to give the employer a record of work
completed

In order to pass the time

In order to help child with homework

In order to pay govemment taxes

In order to help children read

In order to play the game

In order to help children read recipes

In order to prepare children to be safe

In order to help children with homework

In order to prepare for sacred rights

In order to help her children learmn Quechua

In order to prepare oneself to be a community leader

72




Figure 4. Total Purposes for Reading and Writing (Cont.)

In order to help the children understand the text

In order to provide information for the government

In order to help the church

In order to receive the paycheque

In order to identify the item

In order to receive training for a job

In order to identify the store

In order to recite a Bible verse

In order to identify the taxi

In order to remember important dates

In order to improve handwriting

in order to remember important information later

In order to improve her reading

In order to respond to husband's legal requests

In order to satisfy one's curiosity

In order to spell a word correctly

In order to share her recipe

In order to take a break

in order to share the Bible with others

In order to teach a Bible lesson

In order to sing the songs

In order to teach the history to her children

fn order to understand the text

5.4

What Are the Literacy Practices in the School?

5.4.1 Purposes: Out of a total of 60 literacy practices recorded within the Participating in Formal

Schooling domain, there were only 11 different purposes for reading or writing. The purpose which

contained the highest number of literacy events observed in the classroom was In Order the Complete

the Assignment with 42 literacy events or 70% of the total purposes. As well, there were 3 instances of

reading or writing In Order to Answer a Question, 4 instances In Order to Complete the Exam, 3

instances of In Order to Join in the Choral Reading, 2 instances of In Order to Know Which Item to

Use, and 1 instance each of In Order to Demonstrate the Correct Spelling, In Order to Know the Order

of Events, In Order to Learn the Letter Sounds and In Order to Study the Information Later. Table 19

below displays the purposes for reading and writing within the Formal Schooling domain.

Table 19. Purposes for Reading or Writing in School

Purposes

Total

In order to answer a question

In order to complete the exam

In order to complete assignment

In order to demonstrate the correct spelling
In order to document your attendance

In order to join in the choral reading

In order to know the order of events

In order to know which one to use

In order to learn the letter sounds

In order to show competence in reading

In order to study the information later

E=N

Grand Total
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5.4.2 Text Types: Inthe grade | and 2 classrooms, there were 60 literacy events observed and 29
different text types documented. Out of the 29 different text types documented, 78.02% were literacy
instructional texts, or texts read or written specifically to learn how to read or write. These included
such texts as, copy text in a variety of forms, Words in a variety of forms, primers, spelling lists,
poetry, short stories, phoneme tiles and so on. For a complete list of all the in-school texts see Table
20. Other texts that would be considered school-only texts include exams or exam answers and
numbers. In total 93.32% of the texts observed and recorded in these two classrooms were classified as
school-only texts. There were four instances of real- life texts, observed in the classroom. These
included: title on sticker album, title of notebook, agenda and attendance chart for a total of 6.68%.

Table 20. Total In-School Texts

Text Type Total
Agenda

Attendance Chart

Exam

Exam/question answer
Labeling sign

LIT, activity/word puzzle answer,
handout

LIT, activity/word puzzle, handout
LIT, alphabet letter, poster
LIT, copy text, blackboard
LIT, copy text, notebook
LIT, copy text, oral

LIT, copy text, poster

LIT, phoneme, tile

LIT, poetry

LIT, primer

LIT, sentence

LIT, short story, book

LIT, slogan .
LIT, spelling list

LIT, titie, poster

LIT, vocabulary list, poster
LIT, word caption

LIT, word card

LIT, word, blackboard

LIT, word, notebook

LIT, word, poster

Number

Title, album

Title, notebook

Grand Total

—
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5.5 Is There Any Alignment Between Home and School Literacy Practices?

The only text that occurred in both the school domain and domains outside of school in the

lives of the family or community was the agenda. Both children and adults were observed reading an

agenda for a school dance presentation. As well, one adult reported using an agenda to keep track of

the order of events in a community meeting and at work. The agenda text was present in the school but

was not used for any instructional purposes in reading or writing. The only common purposes for

reading or writing that occurred in both the classrooms and the family lives of the students were

reading or writing In Order to Document Attendance, In Order to Know the Order of Events and In

Order to Complete an Assignment. This final purpose, documented in a parent literacy practice

interview, occurred in a formal school setting as well, since the parent was taking a correspondence

course. There was no other alignment with either texts or purposes in the reading and writing lives of

the children in school and at home. Table 21 lists all the texts found in school categorized by texts

used in literacy instruction and those not used in literacy instruction.

Table 21. Texts Found in the School

Texts in school used for literacy instruction

Texts in school not used for literacy instruction

Exam Agenda
Exam/question answer Title, notebook
LIT, activity/word puzzle answer Title, album

LIT, activity/word puzzle, handout Attendance Chart
LIT, alphabet letter, poster Labeling Sign
LIT, copy text, blackboard Number

LIT, copy text, notebook

LIT, copy text, oral

LIT, copy text, poster

LIT, phoneme tile

LIT, poetry

LIT primer

LIT, sentence

LIT, short story, book

LIT, slogan

LIT, spelling list

LIT, title, poster

LIT, vocabulary list, poster

LIT, word caption

LIT, word card

LIT, word, blackboard

LIT, word, notebook

LIT, word, poster
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5.6 Overall Authentic Purpose For Reading And Writing In the Classroom

Although there was one text, the agenda, used in both the home and school, it does not meet
the definition of authentic text use in the classroom. This is because while the text was observed being
used in the school, the teacher was using it purely for her own purposes and not for literacy instruction.
The construct of “authenticity” refers to the use of real-life texts for real-life purposes as a part of
literacy instruction. There were three other instances of real-life texts found in the classroom.

Although these texts, (title, album; title, notebook; and attendance chart) were all used for real-life
purposes by the children in the class and are real-life texts, they were not used during literacy
instruction by the teacher. These instances just happened as a matter of course during the day and were
not capitalized on by the teacher for literacy instruction.

As well, three purposes overlapped in terms of being documented in both the home and school
environments, but the in-school purpoées were not documented during literacy instruction except for
the purpose In Order to Complete an Assignment. This purpose was clearly found during literacy
instruction for the students the majority of the time but was documented for the parent only in an
instance where the parent himself was involved in the formal school activity of taking a
correspondence course but would not be part of his daily life otherwise. In total only two purposes
were observed in school that served real-life purposes for the students. These two purposes were In
Order to Document Your Attendance and In Order to Know Which Item to Use, which combined
account for only 5.07% of the total literacy practices in the classroom during my observations. Again,
these purposes occurred as a matter of course during the children’s school day and were not reported as
part of any literacy instruction event and therefore did not fall under the definition of authentic literacy
instruction.

Some teachers were instructed to, and were observed using, words from the local context
during literacy instruction. For example, using packaging text commonly found in a store on a food
product to teach basic phonics sounds. Although these practices involve using contextual words that
the child has a frame of reference for and commonly sees in his or her community, the practices are not

classified as authentic. While the text, itself, is authentic, the purpose for reading and writing it by the
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children was not. Used in this manner, the texts merely are used as an alternative print or vocabulary
source. They are not being read or written for real life purposes that would be used outside of the
classroom such as it identify which cereal to buy or to learn the nutritional information of the food you
are thinking of buying.

Overall, there was little culturally responsive literacy instruction being implemented at this
school as defined by Gay (2000). There were no observed instances of using authentic texts during
literacy instruction despite a wide variety of literacy practices reported from the parents and a wide
variety of text types found in the homes and community of the students. Most of the literacy
instruction that falls under the definition of culturally responsive is characterized by the teachers using
“context” to make a connection for the children between the school and their homes. The instances of
culturally responsive literacy instruction observed and reported were limited almost exclusively to
modifying, creating or using materials that were “real life” or came from the community context.
Teachers, despite the philosophy and objectives documented in the curricula, used a limited number of
text types in the classroom which had very little, if any connection to students’ real lives and most of
the work completed by the students was done so in order to complete the assignment. Although,
referred to in official documents, specific characteristics of Gay’s definition such as, transforming,
emancipatory, and comprehensive instruction were rarely seen implemented in the classroom. Most of
the instances were categorized as validating or multidimensional and were reflected in teachers’ actions
such as, speaking in Quechua to students or being active in students’ lives outside of school. There was
little evidence of any culturally responsive literacy instructién that was intentionally implemented
during the teaching of reading or writing.

The final question addressed by this study was: What are the factors affecting the
implementation of culturally responsive instruction?

During the course of the teacher/administrator interviews, class observations and a review of
school documents, two major themes emerged regarding culturally responsive literacy instruction and

the factors that affect the teachers’ ability to implement it.
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5.6.1 Teachers Receive Theory-Based Teacher Training: Firstly, the teacher training that focused
on literacy instruction, culturally responsive or otherwise, remained for the most part, at a theoretical
level and teachers were given few examples of how to put the theory into practice in their classrooms.
All the teachers at the school were fully qualified and had attended a teacher’s normal school, a
separate teacher’s college, or a university to obtain teaching certification. However, none of the
participants felt that their training was practical, and all expressed disappointment at the lack of
practical or methods focused content in their formal teacher training coursework, especially concerning
literacy instruction. They did feel their coursework prepared them for teaching, but only in the sense
that it gave them a solid knowledge of educational theory and expanded their content knowledge in
subjects like history, math, Quechua, or Spanish. While the teachers were all required to take content
and education courses, none of them reported taking a methods course for reading or writing. Any
strategies for, or reference to, practical applications of instructional techniques specific to cultural
responsiveness or otherwise, were mentioned only in passing by their professors. The references
seemed vague, according to the teachers that I interviewed, with the implication that the students were
left to interpret on their own how this strategy might be incorporated into a real teaching situation.
None of the teachers felt they were taught “how to teach”.

All the teachers reported attending classes on educational theory and during all their classes
and practica there was a heavy emphasis on theory and planning. All the teachers during their formal
training were required to hand in large numbers of lesson plans before they started their practica. The
objective of handing in these plans was to ensure that the student teacher was organized in great detail
and also to make sure that the student teacher was following his or her lesson plan and not missing any
steps while being observed and evaluated.

None of the teachers recalled any literacy coursework that instructed them on how to modify
materials or strategies to meet the needs of individual learners or meet the needs of a particular cultural
group or community. And although all the teachers interviewed attended different institutions, private
and public, secular and parochial, rural and urban, university and normal schools, they all indicated a

dissatisfaction with their source of training by saying they felt they would have received better training
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had they been able to attend a different institution. In sum, all the teachers felt ill-prepared to teach
reading and writing, especially in this community context.

Based on the teacher interviews, it is clear that all the teachers came to the Fe y Alegria school
with similar training in literacy instruction, and all of them felt that the training had been theoretically
based, impractical, and left them ill-prepared to teach the students who lived in the community of San
Angel. This is in the context of the philosophy and doctrine of the Fe y Alegria organization which
places an emphasis on teaching the child within the context of the community, advocates for the
education of the whole child, and sees education as a transformative and liberatory agent. For example,
the banner which hung prominently over a graduating class of teachers who had just finished a two
year advanced diploma through Fe y Alegria, stated “Each person constructs their own revolution.” As
well, Fe y Alegria, itself, describes itself as providing “Popular education with a holistic approach”.

When initially hiring teachers, Fe y Alegria is explicit in its expectations that teachers, if hired,
will be required to attend professional development workshops and meetings to improve their teaching
practice and become familiar with Fe y Alegria philosophy. According to the administrator at this
school, this expectation is made clear in the interview process and all the teachers interviewed
confirmed this. Most of the training provided by Fe y Alegria that directly related to reading and
writing was more practical in nature, as compared to the formal training received by the teachers.
Teachers reported attending Fe y Alegria- sponsored workshops that taught literacy strategies such as
songs, games and movement activities. Some teachers also mentioned receiving “modules” or guides
that gave explicit instructions on what to teach and when, for different subjects. Again, however,
teachers indicated that many of the workshops focused heavily on theory and gave only general ideas
regarding literacy instruction.

All the teachers and the administrator mentioned the “Pedagogical Commission” and the Hora
de Pedagogia or the “Teaching Hour” in a positive way and felt it was useful for their own professional
development in terms of literacy instruction. This Pedagogical Commission is a small group of
teachers who go outside the school to workshops provided by Fe y Alegria or other outside sources.

The group then returns to the school and once a month shares the information they learned at the
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workshops. This group as a whole also serves as a support system for teachers who have question or
problems in their classes.

