


that were incorporated into student writing along each unit theme.

Figure 8. Student Brainstorm: Jigsaw Activity Brancia’s Story

For writing process techniques to structure narrative development, students
principally used graphic organizers and scaffolding techniques of freagytitnelines,
idea webs and paragraph templates. Feedback on multiple drafts was givem fyenst
with specific guidelines, as well as by the teacher, utilizing a codditofgemarks that
students had been getting more familiar with. The writing was broken up in ‘before,
‘during’ and ‘after’ stages of their narrative, which were scaffolded with pitaagy
activities before drafting each section. Trips to the computer lab wezrdideld at each
stage to put the pieces of the narrative together in parallel with relevéygisuoh the
sample narrative dfrancia’s Story

The immigration unit ended up taking at least a week longer than originally
scheduled three weeks. | might even be scared to say a month to final submission for

some students. It was in fact the incredibly long time it took for everyone to sead hi
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her whole essay and to progress through a structured feedback process. Hovegever, the
important narratives of students lived experiences, past, present and futire we
incredibly moving for the individual students, the group, and me as a teacher. This is
perhaps why discussions around feedback to their stories, which were products of an
involved writing process, resulted in very rich (and time-consuming) riefteoh their

life experiences in relation to immigration.

Comm.Unity Café: Sharing & Caring on Student Narratives

The Comm.Unity Café readings to culminate the Immigration Unit were a big
curricular event that established a critical classroom space. The ConyrCdfé was a
space for students to read their immigration narratives of ‘Coming to Ashalond to
the group, and for the group to listen actively and provide feedback and support. The
chronotope that was invoked was that of a café-style reading or open mic, which was
perhaps a thin veil over a ‘formal’ oral presentation that ELL students practice in
developing a formal academic discourse.

| had done the Comm.Unity Café readings in teaching a summer communication
course for high school students with learning differences. We read poetryghith li
dimmed over the Comm.Unity poster, a small mic and amp for projection, background
beats behind their composition, and psychedelic Media Player ‘visualizatiors on t
wall. The Writing 2 version was less dramatic, but performed nonetheless, with the
Comm.Unity poster back dropping the center stage chair in front of the teaclsé’s de
where a small lava lamp gurgled a little mood. The physical space of the .Oartym

Café was simple but effective, especially in consideration of needing to sbare t
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classroom space with other ELL teachers and quick transitions in between. dlasses
structure for the Comm.Unity Café readings was to put the teachersrctiermiddle of
the group. There was a big straw sun hat as a prop for fun, for a little humor to dilute
students’ nervousness; but | ended up wearing it more than anyone else, liesghe cl
jester.

The classroom was organized in a horseshoe configuration of desks with an inside
and outside rows facing the front of the classroom where the teacher’s delsicatad.
For the readings, the teacher’s chair was wheeled to the middle of the horadsbioe i
of the teacher’s desk; this was my preferred location from wherestrglgnconducted
discussions if not writing on the board or the flip chart easel. It was nice nais# i
middle of the students on all sides, swiveling from side to side in relaxed fashionywith m
coffee, seemingly close to each student as needed. | could not only swivel osstude
the chair rolled nicely, so with a gentle push of one foot, | could roll up in front of
someone’s desk like room service. It was a personal posture for me, ay iakbasid
me to stand up and approach students, especially those in the front row who were right
directly in front of me.

This was particularly important for nudging anybody who was restindeatbth
easy slumped to the side or having their head straight on their desks. This was not
uncommon for some students who worked heavy part-time schedules in the evenings and
were tired in school. These work and family obligations on many students presented the
principal barrier to their learning and performance, on top of the challengesdeiaic
learning in a second language. Of course, other times student fatigue waslestent

antics or the usual staying up late. For example on the second day of Comm. Uity Caf
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Hyo Ji, a 16-year old conscientious Korean student who got consistent A’s, was looking
unhappy and tired all class. After repeated inquiries and playful teasingeheivatiged

he was up playing video games until way past midnight and got in trouble with his
parents. He looked almost as sad as when he was in a panic because he lost his math
textbook and could not concentrate in class, so we had to deploy the class to help search

the room.

Comm.Unity Café Feedback Guidelines

The important interaction and collaboration structure that was central to the
Comm.Unity Café readings was the feedback protocol designed to integra¢e acti
listening and critical, but supportive, response to student narratives. The feedback sheet
was organized according to different numbered roles for assigned types otfetxba
given. Then for each reading, the class members would assume a different manber a
type of feedback to give. The goal was to deepen the language practice ared engag
positive discussion through guided responses to the writing. As a participalictarstr
for the feedback discussions, we went around in order of feedback task with the student
giving feedback to the author, making and comment and or asking a question. If the
feedback were not clear | would help clarify or facilitate toward a questisktofahe
author that would prompt more sharing. Given the intense and diverse experiences of
immigration, articulated in a structured written composition, there warepportunities
for each student to be the expert, share from their text, and teach the class about thei
country, their experiences, their journey. The six tasks outlined below provided the

feedback template that framed class discussion:
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Table 8. Comm.Unity Café — Feedback Guidelines

Comm.Unity Café: Coming to America — Audience Participation and Feedback

Feedback Role Feedback Task

#1 - Warm Feedback Think of one positive comment about the reader’svaairati

#2 - One Question Think of one question that you have for the reader

#3 - Key Nouns Identify two key nouns in the narrative. Relate these npuns
back to the ‘dream’ of Martin Luther King Jr

#4 - Key Verbs Identify two key verbs in the narrative in the paskte
form

#5 - Narrative features Listen to the narrative carefully payiegibn to different
features we have discussed and give an example (dialogue,
descriptive/figurative language).

#6 - Life Lessons (The World) Think of one life lesson that this pesqmer'sonal narrative
teaches us about the world.

As the teacher, my engagement during the Comm.Unity Café readings was one of
excitement and appreciation for the written compositions, not as perfectlygqubasd
grammatically correct essays, but as identity texts for these ssudkimtg risks to share
their stories. The sharing of personal and emotional writing involved risk-taking
sharing about their lives, and the feedback and dialogue served to build a cetiaayli
about their immigrant experiences. In fact, ‘brave’ was a key word (although not the
assigned part of speech) identified in feedback to the one Cape Verdean Atiadent
Tavares’ tear-filled narration of separation from her one-year-old daughttassmate
identified the key word of ‘brave’ to describe Alta’s intense love and care for her
daughter, so much that she is separated from her now for the opportunity to finish school,
get her green card, and return home to reunite with her.

Alta Tavares was the mother of a young daughter who she sent back to Cape
Verde to live with family because she was concerned about being able tordaee dnd
she was not in a good guardianship living situation. Her contributions to classroom

discussion and in her writing were heavily focused on family, her responsibdities t
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daughter, and her sadness about being separated, while she attending school and worked
part-time in a fast food restaurant. Alta wrote in her immigration neerati

In 2003, | was in 8 grade in my school and | was finished and | cam to America.

| left my mom pregnant and | don’t know my sister Angela. Life there was easy for

me but now everything is hard for me because | have to work and go to school. It

is hard for me sometimes. Everything changed when | had a baby and now it is
more difficult with school, work and a baby but | will finish my school (Alta

Tavares, Immigration Narrative composition).

When Alta began to cry during the reading of her immigration narrative, anothe
of the teen mothers Antonia Gonzalez called to her in a soothing voice, “It's okay Alta
as a show of support.

Antonia could relate to Alta’s emotions since she also was a young mother who
immigrated to the U.S. from Ecuador. She wrote about her arrival in her “Coming to
America” composition, describing how she became pregnant and came to the U.S. with a
bag, backpack and a belly:

| arrived in the U.S.A. on March 21, 2005, six months ago. | arrived first in New

York. My mother picked me up in New York. | came with my baby in my stomach.

| brought one bag and one backpack (Antonia Gonzalez, Immigration Narrative

composition).

These Comm.Unity readings were emotional and there were cases whemnésstude
stopped reading passages of their narratives that made them uncomfortadudeaioud.
Antonia stopped in the middle of her reading at the passages reflecting on theffathe
her son, and a recent disappointment with a new boyfriend she had hoped would care for

her and her son. She told us that she did not want to read that part aloud, which was

understandable. We stopped. We clapped. We gave feedback.
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The different student ideas on life lessons generated form Feedback #6 “The

World” are compiled below. These give an idea of the overall themes of discussion t

were sparked by student’s written work, oral readings, and engagement of the group in

reflecting on their immigrant experiences.

Table 9. Comm.Unity Café Feedback: Writing the World of “Life Lessons”

Feedback #6 — “Life Lesson” (Compiled student ideas)

Life is a journey.

The world changes when you move to a new country.

Even though at first you may not want to do things, they may turn out okay.
Find your passion! (No substitute for the real thing)

value.

Things that are unfamiliar are valuable.

People sacrifice to come to America seeking a better life.

Family is very important and you look to them for support.

People can keep a big secret when it is very important, or you have to

You need guidance along your journey in life

Sometimes people come to feel more comfortable in their new country
Leaving your country is very sad, but the hardship of the journey was worth it

new experience or place

Feeling different in a new country because of race and language
“A minority” - when you are not white

Impressive and brave to love; be proud to care so much

Hard to be away form family when they love you.

When you live in unfamiliar places it help you realize who you are and what you

Never too late to change about yourself and your life. You can love something 1

new

The group was generally very respectful and engaged in listening to their

immigration stories, which were also final compositions for a long and involved unit.

While the discussions around each feedback item sparked interesting comments and

insights, the emotional retelling of these student narratives generallgéaddience

attention. However, it was during the feedback session for Antonia Gonzalez that
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Comm.Unity tensions between two Salvadoran students arose, Marta Jimenez and Raul
Moreno, the focal student of Chapter 5. The particular conflict centered around a
mounting tension from prior classes where non-verbal cues, laughter in particula
(mis)placed while someone else was speaking was mis/interpretddcakeror mocking,

a sign of disrespect. | put the parenthesis around (mis)- to signify that idenafyi
interlocutor’s intention with specific verbal or non-verbal participation isoup f
interpretation, and therefore, where the exercise of power is recognized.

As we consider the classroom context of adolescent interaction, the verbal and
nonverbal communication taken up by teenagers is both provocative and strategically
utilized. A classroom setting is so incredibly dynamic, despite the appesuretative
calm. Students are constantly interacting with each other and things outsiekectiner+
defined classroom space-time. They are carrying on dialogue, flirtatiotagyonisms,
doing other work, reading, texting, sometimes daydreaming or even possipinglee
(for those working evening jobs, despite my best attempts to keep them all agake a
engaged). In the conflict surrounding the focal interaction, the history of ib@&c
between the two students preceding this episode reflects a tension of “noeRitil”

that continued throughout the year.

Part I1V: Critical Discourse Analysis of Classroom Tensions

Critical discourse analysis (CDAf the debrief discussion on the ‘Comm.Unity
Conflict’ is insightful in reflecting ‘the worlds’ of immigrant studentsdehow the space-
times of their lived experiences intersect in the material, abstractyaddsjpaces of the

ELL classroom. Their English language learning experiences ayeaddivaried as well
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as transect innumerate social spaces that influence the developing chronbtbpes
immigrant experiences. The Writing 2 curriculum supported exploration of these
subjectivities through writing which | would argue were shaped by scaffoldneg@ing
of the world’ that influenced textual production and critical literacy devesopm

There are several important points that frame my analysis of a classesion
around (mis)placed humor and the debrief discussion of this Comm.Unity cd¥iffstt.
the critical spatial event | selected for analysis was purposeful irt thearly illustrates
the teacher (‘me’) exercising the power to control, shape, or facilitdteydein the
classroom from an institutional position of authority over the classroom. While
recognizing myself at the center of interaction presents methodologadénges, there
is an explicit purpose in selecting focal interactions. It illustratgesohe as teacher in
facilitating production of social spaces that are critical and tramsfibre which is
precisely in line with tenets of Comm.Unity. The focal transcripts alsageo
textualization of pedagogical choices and spontaneous discussion aimed atgevisiti
Growing Norms of the classroom Comm.Unity. Motivations behind exercising power in
performing a teacher role imply there is the obvious institutional respliysbi
governing over the class as an orderly and purposeful space. However, ther¢his als
hopeful power in reiterating notions of effective communication for building actape
loving, and sensitive learning community relevant to the students’ worlds. Considering
multiple sites of power in the classroom, this focal transcript cleaultifites that the
discursive underground of student interactions is a powerful producer and shaper of

classroom space.
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Secongdthe debrief discussion of the conflict moves through different space-times
of experience. The analysis traces the space-times of the currenbolgssng present
interactions, previous classes, micro-spaces of interaction, past empljuaindns,
work place space broadly, home cultural contexts, past immigration experierntes, a
others space-times not determined. A CDA analysis of focal interactiondemsittese
workings of power and how their motivations can produce third spaces in which the
space-time of the classroom is linked to other space-times of student espene
different chronotopes of their lives. This is to the point that ‘we’ are very divetise w
different immigration narratives that position people in the classroom in diffesgrst
along broader societal discourses related to race, class, gender, culticgyeand
language identities.

Thethird point of style and method is that, in this section of my CDA analysis, |
will refer to the ‘the teacher’ in the third person as a performance of mgrcese voice.

In this teacher-researcher study, this shift in analytical voice isdhatirepresenting a
critical discourse analysis of exchanges where | am directly involweninent on this

further in discussing implications for research and practice in Chapter 7.

Comm.Unity Conflict: “I know how to speak English!”

The Comm.Unity Conflict analysis in this section stems from one class period
during a student reading and debrief discussion in the Comm.Unity Café sessions. The
critical event analyzed below is from a teacher-facilitated debrigfooinflict that arose
between Raul and another student Marta Jimenez. The conflict that arose betuween Ra
and Marta was during the feedback session of Antonia’s immigration narrativegDuri

the feedback session, Raul was tasked as #6 Life Lessons. When | prompted him to shar
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his idea with the group, he spoke directly about his idea but his speech was not readily
understood and the coherence of his idea not clear. This prompted a boisterous reaction
from Marta as well as her Salvadoran friend Erica Velazquez who said, “Wd&i? |
understand what he is saying!” followed by laughter. This interjectienruypted the
beginnings of my attempts to ask Raul to rephrase to clarify his point ancetighit
attention to the provocation to check it. Raul did not react suddenly. Rather, he shifted in
his seat slightly and shook his head to the side in pause. | proceeded to ask Raul about
rephrasing his point while | was ready to write on the chart paper on tlkdchia.
After about five seconds, Raul pronounced firmiliknow how to speak English.”

At this point, | addressed them both to intervene in the exchange and to raise the
most important fact that this was principally disrespectful to Antonia who wasgha
her personal narrative. | redirected the dialogue to engage Raul in the tas&sting his
feedback idea on Antonia’s composition. Raul articulated an insightful comment about
her experience of leaving her home and everything familiar and how journeying to live i
America constitutes a complete change in the spaces liVad:Whole world changes.”
This feedback on Antonia’s narrative ended after this exchange with apprdyissaten
minutes left in the period which was not enough time to begin Raul’s reading of his
narrative. Instead, | took the opportunity to have a Comm.Unity discussion about what
had transpired during that session and revisit the Group Norms. This debrief discussi

is the critical spatial event analyzed in the next section.
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Debriefing the Comm.Unity Conflict (Part 1)

In this section, | give a detailed CDA analysis of the debrief discussiotrahas
shifts in time and space in classroom dialogue. This CDA analysis ertatbatbd
analysis of varied linguistic features of classroom discourse in ordemttfycend map
chronotopes of student immigrant experiences. These chronotopes represerd the live
spaces of immigration students bring into social spaces of the classroom atgadke |
are intersected by local and global spaces that shape discursive ident#dorm

It is useful at the outset to clarify terminology for four different toalsd to
represent analysis of classroom discourse in this critical event. (1) | usenthe
‘transcript’ for transcription of classroom discourse that delineates atHtadk and
provides conventions to represent interactional dynamics of pause, stress, owgrlappin
truncation, etc. (2) | use the term ‘transcript analysis’ to present thiedeZ®A
analysis as outlined in the methodology section using detailed linguistisianaly
identify representations of space-time scales and chronotopes that rejt®atrens of
identity in discourse. (3) In this section, | will also provide in chart foartateakdown
and description of twenty-five interactional units (IUs) that result from tratyais. (4) |
present a chronotope map that outlines time-space shifts in classroom discawrsektha
to renegotiate student identities in classroom spaces. (See Appendix fof a list
transcription conventions used.)

In the first part of this analysis, | comment on key interactional units inrte fi
half of the debrief discussion (Debrief Part 1: U1 to IU14) where dis@insieractions
indicate mediations of on-going conflict that frame renegotiations of igentit

accomplished in Part 2. For Debrief Part 1, | provide analysis at the level cirtbeript
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and interactional units as previously mentioned. This analysis of Part 1 sets up my
discussion of a detailed CDA analysis of the second half of the debrief discussion
(Debrief Part 2: 1U15 to 1U25). In this section, | again present the transtimbrief
Part 2 and a chart of interactional units. Discussion of the more detailed franscri
analysis reflects a numbering of utterances that are broken down within eaattioriata
unit. Transcript analysis of Part 1 leads to mapping chronotopic shifts in dist@urse
illustrate specifically how student immigrant identities are renaigat within classroom

space.

Critical Discourse Analysis of Debrief Discussion (Part 1)

In Debrief Part 1, the teacher establishes a focus on revisiting the Group dform
the classroom space. It is important to recognize at the outset, as is vesloligyfrom
the transcript, that the classroom debrief is largely dominated by therteBoisds clear
in the number and length of turns-at-talk (Ts) of the teacher (Ts1, 12, 14). Whdarthis
be interpreted as a clear exercise of power in controlling classroom disctiis
analysis recognizes the teacher’s principal intention to address thet cCoram.Unity
Conflict in reference to Group Norms within the limited time remaining in ldssc
period. Moreover, there is an attempt by the teacher to address Group Norrmisas we
respectful social interactions in the context of the instructional goals Gfoimen.Unity
Café sessions and the personal nature of the Immigration Narratives tetitrsl
curricular unit.

As such, | aim to move beyond a perception of discursive power in the classroom

that merely recognizes who dominates conversation but how power is exercised in
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classroom discourse. In fact, it is clear in the debrief discussion that stederdse
discursive power to perpetuate conflict in the classroom space by intgyject
commentary (Ts3, 13, 17), using body language (T17), and other semiotic means (Ts25,
29). Debrief Part 1 is characterized by the overt tension of on-going comdtict t
continues despite the teacher’s intention to reframe discourse toward debrief and
resolution. As previously asserted, this critical event illustrates tuigtion of social
space in the Comm.Unity is not governed by Group Norms merely because they are
posted. Itis precisely to the point of this analysis and explicit in the delsoefsgion

that these norms of behavior require investment by Comm.Unity members to give the
power. The teacher exercises both institutional and discursive power totreasser
everyone’'obligationto shared social space of the classroom.

The breakdown of interactional units (Table 11) of Debrief Part 1 illustrates
points of tension and the crescendo of on-going conflict in classroom discourse. In the
opening of the discussion (IU-1), the teacher both recognizes displeasureenatinflict
but assumes it was ‘my responsibility’ for the collective disrespectaifcav student
during the Comm.Unity Café reading. The teacher takes responsibility in feesoma
by framing a familiar relationship as an ‘older brother’ and recogniotigquially that
it was ‘not cool’ for him and others in the class. The teacher’s personal tmutsrdie

Group Norms reviewed in 1Us3-5.
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Table 10. Transcript: Comm.Unity Conflict - Debrief Part 1

Transcript — Community Conflict: Debrief Discussion (Part 1)

1. T:
2. PT:
3. EV:
4. CK:
5 T
6. EV:
7. PT:
. T
9. PT
10. T:
11. PT:
12. T:
13. RM:

. Yea, “in a positive way”. And “good communications is” [ ]\\

[lU1] This is what | am looking for, okMoving back from standing flip chart to stan
in front of room, both hands outstretched to side, with palms facin\i@gt happened
earlier, ok, in the middle of interrupting the debrief of Antonia’s storypisaol for
me; as it obviously not for other people in the room. So these are things théicesav
going on in the room and maybe it is my fault, maybe | have not been paying atter
you know, in terms of being the older brother here in our Comm.Unity, right? This
something that's my responsibilitfl2] So, if we have time, we are going to move
Raul’'s story to Monday{lU3] (Moving back toward the flip chgrGroup Norms, who
can read our Group Norms for us? Because if these are not working then weavib I
revisit these and change them; that's why they are thHeaeg(Thusaporn raises hand
that activity we did when we began this class. Can you read them torRi§?

Yes. Reading aloud from chart“Respect each other and love each other” =
[lU4] = Love each other?

Yes,(to EV) And then “Work together”//

/lYou scared of loved EV)

= Huh?! No!

[IU5] = Ok. “Work together to help
each other learn how to live peacefully! Be friendly and be gentle with ¢aetiso
feelings. And understand each other in” [ ]=
“In a positive way.”

