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Abstract

ThisarticleplacesProposition 227 inthecontext of thepolicy web
formed by a series of legislative acts and policies at the national,
state, andlocal school boardlevels; federal judicial decisions; state
and local elections; changesin thelocal school district board and
superintendent. We draw on our ongoing ethnographic study of a
fifth-gradeclassroomtoillustratewhat happenswhen policiesget
through the classroom door. Through this analysis, we illustrate
how policies constrained the bilingual teacher’s ability to make
learningopportunitiesavailableto her linguistically diversestudents
in 1998-99.

“l used to know that.” This comment by José, a fifth-grade student,
provides alocal context for the discussion of what happens in the classroom
when reforms get through the classroom door. While studentsin almost any
classroom might make thiscomment, this particular child wasreferring to what
he once ‘knew’ in Spanish and what he believes he no longer ‘knows' now
that heisin amonolingual English environment in the post-Proposition 227
world. In this paper, we present atelling case (Mitchell, 1984) of thewaysin
which the policy context, in and outside of the classroom, shaped the
opportunities for teaching, and in turn learning, for José's teacher and her
linguistically and culturally diverse studentsin the fall of 1998. Thiscaseis
designed to illustratein a principled way how policies become intertextually
(Bloome & Egan-Robertson, 1993) tied acrosstime, actors, and policy contexts,
creating alarger environmental press(Chrispeels, 1997). Throughthisanalysis,
we show how a series of policies at the national, state, district, and school
level, not asinglepolicy (i.e., Proposition 227), formed anintertextual web that
was, and continues to be, consequential for José's teacher and her students.

Our goal intaking thisapproach isto identify waysin which policiesare
consequential for thelived experiences of teachersand studentsin classrooms,
inways anticipated or not. The complex web of policiesthat convergedinthe
beginning of the 1998 school year (post-Proposition 227) established an
environmental press for potential change. We use the concept of potential
change for three reasons. First, Stritikus & Garcia (2000, thisissue) showed
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that districts and individual teachers have differentially taken up the
implementation of Proposition 227. Second, policy tracing research has shown
that policiesare oftenintertextualy tied; that is, one buildson or isinfluenced
by others previously put into place (Chrispeels, 1997; McDonnell & Elmore,
1987). Third, Barr and Dreeben (1983) have argued that decisions at one point
in a district are products of the actions of people at one level of a school
system, and along with time, become resourcesthat peopl e at other levelsuse
to accomplish their work. They arguethat from this perspective, the classroom
is the hand that the teacher is dealt; that is, who she/he will teach, what
resourceswill be availableto theteacher, and what isviewed as possibleto be
done are the results of decisions of people at differing levels of a school
system, not merely a decision by the teacher.

The Historical and Local Policy Contexts:
Creating an Environmental Press

To understand what brought about the changes we identified, we must
examine the waysin which the actions of actorsin the policy contexts shaped
the learning opportunities for José and his peers. The fact that the policy
actionsin José'sdistrict varied from those in surrounding districts suggested
the need to begin our analysis by reconstructing the historical web of
intertextual ties across a range of policies, rather than focusing solely on
Proposition 227. The analyses presented in this section are intended to be
illustrative, not exhaustive, examples of elements of the policy web in which
José's teacher found herself in 1998. We view the nexus of these policies as
constituting atelling case, one that makes visible both theoretical issues for
study of policy impact and consequences for practice.

