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that were incorporated into student writing along each unit theme.  

 

        

Figure 8. Student Brainstorm: Jigsaw Activity on Francia’s Story 
 

For writing process techniques to structure narrative development, students 

principally used graphic organizers and scaffolding techniques of free writing, timelines, 

idea webs and paragraph templates. Feedback on multiple drafts was given by both peers 

with specific guidelines, as well as by the teacher, utilizing a code of editing marks 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 pre-writing 

activities before drafting each section. Trips to the computer lab were scheduled at each 

stage to put the pieces of the narrative together in parallel with relevant analysis of the 

sample narrative of Francia’s Story.  

The immigration unit ended up taking at least a week longer than originally 

scheduled three weeks. I 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 read his or 
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her whole essay and to progress through a structured feedback process. However, these 

important narratives of students lived experiences, past, present and future were 

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) reflection on 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 Comm.Unity Café was a 

space for students to read their immigration narratives of ‘Coming to America’ aloud 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.  

I had done the Comm.Unity Café readings in teaching a summer communication 

course for high school students with learning differences. We read poetry with lights 

dimmed over the Comm.Unity poster, a small mic and amp for projection, background 

beats behind their composition, and psychedelic Media Player ‘visualizations’ on the 

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 teacher’s desk, 

where a small lava lamp gurgled a little mood. The physical space of the Comm.Unity 

Café was simple but effective, especially in consideration of needing to share the 



 

 154

classroom space with other ELL teachers and quick transitions in between classes. The 

structure for the Comm.Unity Café readings was to put the teachers chair in the middle of 

the group. There was a big straw sun hat as a prop for fun, for a little humor to dilute 

students’ nervousness; but I ended up wearing it more than anyone else, like the class 

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 desk was located. 

For the readings, the teacher’s chair was wheeled to the middle of the horseshoe in front 

of the teacher’s desk; this was my preferred location from where I generally conducted 

discussions if not writing on the board or the flip chart easel. It was nice to sit in the 

middle of the students on all sides, swiveling from side to side in relaxed fashion with my 

coffee, seemingly close to each student as needed. I could not only swivel on students, 

the chair rolled nicely, so with a gentle push of one foot, I could roll up in front of 

someone’s desk like room service. It was a personal posture for me, as it easily allowed 

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 resting a little too 

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 challenges of academic 

learning in a second language. Of course, other times student fatigue was just adolescent 

antics or the usual staying up late. For example on the second day of Comm.Unity Café, 
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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 teasing, he later divulged 

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 integrate active 

listening and critical, but supportive, response to student narratives. The feedback sheet 

was organized according to different numbered roles for assigned types of feedback to be 

given. Then for each reading, the class members would assume a different number and 

type of feedback to give. The goal was to deepen the language practice and engage 

positive discussion through guided responses to the writing.  As a participation structure 

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 I would help clarify or facilitate toward a question to ask of the 

author that would prompt more sharing. Given the intense and diverse experiences of 

immigration, articulated in a structured written composition, there were rich opportunities 

for each student to be the expert, share from their text, and teach the class about their 

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’s narrative 
#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 nouns 

back to the ‘dream’ of Martin Luther King Jr 
#4 - Key Verbs Identify two key verbs in the narrative in the past tense 

form 
#5 - Narrative features Listen to the narrative carefully paying attention 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 person’s personal 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 perfectly polished and 

grammatically correct essays, but as identity texts for these students taking risks to share 

their stories. The sharing of personal and emotional writing involved risk-taking in 

sharing about their lives, and the feedback and dialogue served to build a critical literacy 

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 student Alta 

Tavares’ tear-filled narration of separation from her one-year-old daughter. A classmate 

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 to care for her and 

she was not in a good guardianship living situation. Her contributions to classroom 

discussion and in her writing were heavily focused on family, her responsibilities to her 
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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 narrative: 

In 2003, I was in 9th grade in my school and I was finished and I cam to America. 
I left my mom pregnant and I don’t know my sister Angela. Life there was easy for 
me but now everything is hard for me because I have to work and go to school. It 
is hard for me sometimes. Everything changed when I had a baby and now it is 
more difficult with school, work and a baby but I will finish my school (Alta 
Tavares, Immigration Narrative composition).  

 

 When Alta began to cry during the reading of her immigration narrative, another 

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:  

 I arrived in the U.S.A. on March 21, 2005, six months ago. I arrived first in New 
York. My mother picked me up in New York. I came with my baby in my stomach. 
I brought one bag and one backpack (Antonia Gonzalez, Immigration Narrative 
composition). 
 

These Comm.Unity readings were emotional and there were cases where students 

stopped reading passages of their narratives that made them uncomfortable to read aloud. 

Antonia stopped in the middle of her reading at the passages reflecting on the father of 

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 that 

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

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 
• Never too late to change about yourself and your life. You can love something new, 

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. 
 
 

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 generally had the audience 

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 particular, 

(mis)placed while someone else was speaking was mis/interpreted as ridicule or mocking, 

a sign of disrespect. I put the parenthesis around (mis)- to signify that identifying an 

interlocutor’s intention with specific verbal or non-verbal participation is up for 

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 appearances of relative 

calm. Students are constantly interacting with each other and things outside the teacher-

defined classroom space-time. They are carrying on dialogue, flirtations, antagonisms, 

doing other work, reading, texting, sometimes daydreaming or even possibly sleeping 

(for those working evening jobs, despite my best attempts to keep them all awake and 

engaged).  In the conflict surrounding the focal interaction, the history of interactions 

between the two students preceding this episode reflects a tension of “mediating Raul” 

that continued throughout the year.  

 

Part IV: Critical Discourse Analysis of Classroom Tensions 

Critical discourse analysis (CDA) of the debrief discussion on the ‘Comm.Unity 

Conflict’ is insightful in reflecting ‘the worlds’ of immigrant students and how the space-

times of their lived experiences intersect in the material, abstract, and lived spaces of the 

ELL classroom. Their English language learning experiences are daily and varied as well 
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as transect innumerate social spaces that influence the developing chronotopes of their 

immigrant experiences. The Writing 2 curriculum supported exploration of these 

subjectivities through writing which I would argue were shaped by scaffolding a ‘reading 

of the world’ that influenced textual production and critical literacy development.  

There are several important points that frame my analysis of a classroom tension 

around (mis)placed humor and the debrief discussion of this Comm.Unity conflict. First, 

the critical spatial event I selected for analysis was purposeful in that it clearly illustrates 

the teacher (‘me’) exercising the power to control, shape, or facilitate dialogue in the 

classroom from an institutional position of authority over the classroom. While 

recognizing myself at the center of interaction presents methodological challenges, there 

is an explicit purpose in selecting focal interactions.  It illustrates my role as teacher in 

facilitating production of social spaces that are critical and transformative which is  

precisely in line with tenets of Comm.Unity. The focal transcripts also provide 

textualization of pedagogical choices and spontaneous discussion aimed at revisiting 

Growing Norms of the classroom Comm.Unity. Motivations behind exercising power in 

performing a teacher role imply there is the obvious institutional responsibility of 

governing over the class as an orderly and purposeful space. However, there is also the 

hopeful power in reiterating notions of effective communication for building a respectful, 

loving, and sensitive learning community relevant to the students’ worlds. Considering 

multiple sites of power in the classroom, this focal transcript clearly illustrates that the 

discursive underground of student interactions is a powerful producer and shaper of 

classroom space.  
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Second, the debrief discussion of the conflict moves through different space-times 

of experience. The analysis traces the space-times of the current class, on-going present 

interactions, previous classes, micro-spaces of interaction, past employment situations, 

work place space broadly, home cultural contexts, past immigration experiences, and 

others space-times not determined.  A CDA analysis of focal interactions considers these 

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 experience and 

different chronotopes of their lives. This is to the point that ‘we’ are very diverse with 

different immigration narratives that position people in the classroom in different ways 

along broader societal discourses related to race, class, gender, culture, ethnicity, and 

language identities. 

The third point of style and method is that, in this section of my CDA analysis, I 

will refer to the ‘the teacher’ in the third person as a performance of my researcher voice.  

In this teacher-researcher study, this shift in analytical voice is tactical in representing a 

critical discourse analysis of exchanges where I am directly involved. I comment 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 debrief of a conflict that arose 

between Raul and another student Marta Jimenez. The conflict that arose between Raul 

and Marta was during the feedback session of Antonia’s immigration narrative. During 

the feedback session, Raul was tasked as #6 Life Lessons. When I prompted him to share 
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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, “What? I can’t 

understand what he is saying!” followed by laughter. This interjection interrupted the 

beginnings of my attempts to ask Raul to rephrase to clarify his point and I shifted my 

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. I proceeded to ask Raul about 

rephrasing his point while I was ready to write on the chart paper on the chalkboard. 

After about five seconds, Raul pronounced firmly, “I know how to speak English.”  

At this point, I addressed them both to intervene in the exchange and to raise the 

most important fact that this was principally disrespectful to Antonia who was sharing 

her personal narrative. I redirected the dialogue to engage Raul in the task of recasting 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 in 

America constitutes a complete change in the spaces lived: “The whole world changes.”  

This feedback on Antonia’s narrative ended after this exchange with approximately seven 

minutes left in the period which was not enough time to begin Raul’s reading of his 

narrative. Instead, I took the opportunity to have a Comm.Unity discussion about what 

had transpired during that session and revisit the Group Norms.  This debrief discussion 

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

In this section, I give a detailed CDA analysis of the debrief discussion that traces 

shifts in time and space in classroom dialogue. This CDA analysis entailed detailed 

analysis of varied linguistic features of classroom discourse in order to identify and map 

chronotopes of student immigrant experiences. These chronotopes represent the lived 

spaces of immigration students bring into social spaces of the classroom which I argue 

are intersected by local and global spaces that shape discursive identity formation.  

It is useful at the outset to clarify terminology for four different tools I use to 

represent analysis of classroom discourse in this critical event. (1) I use the term 

‘transcript’ for transcription of classroom discourse that delineates turns-at-talk and 

provides conventions to represent interactional dynamics of pause, stress, overlapping, 

truncation, etc. (2) I use the term ‘transcript analysis’ to present the detailed CDA 

analysis as outlined in the methodology section using detailed linguistic analysis to 

identify representations of space-time scales and chronotopes that reflect negotiations of 

identity in discourse. (3) In this section, I will also provide in chart format a breakdown 

and description of twenty-five interactional units (IUs) that result from this analysis. (4) I 

present a chronotope map that outlines time-space shifts in classroom discourse that work 

to renegotiate student identities in classroom spaces. (See Appendix for a list of 

transcription conventions used.) 

In the first part of this analysis, I comment on key interactional units in the first 

half of the debrief discussion (Debrief Part 1: IU1 to IU14) where discursive interactions 

indicate mediations of on-going conflict that frame renegotiations of identity 

accomplished in Part 2. For Debrief Part 1, I provide analysis at the level of the transcript 
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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: IU15 to IU25). In this section, I again present the transcript of Debrief 

Part 2 and a chart of interactional units. Discussion of the more detailed transcript 

analysis reflects a numbering of utterances that are broken down within each interactional 

unit. Transcript analysis of Part 1 leads to mapping chronotopic shifts in discourse to 

illustrate specifically how student immigrant identities are renegotiated within classroom 

space.  

 

Critical Discourse Analysis of Debrief Discussion (Part 1) 

 In Debrief Part 1, the teacher establishes a focus on revisiting the Group Norms of 

the classroom space. It is important to recognize at the outset, as is readily visible from 

the transcript, that the classroom debrief is largely dominated by the teacher. This is clear 

in the number and length of turns-at-talk (Ts) of the teacher (Ts1, 12, 14). While this can 

be interpreted as a clear exercise of power in controlling classroom discourse, this 

analysis recognizes the teacher’s principal intention to address the current Comm.Unity 

Conflict in reference to Group Norms within the limited time remaining in the class 

period.  Moreover, there is an attempt by the teacher to address Group Norms as well as 

respectful social interactions in the context of the instructional goals of the Comm.Unity 

Café sessions and the personal nature of the Immigration Narratives central to this 

curricular unit.  

As such, I 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 students exercise 

discursive power to perpetuate conflict in the classroom space by interjecting 

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 conflict that 

continues despite the teacher’s intention to reframe discourse toward debrief and 

resolution.  As previously asserted, this critical event illustrates the production of social 

space in the Comm.Unity is not governed by Group Norms merely because they are 

posted.  It is precisely to the point of this analysis and explicit in the debrief discussion 

that these norms of behavior require investment by Comm.Unity members to give them 

power. The teacher exercises both institutional and discursive power to reassert 

everyone’s obligation to 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 displeasure with the conflict 

but assumes it was ‘my responsibility’ for the collective disrespect of a fellow student 

during the Comm.Unity Café reading. The teacher takes responsibility in personal terms 

by framing a familiar relationship as an ‘older brother’ and recognizing colloquially that 

it was ‘not cool’ for him and others in the class.  The teacher’s personal tone reflects the 

Group Norms reviewed in IUs3-5. 
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Table 10. Transcript: Comm.Unity Conflict - Debrief Part 1 

 
Transcript – Community Conflict: Debrief Discussion (Part 1) 
 
1. T:  [IU1]  This is what I am looking for, ok. (Moving back from standing flip chart to stand 

in front of room, both hands outstretched to side, with palms facing up). What happened 
earlier, ok, in the middle of interrupting the debrief of Antonia’s story, is not cool for 
me; as it obviously not for other people in the room. So these are things that have been 
going on in the room and maybe it is my fault, maybe I have not been paying attention, 
you know, in terms of being the older brother here in our Comm.Unity, right? This is 
something that’s my responsibility. [IU2]  So, if we have time, we are going to move 
Raul’s story to Monday. [IU3]  (Moving back toward the flip chart) Group Norms, who 
can read our Group Norms for us? Because if these are not working then we will have to 
revisit these and change them; that’s why they are there, (Pang Thusaporn raises hand) 
that activity we did when we began this class. Can you read them for us (to PT)? 