\\(moving toward chartjour

responsibility.”
Yes.
[lU6] Ok, so these Group Norms, and the confusion we had here with people
disagreeing about how, you kn@gmoving to center of room and sitting in chair, in frg
of teacher’s desk, positioned in middle of horseshbeje’s obviously some concerng
not just from one person, or about one person, but, what is the concern here that
earlier? [ ] And how does that relate to what we agreed Iggogtting to Group Norms
chart).[IU7] Now these are the Norms that we all came up with and we all agreed
when we did that activity for our classroom community. And the reason that | tlid t
activity instead of us having classroom rules is that the ruleb@ateacher’s rules and
say, “These are the rules,” and you guys have to live by the rules. But if you don
believe in the rules, they don’'t mean anything, right? They don’t mean antahyng.
And that’s not the type of classroom community that we need to have, especialy f
a writing community when we are going to be writing, and talking about persafial s
like our personal narratives. Ok, so to me it's not cool if people aredegisrespected
when someone is up there telling important stuff in their life, and othesr doe not
giving them the respect=

[IU8] =fighting at each other.

ntion,
is

1a

nt

came up
to

ha
|

not

—

(Continued on next page)
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Table. 10. Transcript: Comm.Unity Conflict - Debrief Part 1 (Continued)

14. T: (Shifting position to address RauBey, this is not a time to XXX, you know. This is
something that you are involved in too Raul, so you have to be serious about it, right?
[lU9] (Redirecting attention to other studentsjon’'t want there to be negative energy
floating around this classroom because people don’t know how to [[starta is
putting things away in her backpack sitting on her dg8).0] So, what is the concern
or issue that we need to revisit?

15. PT: Respect each other.

16. T: Ok, so part of respect is what? What is it? [ ] What did {Hai-1] Marta, what was
part of that of being respectful of one another that you would like to remirizbu® a

17. MJ: 1don’t know.(Fixing things in her bag with focus on her bag).

18. T: Well this is your chance. You can't say, “l don't know,” because thieighance. This
is the chance where you remind(gssturing with hands extended to her and then
pulled in toward chestfor you what is it, what's important [ ] here in class?=

19. MJ: [lU12] =NO, because | didn't
like it when he talks bad, //you know, because when he-//

20.T: /lwhen somebody, you don’t have to-//, in genégalsturing
with hands in circular motion).

21. MJ: =0k, | don'’t

like it when somebody, you know, laughs at [ffands stretched out in front)
22.T: OKk.(glancing over quickly to right side of room)

23. MJ: Because that person doesn’t want them to do it, when they do that to them.

24. T: IIOK/I

25. RM: [IU13] XXX (Spanish)

26.T: (Turning attention to RM)Raul, are you listening? You need to list@aising hand
with palm facing in toward ear and gesturing gently back and forth to ear)

27. EV: [IlU14] Ah-ha. (laughs distinctly)

28.T: You need to listefas gaze turns to Erica sitting in corner who has engaged Raul with
facial expression)Erica, don't/=

29. EV: =OH!

30. T: =No, no. Don’t engage the conversation plgageing
both hands back and forth to gesture between Raul and Ekieg$ focus on what
people arefgesturing with one hand extended out and inward toward center of.room)

One student Erica reacts to the principle of “love each other” with a skeptica
tone, to which the teacher retorts playfully by asking her if she is *afraid df(ibird).
It is important to comment here that the teacher’s jest in this brief iiteraould also
be considered the teacher’s own (mis)placed humor given the student’s defensive

reaction and that this student was involved in the prior conflict and contributes te the on
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going conflict in the debrief discussion (IlU14, 16). Recognizing that the tedsbersas
humor regularly in classroom discourse lends again to a critical perspecthe on t
students’ showing of humor in the critical event. Since the classroom sociaispaee
where humor is allowable and is not contrary (and arguably even integral) to Group
Norms, we understand that teacher and students contribute equally to the issue of
(mis)placed humor in the classroom social space. This is central to the anatyss
critical event and the broader analysis of Raul’s classroom participhéibfotiows in
subsequent sections.

In 1UB, the teacher reiterates the current conflict in reference to the Goyops
in aims of bringing discussion to a global space of communication rather than the
localized conflict between Raul and Marta and the tensions of classroom space a
shared concern. The teacher characterizes the conflict as ‘confusion’ sagtégiment’
surrounding interactions as well as the ‘concerns’ are shared by ‘peagf@chfust one
person’ (T12). There is an important time-space shift (IU7) to the past discussthen a

beginning of the school year when Group Norms were established collaboratively
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Table 11. Debrief Part I: Interactional Units 1-14

Debrief Discussion Part 1 — Interactional Units (IU-1 to IU-14)

1 | Teacher unhappy with recent conflict during Antonia’s narrative and gtatsonal
responsibility for relationships in classroom space

2 | Teacher makes change in presentation schedule and signals shift isialsttudebriefing
conflict

3 | Teacher establishes reviewing Group Norms as focus of Comm.Unity discussion

4 | Student Erica reacts to ‘love’, teacher responds with (misplaced) l®ustodent Erica
reacts in defense of emotional self (maturity)

5 | Student Pang volunteer reads Group Norms aloud with teacher scaffold

6 | Teacher establishes shared problem of recent conflict in refeceageeed Norms

7 | Shift to past Group Norm discussion and design of shared obligations to pac&b$
writing community

8 | Student Raul interjects (or comments on) conflict & teacher remindswb gbligation.

9 | Teacher re-emphasizes to group the importance of listening in socel(&paat creating
‘negative energy’ of disrespect in communication)

10 | Shift to space-time of group debrief discussion (task) re: global epeesgpect as social
norm

11 | Teachers observes student Marta upset & solicits input, studsty sésiring, & Teacher
reminds Marta of her obligation/chance to (re)shape space through Group Norms

12 | Student attempts personal reference in conflict & teacher redirercto comment
generally (not personally) re global issue of communication, Student Behlishes
complaint about laughter (& mutual respect/13)

13 | Raul interjects side comment, in reaction, Teacher continues diakbgpeaker but
attention shifts to mediating side interactions (conflict)

14 | Student Erica engages conflict; during Teacher reminders toRatkning to current
discussion, & Teacher redirect of Erica to student Marta’'s comm@bltg&tion to space)

The teacher invokes the chronotope of the Group Norms by recalling their textual
production as more than just a classroom activity but a pedagogical choiceitatéacil
the co-construction of shared values, thereby, a shared obligation to the zamabt
the classroom. The teacher juxtaposes this intention with an alternateaiaspace
governed by traditional delineation of institutional power where the teachatediend
enforces ‘the teacher’s rules’ that students are expected to followfekey idon’t

mean anything to you’. The teacher rejects this directly (‘that'sheatype of classroom
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community that we need to have’) and reiterates the importance of Group ams t
‘writing community’ and the context of the present immigration unit and Comny.Unit
Café readings ‘ when we are writing and talking about personal stuff like aanaé
narratives’. The teacher names the issue of respect in depersonalizee tgripedple,
someone, folks’) that does not make reference to the current conflict between Raul and
Marta. The teacher discourse here reiterates a vision of social sgatastn@eaning in
Group Norms built on personal, caring, and emotional relationships in the classroom
Comm.Unity.

It is at this juncture (1U8) that the on-going conflict resurfaces withl Ra
interjecting into the group space a comment about “fighting each other”. &mnis is
apparent self-defense coming from his linguistic identity of a non-Englesdksr, as an
immigrant being ridiculed for speaking unclearly.(i.e. ‘I know how to speakisrigl
The teacher mediates Raul’s provocation while maintaining the current chronotope of
Group Norms through a series of consecutive comments that follow a local-tb-globa
trajectory. The immediate response to Raul is addressed at a micregacalof the self.
The teacher shifts space-time reference to local spaces of classteauntion in the
next comment about the importance of listening and ‘negative energy floadunda
(IU9). The teacher responds directly to the micro-local space of Raul & involved
too"), not to implicate him in conflict, but rather as a reminder of the mutuality of his
obligation to the global space of Group Norms. The third reference (1U10) shifts
discourse back to the debrief discussion at hand and querying the group from a global

discursive space of shared behavioral norms governing relationships (i.e. respect).
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The teacher pushes the tensions of debriefing the issues behind conflict by
redirecting an open question toward Marta specifically to solicit her ingat]l The
teacher’s aim here is to obligate the student to the group, that is, to solicife cagd
encourage participation in addressing conflict. In this way, the global spacerativer
behavior is intersected explicitly with the micro-local space of theichaial students’
experience (with conflict) and preferences. The student’s body language iand att
packing her bag in preparation to leave class communicate the on-goingtc@dhg
student is located in the present space-time of conflict still unfolding. As such, her
behavior translates into a lack of investment in engaging the group discussion inl a globa
space of norms of mutual respect. The teacher engages her directly byraphgatio
share her concerns by addressing the Group Norms: “You can’t say ‘I don’t know’
because this is the chance ... where you remind us, for you, what is important [ ] here in
class?”

The on-going conflict resurges in IUs12-14 as students interject antagonisti
comments into the debrief discussion that causes the teacher to succelssivelyus to
check student discourse to maintain the global space-time of Group Norms. In the 1U12,
there is again a discursive mediation by the teacher redirectingnstmhements (T19)
away from the personalized micro-local space of individual behaviors withiadale
space of on-going conflict. These discursive moves reflect the teacbalsstg
maintain debrief discussion in a global space of Group Norms (T20) despite students’
continued efforts to perpetuate conflict. Marta follows the teacher pleadk ‘spe
general’ about ‘somebody’, and promptly rephrases; “ Ok, | don't like it when somebody

you know, laughs at ME.” Although the rephrasing is thinly veiled within the global
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discursive space, a general reference allows the conflict to be deglimesdim the
discourse of Group Norms.

The teacher’s attention in 1U12 is drawn to Raul who then in lU13 makes an
inaudible comment (T23) in Spanish that overlaps with Marta explaining how “that
person” also doesn't like to get laughed at (T25). The teacher abruptlctsdittention
to Raul reprimand, “You need to listen.” (T28). This prompts a mocking reaction by
Erica (“Ah-ha”) in IU14 which is clearly antagonizing to Raul, as if g SBhat’s what
you get!”. At this point the teacher redirects attention immediatelyita Eo check her
antagonizing reaction that perpetuates conflict (“Erica don't'=) and Bgaa reacts
defensively (T29) to the teacher’s direct response to her. The teacher therageiaes
quickly from the micro-local space of these targeting comments of on-goifigcictin
the local space of the group debrief, attempting to refocus on Marta’s cosnahenit

(mis)placed laughter in classroom communication (T30).

Key Points of Analysis of Comm.Unity Spaces

It is important to briefly reiterate some key points about these interaeatohs
how they set up analysis of Debrief Part 2. Detailed CDA analysis of Plusttales
several important points. As interactions in Debrief Part 1 clearly gitgstthere is on-
going conflict that is transpiring even as it interweaves itself in tehee’s attempts to
debrief the conflict that transpired earlier in the class. Despite ttiectemapparent
attempt to facilitate a group debrief by revisiting Group Norms andffermeation of
more global understandings of respectful interactions, students are contamgatyed in

conflict in ways that directly contradict the teacher’s efforts and intentitighlighting
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the contradictions between precepts of Comm.Unity as an emotionally cartegesyh
one riddled with conflict aims to underscore notions of third space as built on navigating
discursive tensions in ways that renegotiate immigrant student identities.

On that note, we observe our focal student Raul as being, in many ways, held in a
discursive positioning as an antagonizer or ‘problem student’ even though helis large
occupying a defensive position in these critical events that are the focusysfsaana
Although Raul does not make many active moves in this excerpt of classroom discourse
his brief interjections are strategic to draw reactions from both teanbdestudents. To
problematize his role in the Comm.Unity, the conflict during Antonia’s readingpn@s
where he was clearly ridiculed, causing a previous defense of his liogdesttity as an
immigrant student who “know(s) how to speak English.” This put him in a defensive
stance through this interaction, although clearly poised for conflict. These ptioviscin
the classroom involving Raul, both as instigator and target, are an overarching
chronotope of the Comm.Unity space and the Writing 2 class throughout the school year.
As such, the chronotope of “mediating Raul” both reflects and shapes the aaiadlysis
findings of the study given that these teacher perceptions frame and éltestarcher
lens.

In terms of the teacher’s discursive maneuverings seen in Debrief Parelarhe
several instances where the teacher’s spatial references movetiaeoineonversation
back to a globalized space of Group Norms and away from the micro-local and local
dynamics of the on-going conflict. There are several points where thertesakes
consecutive spatial references that moves conversation from a micrgpacal to a

local space, on a trajectory of ‘retreat’ to a global space of Groups\asrthe focus of
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the current debrief discussion. | contend that these spatial movements in teacher
discourse help facilitate connections between immigrant students’ idaintitg micro-

level to larger global spaces that highlight chronotopes of their immigtpatiences. In

the critical events here surrounding the Comm.Unity Conflict and the Debsefigsiion,
issues of communication become the global spaces of experience that connect student
interactions in the classroom to their broader life experiences. Thesesnliscupves to

the global spaces of communication and immigrant experiences are furtieeritraCDA
analysis of Debrief Part 2 in the next section. CDA analysis of thisatr@vent

facilitates the mapping of shifting chronotopes that trace how student inmnigra

identities are renegotiated in transformative ways in classroom space.

Debrief Discussion (Part 2) — Mapping Shifting Identities

Critical discourse analysis of Debrief Part 2 leads to mapping shifts in chpenot
and space-time scales in classroom discourse that | contend indicatean Stifteent
identity for immigrant ELL students. The chronotope map (Figure 9) drawn from this
analysis is discussed in greater detail following discussion of transcalysée, however
it is instructive at the outset to highlight key points to frame the direction ohalysas.
The mapping of Debrief Part 2 shows a movement through shifting chronotopes that
represent student identities as: immigrants (and emigrants), ELLs, studsohool,
workers and employees, caring group members, among others. Situated Ircariteod
of the classroom, there are also shifting chronotopes | characterize hsothatape of
(mis)communication which is an integral discursive thread of classroomatnberan

this ELL Writing 2 course. While this may be a simple observation on the one hand,
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CDA analysis traces how teacher-student interactions surrounding Group Norms
addresses communication and miscommunication at multiple space-time Shakas
scales | define as the:

e micro-localspace of the self,

e local space of the classroom as a discursive space of multiple and

simultaneous social interactions, and at

e global spaces of communication abstractly (at a meta level) that reframes

engagement of students in multiple space times of their lives, past, present and
future.

These chronotopes of immigration and school are mapped along the interactional
units of Debrief Part 2 which illustrate how the simultaneous intermingling ofsgiver
times and spaces (interspatialities) shape school discourse. Mappinghttoesdtapes in
the production of classroom space carries implications for (re)negotiaérayailable
school identities of immigrant ELL students in ways that speak back to their livegsspa
(Lefebvre, 1974, 1991) of marginalization and oppression.

Transcript of Debrief Part 2 is presented below in Table 12 and analysis covers
IU15-24, which are outlined in Table 13. Debrief Part 2 is characterized by more
emotional referents in teacher discourse and moves toward connecting theogatro-|
spaces of individual experience to more global spaces of immigrant experieness
chronotopes of immigration are connected to classroom space through the on-going

debrief of classroom conflict and meta-level awareness about the dyrdmics

communication that affect immigrant ELL students of the Comm.Unity.
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Table 12. Transcript: Comm.Unity Conflict - Debrief Discussion (Part 2)

Transcript — Community Conflict: Debrief Discussion (Part 2)

30.T:

31. EV:

32.T:

33.EV:
34.T:

35. RM:

36.T:

37.Ss:
38.T:

39.EV:
40.T:

41. AG:
42.T:

[lU-15] So, so people, laughter. Laughter is something that can be misunderstood.

and there’s a time when, you know, two people-//

[IU-16] //Not really. Because wouldn’t you know when someone is laughing at you~

mean you could notice those things obviously.

[lU-17] Well, maybe there is a time and place to show laughter. There’swinezs
we could think that something’s funny, but we don’t have to show it, we don’t wan
share it to the Comm.Unity. Precisely because it may not be appropght@, ri
(Attention and gesture directed toward EV)

Right.

Right?[IU-18] When someone is reading, maybe they are feeling like, “Why are th
laughing at the way | am speaking?” Or maybe someone is concerned here- For
everybody it is difficult to come up here and pretend, and to read in English, and t
you are reading your stories. So | think that we need to be sensitive to ¢hiogef
that people might feel nervous about, right?

[lU-19] XXX I'm not nervous.

Huh? Well Raul you may not feel nervous but obviously other people, paitidtiat
are sitting here sharing. This is not specifically about you Raulbigataall of us. It's
about all of us. | don’'t want to make this personal because that doesn'’t, that does
solve the problenflU-20] It's just a reminder that these are things about
communication, about oral communication, right? Body language, all those things
[lU-21] Like when people are sitting in my class like this (leans overaiatyv
slumping to side, and putting chin in his hand as if to sleep;

Quiet laughter from a few students),

... or like thisghifting position in seat
to put head on forearm as if sleeping on the JJaéskay mean that they are just tired,
because they have been working all night. | could be iileking a frowning
expression, gesturing with hand outstretgH&hsst! What's up with you? Man, you
need to wake up in my class?” It may not be personal against me, but | may take
personally, rightPlU-22] So we need to be aware of the signals that we send, //righ
(gesturing to Erica with eyebrows raised as if to seek agre@ment

//Sorry. (low voice)

... and being sensitive to one another. And it means
controlling ourselveqCK raises hand and puts it down prompf{J-23] just like PF
had to hold a secret for three monttsr{ing in chair toward PI. It means being
sensitive to other people, just like the supervisor at McDonalds’ needalize that
you don’t need to raise your voice at people to get them to understand what they
to do better.

Yeah.

[lU-24] Ok, so we all need to be sensitive to that. And that is something that is
different between communicating on the page, reading and writing, but oral
communication is a lot more dynamic. So, | want you in class to think about how y
are respecting one another as we are communicge@sgufing to Pang who is raising

Ok,

?1

ey

nen

nt?

—t

nee

hang.

(Continued on next page)
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Table 12. Transcript: Comm.Unity Conflict - Debrief Discussion (Part @h{iGued)

43.PT: [IU-25] Sometimes it is tough for me because | don't like wait, they laugh at me, and
sometimes they tallBell rings to signal end of perip@nd | don’t understand, and
they just laugh, and | don't understanfio(ne students get up to mpve

44.T: It's a hard thing to getgetting up from chairput, let’s take this as a reminder to one
another. foving toward student degKs ] Good job you guys.

Continuing from the analysis of Part 1 above, Part 2 of the Debrief Discussion is
delineated by the proposed boundary signaled in IU15, in which the teacher reclaims the
present space-time of the debrief discussion despite inertia of on-goingtcémfétysis
illustrates that this discursive trajectory of maintaining the globalesph
communication reiterates Group Norms as it relates to classroom spaoenagchint
experiences broadly. In 1U15, the teacher moves to re-establish thescerefiglispute:
“Laughter is something that can be misunderstood”. The teacher is met in W% wit
direct challenge of “Not really” interjected by another student Erica whoncmast a
current of tension established through Part 1. Erica’s retort takes the notion of
understanding laughter as the very literal notion of observing the maisiuaé of
laughter as something one can verifiably see, “obviously”, as she contehdgppatrent
sarcasm.

The teacher responds in IU17 with the global parameters of “time and place” in
communication, to assert that laughter is something that can be shown stigtagatal
appropriately based on the social context. Here the teacher frames thehmition t
responsibility lies with the micro-local space of the self to make dis®ichoices
regarding laughter and the meanings potentially misinterpreted basedarcentext.

The teacher reasserts the hypothetical situation of (mis)placeddaugminding

students that “we don’t have to show it”, which frames these discursive moves as one of
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choice by each individual. The connection between discursive choice and obligation to
norms of “appropriate” behavior in the local space of Writing 2 is made expliwit

don’t want to share it to the Comm.Unity” (T32).

Table 13. Interactional Units - Debrief Part 2

Debrief Discussion Part 2 - Interactional Units (IU-14 to 1U-25)

15 | Teacher reclaims present space-time of debrief discussion & dstaliisue of laughter ags
key (mis)communication

16 | Student Erica interjects & contradicts/challenges teachengthiat laughter is clearly
observed in a communicative situation

17 | Teacher reshift to social/group space, and importance of ‘time and placeggotiating
meaning & (mis)understanding of laughter, student Erica acknowledges

18 | Teacher references shared feeling of insecurity with laughter de@iigng aloud on
multiple levels: role play setting of Comm.Unity Cafe, L2 experiencsopat narratives;
need for sensitivity to nervousness on many levels

19 | Student Raul interjects to assert self as not nervous/insecuespdnds that others may
feel nervous; then redirects away from micro-local of Raul agjt¢e shared concern and
group obligation

20 |Reframes in global issue of oral communication and body language in integlessace

21 | Shift to role play of (mis)communication with classroom interactipasforming student
with humor; recognizes self/teacher also equally responsible fojir{tarpretation of
personal offense, recognizing students as workers

22 | Teacher reemphasizes self-awareness in communication, sensitindtself-control; quick
request for acknowledgement by Erica who apologizes

23 | Teacher links to immigration experiences as retold through studemgsaal
Comm.Unity Café; global space of home country & challenges of entigrgtiesent
experience after arrival as immigrant in work place

24 | Connection to differences between oral and written communication, & remsiotdespect
in social interactions of classroom Comm.Unity,

25 | Student Pang shares experience with (mis)understanding laughter of himnalitistream
peers, period ends

The use of the first person plural ‘we’ in these consecutive statemestestthat
each group member is equally present and powerful in shaping social space of the
classroom. Moreover, the phrasing of a shared obligation (‘have to’) that islwillful

accepted (‘want to’) speaks to the spirit with which Group Norms aim to shape social
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spaces of learning in the ELL classroom. The teacher assertion that taongtyt@ot be
appropriate’ also frames how discursive meanings are negotiated in soceab$ze
classroom. In this case, the notion of an appropriate ‘time and place’ implidsethat t
proposal of humor may be misplaced in social interactions. However, on the one hand,
the ‘appropriateness’ of humor also implies that even though humor may be proposed, it
may not be understood or shared by others, regardless of the ‘time and place-ness’ of
such (mis)placed humor. In Ts32-34 the teacher seeks acknowledgement of
understanding with student Erica who acquiesces by simply repeating tuighta
hushed and agreeable tone.