Both the administrator and teachers indicated that there was again, emphasis and importance
placed on planning at the school. The Fe y Alegria school places such importance on this that they give
the teachers two full weeks af the beginning of every school year to prepare lessons for the rest of the
year, and teachers are expected to submit monthly teaching plans to the administrator for review. The
administrator also indicated that she did not do a significant amount of observations of actual teaching
in the classrooms, but rather supported the teachers by helping them with their planning. There was no
mention of utilizing this planning in order to modify materials or instruction to incorporate more
culturally responsive methods or materials.

An outside agency called JICA, the Japanese International Cooperation Agency, recently
developed a partnership with the school. JICA provides professional development for the teachers and
also places an emphasis on planning as a means to improve instruction. One teacher indicated that
JICA advocated for a more student centered approach to planning and explained that JICA encouraged
them to allow the students to have more choice and to voice their opinions about what kind of activities
the teacher might plan. This teacher stated, “As students participate'in this type of planning we can see’
the idea of respect [for the students].”

JICA has also helped the school institute a program called The Public or Open classroom.
Once or twice a month a small group of teachers and the administrator observe another colleague
instruct a lesson. Afterwards, they all meet and give the teacher feedback. All the feedback is meant to
be encouraging, constructive and positive. Several teachers mentioned feeling nervous about this
experience but felt it would be beneficial and improve their teaching practice. As well, the school
invited parents into the classroom periodically to observe lessons so parents could be better informed
about what is going on in the classroom and perhaps become more involved in the school.

Another outside agency that provided literacy instructional support for the teachers was an
organization called Simon Patino. This organization provided offsite weekly workshops for upper

elementary teachers. These workshops focused on teaching new literacy strategies to improve
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comprehension. Some of the strategies taught included, incorporating drama, art and work puzzle
activities like word searches. The reading materials and puzzles were provided by the organization and
delivered to the school on a regular basis. The one teacher who attended these workshops and used
these materials stated that some of them were too difficult in terms of vocabulary and the topics or
characters in the literature were not culturally congruent with the students’ lives therefore she
sometimes modified the materials to suit the needs of the students. However, modifying and then
reproducing materials was costly since all photocopying materials and costs were paid by the teacher.
This teacher indicated that in the future Simon Patino was planning on producing more culturally
congruent texts. She also stated that trying out alternative literacy strategies in the classroom was
challenging due to the emphasis on planning and the need to follow the monthly and yearly plans
already set out. The strategies and materials presented at these Simon Patino workshops were practical
and focused on methods rather than theory. However there was no indication other than from the
teacher’s own initiative, that this training, or the training provided by JICA or Fe y Alegria, had any
emphasis on making literacy instruction more culturally congruent.

Overall, there are many professional development opportunities both within and outside the Fe
y Alegria organization, both mandatory and voluntary, that focus on literacy instruction. However, like
the formal training described, the teachers felt that much of the informal training was too theoretical
and lacked practical applications, especially for this community context. The support provided that
was more methods-based or practical in nature did not give suggestions on how to make literacy
instruction more culturally relevant in any significant way with the exception of references to teaching
using the community context, discussed in the previous section.
5.6.2 Negative Teacher Perceptions of Parents and Community: Over all, despite the Fe y Alegria
philosophy and doctrine emphasizing education of the whole child and building on their strengths, most
of the teachers interviewed still operated using a deficit model when talking about the community, the
children and the parents, to explain the low academic achievement of the students.

All the teachers were aware of and committed to the higher expectations placed upon them in

terms of professional development, planning, hours and an overall higher level of service for the
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students, in comparison to the expectations placed on teachers in regular public schools. All the
teachers were also, to varying degrees and depending on how long they had been employed by Fe y
Alegria, aware of the Fe y Alegria school commitment to not only transforming the children’s lives, but
of affecting the community at large as well. However, when asked to describe the community the
school was located in, all the teachers but one and the administrator, used negative terms and focused
on the problems and lack of services in the area. When asked to describe the community and the
people that lived there, common responses would be that the community has a lot of crime, domestic
violence, alcoholism, many fathers abandoning the families and parents going abroad to work and
leaving the children with relatives. The teachers interviewed also focused on a lack of services in the
area such as no running water or sewage, no medical services and no post office.

As well, all but one teacher commented on the lack of support from the parents as greatly
affecting the students’ academic achievement. All of these teachers felt that the majority of parents
were apathetic about théir child’s education, didn’t bother to check with the teacher or school about
their child’s progress, failed to show up to parent teacher meetings and failed to help or ensure that
their child completes the assigned homework. For most of the teachers, this “blame the victim”
response became a common explanation for students’ difficulties in achieving academic success at
school.

There was one teacher interviewed who provided some unique answers and perspectives on the
children, parents and the community. This teacher was the only teacher to live in the same community
as the school itself. She chose to live in San Angel because she “felt fine” living there and felt at home.
She had grown up in the countryside and had experienced a great deal of culture shock when living in
the city while attending university and expressed that she had great difficulty getting along with city
people. This teacher was a fluent Quechua speaker, one of the dominant languages in that community,
and could communicate easily with the parents. She stated that she “feels as they feel” when talking to
parents about the students. When asked to describe the community, this teacher was also the only

teacher that commented on the discrimination in the community from outside authorities and society at

large.
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In general this teacher finds the parents supportive of her and their children’s education. When
asked about the parents she offered alternative explanations for the parents’ lack of involvement in the
children’s education. She suggested that many of the parents do not meet with the teachers or come to
the school because they work long hours, because the parents lack of literacy makes it difficult for them
to read notices sent home, or that it might be culturally acceptable not to attend the meetings. The
teacher indicated that if she needed to contact a parent, she would use a form of communication used in
the community called the “kitchen radio”, whereby one leaves a verbal or written message with the
neighbour of the person you wish to speak with. This teacher was the only person to mention this form
of community communication.

As for in-class instruction and attitudes, this teacher was involved in weekend literacy
workshops over a period of several months and was enthusiastic to try out any new strategies or
materials. She also indicated that many materials given to them were inappropriate for use because
they contained vocabulary that was too difficult or vocabulary and concepts that didn’t reflect the
students’ realities or the community context. She stated, “I know the area. I know the context, so I can
put in things students know [into the lesson].” She went on further to explain that she was aware that
modifications needed to be made to materials but it was difficult to find appropriate materials, and to
modify or create new materials and distribute them to the students was a significant cost borne solely
by the teacher, which made it nearly impossible to do on any kind of regular basis.

Overall, based on the data collected from these teachers and administrator, two main factors
appear to affect the way culturally responsive literacy instruction is implemented at this school. Firstly,
the lack of practical teacher training, either formal or informal, that focused on culturally responsive
literacy strategies for reading and writing that was available to the teachers left the teachers feeling ill-
equipped and at a loss as to how to address the diverse needs of this population. The teachers seemed
receptive to new information and willing to attend professional development in these areas but
consistently reported that these workshops or previous formal training had not given them adequate
practical strategies for reading or writing. Secondly, despite the clear Fe y Alegria philosophy that

outlines a more culturally responsive pedagogy in general, most of the teacher’s attitudes reflected a
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negative perception of the community and the parents. For most of the teachers interviewed, there was
a clear feeling of “us” (teachers) and “them” (parent/school community). The one teacher, who was the
exception, displayed a more culturally responsive attitude towards the parents and community in
general and saw the parents as generally supportive and an asset to their children’s academic well
being. During the interview, this teacher also made several references to adapting or creating materials
that met the cultural needs of the students in her class, as an important consideration in her instruction.
The lack of knowledge about culturally responsive teaching strategies, teachers’ generally negative
opinions concerning the community, and the teachers viewing the parents as part of the problem rather
than a source of aid in their child’s education, both appear to greatly affect the type and frequency of

culturally responsive literacy instruction at this school.
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6. Discussion
6.1 Limitations

Before I discuss these results in light of the larger picture of culturally-congruent literacy
instruction, it is important to note certain limitations to this study. First, the case study was small in
scope and the literacy practices identified through the interviews are certainly not seen as
comprehensive. The literacy practices identified and analyzed in the previous sections were identified
in order to provide a sampling of commonly occurring literacy events in these children’s homes and
communities to provide a comparison to the in-school literacy practices they were exposed to. It would
not be appropriate for a study of this scope to use the data to make sweeping generalizations about the
literacy practices identified or not identified in this community.

As well, due to time constraints, holidays and teacher schedules, my interviews and classroom
observations were limited. I had a limited number of opportunities to gather data during the one month
I was at the school. More observations and interviews would have strengthened the validity of the
results and conclusions of this study. By design, case studies are also limited in terms of
generalizability. Case studies are used to gain insight into a particular situation, problem and/or group
of people therefore the context of a case study is of great importance and the transferability of
conclusions to other sites or contexts is limited to the degree that others identify their own situations
within the contextual data. However, this case study can provide insights into the larger issues of
culturally responsive literacy instruction, teacher training, and other factors that affect culturally
responsive instruction in the developing world. This case study can also contribute to the limited body
of research on culturally responsive instruction in the developing world. The triangulation of multiple
data sources such as teacher and parent interviews, classroom and community observations, and school
documents contribute to the reliability and validity of this case study.

6.2 Contributions to Existing Research
This study adds to current research in two main areas. It further illustrates how a variety of

literacy practices do exist in poor or marginalized communities and provides another example of how
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teacher training programs in the developing world are often impractical and emphasize theory rather
than practical strategies.
6.2.1 A Variety of Literacy Practices Do Exist in Poor or Marginalized Communities:

The first clear finding that contributes to similar research in this field is that in this poverty
stricken community there were a large number of varied literacy practices reported that reflected a
community that participated in literacy on a regular basis and viewed literacy skills as important for
themselves and their children. These varied literacy practices can provide a rich basis for designing
culturally responsive literacy instruction as will be discussed in subsequent sections. The literacy
practices for the community members of San Angel were varied in text types, purposes and social
activity domains. Despite this being a small sampling and a poor area with almost no access to
bookstores or libraries, there were 14 different social activity domains reported that mediated the ways
people used reading and writing in their daily lives. Of the 231 literacy events recorded, they involved
66 different text types and 101 different purposes.

Clearly there is a wide variety in all three areas: social activity domain, purpose and text type.
Overall, the social activity domain of Participating in Family Life figured prominently in peoples’
reading and writing lives. This is also reflected in the high number of purposes that linked parents
reading or writing in order to help the children with homework. This indicates that for the parents who
participated in this study, literacy and education is important for them and are they willing to support
their children’s education despite their own limited formal education and access to formal educational
materials.

Relating Interpersonally was another social activity domain that was found to commonly
mediate people’s use of reading and writing. This domain was comprised mostly of letters or greeting
cards used in order to keep in touch with family or significant others. For many members of this
community, reading and writing letters was an important way to stay in touch with relatives living or
working abroad or in the countryside, especially since access to the internet was almost non-existent.
The world of technology is still very distant from this community, limiting their quick access to global

knowledge as we know it in the developed world.
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Perhaps somewhat surprisingly, a large number of participants at times engaged in reading and
writing as a means to entertain themselves or relax. This involved mostly reading comics or
completing word puzzles and to a lesser degree, reading stories or novels. This challenges some
misconceptions that members of poor or marginalized communities rarely use reading and writing as a
form of entertainment. This is especially significant in a community that has extremely limited access
to books of any kind and where it was rare to see paper or books in any form in the community. There
was only one public library in the entire city, therefore people who were going to read books had to
invest the considerable cost to buy them for themselves. Even though, for all of the participants, the
opportunity to read during their free time did not occur very often, they still expressed enjoyment at
being able to read for pleasure when they were able to and when they had access to reading materials.
In the developed world, easy access to reading materials and free time on the weekends or evenings is a
fact often taken for granted. However, the significance of these challenges that members of this
community must overcome in order to read for pleasure cannot be overstated.

As well, in this community, participating in spiritual life was a common social activity that
often involved reading or writing. The Bible and other spirituality pamphlets were important sources of
text and many people reported reading the Bible regularly. In a Latin American community such as
this, often the Bible and spiritual texts become important sources of comfort and in some cases, other
than the newspaper, may be one of the most accessible texts the community members have (Purcell-
Gates & Waterman, 2000). While North American public education has separated religion from
education, many developing countries have not, especially in Latin America. Although as educators
from a North American perspective we may feel uncomfortable with the idea of using religious text as
a means of providing literacy instruction, we cannot ignore that it often figures prominently in the lives
of students and their families.