2. PT:  Yes. (Reading aloud from chart). “Respect each other and love each other” = 
3. EV:  [IU4]  = Love each other? 
4. CK:  Yes, (to EV). And then “Work together”//  
5. T:        //You scared of love (to EV) 
6. EV:         = Huh?! No! 
7. PT:         [IU5] = Ok. “Work together to help 

each other learn how to live peacefully! Be friendly and be gentle with each other’s 
feelings. And understand each other in” [ ]= 

8. T: “In a positive way.” 
9. PT:  Yea, “in a positive way”. And “good communications is” [ ]\\ 
10. T:         \\ (moving toward chart) “our 

responsibility.”  
11. PT:  Yes.  
12. T:  [IU6]  Ok, so these Group Norms, and the confusion we had here with people 

disagreeing about how, you know (moving to center of room and sitting in chair, in front 
of teacher’s desk, positioned in middle of horseshoe), there’s obviously some concerns, 
not just from one person, or about one person, but, what is the concern here that came up 
earlier? [ ] And how does that relate to what we agreed here? (pointing to Group Norms 
chart). [IU7]  Now these are the Norms that we all came up with and we all agreed to 
when we did that activity for our classroom community. And the reason that I did that 
activity instead of us having classroom rules is that the rules are the teacher’s rules and I 
say, “These are the rules,” and you guys have to live by the rules. But if you don’t 
believe in the rules, they don’t mean anything, right? They don’t mean anything to you. 
And that’s not the type of classroom community that we need to have, especially not as 
a writing community when we are going to be writing, and talking about personal stuff, 
like our personal narratives. Ok, so to me it’s not cool if people are feeling disrespected 
when someone is up there telling important stuff in their life, and other folks are not 
giving them the respect= 

13. RM:     [IU8]  =fighting at each other.  
 
 

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

 
14. T:  (Shifting position to address Raul). Hey, 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?  
[IU9]  (Redirecting attention to other students) I don’t want there to be negative energy 
floating around this classroom because people don’t know how to listen. (Marta is 
putting things away in her backpack sitting on her desk). [IU10]  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 that- [IU11] Marta, what was 

part of that of being respectful of one another that you would like to remind us about? 
17. MJ:  I don’t know. (Fixing things in her bag with focus on her bag).  
18. T:  Well this is your chance. You can’t say, “I don’t know,” because this is the chance. This 

is the chance where you remind us (gesturing with hands extended to her and then 
pulled in toward chest), for you what is it, what’s important [ ] here in class?= 

19. MJ:         [IU12]  =NO, because I didn’t 
like it when he talks bad, //you know, because when he-// 

20. T:     //when somebody, you don’t have to-//, in general. (gesturing 
with hands in circular motion). 

21. MJ:            =Ok, I don’t 
like it when somebody, you know, laughs at ME (hands stretched out in front)  

22. T: Ok. (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:           //OK// 
25. RM: [IU13]  XXX (Spanish) 
26. T: (Turning attention to RM). Raul, are you listening? You need to listen. (Raising hand 

with palm facing in toward ear and gesturing gently back and forth to ear).  
27. EV: [IU14]  Ah-ha. (laughs distinctly) 
28. T: You need to listen (as 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 please (waving 

both hands back and forth to gesture between Raul and Erica). Let’s focus on what 
people are- (gesturing with one hand extended out and inward toward center of room). 

 
 

One student Erica reacts to the principle of “love each other” with a skeptical 

tone, to which the teacher retorts playfully by asking her if she is ‘afraid of love’ (IU-4). 

It is important to comment here that the teacher’s jest in this brief interaction could 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 to the on-
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going conflict in the debrief discussion (IU14, 16). Recognizing that the teacher also uses 

humor regularly in classroom discourse lends again to a critical perspective on the 

students’ showing of humor in the critical event. Since the classroom social space is one 

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 analysis of this 

critical event and the broader analysis of Raul’s classroom participation that follows in 

subsequent sections. 

In IU6, the teacher reiterates the current conflict in reference to the Group Norms 

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 are a 

shared concern. The teacher characterizes the conflict as ‘confusion’ and ‘disagreement’ 

surrounding interactions as well as the ‘concerns’ are shared by ‘people’ and ‘not just one 

person’ (T12). There is an important time-space shift (IU7) to the past discussion at the 

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 states personal 
responsibility for relationships in classroom space  

2 Teacher makes change in presentation schedule and signals shift in discussion to debriefing 
conflict 

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

4 Student Erica reacts to ‘love’, teacher responds with (misplaced) humor & student 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 reference to agreed Norms 

7 Shift to past Group Norm discussion and design of shared obligations to social space of 
writing community 

8 Student Raul interjects (or comments on) conflict & teacher reminds of group obligation. 

9 Teacher re-emphasizes to group the importance of listening in social space (& not creating 
‘negative energy’ of disrespect in communication)  

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

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

12 Student attempts personal reference in conflict & teacher redirects her to comment 
generally (not personally) re global issue of communication, Student Marta establishes 
complaint about laughter (& mutual respect/13) 

13 Raul interjects side comment, in reaction, Teacher continues dialogue w/ speaker but 
attention shifts to mediating side interactions (conflict) 

14 Student Erica engages conflict; during Teacher reminders to Raul of listening to current 
discussion, & Teacher redirect of Erica to student Marta’s comments (obligation 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 choice to facilitate 

the co-construction of shared values, thereby, a shared obligation to the social space of 

the classroom. The teacher juxtaposes this intention with an alternate classroom space 

governed by traditional delineation of institutional power where the teacher dictates and 

enforces ‘the teacher’s rules’ that students are expected to follow even if they ‘don’t 

mean anything to you’. The teacher rejects this directly (‘that’s not the type of classroom 
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community that we need to have’) and reiterates the importance of Group Norms to a 

‘writing community’ and the context of the present immigration unit and Comm.Unity 

Café readings ‘ when we are writing and talking about personal stuff like our personal 

narratives’.  The teacher names the issue of respect in depersonalized terms (e.g. ‘people, 

someone, folks’) that does not make reference to the current conflict between Raul and 

Marta. The teacher discourse here reiterates a vision of social space that has meaning in 

Group Norms built on personal, caring, and emotional relationships in the classroom 

Comm.Unity.   

 It is at this juncture (IU8) that the on-going conflict resurfaces with Raul 

interjecting into the group space a comment about “fighting each other”. This is an 

apparent self-defense coming from his linguistic identity of a non-English speaker, as an 

immigrant being ridiculed for speaking unclearly.(i.e. ‘I know how to speak English”).  

The teacher mediates Raul’s provocation while maintaining the current chronotope of 

Group Norms through a series of consecutive comments that follow a local-to-global 

trajectory. The immediate response to Raul is addressed at a micro-local space of the self. 

The teacher shifts space-time reference to local spaces of classroom interaction in the 

next comment about the importance of listening and ‘negative energy floating around’ 

(IU9). The teacher responds directly to the micro-local space of Raul (‘you are 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 (IU10) 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 input [IU11]. The 

teacher’s aim here is to obligate the student to the group, that is, to solicit, engage, and 

encourage participation in addressing conflict. In this way, the global space of normative 

behavior is intersected explicitly with the micro-local space of the individual students’ 

experience (with conflict) and preferences. The student’s body language and actions of 

packing her bag in preparation to leave class communicate the on-going conflict. The 

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 in a global 

space of norms of mutual respect. The teacher engages her directly by obligating her to 

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 antagonistic 

comments into the debrief discussion that causes the teacher to successively shift focus to 

check student discourse to maintain the global space-time of Group Norms. In the IU12, 

there is again a discursive mediation by the teacher redirecting student comments (T19) 

away from the personalized micro-local space of individual behaviors within the local 

space of on-going conflict.  These discursive moves reflect the teacher’s goals to 

maintain debrief discussion in a global space of Group Norms (T20) despite students’ 

continued efforts to perpetuate conflict. Marta follows the teacher plea to speak ‘in 

general’ about ‘somebody’, and promptly rephrases; “ Ok, I 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 depersonalized in the 

discourse of Group Norms.  

The teacher’s attention in IU12 is drawn to Raul who then in IU13 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 abruptly redirects attention 

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 to say: ‘That’s what 

you get!”. At this point the teacher redirects attention immediately to Erica to check her 

antagonizing reaction that perpetuates conflict (“Erica don’t’=) and Erica again reacts 

defensively (T29) to the teacher’s direct response to her. The teacher then moves again 

quickly from the micro-local space of these targeting comments of on-going conflict to 

the local space of the group debrief, attempting to refocus on Marta’s comments about 

(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 interactions and 

how they set up analysis of Debrief Part 2.  Detailed CDA analysis of Part 1 illustrates 

several important points. As interactions in Debrief Part 1 clearly illustrate, there is on-

going conflict that is transpiring even as it interweaves itself in the teacher’s attempts to 

debrief the conflict that transpired earlier in the class.  Despite the teacher’s apparent 

attempt to facilitate a group debrief by revisiting Group Norms and a reaffirmation of 

more global understandings of respectful interactions, students are continually engaged in 

conflict in ways that directly contradict the teacher’s efforts and intentions. Highlighting 
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the contradictions between precepts of Comm.Unity as an emotionally caring space and 

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 he is largely 

occupying a defensive position in these critical events that are the focus of analysis. 

Although Raul does not make many active moves in this excerpt of classroom discourse, 

his brief interjections are strategic to draw reactions from both teacher and students. To 

problematize his role in the Comm.Unity, the conflict during Antonia’s reading was one 

where he was clearly ridiculed, causing a previous defense of his linguistic identity 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 provocations in 

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 analysis and 

findings of the study given that these teacher perceptions frame and filter the researcher 

lens. 

In terms of the teacher’s discursive maneuverings seen in Debrief Part 1, there are 

several instances where the teacher’s spatial references move the inertia of conversation 

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 the teacher makes 

consecutive spatial references that moves conversation from a micro-local space, to a 

local space, on a trajectory of ‘retreat’ to a global space of Group Norms as the focus of 
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the current debrief discussion.  I contend that these spatial movements in teacher 

discourse help facilitate connections between immigrant students’ identity at the micro-

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

the critical events here surrounding the Comm.Unity Conflict and the Debrief Discussion, 

issues of communication become the global spaces of experience that connect student 

interactions in the classroom to their broader life experiences. These discursive moves to 

the global spaces of communication and immigrant experiences are further traced in CDA 

analysis of Debrief Part 2 in the next section. CDA analysis of this critical event 

facilitates the mapping of shifting chronotopes that trace how student immigrant 

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 chronotope 

and space-time scales in classroom discourse that I contend indicate shifts in student 

identity for immigrant ELL students. The chronotope map (Figure 9) drawn from this 

analysis is discussed in greater detail following discussion of transcript analysis, however 

it is instructive at the outset to highlight key points to frame the direction of my analysis. 

The mapping of Debrief Part 2 shows a movement through shifting chronotopes that 

represent student identities as: immigrants (and emigrants), ELLs, students in school, 

workers and employees, caring group members, among others. Situated in a local context 

of the classroom, there are also shifting chronotopes I characterize as the chronotope of 

(mis)communication which is an integral discursive thread of classroom interaction in 

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 scales. These 

scales I define as the: 

• micro-local space of the self,  
• local space of the classroom as a discursive space of multiple and 

simultaneous social interactions, and at  
• 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 of diverse 

times and spaces (interspatialities) shape school discourse. Mapping these chronotopes in 

the production of classroom space carries implications for (re)negotiating the available 

school identities of immigrant ELL students in ways that speak back to their lived spaces 

(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 the micro-local 

spaces of individual experience to more global spaces of immigrant experiences. These 

chronotopes of immigration are connected to classroom space through the on-going 

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

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

and there’s a time when, you know, two people-// 
31. EV: [IU-16]  //Not really. Because wouldn’t you know when someone is laughing at you? I 

mean you could notice those things obviously. 
32. T: [IU-17]  Well, maybe there is a time and place to show laughter.  There’s times when 

we could think that something’s funny, but we don’t have to show it, we don’t want to 
share it to the Comm.Unity. Precisely because it may not be appropriate, right? 
(Attention and gesture directed toward EV) 

33. EV: Right. 
34. T: Right? [IU-18]  When someone is reading, maybe they are feeling like, “Why are they 

laughing at the way I 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 then 
you are reading your stories. So I think that we need to be sensitive to a lot of things 
that people might feel nervous about, right?  

35. RM: [IU-19]  XXX I’m not nervous. 
36. T: Huh? Well Raul you may not feel nervous but obviously other people, particularly that 

are sitting here sharing. This is not specifically about you Raul, it’s about all of us. It’s 
about all of us. I don’t want to make this personal because that doesn’t, that doesn’t 
solve the problem. [IU-20]  It’s just a reminder that these are things about 
communication, about oral communication, right? Body language, all those things. 
[IU-21]  Like when people are sitting in my class like this (leans over forward, 
slumping to side, and putting chin in his hand as if to sleep;  

37. Ss: (quiet laughter from a few students),  
38. T:        … or like this (shifting position in seat 

to put head on forearm as if sleeping on the desk), it may mean that they are just tired, 
because they have been working all night. I could be like (making a frowning 
expression, gesturing with hand outstretched, “Phsst! What’s up with you? Man, you 
need to wake up in my class?” It may not be personal against me, but I may take it 
personally, right? [IU-22]  So we need to be aware of the signals that we send, //right? 
(gesturing to Erica with eyebrows raised as if to seek agreement)  

39. EV:  //Sorry. (low voice) 
40. T:      … and being sensitive to one another. And it means 

controlling ourselves, (CK raises hand and puts it down promptly) [IU-23] just like PF 
had to hold a secret for three months (turning in chair toward PF). It means being 
sensitive to other people, just like the supervisor at McDonalds’ needs to realize that 
you don’t need to raise your voice at people to get them to understand what they need 
to do better.  

41. AG: Yeah. 
42. T: [IU-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, I want you in class to think about how you 
are respecting one another as we are communicating (gesturing to Pang who is raising 
hand).  

 
(Continued on next page) 
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Table 12. Transcript: Comm.Unity Conflict - Debrief Discussion (Part 2) (Continued) 
 

43. PT: [IU-25]  Sometimes it is tough for me because I don’t like wait, they laugh at me, and 
sometimes they talk (Bell rings to signal end of period) and I don’t understand, and 
they just laugh, and I don’t understand. (Some students get up to move) 

44. T: It’s a hard thing to get; (getting up from chair) but, let’s take this as a reminder to one 
another. (Moving toward student desks) [  ] 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-going conflict. Analysis 

illustrates that this discursive trajectory of maintaining the global space of 

communication reiterates Group Norms as it relates to classroom space and immigrant 

experiences broadly. In IU15, the teacher moves to re-establish the core issue of dispute: 

“Laughter is something that can be misunderstood”. The teacher is met in IU16 with a 

direct challenge of “Not really” interjected by another student Erica who continues 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 material nature of 

laughter as something one can verifiably see, “obviously”, as she contends with apparent 

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 strategically and 

appropriately based on the social context. Here the teacher frames the notion that 

responsibility lies with the micro-local space of the self to make discursive choices 

regarding laughter and the meanings potentially misinterpreted based on social context. 