To illustrate this process and how it influenced the policy context in
which José and histeacher found themselves, we present a series of patterns
that shaped what José and his peers had access to. These patterns included
shifts across time in policies and practices at the federal, state, and local
levels. To identify the patterns of policy shift that were consequential, we
drew on ethnographic research data over a 10-year period in two school
districtsonthe central coast of California. Then, using abackward and forward
mapping approach (Chrispeels, 1997; Green & Meyer, 1991; McDonnell &
Elmore, 1987; Tuyay, Floriani, Yeager, Dixon, & Green, 1995), we examined
policies for references to other policies or for convergence with observed
impact on the local classroom settings in 1998. Through this approach, we
identified fivetypesof policy activity (Chrispeels, 1997; McDonnell & Elmore,
1987) that led to changes in bilingual education at the local classroom level.
These included court cases shaping policy directions, federal and state
legidation, local and state school board decisions, election results, and national
reports. Each of these policies was the result of actions of groups of policy
actors across potentially systems. The intertextual web of palicies, then, can
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be viewed as the result of policy actors' interpretations of past policies and
what they saw as socially significant to their particular context (cf., Bloome &
Egan-Raobertson, 1993).

Two key reform national reports, A Nation At Risk (National Commission
on Excellence in Education, 1983) and Becoming A Nation of Readers
(Anderson, Hiebert, Scoot, & Wilkinson, 1984), crystalized the message that
we are a “nation at risk,” a message that has been, and continues to be, a
moving forcein the dominant discourse related to school access and national
character. Thesereports make visiblethe “tone” of the discourse (Gee, 1990)
and ideological context (Fairclough, 1992) surrounding educationin general,
and bilingual education in particular. The state and local policy decisions
which shaped what José's teacher could do in September of 1998 were made
within thiswidely believed negative discourse of risk.

The backward mapping process (Green & Meyer, 1991) led usto the 1954
Brown v. the Board of Education decision by the U.S. Supreme Court. This
decision set the stage for civil rights actions in relationship to schools and
still serves as an intertextual base for legislation and other forms of policy
activity today. Thisruling is viewed as a landmark ruling that declared that
“compul sory racial school segregation and its principle of ‘ separate but equal’
was unconstitutional” (Applewhite, 1979, p. 3). It set the stage for three key
pieces of federal legislation in the 1960s: the 1964 Civil Rights Act, the 1965
Elementary and Secondary Education Act (ESEA, Title VI1), and the 1968
Bilingual Education Act. The Civil Rights Act served to formalizein law the
Supreme Court ruling and provided the basis for futurelegislation. The 1965
ESEA, TitleVII Act “legitimized federal intervention in public schools—an
intervention that was unknown prior to passage of ESEA . . . [and] committed
the federal government to assume responsibility for the education of
linguistically different children” (Matute-Bianchi, 1979, p. 18). The 1968
Bilingual Education Act “initiated federal responsibility for assuring equal
educational opportunity for linguistically different children and defending
the legitimacy of their native language and culture in the school” (Matute-
Bianchi, 1979, p. 19).* Sincethese policieswerefirst enacted, there have been
shiftsinpolicy related to shiftsin el ectionsthat have placed moreresponsibility
for implementation and monitoring at the state and local levels, changing the
range of possibilitiesfor both policy actors and local appeals. Theimpact of
similar shiftswill be seenin later sections.

The need to consider intertextual ties as interactionally accomplished,
recognized, and socially significant, proposed by Bloome and his colleagues,
(Bloome & Bailey, 1992; Bloome & Egan-Rabertson, 1993) can be seen further
intwo court casesrelated to bilingual education, onehistorical and onedirectly
related to 227. Thefirst, Lau v. Nichols (1974), isthe landmark court case that
“established the notion that equality of educational opportunity does not
mean equality of treatment” (Matute-Bianchi, 1979, p. 12). This case was
based on Title V1 of the Civil Rights Act of 1964 (Applewhite, 1979). Federal
and state court cases such as Lau v. Nichols often contain clearly visible
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intertextual referencesto other cases and laws, suggesting that to understand
any given case, it isnecessary to consider the texts of other cases. Taken into
thepoalicy and practiceworld, this principle of practiceinthelegal realm makes
astrong casefor researching intertextual relationshipsamong policies. Tracing
these rel ationships lays afoundation for understanding why anindividual act
or policy cannot be viewed out of context and why the actions of those
constructing, and impacted by, the policy or change in policy need to be
examined.