Reading in order to acquire or disseminate information or news was a common activity and
newspapers were one of the few readily available and affordable text types found in this community.
The participants saw the newspaper as a way to stay abreast with the local events that affected their

community and provide them with necessary information about the “problems” in their community.
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These participants were very aware of the common “problems™ in their community and of the lack of
services they were provided with compared to the rest of the municipality and although there was little
evidence of civic or community activities that involved reading or writing, being informed about their
community was obviously important to them. The participants also appeared to be critical readers of
the newspapers, citing preferences for different types of newspapers based on the content and how that
content affected their own perceptions. This reflects a reader who is making critical choices about the
type of literacy activity he or she wishes to engage in and it also reflects an awareness of how different
types of texts of content might affect oneself. Parents also appeared to see the newspaper as an
educational tool in the home. Se?eral parents reported using this type of text to either teach their
children about the community or help them with their homework. This shows that when they have
access to varied materials, the members of this community are capable of making critical choices about
the literacy they engage in. These findings also illustrate that there are some readily available sources
of text in the community that could be used in the schools and are also reflected in the home literacy
practices.

For many of the people interviewed, most of their daily lives revolved around either running
small commercial enterprises, such as a one table restaurant out of their home, or traveling to buying
goods needed for everyday life. Commercial activities that exposed the children to texts such as
shopping lists, labels, packaging text, and advertising signage all figured prominently in their families’
lives. Again, this is all text that, although we may not readily identify it as “real” literacy at first
glance, surrounds the children in their community and home. Directly outside of the school there was a
tienda full of goodies encased in packaging and labels for children to buy. In fact, there was a small
tienda located inside the school! These kinds of “everyday” texts and purposes are often overlooked by
educators as viable opportunities for literacy teaching and learning. These children are bombarded with
these types of texts all day and are readily available to students and teachers to integrate into classroom
instruction for real purposes that connect with the real life purposes parents and children engage in

reading and writing these texts outside of school.
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Children from these homes are exposed to their parents’ reading and writing for real life
purposes on a regular basis and see a variety of text types and purposes for reading and writing in their
homes and communities. These findings are similar to whose of Moll (1985) who also found that many
of the families in his study of Mexican-American used literacy for largely functional or practical
purposes or homework. While many of the purposes and text types relate directly to more practical,
day to day upkeep of home and family, using reading and writing to participate in spiritual life,
acquiring or disseminating news and entertaining oneself, demonstrates that children in these homes are
also exposed to a variety of text types and purposes for reading and writing that illustrate reading and
writing as important for more than just everyday tasks.

While exploring the factors that affect literacy instruction in the school located in San Angel,
data emerged that further confirms what other researchers have concluded regarding teacher training
practices in the developing world.

6.2.2 Models For Teacher Training in the Developing World Are Impractical and Theory Laden:

This study also adds further data to support previous findings that conclude that most teacher
training models in the developing world are theory laden and impractical (Craig et al., 1998; Navarro &
Verdisco, 2000). These teachers who will soon be teaching in the most challenging circumstances in
the world with the least access to literacy resources seem to be given the least amount of training in
practical literacy instruction. These teachers have been a product of a system of education which
traditionally has seen little change and does not allow for consideration of the child as an individual
learner or member of a culture/community. Then during their teacher training, they continue to learn
about teaching through lecture format lessons filled with fact and theory designed by instructors and
institutions that do not necessarily reflect the beginning teachers’ needs or strengths. Of all the
teachers interviewed, not one expressed feeling prepared by their formal training in any practical sense
for day to day teaching in the classroom. Some could express only a small degree of satisfaction with
the fact that their formal training had expanded their content knowledge. One teacher, who had gone
on to receive a Masters degree in education, described his formal training experience as just an

extension of high school.
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Neither the length of the program, the type of facility (normal school or university) nor the
location (urban or rural) had any effect on quality of teacher training in terms of practical methods,
especially concerning literacy instruction. Even during the practica that each teacher was required to
complete, the emphasis was on planning. However the large amount of time dedicated to planning was
not meant to encourage varied methods, modifying or adapting materials or incorporating culturally
responsive instruction; it was to ensure that the lesson was well organized and that the student teacher
had a regimented, step-by-step guide to follow during instruction. This lesson plan guide was also
given to the supervising teacher during evaluation and served as a major method for evaluation. Again
the lesson was not evaluated for creative instruction or methodology that met the needs of the students,
but for detailed planning and a lesson in progress that closely followed the lesson plan on paper.

None of the teachers reported attending a methods course for literacy instruction. What
education courses they did attend focused on theory and what limited practical knowledge they did gain
seemed to be completely at the discretion of the instructor. One teacher stated that when one of the
student teachers would ask for some practical strategies or methods or ask how a certain theory would
apply to the classroom, the instructor would tell them that you had to figure it out yourself because
every child is different. This “figure it out yourself” attitude seemed pervasive in the formal teacher
training institutions these teachers attended. The instructors were well versed in theory and spent the
majority of their time imparting educational theory or content knowledge to the students. However,
there was virtually no attempt to translate the theory into practice. It leads one to ask whether or not the
instructors themselves knew how to bridge the gap between theory and practice and then further bridge
the gap between instructor and student.

As for the informal training provided by Fe y Alegria and other outside agencies, the teachers
felt it was marginally more practical but still heavy with theory. In many instances teachers were using
or given materials to use that were not culturally appropriate for that area but had few resources
available to them to adapt these materials. As well, most of the practical methods they were
encouraged to use were comprised of games, songs or movement activities. These somewhat focused

on addressing different learning styles within the classroom but none of the teachers mentioned any
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type of literacy teaching strategy that focused on using a child’s home culture or focusing on the
strengths of a child as a possible vehicle for literacy instruction. As well, none of the teachers had
received any training on how to adapt or create new materials for their students that were reflective of
their students’ cultural realities. Although the philosophy of the Fe y Alegria organization emphasizes
many of the ideals that shape Freirian and culturally responsive literacy instruction, there is little
reflection of this occurring in its everyday instruction by the teachers. However the teachers are a
product of the national system of teacher training which does not emphasize these ideals, as illustrated
above, and once they are employed by a Fe y Alegria school, are given informal training by instructors
that also were a product of the national system of teacher training and while the instructors may have
knowledge of the theory and philosophy that shapes the Fe y Alegria organization, they do not have a
clear understanding of how to translate that into practical teaching strategies for the teachers they are
mentoring.

Again there was an emphasis on planning and weekly, monthly or yearly organization. There
was also an assumption that better or more planning was equal to better teaching. This seemed to be an
unquestioned belief by the teachers although none of them could explain how this led to better
teaching, except for one teacher who referred to allowing Students more choice in the classroom
planning led to an “idea of respect”. This was a concept introduced by the outside agency JICA which
again emphasized more rigorous planning by the teachers as a way to improve classroom instruction. It
did not appear that any of the teachers had any real input into the training that they were given.

Courses during their formal training were mandatory and lecture based. The workshops they attended
while employed at Fe y Alegria, while for the most part voluntary, did not meet their needs as
classroom teachers and were not based on input given by the participants.

Overall, it did not appear to matter how much further training a teacher received either in terms
of number of courses or length of program, any further training was still seen as very limited in its
ability to give teachers practical strategies for any kind of instruction in the classroom and the informal
training teachers were engaged in, with some minor exceptions, still did not reflect the needs of

teachers.
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Despite a continued movement in the developed world towards a more constructivist theory of
teacher education during formal teacher training, teachers in the developed world continue to receive
their training through mostly theoretical courses that focus on facts leaving the teacher with a
plentitude of information but without any way to connect it to classroom instruction or relationships
with students. These disconnects, both within the teacher training programs and the literacy practices
in the home and school, become the topic of the following sections. However, before committing a
significant portion of the discussion to describing the disconnects I would like to highlight some of the

“connections” observed during my one month at this school.
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7. The Connections

Firstly, simply by being employed at this particular school the teachers and administrator were
committing themselves to a philosophy of instruction that demanded more of their own personal time
in terms of training, planning and time spent in the community. All of the teachers were made aware of
these expectations during the hiring process therefore committing themselves to these ideals upon their
hiring. Teachers employed in regular public schools in Bolivia are not bound by the same expectations
so one could assume that a teacher employed by Fe y Alegria would at the very least be open to the
ideals that guide the organization and its schools.

Some of the teachers did spend extra time in the community attending funerals, birthday parties
or participating in the band or local dance festivals. These types of activities not only build a stronger
bond between a teacher and student, and school and community, but also are the beginnings of learning
more about the community and altering any misconceptions about the students and their families. The
administrator was also more familiar with the community and the families that resided there. She
spoke fluent Quechua with the families and had obviously made home visits before since she guided
me on several occasions to people’s homes. The administrator was also interested in using the school
as a site for some parent education meetings on a variety of social issues.

Most of the teachers that were interviewed were interested in learning more about literacy
instruction. They were curious as to what sorts of strategies or methods were used in Canada. They
requested that I send a video to them of myself teaching so they could watch and perhaps learn some
things from it even if they could not understand what I was saying in English. They often asked my
opinion of the instruction here or wanted to know what my training was like. While I refrained from
giving my opinions I did explain to them that the setting was very different and it would be difficult to
compare instruction. It was clear that these teachers, despite (or perhaps due to) their dissatisfaction
with their training, were still actively participating in further training available to them through both
formal and informal means and their request for information and the video from me, a complete

outsider, is one example of this openness to new ideas and a desire for further teacher training.

93



One implication I can make for this setting is to use the available sources of community-school
linkage expertise. For example, the one teacher I interviewed who had an intimate knowledge of the
community could provide the rest of the staff with valuable information. This teacher could be used as
a mediator in terms of language and community norms. There were several teachers at the school who
were not interviewed who perhaps might also be able to contribute to the school’s knowledge about the
community and how to better communicate with the families.

The teachers, although somewhat apprehensive, wére all participating in a professional
development program which required them to be evaluated by their peers. Most teachers would be
apprehensive about this type of activity, yet the teachers I interviewed felt it was constructive and a
valuable tool they could use to improve their own practice.

Despite the many challenges these teachers are facing, with regards to the community and their
own lack of practical training, they are open to further professional development and are actively trying
to improve their own practice. This can be seen as one of the first steps that are already in place in

bridging the disconnects that are discussed below.
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8. The Disconnect

This study highlights the ongoing disconnect in two areas of education in the developing
world.

8.1 The First Disconnect: Teacher to Student

Firstly, there is a disconnect between the world of literacy that the student experiences at home
and the world of literacy the student experiences at school. As clearly shown in this study the
“banking” model of education (Freire, 1993) is still pervasive in this school, despite the fact that this
school is supported by an organization that is already grounded in Freirian philosophy, and claims to
value students’ home culture and community. Freire (1993) describes that in the banking type of
education a teacher’s role is to “organize a process which already occurs spontaneously, to ‘fill’ the
students by making deposits of information which he or she considers to constitute true knowledge”
(p.57). Students and parents are seen as having little to bring to the table in terms of their own
education and the education of their children and teachers feel they have little to work with., Teachers
feel that they must make up for what is lacking in the community and home by transmitting the
“correct” knowledge and skills that in most cases, as suggested by my results, has no connection to the
home. Students are not expected to do more than passively receive the knowledge, since they are not
seen as active participants in the creation of their own knowledge. How could they be when they are
viewed as devoid of any real knowledge until the teacher imparts it to them?

However, it was clear from the results of this study, that students and their families do have
their own knowledge and culture, do see education as an important vehicle for improving their lives
and do see literacy as an important means of obtaining information that affects their day-to-day reality.
Unfortunately, there was virtually no connection between how and why the community members used
literacy in their own lives and how the students were taught to read and write and how the students
were using literacy in their day to day school lives. It was rare to see any type of dialogue occur
between teacher and student other than the fact based question and answer routine and there was no
dialogue facilitated between student and student other than the “off task” conversation initiated by the

students themselves. It is not surprising that there is still this disconnect between home and school in
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the developing world in light of the teacher training practices that perpetuate the type of “banking
education” (Freire, 1993) model described by Freire. How can we expect practicing teachers to
“connect the pieces™ for their students and create a world of understanding that bridges home and
school if no one has done this for the teachers? This second disconnect is discussed in the following
section.

8.2 The Second Disconnect: Institution to Teacher

The second disconnect this study highlights is the disconnect between the theory laden
instruction imparted by the instructor and institution and the practical teaching strategies that teachers
in-training need to be successful in the classroom. Again in this educational context teachers-in-training
are treated as “empty vessels” (Freire, 1993) that need to be filled with content knowledge the
instructors must transmit to their students, or taught educational theory rarely generated from the needs
or queries of the students, with little if any connection being made to the real-life context of the
classroom the teachers in-training will soon be embedded in. Little value is given to student teachers’
cultural backgrounds, languages or individual strengths. As Freire (1993) states, “The more completely
she fills the receptacles, the better teacher she is. The more meekly the receptacles permit themselves
to be filled, the better students they are” (p.53).