The teacher reasserts the hypothetical situation of (mis)placed laughter, reminding 

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 explicitly: “we 

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 IU-25) 

15 Teacher reclaims present space-time of debrief discussion & establishes issue of laughter as 
key (mis)communication 

16 Student Erica interjects & contradicts/challenges teacher, stating that laughter is clearly 
observed in a communicative situation 

17 Teacher re-shift to social/group space, and importance of ‘time and place’ in negotiating 
meaning & (mis)understanding of laughter, student Erica acknowledges 

18 Teacher references shared feeling of insecurity with laughter during reading aloud on 
multiple levels: role play setting of Comm.Unity Cafe, L2 experience, personal narratives; 
need for sensitivity to nervousness on many levels  

19 Student Raul interjects to assert self as not nervous/insecure; T. responds that others may 
feel nervous; then redirects away from micro-local of Raul as issue, to shared concern and 
group obligation 

20 Reframes in global issue of oral communication and body language in interpersonal space  

21 Shift to role play of (mis)communication with classroom interactions; performing student 
with humor; recognizes self/teacher also equally responsible for (mis)interpretation of 
personal offense, recognizing students as workers 

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

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

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

25 Student Pang shares experience with (mis)understanding laughter of non-ELL/mainstream 
peers, period ends 

 

The use of the first person plural ‘we’ in these consecutive statements stresses that 

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 is willfully 

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 laughter ‘may not be 

appropriate’ also frames how discursive meanings are negotiated in social space of the 

classroom. In this case, the notion of an appropriate ‘time and place’ implies that the 

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 “right” with a 

hushed and agreeable tone.   

In IU18 the teacher reframes the issue in the local space-time of the Comm.Unity 

Café and the shared challenges of reading personal narratives aloud to the class (Table 

14). Here the teacher speaks globally of a shared nervousness and possible feelings 

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 possible sensitivities 

that students may experience in this culminating activity of publicly sharing immigration 

narratives. In doing so, the teacher recasts students from multiple subject positions, from 

varied co-mingled spaces of identity that drawn on diverse space-times. The teacher 

reasserts that (mis)placed laughter may be misperceived through the insecurities of an 

immigrant ELL who is self-conscious and thinks quietly, “Why are they laughing at the 

way I am speaking.” (L71). The teacher reminds the whole group of the shared 

experience of doing oral presentations in front of peers and giving an academic 

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 safe and sensitive 
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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 (even if staged 

merely with a midnight poster and a lava lamp). Being on center stage is challenging 

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 the 

discursive power of sitting “up here” (L73) in the teacher’s chair as experienced 

differently by teacher and student. As the teacher, I feel that the material spaces of this 

arrangement and its location allowed for a facilitation style that was more relaxed and 

personal. I was able to roll over and put my hand on the arm of the person with their tired 

head down on the desk from working the previous night, a situation I role played in IU21, 

perhaps with (mis)placed humor. It is, however, naïve to presume that the student feels 

somehow empowered by assuming this spatial and discursive location at the center of the 

group. A notion of bestowing a discursive power in being the center of attention is false 

when students realistically feel a power imposed on them with the ‘assignment’ of this 

central location. For the student sitting “up here”, the power of this central space becomes 

inverted when they experience all eyes and ears on their academic performance of their 

immigration narratives. The teacher recognizes this challenge for anyone to read their 

own life out loud to the world (L75), and several students showed emotion (some tearful) 

when retelling difficult experiences through their immigration narratives. 
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The teacher’s plea for sensitivity is disrupted, however, when the focal student 

Raul (IU19) illustrates the power on the periphery by effectively claiming he does not 

need others’ sensitivity. Raul’s statement, “I’m not nervous” (L77) serves to position 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 muffled ‘nervous’, 

exercises power over the social space by undermining the Group Norms that the teacher 

struggles to re-establish. The discursive move presents a direct challenge to the Group 

Norms that the teacher aims to re-establish in the debrief discussion. Raul’s statement 

denies a sharing of common vulnerabilities with his fellow Comm.Unity members as 

immigrants, ELLs, students learning public speaking skills, adolescents sharing personal 

stories and struggles. This was a characteristic defensive move by the focal student, to be 

oppositional in ways that reasserted a public persona of self-confidence. This discursive 

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 (IU18) 

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

Spoken Discourse Chronotope 
(Time-Space) 

Space-time 
(spatio-temporal 

scale) 

Social Identity Communicative 
Function 

Language & discourse features 

70.  T: When someone is 
reading, maybe they are 
feeling like,  

• Classroom 
space 

• immigrant 
experience (& 
accent L2 
learner)  

• present/local space-
time of Comm.Unity 
café 

• hypothetical space of 
(mis)comm. 

 

• role playing -
mis/reader of 
(mis)placed 
laughter 

• students as 
sensitive 

• generalizes 
common 
immigrant 
experience of 
linguistic 
marginalization 

 

• ‘ feeling’’ – emotional interpretation of 
discursive meanings in social space;  

• ‘ like’ – interpretation, not confirmed, 
but based in perception, rather than 
intention 

• ‘reading’ – reestablishes local space of 
classroom, specifically Comm.Unity 
Cafe 

71. “Why are they laughing at 
the way I am speaking?” 

• Classroom 
space 

• immigrant 
experience (& 
accent L2 
learner) 

• present/local space-
time of Comm.Unity 

• Café  
• micro-local of indiv. 

reaction 

• facilitator of space 
• role playing 

(mis)comm. 
• Empathetic to L2 

exp. 
• students as 

sensitive 

• role playing 
student self-
consciousness, 
insecurity in 
social space 

• role playing student reader, in local 
social space of Comm.Unity Café 
readings 

• ‘perlocutionary’ perspective (of 
listener) on comm. & meaning, 
(Bloome, p21) 

• tone is even, shift in body position 
72. Or maybe someone is 

concerned here- 
• immigrant 

experience (& 
accent L2 
learner) 

• micro-local of indiv, 
perception 

• situated within local 
space of classroom 

• facilitator of space 
• Empathetic to L2 

exp 
• students as 

sensitive 
 

• recognizes 
emotion 
(anxiety) w/ 
comm 

• transition to another example of student 
concern with public performance, class 
presentation, personal narrative 

• ‘here-‘ - truncated statement to rephrase 

73. For everybody it is difficult 
to come up here and 
pretend,  

• immigrant 
experience (& 
accent L2 
learner) 

• present/local space-
time of Comm.Unity 
Café 

• School space-time 
• hypothetical of 

(mis)comm.,  
misunderstand  

• facilitator of space 
• Empathetic to L2 

exp 
• students as 

sensitive 
• students 

performing 

• recognizes 
emotion 
(anxiety) w/ 
comm 

• establishes 
common 
experience 

• ‘for everybody it is difficult’ – common 
sensitivity to the public language 
identity of ELL & personal story  

• ‘difficult’ as emotionally difficult cuz 
of personal experience; difficult in 
performance  

• comment  recognizes multiple 

(Continued on next page) 
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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, • immigrant 
experience (& 
accent L2 
learner) 

• present/local space-
time of Comm.Unity 
café  

• hypothetical of 
miscomm., 
misunderstand 

• facilitator of space 
• Empathetic to L2 

exp 
• ELL students 
• students as 

sensitive 

• recognize 
challenge of L2 
speaker in 
school, social 
space 

• second language challenges; self-
concept? 

• generalizes common immigrant 
experience of linguistic marginalization 

75.  and then you are reading 
your stories. 

• immigrant 
experience (& 
accent L2 
learner) 

• present/local space-
time of Comm.Unity 
café 

• hypothetical of 
miscomm., 
misunderstand  

• facilitator of space 
• Empathetic to L2 

exp 
• Students as 

writers/ narrators 
• Immigrant   

• indexes L2 
performance & 
readings 

• Personal stories; self-concept? Self-
conscious; emotional 

• ‘your stories’ – culmination of 
academic study during immigration 
unit.  

76. So I think that we need to 
be sensitive to a lot of things 
that people might feel 
nervous about, right? 

• immigrant 
experience (& 
accent L2 
learner) 

• (mis)comm.  

• Future space-time of 
strengthened Group 
Norms 

• facilitator of space 
• Empathetic to L2 

exp 
• Students as 

sensitive 
• Students as risk 

takers 

• recognizes 
many possible 
emotional 
concerns in 
current 
Comm.Unity 
Café setting 

• ‘be sensitive’ – Group Norms ‘be 
gentle’ 

• ‘a lot of things’ – implies space-times 
at play in classroom discourse 

• emotional - students might feel nervous 
about’ 

• recognizing diversity of subject 
positions and emotions and everyone’s 
consideration of that at play in group 
space 

Table 14. . Transcript Analysis - Debrief Part 2 (IU18) (Continued) 
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 The teacher’s response to Raul (L78) aims to disarm his challenge by recognizing 

his claim, while reminding him that other group members feel nervous, particularly the 

student sitting in the middle sharing her narrative. The teacher makes a distinct shift to 

disengage from Raul’s challenge and depersonalize the on-going conflict of Part 1 (IU8 

& IU13) away from Raul; “This is not specifically about you Raul.” (L79). The teacher’s 

comment identifies a ‘micro-local’ space of the individual (‘you’) in production of a 

‘local’ classroom space. This reply works to disarm Raul’s defensive interjection (L77) 

and claims of emotional confidence; and importantly, reposition him as not the center of 

tension, which was a chronotope of the Comm.Unity space. In L80 the teacher reiterates 

the issue of a shared involvement in the classroom conflict (“It’s about all of us.”), which 

recasts Raul as merely another member responsible to Group Norms in a shared local 

space. “I 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 (IU20).  

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 misunderstood, 

often when emotion is deeply involved. In this way, the teacher seeks to reassert a shared 

attention to the process of spatial production in the classroom. Embodied meanings 

(mis)conveyed through “body language and all those things” (L83) are central to 

interactions in social space. In this critical spatial event, the teacher asserts to students the 

importance of being sensitive and “aware of the signals that we send,” lest they be 

misperceived.  It is a plea for more emotion in handling the emotions of others as they are 

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 in which student 

behavior is misunderstood from the perspective of institutional authority with ownership 

over classroom space (“Like when people are sitting in my class like this”).  

In IU21, the teacher shifts to a local space of the classroom by role playing (“like 

when people”) an example of a student sitting slumped in the chair as if sleeping or tired. 

The teacher’s antics of performing with accentuated body language and a twinge of 

humor drew a few quiet snickers from students (L84-86). In L87, the teacher constructs a 

hypothetical space-time of the classroom within the present debrief to highlight  that the 

teacher may also misinterpret student behavior as disrespectful or resistant to school 

norms. The teacher offers a self-critique in speculating that there are other legitimate 

meanings behind student behavior (“it may mean”) that may escape the teacher situated 

within the hierarchy of school spaces. With an animated parody (L88), the teacher role 

plays how a reactionary misinterpretation of student behavior can lead to power struggles 

over respect and control of institutional spaces and delineated social norms of behavior 

between teachers and students. The teacher role plays a strong offense to student behavior 

cast with a colloquial, rough tenor of the sidewalk, (“Phsst! What’s up with you?”) and 

reasserts sole ownership of the classroom space and enforces the norms of allowable 

behavior (“Man, you need to wake up in my class!”). The teacher’s ‘alter ego’ (and other 

side) performed in this hypothetical space-time serves as a self-critique of 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 resituates the 

teacher as just another group member with equal vulnerabilities in maintaining positive 
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relationships in social space. The teacher recognizes strong emotion in the micro-local 

spaces of the self which is channeled through personal (mis)perception and 

(mis)interpretation in communication  in the classroom.  There is recognition of the 

illocutionary effects (L89:“It may not be personal against me,) and the perlocutionary 

effects (L90; “but I may take it personally, right?”) of micro-interactions in the 

classroom. In reframing the teacher as equally susceptible to (mis)communication and 

tension in the classroom, this hypothetical classroom space provides a reinterpretation of 

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 reasons or needs; 

(not always a real need for rest, but perhaps just a common adolescent behavior of 

appearing disinterested). Shifting into this hypothetical space-time of potential conflict, 

however, reflects another chronotope of immigration and the lived spaces for immigrant 

students having work and family responsibilities that affected school participation. For 

myself as the teacher, this tension of Comm.Unity involved recognizing and mediating 

challenges of student behaviors, prompted by personal circumstances of financial 

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 interaction, I would 

argue that a ‘student’ identity was not the predominant discourse shaping the ‘micro-

local’ spaces that governed their presence and performance in the class. This is not to 

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 work reflects a 
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lived reality for those students whose immigration narratives, before, during and after 

coming to America, are shaped by low socioeconomic status and financial hardship. The 

immigration narratives of these students were shaped by the chronotope of “the American 

dream” of a better life and opportunity. CDA analysis of another critical event presented 

in later sections maps the chronotope of the American Dream and the focal students ‘hip 

hop hopes’ that intersect in his immigration narrative.  

The shift in space-time in IU23 reflects a discursive intersecting of the global and 

local spaces of immigration and communication. The teacher recognizes the real 

challenges faced by students, pulling together multiple space-times of immigrant 

experiences in the past, recent past, and present. Chronotopes of immigration are also 

intertwined in the lived spaces of the immigration unit as academic content, process and 

product. It is in the intersecting space-times of the Debrief Discussion where this analysis 

traces available opportunities for students and teachers to renegotiate identities for 

immigrant youth in school spaces. CDA analysis of the Debrief Discussion frames a shift 

of classroom discourse in IU23 that pulls together the micro-local student immigration 

narratives and global spaces of what people experience in emigration from their home 

country and immigration to an adopted one.   

 

Mapping Chronotopes of Comm.Unity 

In the chronotope map of Debrief Part II (Figure 9), classroom discourse is 

situated principally in the present time of the Immigration Unit as the on-going curricular 

unit. In IU23 the teacher links past, present and future in a consecutive reference that 

stretches geographically from the home country, to employment in America, to school 
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spaces of the classroom. In IU18, the teacher’s future-oriented comment emphasizes 

Group Norms through emotional engagement and sensitivity toward diverse immigrant 

experiences shared in the classroom.  Again in IU23, the teacher reemphasizes Group 

Norms in the future through the abstract space of communication as a social process that 

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 how she “had to hold a 

secret for three months” about her departure for concerns of personal safety. She 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 and resettle in a 

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 her plan to emigrate 

with her brother and father. She was not even allowed to tell her closest friends that she 

would be leaving for America with no guarantee of coming home. One day, she just left 

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 spaces of 

the ELL classroom.  

Again the imperative of “being sensitive to other people” (L98) in social space is 

related to abstract space of communication as a social process negotiating messages and 

making meaning. In L99, the space-time shift connects the immigrant experience of 

preparing to come to America with the challenging reality of life in America 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 discussion of 

Antonia’s narrative in which students share the challenge and frustrations in dealing with 

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 establish a supportive 

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 marginalization all too 

common for low-income immigrants that disproportionately fill service jobs. These 

challenges of hard work, marginal treatment, and cross-cultural challenges come with the 

chronotopes of immigration. It is an unromantic characterization of ‘the American 

Dream’, but Raul’s insight on Antonia’s narrative captured an essence in plain and simple 

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 intersect with 

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 obligations (“working all 

night”). The teacher’s interspatial references to Antonia’s narrative and the feedback 
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session discussion about workplace communication reaffirm this unromantic reality of 

immigration, recognize students as workers, and validate the challenges that work 

responsibilities impose on school. This connection between the debrief discussion’s 

emphasis on communication facilitates a direct interspatial linking of classroom space 

and work space, where a sensitive and supportive perspective should guide social 

interactions and spatial production.  