In IU18 the teacher reframes the issue in the local space-time of the Coitym.Un
Café and the shared challenges of reading personal narratives aloud to tfiEabless
14). Here the teacher speaks globally of a shared nervousness and possibte feeling
students have when they are in the vulnerable position of having their turn to share in the
Comm.Unity Café readings (L70). The teacher addresses numerous possibigtssnsi
that students may experience in this culminating activity of publicly shaminmggration
narratives. In doing so, the teacher recasts students from multiple subjaohppBiom
varied co-mingled spaces of identity that drawn on diverse space-timesacherte
reasserts that (mis)placed laughter may be misperceived through theitreseof an
immigrant ELL who is self-conscious and thinks quietly, “Why are they laugititiue
way | am speaking.” (L71). The teacher reminds the whole group of the shared
experience of doing oral presentations in front of peers and giving an academi
performance of their own lives: “for everybody, it is difficult to come up here and

pretend” (L73). While the Comm.Unity classroom space strives for a safemsitse
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space, the notion of students ‘pretending’ (L73) adds even more pressure in the sense of
students being forced on stage in role playing the Comm.Unity Café (evagdatls

merely with a midnight poster and a lava lamp). Being on center stagdlénglmay

enough for many students, and for many people in general; and that much more so in
doing public speaking in English as a second language (L74).

Perhaps it is an obvious point, but there is significance in how the physical space
of the horseshoe of desks arranged in Room L2puts the person sitting “up here” in the
middle of attention, from right, left and center. It is interesting to reconsider
discursive power of sitting “up here” (L73) in the teacher’s chair pereenced
differently by teacher and student. As the teacher, | feel that theiahapaces of this
arrangement and its location allowed for a facilitation style that was ralareed and
personal. | was able to roll over and put my hand on the arm of the person withebeir tir
head down on the desk from working the previous night, a situation | role played in 1U21,
perhaps with (mis)placed humor. It is, however, naive to presume that the student fee
somehow empowered by assuming this spatial and discursive location at the ceérger of
group. A notion of bestowing a discursive power in being the center of attentioseis fal
when students realistically feel a power imposed on them with the ‘assid i
central location. For the student sitting “up here”, the power of this central spamads
inverted when they experience all eyes and ears on their academic peréoohtsir
immigration narratives. The teacher recognizes this challenge fonang read their
own life out loud to the world (L75), and several students showed emotion (some tearful)

when retelling difficult experiences through their immigration naresti
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The teacher’s plea for sensitivity is disrupted, however, when the focahstude
Raul (IU19) illustrates the power on the periphery by effectively claimendoes not
need others’ sensitivity. Raul’s statement, “I'm not nervous” (L77) seovpsdition him
outside the shared Comm.Unity space shaped by emotional and social sensitivity. This
subtle interjection, uttered with an assertive ‘I'm not’ that fell into a radfthervous’,
exercises power over the social space by undermining the Group Norms tleatties t
struggles to re-establish. The discursive move presents a direct chatidhg Group
Norms that the teacher aims to re-establish in the debrief discussion. Raalisent
denies a sharing of common vulnerabilities with his fellow Comm.Unity menalsers
immigrants, ELLs, students learning public speaking skills, adolescemitsgsparsonal
stories and struggles. This was a characteristic defensive move byahstéoent, to be
oppositional in ways that reasserted a public persona of self-confidence.sthiside
move (L77) illustrates one thread of his school narrative as a nexus of tension, both in

instigating conflict and how he reacted in defense.
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Table 14. Transcript Analysis - Debrief Part 2 (1U18)

IU18 — Teacher references shared feeling of insecurity with laughteluring reading aloud on multiple levels: role play setting of
Comm.Unity Cafe, L2 experience, personal narratives; need for sefigity to nervousness on many levels

Spoken Discourse Chronotope Space-time Social Identity Communicative Language & discourse features
(Time-Space) (spatio-temporal Function
scale)
70.|T:  When someone is |e Classroom |e present/local spacete role playing - e generalizes o ‘feeling” — emotional interpretation of
reading, maybe they are space time of Comm.Unity| mis/reader of common discursive meanings in social space;
feeling like, e immigrant café (mis)placed immigrant e ‘like’ — interpretation, not confirmed,
experience (&| ¢ hypothetical space ¢f laughter experience of but based in perception, rather than
accent L2 (mis)comm. e students as linguistic intention
learner) sensitive marginalization| e ‘reading’ — reestablishes local space
classroom, specifically Comm.Unity
Cafe
71.|“Why are theylaughingat |e Classroom e present/local spacet e facilitator of space e role playing e role playing student reader, in local
the way | am speaking?” | space time of Comm.Unity| e role playing student self- social space of Comm.Unity Café
e immigrant o Café (mis)comm. consciousness, readings
experience (&| e micro-local of indiv. | ¢ Empathetic to L2 | insecurity in e ‘perlocutionary’ perspective (of
accent L2 reaction exp. social space listener) on comm. & meaning,
learner) e students as (Bloome, p21)
sensitive e tone is even, shift in body position
72.|Or maybe someone is e immigrant e micro-local of indiv, | e facilitator of space e recognizes e transition to another example of stude
concerned here- experience (& perception e Empatheticto L2 | emotion concern with public performance, clas
accent L2 o situated within local| exp (anxiety) w/ presentation, personal narrative
learner) space of classroom| e students as comm e ‘here-' - truncated statement to rephrase
sensitive
73.| For everybody it is difficult| e immigrant e present/local spacet e facilitator of space e recognizes o ‘for everybody it is difficult’ — common
to come up here and experience (&| time of Comm.Unity| e Empathetic to L2 | emotion sensitivity to the public language
pretend, accent L2 Café exp (anxiety) w/ identity of ELL & personal story
learner) * School space-time |e students as comm o ‘difficult’ as emotionally difficult cuz
¢ hypothetical of sensitive e establishes of personal experience; difficult in
(mis)comm., e students common performance
misunderstand performing experience e comment recognizes multiple

(Continued on next page)
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Table 14. . Transcript Analysis - Debrief Part 2 (IU18) (Continued)

chronotopes interwoven in
Comm.Unity Café reading; personal,
group

‘pretend’ - ??? possible meanings —
pretend of Comm.Unity Café; self-
critique of the staging of readings

74.

and to read in English, e immigrant ¢ present/local space+ e facilitator of space e recognize ¢ second language challenges; self-
experience (& time of Comm.Unity|e Empathetic to L2 | challenge of L2 concept?
accent L2 café exp speaker in e generalizes common immigrant
learner) « hypothetical of e ELL students school, social experience of linguistic marginalizatid
miscomm., e students as Space
misunderstand sensitive
75.|and then you are reading |e immigrant ¢ present/local space+ e facilitator of space o indexes L2 e Personal stories; self-concept? Self-
your stories. experience (& time of Comm.Unity| e Empathetic to L2 | performance &| conscious; emotional
accent L2 café exp readings e ‘your stories’ — culmination of
learner)  hypothetical of e Students as academic study during immigration
miscomm., writers/ narrators unit.
misunderstand e Immigrant
76.|So | think that we need to | e immigrant ¢ Future space-time gfe facilitator of space e recognizes e ‘be sensitive’ — Group Norms ‘be
besensitiveto a lot of things experience (& strengthened Group e« Empathetic to L2 | many possible | gentle’
that people mighfieel accent L2 Norms exp emotional e ‘alot of things’ — implies space-times
nervousabout, right? learner) e Students as concerns in at play in classroom discourse
e (mis)comm. sensitive current e emotional - students might feel nervo
e Students as risk | Comm.Unity about’

takers

Café setting

recognizing diversity of subject
positions and emotions and everyone
consideration of that at play in group

space

n
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The teacher’s response to Raul (L78) aims to disarm his challenge gyirtcg
his claim, while reminding him that other group members feel nervous, partdhiar|
student sitting in the middle sharing her narrative. The teacher makeet gisift to
disengage from Raul’s challenge and depersonalize the on-going conflast af (RUS
& IU13) away from Raul; “This is not specifically about you Raul.” (L79). Tdecher’s
comment identifies a ‘micro-local’ space of the individual (‘you’) in prootucof a
‘local’ classroom space. This reply works to disarm Raul's defensivedatien (L77)
and claims of emotional confidence; and importantly, reposition him as not the denter o
tension, which was a chronotope of the Comm.Unity space. In L80 the teacheraiterat
the issue of a shared involvement in the classroom conflict (“It's about all ofwhith
recasts Raul as merely another member responsible to Group Norms in a slahred loc
space. “l don’t want to make this personal,” the teacher explains (L81) in moving to
reframe discussion toward the “problem” of (mis)communication that is key to
maintaining the shared local space of the classroom (1U20).

The teacher makes a shift in IU20 to a global space of communication, discussing
abstractly in terms of how signs and interpretations of meaning can be mstaader
often when emotion is deeply involved. In this way, the teacher seeks to reabseeda s
attention to the process of spatial production in the classroom. Embodied meanings
(mis)conveyed through “body language and all those things” (L83) areldentra
interactions in social space. In this critical spatial event, the teasberts to students the
importance of being sensitive and “aware of the signals that we send,” iebethe
misperceived. Itis a plea for more emotion in handling the emotions of others asethey

performed and embodied in student behavior. The teacher quickly moves in L84 to a
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classroom example through effectively role playing a simple situation irhwhident
behavior is misunderstood from the perspective of institutional authority with owmershi
over classroom space (“Like when people are sitting in my class like. this”)

In 1U21, the teacher shifts to a local space of the classroom by role pldikag (
when people”) an example of a student sitting slumped in the chair as if sleepred.or
The teacher’s antics of performing with accentuated body language @mdja of
humor drew a few quiet snickers from students (L84-86). In L87, the teacher ctenatruc
hypothetical space-time of the classroom within the present debrief taghighihat the
teacher may also misinterpret student behavior as disrespectful tanmegisschool
norms. The teacher offers a self-critique in speculating that there aréegfitierate
meanings behind student behavior (“it may mean”) that may escape the teacted si
within the hierarchy of school spaces. With an animated parody (L88), the tealeher
plays how a reactionary misinterpretation of student behavior can lead to paggtest
over respect and control of institutional spaces and delineated social norrhawabbe
between teachers and students. The teacher role plays a strong offemdertobsthavior
cast with a colloquial, rough tenor of the sidewalk, (“Phsst! What's up with yon&”) a
reasserts sole ownership of the classroom space and enforces the norms bleallowa
behavior(*Man, you need to wake up in my classMhe teacher’s ‘alter ego’ (and other
side) performed in this hypothetical space-time serves as a sejtierdf the
institutional power wielded by the teacher.

This shift to an alternate space-time of the classroom in which tension is
vibrating around the teacher’s own interactions and (mis)communications essttuat

teacher as just another group member with equal vulnerabilities in maintainitigeposi

185



relationships in social space. The teacher recognizes strong emotion ierihvocal
spaces of the self which is channeled through personal (mis)perception and
(mis)interpretation in communication in the classroom. There is recognitiba of t
illocutionary effects (L8991t may not be personal against mand the perlocutionary
effects (L90; but | may take it personally, right?’9f micro-interactions in the
classroom. In reframing the teacher as equally susceptible to (misjcoocaton and
tension in the classroom, this hypothetical classroom space provides a refatenpiof

a responsible adolescent carrying job and personal responsibilities, which should be
supported not judged.

This example interaction of a student acting overly tired was something that
occurred occasionally, with different students and for different apparent reasweeds;
(not always a real need for rest, but perhaps just a common adolescent behavior of
appearing disinterested). Shifting into this hypothetical space-time erftgdtconflict,
however, reflects another chronotope of immigration and the lived spaces for immigrant
students having work and family responsibilities that affected school pation. For
myself as the teacher, this tension of Comm.Unity involved recognizing and imgdiat
challenges of student behaviors, prompted by personal circumstances of financia
hardship and family obligations to their own children and family in America and in their
home countries. For many in the class, and the focal students in this interactoid |
argue that a ‘student’ identity was not the predominant discourse shapingdhe ‘mi
local’ spaces that governed their presence and performance in the class.nbhito
imply that they did not care about school, but more simply, that they had other

obligations that compete with school among their priorities. This need to worktsedle
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lived reality for those students whose immigration narratives, beforegdamohafter
coming to America, are shaped by low socioeconomic status and financial hardship. The
immigration narratives of these students were shaped by the chronotope of #healim
dream” of a better life and opportunity. CDA analysis of another criticaltgwesented
in later sections maps the chronotope of the American Dream and the focal stugents °
hop hopes’ that intersect in his immigration narrative.

The shift in space-time in IU23 reflects a discursive intersectingeofgtobal and
local spaces of immigration and communication. The teacher recognizeslthe r
challenges faced by students, pulling together multiple space-times ajriamini
experiences in the past, recent past, and present. Chronotopes of immigratisn are al
intertwined in the lived spaces of the immigration unit as acadewnient, process and
product It is in the intersecting space-times of the Debrief Discussion vitisranalysis
traces available opportunities for students and teachers to renegotiateesgifamt
immigrant youth in school spaces. CDA analysis of the Debrief Discussime$ a shift
of classroom discourse in IU23 that pulls together the micro-local studengiation
narratives and global spaces of what people experience in emigration frotrothei

country and immigration to an adopted one.

Mapping Chronotopes of Comm.Unity

In the chronotope map of Debrief Part Il (Figure 9), classroom discourse is
situated principally in the present time of the Immigration Unit as the argguirricular
unit. In IU23 the teacher links past, present and future in a consecutive retiignce

stretches geographically from the home country, to employment in Americhadol s
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spaces of the classroom. In 1U18, the teacher’s future-oriented comment zegphas
Group Norms through emotional engagement and sensitivity toward diverse immigrant
experiences shared in the classroom. Again in IU23, the teacher reempheasiges G
Norms in the future through the abstract space of communication as a sociad prates
requires sensitivity to produce safe and supportive third spaces.

In L97, the teacher connects the challenges of self-control (L95) in
communication through the example of one student Clarisse Mbah’s immigration
narrative and Comm.Unity Café session in which she described hdWweashto hold a
secret for three monthsbout her departure for concerns of personal sas#tg related
how she and her family needed to be secretive about their departure out of fear of being
targeted for the money that they saved and collected to make the journey atedinesett
new country. During the debrief of her narrative, she spoke about how this overriding
concern for safety meant that only immediate family were aware of heetqoéamigrate
with her brother and father. She was not even allowed to tell her closest thahdke
would be leaving for America with no guarantee of coming home. One day, shétjust le
everything behind. Framed within this imposed silence, this student’s emigration from
home is another illustration of intense emotional connections and disruptions through
socio-spatial relationships that shape the chronotope of immigration and third space
the ELL classroom.

Again the imperative dfbeing sensitive to other peopl€lL.98) in social space is
related to abstract space of communication as a social process negotedsages and
making meaning. In L99, the space-time shift connects the immigrant exqeeaé

preparing to come to America with the challenging reality of life inreAoa after arrival
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and the working world where several of the students spent long hours every week. The
teacher relates sensitivity in communication with the recent debrief dmcuss
Antonia’s narrative in which students share the challenge and frustrations ngdeith
the“the supervisor at McDonald’s”Basic interpersonal communication and power
dynamics of the workplace are complicated further through a second language and
culture, and in most likelihood, the youth and immaturity of adolescence in learning how
to be an employee. The students recounted how supervisors would speak harshly in
giving instructions, react critically to your performance, and not estahlsupportive
environment where an employee was allowed to learn from mistakes, but rather one
where mistakes would be dealt with punitively. These communication challenges
experienced in a low-paid, low-level position made the lived spaces of employment
painful for these immigrant students, a social and economic marginalizatioa all
common for low-income immigrants that disproportionately fill service.jdhsse
challenges of hard work, marginal treatment, and cross-culturaéobalf come with the
chronotopes of immigration. It is an unromantic characterization of ‘the Aameric
Dream’, but Raul’s insight on Antonia’s narrative captured an essence in plaimgohe si
terms:“She came to USA to make some money.”

This chronotope of employment in school discourse produces third spaces where
immigrant identities as workers and responsible family members ictevib
institutional identities of ELL student. Space-time links in IU21 linked potential
misunderstanding in classroom communication due to the teacher misperceiving student
body language from being fatigued from work and family obligatibmerking all

night’). The teacher’s interspatial references to Antonia’s narrative and tiigaige
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session discussion about workplace communication reaffirm this unromantig oéali
immigration, recognize students as workers, and validate the challengestkat
responsibilities impose on school. This connection between the debrief discussion’s
emphasis on communication facilitates a direct interspatial linking cfrolaim space
and work space, where a sensitive and supportive perspective should guide social
interactions and spatial production.

In 1U24, the teacher shifts back to the global space of communication to remind
students of shared obligations to norms of behavior, and that “oral communication is a lot
more dynamic” than written communication (L102). A metacognitive persgeati
developing their own functional and critical literacies that are intedlmm@ spaces of
the Comm.Unity Café session, student narratives, the Immigration Unit, paedssof
immigration, and classroom space. There is a future-oriented shift onnaratid24 in
aims of refortifying the love and care of the Group Norms hanging on the wall by
“respecting one another as we are communicatifigl03).

The teacher’s quick intertextual references to other students’ narraiivéhea
recent space-time of the Comm.Unity Café reading, link micro-local, émchblobal
spaces of student experience within the Immigration Unit. Moreover, the tesacher’
reference links the global notion of communication, as a chronotope of immigrant
experiences — past, present and future — to the process of spatial production in the
classroom. The space-time links accomplished are connections between learning to
communicate and multiple student identities: as Comm.Unity member, as ELhtstagle

employee, as responsible family member, as emigrant, as immigrant (§gure
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Summary of Analysis

CDA analysis in this chapter traces how different space-times retatied t
chronotope of immigration are represented in ways that renegotiate studeneslentit
school spaces. Utilizing CDA methods to trace and map representations efiisiEasce
classroom dialogue provides direct insight into the production of space in the classroom.
The focal interactions of this transaction represent key moments in the ditdriefsion
that ensued following the student reading and feedback. Focusing on this partexdar pi
of data is purposeful in this study for several reasons.

First, in articulating a notion of third space for immigrant ELLSs, | purposefull
analyze data that is engaged with conflict in the classroom. From agiersé social
production of social space, we must examine the intense, emotional dynamictof face-
face interactions to get a sense of spatial production at the microtpragbose that
understanding underlying tensions and enacted conflict in the social space of the
classroom must be from our intellectual, emotional, and spiritual selves. €hevaff
and emotional notion that ‘we teach who we are’ (Palmer, 1998) puts our whole and
complicated selves at the center of social interactions in the classroommniigrant
ELL students and their teachers, this entails identities that are locatedrisedi
languages, cultures, and places brought into conflict in school settings. Shifting
chronotopes of immigration uncover interspatialities linking the chronotopes of tonflic
and communication in the classroom (Debrief Part 2) to space-times of &mgjdram
the home country and employment struggles in the American workplace (Deltiéj).P

Analysis traced the teacher’s discursive retreat to global livedspacemmunication
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and community in mediating conflict through reemphasis of shared norms of respectful
and caring interactions.

Second, despite the critical literacy goals underpinning Comm.Unity in the
Writing 2 classroom, | recognize that spaces of oppressions are alsodueguahrough
workings of discursive power both within and across institutional boundaries of school.
The focal interaction is from a class marked by an undercurrent of tension thaedhount
and broke into conflict during a Comm.Unity Café reading. These interpersonattsonf
were in disrespect to a fellow classmate who was telling her imnaigrstiory and
despite the teacher’s attempts to mediate both verbal and non-verbal commuriication.
the focal interaction of the debrief discussion, the teacher frames iomafaiollective
responsibility to classroom space and challenges of communication imaedlsettings.
| exercise power in my obligation of students to Group Norms of behavior with the goal
of obligating themselves to the Others that share the classroom spacedasimamess.
However, despite my attempts to reassert and re(facilitate) a commontowenito the
shared space via Group Norms of behavior, the undercurrent of conflict continues in
disrupting the very discussion about behavioral norms that aim to address comflict. |
focusing on a classroom interaction where student conflict interferes withpantant
group sharing process which the teacher cannot effectively maintairtplamderscore
the very notion of third space or Comm.Unity as one born of engagement with tensions.

Third, this interaction illustrates a meta-chronotope of the Writing 2 classroom
showing ‘mediating Raul’ as a learner and contributing member of the Comm.Unity.
While the data selected for analysis directly involves Raul as a partioigtwet on-going

conflict, his participation is one of multiple foci of analysis as intermmgpdif tensions
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from multiple space-times and chronotopes exists. Rather, it is the how thé debrie
discussion interrelates school and non-school spaces, local and global spaced, persona
and shared spaces, in aims of depersonalizing conflict (away from Rauask pdint)
and reiterating collective commitment to norms of behavior rooted in love, reapdct
friendship through effective communication. As the teacher redirects at ong"fits
not just about you, it is about all of us.” As it is with many individuals sharing classroom
space, there are simultaneous processes of spatial production occurring both
independently and co-dependently. Clearly, the teacher’s institutional position of
authority can not control the myriad space-times intersecting in the production of
classroom space which is ultimately a situated process for each indivilisalodal
interaction highlights Raul as just one contributing member in the Comm.Unity and as
student whose chronotopes of classroom conflict are not marked merely by beimgti
behavior but also cases of him being targeted (i.e. ‘I know how to speak English).

In summary, analysis of classroom interactions presented in this chalatetr ref
tensions of facilitating an effective and critical classroom legrapace that invites
diverse immigrant experiences. The classroom portrait describes calsgyatces of
student-centered curriculum, group norms based on emotional engagement, fasticipat
academic tasks, and idealized notions of Comm.Unity. However, analysis otittad cri
event of group conflict illustrates tensions in lived spaces reflected in anagkhr
classroom discourse.