In both scenarios the students are treated as “objects” (Freire, 1993) with no control over their
learning. In many cases, at the time, students are unaware that this learning process is dissmpowering
and will have little real practical application to their lives outside of the school context. In order for
these students to move from “object” to “subject,” the learning must become dialogic and in doing so
the teacher also becomes a learner (Freire, 1993). Knowledge is not static and emerges only through
interaction and inquiry with the world and others (Freire, 1993). If this is true, then there are no
absolute teachers and absolute students locked into roles. The teacher and student must exchange
information, implying that the student has as much valuable knowledge as the teacher does. Much like
Freire, advocates of culturally responsive instruction view the student as an active participant in the
construction of their own reality, using their existing knowledge as a basis for further growth (Gay,

2000). Teachers, in this type of instruction, are seen as facilitators that can utilize and validate
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student’s home culture and knowledge to promote a student’s personal and academic success. This
involves a teacher bridging the gap between the home and school, and theory and practice for the
student. As Gay (2000) states, culturally responsive instruction, “creates cultural bridges, or scaffolds,
between academic learning in school and the socio-cultural lives and experiences of different groups of
colour outside of school” (p.214).

8.3 Addressing the Disconnect with Culturally Responsive Instruction

Culturally responsive instruction and more specifically culturally responsive literacy
instruction can help address these disconnects in education in the developing world. These “gaps”
between teacher and student and theory and practice are not easily bridged. Further, the need to take
into account large educational institutions in the context of the developing world makes this shift in
how we think about training and pedagogy in the developing world even more challenging. However,
despite the challenges, as educators it is imperative that we continue to search for methods and ideals
that will help bridge these gaps and hopefully, by improving teacher training, give students from the
developing world a better more culturally responsive education.

Culturally responsive literacy instruction builds upon the strengths and needs of children as
individual persons and as members of a cultural community. Using culturally responsive instruction as
a way to bridge these “gaps” mentioned above, requires that teachers and planners gain deeper
knowledge of their students’ community context for three main reasons: (a) in order to move beyond a
superficial use of “context” as culturally responsive instruction, (b) in order to help alter teacher/school
perceptions or misconceptions of parents and the community, and (c) in order to design literacy
instruction that utilizes authentic texts and purposes found in students’ communities and homes.
Facilitating these actions are imperative to implementing culturally responsive instruction and would be
impossible without studying and considering the social, cultural, political, economic and linguistic
factors which shape a child’s context.

84 Moving Beyond Context As Culturally Responsive Instruction
Culturally responsive instruction requires educators at all ]evels to gain concrete, accurate, and

firsthand knowledge of the community they are working in and the students they are working with.
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This allows educators at the planning, training or policy stage to give more than vague references to
using “context” to help beginning teachers plan and implement literacy instruction. It also enables
practicing teachers in the field to better understand their students’ as whole beings with specific
strengths that can be drawn upon to help facilitate growth in their areas of need.

In this study, both the teachers in training and in the field were told to use things in the area to
help them teach literacy but could not recall any further elaboration on how to actually do this. Any
references to using context as a method for literacy instruction involved using found print in the area as
an alternative print source, like using newspapers as a source of alphabet letters. This however, is a
superficial use of context. This newspaper was not to be used for a real life purpose so therefore there
was no real bridge between the student’s home life and school life during this assignment. A “deeper”
more authentic use of this type of text would be to discover what ways and for what purposes families
use newspapers in that community, and train teachers on how to develop these same kinds of real life
purpose newspaper activities in the classroom (Purcell-Gates, 2007a). Culturally responsive instruction
is also more than just utilizing the materials from the area in order to bridge the gap between home and
school. As discussed in previous sections, this type of instruction involves validating a student’s
personal self worth and culture, building on their existing strengths and addressing their needs with
strategies that best suit their learning style, guiding students to think critically about their circumstances
and question idea that there is only “one truth” , and guide students to transform themselves and their
community by giving them a sense of empowerment and a sense of responsibility for their success and
the success of others (Gay, 2000).

Teachers must have an intimate knowledge of the community in order to help validate
students’ cultures and guide them in becoming empowered and transformative members of their
communities. This kind of action cannot be facilitated unless a teacher has deep knowledge of the
community context from which her students come. Freire (1993) contrasts the “banking model” of
education with the “problem posing” practice. This type of instruction attempts to engage students as
“co-investigators” in their own education encouraging students to develop their pbwer to question,

investigate and perceive critically the way they exist in the world and the previously unquestioned
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knowledge presented to them. As co-investigators the students’ background and history becomes as
important as the teachers’ background and subsequently shaped perspectives. As Freire (1993) states,
“Problem posing theory and practice takes people’s historicity as their starting point” (p.65). If
accurate knowledge of a community’s context is the basis for all further instruction in culturally
responsive instruction, then cursory knowledge that may be tainted with inaccuracies or misperceptions
is not acceptable. The teacher both in basic and high institutions, must make the effort to deepen their
knowledge, bridge their own personal gaps in knowledge about their students in order to enter into a
true reciprocal dialogue with the students. In this way a teacher can design culturally appropriate,
relevant, learning experiences that resound with the student and become part of the scaffolding that will
enable student’s success.

This type of instruction and a deeper use of context cannot be taught in a separate class or
viewed as a separate curriculum. Teachers implementing culturally responsive instruction draw on
their knowledge of community patterns, ways of communicating, literacy practices and values to shape
a program of instruction for their learners. The type of instruction must filter throughout the entire
program. However this type of instruction relies heavily on teachers’ own attitudes and perceptions to
guide the instruction.

8.5 Altering Teacher/School Perceptions of Community

Culturally responsive instruction in any area can only be implemented if teachers’ attitudes and
perceptions enable them to implement this instruction. Abell (1999) refers to how the existing
perceptions and attitudes teachers have about communities and groups of people greatly affect how
they interact with and view their students. Allen and Labbo (2001) describe the considerable changes in
the attitude teachers had regarding their students and their community after they asked students to take
photographs of their community and write cultural memoirs. The teachers then planned instruction
based on the information the students had gathered for them. They claim that these teachers realized
afterwards that the students came from valued and diverse backgrounds and in order to reach each
student they must be able to connect with them. This required deeper knowledge of the students as

individuals and members of their community. Although Allen and Labbo’s study took place in the
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United States, the teacher participants were of a different ethnic background than the majority of the
students they were exposed to during this study. The 22 participants were all white, middle-class
undergraduate students in a teacher education program while the elementary students they were
working with during a 4-week field experience came from diverse backgrounds. Although this study
did not take place in a developing world setting, it still documents the effectiveness and importance
during teacher training of inspecting our own personal cultural make up and that of our students,
especially when teaching students that have cultural backgrounds that differ from our own, no matter
what the setting may be. Another study that focused on student achievement in elementary

- constructivist-based classrooms, studied students and their families that all came from diverse cultural
and socio-economic backgrounds in Kentucky (Kyle, MclIntyre, Miller, & Moore, 2002). All of these
families faced challenges in their personal lives that seemed to affect school performance such as
financial hardship, death in the family, divorce or addiction issues and the teachers themselves came
from different cultural and socio-economic backgrounds than most of their students. In this study, the
teachers and researchers read professional books for ideas on how to connect school with the lives of
students. They found that through the involvement of families, and the teachers’ greater knowledge of
the students as people outside of the classroom, that the students’ level of achievement rose (Kyle et al.,
2002). Our personal culture lies at the heart of all we do and shapes our beliefs, values, actions and
perceptions of others. As teachers we must be aware that our perceptions of our students are shaped by
our own cultural makeup and we bring these perceptions with us into the classroom and whether we are
conscious of this influence or not, it shapes our daily interactions and beliefs about our students
(Spindler & Spindler, 1994)

The teachers in San Angel, with the exception of one, all harboured negative perceptions of the
community and did not recognize much that the community had to offer in terms of supporting the
students’ education. They also did not see the parents as being supportive or interested in their
students’ education. In fact, they viewed in many cases, the parents as a hindrance. This is in direct

contrast to the information and attitudes revealed in the parent literacy practices interviews in which the

100



parents indicated seeing literacy as important and trying as much as they were able to support their
child’s education.

The above statement and the fact that most of the teachers indicated they had limited
communication with the parents and spent minimal time in the community after school hours, allows
one to assume that the teachers’ knowledge of the families and community and their understanding of
the embedded attitudes, values or methods of communication was limited as well. Also, the one teacher
who resided near the school, who did appear to have more first hand knowledge of the community
displayed attitudes and perceptions about the community that were markedly different from the
remaining teachers who did not live in the community. In developing countries, such as Bolivia, there
are often multiple indigenous groups, languages, tribes or mixed cultural groups that exist. In a
relatively small country such as Bolivia there are over 30 distinct languages represented; each with its
own set of beliefs, traditions and ways of communicating. The teachers themselves come from a
diverse set of backgrounds; Aymara, Quechua and mestizo. Even within my own interview process |
could sense a distinct difference between how some of the teachers interacted with me based on their
cultural background. In circumstances such as these, it is even more imperative that teachers become
aware of their own cultural background, that of their students” and how their own personal beliefs
about their own culture and that of others, shapes their instruction.

By investing time in gaining a better knowledge of the customs, values, beliefs and ways of
communicating that are part of the community culture, it is likely that teachers will enhance not only
their knowledge of their students’ lives, but also enhance their ability to instruct and communicate with
students more effectively. This first hand knowledge can greatly alter what might be misguided
attitudes or perceptions that greatly affect a teacher’s instruction in the classroom. Teachers must
develop an awareness of their students’ world, through their eyes, if they are to move from the idea of
transmitting knowledge to creating knowledge together (Freire, 1993; Purcell-Gates, 2000). This
awareness of their student’s world can lead to designing literacy instruction that reflects the real life

world of literacy that the student experiences at home or in their community.
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8.6 Designing Literacy Instruction Using Authentic Texts and Purposes

A deeper knowledge of the community and the literacy practices that are embedded within it is
imperative if the teacher is to bridge the gap between home and school using authentic texts and
purposes. Using authentic texts and purposes in classroom literacy instruction is one very practical
application of culturally responsive literacy instruction.

As discussed previously and illustrated by the result of this study, poor or marginalized
communities do have literacy practices that can be drawn upon to facilitate classroom literacy
instruction. The community of San Angel had a wide variety of text types, purposes and social activity
domains to draw upon. The children observed their parents engaging in a variety of functional literacy
practices, but also, although to a lesser degree, reading or writing for pleasure or entertainment
purposes. However, it was clear that during the authenticity analysis phase of this study that there was
virtually no connection between a child’s home and school literacy lives. The large majority of texts
found in schools for literacy instruction were literacy instructional texts designed for the specific
purpose of teaching someone to read or write. These texts are not necessarily designed, in terms of
content, methods or even illustrations, to reflect a child’s reality. They are designed to teach literacy
skills, such as phonics or comprehension strategies. These types of texts provide no connection for the
student to their home life and the large majority of reading or writing assignments that the students in
San Angel completed were solely completed in order to complete the assignment. There was no real
life purpose for reading or writing other than that the teacher had told them to read or write something.
When children see their parents read or write there is a real purpose for it that reflects a real need that
requires a person to read or write something even if that need is simply to relax.

In the developing world, literacy success is almost synonymous with educational advancement
and therefore escaping the cycle of poverty. As educators, then, using culturally responsive literacy
instruction as a means to continue bridging the gap between home and school is of utmost importance.
In more practical, strategy-based, terms, under the umbrella of culturally responsive literacy
instruction, authentic literacy instruction is yet another piece of scaffolding a teacher can use to

facilitate this process.
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The following discussion and example of how authentic literacy instruction can be
implemented in this context, draws upon the work of Duke and Purcell-Gates (2003) and their study of
the nature and uses of print in children’s homes and in schools. These studies highlighted the types of
genres and literacy events observed in homes and schools and analyzed for any overlap between the
two. Duke and Purcell-Gates compared two sets of data involving children and families from the
Boston area in the United States. One study involved 20 low socio-economic families with 1 or more
children in the home from ages four to six. Researchers in the home observed and recorded instances
where children were involved in or observing written language. The second study documented
information about classroom activities occurring in a grade 1 class that involved print in any way.
Researchers recorded information like the type of activity, genre of text involved and the amount of
minutes spent on the activity. Duke and Purcell-Gates concluded that there was little if any overlap in
genre usage between the home literacy practices of these children and the literacy practices they were
involved in at school. Subsequently, Purcell-Gates (2007a) has created, based on previous research
(Duke & Purcell-Gates, 2003; Purcell-Gates et al., 2002) and genre theory, a practical method for
incorporating literacy practices found in the home into classroom instruction, called authentic literacy
instruction. The following section briefly describes the steps a practising teacher would follow to
implement this type of instruction, specifically in the context of San Angel.