In IU24, 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 perspective on 

developing their own functional and critical literacies that are intermingling in spaces of 

the Comm.Unity Café session, student narratives, the Immigration Unit, lived spaces of 

immigration, and classroom space. There is a future-oriented shift once again in IU24 in 

aims of refortifying the love and care of the Group Norms hanging on the wall by 

“respecting one another as we are communicating” (L103).  

The teacher’s quick intertextual references to other students’ narrative, and the 

recent space-time of the Comm.Unity Café reading, link micro-local, local and global 

spaces of student experience within the Immigration Unit. Moreover, the teacher’s 

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 ELL student, as 

employee, as responsible family member, as emigrant, as immigrant (Figure 9).  
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Chronotope Map Š Debrief Part II
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Figure 9: Chronotope Map: Debrief Part II 
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Summary of Analysis  

CDA analysis in this chapter traces how different space-times related to the 

chronotope of immigration are represented in ways that renegotiate student identities in 

school spaces. Utilizing CDA methods to trace and map representations of space-times in 

classroom dialogue provides direct insight into the production of space in the classroom. 

The focal interactions of this transaction represent key moments in the debrief discussion 

that ensued following the student reading and feedback. Focusing on this particular piece 

of data is purposeful in this study for several reasons. 

First, in articulating a notion of third space for immigrant ELLs, I purposefully 

analyze data that is engaged with conflict in the classroom. From a perspective of social 

production of social space, we must examine the intense, emotional dynamic of face-to-

face interactions to get a sense of spatial production at the micro-level. I propose that 

understanding underlying tensions and enacted conflict in the social space of the 

classroom must be from our intellectual, emotional, and spiritual selves. The affective 

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 classroom. For immigrant 

ELL students and their teachers, this entails identities that are located in diverse 

languages, cultures, and places brought into conflict in school settings.  Shifting 

chronotopes of immigration uncover interspatialities linking the chronotopes of conflict 

and communication in the classroom (Debrief Part 2) to space-times of emigrating from 

the home country and employment struggles in the American workplace (Debrief Part 1).  

Analysis traced the teacher’s discursive retreat to global lived spaces of communication 
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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, I recognize that spaces of oppressions are also (re)produced through 

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 that mounted 

and broke into conflict during a Comm.Unity Café reading. These interpersonal conflicts 

were in disrespect to a fellow classmate who was telling her immigration story and 

despite the teacher’s attempts to mediate both verbal and non-verbal communication. In 

the focal interaction of the debrief discussion, the teacher frames in relation to collective 

responsibility to classroom space and challenges of communication in real-world settings. 

I 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 space, a shared otherness. 

However, despite my attempts to reassert and re(facilitate) a common commitment to 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 conflict.  In 

focusing on a classroom interaction where student conflict interferes with an important 

group sharing process which the teacher cannot effectively maintain, I am to underscore 

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 participant in the on-going 

conflict, his participation is one of multiple foci of analysis as intermingling of tensions 
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from multiple space-times and chronotopes exists. Rather, it is the how the debrief 

discussion interrelates school and non-school spaces, local and global spaces, personal 

and shared spaces, in aims of depersonalizing conflict (away from Raul as a flash point) 

and reiterating collective commitment to norms of behavior rooted in love, respect, and 

friendship through effective communication. As the teacher redirects at one point, “It’s 

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 individual. This focal 

interaction highlights Raul as just one contributing member in the Comm.Unity and as a 

student whose chronotopes of classroom conflict are not marked merely by his instigating 

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 chapter reflect 

tensions of facilitating an effective and critical classroom learning space that invites 

diverse immigrant experiences. The classroom portrait describes conceptual spaces of 

student-centered curriculum, group norms based on emotional engagement, participatory 

academic tasks, and idealized notions of Comm.Unity. However, analysis of the critical 

event of group conflict illustrates tensions in lived spaces reflected in and through 

classroom discourse.  

In the next chapter, I 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 I 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 all 
the time. Music is an apparent constant for Raul. I said, “What up?” to him and he 
paused, looking at me, not really recognizing me immediately, probably because I 
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. I asked him where 
he was going and he said he was headed home because he had guided study hall last 
period. When I asked if he had permission to leave school, he shrugged his 
shoulders and smiled not giving an answer. He asked where I was going and I said 
home also. We got on the same South Cuttersville bus that came along promptly. As 
we were sitting on the bus, I 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 following 
exactly what I am saying. I asked if he got caught up with Ms. Rainee’s class and he 
said yes. I asked how he did that and then recalled him doing it during internal 
suspension for excessive absences. I quipped, “Internal suspension, right?!” He 
smiled big and responded, “Yea!” (Field notes, February 27, 2007). 
 

 
Figure 10. Vignette 2: Raul on the Bus 

 

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

old immigrant male from El Salvador, who navigates institutionalized roles and spaces as 

a bilingual, special education student. Analysis in the previous chapter illustrated Raul’s 

active presence in classroom conflict, as antagonizer and/or antagonized. This glimpse of 

the Comm.Unity chronotope of mediating Raul was consistent for other students and 

myself as facilitator of the shared social space. However, as I frame his potential roles of 

antagonizer and antagonized, Raul was also a constructive and positive Comm.Unity 
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member who engaged in group dynamics, has positive relationships, and contributes to 

learning objectives. In the previous chapter, the critical events of the Comm.Unity 

Conflict and debrief discussion were sparked by Raul’s participation in the Feedback #6 

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 discourse of hip hop 

hopes, is central to this chapter’s analysis of the critical spatial event. Critical discourse 

analysis of classroom interactions illustrates the significance of engaging 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 from a spatio-

temporal lens on classroom interactions.  However, to appreciate learning opportunities 

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 spaces he negotiated 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 the multiple 
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institutional spaces that framed his school identities in Special Education and English 

Language Learner programs. The analysis of this chapter aims to challenge 

institutionalized discourses of Raul as an ‘at-risk’ student due to his struggling academic 

performance, inconsistent attendance, family background, and non-school identities. To 

speak back to deficit perspectives of minority youth often characterized by race, class, 

culture, and language (Nieto & Bode, 2008), I characterize Raul’s institutional identities 

as SpEd and ELL as backdrop to foregrounding an analysis of his identification with hip 

hop culture, music, and discourses.   

In the Part II of the chapter, I describe my own and Raul’s connections to hip hop 

as a chronotope of our classroom space that I contend was relevant to his school 

experience and (re)negotiation of his student identities. I provide brief historical and 

theoretical context of hip hop discourses in the growing research literature on hip hop and 

education that is instructive for a broader ethnographic portrait of Raul’s role in 

production of third spaces in the classroom.  

In the Part III of this chapter, I turn again to critical discourse analysis of one 

critical spatial event in which teacher-student interactions surrounding hip hop hopes 

illustrate the transformative potential of engaging students’ lived spaces. As this student’s 

immigrant hopes evolved with his musical interests, I map shifting chronotopes of this 

critical event to illustrate potential for renegotiating student identity for immigrant 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 I saw that day. He was in to make up his final grammar 

test for my class which he had missed. As he struggled through the test, not recalling the 

past progressive tense and other linguistic follies, I went about cleaning up bulletin 

boards while I 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, the ELL 

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 organizational challenges 

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 were essential skills to 

graduate high school. He was told that he would have to repeat ELL Level II curriculum 

next year because he had not sufficiently progressed in his linguistic development and 

academic performance. Ms. Rainee discussed the evaluations being done (finally, only at 

the year’s end) by the bilingual psychologist to help determine if he needs further support 

as documented in his Individualized Educational Program (IEP).  
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“Do I have one of those? I 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 that last 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 instructional models 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 his academic 

responsibilities at school and at home. His comments are consistent with exchanges that 

happen in the formalized IEP meetings or are likely when students are before multiple 

adults and feeling certain pressure to fulfill expectations – they answer appropriately.  

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 as to the central 

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 classes, classrooms, 

and classmates that shape how he lives school spaces. In that last day conversation, I 

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 I have that?”  When I 

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 expression, I make the 
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reasonable inference in this analysis that Raul experienced a realization (at least 

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 consciousness of his 

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 implications for their 

own social and learning experience in school spaces (Klinger & Artiles, 2003). These 

issues of marginalization are even more acute for immigrant families who are navigating 

the challenges of interfacing with the official spaces of school where their own cultural 

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 process, whose 

oral English communication was at a very beginning stage. A translator and a school 

bilingual outreach worker were assisting her with communication throughout the IEP 

process and other student support services received by the family. Despite such supports 

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 immigrant families 

must navigate is the difference in parent-school relationships and their role in self-

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 times but responses 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 of suggestion about 

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, I make a judgment here that there are alternate ways to 

structure relationships between immigrant families and students especially in such a 

complex case where multiple learning needs are intertwined.  

In our final day conversation, I 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 the IEP as a tool 

for advocacy with the school surrounding academic needs in school, the family’s 

marginalization in the process was translated into further tension at home. As Raul 

commented in response to my comment about advocacy: “Me está echando la culpa a 

mi! (She is putting the blame on me!”).  

Raul is a complex case study that prompted concerted efforts at the building level 

to re-evaluate his learning needs and explore other possible challenges impeding more 

consistent progress in middle school since his arrival in the United States. He was an 

intermediate ELL student who was fifteen years old and in the 9th Grade at the time of 

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 referrals for Special 

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 school year 

was largely considered a loss of a year and represents a significant disruption in his 

schooling upon arriving in the U.S.  
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I 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 his immigrant 

experience and family context also factored into the building assessment team’s 

discussion of his learning needs and concerns regarding observed isolation and possible 

depression.  He was observed regularly eating alone in the cafeteria and there were 

several times, as described in the opening vignette, when I would find him in a side 

hallway across from the ELL home base classroom L2 which led to the ELL department 

office.  

There were many confounding factors in assessing Raul’s academic performance 

in light of his pre-existing IEP and still unidentified learning differences. Some 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 school year as it was 

overdue for revisiting and revision, but the re-evaluation process only managed to 

schedule assessments with a bilingual psychologist at the very end of the year. After 

conducting preliminary meetings and assessment with him in Spanish, the psychologist 

commented only anecdotally and prior to any documentation, that Raul had ‘severe’ 

attention deficit problems (i.e. ADHD). I never saw any such written assessment 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 school spaces.   

 

Academic Progress & Repeating ELL Level II 

Focusing on Raul’s negotiation of identity in academic literacies is especially 

important in the context of his marginal progress over the school year. Based on diverse 

assessment tools and data from classroom performance, we discussed, as a matter of 

procedure in the ELL department, all students in order to determine eligibility for them to 

proceed to the subsequent ELL level which impacted enrolment in corresponding ELL 

courses, appropriate mainstream courses, and scheduling considerations for elective 

availability. Raul’s classroom performance in ELL courses and his mainstream classes by 

the end of the school year showed him in danger of getting mostly D’s and F’s in all his 

classes. He was awaiting his math final exam grade which, according to school/district 

policy, he needed at a minimum score to bring his failing course grade above a minimum 

in order for him to be eligible to take the math summer school class to raise his average 

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 at Level II and to 

not advance him to Level III, which meant a repeat of the Writing 2 class I taught. 

Despite this administrative decision, the ELL team also felt that Raul’s lack of progress 

was not due to lack of either cognitive/academic or linguistic ability,  Rather, it was the 

result of other confounding factors related to ineffective learning habits and insufficient 

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 ELL department’s 

perspective and discourse around students, there is significant data that indicates a serious 

dissonance and lack of coordination among the various educational professionals and 

service providers working with Raul and his family. There are broad implications for 

educational policy and programming drawn from this case study of Raul as an ‘at-risk’, 

bilingual, Special Education student (Klinger & Artiles, 2003).  This is especially 

relevant considering his experience within a relatively well-resourced community reputed 

for its progressive, multicultural agenda in the public schools. These broader implications 

of this case study for curriculum and instruction as well as policy and research will be 

discussed further in the last chapter.  

 

Dis/Organizational Challenges 

Organizational challenges were one principal concern with Raul’s academic 

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 significant that Raul often 

could not complete final compositions to similar expectations as his classmates. This 

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 difficult to give and 

receive feedback with structured peer editing tasks. He repeatedly misplaced 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 to utilize in 
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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 papers stored inside 

a binder were stuffed in as a stack of dog-eared sheets, not properly inserted in the three 

rings. Raul consistently had some left-behind clothing, XL t-shirts and sweatshirts, 

discarded on the heater in the classroom. I attempted to help him organize his paper 

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 regularly as needed. We 

discussed among the ELL teachers in particular that some of these necessary 

organizational tasks should be addressed in his academic study skills class; and there 

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 participation in 

the writing class. While I expected all students to be responsible for maintaining accurate 

and effective organizational systems, I had to consistently reconsider Raul’s performance 

in light of this issue and negotiate my expectations because he had serious difficulties 

with the basic work of being a student. These challenges were central to negotiating his 

learner identity, perceptions of teachers, and how he navigated his institutional role as 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 issues that 

were threatening funds for bilingual tutors, ELL Department Head Ms. Rainee advocated 

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 Support time 

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

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 linguistic Other which 

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. While my ELL 

colleagues and I also shared responsibility in supporting Raul’s progress, there was on-

going dissatisfaction in the ELL department with the SpEd department’s leadership in 

mediating Raul’s organizational and learning needs. In various interactions, the SpEd 

staff directly implied that he was not fulfilling his own organizational responsibilities and 

was not showing any investment in wanting to improve his academic performance. 

Interactions documented in field notes triangulate this tension of student expectations and 

student needs that grew over the year. 

 In the next section, I 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 II: Negotiating Hip Hop Discourses in School Spaces 

An ethnographic appreciation of how Raul and I related through hip hop is a 

chronotopic backdrop to CDA analysis of the critical event presented in Part III of this 

chapter. As a starting point, it is relevant then to briefly describe my own identity in 

relation to hip hop culture along with Raul’s engagement with the hip hop community.  