A second court action makes “the case” for such links in relationship to
issues surrounding Proposition 227. In her article on Valerie G. v. Wison
(Ecobedo, 2000), staff attorney for Multicultural Education, Training and
Advocacy (META) Deborah Escobedo, reports on the chain of actions and
actorsinvolved in the case against 227. She described the courts' response to
the request for an injunction against the implementation of Proposition 227,
reporting that the court:

expresseditsreluctanceto‘ imposeonthepeopleof Californiaitsview
of whichisthebetter educational policy.” Thecourtfurther concluded
that until the * State adopts a regul atory scheme and school districts
actually implement programs pursuant to theinitiative, itisunlikely
that thiscourt will havethefactsnecessary toresolveplaintiffsclaims
under theEEOA [1974]. ..’ (Escobedo, 2000, p. 38)

Theinscription of thisact led usto locate the updated version of EEOA
(1999, January 5) in the section of the U.S. Code entitled, Denial of equal
opportunity prohibited (Escobedo, 2000). This section states that:

No State shall deny equal educational opportunity toanindividual on
account of hisor her race, color, sex, or national origin, [through] the
failureby an educational agency totakeappropriateactiontoovercome
language barriersthat impede equal participation by its studentsin
itsinstructional programs. (p. 39)

Judge Legge's (the judge in Valeria G. v. Wilson, 1999) actions and his
ruling make visible how he viewed the intertextual web of different types of
policies and practices that he needed to have in place in order to make his
ruling. His ruling further shows that there are other issues involved in
determining adherence to the U.S. Code and whether or not Proposition 227
constitutes a denial of access.

While other legislation and judicial rulings could have been considered,
these key policiesand court caseswere central to the policy web that resulted
in Jos€'s previous educational experiences in bilingual classrooms. They
provided thevertical (i.e., historical), intertextual tracesthat were still visible
even in the face of changing state legislation such as Proposition 227 and
local district policies(Fairclough, 1992; Kristeva, 1986). Thisweb also includes
legislation related to teacher credentialling, school funding, class size, and
length of school day and year, among other aspects, which have not been
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changed directly through Proposition 227, but are part of the environmental
press created by the policy web. As this mapping approach shows, no single
policy shapes practice or even the potential for practice; rather, acomplex web
and set of actors shape, interpret, and oversee policy-in-action.

Since Proposition 227 wasthepivotal or key piece of legidation related to
our analysis of policies getting through the classroom door, wewill not consider
further particular policies related to bilingual education (see also Evertson &
Murphy, 1992). Rather, weshift our discussion from specific policiestoidentifying
waysinwhich particular relationships among and between the actionswithin the
stateand locd policy arenawere consequential in contributing to theenvironmental
press. To explore how the local was influenced by, and in turn influenced, the
webs of policy forming the environmental press on José and his teacher, we
shifted our focusto the state el ection context and loca school board actions. For
thisanalysis, we began by examining how changesin the state superintendent of
education and local school board membership shaped particular literacy reform
policies related to textbook adoption and instruction, an issue that surfaced as
important during our 10-year ethnographic research project.

A review of documents, videotapes, and newspaper articles showed that
reform of literacy instruction wasadominant theme which co-occurred with
the assault on bilingual education. While a full discussion of educational
reform related to literacy isbeyond the scope of thisarticle, arecent National
Research Council Report (Snow, Barns, & Griffen, 1998) demonstrates that
thisis still an ongoing issue at the national level, one that may potentially
create an even greater environmental and policy press on teachers and
students in this and other districts.