The first step is investigating and gaining an accurate picture of the literacy practices that the
children in the community are exposed to. What reading and writing do they see people engaging in on
a daily basis? What kinds of text types are commonly found in their homes and communities? Why
are people around them reading and writing? What kind of social activities are people engaging in that
require people in the community they live in to read and write? Without these critical pieces of
information, the teacher is in danger of imposing his or her own perceptions of what literacy is, or is
not, in this community onto the students and further widening the gap between home and school. This
is similar to Friere’s recommendation to literacy workers to study and live in the community that they
are involved with and participate in “culture circles” (p.101) in order to report and discuss the findings

that workers have regarding the culture and literacy practices they are finding in the community that
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reflect the community members’ reality. This information would then inform the themes that will
shape and guide the literacy instruction (Freire, 1993).

Once the teacher has gathered this information the next step is to identify some of the
commonly used texts and purposes for reading and writing in this community and think about ways to
incorporate these into classroom literacy instruction. This does not mean using posters, newspapers, or
packaging text for teaching skills Authentic literacy instruction does not mean bringing in local
newspapers, assigning an article to read and having the students answer comprehension questions
afterwards. This is using a real-life text but with a school-only purpose. An example of an authentic
use of newspapers in the classroom would be bringing in local newspapers, having the children read an
article that highlighted an issue in their community, using this information to write a letter to the editor
expressing their views on the issue and then actually sending the letter to the newspaper. In this
instance there is a real-life text (actually two, since a letter is also being written) composed for a real-
life purpose to be read for a real-life audience. The students are engaged in an activity that has meaning
for them, validates their reality and their opinions and is encouraging them to engage in a dialogue with
the teacher, the community at large and each other. These kinds of activities are not only authentic,
bridge the gap between home and school but are also potentially transformative and empowering for
students (Freire, 1993; Gay, 2000).

This is not to say that skills do not have a place in literacy instruction. Specific literacy skills
can and should be taught; however, ideally, they should be taught embedded within the context of
authentic literacy instruction or alongside. It is unrealistic to expect teachers in the developing world to
be able to make this kind of theoretical and practical shift without much work and time investment.
Understanding the theory behind culturally responsive and authentic literacy instruction takes time and
reflection, and translating this into practice for the classroom can be even more challenging for the
classroom teacher. However, small steps in this direction can be made, and authentic literacy
instruction does not require large investments in money or resources. To truly be authentic, teachers
should be utilizing literacy resources that already exist in the community. What this kind of instruction

does require however, is a commitment and belief that the children and the families that they come
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from have valuable literacy resources that can be drawn upon in order to further bridge the gap and
create a more meaningful literacy world for the students. Effective culturally responsive literacy
instruction also depends on the type and content of training that teachers are receiving at the formal and
informal levels.
8.7 Addressing the Teacher Training Factor That Affects Culturally Responsive Instruction

This study clearly demonstrated the impact that teacher training has on the implementation of
culturally responsive instruction. The teachers involved in this study were dissatisfied with the almost
non-existent practical content of their teacher training. None of them felt prepared for the classroom,
even after several years of training. As well, most of the subsequent professional development or
further formal education these teachers participated in reflected their needs or realities as educators
teaching in a diverse, and socio-economically challenging environment. The problem of inadequate
teacher training in the developing world needs to be addressed. While it is not acceptable to relinquish
the responsibility of other social, political and economic institutions and transfer sole responsibility
onto teachers for solving the plight of the poverty stricken, the focus of this study and paper only
addresses the teacher training factor that affects culturally responsive literacy instruction. Therefore
the following discussion recognizes the complexity and scope of other factors that bear on the current
state of education in the developing world. The subsequent discussion highlights one more possible
piece of scaffolding that will contribute to improved teacher training and literacy instruction that
bridges the disconnect between teacher and student in both the primary, secondary and tertiary levels of
education.
8.8 Ground-Up Training Focused on Practice

Repeatedly the teachers in this study described their training as impractical, lacking in any
“real life” strategies that they could use in the classroom and laden with theory. There was little they
could take with them from their coursework that would be useful in the real classroom. The disconnect
that teachers in-training feel during their formal training is replicated when they enter the classroom
and instruct their own students. As Navarro (2000) asserts in studying Latin American teacher training

programs in general, more teacher training at higher levels of education such as universities, does not
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directly result in better teachers who are more prepared to deal with the realities of challenging
teaching circumstances. The focus should be on how and what we are teaching our newest teachers;
not for how long or how many courses or qualifications they need to fulfill before receiving their
diplomas. Navarro (2000) even suggests that in the developing world, by pushing teacher training
higher up on the educational ladder, we run the risk of allowing the academic side of learning to
become even more abstract and removed form the practical needs of the classroom. How can we
address this problem?

According to Freire (1993), as in any learning situation, the needs and existing knowledge of
the learner can be used as a basis for generating further knowledge and topics of investigation. A
review of teacher development programs in a variety of developing world settings concluded that even
teachers with minimal training or education who become involved in reforming their own classrooms
or schools are capable of change and improving their students’ success (Craig et al., 1998) They also
conclude that when teachers are not consulted or are ignored, given reform policy and procedure from
higher up the educational ladder or are not connected to the realities of the every day classroom,
educational interventions are likely to fail (Craig et al., 1998).

Teachers’ needs should to be considered when designing programs for training. New teachers
in-training will need to spend more time in the classroom experiencing and observing what kind of
information and strategies they will need to learn about during their training in order to bridge the gap
between training and practice. Alternating time in practical (in-class) settings qnd theoretical
(classroom course work) settings, allows a new teacher to observe real situations, reflect on the
possibilities, examine their existing or lack of knowledge in these areas and question or enter into a
dialogue with their own instructors about these issues. None of the aforementioned or following
discussion negates the importance of theory in solidifying important educational concepts. Good
educational practice is always based in sound theory. However, embedding formal teacher training in
the context of a real-life classroom helps to bridge the disconnect between theory and practice.

During the interviews with the teachers from San Angel it became obvious that any mention of

practical instructional strategies, for literacy or otherwise, were rare in their teacher training
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experiences. These teachers wanted and needed answers to questions most teachers have. How can |
teach reading and writing better? What do I do with a student who isn’t learning to read? With so
many students how do I deal with the struggling readers? With limited resources how can I modify
materials? These are common, real-life problems that confront classroom teachers all over the world,
but in the developing world with limited access to resources, money, support, infrastructure and
teachers who are often struggling financially themselves, these issues become even more challenging.
Asking teachers to “figure it out themselves” does not help bridge the gap between theory and practice.
This leads to more frustration and a feeling of helplessness. Teacher trainers need to help bridge the
gap for the teacher in-training between theory and practice. This, however, means that the instructors
themselves have a solid understanding of how pedagogical theory translates into practice.

One practical strategy for literacy instruction which is grounded in theory énd transferable to
any context, is the authentic literacy instruction referred to in the previous sections.

8.9 Authentic Literacy Instruction Training |

Authentic literacy instruction reflects the community and cultural context in which the school
is embedded. This means that no matter what educational context you are teaching in, this type of
instruction can be used. It responds directly to the type of context you are working in and to the type of
learner you have in your class. This solves the dilemma that some teacheré in-training were presented
with when they asked for specific strategies for teaching reading and writing and were told they had to
figure it out themselves since every child was different. This type of literacy instruction is based on the
premise that every community is different and has different literacy practices that need to be explored
and analyzed before using them as a basis for planning and instruction.

Authentic literacy instruction does not require large sums of money, resources, or books. It
relies on the text types and purposes that already exist in the community. Many educational reforms
fail because they lack funding, training, teacher support or resources. Authentic literacy instruction
relies on an adequate knowledge of the theory that forms the basis of the practical instruction and on
teachers who are willing to invest the time in investigating, analyzing and subsequently using this

information to plan culturally responsive literacy lessons for their students. It requires training teachers
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to explore and value cultural practices and literacy practices that may be different than their own. It
requires that teachers continue to try and bridge the disconnect between home and school through
literacy instruction.

This type of literacy instruction can be an integral part of teacher training in the developing
world as well as the so-called developed world. It clearly bridges the gap between theory and practice.
This type of instruction is documented as effective (Purcell-Gates et al., 2007) and procedures for its
development have been laid out (Purcell-Gates, 2007a). With the issue of underachievement by
students in the developing world still persisting, incorporating authentic literacy instruction into teacher
training programs seems a worthwhile endeavour. This instruction can be part of a teacher-in-training’s
initial preparation or easily integrated into ongoing teacher professional development on-site with
adequate support. Finally, rigorous research must accompany these changes to learn how to best
implement them for the maximum benefit of the children.

As referred to previously, authentic literacy instruction does not require a large input of
resources or money to implement, but what it does require as do all aspects of culturally responsive
instruction, is teacher training that enables teachers to reflect upon their own cultural backgrounds,
attitudes and perceptions and how these aspects of their cultural makeup shape their instruction.

8.10 Teacher’s Own Attitudes and Perceptions in Training

This study illustrated how the attitudes of the teachers and their perceptions of their students,
parents and community all shaped their ability to implement culturally responsive pedagogy. Despite
being familiar with the rhetoric and philosophy of the Fe y Alegria institution, the attitudes and
perceptions of the interviewed teachers were firmly entrenched. None of them reported having any
formal pre-service training that encouraged them to reflect upon their own backgrounds and how this
would affect their classroom instruction. It hardly seems logical to expect teachers to understand and
implement the tenents of culturally responsive instruction if the teachers have had no opportunity to
reflect on their own attitudes and perceptions.

Moll and Amot-Hopffer (2005) state that teacher education is just as much about “sociocultural

competence in working with the diversity of students...” (p.244) as it is about subject matter or
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technical expertise. Given the fact that most of the teachers in this study lived outside the community
that they taught in and had minimal contact with students or teachers outside of school hours, it seems
critical that new teachers understand the importance of sociocultural competence, how it can affect
their teaching and use these concepts from their pre-service training to help them understand a
community they may not be familiar with.

Many teachers both in the developed and developing world contexts, will be teaching in
classrooms where their students’ backgrounds differ significantly from their own. Gay (2000)
describes teachers as “orchestrators of social contexts for learning” (p.43) who need to acknowledge
the important influence of culture on teaching and learning to become “cultural mediators” (p.43). In
order to effectively mediate any situation, mediators must have a deep understanding of all sides; in
this case, their own cultural backgrounds and attitudes and those of their students.

Freire’s problem posing theory of education can be applied to formal teacher training as well.
According to Freire (1993), in problem posing education, people empower themselves to critically
view the way they exist in the world. This allows one to see reality as a process constantly in
transformation. Culturally responsive instruction also requires teachers to empower themselves and
their students to critically inquire about their world and how they view themselves in their world (Gay,
2000). This empowerment leads directly to learners facilitating their own transformation and that of
their reality.

During pre-service training is the optimal time for teachers to closely examine their own
personal biases and perceptions. During this time, they have the time to reflect without being
bombarded by the daily demands of classroom teaching, but hopefully have enough hands-on exposure
to real classrooms to use those experiences to help shape newly forming ideas about themselves as
educators and students. This type of self reflection on one’s attitudes and perceptions is not relegated
to something that occurs only during formal pre-service training; rather, just like the learning process,
examination of one’s own personal perceptions is a practice that should be on-going throughout a

teacher’s career.
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9. Further Research

Several important questions arise from the present study. These include the following: What
does culturally responsive instruction look like in the developing world? How is it being implemented?
How does the teacher training contribute to the culturally responsive instruction occurring? Where are
successful teacher training models in the developing world, and what do they look like?
9.1 Culturally Responsive Instruction in the Developing World

There are several descriptions of culturally responsive teachers and schools trying to
implement more culturally responsive methods and attitudes into their daily instruction. However,
most of these descriptions take place in a North American context. Some occur in marginalized or poor
communities within the North American context, but nonetheless, these North American studies cannot
take the place of descriptions of culturally responsive instruction within the context of the developing
world. We cannot assume that the ideals and methods that guide culturally responsive instruction in the
developed world can be easily transferred to teaching and learning in the developing world. The latter
presents unique challenges and perspectives culturally, socially, politically and economically that,
depending on the locale, could vary significantly from the developed world context. Further research
needs to be done locating and providing detailed descriptions of sites where culturally responsive
instruction is occurring that might provide insights on how to implement other such programs in other
areas of the developed world.
9.2  Practical Teacher Training Models That Contribute to Teacher Quality

As this study has shown, the ability of a teacher or institution to implement culturally
responsive instruction is affected by the quality of teacher training provided. As discussed in the
related literature section of this study, there have been calls by others for more practical teacher
training programs in the developing world. Further research needs to be done on what successful
teacher training models look like in this context. As well, it needs to be more clearly defined what
makes up a successful teacher training model and why? How are we defining quality teachers and their
practices? In the few studies that refer to quality of teachers in the developing world, the measure of a

quality teacher has been defined by the number of years of training (Fuller & Heyneman, 1989;
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Schiefelbein & Farrell, 1982). We now know that the number of years of teacher training does not
necessarily contribute to higher academic success by students. How will we define a quality teacher?
And how will we create teacher training programs to facilitate this? More research needs to be done on
what the characteristics of quality teachers are in the developing world, identifying teachers who have
these characteristics and identifying the components of their teacher training programs that facilitated
this practice?