I am a long-time fan of hip hop culture but I do not per se consider myself an 

insider to this discourse or cultural community. I am an appreciative patron of the arts of 

hip hop. Also, I am allied to the positive forces of hip hop but I am not one who 

contributes to cultural production directly. By contrast, Raul was actively invested in 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 than a shared 

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 aesthetics & 

discourses and its importance for my relationship with the focal student. I do so with 

intention to neither glorify nor trivialize hip hop in this narrative and analysis.  Rather, in 
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line with the theoretical and methodological goals of this study, I 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. I 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. I was a witness and fan to the growing arts and urban aesthetic that reached 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, I memorized the lyrics of Sugar Hill Gang’s Rapper’s Delight, the track that made 

history as a commercial watershed for hip hop. I still listen to my deteriorating 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.  I was never a performer of any hip hop arts 

although I managed a decent back spin, practiced graffiti lettering on my notebooks, 

mimicked beat box riffs, and could memorize my favorite jams.  Yet, these were doings 

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 I appropriated around my work and living and one that 

energized my experience. It was another experience of working with Central American 

immigrant youth and observing their struggles and adaptation to American school and 

community settings that were mostly African-American and dominated by hip hop 

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 spaces. Hip hop 

rhythms traveled with me during years living overseas, where, still in the urban grittiness 

of commutes and night shadows, I 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 I spent abroad, I also witnessed the global arrival of hip hop to influence 

youth and popular culture in places far away. 

In the years preceding the school year of this study, I had been teaching, training 

and researching in urban school districts. I worked on research projects with university 

faculty, fellow doctoral students, and public school teachers that explored how teachers 

can incorporate hip hop genres in literacy instruction for urban youth. Teaching and 

researching in these settings resulted in studies and professional presentations centered on 

analyzing how hip hop discourses in school curriculum and instruction can produce third 

spaces for non-dominant students.  I applied these interests in developing a summer 

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 low-income 

minorities associated with hip hop.  Coming off the second summer of teaching this 

communication course, I took the position as an ELL teacher at Cuttersville High School 

to teach communication and writing courses. I 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 this classroom ethnography.  

In this study I presume that deficit perspectives associated with Hip Hop are 

intertwined with deficit perspectives of non-dominant youth and in particular, of urban, 

low-income, communities of color (Nieto & Bode, 2008). As such, I am allied to efforts 
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aimed at political activism, consciousness raising, youth education, and transformative 

community visions through hip hop.  While I would not claim to be on the front lines of 

these efforts, I offer my respect to those pushing this political work and positive social 

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

media and consumerism, there are organic, community-oriented efforts that draw on the 

resistance roots and artistic elements as vehicles for community organizing, youth 

advocacy, and positive social change.  

 

Hip Hop Discourses in the Comm.Unity 

While I 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 with these 

relevant themes that are portrayed and reflected in hip hop culture. While Hip hop 

discourses do not reflect a mainstream educational discourse, this does not imply any 

correlation between identifying with hip hop and not identifying with school.  There is 

also no correlation between being academically unsuccessful as a result of such 

identification with hip hop.  To the contrary, literature reviewed in Chapter 2 illustrates 

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-dialect reggaeton, 

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 reggaeton inscribed 

space with greater meaning for Raul as it touched on his cultural, linguistic and racialized 

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. Music is an 

on-going point of convergence for our teacher-student relationship, while simultaneously 

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 classroom was a 

constant source of both productive and disruptive tension. On the one hand, music 

provided a reified funnel for more productive participation in academic tasks; it often 

helped keep him on task and was one of his study habits. That is another thing that he and 

I share, for I am always one to have music playing when reading and writing. However, 

the welcoming presence of music and allowing students at appropriate times to use music 

to help them focus on individual work also became problematic. Unlike some other 

teachers, I did not make the decision to restrict Raul from his music in the classroom 

context because I felt there was more potential for productive engagement than it posed 

challenges; although there certainly may have been times where a priority for academics 

should have overshadowed consideration of his personal identity and need for music as a 



 

 212

tool for keeping on task. Despite these on-going challenges, I tried to make connections 

between content and hip hop culture and the discourse communities it represents as a way 

of encouraging him to write around themes of personal interest, many being represented 

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 an overarching 

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 to this study, it 

is relevant to describe how these aspects of hip hop discourses are recurrent in Raul’s 

classroom participation and academic writing. As he wrote on a graffiti mural assignment 

we did for a unit on gender: “un hombre tiene que ser real”, which 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 terms of representing 

street life and performing a code of respect in interactions surrounding conflict. An 

example was Raul’s interest for an optional media assignment in investigating stories 

about the brutal transnational El Salvadoran gang MS13 that has received national media 
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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. Many of the 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 and violence 

of post-conflict El Salvador that is one of the legacies of a decade-long civil war that saw 

diplomatic end with 1992 peace accords.  

The social commentary in Raul’s writing reflects a transnational awareness of the 

marginalization and exploitation of poor communities in America and El Salvador, “my 

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 youth “are 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 or drugs.”  

Drug use was another theme in his classroom discourse of street life with his occasional 

gestures or jokes about smoking weed and getting high. Perhaps, more than a reflection 

of his habits, these remarks were likely intended more toward getting a reaction from 

others which was a feature of Raul’s presence. On occasion, his cousin and classmate did 

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 exposure to adult social 
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spaces and their male-dominant discourses. According to fellow teachers who knew his 

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

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 flirtatiousness with female 

classmates and his efforts to be the joker to gain their attention. He would also make 

inappropriate gendered comments or behavior that were misplaced in the social space and 

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 immigration narrative 

while she was sitting in the center chair on stage, Raul pulled out a small digital camera 

and attempted to take her picture, explaining with a mischievous smile, “It is for my 

cousin,” as if to imply he was going to get them connected. Echoing principal critiques of 

hip hop discourses as male-dominated and exploitative, Raul’s gendered interactions such 

as this were another recurring source of tension in the social space of the classroom, often 

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 invoking of a street life 

discourse in the classroom space by “acting hard”, or taking on a self-confident 

disposition of being tough. While I would not describe Raul as outwardly aggressive, I 
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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 performances of being 

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 with racial 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 myth”, saying that 

“all Asians are good at math” and 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, I 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 defense of “my 

people”, which could be interpreted as Salvadorans specifically or Latinos generally. 

When I pressed him further to think of his choices and the consequences of fighting, his 

defensive reaction was only a sarcastic retort, “What I am going to do? Tell the teacher? 

If I did that, I 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, dismissing the thought of 

turning to the teacher for support which would only reflect poorly on himself (as soft). 

Within the classroom Comm.Unity, however, I took opportunity to engage him directly 

within the academic content and task of practicing the use of language for such strategic 

social situations of dealing with racism. I challenged him to think about his choices, 
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recognize that they have consequences, and that an aggressive response is not necessarily 

going to be the best thing for “your people.” After a few exchanges, I disengaged from 

him directly to avoid shaping group discussion too much based on his reactionary 

comment. I turned the question to other students to react to Raul’s comment by sharing 

alternate responses and strategic uses of language. This presented the opportunity for 

Raul and others to think more critically about negotiating a “code of respect” and facing 

racial discrimination they experience as immigrants in school, community and workplace 

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 outreach worker related 

that this was a source of tension with his mother who was having difficulty monitoring 

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 other social 

pressures. When his mother shared her concerns to all in the meeting; she also reassured 

everyone in the room “que es una buena persona” (that he is a good person). There was 

a tense exchange that followed when a bilingual tutor who worked closely with Raul also 

shared directly about him DJing in a club being problematic while making critical 

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 department head 

called the house to check in on his late arrival during first period. Unfortunately, the team 

leader did not make any attempts to ask Raul about his interest in music and DJing as an 

important and relevant endeavor.  

Immediately following the meeting I discussed the issue with him directly and in 

the privacy of the side hallway near the ELL department space where he often would hide 

out when he got confused about his class schedule or did not want to go to the cafeteria. I 

explained that I 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 by his uncle 

to eat with some girls whom he described as ‘crazy’, suggesting his excited reaction to 

their dancing style and other social behavior. We discussed directly that even though he 

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 following the IEP 

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. I would guess that the all staff 

involved was relieved to have Raul removed from this night club scene and with fewer 

distractions to interfere with school obligations. While I was also concerned for him, I 

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 sentenced to 

community service at a site that was yet to be identified. Out of concern that this was 

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 service in the 

school which would keep him engaged at school and would create opportunity for 

additional academic support. From the ELL department perspective, there was a lack of 

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 telescopes on Saturday 

mornings for public viewing in the downtown area. I 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. Material wealth is 

another clear theme of hip hop discourses, portrayed in lyrics and videos that glorify a 

luxurious lifestyle that comes from “making it”. Ever-growing hip hop fashion industries 

and increasingly influential commercial media increasingly fuel the “bling bling” themes 

of material wealth. He shared with me in confidence about experiences of impulse and 

premeditation upon entering a store. Yet, he divulged this to explain that while he had 

these thoughts that he could just steal it, “but then I couldn’t do it! I couldn’t do it!” he 

said with a wide-eyed, surprised expression at overcoming the struggle of conscience.  
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I qualify my narration of Raul’s legal incident for fear of further reproducing 

deficit perspectives of an ‘at risk’ immigrant, ELL student, or of hip hop as a negative 

influence. Although materialism is a vein of hip hop discourses, I 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 adolescents to want 

things, and the temptation to steal is also arguably rather common for adolescents of all 

backgrounds. However, in Raul’s story, it reinforces a vulnerability related to his 

socioeconomic reality and class experience in the chronotopes of his immigration 

narrative. 

In the next section, I analyze a critical event and map shifting chronotopes of 

immigration represented in teacher-student discourse. The chronotope of Raul’s hip hop 

hopes represents his immigrant “American Dream” and his pursuit of a better life through 

a life in music. Critical discourse analysis illustrates how shifts in chronotopes facilitate a 

(re)negotiation of identity for Raul as an immigrant youth and a student in school spaces. 
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Figure 11. Raul Moreno's Immigration Narrative (Part 1) 
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Figure 12. Raul Moreno's Immigration Narrative (Part 2) 
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Part III: A Critical Discourse Analysis of Hip Hop Hopes 

In this section I focus analysis on Raul’s immigration narrative (Figures 11 & 12) 

and a critical event of teacher-student interaction during the writing process. I will first 

describe teacher and student challenges in Raul’s writing process for this immigration 

narrative. This is important for illustration, consideration and critique of this analysis of 

Raul’s classroom experience, renegotiation of student identity and the production of 

school space. Second, I characterize the chronotope of hip hop hopes that is threaded 

through Raul’s writing. Third, CDA analysis of the critical event follows in detail to 

explore a focused teacher-student interaction that scaffolded Raul’s academic and critical 

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 back in his writing 

process. The writing was broken up in ‘before, ‘during’ and ‘after’ stages of their 

narrative, with trips to the computer lab scheduled in to put the pieces of the narrative 

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. However, as 

the unit progressed, Raul fell behind in the drafting stages, I was concerned that he would 

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 composing of the final 

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 backpack. This 

pre-writing exercise was a cooperative activity that generated notes and sequenced 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 not available to 

him when we arrived at scheduled time in the computer lab. This was the case for writing 

the ‘during’ portion of his narrative and teacher and student are together faced with this 

challenge of effectively having to start over right in the computer lab. We did another 

pre-writing brainstorm on paper given Raul needed such scaffolding activities to activate 

prior knowledge, generate language, and outline a sequence of ideas for composition. As 

I asked him some basic questions about his experiences traveling to America, he shared 

more amazing details of his experience and I guided him in recording them in his 

paragraph template. In brainstorming discussions, he was encouraged to develop relevant 

ideas that he may not initially feel confident about or recognize as rich ideas for his 

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 of Coming to America. He opened this second part with a short but 

powerful topic sentence, followed by the simple details of his age and his recollection of 

the exact number of days of “The Journey”.  “I 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. I was 12 years old when I 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 geographic migration 

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 handlers assisting him 

instructed him that he should carry chairs on his back to give the impression he was just 

returning from market rather than illegally crossing the border. Another powerful detail 

that resulted from that brainstorming conversation was how he was forced to discard all 

his belongings which he retold as “my two jeans and my 3 t-shirts so all I had left was my 

one t-shirt and a pair of jeans.”  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, important for second language 

learners, but even more crucial given Raul’s his “non-specific disability in writing”.  

One instructional decision I 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 his immigration 

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 he got to DJ. He 

wrote about “doing his dream job”: “I was DJing on December 31st, new years; I was at 

the Pacific Club seeing all the people dancing. I felt so good.” He beamed with smiles 

and a pride restrained in his stoic stature with his head gently nodding when sharing with 
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me what it is like to see people “grooving to my music.” He claims an artistic identity 

that comes with creating something with one’s skills and musical sensibilities, something 

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 defining reggaeton’s musical 

genealogy “from basic beats of hip hop, reggae, dancehall and all the Latino rhythms like 

bachata, merengue, salsa and cumbias.” Aside from the material wealth of musical 

success, he claimed his cultural pride to become a famous rapper to “defend 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 of achieving the 

American dream through hard work, Raul is also aware that “if you 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 cities.” Raul concluded his 

immigration narrative with a bit of philosophy about: “Being 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 presence on stage.  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 identities. In the first 

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

 

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

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

 
1. T:  So, feedback, number 1. Warm feedback on a cold day. (BA is swiveling the chair 

gently). One thing that you liked about his reading? 
2. HJ He wants to be a DJ.  
3. T: He wants to be a DJ? So why, why do you like that? 
4. HJ: Because it is his dream. 
5. T: So, you liked that he talked about his dream as one of the opportunities [ ] for his life 

here in America. (Raul swiveling in the chair to face K on his right side). 
6. HJ Yea 
7. T: Do you think that is an easy dream to accomplish? (to K) 
8. HJ: No. 
9. T:  No? It will take a lot of work, right? (Addressing K) 
10. RM:  Yep. (breaking into a wide grin and readjusting his position in the chair). 
11. T: Ok. Good. Number 2? (looking toward AG) Number 2, you have one question. 

Something you want to know.  
12. EV; Can I go to the bathroom? 
13. T: To what? 
14. EV: Bathroom. (Teacher nods. Student gets up and exits quietly). 
15. AG: When he says that he will never go back to his country. Why did he say that? 
16. RM: I don’t know (mumbled quietly in the direction of AG). Because I am illegal. So- (his 

face breaks quickly into a grin, his eyebrows gesture up, and he rolls the chair 
forward and re-shifts his position), //I don’t know// (voice tapering off). 

17. T:      //Why you will never// go back to El Salvador, 
because you are illegal here? 

18. RM: Yeea. (looking down at his paper) 
19. AG: So? 
20. T: Would that prevent you from going? 
21. RM Because I ain’t gonna get another chance to come here. And I //don’t have-// 
22. T:          //So, since you// 

are here illegally, you might not get to come back? 
23. RM: Naaa. (shaking his head slightly, with a straight expression) 
24. T: Yea. 
25. RM:  And also, I don’t need it, so- (shakes head, shrugs shoulders) 
26. T: You don’t need what? 
27. RM: To go back to my country. 
28. T: So, you are feeling like the opportunities you have //now are// the ones you want to, 

[] to keep. 
29. RM:   (nodding his head, pursing his lips)  //Yea// (quietly) 
30. RM: I don’t want to go back (looking down). 
31. T: I 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 later in the debrief 

commenting that Raul’s passion for music was something that we all shared. Secondly, 

Raul’s response to Antonia’s questions about not returning home to El Salvador 

illustrates a further complexity of the immigrant experience.  Raul was rather decided 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 vulnerable position, 

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 America rather than 

in his home country is an important reality that he had apparently realized. As he wrote in 

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. I was so happy because my dream 
was becoming real but, at the same time I was feeling so sad because I was 
leaving my country maybe forever, my beautiful country; where I might never 
return (Raul Moreno, Immigration Narrative composition).  