To understand how the policies about literacy instruction relate to the
issue of bilingual education, and how they served to limit further what the
teacher could offer to her students instructionally, we needed to examine
another court case. This court case, Sate Board of Education v. Honig (1993),
had the effect of shifting the authority for deciding on the educational policies
from the California State superintendent of publicinstruction (theonly elected
education official) to the state board of education (a body appointed by the
governor for 12-year terms). Following Chrispeels (1997), we began our
exploration by locating the case within the larger political context. Between
1992 and 1998, the state superintendents of education, Honig and Easton,
were from one political party, and the governor (Wilson) was from another.
Further, during this period, the governor appointed new membersto the State
Board of Education who represented hisideological position.

By examining who was superintendent under which governor and the
political affiliations of appointeesto the State Board of Education, we were
ableto identify reasons for the period of conflict. Through this analysis, we
were ableto understand how the state's political structureled to the challenge
to the state superintendent of public instruction’s authority represented by
this case. The state court’s ruling that the authority for setting educational
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policy rested with the State Board of Education (Sate Board of Education v.
Honig, 1993) resulted in a change in previous practice within the state, the
State Board of Education taking amore activerolein the adoption of standards
and materials. For example, the Board ignored the recommendations of the
Reading Textbook Review Pandl and constructed anew list, removing particular
materials that had an ideology this board did not value. As a result, state
funds could no longer be used by school districts to purchase particular
reading materials, although these material s could be purchased through other
funding sources. This analysis made visible that shiftsin who controls what
policy decisions are consequential in terms of what resources are made
available to teachers and students, who has access to these materials, and
what isavailableto be known (See also Ogbu, 1978).

A second key influence, identified through these analyses and through
our observations of the policy actors across contexts, was a shift in the
relationship between curriculum frameworks and curriculum standards. To
examine further why the change in relationships became a significant force
within the environmental pressin 1998, we undertook a contrastive analysis
of the relationship between standards and frameworks across time (Green,
Dixon & Zaharlick, inpress). Thisanalysisenabled usto locate when standards
and frameworks became critical playersin re-shaping instructional practices
and how changesin these policy documentsimpacted what and how teachers
taught at different periods of time.

In the late 1970s and the early 1980s, California had a series of state
documents that emphasized individual skills (e.g., one for reading, one for
writing, and onefor oral language) that guided the instructional approach that
teacherswereto use (Levin, personal communication 1999). After searching
traditional sourcesfor awritten history of the framework-standard relationship
in California, we contacted Diane L evin of the California State Department of
Education, who provided information on this. She stated that:

Priortothe 1987 framework, Californiapublished separatecurriculum
frameworks and handbooks for reading and for writing. The 1987
framework, however, embraced reading andwritingand oral language
skillsall under onelanguageartsumbrella, emphasizingamorecoherent
instructional approach. (Levin, personal communication 1999)

The1987 framework remainedin placeuntil thesummer of 1999, withadraft of
thenew framework being availableinlate 1998.

In 1985, the State instituted the first standards document for English
Language Arts. This curriculum document created a statement about what to
teach. The 1985 standards remained in place until 1991, at which time they
werereplaced. Inturn, the 1991 standards were then replaced by anew standards
document in 1997. When these documents were juxtaposed, and the issue of
their relationship examined, what became evident was that, prior to the most
recent standards and framework adoptions, frameworks focused on how to
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teach and the standards on what to teach. However, the most recent adoptions
bring these two sets of policy documents into alignment by shifting the
emphasis in the framework so that it now matches the standards. In their
present form, these standards and the aligned framework have the effect of
limiting what can/islikely to be taught.

Further, since 1997, the process of aligning tests with the standards has
been undertaken to build an accountability approach based on standardized
tests alone. This alignment is likely to constrain what can be taught even
more, given themovement at the statelevel to provide comparative performance
indicators by school and district. When state funding for resources and school
programs was considered (policy inducements), the pattern of limitation was
even clearer. For exampl e, the state has moved to identify agroup of approved
inservice providersfor use of certain state funds, wherein the past, thedistricts
could choose their own. Thus, through a web of policy decisions, the state
has shaped an environmental pressthat, along with English Only, has shifted
the opportunities for teaching and learning for José and his teacher.