Finally, more research needs to be done on the effectiveness of the authentic literacy instruction
described in this study not only in a North American context, but in the multiple sites in the developing
world.

Ultimately, much of the success of individual students in the developing world lies in the
relationship built between the student and teacher. Culturally responsive pedagogy sees a child, the
child’s reality and learning, as a process of constant transformation. Educators who view themselves
and their students in this light, despite the myriad of challenges they encounter, can’t help but see the
possibility for hope and change. If we as researchers and educators can identify and implement
practices that will help an individual teacher bridge the gap between home and school, success and

failure, for a student, perhaps the student will be able to bridge the gap between poverty and prosperity.

111



Bibliography

Abell, P. (1999). Recognizing and valuing difference: Process considerations. In E. Hollins, & E.
Oliver (Eds.), Pathways fo success in school (pp. 175-196). Mahwah, New Jersey: Lawrence

Erlbaum.

Allen, J., & Labbo, L. (2001). Giving it a second thought: Making culturally engaged teaching
culturally engaging. Language Arts, 79(1), 40-52.

Anderson-Levitt, K., & Alimasi, N. (2000). Are pedagogical ideals embraced or imposed? The case of
reading instruction in the Republic of Guinea. In M. Sutton, & B. Levinson (Eds.), Policy as
practice: Toward a comparative sociocultural analysis of educational policy (pp. 25-58).

Westport, Conn.: Ablex Publishing.

Askehave, 1. (1998). A Functional interpretation of company brochures-from context to text. Ph. D.

thesis, Aarhus School of Business.

ATLAS.ti 5.0. (2007). ATLAS.ti-The QDA software (Version 5.0). [Computer software].Germany:
ATLAS.ti Scientific Software Development GMbH

Au, K. (1979). Using the experience-text-relationship method with minority children. The Reading
Teacher, 32, 677-679.

Au, K. (1993). Literacy instruction in multicultural settings. Florida: Harcourt Brace College
Publishers.

Au, K. (1998). Social constructivism and the school literacy learning of students of diverse

backgrounds. Journal of Literacy Research, 30(2), 297-319.

Au, K., & Mason, J. M. (1981). Social organizational factors in learning to read: The balance of rights

hypothesis. Reading Research Quarterly, 17, 115-152.

Au, K., & Raphael, T. (2000). Equity and literacy in the next millenium. Reading Research Quarterly,
35(1), 170-188.

Banks, J. (2006). Cultural diversity and education.: Foundations, curriculum, and teaching. Boston:

Pearson Educational.

Barton, D., Hamilton, M., & Ivanic, R. (1986). Situated literacies: Reading and writing in context.

London: Routledge.
112



Barton, D., & Hamilton, M. (1998). Local literacies: Reading and writing in one community. London:

Routledge.

Berkenkotter, C., & Huckin, T. N. (Eds.). (1995). Genre knowledge and disciplinary communication:
Cognition/culture/power. Hillside, NJ: Erlbaum.

Blakemore, K. P. (1975). Resistance to formal education in Ghana: Its implications for the status of

school leavers. Comparative Education Review, 19(2), 237-251.

Carlson, B. A. (2000). Achieving educational quality: What schools teach us: Learning from Chile's

P900 schools. Santiago, Chile: Economic Commission for Latin America.

Castro, Claudia de Moura, Navarro, J. C., Wolff, L., & Carnoy, M. (2000). Reforming primary and
secondary education in Latin America and the Caribbean. No. EDU-113. Washington, D.C.:

Inter-American Development Bank.

CIA. (2007). CIA factbook. Retrieved May 3, 2007, from
https://www.cia.gov/cia/publications/factbook/geos/bl.html#Intro

Craig, H., Kraft, R., & du Plessis, J. (1998). Teacher development: Making an Impact. No. 19009.
Washington, D.C.: The World Bank.

de Castell, S., & Luke, A. (1983). Defining 'literacy' in North American schools: Social and historical

conditions and consequences. Journal of Curriculum Studies, 15,373-389.

Delgado-Gaitan, C., & Trueba, H. (1991). Crossing cultural borders: Education for immigrant families

in America. New York: Falmer.

Delpit, L. D. (1988). The Silenced dialogue: Power and pedagogy in educating other people's children.
Harvard Educational Review, 58, 280-298.

Deng, F. M. (1986). Learning in context: An African perspective. In A. Thomas, & E. Ploman (Eds.),
Learning and development.: A global perspective (pp. 90-107). Toronto: OISE.

DeStefano, J. (1995). Community-based primary education: The experience of the BEEP project in
Mali. Washington, D.C.: USAID.

Duke, N. K., & Mallette, M. (Eds.). (2004). Literacy research methodologies. New York: Guilford

Publications.

113



Duke, N. K., & Purcell-Gates, V. (2003). Genres at home and at school: Bridging the known to the
new. The Reading Teacher, 57(1), 30-37.

Dyer, C., & Choksi, A. (2001). Literacy, schooling and development: Views of Rabari nomads. In B.
V. Street (Ed.), Literacy and development: Ethnographic perspectives (pp. 27-39). New York:
Routledge.

Erickson, F. (2001). Culture in society and in educational practices. In J. Banks, & C. M. Banks (Eds.),
Multicultural education: Issues & perspectives (4th ed., pp. 31-58). New York: John Wiley &

Sons.

Fagerlind, 1., & Saha, L. (1989). Education and national development: A comparative perspective (2nd

ed., pp. 3-64). Toronto: Pergamon.

Farrell, J. P. (2003). Equality of education: A half-century of comparative evidence seen from a new
millennnium. In A. Arnove, & C. Torres (Eds.), Comparative education (2nd ed., pp. 146-175).

Lanham: Rowman and Littlefield.

Fe y Alegria. (2007). Retrieved May 3, 2007, from
http://www feyalegria.org/default.asp?caso=17&idrev=43&idedi=43

Fey Alegria. (2000). Programa de estudio nivel primario: Primer ciclo ano 1. La Paz, Bolivia: Fe y

Alegria.

Freire, P. (1993). Pedapgogy of the oppressed (2nd ed.). New York, NY: The Continuum Publishing
Company.

Fuller, B. (1991). Growing up modern: The western state builds third world schools. New York:

Routledge.

Fuller, B., & Heyneman, S. (1989). Third world school quality: Current collapse, future potential.
Educational Researcher, 18(2), 12-19.

Gay, G. (2000). Culturally responsive teaching: Theory, research and practice. New York: Teachers
College Press.

Gee, J. P. (1992). The social mind: Language, ideology, and social practice. New York: Bergin &
Garvey.

114



Goetz, J. P., & LeCompte, M. D. (1984). Ethnography and qualitative design in educational research.
Orlando, FL: Academic Press.

Grant, A., & Gillespie, L. V. (1993). Joining the circle: A practitioners' guide to responsive education
for native students No. ERIC Document ED 360 117. Charleston, WV: ERIC Clearinghouse on

Rural Education and Improvement.

Hall, E. T. (1986). Unstated features of the cultural context of learning. In A. Thomas, & E. W. Ploman
(Eds.), Learning and development: A global perspective (pp. 157-176). Toronto: OISE.

Hall, N. (1987). The emergence of literacy. London, Hodder & Stoughton.

Halliday, M. A. K. (1978). Language as social semiotic: The social interpretation of language and

meaning. London: Edward Arnold.

Halliday, M. A. K., & Rugqiaya, H. (1989). Language, context, and text: Aspects of language in a

social-semiotic perspective. Oxford: Oxford University Press.

Heath, S. B. (1983). Ways with words: Language, life, and work in communities and classrooms.

Cambridge, England: Cambridge University Press.

Heyneman, S., & Loxley, W. (1983). The effect of primary-school quality on academic achievement
acrosss twenty-nine high- and low-income countries. The American Journal of Sociology, 88(6),

1162-1194.

Jacob, J. (1982). Structures of domination/modes of response: A community's relationship to its school
as a vehicle for understanding Latin American urban poverty and the possibilities for change.

Compare, 12(2), 87-104.

Kileff, C. (1975). The rebirth of a grandfather's spirit: Shumba's two worlds. Human Organization,
34(2), 129-137.

Kyle, D., Mclntyre, E., Miller, K., & Moore, G. (2002). Reaching out: A K-8 resource for connecting

Sfamilies and schools. Thousand Qaks, CA: Corwin Press, Inc.

Latorre, M., & Swope, J. (1999). Fe y Alegria: An alternative proposal for primary education in Latin
America. In L. Randall, & J. Anderson (Eds.), Schooling for success: Preventing repetition and

dropout in Latin American schools. (pp. 33-42). Armonk, NY: M.E. Sharpe.

115



Leach, F. (2000). Gender implications of development agency policies on education and training.

International Journal of Educational Development, 20(4), 333-347.

LeCompte, M. D., & Schensul, J. J. (1999). Designing and conducting ethnographic research. Walnut
Creek, CA: AltaMira Press.

Lee, V. E., & Smith, J. B. (1995). Effects of high school restructuring and size on gains in achievement
and engagement for early secondary school students. Madison, WI: Wisconsin Center for

Education Research, University of Wisconsin.

Levin, H. M. (2001). Pedagogical challenges for educational futures in industrializing countries.

Comparative Education Review, 45(4), 537-560.

Lopez-Acevedo, G. (2004). Professional development and incentives for teacher performance in

schools in Mexico No. 3236). Washington, D.C.: The World Bank.

Macedo, D., & Bartolome, L. (1999). Dancing with bigotry.: Beyond the politics of tolerance. New
York: St. Martin's Press.

McCarthey, S. J. (1997). Connecting home and school literacy practices in classrooms with diverse

populations. Journal of Literacy Research, 29(2), 145-182.

McGinn, N, Schiefelbein, E., & Warwick, D. (1979). Educational planning as political process: Two
case studies from Latin America. Comparative Education Review, 23(2), 218-239.

McMeekin, R. (2003). Networks of schools. Education Policy Analysis Archives, 11(16), May 14,
2003. Retrieved May 14, 2003, from http://epaa.asu,edu/epaa/vl 1n16/

Ministerio de Educacion. (2000). Plan y programas de estudio para el nivel primario: Primer ciclo.

Bolivia.

Moll, L., Amot-Hopffer, E. (2005). Sociocultural competence in teacher education. Journal of Teacher
Education, 56(3), 242-247.

Moll, L., & Diaz, R. (1987). Teaching writing as communication: The use of ethnographic findings in
classroom practice. In D. Bloome (Ed.), Literacy and schooling (pp. 195-221). Norwood, New
Jersey: ABLEX.

116



Moll, L., & Diaz, S. (1985). Ethnographic pedagogy: Promoting effective bilingual instruction. In E,
Garcia, & R. V. Padilla (Eds.), Advances in bilingual education research (2nd ed., pp. 127-149).

Tucson, AZ: University of Arizona Press.

Moll, L., & Greenberg, J. (1990). Creating zones of possibilities: Combining social contexts for
instruction. In L. Moll (Ed.), Vygotsky and education (pp. 319-348). New York: Cambridge

University Press.

Navarro, J. C., & Verdisco, A. (2000). Teacher training in Latin America: Innovations and trends. No.

EDU-114. Washington, D.C.: Inter-American Development Bank.

New London Group. (1996). A pedagogy of multiliteracies: Designing social futures. Harvard
Educational Review, 66, 60-92.

Psacharopoulos, G. (1985). Curriculum diversification in Colombia and Tanzania: An evaluation.

Comparative Education Review, 29(4), 507-525.

Purcell-Gates, V. Cultural practices of literacy study. Retrieved May 3, 2007, from
http://educ.ubc.ca/research/cpls/

Purcell-Gates, V. (2000). The role of qualitative and ethnographic research in educational policy. '
[Electronic version]. Reading Online, 4(1)

Purcell-Gates, V. (2007a). Creating authentic literacy activities in the K-3 classroom. Unpublished

manuscript.

Purcell-Gates, V. (2007b). Cultural practices of literacy study coding manual. Unpublished

manuscript.

Purcell-Gates, V. (Ed.). (2007¢). Cultural practices of literacy: Case studies of language, literacy,

social practice and power. Mahwah, New Jersey: Lawrence Erlbaum.