In the next chapter, | focus more closely on the ethnographic case of Raul in
analyzing and mapping space-times of an immigration chronotope of ‘hip hop hopes’ for

the future.
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CHAPTER 6
(RE)NEGOTIATING IMMIGRANT IDENTITIES IN SCHOOL SPACES

(RE)WRITING RAUL

After school on Monday | ran into Raul waiting at the bus stop in front of the church

uptown. He was sitting patiently listening to his iPod which he carries with him
the time. Music is an apparent constant for Raul. | said, “What up?” to him and

all
he

paused, looking at me, not really recognizing me immediately, probably because |
had on my own iPod and hat and sunglasses. When he realized it was his teacher, he
smiled while also turning his head away with a smile, seemingly embarrassed to be

caught outside of school at only 1:30, during E period at school. | asked him w
he was going and he said he was headed home because he had guided study
period. When | asked if he had permission to leave school, he shrugged his

shoulders and smiled not giving an answer. He asked where | was going and
home also. We got on the same South Cuttersville bus that came along promg

here
hall last

said
tly. As

we were sitting on the bus, | was reminding him that the trimester is ending and we
have to get the rest of his unfinished work done. He looked at me as he usually does

with a somewhat unresponsive expression that tells me maybe he is not follow

ing

exactly what | am saying. | asked if he got caught up with Ms. Rainee’s class and he

said yes. | asked how he did that and then recalled him doing it during interna
suspension for excessive absences. | quipped, “Internal suspension, right?!” H
smiled big and responded, “Yea!” (Field notes, February 27, 2007).

Figure 10. Vignette 2: Raul on the Bus

e

The analysis in this chapter focuses more deeply on the case of Raul, a 15-year

active presence in classroom conflict, as antagonizer and/or antagonizeglinipse of
the Comm.Unity chronotope afediating Rauilvas consistent for other students and

myself as facilitator of the shared social space. However, as ¢ fepotential roles of
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old immigrant male from El Salvador, who navigates institutionalized roles anelsspsic

a bilingual, special education student. Analysis in the previous chapter illusteaibsl R

antagonizer and antagonized, Raul was also a constructive and positive Comm.Unity



member who engaged in group dynamics, has positive relationships, and contributes to
learning objectives. In the previous chapter, the critical events of the Contyn.U
Conflict and debrief discussion were sparked by Raul’s participation in the Fkéttbac
role, in which he shared the positive insight about Antonia coming to America “to make
money” in support of her infant son. His association of an immigrant “American Dream”
of economic prosperity was something he recognized in common with other student
experiences during the Comm.Unity Café sessions.

The chronotope of “the American Dream”, textualized in his discourisg dfop
hopes is central to this chapter’s analysis of the critical spatial evenic&tiscourse
analysis of classroom interactions illustrates the significancegafgemg his strong
investments in hip hop music as a musical genre, nexus of community membership, and
field of hope for his future aspirations as a hip hop DJ. Chronotopic analysis of classroom
dialogue during the writing of his immigration narrative show how the interaction of
mixed local and global chronotopes make connections between his musical investments
in hip hop and the broader societal inequity of unjust government, racism, and class.
These discursive connections between his world, the world, and the classroom world
illustrate potentially how third space is produced and identity renegotiated Bpatia-
temporal lens on classroom interactions. However, to appreciate learningiofijgsrt
and production of third spaces in engaging hip hop discourses in school spaces, it is
crucial to describe Raul’'s case in the context of the marginalizing spanegdteted in
school.

The following sections of this chapter are broken down into three major parts. In

Part I, I will provide an ethnographic portrait of the focal student and thepheulti

196



institutional spaces that framed his school identities in Special Education amhEng|
Language Learner programs. The analysis of this chapter aims to ghallen
institutionalized discourses of Raul as an ‘at-risk’ student due to his strugghagmic
performance, inconsistent attendance, family background, and non-schoolaedemnbti
speak back to deficit perspectives of minority youth often characterizeddyyctass,
culture, and language (Nieto & Bode, 2008), | characterize Raul’s institLidemdities

as SpEd and ELL as backdrop to foregrounding an analysis of his identification with hip
hop culture, music, and discourses.

In the Part Il of the chapter, | describe my own and Raul’'s connections to hip hop
as a chronotope of our classroom space that | contend was relevant to his school
experience and (re)negotiation of his student identities. | provide brief baétand
theoretical context of hip hop discourses in the growing research literatune loophand
education that is instructive for a broader ethnographic portrait of Raul’s role in
production of third spaces in the classroom.

In the Part Il of this chapter, | turn again to critical discourse analysiae
critical spatial event in which teacher-student interactions surrounding hip hop hopes
illustrate the transformative potential of engaging students’ lived spAsdhis student’s
immigrant hopes evolved with his musical interests, | map shifting chroncibgas
critical event to illustrate potential for renegotiating student idefartymmigrant ELLs

in school spaces.
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Part I: Institutionalized Student Identities

Last Day of School Conversations

The last day of school of the school year for students was a make up day for final
exams. Raul was the only student | saw that day. He was in to make up his finahgramm
test for my class which he had missed. As he struggled through the test, rioigréuoal
past progressive tense and other linguistic follies, | went about cleaning egnbull
boards while | tried not to help him too much on the test. When he was about two thirds
of the way done with the test, we were pleasantly interrupted by Ms. Rainee Lthe EL
Department Head, who stopped by to follow up with Raul about various housekeeping
items, as she usually did in looking out for all the students. She checked in on how his
classes ended up, and in particular how he did on his Algebra class. He shared with a
wince and an innocent smile that he got a 45. She asked if he was going to go to summer
school so he cold get credit and move on to the next course in the fall.

We discussed his need for better organizational skills, in class and with his
homework, so he could keep current and not fall behind in his work. We discussed
whether he was getting enough help with his study skills and organizationahgesll
which was to be coming from his SpEd support during a directed study class. We
reiterated to him that he must practice reading and writing which wesete¢skills to
graduate high school. He was told that he would have to repeat ELL Level Il aurricul
next year because he had not sufficiently progressed in his linguistiogieeat and
academic performance. Ms. Rainee discussed the evaluations being done ¢inhaky
the year’s end) by the bilingual psychologist to help determine if he needs Bufport

as documented in his Individualized Educational Program (IEP).
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“Do | have one of those? | heard that’s what people get when they tried to
graduate high school,” he said.

“No, that's a GED,” we said.

Marginalization in School Spaces & Tensions at Home

It is very significant that Raul was not familiar with his IEP. During thst day
conversation, he expressed an interest in wanting to stay in school and graduate from
high school. He shared that he did not want to end up though at the Learning Academy
which was the satellite campus for students needing alternative instruatiodels and
learning support. (I found out eventually that he did end up getting moved there the next
year). He also recognized his need for more structure in meeting hisrdcade
responsibilities at school and at home. His comments are consistent with esdiiabge
happen in the formalized IEP meetings or are likely when students are befoptem
adults and feeling certain pressure to fulfill expectations — they anpmerpaiately.

However, in a private conversation following our discussion with the other ELL
teacher, he shared with me that he did not even know what an IEP was. He even asked
the question if everyone had an IEP, clearly showing gross ignorance asentthé c
role this document plays in his schooling and how it is the principal framework intended
to guide his instructional day including the materiality of scheduled clagassrooms,
and classmates that shape how he lives school spaces. In that last day comyversat
asked him about whether he understood about his IEP and its purpose. He paused and
then asked me with a calm and quizzical look, “How long do | have that?” When |
responded that he has had one since middle school, he blew a dismissive exhale from his

pursed lips (“phssst!”) while cocking his head back with surprised expressioke Ithea
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reasonable inference in this analysis that Raul experienced a realizateas{a
momentarily) that his experience in school had been mediated by this educational plan
and a tag he had been carrying for several years without real conscioudmsss of
location in school spaces.

It is not an uncommon occurrence for students and parents, especially low-income
minorities, to be left at the margins of their own IEP process and its inighisdor their
own social and learning experience in school spaces (Klinger & Artiles, 2003 The
issues of marginalization are even more acute for immigrant famitiesare navigating
the challenges of interfacing with the official spaces of school whereothaicultural
and linguistic backgrounds are not effectively accommodated. This also proved to be the
case with Raul’'s mother, the principal contact with the school in the IEP prodesse
oral English communication was at a very beginning stage. A translator endah s
bilingual outreach worker were assisting her with communication througholiiRhe
process and other student support services received by the family. Despitepgotss
provided to the family, it was apparent that the student and family were not confident in
navigating these school spaces. Another cross cultural dynamic that immagnérest
must navigate is the difference in parent-school relationships and their role in se
advocacy which is also impeded by basic communication. Their role in the IEP review
meeting was relatively passive. They were asked to speak a few timespgnnses were
limited although the majority of the time was devoted to teachers reporting about
progress and challenges with Raul’s academic work. There was a lot esag@bout
what Raul needed to do but no conversation structured around how we, as educators,

surrounding him could better help him do things differently or better include him in the
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decision process. Admittedly, | make a judgment here that there are alteaystto
structure relationships between immigrant families and students espacglch a
complex case where multiple learning needs are intertwined.

In our final day conversation, | spoke with Raul about the need for him to be
aware of his own IEP so that he could better advocate on his own behalf and on behalf of
his parents. He shared that this dissonance between home and school discourses added to
additional tensions in their parent-child relationship as well. Instead of Ehad& tool
for advocacy with the school surrounding academic needs in school, the family’s
marginalization in the process was translated into further tension at homauAs R
commented in response to my comment about advotideyesta echando la culpa a
mi! (She is putting the blame on me!”).

Raul is a complex case study that prompted concerted efforts at the buildihg lev
to re-evaluate his learning needs and explore other possible challengesgnperct
consistent progress in middle school since his arrival in the United States. e was
intermediate ELL student who was fifteen years old and in the 9th Grade ané¢hef ti
the study. He emigrated from El Salvador in a 3-month journey over land as an
unaccompanied child that turned 13 years old along the way. He arrived in the
Cuttersville Regional Middle School for grade 7 when his initial refefaalSpecial
Education began. He then relocated to Virginia where his father was living but he
reportedly had extended periods of truancy for several months at a time. This s&mool y
was largely considered a loss of a year and represents a signifsraptidn in his

schooling upon arriving in the U.S.
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| entered into a long-standing conversation about his academic performance and
engagement in school which was not improving despite concerted efforts by building
support teams and district outreach services. The sociocultural context of Igsantm
experience and family context also factored into the building assessi®ig te
discussion of his learning needs and concerns regarding observed isolation and possible
depression. He was observed regularly eating alone in the cafeteriaranaehe
several times, as described in the opening vignette, when | would find him in a side
hallway across from the ELL home base classroom L2 which led to the Eplalrtohent
office.

There were many confounding factors in assessing Raul’'s academicrzeréer
in light of his pre-existing IEP and still unidentified learning differen&ome of the
details of his identified ‘non-specific disability in writing’ included:

generating written language in longer assignments;
comprehension of longer reading assignments;
retaining and recalling instructions;

recalling information in testing situations;
short-term memory problems

Raul’'s IEP underwent a formal review during the course of the schoolyédarvas
overdue for revisiting and revision, but the re-evaluation process only managed to
schedule assessments with a bilingual psychologist at the very end of thiftggar
conducting preliminary meetings and assessment with him in Spanish, the pgiatholo
commented only anecdotally and prior to any documentation, that Raul had ‘severe’
attention deficit problems (i.e. ADHD). | never saw any such written sissgg prior to

the end of the year. These undiagnosed needs presented underlying questions for how to
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best support Raul’s learning in Writing 2. These questions are also threaded

indeterminately in this analysis of Raul's experience and identities in|sgaces.

Academic Progress & Repeating ELL Level Il

Focusing on Raul’s negotiation of identity in academic literacies ecesdly
important in the context of his marginal progress over the school year. Baserse di
assessment tools and data from classroom performance, we discussedt@sc mat
procedure in the ELL department, all students in order to determine eligibilitysior to
proceed to the subsequent ELL level which impacted enrolment in corresponding ELL
courses, appropriate mainstream courses, and scheduling considerationsiver elec
availability. Raul's classroom performance in ELL courses and his maimstieases by
the end of the school year showed him in danger of getting mostly D’s and F’s & all hi
classes. He was awaiting his math final exam grade which, accordictyotm/glistrict
policy, he needed at a minimum score to bring his failing course grade abowenaimi
in order for him to be eligible to take the math summer school class to raiseraigeave
and become eligible to move to Calculus.

Based on Raul’'s academic performance and his marginal progress on state
language assessments, the ELL department decided to have him remain Htdrel&d
not advance him to Level Ill, which meant a repeat of the Writing 2 classhttaug
Despite this administrative decision, the ELL team also felt that Raokfgprogress
was not due to lack of either cognitive/academic or linguistic ability, Ratlveas the
result of other confounding factors related to ineffective learning habits arfticiest

strategic support plans in place around him across the ELL and Special Education
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departments. While this discussion was certainly situated within the ELktohepd's
perspective and discourse around students, there is significant data that irrdseateas
dissonance and lack of coordination among the various educational professionals and
service providers working with Raul and his family. There are broad iniplsafor
educational policy and programming drawn from this case study of Raul as &i’;at-r
bilingual, Special Education student (Klinger & Artiles, 2003). This is especial
relevant considering his experience within a relatively well-resduroexmunity reputed
for its progressive, multicultural agenda in the public schools. These broadeatiopks

of this case study for curriculum and instruction as well as policy and rese#irbe

discussed further in the last chapter.

Dis/Organizational Challenges

Organizational challenges were one principal concern with Raul’'s academi
progress, and therefore, with his own participation in the community of the Writing 2
classroom. In the context of a writing process curriculum, it is signifibabhiRaul often
could not complete final compositions to similar expectations as his classiaite
was not because of an inability to offer significant insights into content or respond
appropriately to others’ writing. Rather, Raul often did not have the drafting work
completed or available when he arrived in class, thereby, making it difbcgiveé and
receive feedback with structured peer editing tasks. He repeateghaced or lost his
binder, journals, and cumulative writing portfolio which made it difficult to consider the
progress of his work without the textual record and evidence of his work. Homework

logs and assignment charts were created and provided for all students torutilize i
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documenting assigned tasks,. This was especially important for Raul due to his
identified short-term memory problems although he was not able to take advantage of
this system. His backpack was in a constant state of disarray and the papdrsside
a binder were stuffed in as a stack of dog-eared sheets, not properly insertetiregethe t
rings. Raul consistently had some left-behind clothing, XL t-shirts and swéstshi
discarded on the heater in the classroom. | attempted to help him organize his pape
mess on several occasions which meant helping him make piles of papers based on
subject in order to discern what he may and may not have saved. However, this task
was rather time-consuming and was difficult to address as regularlydedn&ée
discussed among the ELL teachers in particular that some of these necessary
organizational tasks should be addressed in his academic study skills class;eand ther
were on-going concerns about disjuncture between the ELL support and
recommendations and the SpEd team'’s interventions.
Recognizing some of these basic attending skills of being a conscientious student
is an important starting point for understanding Raul’s performance and paidgitijpa
the writing class. While | expected all students to be responsible for magtaccurate
and effective organizational systems, | had to consistently reconsidés paxformance
in light of this issue and negotiate my expectations because he had sericuRidfi
with the basic work of being a student. These challenges were central to nmegbisti
learner identity, perceptions of teachers, and how he navigated his institutierssd a
student in school spaces.
There was a continuing discussion in the ELL department about the effectiveness

of the SpEd support model he received which gave focused attention on mainstream
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content courses during his Academic Support class. Despite on-going budget idsues tha
were threatening funds for bilingual tutors, ELL Department Head Ms. Raiveeated
staunchly for keeping important bilingual tutor positions which allowed Raul and other
ELL students to receive native language support during Academic Support and in
mainstream classes. Ironically, SpEd staff managing the Academic Stipygort

commented with seeming frustration (or resentment) that Raul and the biliatgual

would sit together and speak Spanish the whole time. This reflects a two-fold
marginalization of Raul in SpEd spaces as being perceived as a linQuisticwhich

provided an unspoken justification for staff not to directly engage and support his
learning tasks.

These illustrations of his membership and marginalization in these varied school
spaces — mainstream, ELL, and SpEd — were a constant point of discussion and
negotiation that directly impacted his academic identity as a student. MAhHe L
colleagues and | also shared responsibility in supporting Raul's progressy#sene-
going dissatisfaction in the ELL department with the SpEd department’s leipders
mediating Raul’s organizational and learning needs. In various interachierfSpEd
staff directly implied that he was not fulfilling his own organizational raspmlities and
was not showing any investment in wanting to improve his academic performance.
Interactions documented in field notes triangulate this tension of student exyschsatd
student needs that grew over the year.

In the next section, | discuss how hip hop discourses were spaces of relationship
and engagement with Raul that provided both challenges and opportunities within school

spaces. Hip hop discourses provided a terrain for production of third spaces for Raul and
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me to relate personally in school spaces and, in the process, offered opportunities to

renegotiate his school identity.

Part Il: Negotiating Hip Hop Discourses in School Spaces

An ethnographic appreciation of how Raul and | related through hip hop is a
chronotopic backdrop to CDA analysis of the critical event presented in PartHis$ of
chapter. As a starting point, it is relevant then to briefly describe my owntidienti
relation to hip hop culture along with Raul’'s engagement with the hip hop community.

| am a long-time fan of hip hop culture but | do not per se consider myself an
insider to this discourse or cultural community. | am an appreciative patron ofsloé a
hip hop. Also, | am allied to the positive forces of hip hop but | am not one who
contributes to cultural production directly. By contrast, Raul was activelgteden the
hip hop community, constantly plugged into the music, working and learning to DJ,
wearing hip hop styles, producing social space imbued with hip hop discourses, and his
hip hop hopes in writing about the future. Taken as a cultural difference between us, our
interactions surrounding hip hop were shaped by abstract spaces rather thad a shar
identity; but our lived experiences intersected around hip hop in ways that allowed for

renegotiations of identity in school spaces.

Teaching Self: Appreciating/Appropriating Hip Hop Discourses
It is relevant here to attempt to articulate my appropriation of hip hop aest#etics
discourses and its importance for my relationship with the focal student. | dthso wi

intention to neither glorify nor trivialize hip hop in this narrative and analysasher in
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line with the theoretical and methodological goals of this study, | explore how
connections with hip hop discourses frame the chronotope of immigration and represent a
shared connection — a third space — between myself and one struggling ELL student.

Hip hop does not represent the community context or worldview that framed my
socialization. | grew up in a suburban, university town in the northeast United States
when hip hop was emerging in the 1970’s and 1980’s in the South Bronx of New York
City. | was a witness and fan to the growing arts and urban aesthetieatia¢d friends
around me, but hip hop did not define my coming of age. Like millions of other youth
back then following hip hop culture emerging on the East Coast and traveling to the West
Coast, | memorized the lyrics of Sugar Hill GanBapper’s Delightthe track that made
history as a commercial watershed for hip hop. I still listen to my deddéing cassette
tapes of old school hip hop music from junior high and high school that play in low
fidelity on my first dilapidated boom box. | was never a performer of any hip kop ar
although | managed a decent back spin, practiced graffiti lettering on etyoods,
mimicked beat box riffs, and could memorize my favorite jams. Yet, these wegsdoin
of a cultural outsider.

My first teaching job in a public middle school of Washington, D.C. was my
urban immersion and introduction to education in “the hood”. It was the time when hip
hop became an urban aesthetic | appropriated around my work and living and one that
energized my experience. It was another experience of working withaCAanterican
immigrant youth and observing their struggles and adaptation to American setool a
community settings that were mostly African-American and dominatdualyop

discourses among adolescents. Something about hip hop also echoed spaces and struggles
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around me at that time — school spaces, community spaces, and personal spdugs. Hi
rhythms traveled with me during years living overseas, where, still iarb@ grittiness
of commutes and night shadows, | plugged into the urban pace of hip hop rhythms to
keep me moving confidently down unknown sidewalks late at night. In the years
following that | spent abroad, | also withessed the global arrival of hip hop tono#ue
youth and popular culture in places far away.

In the years preceding the school year of this study, | had been teachinigg tra
and researching in urban school districts. | worked on research projects wébhsiipi
faculty, fellow doctoral students, and public school teachers that explored htwerteac
can incorporate hip hop genres in literacy instruction for urban youth. Teaching and
researching in these settings resulted in studies and professional pi@seotaitered on
analyzing how hip hop discourses in school curriculum and instruction can produce third
spaces for non-dominant students. | applied these interests in developinger sum
communication course drawing from hip hop culture for students with special needs and
learning disabilities, most of whom were middle class white kids, not the lawnac
minorities associated with hip hop. Coming off the second summer of teaching this
communication course, | took the position as an ELL teacher at CuttersvilieSelgpol
to teach communication and writing courses. | brought with me these personal and
professional experiences surrounding hip hop and school learning which provided seeds
for the abstract spaces of Comm.Unity that are at the heart of thioolassthnography.

In this study | presume that deficit perspectives associated with Hip Hop are
intertwined with deficit perspectives of non-dominant youth and in particularbahur

low-income, communities of color (Nieto & Bode, 2008). As such, | am allied ta®ffor
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aimed at political activism, consciousness raising, youth education, an@dtnaaisie
community visions through hip hop. While | would not claim to be on the front lines of

these efforts, | offer my respect to those pushing this political work and positiizd s

transformation. As pervasively as hip hop discourse has been appropriated by corporate

media and consumerism, there are organic, community-oriented efforts that dieav on t
resistance roots and artistic elements as vehicles for community ongamizuth

advocacy, and positive social change.