From Federal and State to the Loca Context

These state actions only tell part of the story. Thelocal context of policy
actionsmust be considered to understand thelocal and situated environmental
pressthat explicitly constrained how José' steacher was expected and required
to take up the new palicies. Our analysis of the state and national context
made visible waysin which the actions of members of the local school board
were supported by patterns of policy activity at the state and national level. In
the analyses that follow, we show how local actors took action in particular
ways that produced a series of policy decisions that limited and constrained
what the teachers had available and how they wereto implement the required
changes. These actions heightened the nature of the environmental pressin
ways that insured that the changes valued by the local board of education
would get through the classroom door.

Through our sustaining relationship and ethnographic research we
observed three major periods of policy changein the local district. Thefirst
period encompassed 1990-1994. During this period, a new superintendent,
hired from outside of the state, encouraged a site-based management approach
to school administration that was taken up by José' s principal. However, this
superintendent, with board approval, also decided to create a middle school
in place of the junior high school that the district had in place. This decision
changed José's school from aK-6 school to aK-5 school, requiring teachers
in the sixth grade to move to another school or to change grade levels.

During this time, the CLAS (California Learning Assessment System)
was also administered for thefirst time, and those with sufficient English took
this test. José€'s school ranked as one of three in the district above state
norms. Atthesametime, the CTBS(CaliforniaTest of Basic Skills) wasgiven
and the school ranked well bel ow the state norms. This patternissimilar to the
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one reported in Chrispeels (1997). The difference in the test performance
reported by Chrispeels, and experienced by the studentsat thisschool, reflects
adifference in curriculum focus. José's school had a clear focus on writing
and reading for interpretation, skillsassessed by CLAS. CLASasoinvolved
students in reading and discussing texts before writing about them and
responding to test questions. In contrast, CTBSisatest of basic skills, requiring
responses to multiple choice items. The tests, therefore, assessed a narrower
range of academic content and skills and represented different models of
learning and curriculum (Chrispedls, 1997).

Theelimination of CLAS occurred simultaneously with the selection of a
new district superintendent, one who had a long history within California.
With thedemise of CLAS, the school’s strengths were no longer visibleto the
school board, district administrators and community, an important point to
consider when we take into account that the new superintendent reviewed
the performance of the schoolsin the district. Thus the “death” of CLASin
1994 had great consequences for teachers, students, and the administrator at
the school site, since the standardized test now became the sole measure of
school performance. This became even more significant in the next phase as
test scores began to be more prominently displayed in the newspapers and
comparisons of schools across the state became the norm.

With the selection of the new superintendent in 1994, a second phase of
policy activity becamevisible. Thisphaselasted until ashiftinthe composition
of the school board occurred in November, 1996, with the election of three
new members. During the 1994-1996 period, two advisory committees were
formed. One, composed of teachers, community members, and administrators
was charged with undertaking a review of textbooks and making
recommendations on a new adoption for reading. The second advisory
committee (BEST—TheBilingual Education Study Team), al so composed of
teachers, community members, and administrators, was charged with the task
of reviewing the bilingual education program and recommending anew plan.
TheBilingual Education Study Team completed its work and reported to the
board that had appointed them in May, 1996. Their plan was approved by the
school board in June 1996 and wasimplemented in September, 1996. However,
in November three new members were elected to the school board. These
members had not been involved in hiring the superintendent, had no
relationship with him, and had strong views on the role of school boardsin
directing policy. Their ideological differencesfrom the previous board made
the significance of the change in the board’s composition visible in both the
district’s approach to bilingual education and to literacy instruction.