Purcell-Gates, V., Degener, S., Erickson, E., & Soler, M. (2002). Impact of authentic literacy
instruction on adult literacy practices. Reading, 37, 70-92.

Purcell-Gates, V., Duke, N. K., Hall, L., & Tower, C. (2006). Authentic literacy activities for
developing comprehension and writing. The Reading Teacher, 60(4), 344-355.

Purcell-Gates, V., Duke, N. K., & Martineau, J. (2007). Learning to read and write genre-specific text:
Roles of authentic experience and explicit teaching. Reading Research Quarterly, 42(16), 8-45.

117



Purcell-Gates, V., & Waterman, R. A. (2000). Now we read, we see, we speak: Portrait of literacy

development in an adult Freriean-based class. Mahwah, NJ: Lawrence Erlbaum.

Purcell-Gates, V. (1995). Other people's words: The cycle of low literacy. Cambridge, Mass.: Harvard

University Press.

Purcell-Gates, V. (1996). Stories, coupons, and the TV guide: Relationships between home literacy
experiences and emergent literacy knowledge. Reading Research Quarterly, 31(4), 406-428.

Purcell-Gates, V., & Dahl, K. (1991). Low-SES children's success and failure at early literacy in skills-
based classrooms. JRB: A Journal of Literacy, 23, 1-34.

Purcell-Gates, V., Degener, S., & Jacobson, E. (2004). Print literacy development: Uniting cognitive

and social practice theories. Cambridge: Harvard University Press.

Purves, A. C. (1987). Literacy, culture and community. In D. A. Wagner (Ed.), The future of literacy in
a changing world (pp. 216-232). Oxford: Pergamon Press.

Reichel-Dolmatoff, G. &. A. (1972). Formal schooling. In T. J. LaBelle (Ed.), Education and
development in Latin America and the Caribbean (pp. 533-542). Los Angeles: UCLA Latin

American Center.

Reimers, F. (1993). Education and the consolidation of democracy in Latin America: Innovations to
provide quality basic education with equity. Washington, D.C.: U.S. Agency for International

Development.

Reimers, F. (Ed.). (2000). Unequal schools, unequal chances: The challenges to equal opportunity in

the Americas. Cambridge, Mass.: Harvard University Pres.

Robertson, C. (1984). Formal or nonformal education? Entrepreneurial women in Ghana. Comparative

Education Review, 28(4), 639-658.

Rogers, A. (1999). Improving the quality of adult literacy programs in developing countries: Using the

"real literacies" approach. International Journal of Educational Development, 19(3), 219-234.

Rogers, A. (2001). Afterward: Problematizing literacy and development. In B. V. Street (Ed.), Literacy
and development: Ethnographic perspectives (pp. 205-222). New York: Routledge.

Samoff, J. (1999). Education sector analysis in Africa: Limited national control and even less national

ownership. International Journal of Educational Development, 19(4), 249-272.

118



Schiefelbein, E., & Farrell, J. P. (1982). Eight years of their lives: Through schooling to the labour
market in Chile (pp. 45-60-99-110). Ottawa: IDRC.

Stake, R. (2000). Case studies. In N. Denzin, & Y. Lincoln (Eds.), Handbook of qualitative research
(2nd ed., pp. 435-454). Thousand Oaks, CA: Sage Publications.

Stephens, D. (1991). The quality of primary education in developing countries: Who defines and who
decides? Comparative Education Review, 27(2), 223-233.

Street, B. V. (1984). Literacy in theory and practice. Cambridge, England: Cambridge University

Press.

Street, B. V. (Ed.). (2000). Literacy and development: Ethnographic perspectives. New York:
Routledge.

Street, B. V. (1984). Literacy in theory and practice. Cambridge: Cambridge University Press.

Street, B. V. (2003). What's "new" in new literacy studies? Critical approaches to literacy in theory and

practice. Current Issues in Comparative Education, 5(2), 77-91.

Swales, J. M. (1990). Genre analysis: English in academic and research settings. Cambridge:

Cambridge University Press.

Swope, J., & Latorre, M. (2000). Fe y Alegria schools in Latin America: Educational communities

where the pavement ends. Santiago: Centro de Investigacion y Desarollo de la Educacion (CIDE).

Taylor, D., & Dorsey-Gaines, C. (1988). Growing up literate: Learning from inner-city families.

Portsmouth, NH: Heinemann.

Teale, W. H. (1986). Home background and young children's literacy development. In W. H. Teale, &
E. Sulzby (Eds.), Emergent literacy: Writing and reading (pp. 173-206). Norwood, NJ: Ablex.

Tharp, R., & Gallimore, R. (1988). Rousing minds to life: Teaching, learning and schooling in social

context. New York: Cambridge University Press.

Tharp, R., & Yamauchi, L. (1994). Effective instructional conversation in Native American classrooms
No. Educational Report 10). Santa Cruz: National Center for Research on Cultural Diversity and

Second Language Learning.

119



The World Bank. (1995). Priorities and strategies for education: A World Bank review. Washington
D.C.: The World Bank.

The World Bank. (2007). Global monitoring report 2007: Millennium development goals No. 39473,
Washington, D.C.: The World Bank.

UNESCO. (2005). Education for all global monitoring report 2006: Literacy for life. Paris, France:
UNESCO Publishing.

Unicef. (2007). Retrieved May 3, 2007, from
http://www.unicef.org/infobycountry/bolivia_statistics.html#26

Vulliamy, G., & Carrier, J. (1985). Sorcery and SSCEP: The cultural context of an educational
innovation. British Journal of Sociology of Education, 6(1), 17-33.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes.
Cambridge, MA: Harvard University Press.

Weis, L. (1979). Education and the reproduction of inequality: The case of Ghana. Comparative
Education Review, 23(1),41-51.

Wertsch, J. V. (1998). Mind as action. Oxford: Oxford University Press.

Winkler, D. (2000). Educating the poor in Latin America and the Caribbean: Examples of
compensatory education. In F. Reimers (Ed.), Unequal schools, unequal chances: The challenges

1o equal opportunity in the Americas (pp. 113-136). Harvard: Harvard University Press.

Yin, R. (1994). Case study research design and methods (2nd ed.). Thousand Oaks, CA: Sage

Publications.

Zachariah, M. (1982). Education for status improvement: The use of positive discrimination for
scheduled castes in India. In P. G. Altbach (Ed.), Comparative education (pp. 290-315). New

York: Macmillan.

120



Appendix A.

Culturally Responsive Literacy Instruction: A Case Study of a Fe y Alegria School in Bolivia
Demographic Information (to follow the Literacy Practices interview)

Date: Researcher:

(1) Name:

(2) AgeRange: 8-12_ ;13-18 ;1930 ;31-55__  :55-70 ; 70+
(3) Gender: Male Female

(4) Race: (4) Ethnicity:

(5) Country of birth: (6) Native language:

(7) Language spoken in the home:

(8) Are you a Bolivian citizen? Yes No

(9) If no, what is your status?

(10) Are you currently a student? Yes No

(10a)lf yes, where do you attend school?

(10b)What type of school is it? (e.g. literacy class; technical school; high school, university

etc)

(11) Highest level of schooling you have completed:

0 Some elementary/primary school 0 Some college

O  Primary school (6" grade) o College degree (B.A./B.S.)

@ Some high school O Master’s degree

o High school/12™ grade 0 Graduate degree (Ph.D., M.D., J.D., etc)
g Vocational training a Other:

(12) Highest level of schooling your mother completed: (somewhere in here a question about
WHERE this schooling occurred (i.e. what country? What location in the country (like rural village;
capitol city; major city?)

a Don't know Q Some college

121



g Some elementary/primary school

@ Primary school (6™ grade) 0 College degree (B.A./B.S.)

0 Some high school Q Master’s degree

o High school/12™ grade | 0 Graduate degree (Ph.D., M.D., 1.D, etc)
@ Vocational training Q Other:

(13) Highest level of schooling your father completed: (see above for location of schooling)
0 Don't know Q Some college

g Some elementary/primary school

0 Primary school (6™ grade) o College degree (B.A./B.S.)

Q@ Some high school Q Master’s degree

0 High school/1 i grade : O Graduate degree (Ph.D., M.D., J.D,, etc)
O Vocational training Q Other:

(14) Your occupation:

(15) Your mether’s occupation:

(16) Your father’s occupation:

(17) Where you live now (choose one):

Urban Suburban Rural Small town

(18) Number of people who live in your household:

(19) Number of people under age 18 who live in your household:

(21) Do you have a computer in your home? Yes No
(21a) Ifyes, is it connected to the Internet? Yes No
If no, do you have access to one? If yes, where? (e.g. office; library; friend, etc.) and do you use it for

email or for the Internet?
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Appendix B.

Culturally Responsive Literacy Instruction: A Case Study of a Fe y Alegria School in Bolivia
Semi-Structured Literacy Practices Interview

(Each participant should have already read and discussed the Informed Consent letter with the

interviewer and have signed the consent form)

Current Literacy Practices

I. What kinds of things do you read in your life (that are not part of any school you might be
attending)? For each text or practice mentioned, elicit information about why (purpose of reading),
social context (as part of what type of activity, like work, church, committees, shopping for family,
etc.).

PROMPTS (with each of the following, you can give example texts but don't ask about any one

specifically):

e for daily tasks?

e with your children? with your spouse? with your friends? with your co-workers?

o for official purposes like getting a visa or work permit?

o for paying taxes?

e atyour job?

e for entertainment?

s for relaxation?

e for information?

o for shopping?

e for worship (or religious purposes)?

o [Internet?

What kinds of texts do you write?
II. What kinds of texts do you write in your life (that are not part of any school you might be
attending)? For each text or practice mentioned, elicit information about why (purpose of writing),
social context (as part of what type of activity, like work, church, committees, shopping for family,
etc.) and how important and/or enjoyable/fulfilling is it (Don't belabor this; the goal is to remain
conversational and informal).
PROMPTS (with each of the following, you can give example texts but don't ask about any one

specifically):

o for daily tasks?

e with your children? with your spouse? with your friends? with your co-workers?

o for official purposes like getting a visa or work permit?
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for paying taxes?

at your job?

for entertainment?

for relaxation?

for information?

for shopping?

for worship (or religious purposes)?
Internet?

Historical Literacy Practices

I. When you were a child, what kinds of texts (or 'things") did people in your family (or house) read

regularly (except for those things that kids or adults read for school assignments) (use questions from

above to prompt)?

For each text or practice mentioned, elicit information about why (purpose of writing), social context

(as part of what type of activity, like work, church, committees, shopping for family, etc.) and how

important and/or enjoyable/fulfilling is it (Don't belabor this; the goal is to remain conversational and

informal).

PROMPTS (with each of the following, you can give example texts but don't ask about any one

specifically):

for daily tasks?

with your children? with your spouse? with your friends? with your co-workers?
for official purposes like getting a visa or work permit?

for paying taxes?

at your job?

for entertainment?

for relaxation?

for information?

for shopping?

for worship (or religious purposes)?

Internet?

I1. When you were a child, what kinds of texts did your family write regularly (except for those things

kids or adults wrote for a teacher in school as an assignment)For each text or practice mentioned, elicit

information about why (purpose of writing), social context (as part of what type of activity, like work,

church, committees, shopping for family, etc.) and how important and/or enjoyable/fulfilling is it

(Don't belabor this; the goal is to remain conversational and informal).
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PROMPTS (with each of the following, you can give example texts but don't ask about any one

specifically):

for daily tasks?

with your children? with your spouse? with your friends? with your co-workers?
for official purposes like getting a visa or work permit?

for paying taxes?

at your job?

for entertainment?

for relaxation?

for information?

for shopping?

for worship (or religious purposes)?

Internet?

1. What kinds of texts did other people in your community when you were a child read or write?

(these should be texts that the participant remembers seeing people use, not those that he 'supposes'

people used

PROMPTS (with each of the following, you can give example texts but don't ask about any one

specifically):

for daily tasks?

with your children? with your spouse? with your friends? with your co-workers?
for official purposes like getting a visa or work permit?

for paying taxes?

at your job?

for entertainment?

for relaxation?

for information?

for shopping?

for worship (or religious purposes)?

Internet?