Hip Hop Discourses in the Comm.Unity

While | am wary of essentializing the influence of hip hop music on adolescent
behavior and identity, it is important to tie up Raul’'s personal experiences vath the
relevant themes that are portrayed and reflected in hip hop culture. While Hip hop
discourses do not reflect a mainstream educational discourse, this does nohynply a
correlation between identifying with hip hop amak identifying with school. There is
also no correlation between being academically unsuccessful as a reaatt of s
identification with hip hop. To the contrary, literature reviewed in Chapter 2 dtestr
an increasing scholarship, advocacy and practice around recognizing hip hop as an

important vehicle for academic and critical literacy development.

Forman’s (2002) characterization of spatialized discourses of hip hop and a sense

of scale is illustrated in Raul’s identification with the Spanish mixed-ctiedggaeton
which is the musical genre coming out of transnational Latino communities of the
continental U.S., Puerto Rico and other Caribbean and Central American communities

(Rivera, Marshall, & Hernandez, 2009). Raul showed investment in hip hop culture
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broadly, but the spatialized identity and discursive formations of reggaetoib@usc
space with greater meaning for Raul as it touched on his cultural, lingudtracalized
identities in immigrant America.

We connected surrounding shared musical interests and we actively discussed and
shared music, exchanging CDs and listening to music on each other’s iPods. Muasic is
on-going point of convergence for our teacher-student relationship, while sisautsly
a point of struggle over the consistent attachment to his iPod and headphones; this
seemed consistent in all his classes based on feedback from other teachers.

Today in the computer lab we were working hard on the final drafts of our letters

about the issue of busing homeless kids. Raul was working in the corner spot near

the window. He was working fairly well, maintaining his concentration although

as usual being distracted by his need for music. He said his iPod broke and so he

was streaming music from a site. It is always a constant battle with him over the

music, but that is his passion. (Field notes, April 4, 2007)

As the above excerpt illustrates, the utilization of music in the classrosra wa
constant source of both productive and disruptive tension. On the one hand, music
provided a reified funnel for more productive participation in academic taskeent of
helped keep him on task and was one of his study habits. That is another thing that he and
| share, for | am always one to have music playing when reading and writingvétowe
the welcoming presence of music and allowing students at appropriatediosssrhusic
to help them focus on individual work also became problematic. Unlike some other
teachers, | did not make the decision to restrict Raul from his music in th@aclassr
context because | felt there was more potential for productive engagementoibsedit

challenges; although there certainly may have been times where tyooacademics

should have overshadowed consideration of his personal identity and need for music as a
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tool for keeping on task. Despite these on-going challenges, I tried to make mmect
between content and hip hop culture and the discourse communities it representg as a wa
of encouraging him to write around themes of personal interest, many beingmegatese

by and through hip hop culture.

“Un hombre tiene que ser real”: Keeping it Real in the Comm.Unity

Personal conversations with Raul surrounding music and life experiences over the
year allowed me a sense of his flirtations since his arrival in the U.S. with earaheg
discourse of hip hop, what could be nominalized as “street life”. Hip hop discourses
portray and convey an urban experience of “the hood” that is marked by male-dominated
themes that spawn strong critiques that hip hop is inherently misogynistic and violent.
While engaging in a critical discussion of hip hop discourses is not central ttuttysis
is relevant to describe how these aspects of hip hop discourses are recurralisin Ra
classroom participation and academic writing. As he wrote on a graffiéil mssignment
we did for a unit on gend€tun hombre tiene que ser realihich translates directly as
“a man needs to be real'This reflects discursively the notion of “keepin’ it real” which
references in hip hop discourse the idea of authenticity and realism to the lived
experiences that hip hop represents (Forman, 2002).

Broad content analysis of the data set shows themes of Raul’s participation and
writing that is consistent with a discourse of “keeping it real” in termeesenting
street lifeand performing a code of respect in interactions surrounding conflict. An
example was Raul’s interest for an optional media assignment in investigfatiigs

about the brutal transnational El Salvadoran gang MS13 that has received natidiaal m
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attention in the U.S. He recounted to me that he was aware of their presence during his
time in Virginia where he lived after recently arriving in America. Wahthe El

Salvadoran students described community settings back home where violence and
intimidation by different groups, government and civilian, was common. A major
contributing motivation for migrating to the U.S. was to flee the instability andnael

of post-conflict El Salvador that is one of the legacies of a decade-long aiihat saw
diplomatic end with 1992 peace accords.

The social commentary in Raul’s writing reflects a transnational anssefi¢he
marginalization and exploitation of poor communities in America and El Salvadgr, “m
two hoods” as he depicted on a poster presentation comparing his home and adopted
countries. For another unit on homelessness, youth, and education, he wrote in his
composition that homeless youtire going to pay for what the parents are doing like be
in the streets ... they can be killed and [nobody] will know because of gangs of drugs
Drug use was another theme in his classroom discourse of street life vaticassonal
gestures or jokes about smoking weed and getting high. Perhaps, more thaienreflec
of his habits, these remarks were likely intended more toward getting i@mefamtn
others which was a feature of Raul’s presence. On occasion, his cousin andteldggma
react to these drug references with innuendo as if there was truth to this behavior.

Raul was a very large, broad bodied young man with wide shoulders and a strong
physique. He played football at the beginning of the fall but had to quit because of low
grades which disappointed him. Despite his formidable size, he still had some remnants
of a youthful chubbiness. He could easily be taken as much older than his sixteen teenage

years. He could realistically pass as older and gain access and exposuresocadul
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spaces and their male-dominant discourses. According to fellow teachers whbignew

story since his arrival in middle school, Raul was reportedly taken by some tancles

social gatherings where there was drinking and he was supposedly even taken to an adult
strip club.

Like most adolescent heterosexual males, Raul was interested in girls (and
women). This was evident in his playfulness and occasional flirtatiousnes&milkef
classmates and his efforts to be the joker to gain their attention. He would &kso ma
inappropriate gendered comments or behavior that were misplaced in the sociahspace
discourse of classroom interactions. This was a component of analysis of the
Comm.Unity Conflict episode and Debrief Discussion in the previous chapter. An
example was just before the female student began reading her immigeatiative
while she was sitting in the center chair on stage, Raul pulled out a smallaigiera
and attempted to take her picture, explaining with a mischievous smile, “It ig/for m
cousin,” as if to imply he was going to get them connected. Echoing principal gibfue
hip hop discourses as male-dominated and exploitative, Raul’'s gendered interactions suc
as this were another recurring source of tension in the social space of $heoctgften
in a communicative chronotope of (mis)placed humor as discussed in the previous

chapter.

Acting Hard: Negotiating Codes of Respect

Another aspect of Raul's male-oriented discourse was an invokingtiee life
discourse in the classroom space by “acting hard”, or taking on a self-confident

disposition of being tough. While | would not describe Raul as outwardly aggressive, |
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am sure his behavior could be intimidating for other Comm.Unity members because of
differing cultural norms of behavior and his occasional discursive performahbesg
obnoxious or acting hard. In one very telling exchange during a unit on race and
ethnicity, we were discussing a homework exercise in which students had to think about
using language strategically in a social interaction when faced witd prejudice or
discrimination.

One Korean student named Hyun related a recent personal experience in a Math
class when a white student stereotyped him along the “model minority myghig $hat
“all Asians are good at mathand that is why he didn’t like Asians. (According to Hyun,
apparently the other student wasn’t doing so well in the class.) In reaction to this
scenario, | invited the other students to brainstorm how they might respond in this
situation. Raul was the first to interject that he would fight the person in defefrag
people”, which could be interpreted as Salvadorans specifically or Latinesady.

When | pressed him further to think of his choices and the consequences of figlsting, hi
defensive reaction was only a sarcastic ret@vhat | am going to do? Tell the teacher?
If | did that, | would be, like, stupid!”

Raul was invoking a “code of respect” that was outside an institutional behavioral
code governing school spaces. He rejects the option of deferring to the teacher’s
institutional authority and power to mediate this racial conflict, dismigemghought of
turning to the teacher for support which would only reflect poorly on himself (as soft).
Within the classroom Comm.Unity, however, | took opportunity to engage him directly
within the academic content and task of practicing the use of language for swegicstrat

social situations of dealing with racism. | challenged him to think about his choices

215



recognize that they have consequences, and that an aggressive response issaatyneces
going to be the best thing for “your people.” After a few exchanges, | disehfjage

him directly to avoid shaping group discussion too much based on his reactionary
comment. | turned the question to other students to react to Raul’'s comment by shari
alternate responses and strategic uses of language. This presented the tpfaortuni

Raul and others to think more critically about negotiating a “code of respect” ang faci
racial discrimination they experience as immigrants in school, community aikglace

settings.

Tensions of Multiple Identities in School Spaces

The home and school tensions surrounding Raul’'s DJing and other nightlife
activities came to a head during an IEP meeting in January. The outre&en retated
that this was a source of tension with his mother who was having difficulty magitori
Raul’s social activity. She worked long, evening hours, and sometimes on weekends,
which compounded parenting challenges of being available to guide Raul’s time out of
school. She related that he was resistant and did not comply with her wishes against
activities and social settings that might expose him to drinking alcohol and otir s
pressures. When his mother shared her concerns to all in the meeting; she susedeas
everyone in the roorfgque es una buena persondthat he is a good person). There was
a tense exchange that followed when a bilingual tutor who worked closely autraRo
shared directly about him DJing in a club being problematic while makingatritic
comments about his lack of engagement and performance in school. However, it was

clear to him that coming home at 5:00 a.m. on a Monday morning was not cool,
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especially when he came in late and tired to school only after the ELL depahtoael
called the house to check in on his late arrival during first period. Unfortunételigam
leader did not make any attempts to ask Raul about his interest in music and R&#ing as
important and relevant endeavor.

Immediately following the meeting | discussed the issue with him tjirat in
the privacy of the side hallway near the ELL department space where imevofikl hide
out when he got confused about his class schedule or did not want to go to the cafeteria. |
explained that | understood how important the experience was because of his passion for
hip hop music and that it was also a great opportunity to learn the skills of DJing working
with his uncle. He recounted that, after the club closed. he was brought along byéis uncl
to eat with some girls whom he described as ‘crazy’, suggesting his evaatgobn to
their dancing style and other social behavior. We discussed directly thaheugh te
loved DJing this was not something he could continue because there is no way he can be
ready for school being out so late on Sundays. This was especially an issue of
disrespecting the wishes of his mother. At the end of our conversation followirtgRthe |
meeting, Raul admitted to me that he knew it was problematic and he would eventually
have to stop DJing at the Pacific Club which he did. | would guess that thefall staf
involved was relieved to have Raul removed from this night club scene and with fewer
distractions to interfere with school obligations. While | was also conddondaim, |
was disappointed for him, knowing how hip hop excited and engaged him with himself

and the world.
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A Low Note with the Law: Community Service (Learning)

During the spring, Raul got arrested for shoplifting CDs at a local
electronics/media store. He was given a probation officer and was sshtenc
community service at a site that was yet to be identified. Out of concern thaathis
putting Raul further “at-risk” in and out of school, the ELL staff discussed and
recommended to the SpEd team the possibility of arranging community sarthee
school which would keep him engaged at school and would create opportunity for
additional academic support. From the ELL department perspective, therdackhoh
response on this recommendation and little advocacy in support of Raul and his mother in
finding a site for his court-mandated community service. He eventually did his
community service with a local astronomy association setting up telesmo@gurday
mornings for public viewing in the downtown area. | ran into him one sunny day in town
and he said that it was working out, that the old man supervising him was nice, and he
liked being outside and seeing people.

On different occasions during this community service period, Raul did confide in
me about the tensions he felt in wanting to have material things. Materi#h igeal
another clear theme of hip hop discourses, portrayed in lyrics and videos thataglorify
luxurious lifestyle that comes from “making it”. Ever-growing hip hop fashndustries
and increasingly influential commercial media increasingly fuel thedliing” themes
of material wealth. He shared with me in confidence about experiences o$éenamal
premeditation upon entering a store. Yet, he divulged this to explain that while he had
these thoughts that he could just ste&bmit then | couldn’t do it! | couldn’t do it!"he

said with a wide-eyed, surprised expression at overcoming the struggle of noascie
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| qualify my narration of Raul’s legal incident for fear of further cefucing
deficit perspectives of an ‘at risk’ immigrant, ELL student, or of hip hop as aivegat
influence. Although materialism is a vein of hip hop discourses, | do not claim Raul’'s
shoplifting incident was the result of his investment or identification in hip hop or a
manifestation of him “keeping it real”. It is a common impulse for adolescemiarit
things, and the temptation to steal is also arguably rather common for adole$edints
backgrounds. However, in Raul’s story, it reinforces a vulnerability relatbis t
socioeconomic reality and class experience in the chronotopes of his innonigrat
narrative.

In the next section, | analyze a critical event and map shifting chronaibpes
immigration represented in teacher-student discourse. The chronotope offffabbg
hopes represents his immigrant “American Dream” and his pursuit of a Hettardéugh
a life in music. Critical discourse analysis illustrates how shifts iarndtopes facilitate a

(re)negotiation of identity for Raul as an immigrant youth and a student in Spamas.
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LIFE BEFORE In El Salvador

My last school was something that | am never going to forget, because there were
many things that | liked about it. The name of the Salvadorian school was ESCU€la

SUPErior. | did many things that ware wrong but 1 just loved it, because that was the time

that | was alone just with my grandmother. My parents were in the United States, making
money for my sister and me, and my sister was studying in el Instituto Nacional de
La Tecnologia. , were she majored in something about construction .
She lived in our house (Moreno *s HOUSE) and | lived with my grandmother. 1 lived in
two places my grandmother’s and my house. In front of our houses lived my best friends
Joshua and Gabriel.

When my mom decided to bring me to the U5 | was so happy because my dream
was becoming real but, at the same time | was feeling so sad because | was leaving my

country maybe forever, my beautiful country; where | might never return.

THE JOURNEY

| made the trip 1o America alone which was scary, It took me one month and

fifteen davs, from | Castilla, Provincia Norte, E.S. to Springtown, VA \yus 17 vears

old when | made my journey 1o the U.S.A. | left my home on March thirty first. My

birthday is June 15 so | turned 13 years old some where along the way, but | don't

Figure 11. Raul Moreno's Immigration Narrative (Part 1)
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remember where | it was, | think it was in Puebla Mexico. When | was in El Salvador and
I passed across the border from Guatemala to Mexico, they made me throw away every
thing like my two jeans and my 3 t-shins so all | had left was my one 1-shirt and a pair of
jean. | crossed the border of Guatemala to Mexico with chairs in my back so the border
watchers thought that | went o buy those chairs in Guatemala so they thought that | was
form Mexico. But my other partners had to walk 8-10 hours to cross that border, so | feel
s0 lucky about what happened that | just walked 15 minutes and the others walked 8-10

hours just to cross the border.

LIFE in AMERICA

I have many hopes for my new life here in America. One of the reasons is that |
should get my license to drive legally, so | could buy my car and achieve my dream, be a famous
reggacton [ of all the world because music is of the few things that 1 like. Reggacton a Kind of
music that is made from basic beats of hip hop, reggae, dancehall and all the Latin rhyvthms like
bachata, merenge, salsa and cumbias. | will get so much money with this kind of music that
makes a lot of money because it is one of most selling discs in the entire world. Also | like a lot
of rapping and | wish | could be a rapper to defend all my Latin people. But when | am playing at
the club it’s really good that people are moving 1o the song of my beats and it feels really good
that | could be famous some day and get & mansion with many kids and a wife. What 1 am feeling
in the USA, is that people can get a lot of opportunities working really hard to make it But if you
are just coming 10 have fun, it can make you pay the consequence, like getting in the jail and
being deported or even dying because there is a lot of violence in the best cities. Being in peace
all depends on who you are and what you are doing. If are you doing something good, then good

is going 1o happen to you. That's what my experiences have taught me.

Figure 12. Raul Moreno's Immigration Narrative (Part 2)
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Part Ill: A Critical Discourse Analysis of Hip Hop Hopes

In this section | focus analysis on Raul’'s immigration narrative (FigLes 12)
and a critical event of teacher-student interaction during the writing gtdog8l first
describe teacher and student challenges in Raul’s writing processsfonthigration
narrative. This is important for illustration, consideration and critique of thigsaaalf
Raul’s classroom experience, renegotiation of student identity and the production of
school space. Second, | characterize the chronotope of hip hop hopes that is threaded
through Raul’s writing. Third, CDA analysis of the critical event follows imidiéd
explore a focused teacher-student interaction that scaffolded Raul’'s acadenaritical

literacy in communicating his immigration identity.

“The Journey” of the Immigration Narrative

Raul’'s composition from the immigration unit met similar organizational
challenges of lost pre-writing and a string of absences that set him basknintimg
process. The writing was broken up in ‘before, ‘during’ and ‘after’ stagdsenf t
narrative, with trips to the computer lab scheduled in to put the pieces of thevearrati
together. This was done in parallel with the reading of the sample narrative of an
immigrant teen story subdivided in ‘before’, ‘during’ and ‘after’ segments.dvyew as
the unit progressed, Raul fell behind in the drafting stages, | was concernled Waild
not be able to complete the composition. Due to disorganization of the papers, he was not
able to submit all required writing process steps that supported the composingradithe

draft
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In the “during” portion of writing about his journey to America, he lost his
paragraph writing template somewhere in the disarray of papers in his dackipiac
pre-writing exercise was a cooperative activity that generated aodesequenced ideas
for composition organized in a graphic organizer. This was terribly inconvenient and
unfortunate when his notes from pre-writing exercises such as this were telblaviai
him when we arrived at scheduled time in the computer lab. This was the caseigr writ
the ‘during’ portion of his narrative and teacher and student are together filteiisv
challenge of effectively having to start over right in the computer lab. Wardither
pre-writing brainstorm on paper given Raul needed such scaffolding activiaesiate
prior knowledge, generate language, and outline a sequence of ideas for dompasit
| asked him some basic questions about his experiences traveling to Amerlageae s
more amazing details of his experience and | guided him in recording thes in hi
paragraph template. In brainstorming discussions, he was encouraged to develap releva
ideas that he may not initially feel confident about or recognize as richfatdas
academic composition or perhaps not see as relevant to his school task. These personal
conversations were important for helping Raul bring his experiences out and onto the
page.

He recollected proudly in conversation and in composition the amazing details of
his experience d€oming to AmericaHe opened this second part with a short but
powerful topic sentence, followed by the simple details of his age and his reonllgfc
the exact number of days of “The Journeyl'made the trip to America alone [which]
was scary. It took me one month and fifteen days from El Castillo, Provincia Norte, El

Salvador to Springtown, Virginia. | was 12 years old when | made my journey to the
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U.S.A.” While unfortunately not uncommon for the poor and often illegal immigrants,
these simple facts alone highlight the lived spaces of physical and gleiegragration
that students can bring to the classroom.

He recounted in pre-writing discussion and incorporated in his composition his
amazing story of crossing the Guatemalan-Mexican border. The handlstsigdsm
instructed him that he should carry chairs on his back to give the impression histwas |
returning from market rather than illegally crossing the border. Anothegnbavdetail
that resulted from that brainstorming conversation was how he was forced td discar
his belongings which he retold amny two jeans and my 3 t-shirts so all | had left was my
one t-shirt and a pair of jearis.These details that strengthen his narrative were teased
out in personal conversation as the scaffolding for Raul to write down his pre-writing
ideas. This type of scaffolding is effective for all learners, importarddcond language
learners, but even more crucial given Raul’s his “non-specific disabilityiimgy.

One instructional decision | made in this writing process was to allow him to
rework his previous unfinished New Years Hopes essay. In this unfinished work, he
talked about his dreams of becoming a hip hop DJ so we negotiated how he could
continue developing these ideas and incorporate it as the ‘After’ part of higriatiomn
story. When he recounted to me on different occasions about his real world experiences
DJing in a hip hop club, it was quite clear that being part of these social and cultural
spaces was not just exciting, but also fulfilling and validating because ke [§d. He
wrote about “doing his dream job'l: was DJing on December 81 new years; | was at
the Pacific Clubseeing all the people dancing. | felt so géadtke beamed with smiles

and a pride restrained in his stoic stature with his head gently nodding when shiring
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me what it is like to see peopigrooving to my music.” He claims an artistic identity
that comes with creating something with one’s skills and musical sensghifbmething
that makes one feel good. These hip hop hopes were the heart of his immigration
narrative.

He reinvested himself in that draft and was able to expand his ideas considerably.
He incorporated more descriptive supporting details in defir@ggaetors musical
genealogy from basic beats of hip hop, reggae, dancehall and all the Latino rhythms like
bachata, merengue, salsa and cumbidside from the material wealth of musical
success, he claimed his cultural pride to become a famous rappefead all my Latin
people”. In his last paragraph, he connects his ideas of his musical dreams to the larger
immigrant ideologies of Coming to America. While he echoes clichés ahanithe
American dream through hard work, Raul is also awar€‘ithaiu are just coming to
have fun, it can make you pay the consequences, like getting in jail and being deported or
even dying because there is a lot of violence in the best ciResi’concluded his
immigration narrative with a bit of philosophy abolBeing in peace all depends on

who you are and what you are doing.”

Leaving Home Behind: “I ain’t gonna get another chance to come here”
Debrief discussion during Raul's Community Café reading came with some
interesting feedback and exchange despite Raul’s rather reserved presstage. The
transcript below (Table 15) follows interactions and discussion during Feedback #1,

handled by Hyo Ji, and Feedback #2 by Antonia. These exchanges underscore important
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understandings of Raul’s immigration experience and developing identitiég. finst

place, Hyo Ji recognized the clear theme of music and Raul’s dreams of Iklng a

Table 15. Transcript: Feedback Session on Raul’'s Immigration Narrative

Transcript: “I ain’t gonna get another chance to come here”

aprwd

RROONO

= O

17.