In June, 1997, the textbook adoption review panel, appointed by the
previous board, reported their recommendations. The new board decided in
July, 1997 to ignore the recommendations of thiscommittee and to go with the
Open Court phonicsprogram for K-2 and Macmillan Reading Programin grades
3-6. These actionswere parallel to thosetaken by the State Board of Education,
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asdescribed previously. Macmillan had been the review panel’s choicefor all
grades. Since Open Court did not have a Spanish version, the board elected to
keep Macmillan for the Spanish reading program. This action was part of a
larger state movement to institute phonics-oriented literacy programs, and an
accompanying movement to reduce classsizeto 20:1in K-3 for thefirst time.
Further, thelocal school board was offered agrant from the Packard Foundation
to hire coaches at each school to support the correct implementation of the
Open Court Program. Open Court was subsequently adopted for third-grade
implementation in the 1998-1999 school year. Thus, two different adoptions
were made within avery brief time frame, each with an expensive price tag
($335,000 for thefirst according to the newspaper articles of thetime). These
changes were significant in that the teachers were required to learn and
implement two different approaches to teaching reading within athree-year
period. These periods of change brought about a shift in the program within
José's school and instituted a period in which the opportunities for learning
to beliterate were changing almost yearly.

Thisperiod of disequilibrium was compounded by thelocal school board's
decisionin August, 1997 to request anew plan for bilingual education, and to
implement apolicy which required that at |east 50% of all instruction had to be
in English. These two actions set aside the BEST plan developed by the
committee appointed by the previous board and the program that had been
implemented under this plan for the 1996-1997 schooal year. In December of the
1997-1998 schooal year, the superintendent proposed elimination of bilingual
education. This plan was approved in January, 1998, over the strenuous
objections of many teachers, community members, and parents. These two
actions, the elimination of bilingual education and the adoption of a new
approach to literacy instruction, formed a synergy that led to increased
pressures on school administrators, culminating in two actions. First wasthe
publishing in the newspaper of a statement of goals for each school, with a
particular focus on improved literacy test scores. Principalswere required to
promise at least a5 point increase in grade level scores and were promised,
and subsequently given, rewardsfor these increases. Second, administrators
jobs were put in jeopardy if their school failed to meet the reported goals.
These actions created a chain reaction at the local school site. For example,
José's principal shifted to a top-down decision frame about the school’s
reading program. Whilethedistrict required Open Court for K-3, the principal
elected to useit for K-5, making it necessary for the teachersin grades 3-5 to
engageinintensiveinservicefor asecond timeinthreeyears. The adoption of
Open Court also introduced “coaches’ into the school culture, primarily in
grade K-3 for the first time. The rational e for the principal’s actions was that
thiswould align al curriculum, even though grades 4-5 were already making
steady improvementsin test scores according to the test results published in
the local newspapers.

This analysis makes visible the weight of environmental forces that
converged on José and his teacher and peers in September of 1998. Figure 1
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provides a graphic representation of these converging policy issues and
contexts. Had we only looked at Proposition 227, the story that would be
visiblewould be only one of adherenceto thisnew policy. However, giventhe
presentation of datain this section another story unfolds. This story shows
the agency of the local policy actors and the shifting nature of influence on
what is possibleto be done at any given pointintimein aschool, aclassroom
and/or a district. As described in this section, the policy changes brought
with them changesininstructional practicesand material resources available
to members.

Figure 1. From bilingual education to English Only in less than two
years: The converging forces of policy actions

Felyal A Lieed Laguag e Arts e Lol Teris A
Legidatica Thandr e Fromeurorin Elartizas F

11 Caly Pr T Sepbemter F
i,

Restraining Opportunities for Learning

To explore how the policies we identified had an impact on students, as
well as the teacher, we asked the teacher, who has been aresearch partner in
the ongoing ethnography for more than 10 years, to reflect on the effects of
Proposition 227 and local policy changes. Given her role as a co-researcher,
we have elected to present segments of her reflective essay with only
transitional comments as away of concluding this article. Her observations
were madethrough atheoretical lens. Sheisawell-published teacher/researcher,
and thus, we view her comments as aform of oral history:

Under the new language policiesimplemented in our school district
followingitselimination of bilingual education, ateacher may not use
Spanish in whole class instruction. Students are to writein English
only. It has been explained in District memos that writing first in
Spanishwill confusechildrenandthey will notlearntowritein English.
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There should not be any Spanish printed material on walls, because
that alsomight serveto* confuse’ children, particularly primary children.
Studentsmay receive " Spanish support,” which hasbeeninterpreted
tomean, at our school, thepreview and/or review of particular lessons
and conceptsin small group settingsfor those studentswho continue
to need that support. . . . Parents have been told that students may
read in either Spanish or English at home, but actual practiceby many
teachersisto encourage parents to speak and read English with their
children. English language learners are to receive thirty minutes of
instruction per day in second language development. “Newcomers’
(thosewhoarenew arrival sinthiscountry) aretobeenrolledinanewly
funded after school program wherethey aretoreceivethirty additional
minutes of English as a second language at the introductory level.

Thispart of her reflections provides abroad overview of the 1998 context.
In the next segment, she shifts her reflections from the impact of the policies
on the structure of the school program to a description of student actions
within her classroom, resulting from such changes.

What is most noticeable is the silence of three fourths of the class
during whole group discussion. Only about five children participate
in these discussions. Some of the newly silent students (emphasis
added) weredescribed by teachers(on cardsthat follow childrenfrom
onegradetothenext) asbeing actively verbal and responsiveasthird
graders(whenthey werereceivinginstructionin Spanishand English).
Angela hasindicated to me that she is no longer smart, because she
feelsshedoesn’t speak enough English or read well (eventhough she
has scored at the fluency level in oral English development). The
willingnessto risk withinthewhol egroup seemsto bemuchlessthan
it was before; therefore, who has opportunity to interact with others
and with content in order to construct disciplinary knowledgein the
whole group setting depends not on what one knows or thinks about
the discipline, but upon the perception of one’s ability to function at
aparticular level inEnglish. Itisinthiscontext that thestudent quoted
at the beginning of this paper stated, “| used to know this.” The same
thing appears to be happening in small group work, as students are
asked to work together collaboratively.

These observations go beyond test performance to make visible how the
changes have had personal and socia impact on student performance in the
classroom, have silenced students in unanticipated ways, and are narrowing
the choices that students can make and the resources they can draw on (e.g.,
knowledge learned in their first language). The developing consequences of
these observed changes become more evident in the following segment:

In student/parent/teacher conferencesin thefall of thisyear, several
students expressed the frustration that they could not remember
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important words in Spanish, but didn’t know the English words to
explain the concept well either.

This observation led her to ask a key question, one that is tied to the
issue of access to academic knowledge, an issue that has not been part of the
policy dialogue that led to the environmental press. This issue, however, is
central to the “access denied” part of the Equal Educational Opportunities
Act that we presented previously:

If they wereinan Englishimmersion program|ast year, withno Spanish
support, were they able to access cognitive academic language and
could they bring that to bear on the construction of new knowledge
this year? When discussing the nature of scientists or what it isthat
scientists do, for example, many students could not draw upon prior
knowledgeasthey hadin previousyears. Theability touselinguistic
clues for coming to understand content vocabulary appears to be
newly limited aswell. Using cuesfrom onelanguagein order to help
oneunderstand new vocabul ary inthesecond languageisnot specific
to science/social science, of course, but the inability to do so does
reflect on what kinds of resources students have availableto themin
accessing content. . . . | wonder whether thisinterim language place
isan example of the narrowing of what isavailableto know interms
of content knowledge. . . . The issue of what is available to know
becomes more complex when viewed in the context of changesin
literacy curriculum and instructional policy that are coupled with the
elimination of bilingual education. What impact do those changes
have on the kinds of opportunities | can provide for learning and
accessing disciplinary knowledge and practices?
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Endnotes
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