Do you think that the way you feel about reading and writing-- like how useful they are or how

enjoyable they are --is about the same or different in some way from how people in your community

and in your family felt? (Probe for explanations and examples)
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Historical School Literacy Uses

I. What kinds of texts did you read in your school as part of the school instruction/assignments? (e.g.
textbooks, novels, basal readers, encyclopedias, internet, short stories, poetry, worksheets, picture

books, information books), etc.? ----

PROMPTS (for each of these, it will help to conduct a brief conversation about the grade-level like
where the participant lived then, do they remember the school, teacher, etc.?:
¢ During Kindergarten?
e During Grades 1-3?
e During Grades 4-6?
e During Grades 7-8
¢ During Grades 9-12
¢ During post High School education (technical school; college; education classes in the military,
etc. (for this, be sure to elicit what type of education/school they connect to specific literacy
practices)
II. Which of these literacy practices/texts did you particularly enjoy? Dislike? Find Difficult? Boring?
Why? Examples?
ITI. What kinds of texts did students write in your school as part of the school instruction/assignments?
(e.g. stories, poetry, spelling practice, reports, worksheets, essays/compositions, journals, class books,
etc)?
PROMPTS (for each of these, it will help to conduct a brief conversation about the grade-level like
where the participant lived then, do they remember the school, teacher, etc.?:
e During Kindergarten?
e During Grades 1-3?
¢ During Grades 4-6?
¢ During Grades 7-8
e During Grades 9-12
¢ During post High School education (technical school; college; education classes in the military,
etc. (for this, be sure to elicit what type of education/school they connect to specific literacy

practices)

IV. Which of these literacy practices/texts did you particularly enjoy? Dislike? Find Difficult?
Boring? Why? Examples?
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V. When you were in school, do you remember how you felt about what did you think about learning

to read? About learning to write?

V1. Do you think the reading and writing you did at school prepared you for the kinds of things that

you read and write now? Why or why not, or in what ways?

VII. How do you think the reading/writing you did at school similar to or different than the

reading/writing you do now as an adult?
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Appendix C.

Culturally Responsive Literacy Instruction: A Case Study of a Fe y Alegria School in Bolivia
Investigator: Tracy Gates

Fe v Alegria Administration Interview Questions

1. How do you choose or hire your teachers?
2. What minimum training do the teachers need to have before being hired at Fe y Alegria? Are
there any exceptions? If so, please describe them.

3. What professional development or training is required of teachers before they begin teaching

here?
4. How many days of training are there before the school term begins? Throughout the year?
5. What topics are covered? How is this decided?
6. Does Fe y Alegria require teachers to speak a language other than Spanish? Why? If so how is

the other language used to instruct?

7. How are teachers prepared to teach reading and writing at your school?

=]

Has it ever happened that a teacher does not feel confident using that methodology or resource?
Tell me about what types of actions you might take with such a teacher to help him or her.
9. Are the teachers given further training at FyA in this area (literacy)? Please describe the kind
and frequency of training in as much detail as possible.
10. What materials or resources are being used here to teacher reading or writing?
11. Do teachers ever develop their own materials?
¢ Ifnot, please explain why.
e If so, please describe an example of when and how a teacher would modify or create a
resource to use in the classroom.
e Also, tell me why FyA would encourage teachers to create or modify materials for
their students.
12. Tell me about any processes, support, supervision, etc that FyA uses to support new teachers.
Prompts:
e Is there a “support group” or mentoring program? Please deséribe the program, its
purpose. How does it work? Is participation mandatory? How often do they meet?
What kind of issues do they discuss?
e How are the teachers supervised or evaluated? How often are they evaluated?

Describe any systems in place for supporting for struggling teachers.
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Community
1. Tell me about where you live.
Prompts:

e Is it in this community or a different one? Which one?

e How far is it from here?

e Describe the community you live in.

2. If you live elsewhere tell me about any activities you might engage in, in this community, outside of
your teaching hours.
Eg: Go for a walk, grocery shopping, go for lunch, use the convenience store, visit friends or family,
etc.
3. Tell me about how you get to school each day. What do you notice on your car/bus ride or walk?
4. Are you involved with any other activities that happen within this community or at the school
outside of teaching?
Eg: Coaching, tutoring, walking kids home, after school programs, church, etc.
5.Please describe any time you have visited a student’s home in this community.
6.Is the school ever open before or after regular school hours to the children and community members?
If so, for what purposes or activities and who is allowed to attend or participate?
7.Are there any staff or administrators who, run programs off-site in other locations within the
community?
8. Are home visits ever done by staff or administration? Please explain when and why this would
occur.

9. How would you describe this community and its residents?

Prompts:

e  What kinds of services are available in this community? Eg: Banks, stores libraries,
laundries, buses, taxis, tailors, stationary stores, pharmacies, medical offices, garbage
collection, electricity, phone, internet, clean running water, places to buy gas tanks,
markets, other schools, restaurants, etc.

e  What kind of problems residents might encounter living here? Eg: Lack of adequate
services, lack of spaces in schools, crime, transportation difficulties, problems with
housing, etc.

e  Who lives in this community? What kinds of employment can be found here? Do the

residents mostly stay in the community to work or do they commute?
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Appendix D.
Culturally Responsive Literacy Instruction: A Case Study of a Fe y Alegria School in Bolivia

Investigator: Tracy Gates

Teacher Preparation Interview Questions

Each participant should have already read and discussed the Informed Consent letter with the
interviewer and have signed the consent form.

Formal Teacher Training before being emploved at Fe v Alegria

1. Tell me about your formal teacher training before coming to Fe y Alegria. What can you
remember?
Prompts:

e  Where did you obtain your formal teacher training?

e  Was this a state or private institution?

e How many months or years did it last?

e What kinds of classes did you attend during your formal training?

e Were they all mandatory or were there some electives? If some were electives,
which ones did you choose?

e Which courses did you take that gave instruction on how to teach reading or
writing? Describe how useful or helpful you think these courses were in how you
teach your current class.

¢ How did the instructors of these courses encourage or train you to teach literacy?

e Were there specific materials, books, literature, manipulatives or other resources
you were encouraged to use?

e What can you remember about the methods or materials that you were taught to
use with regards to teaching reading or writing?

2. During your teacher training were you ever required to “practice teach” with children? Please
describe the experience as best you can.
e  How long or how often did this occur?
e Did you ever modify or adjust your lessons or materials for different kinds of students?
If so can you tell me about what you were asked to do and for what reason(s)?
3. Did you have to complete a student practicum? If so, can you describe the experience?
Prompts:
e How long was it?
*  Where was it?

e Who supervised you?
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How were you evaluated?

What ages and subject areas did you teach?

How were you encouraged by your practicum supervisor to teach during the
practicum?

Tell me about any times you modified or adjusted your lessons or materials
for different kinds of students.

If you modified materials during your practicum, were you given any

support or instruction in how to do this?

4. How did you feel overall about your formal training program once it was completed?

5. Do you feel it prepared you adequately for your current position now? What kinds of things

(experiences, knowledge) make you feel prepared? What kinds of things make you feel not

prepared? What would you like to know or know how to do that you don’t know now

regarding teaching reading or writing in this school?

Teacher Training while at Fe y Alegria

1. Tell me about any professional development workshops or training sessions you have attended

since you were hired by Fe y Alegria.

Prompts:

Have there been any that focused on teaching students how to read and
write? Please describe what you can remember about what was covered
during these sessions.

When does the professional development occur? During or before the
school year?

Can the teaching staff choose not to participate or is it mandatory?

Does the teaching staff determine what will be focused on or is it pre set by
the administration? Describe the process that goes into deciding the topics
and facilitators.

Who have been the facilitators?

What topics do you cover before the school term begins and then during the

year?

2. What methods of instruction and materials does Fe y Alegria encourage you to use when

teaching reading and writing?

3. Do you ever teach in languages other than Spanish? If so, which ones, when and why?
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4. Do you ever prepare any literacy materials before school begins? If so, tell me about them.

What types of materials are they? What are they intended to teach? Why do you prepare them

yourself?

5. Tell me about the supervision or support that the teaching staff is given during the year by the
administration.

Prompts:

* Does anyone assist you in preparing or planning for the school year?

e Do you have a supervisor who observes you teach?

e How are you evaluated as a teacher? Are you given advance notice before
someone observes you? Do you receive feedback afterwards and what kind of
feedback? In your opinion is this a useful practice or not and why? Do you
feel this helps you improve your teaching at this school? Why or why not?

e How would you describe the relationship between the teachers and the
administration?

e Do you have a mentor at Fe y Alegria? How does this partnership work?
When do you meet? What do you talk about?

6. Tell me about any instances when you modified or created materials for the students in your
class.
Prompts:

¢ Could you describe an example of a resource you created or modified and for
what reasons? What other reasons might you modify materials for, at this
school?

e If you do modify materials, please describe what kind of support (training,
time or assistance) you have been given, if any.

7. How do you feel overall about the training or professional development you have been given at
Fe y Alegria? Do you feel it has been helpful in preparing you to teach literacy to your current

students? If so, describe how the extra training at Fe y Alegria has been helpful?
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Community
1. Tell me about where you live.
Prompts:
e Is it in this community or a different one? Which one?
e How far is it from here?
e Describe the community you live in.
2. If you live elsewhere tell me about any activities you might engage in, in this community, outside of
your teaching hours.
Eg: Go for a walk, grocery shopping, go for lunch, use the convenience store, visit friends or
family, etc.
3. Tell me about how you get to school each day. What do you notice on your car/bus ride or walk?
4. Are you involved with any other activities that happen within this community or at the school
outside of teaching?
Eg: Coaching, tutoring, walking kids home, after school programs, church, etc.
5. Please describe any time you have visited a student’s home in this community.
6. How would you describe this community and its residents?
Prompts:

e  What kinds of services are available in this community?

Eg: Banks, stores libraries, laundries, buses, taxis, tailors, stationary stores, pharmacies,
medical offices, garbage collection, electricity, phone, internet, clean running water, places
to buy gas tanks, markets, other schools, restaurants, etc.

e  What kind of problems might residents encounter living here?

Eg: Lack of adequate services, lack of spaces in schools, crime, transportation difficulties,
problems with housing, etc.

e  Who lives in this community? What kinds of employment can be found here? Do the

residents mostly stay in the community to work or do they commute?
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Appendix E.  Table 22. Total Purposes for Reading and Writing

Purposes for Reading and Writing Total
In order to act out the story

in order to advertise the special

In order to agree to a compromise

In order to alleviate depression

In order to alleviate loneliness

In order to apply for a work transfer

In order to assess student's knowledge

In order to avoid a beating

In order to be entertained

In order to be informed about children's schooling
In order to be informed about news events 1
In order to be informed about other religions
In order to be informed about the community
In order to buy child's school books

In order to check homework for errors

In order to check the meaning of a word

In order to communicate with distant family 1
In order to communicate with significant other

In order to complete assignment

In order to conduct a meeting

In order to cook a meal for one's family

In order to dictate the letter to the mother

In order to discuss the news with friends

In order to document having read teacher's note

In order to document your attendance

In order to ensure that you buy what you need or want
In order to entertain the children

In order to explain what stories are about to kids

In order to express one's opinion

In order to find the cheapest price

In order to get on the correct bus

In order to give a customer a work estimate

In order to give permission for child to do something

In order to give the employer a record of work completed
In order to help child with homework

In order to help children read

In order to help children read recipes

In order to help children with homework

In order to help her children learn Quechua

In order to help the children understand the text

In order to help the church

In order to identify the item

in order to identify the store

In order to identify the taxi

In order to improve handwriting

In order to improve her reading

In order to improve her writing

In order to keep track of supplies and prices

In order to know about the politicians

In order to know how her family members are
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Purposes for Reading and Writing

In order to know how to fix or make something at his job
In order to know how to fix things around the house
In order to know how to teach her children to read
In order to know information about their birthdays
In order to know the correct date

In order to know the order of events

In order to know the results of a sports match

In order to know the sale information

In order to know what is for sale in the store

In order to know what is on the menu today

In order to know what the danger is

in order to know what the promotion or sale is

In order to know what the service is

In order to know what to order for work

In order to know where and when the meeting is
In order to leam a new recipe

In order to leam about history

In order to learn about the Bible

In order to learn about the Biblical prophecies

In order to leam how to sign own name

In order to learn how to spell family names

In order to learn how to spell words

In order to learn information about the course

In order to learn new things

In order to leam Quechua

In order to modify a recipe

In order to obtain a job

In order to obtain counselling for her children

In order to participate in the Catechism

In order to pass the time

In order to pay government taxes

In order to play the game

In order to prepare children to be safe

In order to prepare for sacred rights

In order to prepare oneself to be a community leader
In order to provide information for the government
In order to receive the paycheque

In order to receive training for a job

In order to recite a Bible verse

In order to remember important dates

In order to remember important information later
In order to respond to husband's legal requests
In order to satisfy one's curiosity

In order to share her recipe

In order to share the Bible with others

in order to sing the songs

In order to spell a word correctly

In order to take a break

In order to teach a Bible lesson

In order to teach the history to her children

In order to understand the text

Total

—_

—_

Grand Total
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