18.
19.
20.
21.
22.

23.
24.
25.
26.
27.
28.

29.
30.

HJ

HJ:

HJ

HJ:

. RM:

.EV;
13.
14.
15.
16.

EV:

AG:
RM:

RM:
AG:

RM

RM:

RM:

RM:

RM:
RM:

31.T:

So, feedback, number 1. Warm feedback on a cold(Bayis swiveling the chair
gently) One thing that you liked about his reading?
He wants to be a DJ.
He wants to be a DJ? So why, why do you like that?
Because it is his dream.
So, you liked that he talked about his dream as one of the opportunitiesh[d life
here in America(Raul swiveling in the chair to face K on his right side).
Yea
Do you think that is an easy dream to accompl{sihK)
No.
No? It will take a lot of work, rightfAddressing K)
Yep.(breaking into a wide grin and readjusting his position in the chair).
Ok. Good. Number 2(ooking toward AGNumber 2, you have one question.
Something you want to know.
Can | go to the bathroom?
To what?
Bathroom(Teacher nods. Student gets up and exits quietly)
When he says that he will never go back to his country. Why did he say that?
| don’t know(mumbled quietly in the direction of A®ecause | am illegal. S@his
face breaks quickly into a grin, his eyebrows gesture up, and he rolledhe c
forward and re-shifts his position)l don’'t know//(voice tapering off).
//Why you will never// go back to El Salvador
because you are illegal here?
Yeea (looking down at his paper)
So?
Would that prevent you from going?
Because | ain’'t gonna get another chance to come here. And | //don’t have-//
//So, since you
are here illegally, you might not get to come back?
Naaa. ¢haking his head slightly, with a straight expreskion
Yea.
And also, I don't need it, s¢gshakes head, shrugs shoulders)
You don't need what?
To go back to my country.
So, you are feeling like the opportunities you have //now are// the onesaypbtow
[] to keep.
(nodding his head, pursing his lips) //Yeal/(quietly)
| don't want to go bacKooking down)
| mean, that's fine. That may change, right?
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Moreover, there was a quick, but definitive affirmation by Raul in Line 10 that the
path to achieving his dream will entail hard work. It was reinforced latieidebrief
commenting that Raul’'s passion for music was something that we all shazeddi$e
Raul’s response to Antonia’s questions about not returning home to El Salvador
illustrates a further complexity of the immigrant experience. Raul atherrdecided that
he did not want to go back to his country, repeating the statement several times in the
exchange for emphasis. It was the fear of his “illegal” status being a ablegrosition,
so much so that he was more concerned with maintaining his life in America over the
opportunity to return home.

This perspective of seeing himself rooted in the space-time of Ametiiea than
in his home country is an important reality that he had apparently realized wkstkan
his immigration narrative of how he knew when he left that it was possibly for good:

When my mom decided to bring me to the U.S. | was so happy because my dream

was becoming real but, at the same time | was feeling so sad because | was

leaving my country maybe forever, my beautiful country; where | might never
return (Raul Moreno, Immigration Narrative composition).

In the next section, | analyze a critical spatial event and map shaftnogotopes
of immigration represented in teacher-student discourse. The chronotope oftifaul’s
hop hopes represents his immigrant “American Dream” and his pursuit of a ifetter |
through a life in music. Critical discourse analysis illustrates howsshitthronotopes
facilitate a (re)negotiation of identity for Raul as an immigrant youth atddent in

school spaces.

227



Hip Hop Hopes: Analysis of a Critical Spatial Event

This analysis of a critical spatial event with Raul was identified andcti@es in
the interaction entitled “Hip Hop Hopes” (Table 16). Analysis of both space-tiahessc
and temporalities provided clues to later identifying the discursive boundaries of
interactional units. | conducted a line-by-line analysis of transcripiictiens with an
attention to the communicative functions of each interlocutor to identify the particul
discursive meanings being negotiated and their implications for social iekeb&ing
animated in classroom space (Bloome, Carter, Christian, Otto, & ShuartZo@. |
revisited in a recursive fashion each of these different spatial analysss te
transcript, revising and deepening analysis in order to identify disclrswelaries and

interactional units (Table 17; Table 20 Appendix B).
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Table 16. Transcript: Hip Hop Hopes

Transcript: Hip Hop Hopes

1. T:
2. RM:
3. T

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

<

<=

A3 A A A A AT AT A A
<<

10
=

38.T:

So what are you working on?

My essay

So you are on the computer right now? So, you need help with anything? You
idea about the pieces?

I am working on my music, my rapping, my hogesint to different writing on the
computer screen)

There you go.

So when you are talking about your hope related to your music, how does the
make you feel? Why do you love hip hop? Why do you love reggaeton?

| don’'t know. | just love it.

Why? You got a reason. This is about you figuring it out.

Why? What do you love about reggaeton?

Hul? (Staring at the floor)

Why do you love, why do you love music? Why do you love hip hop and regga
| don't know, the beats, hip hop and ...

What does it tell you about the world?

It tells you many things happening in the world.

Like?

Like, the government is always cheating about us.

That people are from minus class, little class.

Lower class

Yea, lower class. They just think that we are like nothing.

That's just what | think ..(breaking into a smile, changing toreng also | like the
dance, howareo(lit. shaking; undetermineds it... Yeah.(sweeping his head to tHh
side)

So how does that relate to you and coming to America?

You came to America, you had a difficult journey.

You found reggaeton, you found music

No, well that was already here

But you found it. It was something that you found

| think about that kind of music in my future.

That is something that is important to me.

How do you think you can make it part of your future?

What do you think you will have to do?

Because people always talk about coming to America, theredf lgpportunities,
but nobody is going to show up at your doorstep with a record contract.

What have you been doing?

| have been trying to mix music;

SO my cousin can put it on in his dancing parties

So start DJing parties.

Start DJing, yea,

And you have a connection, you know somebody that owns a club, so you get
and DJ a little bit.

What is the feeling that you are get when you are out there?

jot an

music

eton

to go

(continued on next page)
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Table 16. Transcript: Hip Hop Hopes (Continued)

39.

40.
41.
42.
43.
44,
45,
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.

58.

59.
60.

People are dancing, it's so cool. When people can come together tougicir Tinat
feels really good. music. That feels really good.

How does that make you feel?

Really good

People enjoy the music, my music

You got everybody up there moving and jumping and having a good time.
Yea

Yea, so that's something that makes you fulfilled

So that's something about you making that as part of your profession,
hopefully we have jobs that we love to do also,

Yea

It makes working ... right.

You don’t want to have a teacher that hates teaching.

Nooo!

because they won’t be a very good teacher.

So you know, anyway ...

So that's something right there. It makes people, when people are dancing —
Put that in there!

(Raul turns back to computer, puts hands to keyboard to type)

That's why | asked you. | didn't ask you because ... —righpats him gently on
the shoulder; slight laughter)

(Continues talking to Ss who is facing the compiég)were talking about your life
in America and your hopes for your music.

What did you just explain to me.

You love it when people are dancing. How does it make you feel, right? That's
hopeful, what you just told me. When you make people move and dance. That
you hope, joy, happines&eacher walks away from student, and student remain

gives
S

seated at computer and typing)

| also utilize a related spatial conceptspace-time scalgdiarvey, 1996, 2006)

that were indexed in the interaction to identify the discursive represestafitotal and

global space-times. As analysis reflects in the chronotope map (Figurket8)ista

movement of discursive interaction from local space-times of the present tatioahd

students’ personal experience to the global scale of the immigration chroaatbpe

experiences of marginalization and oppression. The blending of the local and the global

become hybridized in third space where discursive meanings are woven into student

experience at a ‘glocal’ space (Kraidy, 1999) of the hip hop community and his DJ

identity which serves to resituate student identity within the focal writisk. “We need
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to understand how the identities of students and teachers are alwaysZgthtali

hybridized though dynamic geographies and temporalities seemingly distanca

place called school” (Leander, 2001, p 642)

Table 17. Interactional Units: Hip Hop Hopes

Interactional Units: Hip Hop Hopes (IUs1-12)

1.

INTERACTIONAL UNIT 1 — Student on-task, teacher moves to scafaldent writing;
Student establishes hip hop discourse and interspatial links to future hope

2.

INTERACTIONAL UNIT 2 — Teacher takes up hip hop discourse and scaffaldsrst
reflection on investments

3.

INTERACTIONAL UNIT 3 — Teacher shifts inquiry to discursive level g& hop as
textual representation of the world; Student signals marginalizémaslass’ and social
critique in global chronotope of systemic injustice

INTERACTIONAL UNIT 4 — Student discursively reverts and situdtiesself on the
margins, underscoring his perspective based in lived experience

INTERACTIONAL UNIT 5 — Teacher redirects to immigration naivre,
proposes/acknowledged an interspatiality of immigration & American dreaaffolding
academic task at hand;

INTERACTIONAL UNIT 6 — Student restates interspatiality gb hiop and his future
goals; teacher prompts his reflection on agency in fulfilling mythaéajAmerican
dream and present activities

INTERACTIONAL UNIT 7: Teacher prompts student to think about presenttes;
recognizes student membership in hip hop discourse community; invitestdivele
experience into school discourse, task.

INTERACTIONAL UNIT 8 — Teacher prompts student reflection on livedcepat
DJing a dance party (i.e. emotional experience, personal fulfillmentsiteps student
within chronotope of dance party as powerful, influential.

INTERACTIONAL UNIT 9 — Teacher recharacterizes the dance pargynotope as
‘fulfillment’ for a DJ, and constituting a professional aspiration

10.

INTERACTIONAL UNIT 10: Shifts to global time-space of having enjagaork (i.e.
labor of love)

11.

INTERACTIONAL UNIT 11 — Teacher uses hypothetical parallel to tearhs a ‘labor
of love’ to validate students’ passion, fulfillment as DJ

12.

INTERACTIONAL UNIT 12 — Shift back to teacher scaffolding writiragk with
explicit summary of ideas and instruction to include in text
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Scaffolding Critical Literacy (1Us2-4)

Detailed transcript analysis (Table 18) appended at the end of the chapter
illustrates how the teacher and student negotiate this relationship in entriggcourses
of his hip hop dreams and the American dream (IUs2-4). The teacher prompts the student
to explicitly reflect on the discursive meanings he draws from hip hop. When probed for
the reason why he ‘loves’ hip hop, the student is not able to immediately articulate a
reason (Table 18: L2, 7). Raul’s inability to immediately explain his pre¢esecould
reflect a very common difficulty most people experience when asked to carome
something that is so familiar to them that they have never thought of or haetd oefl
their own emotions, thoughts, or beliefs. The teacher-student scaffolding in geisnsta
the writing also aims to bridge the distance between hip hop discourses (at)offitti
the present context of school and academic tasks (official) as the wasilgmm@ent.

The teacher scaffolded persistently in drawing out an explanation of an erhotiona
(“love”) attachment to hip hop culture (L1, 3, 4, 6). The teacher pushes Raul toward
articulating his own interests in hip hop by stating that he has a reason which can be
inferred as a valid and justified reason to identify with hip hop and reggaeton (lt8). He
the teacher’s discourse connects his academic purpose with the personal purpose of hi
own self-awareness and sense of self in relationship to hip hop culture. “This is@bout y
figuring it out. ” The teacher’s scaffolding in (L3) is significant in thatonnects micro-
local spaces of self and identity with the lived spaces of experience amtppédn in
social communities. One’s sense of membership and identity shapes our role in the

process of spatial production. The attempts of the teacher to scaffold the connection of
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personal, emotional spaces with an official (and conceptual) space of acaadeimic
help facilitate production of transformative third spaces in teacher-studenticse.

Upon follow up questioning, Raul mentions ‘the beats’ (L7), which is the craft of
the DJ and the domain of the DJ’s artistic and discursive power. It is a refezd¢hee
material aesthetics of sound and pulsing rhythms that drive production of space on the
dance floor. This is the work of the DJ to produce a sonic space that spurs movement
carried in rhythm. In line 15, he segues back to his idea and reiterates this reas@s he |
DJing because it makes him feel great that people can “come togethentosmy. He
establishes the emotional connections of living spaces of community in and through hip
hop, and this being one source of fulfilment that fuels “social dreaming” (Gutiérre
2008) with hope for the future.

In IU3, the teacher changes his line of inquiry by asking directly about how hip
hop discourses are representative of a critical literacy that helpsrBadilthe world'.
Invoking a raising of critical consciousness, the teacher asks directly apdwatphas
social critique: “What does it tell you about the world?” (L8). The spaceghmiein
teacher discourse (L7, 8) provides interesting and varying interpretatibngvapace-
times are introduced and retracted and what meanings and identities areepossi
teacher-student discourse. From one perspective, the teacher’s discufsiue.gie 8
failed to pick up on the student’s connection to the “beats” and rhythms of hip hop which
he finally shared in Line 7 and returns to in Line 15. However, an alternative
interpretation is that the discursive move by the teacher further opens acdsplage for
the student voice of resistance to a space-time of governmentality (FOw680I},

which is a national and global space-time.

233



The student responds with a social critique about inequitable class politics and a
social position as “low class” (L12-14) that is oppressed by a governmenisthavays
cheating about us” (L11). Here the community of ‘us’ could refer to low-income
communities in general, a global ‘poor’, or more specifically to the Salvadworatino
immigrant community with which he identifies with. This indictment of governngent i
somewhat implicit in his own lived experiences of marginalization and hardshigboth i
his home country and as an immigrant in the U.S. Raul’'s personal narrative of
unaccompanied migration and illegal border crossings reflects common cincoesstd
the marginalized poor as the non-dominant segments of society that are positioned
inequitably in public spaces. During the course of the school year, he, like mapy of t
students, was engaged in legal procedures related to immigration statusl’drieRal
proceedings to get his immigration status legalized in America, heinvakaseously
involved in applying to get a Salvadoran passport as well. Interestingly, insaet
Raul, there were key points in the school year in which he reached excessivesabsenc
due to legal appointments and his and his family’s confusion on providing proper
notification to the school.

Fairclough (2003) explains that space-time are socially constructed and
represented in texts as well as constitute a linking of different scalesalflgec
(Harvey, 1996). In this example, Raul animates a discourse of marginalitpacexttme
of inequitable class politics in which the government does not equally represent the
interests of all its citizens equally. His immigrant identity and livedap@l_efebvre,

1991; Soja, 1996) of a physical migration over land are rooted in material spaces of

poverty. He makes an indictment of government from his subject position asdssv cl

234



stating plainly that ‘they think that we are like nothing’ (L14). His choice ohpun

‘they’ represents the presumption of relationships among people, that ‘they’ the
government is run by people although his discourse of oppressor and oppressed fits an
‘us-and-them’ paradigm quite plainly. In the subsequent line, he qualifies hi®posit
repositions himself in the classroom chronotope, stating that this is ‘just virait’] t

His tapering voice and body language reflect a message that he is nqgtlachito

critique the system especially not from within the official spaces of tieosand

classroom. The chronotope of inequitable government is a recurrent theme in tle¢ data s
that | hope to explore more deeply as related to discourses of immigration andsstudent

negotiation of their immigrant identity.

(Re)negotiating the DJ and the Teacher: Profession and Passion

The subsequent interactional units of the transcript show a shift in chronotopes
that reflect a discursive movement across time and space. This alsg #frstudent’s
musical dreams and positions him and the teacher on equal ground being passionate
about their work. These chronotopic shifts and renegotiations of student identity are
represented in mapping of space-time shifts (Figures 12). Through the remaini
interactional units, we trace a shifting of chronotopes that allows spadwdose
student identities to be incorporated in classroom work. In IUs5-6, it prompts-a tim
space shift from the students’ hip hop hopes of the future to the chronotope of
immigration which is the focus of the composition. As the teacher relates tmotipe
of the students’ personal immigration and his discovery of hip hop, the student shifts the

time-space stating that hip hop music is important to his future. IU7 shows-apane
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shift to the present as the teacher prompts the student to reflect on what he can &o to wor
toward this future goal which sets up an invitation to talk about his present axigtee

DJ (1U8). With several time/tense shifts, the teacher critique’s thegration myth of

the American Dream building discursively on the students’ previous reflection on hip hop
as critical literacy by nominalizing America as a ‘nobody’ that isgoatg to ‘show up at

your doorstep’.

The chronotopic shift of IU8 takes the exchange into the time-space of a hip hop
club and Raul’s current activities as a DJ mixing music. These exchartgastive club
chronotope are significant as the teacher prompts the student to reflect otioa@m
sensation - the lived spaces - of making people ‘come together and ‘move tosicy m
This repositions the students as hip hop DJ; as an important and central community
member in hip hop; and, as the one who produces the musical space of the hip hop dance
party. Ironically, the students’ sense of importance within the club timespHects a
principal third space tension of the study; the students’ strong investment in hip hop, and,;
the teachers encouragement and attempts to build academic literachidseantived
spaces. Yet, an eventual hip hop-home-school conflict re-positions both teacher and
student within dominant institutional spaces that discourage the DJ.

IUs9-11 are also significant in repositioning the student as having valid
professional aspirations as a DJ, affirming that making music and making peygésm
personal fulfilling which is of great importance in choosing a professionglaatabor of
love'. The teacher makes chronotopic parallel to students not wanting a teaching that
doesn't like teaching to which he answers ‘No!" This shift to the chronotope of

fulfillment of teachers — and, therefore, myself as his teacher dsm@mbeainterpreted as

236



a statement about the current interaction as fulfilling and that my relafongh him is
fulfilling. In making this chronotopic parallel of the DJ and the teacher as hagumly
fulfilling ‘labors of love’, it puts the DJ and the teacher on equal professional gesuhd

in discursive space within the classroom space. Nevertheless, in intedactioi2, the
teacher quickly shifts back to the present academic task and the time-spacosriafrthe
assignment. As it appears that the student has lost the focus on the conversation as
scaffolding for his writing assignment, the teacher proceeds to revieveyhddas that

were discussed, underscoring in particular the emotional reflections of thetsindes
sense of fulfillment and hope in making people dance and move: “That gives you hope,

joy, happiness.”
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Chronotope Map — Hp Hop Hopes(Scale)

Shifts of Chronotope
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Figure 13. Chronotope Map: Hip Hop Hopes
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Discussion: Engaging and Accommodating Raul in the Writing Process

The description above of Raul’s writing process is characteristic dfwda
struggled with all year long. His persistent disorganization was parnteléctive of an
uncoordinated support plan and other likely issues still undiagnosed. Our collective
inability to get him organized, despite many efforts from numerous people ailedstr
how he was caught in the in-between spaces of SpEd and ELL program. Since Isis paper
were persistently in disarray, he could not draw on his brainstormed ideas from pre-
writing exercises to develop a coherent composition essay from his noteserhicgym
issues, coupled with a disorganized backpack, made it logical to consider how to
accommodate his writing process and engage him in producing spaces of meaning and
identity in telling his story. It is a story of Hip Hop Hopes.

These details of Raul’s writing process and the text of his immigrationiaarrat
illustrate tensions betweatcommodatiomndengagemenn mediating his classroom
presence. Engaging and accommodating Raul’s identity as a student, Iocated i
marginalized spaces of SpEd and ELL, entailed inviting and accommodating Ves acti
and constructive participation in classroom discourse while mediatingctérasac
issues of impulsivity, (mis)placed humor, and social conflict. This was cemtia t
analysis of the Comm.Unity Conflict and Debrief Discussion laid out in Ch&pter

The chronotope of ‘mediating Raul’ was a pedagogical challenge. Raul's tehavi
overall was highlighted by many constructive and supportive interactionshe&iteacher
and others. However, any resistant or disengaged behaviors that Raul was pimhe
irritated by academic frustrations were communicated in and through spacds that

contributed to tensions in the Comm.Unity. As analysis in Chapter 5 illustrates,
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mediating Raul was a process of both holding him accountable to Group Norms while
also facilitating the Debrief Discussion away from focusing on the Alocal space of
him as the nexus of conflict. Classroom discourse retreated to the global in order to
highlight the overarching chronotope of communication as it relates to thegraryin
chronotopes of immigration and students’ multiple situated identities as studenis, fam
members, parents, and employees.

In terms of Raul's immigrant and community identities, this analysisriitest
the opportunities in engaging him through hip hop discourses and accommodating his
self-expression in ‘writing the worlds’ he has seen and envisions. Raul’'s dersona
immigration narrative reflects an adolescent that has endured an arduouyg jolamne/e
in school in America. These lived experiences index space-times of oppression in the
chronotope of immigration, producing micro-local spaces of self that are confromied wi
abstract (second) spaces of SpEd and ELL as institutional locations andzgghtiali
identities. These marginalized locations in the school landscape transforntéhi@lina
of school through spatial practices of education which, for Raul, included diffiaulty
following confusing, rotating schedules that caused him to plan on the wrong lunch.
These first spaces relegate Raul to skipping lunch to hide in the side hallways. The
were many of these days when | invited Raul to hang out in the classroom tacklax a
catch up on life, on music, on homework. The critical spatial event of ‘Hip Hop Hopes’
analyzed represents one of those days.