 

In the next section, I analyze a critical spatial event and map shifting chronotopes 

of immigration represented in teacher-student discourse. The chronotope of Raul’s hip 

hop hopes represents his immigrant “American Dream” and his pursuit of a better life 

through a life in music. Critical discourse analysis illustrates how shifts in chronotopes 

facilitate a (re)negotiation of identity for Raul as an immigrant youth and a student in 

school spaces. 
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Hip Hop Hopes: Analysis of a Critical Spatial Event 

This analysis of a critical spatial event with Raul was identified and transcribed in 

the interaction entitled “Hip Hop Hopes” (Table 16). Analysis of both space-time scales 

and temporalities provided clues to later identifying the discursive boundaries of 

interactional units. I conducted a line-by-line analysis of transcript interactions with an 

attention to the communicative functions of each interlocutor to identify the particular 

discursive meanings being negotiated and their implications for social identities being 

animated in classroom space (Bloome, Carter, Christian, Otto, & Shuart-Faris, 2005).  I 

revisited in a recursive fashion each of these different spatial analyses across the 

transcript, revising and deepening analysis in order to identify discursive boundaries 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: So what are you working on?  
2. RM:   My essay 
3. T:  So you are on the computer right now? So, you need help with anything? You got an 

idea about the pieces? 
4. RM:   I am working on my music, my rapping, my hopes (point to different writing on the 

computer screen) 
5. T:  There you go. 
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. RM:  I don’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. RM:   Huh? (Staring at the floor) 
11. T:    Why do you love, why do you love music? Why do you love hip hop and reggaeton 
12. RM:  I don’t know, the beats, hip hop and … 
13. T:     What does it tell you about the world? 
14. RM:  It tells you many things happening in the world.  
15. T:    Like? 
16. RM: Like, the government is always cheating about us. 
17. RM:  That people are from minus class, little class. 
18. T:     Lower class 
19. RM:   Yea, lower class. They just think that we are like nothing. 
20. BA:    That’s just what I think … (breaking into a smile, changing tone )and also I like the 

dance, how vareo (lit. shaking; undetermined) is it… Yeah. (sweeping his head to the 
side) 

21. T:       So how does that relate to you and coming to America?  
22. T:       You came to America, you had a difficult journey.  
23. T:       You found reggaeton, you found music 
24. RM:   No, well that was already here 
25. T:       But you found it. It was something that you found 
26. RM:   I think about that kind of music in my future.  
27. RM:   That is something that is important to me. 
28. T:       How do you think you can make it part of your future?  
29. T:       What do you think you will have to do? 
30. T:       Because people always talk about coming to America, there’s lots of opportunities, 
31. T:       but nobody is going to show up at your doorstep with a record contract.  
32. T:       What have you been doing? 
33. RM:   I have been trying to mix music; 
34. RM:   so my cousin can put it on in his dancing parties 
35. T:       So start DJing parties. 
36. RM:   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. 
38. T:       What is the feeling that you are get when you are out there? 
 

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

39. RM:   People are dancing, it’s so cool. When people can come together to your music. That 
feels really good. music. That feels really good. 

40. T:       How does that make you feel? 
41. RM:   Really good 
42. RM    People enjoy the music, my music 
43. T:       You got everybody up there moving and jumping and having a good time.  
44. RM:   Yea 
45. T:       Yea, so that’s something that makes you fulfilled 
46. T:       So that’s something about you making that as part of your profession,  
47. T:       hopefully we have jobs that we love to do also, 
48. RM:   Yea 
49. T:       It makes working … right. 
50. T:       You don’t want to have a teacher that hates teaching.  
51. RM:   Nooo! 
52. T:       because they won’t be a very good teacher.  
53. T:       So you know, anyway … 
54. T:       So that’s something right there. It makes people, when people are dancing –  
55. T:       Put that in there! 
56. RM:   (Raul turns back to computer, puts hands to keyboard to type) 
57. T:       That’s why I asked you. I didn’t ask you because …  –right? (T pats him gently on 

the shoulder; slight laughter) 
58. T:     (Continues talking to Ss who is facing the computer) We were talking about your life 

in America and your hopes for your music.  
59. T:       What did you just explain to me. 
60. T:  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. (Teacher walks away from student, and student remains 
seated at computer and typing) 

 

I also utilize a related spatial concept of space-time scales (Harvey, 1996, 2006) 

that were indexed in the interaction to identify the discursive representations of local and 

global space-times. As analysis reflects in the chronotope map (Figure 13), there is a 

movement of discursive interaction from local space-times of the present school task and 

students’ personal experience to the global scale of the immigration chronotope and 

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 writing task. “We need 
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to understand how the identities of students and teachers are always ‘glocalized,’ 

hybridized though dynamic geographies and temporalities seemingly distance from a 

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 scaffold student writing; 

Student establishes hip hop discourse and interspatial links to future hope 
2. INTERACTIONAL UNIT 2 – Teacher takes up hip hop discourse and scaffolds student 

reflection on investments 
3. INTERACTIONAL UNIT 3 – Teacher shifts inquiry to discursive level of hip hop as 

textual representation of the world; Student signals marginalized as ‘low class’ and social 
critique in global chronotope of systemic injustice 

4. INTERACTIONAL UNIT 4 – Student discursively reverts and situates himself on the 
margins, underscoring his perspective based in lived experience 

5. INTERACTIONAL UNIT 5 – Teacher redirects to immigration narrative, 
proposes/acknowledged an interspatiality of immigration & American dream; scaffolding 
academic task at hand;  

6. INTERACTIONAL UNIT 6 – Student restates interspatiality of hip hop and his future 
goals; teacher prompts his reflection on agency in fulfilling mythologized American 
dream and present activities 

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

8. INTERACTIONAL UNIT 8 – Teacher prompts student reflection on lived space of 
DJing a dance party (i.e. emotional experience, personal fulfillment); repositions student 
within chronotope of dance party as powerful, influential. 

9. INTERACTIONAL UNIT 9 – Teacher recharacterizes the dance party chronotope as 
‘fulfillment’ for a DJ, and constituting a professional aspiration 

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

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

12. INTERACTIONAL UNIT 12 – Shift back to teacher scaffolding writing task with 
explicit summary of ideas and instruction to include in text 
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Scaffolding Critical Literacy (IUs2-4) 

Detailed transcript analysis (Table 18) appended at the end of the chapter 

illustrates how the teacher and student negotiate this relationship in immigrant discourses 

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 preferences could 

reflect a very common difficulty most people experience when asked to comment on 

something that is so familiar to them that they have never thought of or had to reflect on 

their own emotions, thoughts, or beliefs.  The teacher-student scaffolding in this stage in 

the writing also aims to bridge the distance between hip hop discourses (unofficial) with 

the present context of school and academic tasks (official) as the writing assignment. 

The teacher scaffolded persistently in drawing out an explanation of an emotional 

(“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 (L3). Here 

the teacher’s discourse connects his academic purpose with the personal purpose of his 

own self-awareness and sense of self in relationship to hip hop culture. “This is about you 

figuring it out. ” The teacher’s scaffolding in (L3) is significant in that it connects micro-

local spaces of self and identity with the lived spaces of experience and participation 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 academic writing 

help facilitate production of transformative third spaces in teacher-student discourse.   

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 reference to the 

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 reason he loves 

DJing because it makes him feel great that people can “come together to my music”.  He 

establishes the emotional connections of living spaces of community in and through hip 

hop, and this being one source of fulfillment that fuels “social dreaming” (Gutiérrez, 

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 helps Raul ‘read the world’. 

Invoking a raising of critical consciousness, the teacher asks directly about hip hop as 

social critique: “What does it tell you about the world?” (L8). The space-time shift in 

teacher discourse (L7, 8) provides interesting and varying interpretations of how space-

times are introduced and retracted and what meanings and identities are possible in 

teacher-student discourse. From one perspective, the teacher’s discursive shift in Line 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 a dialogic space for 

the student voice of resistance to a space-time of governmentality (Foucault, 1980), 

which is a national and global space-time.  
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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 government that “is always 

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 Salvadoran or Latino 

immigrant community with which he identifies with. This indictment of government is 

somewhat implicit in his own lived experiences of marginalization and hardship both in 

his home country and as an immigrant in the U.S. Raul’s personal narrative of 

unaccompanied migration and illegal border crossings reflects common circumstances of 

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 many of the 

students, was engaged in legal procedures related to immigration status. In Raul’s legal 

proceedings to get his immigration status legalized in America, he was simultaneously 

involved in applying to get a Salvadoran passport as well. Interestingly, in the case of 

Raul, there were key points in the school year in which he reached excessive absences 

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 scales of social life 

(Harvey, 1996). In this example, Raul animates a discourse of marginality in a space-time 

of inequitable class politics in which the government does not equally represent the 

interests of all its citizens equally. His immigrant identity and lived spaces (Lefebvre, 

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 as ‘low class’ 
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stating plainly that ‘they think that we are like nothing’ (L14). His choice of pronoun 

‘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 his position, or 

repositions himself in the classroom chronotope, stating that this is ‘just what I think’. 

His tapering voice and body language reflect a message that he is not in his place to 

critique the system especially not from within the official spaces of the school and 

classroom. The chronotope of inequitable government is a recurrent theme in the data set 

that I hope to explore more deeply as related to discourses of immigration and students’ 

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 also affirms the student’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 remaining 

interactional units, we trace a shifting of chronotopes that allows space for diverse 

student identities to be incorporated in classroom work. In IUs5-6, it prompts a time-

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 the chronotope 

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 a time-space 
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shift to the present as the teacher prompts the student to reflect on what he can do to work 

toward this future goal which sets up an invitation to talk about his present activities as a 

DJ (IU8). With several time/tense shifts, the teacher critique’s the immigration 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 is not going 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 exchanges within the club 

chronotope are significant as the teacher prompts the student to reflect on the emotional 

sensation  - the lived spaces - of making people ‘come together’ and ‘move to my music’. 

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 time-space reflects a 

principal third space tension of the study; the students’ strong investment in hip hop, and; 

the teachers encouragement and attempts to build academic literacy from those lived 

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 people move is 

personal fulfilling which is of great importance in choosing a profession that is a ‘labor 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 – can also be interpreted as 
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a statement about the current interaction as fulfilling and that my relationship with him is 

fulfilling. In making this chronotopic parallel of the DJ and the teacher as having equally 

fulfilling ‘labors of love’, it puts the DJ and the teacher on equal professional ground and 

in discursive space within the classroom space. Nevertheless, in interactional unit 12,  the 

teacher quickly shifts back to the present academic task and the time-space of the writing 

assignment. As it appears that the student has lost the focus on the conversation as 

scaffolding for his writing assignment, the teacher proceeds to review the key ideas that 

were discussed, underscoring in particular the emotional reflections of the student on his 

sense of fulfillment and hope in making people dance and move: “That gives you hope, 

joy, happiness.” 
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Chronotope Map – Hip Hop Hopes (Scale)

Shifts of Chronotope

Past Present Future

Student
Identities

Linear Time of

Interaction

SCALES: 

Micro-Local
Local/Glocal  …………..

Global

School/task
[1-5]

Hip hop hopes
[6-14]

American
Dream
[6-14]

Class struggle
[15-22]

Immigration/
Difficult journey

[23-24]

Discovering hip hop
[25-27]

(26 global)

Hip hop hopes
[28-31]

American Dream
(Myth) [32-33]

Hip hop dance party
[34-47]

Profession
(Labor of love)

[48-51]

School/teaching
[52-55]

School/task
[56-63]

Hip hop hopes
[56-63]

 
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 of what we 

struggled with all year long. His persistent disorganization was partially reflective of an 

uncoordinated support plan and other likely issues still undiagnosed. Our collective 

inability to get him organized, despite many efforts from numerous people, illustrated 

how he was caught in the in-between spaces of SpEd and ELL program. Since his papers 

were persistently in disarray, he could not draw on his brainstormed ideas from pre-

writing exercises to develop a coherent composition essay from his notes.  His memory 

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 immigration narrative 

illustrate tensions between accommodation and engagement in mediating his classroom 

presence.  Engaging and accommodating Raul’s identity as a student, located in 

marginalized spaces of SpEd and ELL, entailed inviting and accommodating his active 

and constructive participation in classroom discourse while mediating characteristic 

issues of impulsivity, (mis)placed humor, and social conflict. This was central to the 

analysis of the Comm.Unity Conflict and Debrief Discussion laid out in Chapter 5. 

The chronotope of ‘mediating Raul’ was a pedagogical challenge. Raul’s behavior 

overall was highlighted by many constructive and supportive interactions with the teacher 

and others. However, any resistant or disengaged behaviors that Raul was prone to and 

irritated by academic frustrations were communicated in and through social spaces 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 micro-local 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 the varying 

chronotopes of immigration and students’ multiple situated identities as students, family 

members, parents, and employees.  

In terms of Raul’s immigrant and community identities, this analysis illustrates 

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 personal 

immigration narrative reflects an adolescent that has endured an arduous journey to arrive 

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 confronted with 

abstract (second) spaces of SpEd and ELL as institutional locations and spatialized 

identities. These marginalized locations in the school landscape transform the materiality 

of school through spatial practices of education which, for Raul, included difficulty in 

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. There 

were many of these days when I invited Raul to hang out in the classroom to relax and 

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, I 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. I described his multiple school and non-school identities, 
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often colliding with tensions in social space and being renegotiated in the classroom. I 

also articulated our relationship in and through hip hop discourses in the classroom. In 

part three of the chapter, CDA analysis illustrates how teacher-student discourse 

repositions Raul in relation to learning tasks, thereby, renegotiating a positive 

relationship between his immigrant identity and his marginalizing institutional identities 

(i.e. ELL, SpEd). It is in the juxtaposition of these different mediations of Raul that I aim 

to illustrate how classroom discourse can index diverse space-times that reach lived 

spaces of an immigrant student’s experience. The dissonance between these contending 

spaces of Self, as derivative of social interactions with Others, represent third space 

tensions that can (re)negotiate immigrant student identities in the classroom. 