In the this chapter, | provided a closer ethnographic portrait of Raul as a case
study within the shared group space of Comm.Unity and his role in the production of

third space in the classroom. | described his multiple school and non-school iglentitie
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often colliding with tensions in social space and being renegotiated in the@chass$r
also articulated our relationship in and through hip hop discourses in the classroom. In
part three of the chapter, CDA analysis illustrates how teachemstlideourse
repositions Raul in relation to learning tasks, thereby, renegotiating av@ositi
relationship between his immigrant identity and his marginalizing uistital identities
(i.e. ELL, SpEd). It is in the juxtaposition of these different mediations of Raul &im
to illustrate how classroom discourse can index diverse space-times thelived
spaces of an immigrant student’s experience. The dissonance between thesdirapnt
spaces of Self, as derivative of social interactions with Others, raptksd space
tensions that can (re)negotiate immigrant student identities in the classroom

In the next chapter | will provide an overall summary of the study, draw
conclusions, and outline implications for theory, research, and practice in education of

non-dominant students
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Table 18. Transcript Analysis: Hip Hop Hopes (IUs2-4)

INTERACTIONAL UNIT 2 - Teacher takes up hip hop discourse and scaffolds student reflectiomsimients

-Present/Self

school task —

e Mentoring/support to

BA

Mentor/support to BA

ch Space-time c —
Spoken discourse ronotope (spatio-temporal Social Identity ommunicative Language Features
(TIme-space) Function
scalg
1. T: So when you Hip hop dreams’ |e Self/Emotional e Teacher support for Teacher affirms o T interrogative [Why?] - reasons for
are talking about Hip hop Present/Self & student; student’s idea and emotional investment/reaction to musical
your hope related community e Present/community e Teacher as question prompts passion; investment in future hopes through
to your music, Latino/hip hop of hip hop knowledgeable of brainstorming ideas for| musical
how does the community Commercial music| hip hop as composition task e T - verb —‘love’, emotion
music make you & hip hop international music Recognizes social ¢ ‘hip hop and reggaeton’ - indexes both (1
feel? Why do you ¢ Global/diasporic - | e T as aware of RAUL| identity & group unique American musical discourse
love hip hop? Latin American passion membership w/ community of hip hop; (2) Caribbean/Latin
Why do you love space-time of marginalized discourse|  American hybrid genre — reggaeton
reggaeton? hybrid musical community (musical/linguistic/cultural)
genre; Invites hip hop as e teachers awareness of students’ ‘music’ —
e Global space-time legitimate within prior knowledge and interaction surrounding
- hip hop’s dominant school hip hop as common discourse community,
prominence as discourse although at different levels/degrees and
youth discourse of chronotopes (i.e. generational; style
resistance preference; old school vs. new school) of
membership
2. BA: 1 don’t know. Hip hop ¢ Self/Emotional ¢ Hip hop DJ Restates his passion fofe S — Inability to answer ‘Why?] — ‘I don’t
I just love it. community Present/Self: e Passionate member hip hop, know' — inability to readily articulate
Present of hip hop discourse Conveying uncertainty, emotion/feeling about passion
participation in hip | community or unknowing about e just’ - reiterates emotional action of verb
hop community value of discourse ‘love’; as if the emotion is not explicable
community? (within [inability to explain Why?]
school space?) ¢ verb/lexical choice — love; emotional
process; lived experience
o
3. T: Why? You got School/T-S e Self/Emotional e Teacher Teacher pushing studen®s ‘well’ - (rising intonation — as if to indicate
areason. This is interaction Present/Self supporting/pushing to articulate his ideas a rhetorical question; implying obligation tg
about you figuring| ¢ Hip hop e Alternative student to complete| for academic task [OR | self
it out. community possible meanings] academic task alternately] o T telling S/tone — authority, pressure,

to validate his passion;

encouragement for reflection to take action,
self-fulfillment (praxis)Imperative verb forr$

(Continued on next page)
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Table 18. Transcript Analysis: Hip Hop Hopes (IU2-4) (Continued)

figure out ideas in
order to articulate
them in academic
text

-Future/Self life
exploration/spatiali
ty of inner self

e Student as hip hop

DJ

hip hop

— assertion of personal search meaning
(‘labor of love”)
Verb tense ‘you got a reason’— present
justification; for future action

‘figure it out’ - reflection & consciousness
[you got to figure it out for yourself; for
your own sake]

4. T: Why? What do

you love about
reggaeton?

e Hip hop dreams

Self/Emotional
Present/self

Latin American
space-time;
[Hybrid musical
popular genres
Global space-time
- hip hop’s
prominence as
youth discourse of

Teacher support for
student,

¢ Reiterating students
passion

o Affirms reggaeton as
hybrid hip hop
Latino/Spanglish genre

Interrogative — shift line of inquiry to What?
Lower level of analysis (i.e. Bloom’s
Taxonomy);

Wide range of possibly interpretation of
discrete answers, such as musical

aesthetics/genre features (i.e. lyrics/message,

beats, fashion, popular culture icons/stars
material TO abstract (discursive; symbolic
representational aspects of art form; lived
spaces)

maintaining attention

resistance e assertion of personal search meaning (‘lal
. of love’)
5. Huh? (Staring at | ¢ School/T-S e Present/Self — e Student falling ‘off |e Student utterance e Student lapse in attention and simple
the floor) interaction student identity task’; losing attention|  reflects challenges with|  utterance of ‘huh’ reflects that he lost his

focus, attention to the on-going dialogue;
Possible reflection of special needs/ADHD

PN

. Why do you love, | ¢ Hip hop dreams |e Self/Emotional e Hip hop DJ e Teacher reiterates ¢ Lexical chaining — music, hip hop, reggaet
why do you love Present/self e Passionate member| question to push students ‘love’ — reasserts the emotional connection
music? Why do . of hip hop discourse | in scaffolding to musical passion
you love hip hop community ideas/thoughts/emotions
and reggaeton

. ldon't know, the | ¢ Hip hop dreams |e Self/Emotional — |e Hip hop DJ e Student establishes an| e S — Inability to answer ‘Why?] — ‘I don’t
beats, hip hop and Present/Communit|e Passionate member| opinion about why he know' — inability to readily articulate

y of hip hop discourse loves hip hop on a emotion/feeling about passion

e Global reference tg community material level of e ‘beats’ — rhythmic qualities of music; DJ
hip hop as musical aesthetic activity/discourse of mixing beats; preview,
discourse — ‘beats, later commentary/chronotope about
rhymes & life’ discursive power of getting people
(TCQ) dancing/moving
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INTERACTIONAL UNIT 3 - Teacher shifts inquiry to discursive level of hip hop as textual memaon of the world; Student signals

marginalized as ‘low class’ and social critique in global chronotoggstémic injustice

Transcript 18. Transcript Analysis: Hip Hop Hopes (IUs2-4) (Continued)

government is
always cheating

system/
government

of government;

government

knowledge of discursivg
theme of hop hop

8. What doesiittell | e Hip hop dreams |[e Self/Emotional ~ _her reframing hip | e ‘tell you about the world’ — indexes music 4
you about the Present/Comm (Contmued on next page)as genre of social a discursive representation of lived
world? y — hip hop & mentary experience

politics of ¢ ‘reading the world’ — element of critical
oppressed literacy; classroom Comm.Unity
¢ Global space-time
- Spatial scales —
world;
national/gov;
community/class

9. BA: Ittells you e Social injustice |e Self/Emotional — | e social critic, Establishes| e S — direct response related to [what?];
many things e & oppression of Present/Communit philosopher his opinion about why conscious of reasons, previously unable tq
happening in the non-dominant y — hip hop & e Expert/knower he loves hip hop, on describe [why?]
world. e communities politics of discursive level e Focus on symbolic/discursive genre featurg —

oppressed Asserts the representations of ‘the world’; significant
¢ Global space-time value of the music, that first immediate genre feature is relate
- Spatial scales — discourse community in  to discursive representations of
world; terms of making sociopolitical context of class politics;
national/gov; connections to real o Ability to answer ‘Why?
community/class world experience
L]
L]
10.T: Like? e Social injustice |e Self/Emotional — | e social critic, Pushes student to e Simple utterance framing question — askin
e & oppression of Present/Communit philosopher articulate specifically for examples (i.e. Supporting details for
non-dominant y — hip hop & e Expert/knower visions of the world writing)
e cOommunities politics of through hip hop
oppressed discourse
¢ Global space-time
- Spatial scales —
world;
national/gov;
community/class
11.Like, the ¢ Inequitable e Global space-time | ¢ Social critic of Student conveys o the government’ — source of injustice in the

world located in ‘global space-time’;
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about us.

e Cheated by ‘the
system’

I » _r
Table 18. Transcript Analysis:

Hip Hop Hope

e Establishes social

identity by class &
implicitly by
.—nnnlnc-lnr]icity

(Continued on next page)

_c I IR e~
s (IlUs2-4) (Continu

étgrogressive; on-going
)/s cheating’; [process of

e Adverb — ‘always’; [abstract notion of state
of injustice — reality, truth]

e ‘Us’ - ‘non-dominant’ communities;
immigrants in America; Salvadoran/Centrg
American context]

e ‘Us’ — Latinos [in reference to genre of
reggaeton; hybrid of hip hop — lots of
Latinos, PR in NYC, but reggaeton is a
diasporic hybrid; Spanish language code
switching mix

12.That people are
from minus class,
little class.

¢ Inequitable
system/
government

e Cheated by ‘the
system’

Social critic
Member of
oppressed class

e Global space-time |
of lower class .
position —
marginalized socia
location

BA places
himself with an

oppressed community,
marginalized socially
and politically due to

class and

socioeconomics; poor

people of color

e |exical choice/noun — ‘class’; understandi
of concept of ‘class politics’; social
hierarchy; socioeconomic stratification;
sociopolitical/cultural power

e Lexical choices/adjective [searching for
semantics] — (1) ‘minus class’ mathematig
semantics of subtracting value; (2) ‘little
class’ — small amount, relative size/power;
diminutive, paternalistic;

al

13.T: Lower class

¢ Inequitable
system/
government

e Cheated by ‘the
system’

student as social
critique

e Global space-time |
of lower class
position —
marginalized socia
location

Recognizes BA's social

position; affirms his
class analysis

e T - Clarifies lexical choice - proper
Mainstream class discourse & spatial
metaphor for social hierarchy — ‘lower
class’;

e Lexical chaining — ‘minus-little-lower-
nothing’

14.BA: Yea, lower
class. They just
think that we are
like nothing.

¢ Inequitable
system/
government

e Chronotope of
feeling cheated by
‘the system’

Student as social
critic

Member of
oppressed class

¢ Global space-time |e
of divides between
rich & poor [class |e
ideology]

e Local/Personal
lived space —
identification with
‘we’ as part of
lower class

e Latino community
experience
(through rel. to

BA response associates|
oppression with persona
experience, community

experience;
Equates

e S — reasserts semantically focus on social
class;

e ‘just’ — adverb — qualify ‘basic’ essence of
meaning/statement

e ‘They' ~ ‘government’ - [Us & them
construction of the government as ‘other’ -
[enemy?]; govt. becomes singular
noun/concept of structures &

¢ ‘they just think that we’ — govt is recast as
collective/pluralized notion of people/actor,
enacting govt; ideologies in process,
defining social position, power structure

4
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reggaeton) as raciz*l

gA Table 18. Transcript Analysis: Hip Hop Hopes (IUs2-4) (Continue,tI

h

| e ‘We are like nothing’ — ontological value

______________

itiQn in relation to

.- patial interpretation]

ption of ‘state of being

INTERACTIONAL UNIT 4 — Studeﬁt di'slcursively Ireverts and situatesl himself on the mamgidller

experience

scoring his perspective based in liv

15.That’s just what |
think ... and also |
like the dance,
how XXXX
(Spanish).
(breaking into a
smile, changing
tone).Yeah.
(sweeping his
head to the side)

e Present/Self - °
Personal lived .
spaces experience

e Present —return to| e
T/S dialogue; mark
statement of
differing opinion to
mainstream
[resistance]

Social critic
Member of
oppressed class

o Conveying uncertainty,

or unknowing about
value of discourse
community? (within
school space?)
Qualifies his statement
as if to not appear so
resistant - critical of
government

or founded;

e ‘just’ — qualifier of a remote, marginalized
social position; thoughts, opinions, lived
experiences that are qualified as not as va

e ‘what | think’ - Statement of resistance to
social injustice of class position
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CHAPTER 7

CONCLUSIONS & IMPLICATIONS

This study examines how teachers and students negotiate power and meaning
through the multiple spaces of the classroom — abstract, concrete and livedineexa
how classroom spaces are shaped by institutional discourses of schools as a highly
structured and linear space (Fain, 2004). | analyze the central role of langaege: s
and texts in producing spaces of representation and resistance to the matiginaiiz
immigrant ELL students that are at play in classroom space. This stachynes
immigrant student identity along analytical lines of space, langaagepower. In
focusing on third spaces for immigrant ELLs in school spaces, | have explored how
immigrant students bring diverse space-times of lived experience to isterattions
and academic tasks in school. | have also analyzed how teachers and studentateenegoti
immigrant identities in classroom discourse through an engagement of thesgiviscur
tensions reflective of experiences of marginalization and oppression.

As a prelude to framing the implications of this study’s findings, it isunstre
to revisit the central research questions and my redefinition of third space figrantn
ELLs as proposed in this study. This study investigates how students and teachers c
interrogate broader societal discourses and experiences of immigoadibowt for the
production of third spaces in school. Since my treatment of third spaces operatésefrom t
centrality of language in spatial production, | examine the following questmn:does
spoken and written language and discourse shape the production of third spaces for

renegotiating immigrant student identity in the ELL writing classroom?
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In this final chapter, | will revisit how data analysis addressed this pahci
research question and move toward describing the implications of these findisgg. Fi
drawing implications for theory in the definition of third space for immigEdrits.

Second, | describe implications for curriculum and instruction that directhgeaga
students lived experiences of marginalization and oppression as immigrantieLLs
moving toward operationalizing this definition of third space, | assert the iamoer of
communication, shared norms, and engaging students multiple identities in developing
academic and critical literacy for ELLs in secondary classroomsd,TThnove toward
implications for reflexivity in classroom practice and research, and highlighpower of
critical discourse analysis. Finally, the outro of this study is a remindee afnportance

of identity and sense of self at the heart, mind and spirit of critical, cariclgngaThis

is the hopeful vision of education that aims to connect to the same heart of meaningful

learning and critical consciousness for immigrant ELL students.

Part I: Implications for Theory - Redefining Third Spaces

This study contributes an important methodological move in classroom research
by extending Gutiérrez’s (2008) ‘grammar of third space’ through bringiregtteg
cultural geographic conceptions of ‘space’ with critical discourse anahgibods. | will
revisit the central notions of social space from cultural geography thagltbrie-
envisioning third space. | have envisioned this task through a theoretical lens addspace
social process (Lefebvre, 1974, 1991). A fundamental theoretical move in this direction is
a re-conceptualization of space as not a void or backdrop to activity or processes, but as a

fluid and constant process of becoming through social interactions. This postmodern,
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geographic perspective draws a Marxist theoretical perspective spatial production

of social spaceThis is social space produced from intertwining of space and time
(Harvey, 2006) and co-constitutive threads of material, abstract and lived pacies s
Viewing space as social process from a trialectical perspetefebyre, 1974, 1991;

Soja, 1989, 1996) on the social space that is produced in and through schools entails a
more global political project of rethinking the education of non-dominant students.

In addressing the research questions with this theoretical perspegptioppse a
(re)definition of third spaces for immigrant ELL students in the classroom.
Transformative third spaces for immigrant ELLs are understood as lived sopacas
produced through social interaction that allows opportunities for renegotiations @f pow
and identity in the classroom. More specifically, findings of this study tonérito
articulating third spaces as: (1) fluid spaces of negotiated meaning antyiq2nt
shaped by lived spaces from diverse temporal and spatial locations: (3) producgd throu
tensions that perpetuate and resist dominant discourses; (4) mediated pyittmipatdh
oral and written language; and, (5) provide opportunities for developing critidal a
academic literacy in schools.

Drawing on this redefinition of third space, this study aims to draw new
implications for classroom practice by using a lens of social space yzingghow
classroom discourse surrounding immigrants’ lived experiences can contribute to
academic and critical literacy. Central to this study is the developmenienegotiation
of student identity in the classroom, which happens from diverse space-tintdagkiof
data analysis in Chapters 5 illustrate how shifting chronotopes of classroaursiesc

made intertextual and interspatial links between identities shaped by stndamin-
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student identities. Moreover, the overarching conceptual design of a collabarative
supportive classroom space, negotiated and mediated through an attention to building
relationships across difference, shaped classroom discourse in wayg#geden

students’ immigrant experiences and non-school identities. Findings of amabysi
production of third spaces through engaging with tensions along lines of race, class,
gender, language and culture, and in relation to student multiple identities@sts,
immigrants, parents, family members, employees, and others. In Chaptelirggdiof
analysis of multiple space-times in teacher-student discourse titubtrev diverse lived
spaces of the focal students’ identification with hip hop culture are interseitheith&ir
understandings of their immigrant identity.

A reconceptualization of space-time contexts shaping the production of third
spaces draws implications for reconsidering the classroom as a matertapitial, and
lived space where connections to multiple places and locations in time and space come
into contact and intermingle, creating new spaces for individual and collective
transformation. In broadening our understanding of how diverse spaces andd¢imes a
present and shape the production of classroom spaces, we gain new spatial yEgspecti

for better supporting immigrant ELL students in America’s classrooms.

Part II: Implications for Classroom Curriculum & Practice

Educators can design and shape contexts for such third space in conceiving of
curricular spaces and pedagogical processes that invite student imndgrdiieis and
experiences to be at the center, rather than the margins. This relates toltggade
power of abstract second spaces (Lefebvre, 1974; Soja, 1996) of curriculum design and

pedagogy. The broad curriculum of Writing 2 had a critical literacy orient#tat
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allowed for students to write about their own lives in ways that engaged them in
reflecting on their experiences and social identities along lines gfalase, gender,
language, culture, citizenship and immigration status. In a post-911 era ofansing
immigrant sentiment in the United States, curriculum and instruction for ELLrdtude
must recognize and help immigrant youth make sense of the sociocultural andlpolitic
contexts that shape their lives. Engaging discourses of immigration in the afntext
students’ multiple identities provides great opportunity to develop structured acal crit
dialogue around sociopolitical issues. Facilitation of these discursive teasimaal and
global space-times, and at personal and emotional levels, is supported byiomiairac
protocols to guide communication and collaboration in classroom spaces (e.g.
Comm.Unity, Group Norms, Comm.Unity Café, feedback). Findings of this study as
analyzed through student texts and classroom discourse illustrate thatsstaste@hgage
in academic literacy development built around a critical interrogation of theirgrant
experiences.

Academic and critical literacy development that occurred in the Writolgs3
can be strengthened through allowing students deeper investigation of seiedesig
topics. Longer curricular units, such as the time devoted to the Immigratign Unit
supported by a critical investigation-reflection model would allow for students t
research and write about topics of personal importance within the broad Writing 2
curricular themesThis would be a literacy-based curriculum focused on student-
designed and student-negotiated meaning from a critical literacy pérsp&crr
example, Raul’'s passion and participation in hip hop culture could be recognized and

developed to look more deeply into its meanings, cultural history, and its contributions.
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Critical investigation and reflection could also entail critique of comrakzetion and
corporate culture, as well as discourses of race, gender, and violence that shepe publ
perception. Of particular interest might be the resurgence of hip hop sociahemige
around the world. These movements are grassroots cultural arts thatrreprese
marginalized communities and youth voices which are at the roots of hip hop. A
curriculum that allows for deeper investigation of student experience idiligefar

these students as they can (re)negotiate immigrant identities and tehegrkee, as it

can only be for a Bakhtinian Self.

Operationalizing Third Space: Group Norms & the Communicative Chronobpe

Chapter 5’s analysis of the Comm.Unity Conflict paints a portrait of groug spac
and the inherent discursive tensions that provide a glimpse into the production of third
spaces for immigrant ELLs. Efforts to engage and mediate discursivertemnsiated to
critical consciousness-raising of students’ sociopolitical locationsragymants can be
extremely productive in allowing third spaces for voicing student resistance t
marginalized social positions. However, findings of analysis also point to thencjes
of mediating tensions arising in face-to-face classroom interactionsggastuents and
teachers as their social identities are invited to intermingle in the itistralcprocess.

The significance of engaging in an analysis of social conflict in the ELL
classroom is central to the proposition of Comm.Unity as a discursive location for
production of third spaces. Analysis of diverse spatial and temporal locations;loaiziro
to global in nature, illustrates how immigrant student identities in the classn@m

shaped by experience. In many ways, the overarching abstract space of Qdynas @
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‘place where Me, We and the World come togettigectly reflects this nexus of
conflict. This organizing philosophy that framed teaching and learning in tbs @ten
directly invites third space tensions of engaging students about their lived sgace
immigrants. These tensions of third space are precisely to the thecaatigaddagogical
point of understanding how immigrant student identities can be (re)negotiated in the
classroom. It is from conflict that new spaces emerge with possibibtieseiv ways to
read the world and new ways to write the self.

| propose a&hronotope of Comm.Unigs a counterpace to the institutionalized
spaces of school, and highly structured classroom roles and identities that leave
immigrant students in the margins. The Group Norms protocol was an important
pedagogical tool in shaping social practices from the abstraction of Comm.Unigy
group process activity and norm building structure is itself yet anotheaetbdesign
(second space) of the classroom, as are any listing of rules, guidelines, aied fudit
structure social spaces of schools. However, the ideological value of a Group Norms
protocol, as an academic activity to practice and prescribe classrationghips, is that
they are shared and negotiable understandings for the production of safe andacaging
space. They are growing norms in that they are in process, evolving withran-g
interactions and relationships; and as such, they are intended to be a guiding fkamewo
that can be revisited, renegotiated, and rearticulated as is needed by the lgeoup. T
language of Group Norms in the Writing 2 classroom included “love, respectgieelin
live, peacefully, help, together.” Transcript analysis traces these emoétarants
through classroom discourse in mediating conflict, understanding immigrantistugg

and projecting hopeful futures. These are lexicongraanmar of thirdspacéGutiérrez,
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2008), and these designs for classroom community provide a beginning framework for
conceptual understandings of a communication of third space. As such, | assket that t
use of organizing principles for shaping the ELL classroom space is itah \a&i
pedagogical vision for a critical and transformative instructional exes for

immigrant ELL students.