In the next chapter I 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 reflection on investments 
 

Spoken discourse 
Chronotope 
(TIme-space) 

Space-time 
(spatio-temporal 

scale) 
Social Identity 

Communicative 
Function 

Language Features 

1. 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? 

 
 

• Hip hop dreams’ 
• Hip hop 

community 
• Latino/hip hop 

community 

• Self/Emotional 
Present/Self & 

• Present/community 
of hip hop 
Commercial music 
& hip hop 

• Global/diasporic - 
Latin American 
space-time of 
hybrid musical 
genre;  

• Global space-time 
- hip hop’s 
prominence as 
youth discourse of 
resistance 

• Teacher support for 
student;  

• Teacher as 
knowledgeable of 
hip hop as 
international music 

• T as aware of RAUL 
passion 

• Teacher affirms 
student’s idea and 
question prompts 
brainstorming ideas for 
composition task 

• Recognizes social 
identity & group 
membership w/ 
marginalized discourse 
community 

• Invites hip hop as 
legitimate within 
dominant school 
discourse 

• T interrogative [Why?] - reasons for 
emotional investment/reaction to musical 
passion; investment in future hopes through 
musical  

• T - verb – ‘love’, emotion 
• ‘hip hop and reggaeton’ -  indexes both (1) 

unique American musical discourse 
community of hip hop; (2) Caribbean/Latin 
American hybrid genre – reggaeton 
(musical/linguistic/cultural) 

• teachers awareness of students’ ‘music’ – 
prior knowledge and interaction surrounding 
hip hop as common discourse community, 
although at different levels/degrees and 
chronotopes (i.e. generational; style 
preference; old school vs. new school) of 
membership 

2. BA: I don’t know. 
I just love it. 

• Hip hop 
community 

• Self/Emotional 
Present/Self: 
Present 
participation in hip 
hop community 

• Hip hop DJ 
• Passionate member 

of hip hop discourse 
community 

• Restates his passion for 
hip hop,  

• Conveying uncertainty, 
or unknowing about 
value of discourse 
community? (within 
school space?) 

• S – Inability to answer ‘Why?] – ‘I don’t 
know’ – inability to readily articulate 
emotion/feeling about passion 

• just’ - reiterates emotional action of verb 
‘love’; as if the emotion is not explicable 
[inability to explain Why?] 

• verb/lexical choice – love; emotional 
process; lived experience 

• ‘ 
3. T:  Why? You got 

a reason. This is 
about you figuring 
it out.  

• School/T-S 
interaction 

• Hip hop 
community 

• Self/Emotional 
Present/Self 

• Alternative 
possible meanings: 

• -Present/Self 
school task – 

•  Teacher 
supporting/pushing 
student to complete 
academic task 

• Mentoring/support to 
BA 

• Teacher pushing student 
to articulate his ideas 
for academic task [OR 
alternately] 

• Mentor/support to BA 
to validate his passion; 

• ‘well’  - (rising intonation – as if to indicate 
a rhetorical question; implying obligation to 
self 

• T telling S/tone – authority, pressure, 
encouragement for reflection to take action, 
self-fulfillment (praxis)Imperative verb form 

(Continued on next page) 
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figure out ideas in 
order to articulate 
them in academic 
text 

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

• 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? 

• 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 
resistance 

•  

• Teacher support for 
student,  

• Reiterating students 
passion 

• 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) 

• assertion of personal search meaning (‘labor 
of love’) 

5. Huh? (Staring at 
the floor) 

• School/T-S 
interaction 

• Present/Self – 
student identity 

• Student falling ‘off 
task’; losing attention 

• Student utterance 
reflects challenges with 
maintaining attention  

• Student lapse in attention and simple 
utterance of ‘huh’ reflects that he lost his 
focus, attention to the on-going dialogue; 

• Possible reflection of special needs/ADHD 
6. Why do you love, 

why do you love 
music? Why do 
you love hip hop 
and reggaeton 

• Hip hop dreams • Self/Emotional 
Present/self 

•  

• Hip hop DJ 
• Passionate member 

of hip hop discourse 
community 

• Teacher reiterates 
question to push student 
in scaffolding 
ideas/thoughts/emotions 

• Lexical chaining – music, hip hop, reggaeton 
• ‘love’ – reasserts the emotional connection 

to musical passion 

7. I don’t know, the 
beats, hip hop and 

• Hip hop dreams • Self/Emotional – 
Present/Communit
y  

• Global reference to 
hip hop as 
discourse – ‘beats, 
rhymes & life’ 
(TCQ) 

• Hip hop DJ 
• Passionate member 

of hip hop discourse 
community 

• Student establishes an 
opinion about why he 
loves hip hop on a 
material level of 
musical aesthetic 

• S – Inability to answer ‘Why?] – ‘I don’t 
know’ – inability to readily articulate 
emotion/feeling about passion 

• ‘beats’ – rhythmic qualities of music; DJ 
activity/discourse of mixing beats; previews 
later commentary/chronotope about 
discursive power of getting people 
dancing/moving 

Table 18. Transcript Analysis: Hip Hop Hopes (IU2-4) (Continued) 
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INTERACTIONAL UNIT 3 – Teacher shifts inquiry to discursive level of hip hop as textual representation of the world; Student signals 
marginalized as ‘low class’ and social critique in global chronotope of systemic injustice 

 
 
8. What does it tell 

you about the 
world? 

• Hip hop dreams • Self/Emotional – 
Present/Communit
y – hip hop & 
politics of 
oppressed 

• Global space-time 
- Spatial scales – 
world; 
national/gov; 
community/class 

• social critic, 
philosopher 

• Expert/knower 

• Teacher reframing hip 
hop as genre of social 
commentary 

• ‘tell you about the world’ – indexes music as 
a discursive representation of lived 
experience 

• ‘reading the world’ – element of critical 
literacy; classroom Comm.Unity 

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

 

• Social injustice  
• & oppression of 

non-dominant 
• communities  
 
 

• Self/Emotional – 
Present/Communit
y – hip hop & 
politics of 
oppressed 

• Global space-time 
- Spatial scales – 
world; 
national/gov; 
community/class 

•  
•  
 

• social critic, 
philosopher 

• Expert/knower  

• Establishes 
his opinion about why 
he loves hip hop, on 
discursive level 

• Asserts the 
value of the music, 
discourse community in 
terms of making 
connections to real 
world experience 

 

• S – direct response related to [what?]; 
conscious of reasons, previously unable to 
describe [why?] 

• Focus on symbolic/discursive genre feature –
representations of ‘the world’; significant 
that first immediate genre feature is related 
to discursive representations of 
sociopolitical context of class politics;  

• Ability to answer ‘Why? 
 

10. T: Like? • Social injustice  
• & oppression of 

non-dominant 
• communities 

• Self/Emotional – 
Present/Communit
y – hip hop & 
politics of 
oppressed 

• Global space-time 
- Spatial scales – 
world; 
national/gov; 
community/class 

• social critic, 
philosopher 

• Expert/knower 

• Pushes student to 
articulate specifically 
visions of the world 
through hip hop 
discourse 

• Simple utterance framing question – asking 
for examples (i.e. Supporting details for 
writing) 

11. Like, the 
government is 
always cheating 

• Inequitable 
system/ 
government 

• Global space-time 
of government; 

• Social critic of 
government  

• Student conveys 
knowledge of discursive 
theme of hop hop 

• the government’ – source of injustice in the 
world located in ‘global space-time’;   

(Continued on next page) 

Transcript 18. Transcript Analysis: Hip Hop Hopes (IUs2-4) (Continued) 
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about us. • Cheated by ‘the 
system’ 

• Member of 
oppressed class 

• social critique of 
sociopolitical context 
of inequity 

• Establishes social 
identity by class & 
implicitly by 
race/ethnicity 

• Verb – present progressive; on-going 
injustice ‘is always cheating’; [process of 
unjust action] 

• Adverb – ‘always’; [abstract notion of state 
of injustice – reality, truth] 

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

• ‘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 

• Cheated by ‘the 
system’ 

• Global space-time 
of lower class 
position – 
marginalized social 
location 

• Social critic 
• Member of 

oppressed class 

• BA places 
himself with an 
oppressed community, 
marginalized socially 
and politically due to 
class and 
socioeconomics; poor 
people of color 

• Lexical choice/noun – ‘class’; understanding 
of concept of ‘class politics’; social 
hierarchy; socioeconomic stratification; 
sociopolitical/cultural power 

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

13. T: Lower class 
 

• Inequitable 
system/ 
government 

• Cheated by ‘the 
system’ 

• Global space-time 
of lower class 
position – 
marginalized social 
location  

•  

• student as social 
critique 

• Recognizes BA’s social 
position; affirms his 
class analysis 

•  

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

• Lexical chaining – ‘minus-little-lower-
nothing’ 

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

• Inequitable 
system/ 
government 

• Chronotope of 
feeling cheated by 
‘the system’ 

• Global space-time 
of divides between 
rich & poor [class 
ideology] 

• Local/Personal 
lived space – 
identification with 
‘we’ as part of 
lower class 

• Latino community 
experience 
(through rel. to 

• Student as social 
critic 

• Member of 
oppressed class 

• BA response associates 
oppression with personal 
experience, community 
experience; 

• Equates  

• S – reasserts semantically focus on social 
class;  

• ‘just’ – adverb – qualify ‘basic’ essence of 
meaning/statement 

• ‘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 a 
collective/pluralized notion of people/actors, 
enacting govt; ideologies in process, 
defining social position, power structure 

(Continued on next page) 

(Continued on next page) 

Table 18. Transcript Analysis: Hip Hop Hopes (IUs2-4) (Continued) 
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reggaeton) as racial 
group? (vs. African 
Am exp related to 
hip hop) 

• ‘We are like nothing’ – ontological value 
statement – location in relation to 
government’s perception of ‘state of being’ 
is valueless;  -[spatial interpretation] 

INTERACTIONAL UNIT 4  – Student discursively reverts and situates himself on the margins, underscoring his perspective based in lived 
experience 

 
15. That’s just what I 

think … and also I 
like the dance, 
how XXXX 
(Spanish). 
(breaking into a 
smile, changing 
tone). Yeah. 
(sweeping his 
head to the side) 

•  • Present/Self - 
Personal lived 
spaces experience; 

• Present – return to 
T/S dialogue; mark 
statement of 
differing opinion to 
mainstream 
[resistance] 

 

• Social critic 
• Member of 

oppressed class  
•  

• 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  

• ‘just’ – qualifier of a remote, marginalized 
social position; thoughts, opinions, lived 
experiences that are qualified as not as valid 
or founded;  

• ‘what I think’ - Statement of resistance to 
social injustice of class position  

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

 



 

 247

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 lived. I examine 

how classroom spaces are shaped by institutional discourses of schools as a highly 

structured and linear space (Fain, 2004). I analyze the central role of language, discourse 

and texts in producing spaces of representation and resistance to the marginalization of 

immigrant ELL students that are at play in classroom space. This study examines 

immigrant student identity along analytical lines of space, language, and power. In 

focusing on third spaces for immigrant ELLs in school spaces, I have explored how 

immigrant students bring diverse space-times of lived experience to social interactions 

and academic tasks in school. I have also analyzed how teachers and students renegotiate 

immigrant identities in classroom discourse through an engagement of these discursive 

tensions reflective of experiences of marginalization and oppression.  

As a prelude to framing the implications of this study’s findings, it is instructive 

to revisit the central research questions and my redefinition of third space for immigrant 

ELLs as proposed in this study. This study investigates how students and teachers can 

interrogate broader societal discourses and experiences of immigration to allow for the 

production of third spaces in school. Since my treatment of third spaces operates from the 

centrality of language in spatial production, I examine the following question: How 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, I will revisit how data analysis addressed this principal 

research question and move toward describing the implications of these findings. First, I 

drawing implications for theory in the definition of third space for immigrant ELLs. 

Second, I describe implications for curriculum and instruction that directly engages 

students lived experiences of marginalization and oppression as immigrant ELLs. In 

moving toward operationalizing this definition of third space, I assert the importance of 

communication, shared norms, and engaging students multiple identities in developing 

academic and critical literacy for ELLs in secondary classrooms.  Third, I move toward 

implications for reflexivity in classroom practice and research, and highlight the power of 

critical discourse analysis. Finally, the outro of this study is a reminder of the importance 

of identity and sense of self at the heart, mind and spirit of critical, caring teaching. This 

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 bringing together 

cultural geographic conceptions of ‘space’ with critical discourse analytic methods. I will 

revisit the central notions of social space from cultural geography that I bring to re-

envisioning third space. I have envisioned this task through a theoretical lens of space as 

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 on the spatial production 

of social space. This is social space produced from intertwining of space and time 

(Harvey, 2006) and co-constitutive threads of material, abstract and lived social spaces. 

Viewing space as social process from a trialectical perspective (Lefebvre, 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 perspective, I propose a 

(re)definition of third spaces for immigrant ELL students in the classroom. 

Transformative third spaces for immigrant ELLs are understood as lived social spaces 

produced through social interaction that allows opportunities for renegotiations of power 

and identity in the classroom.  More specifically, findings of this study contribute to 

articulating third spaces as: (1) fluid spaces of negotiated meaning and identity; (2) 

shaped by lived spaces from diverse temporal and spatial locations: (3) produced through 

tensions that perpetuate and resist dominant discourses; (4) mediated principally through 

oral and written language; and, (5) provide opportunities for developing critical and 

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 in analyzing how 

classroom discourse surrounding immigrants’ lived experiences can contribute to 

academic and critical literacy. Central to this study is the development and renegotiation 

of student identity in the classroom, which happens from diverse space-times. Findings of 

data analysis in Chapters 5 illustrate how shifting chronotopes of classroom discourse 

made intertextual and interspatial links between identities shaped by student and non-
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student identities. Moreover, the overarching conceptual design of a collaborative and 

supportive classroom space, negotiated and mediated through an attention to building 

relationships across difference, shaped classroom discourse in ways that engaged 

students’ immigrant experiences and non-school identities. Findings of analysis map 

production of third spaces through engaging with tensions along lines of race, class, 

gender, language and culture, and in relation to student multiple identities as students, 

immigrants, parents, family members, employees, and others. In Chapter 6, findings of 

analysis of multiple space-times in teacher-student discourse illustrate how diverse lived 

spaces of the focal students’ identification with hip hop culture are intersected with their 

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 material, conceptual, 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 and times are 

present and shape the production of classroom spaces, we gain new spatial perspectives 

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 immigrant identities and 

experiences to be at the center, rather than the margins. This relates to the ideological 

power of abstract second spaces (Lefebvre, 1974; Soja, 1996) of curriculum design and 

pedagogy. The broad curriculum of Writing 2 had a critical literacy orientation that 



 

 251

allowed for students to write about their own lives in ways that engaged them in 

reflecting on their experiences and social identities along lines of race, class, gender, 

language, culture, citizenship and immigration status. In a post-911 era of rising anti-

immigrant sentiment in the United States, curriculum and instruction for ELL students 

must recognize and help immigrant youth make sense of the sociocultural and political 

contexts that shape their lives. Engaging discourses of immigration in the context of 

students’ multiple identities provides great opportunity to develop structured and critical 

dialogue around sociopolitical issues. Facilitation of these discursive tensions at local and 

global space-times, and at personal and emotional levels, is supported by interactional 

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 that students can engage 

in academic literacy development built around a critical interrogation of their immigrant 

experiences.  