The importance of having both a commitment to respectful and productive
classroom discourse requires an explicit instruction and attention to comtrmmica
processes. Protocols for structured norms of collaboration and communication, in both
oral and written forms, provide important scaffolding for academic learningeeksity
of instructional strategies, visual aids, collaboration structures, and grouggroce
discussions is evident in the Writing 2 curriculum. In the interest of building academi
literacy around critical literacy development of ELL students, howeverieamtiah to
language and communication in the social space is an imperative. Moreover, the
curriculum structures and the teacher’s designs for classroom praatedé®|stered
within an overarchinghronotope of communicatias a tool for navigating,
understanding, and reacting to the experiences through oral and written discourse.

Implications of this study point to the implementation of Group Norms protocols
such as a communicative infrastructure for Comm.Unity as well as a usefairfoaikn
for building relationships and producing third spaces in the ELL classroom. People need
help learning how to communicate with each other in their native language, leiraédone
second or third language. | have utilized Group Norms protocols in varied instructional
settings and professional communities; as such, | have learned and adoptedtesse pr

structures from the experience of a learner and trainee. Such commurstratiares
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will provide a way to agree on at least negotiating how to be together, without the
institutional predominance of rules. In proposing to partially operationalizegpace
designs through Group Norms, an overarclungpnotope of communicatidrecomes a

tool for navigating tensions of race, class, gender, culture, and language both inside the
classroom and in their daily lives. In this way, the curricular designs bachgemic

literacy and critical literacies of communication.

This is important when considering students in the Writing 2 classroom, many of
whom, | would argue, did not consider school as the principal priority (and identity) in
the face of parental, family, work, and even legal obligations stemming Hieim t
undocumented status. However, the fact that they were persisting and working ha
graduate high school is a testament to the importance of their education irvéseavien
if there were many encroaching realities on their school obligations. IrasgrRRaul’s
non-school identities and identification with Hip hop culture and discourses present
another example of opportunities to engage immigrant students’ experiences in school
spaces. | argue that it is an educational imperative for developingutuimicpedagogy,
and a shared teaching philosophy that engages ELL immigrant students, ac&gemical
and critically, around their lives and the chronotope of immigration. With news only
increasing in the present day of the trials, tribulations, and deportations ajranisiin
America, we are remiss in not fully considering the educational signiBaainengaging

the chronotope of immigration for ELL students in school spaces.

Renegotiating Student Identities in Social Space: A Hip Hop Hope
An important part of this mediation of student identity is analyzed in relation t

the focal student Raul and how social production of social space contributed to his sense
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of Self in classroom spaces. While his role in spatial production of the classroom was
characterized by academic and social tensions, space-time analysiptierGhaf
teacher-student discourse mapped an ideological retreat to global spaces tha
depersonalized conflict. Relocating Raul within shared challenges of secmudge

learning and communication served to relocate him as an equal member of Comm.Unity,
in both participation and obligation to social process and the production of classroom
space.

As has been analyzed in this study, Raul lived in spaces of school from
marginalized social, cultural, and institutional locations. Moreover, his cartedening
needs and continuous academic struggles were sources of frustration in ¢éffactive
appropriately engaging him in individual and collaborative academic tashkis Ra
classroom participation was threaded by tensions with social interac¢tiongth | do not
characterize or consider the communicative outcomes of his participation lgs over
antagonistic, disruptive or unproductive. There are additional factors at play idségar
his own learning needs, sociocultural background, and current struggles of dislatation i
his current life.

Given this overall sense of his institutional locations in school, fostering a sense
of belonging and community for and around a student like Raul is vital especialty whe
considering him as “at risk” and disengaged in school. An important part of the
chronotope omediating Raulvas that of engaging his participation and ideas while
accommodating his communicative intentions, discursive style, and academmicgea
needs. Implications of this study’s findings indicate that the development o6Raul’

student identity was supported positively within a shared Comm.Unity spacegishape
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through a discourse of care and respect; and conceptualized and mediated through Group
Norms. Such a classroom space both guided Raul’s participation and mediated Raul’
presence as well as provided for the production of a social space in which his “at-risk”
student identities were renegotiated in embracing the DJ’s Hip Hop Hopes.

Raul’s inner DJ was engaged through hip hop as a third space discourse for
teacher and student to connect from school and non-school spaces. It is the chronotope of
Hip hop Hopes that is analyzed and mapped in Chapter 5 of this study; the story of an
immigrant boy who traveled alone to America, and dreamed of becoming a famous DJ
“to represent all my Latin people”. Moreover, in this study, | have described my own
position as an outsider, guest, and fan in the hip hop community which | esteem with
respect the power of the hip hop elements. The production of third spaces in the Writing
2 classroom was shaped by these interspatialities of hip hop constituted witisidesc
threads that reinforced the development of a positive teacher-students séligti

| believe in the power of the fifth element of knowledge — paraphrased as a brand
of critical consciousnes@-reire, 1970) — as promoted by hip hop godfathers like Afrikaa
Bambaataa and early day pioneers like KRS-ONE. The positive vein of hip hop discourse
continues despite the commodification and political demonization of an urban cultural
form that was born from the ghetto’s material, abstract, and lived spaces e$sppr
and marginalization in America. A realistic proposition can be made for the
predominance of hip hop aesthetics in popular culture (music, television, fashion,
advertising, sports) that has grown over the last forty years and has now regldied a
scale. And while the popular cultural elements of hip hop are still pervasive expart

globalized world, there are the historical resistance roots of the South Bronx popping up
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all over the world. There are examples of hip hop youth movements and outreach
programs amidst the ruddier streets of places like Cambodia, Brazil, Senegal, a
Palestine; each one renegotiating and reshaping the critical conscidusmessm hip
hop culture. Youth are finding the voice and hopefulness in the beats, rhymes, moves,
and mosaics of hip hop culture as a means to speak back to their marginalized social
positions. Community-generated spaces shaped by and around hip hop are proposed in
contrast to the global capitalist machinery that has obscured hip hop’s comrootsty
and positive vision. Witnessing its emergence in the global context of the developing
world, we should be reassured of the transcendent heart of hip hop as lived spaces of self
and community expression, cultural identity, and social resistance againssiqpre
This study contributes to new ways of considering and analyzing hip hop culture and
discourses in the classroom. Irby & Hall (2011) review research literata point
toward new directions for this growing body of scholarship that establishes tinalcul
and theoretical significance of this global phenomenon.
More expansive, penetrative, methodologically diverse studies are required that
(a) capture how personal (e.g., race/ethnicity, class, gender, sexuality, cultural
disposition) and professional (teaching experience, educational background,
grade level, subject area, etc.) identities shape the ways hip-hop pedagogies are
implemented and to what ends and (b) better understand the relationships
between teachers’ respective identities, pedagogies, and student outcomes (Irby &
Hall, 2011, p. 234).
While | do not frame this study as hip hop research or research on hip hop,
findings effectively propose hip hop in example as an identity space for oneraminig
student that carries great power for academic and critical litel@amiopment.

Furthermore, | analyze how hip hop discourses intersect with the student’sigvolvi

identity as an immigrant in America. As Irby & Hall (2011) suggest, ttseaeneed for
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new research that engages hip hop from the outside, | propose this study as one that is
situated somewhere on the borderlands between inside and outside the Hip Hop
community. | frame hip hop as one strand of spatial production in the Comm.Unity that
carries discursive challenges and productive tensions for renegotiatiegisidentity

and developing academic and critical literacy in the classroom.

Part Ill: Implications for Praxis: Our Teacher and Researcher Selves

| conclude with reflections on the Self and implications of this study for
considering micro-local spaces of identity development of teacheresearchers as
well as teacher-researchers in the ELL classroom. | draw irtiphsafor engaging with
the personal and critical practices of critical consciousness in eslucesearch and
practice. | close with hopefulness for the production of third spaces whergramini
ELLs and their teachers can renegotiate identities and foster meanirgyerhational
relationships in schools. The critical praxis that characterizes Gatgetngrd space
research is at the root of its enduring theoretical and pedagogical eatliedrse and
critical thinking. It is evidenced in the extensive body of literature thasitrifluenced,
including this study. Toward rethinking the direction of third spaces in theory and
research on immigrant ELLs and non-dominant students, Gutierrez (2008) challenges
to raise our own critical and political consciousness in how we study and represent non
dominant students in discourse broadly.

In answering her challenge, findings of this study reflect idergitgna
engagement of the Bakhtinian Self with the world (Bakhtin, 1981, 1986), a learning Self

that is rooted in diverse space-times. Along with a perspective on the social imodéict
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space, | must examine the teaching Self (Palmer, 1996) as it interthimoemtopically
in classroom spaces. As such, | claim that this study is framed within theciotz!,
emotional, and spiritual Selves of this teacher-researcher, and theyeleiaa traces to
be perceived and ascribed meaning in these pages. Palmer (1996) outlines that good
teaching rests in the connections — interspatialities — between oursehes &nhd the
world:
Good teachers possess a capacity for connectedness. They are able to weave a
complex web of connections among themselves, their subjects, and their students
so that students can learn to weave a world for themselves ... The connections
made by good teachers are held not in their methods but in their hearts — meaning
heart in its ancient sense, as the place where intellect and emotion and spirit and
will converge in the human self (p. 11).
This perspective informs this study’s findings and draws implications éanekd
for critical reflexivity in conducting research and understanding theagidun of
immigrant ELL students. This study serves to recognize and animate thetmsiitty]
inherent in any representation of reality by proposing that multiple identitteaciers
and students should be positively engaged in classroom spaces. Any attempt & analyz
and describe the classroom space in text is only partial as implicates amétysis.
Moreover, | clearly recognize my teacher-researcher self igegitflmm my unique
location in time and space.
In aims of transcending the bounds of my unique spatial location, | found value in
analytical tools of critical discourse analysis (CDA) in providing somerdistiom my
own central presence in classroom interactions being examined. Methoddotheal

research process can be exasperating, as one gets tired of knowinghtevteaane;

and | am first to critique this research as self-indulgent. Despite @aalytases that
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result from this inescapable emic-etic paradox, the power of CDA in tesdearch
bolsters a commitment to professional development. Thereetlamegraphic moments
that entered my thinking and reflection throughout the analytical process:
These are epiphanies-moments of intuition or realization experienced during
fieldwork or pre-fieldwork, that provide insight and a point of entry into the
research that could not be arrived at simply though the exercise of logic
(O'Connor, 2004, p. 3).
| would characterize the critical spatial events as such ethnographientsothat showed
glimpses of meanings that evolved in moving recursively through and around thet.data se
Significantly, the recursive process moved across space-times of $dratasback and
forth in time, to provide different lenses on social practices of the classré@se Were
third space moments that were both causes and cures for social conflicivereeaiso

vibrant opportunities to mediate tensions in ways that engage multiple identities in t

classroom.

Reflective Practice & Critical Analysis of Language and Discourse

The methodological mix of ethnography and critical discourse analysis for
researching classroom spaces leads to important implications of engadisgkind of
reflective instructional practice. As an attempt toward researchrdspiace praxis, an
auto-ethnographic (Denzin, 2003) perspective on classroom practices speaks to the
importance of teacher critical inquiry into their own teaching selves and hew sbb/es
inform and shape classroom spaces. Findings of this study map how these nalMgsle s
and identities within classroom spaces also engage and shape non-schoolsid@ntitie

immigrant ELLs and their teachers.
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Moreover, a critical attention to language and discourse in the education of
immigrant ELLs is crucial for teachers to be able to recognize angzanabw
classroom space can reproduce inequity. An important, and methodologically difficult,
challenge that follows from this study is the value of employing criticalodirse
analytic methods to reflecting on one’s teaching practices. It is hard evachdegree
of analytical distance when examining how your institutional role as teaaher c
reproduce and resist dominant discourses in school settings. In this study, | plisposef
engage in social tension and conflict as a means of sketching a classroonptoptura
is built around situated identities and engaging with difference. Teachbgsriown
reflective practice can benefit from a greater attention to language andrdsas a
means to better understand how third spaces possibilities are produced and dissolve in the
classroom.

In gratitude for a critical and hopeful graduate school education, | point to the
critical educational and research practices of the ACCELA Alliance

(http://www.umass.edu/accelas an example of how critical teacher education can

support teachers of immigrant, ELL, and non-dominant students in developing both
academic and critical literacy in the classroom. As teacher, reseactdeacher
educator, | have been shaped by the philosophy of the ACCELA Alliance and its
philosophy on improving teaching practice that draws on critical linguisticgsas&d
better understanding the education of culturally and linguistically divardergs. This
teacher-researcher study of third spaces in the ELL classroom folloles tiadlition of
ACCELA'’s educational practice and research (Gebhard, Habana Hafliérg&t,

2004; Gebhard, Harman, & Seger, 2007; Gebhard, & Willet, 2008; Harman, 2007).
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In the ACCELA program, teachers are trained and supported in using critical
discourse analytic methods to observe, reflect, critique and improve their garééhide
the methodological demands of detailed attention to language and discourse can require
time, there are many productive opportunities to analyze focal interactidres in t
classroom with specific inquiry questions to guide teacher learning. Moreoweepeer-
coaching model for teacher development, there are the supports and protocols for
teachers to engage in reflection and dialogue with others that can maketleetige
practices powerful and transformative in improving classroom practice. Ther pbw
CDA methods in teacher learning is also framed in community. If the productspacé
is a social process, and teaching and learning are also understood as a sosglthete
an understanding of self in driving reflective practice as educators istadrteof
building positive and transformative classroom communities. As Palmer (1996)
describes:

“Community cannot take root in a divided life. Long before community assumes

external shape and form, it must be present as seed in the undivided self: only as

we are in communion with ourselves can we find community with others” (p. 90).

We Teach (and Learn) Who We Are

There is an intentional hopefulness in this study by design, which I take from my
own “social dreaming” (Gutierrez, 2008), a bias to hope that | am contributing to the
production of transformative spaces, more than | am closing them off. Thissstudy’
analysis of production of classroom social space illustrates opportunitienégotiating
student immigrant identities in relationship to their academic and socidbpssitAs the

classroom teacher, | project my own hope into the material, abstract ashdpevees of
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the classroom. As a political being, | recognize and engage with the temierenit in a
classroom of immigrant ELL students.

What follows from this study are the opportunities to produce critical social
spaces in the classroom in which immigrant students can interrogate tteeir live
experiences and develop a critical literacy to better understand and navigaterid’,
while also developing academic literacy and English language competenos.& le
spatial production and an attention to diverse space-times represented in discourse
provide insights into how diverse immigrant student identities can be engaged
supportively and renegotiated within the highly structured spaces of school. In
recognizing teachers and students as equally social beings that contritbassrmom
space and the development of academic and critical literacy, | rethgsedtion that “we
teach (and learn) who we are” (Palmer, 1996). These multiple selves angingenn
the classroom, folding in and spiraling out from multiple space-times.

From macro to the micro levels of analysis of a classroom interaction aiteca¢
work a myriad factors transpiring, or crystallizing in the moment of eaclgpgual
interaction as an analytical horizon. From a spatio-temporal perspectieeatber
transformative opportunities for teaching and learning that are perpetoaligrging
and disintegrating as interspatial meanings collide, merge, and fradtuspatial
meanings. Opportunities to tug effectively at one of the infinite threads cé-ipae
intersecting in third spaces of the classroom become the synapse of pedautspsa
firing between teacher and student as well as the social production of newdpaces

learning and identity. For immigrant ELL students and their teachers iali&keny hope
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that who we are is open for (re)negotiation in classroom third spaces of Comm.Unity

(communication + unity = Comm.Unity).
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APPENDIX A

TRANSCRIPT CONVENTIONS

Transcript Conventions

please
LOUD
/loverlap//
(cough)
XXX

[]

[ ]

[ ]

inco-

latching (utterance quickly following the previous one)
emphasis (underline)

raised volume

overlap (indicated at beginning and ending of overlapping utteranceg
description of phenomenon

inaudible

short pause

medium pause

long pause

incomplete utterance, dropped abruptly

D
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APPENDIX B

TRANSCRIPT: HIP HOP HOPES

TRANSCRIPT: “Hip hop Hopes” (Divided by Interactional Units)

INTERACTIONAL UNIT 1 — Student on-task, teacher moves to scafaldent writing;
Student establishes hip hop discourse and interspatial links to future hope

1. T: So what are you working on?

2. BA: My essay

3. T: So you are on the computer right now? So, you need help with anything? You
idea about the pieces?

got an

4. BA: | am working on my music, my rapping, my hogpsint to different writing on the

computer screen)

5. There you go.

INTERACTIONAL UNIT 2 — Teacher takes up hip hop discourse and scaffaldsrst
reflection on investments

6. T: So when you are talking about your hope related to your music, how does the music

make you feel? Why do you love hip hop? Why do you love reggaeton?

7. BA:1don’t know. I just love it.

8. T: Why? You got a reason. This is about you figuring it out.

9. T: Why? What do you love about reggaeton?

10. Huh? (Staring at the floor)

11. Why do you love, why do you love music? Why do you love hip hop and reggaetg

S5

12. | don’'t know, the beats, hip hop and ...

INTERACTIONAL UNIT 3 — Teacher shifts inquiry to discursive level gf hop as
textual representation of the world; Student signals marginalizéalaslass’ and social
critique in global chronotope of systemic injustice

13. What does it tell you about the world?

14. BA: It tells you many things happening in the world.

15. T: Like?

16. Like, the government is always cheating about us.

17. That people are from minus class, little class.

18. T: Lower class

19. BA: Yea, lower class. They just think that we are like nothing.

INTERACTIONAL UNIT 4 — Student discursively reverts and sitJd{t'mseIf on the
margins, underscoring his perspective based in lived experience

20. That's just what | think ... and also I like the dance, how XXXX (Span{bingaking
into a smile, changing toneYeah.(sweeping his head to the side)

INTERACTIONAL UNIT 5 — Teacher redirects to immigration naixref
proposes/acknowledged an interspatiality of immigration & American dreeaffolding
academic task at hand,

21. T: So how does that relate to you and coming to America?

22. You came to America, you had a difficult journey.

23. You found reggaeton, you found music

24. BA: No, well that was already here

25. T: But you found it. It was something that you found

26. BA: | think about that kind of music in my future.
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TRANSCRIPT: “Hip hop Hopes” (Divided by Interactional Units)

27. That is something that is important to me.

INTERACTIONAL UNIT 7 — Student restates interspatiality gb hiop and his future
goals; teacher prompts his reflection on agency in fulfilling mythatmhAmerican dream
and present activities

28. T: How do you think you can make it part of your future?

29. What do you think you will have to do?

30. Because people always talk about coming to America, there’s lots oftopigies,

31. but nobody is going to show up at your doorstep with a record contract.

INTERACTIONAL UNIT 8: Teacher prompts student to think about presetities;
recognizes student membership in hip hop discourse community; invitestdivele
experience into school discourse, task.

32. What have you been doing?

33. BA: | have been trying to mix music;

34. s0 my cousin can put it on in his dancing parties

35. T: So start DJing parties.

36. Start DJing, yea,

37. T: And you have a connection, you know somebody that owns a club, so you get to go
and DJ a little bit.

INTERACTIONAL UNIT 9 — Teacher prompts student reflection on liveccepzat DJing a
dance party (i.e. emotional experience, personal fulfillment); reposgtadent within
chronotope of dance party as powerful, influential.

38. What is the feeling that you are get when you are out there?

39. BA: People are dancing, it's so cool. When people can come together to your musi
That feels really good.

o

40. T: How does that make you feel?

41. Really good

42. People enjoy the music, my music

43. T: You got everybody up there moving and jumping and having a good time.

44. BA: Yea

INTERACTIONAL UNIT 10 — Teacher recharacterizes the dance pargnotwpe as
‘fulfillment’ for a DJ, and constituting a professional aspiration

45. T: Yea, so that's something that makes you fulfilled

46. So that's something about you making that as part of your profession,

INTERACTIONAL UNIT 11: Shifts to global time-space of having enjdgalork (i.e.
labor of love)

47. hopefully we have jobs that we love to do also,

48. BA: Yea

49. T: It makes working ... right.

INTERACTIONAL UNIT 11 — Teacher uses hypothetical parallel to teaghs a ‘labor of
love’ to validate students’ passion, fulfillment as DJ

50. You don’t want to have a teacher that hates teaching.

51. BA: Nooo!

52. T: because they won't be a very good teacher.

53. So you know, anyway ...
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TRANSCRIPT: “Hip hop Hopes” (Divided by Interactional Units)

INTERACTIONAL UNIT 12 — Shift back to teacher scaffolding writirask with explicit
summary of ideas and instruction to include in text

54. So that's something right there. It makes people, when people are dancing —

55. Put that in there!

56. [BA turns back to computer, puts hands to keyboard to type]

57. T: That's why | asked you. | didn’'t ask you because ... —right? [T slaps him on the
shoulder; slight laughter]

58. [Continues talking to Ss who is facing the computer] We were talking abautife in
America and your hopes for your music.

59. T: What did you just explain to me.

60. You love it when people are dancing. How does it make you feel, right? That's hopeful
what you just told me. When you make people move and dance. That gives you hope,
joy, happiness.

61. (Teacher walks away from student, and student remains seated at computerragid typi
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