Academic and critical literacy development that occurred in the Writing 2 class 

can be strengthened through allowing students deeper investigation of self-designed 

topics. Longer curricular units, such as the time devoted to the Immigration Unit, 

supported by a critical investigation-reflection model would allow for students to 

research and write about topics of personal importance within the broad Writing 2 

curricular themes. This would be a literacy-based curriculum focused on student-

designed and student-negotiated meaning from a critical literacy perspective. For 

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 commercialization and 

corporate culture, as well as discourses of race, gender, and violence that shape public 

perception. Of particular interest might be the resurgence of hip hop social movements 

around the world. These movements are grassroots cultural arts that represent 

marginalized communities and youth voices which are at the roots of hip hop. A 

curriculum that allows for deeper investigation of student experience is liberating for 

these students as they can (re)negotiate immigrant identities and the world they see, as it 

can only be for a Bakhtinian Self.  

 

Operationalizing Third Space: Group Norms & the Communicative Chronotope 

Chapter 5’s analysis of the Comm.Unity Conflict paints a portrait of group space 

and the inherent discursive tensions that provide a glimpse into the production of third 

spaces for immigrant ELLs. Efforts to engage and mediate discursive tensions related to 

critical consciousness-raising of students’ sociopolitical locations as immigrants can be 

extremely productive in allowing third spaces for voicing student resistance to 

marginalized social positions. However, findings of analysis also point to the challenges 

of mediating tensions arising in face-to-face classroom interactions among students and 

teachers as their social identities are invited to intermingle in the instructional process.   

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, micro-local 

to global in nature, illustrates how immigrant student identities in the classroom are 

shaped by experience. In many ways, the overarching abstract space of Comm.Unity as a 



 

 253

‘place where Me, We and the World come together’ directly reflects this nexus of 

conflict. This organizing philosophy that framed teaching and learning in the classroom 

directly invites third space tensions of engaging students about their lived spaces as 

immigrants. These tensions of third space are precisely to the theoretical and pedagogical 

point of understanding how immigrant student identities can be (re)negotiated in the 

classroom. It is from conflict that new spaces emerge with possibilities for new ways to 

read the world and new ways to write the self. 

I propose a chronotope of Comm.Unity as 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.Unity. This 

group process activity and norm building structure is itself yet another abstract design 

(second space) of the classroom, as are any listing of rules, guidelines, and policies that 

structure social spaces of schools. However, the ideological value of a Group Norms 

protocol, as an academic activity to practice and prescribe classroom relationships, is that 

they are shared and negotiable understandings for the production of safe and caring social 

space. They are growing norms in that they are in process, evolving with on-going 

interactions and relationships; and as such, they are intended to be a guiding framework 

that can be revisited, renegotiated, and rearticulated as is needed by the group. The 

language of Group Norms in the Writing 2 classroom included “love, respect, feelings, 

live, peacefully, help, together.”  Transcript analysis traces these emotional referents 

through classroom discourse in mediating conflict, understanding immigrant struggles, 

and projecting hopeful futures. These are lexicon of a grammar of thirdspace (Gutiérrez, 
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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, I assert that the 

use of organizing principles for shaping the ELL classroom space is vital within a 

pedagogical vision for a critical and transformative instructional experience for 

immigrant ELL students.  

The importance of having both a commitment to respectful and productive 

classroom discourse requires an explicit instruction and attention to communication 

processes. Protocols for structured norms of collaboration and communication, in both 

oral and written forms, provide important scaffolding for academic learning. A diversity 

of instructional strategies, visual aids, collaboration structures, and group process 

discussions is evident in the Writing 2 curriculum. In the interest of building academic 

literacy around critical literacy development of ELL students,  however, an attention to 

language and communication in the social space is an imperative. Moreover, the 

curriculum structures and the teacher’s designs for classroom practices, are bolstered 

within an overarching chronotope of communication as 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 useful framework 

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, let alone in a 

second or third language. I have utilized Group Norms protocols in varied instructional 

settings and professional communities; as such, I have learned and adopted these process 

structures from the experience of a learner and trainee.  Such communicative structures 
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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 operationalize third space 

designs through Group Norms, an overarching chronotope of communication becomes 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 bridge academic 

literacy and critical literacies of communication.  

This is important when considering students in the Writing 2 classroom, many of 

whom, I would argue, did not consider school as the principal priority (and identity) in 

the face of parental, family, work, and even legal obligations stemming from their 

undocumented status. However, the fact that they were persisting and working hard to 

graduate high school is a testament to the importance of their education in their lives even 

if there were many encroaching realities on their school obligations. In contrast, Raul’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. I argue that it is an educational imperative for developing curriculum, pedagogy, 

and a shared teaching philosophy that engages ELL immigrant students, academically 

and critically, around their lives and the chronotope of immigration. With news only 

increasing in the present day of the trials, tribulations, and deportations of immigrants in 

America, we are remiss in not fully considering the educational significance of engaging 

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 to 

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 analysis in Chapter 5 of 

teacher-student discourse mapped an ideological retreat to global spaces that 

depersonalized conflict. Relocating Raul within shared challenges of second language 

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 complex learning 

needs and continuous academic struggles were sources of frustration in effectively and 

appropriately engaging him in individual and collaborative academic tasks. Raul’s 

classroom participation was threaded by tensions with social interaction although I do not 

characterize or consider the communicative outcomes of his participation as overly 

antagonistic, disruptive or unproductive. There are additional factors at play in regards to 

his own learning needs, sociocultural background, and current struggles of dislocation in 

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 especially when 

considering him as “at risk” and disengaged in school. An important part of the 

chronotope of mediating Raul was that of engaging his participation and ideas while 

accommodating his communicative intentions, discursive style, and academic learning 

needs. Implications of this study’s findings indicate that the development of Raul’s 

student identity was supported positively within a shared Comm.Unity space; shaped 
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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’s 

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, I have described my own 

position as an outsider, guest, and fan in the hip hop community which I 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 with discursive 

threads that reinforced the development of a positive teacher-students relationship.  

I believe in the power of the fifth element of knowledge – paraphrased as a brand 

of critical consciousness (Freire, 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 of oppression 

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 reached a global 

scale. And while the popular cultural elements of hip hop are still pervasive exports in a 

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, and 

Palestine; each one renegotiating and reshaping the critical consciousness born from 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 community roots 

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 against oppression.  

This study contributes to new ways of considering and analyzing hip hop culture and 

discourses in the classroom.  Irby & Hall (2011) review research literature and point 

toward new directions for this growing body of scholarship that establishes the cultural 

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 I 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 one immigrant 

student that carries great power for academic and critical literacy development. 

Furthermore, I analyze how hip hop discourses intersect with the student’s evolving 

identity as an immigrant in America. As Irby & Hall (2011) suggest, there is a need for 
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new research that engages hip hop from the outside, I propose this study as one that is 

situated somewhere on the borderlands between inside and outside the Hip Hop 

community. I frame hip hop as one strand of spatial production in the Comm.Unity that 

carries discursive challenges and productive tensions for renegotiating student identity 

and developing academic and critical literacy in the classroom.  

  

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

I conclude with reflections on the Self and implications of this study for 

considering micro-local spaces of identity development of teachers and researchers as 

well as teacher-researchers in the ELL classroom. I draw implications for engaging with 

the personal and critical practices of critical consciousness in education research and 

practice. I close with hopefulness for the production of third spaces where immigrant 

ELLs and their teachers can renegotiate identities and foster meaningful and emotional 

relationships in schools. The critical praxis that characterizes Gutierrez’s third space 

research is at the root of its enduring theoretical and pedagogical value for diverse and 

critical thinking.  It is evidenced in the extensive body of literature that it has influenced, 

including this study. Toward rethinking the direction of third spaces in theory and 

research on immigrant ELLs and non-dominant students, Gutierrez (2008) challenges us 

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 identity as an 

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 production of 
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space, I must examine the teaching Self (Palmer, 1996) as it intertwines chronotopically 

in classroom spaces. As such, I claim that this study is framed within the intellectual, 

emotional, and spiritual Selves of this teacher-researcher, and they leave textual traces to 

be perceived and ascribed meaning in these pages. Palmer (1996) outlines that good 

teaching rests in the connections – interspatialities – between ourselves, Others and 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 for the need 

for critical reflexivity in conducting research and understanding the education of 

immigrant ELL students. This study serves to recognize and animate the subjectivity 

inherent in any representation of reality by proposing that multiple identities of teachers 

and students should be positively engaged in classroom spaces. Any attempt to analyze 

and describe the classroom space in text is only partial as implicated in this analysis. 

Moreover, I clearly recognize my teacher-researcher self is situated from my unique 

location in time and space.  

In aims of transcending the bounds of my unique spatial location, I found value in 

analytical tools of critical discourse analysis (CDA) in providing some distance from my 

own central presence in classroom interactions being examined. Methodologically, the 

research process can be exasperating, as one gets tired of knowing the teacher was me; 

and I am first to critique this research as self-indulgent. Despite analytical biases that 
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result from this inescapable emic-etic paradox, the power of CDA in teacher research 

bolsters a commitment to professional development. There were ethnographic 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).   

 

I would characterize the critical spatial events as such ethnographic moments that showed 

glimpses of meanings that evolved in moving recursively through and around the data set. 

Significantly, the recursive process moved across space-times of the classroom, back and 

forth in time, to provide different lenses on social practices of the classroom. These were 

third space moments that were both causes and cures for social conflict. They were also 

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

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 engaging in this kind of 

reflective instructional practice. As an attempt toward research as third space praxis, an 

auto-ethnographic (Denzin, 2003) perspective on classroom practices speaks to the 

importance of teacher critical inquiry into their own teaching selves and how these selves 

inform and shape classroom spaces. Findings of this study map how these multiple selves 

and identities within classroom spaces also engage and shape non-school identities for 

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 and analyze how 

classroom space can reproduce inequity. An important, and methodologically difficult, 

challenge that follows from this study is the value of employing critical discourse 

analytic methods to reflecting on one’s teaching practices. It is hard to achieve a degree 

of analytical distance when examining how your institutional role as teacher can 

reproduce and resist dominant discourses in school settings. In this study, I purposefully 

engage in social tension and conflict as a means of sketching a classroom topography that 

is built around situated identities and engaging with difference. Teachers in their own 

reflective practice can benefit from a greater attention to language and discourse as 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, I point to the 

critical educational and research practices of the ACCELA Alliance 

(http://www.umass.edu/accela/) as 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, researcher, and teacher 

educator, I have been shaped by the philosophy of the ACCELA Alliance and its 

philosophy on improving teaching practice that draws on critical linguistics analysis to 

better understanding the education of culturally and linguistically diverse students. This 

teacher-researcher study of third spaces in the ELL classroom follows in the tradition of 

ACCELA’s educational practice and research (Gebhard, Habana Hafner, & Wright, 

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 practice. While 

the methodological demands of detailed attention to language and discourse can require 

time, there are many productive opportunities to analyze focal interactions in the 

classroom with specific inquiry questions to guide teacher learning. Moreover, in a peer-

coaching model for teacher development, there are the supports and protocols for 

teachers to engage in reflection and dialogue with others that can make these reflective 

practices powerful and transformative in improving classroom practice. The power of 

CDA methods in teacher learning is also framed in community. If the production of space 

is a social process, and teaching and learning are also understood as a social process, then 

an understanding of self in driving reflective practice as educators is at the heart of 

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 I am contributing to the 

production of transformative spaces, more than I am closing them off. This study’s 

analysis of production of classroom social space illustrates opportunities for renegotiating 

student immigrant identities in relationship to their academic and social positions.  As the 

classroom teacher, I project my own hope into the material, abstract and lived spaces of 
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the classroom. As a political being, I recognize and engage with the tensions inherent 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 their lived 

experiences and develop a critical literacy to better understand and navigate ‘the world’, 

while also developing academic literacy and English language competence. A lens of 

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 contribute to classroom 

space and the development of academic and critical literacy, I reassert the notion that “we 

teach (and learn) who we are” (Palmer, 1996). These multiple selves are intertwined in 

the classroom, folding in and spiraling out from multiple space-times. 

From macro to the micro levels of analysis of a classroom interaction, there are at 

work a myriad factors transpiring, or crystallizing in the moment of each pedagogical 

interaction as an analytical horizon.  From a spatio-temporal perspective, there are 

transformative opportunities for teaching and learning that are perpetually converging 

and disintegrating as interspatial meanings collide, merge, and fracture into spatial 

meanings. Opportunities to tug effectively at one of the infinite threads of space-time 

intersecting in third spaces of the classroom become the synapse of pedagogical pulses 

firing between teacher and student as well as the social production of new spaces of 

learning and identity. For immigrant ELL students and their teachers alike, it is my 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 
 
=  latching (utterance quickly following the previous one)  
please  emphasis (underline) 
LOUD  raised volume 
//overlap// overlap (indicated at beginning and ending of overlapping utterances) 
(cough) description of phenomenon 
XXX  inaudible 
[ ]  short pause 
[   ]  medium pause 
[     ]  long pause 
inco-  incomplete utterance,  dropped abruptly 
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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 scaffold student 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 got an 

idea about the pieces? 
4. BA: I am working on my music, my rapping, my hopes (point to different writing on the 

computer screen) 
5. There you go. 

INTERACTIONAL UNIT 2 – Teacher takes up hip hop discourse and scaffolds student 
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: I don’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 reggaeton 
12. I don’t know, the beats, hip hop and … 

INTERACTIONAL UNIT 3 – Teacher shifts inquiry to discursive level of hip hop as 
textual representation of the world; Student signals marginalized as ‘low class’ 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 situates himself on the 
margins, underscoring his perspective based in lived experience 

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

INTERACTIONAL UNIT 5 – Teacher redirects to immigration narrative, 
proposes/acknowledged an interspatiality of immigration & American dream; scaffolding 
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: I 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 of hip hop and his future 
goals; teacher prompts his reflection on agency in fulfilling mythologized American 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 of opportunities, 
31. but nobody is going to show up at your doorstep with a record contract.  

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

32. What have you been doing? 
33. BA: I have been trying to mix music; 
34. so 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 lived space of DJing a 
dance party (i.e. emotional experience, personal fulfillment); repositions student 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 music. 

That feels really good.  
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 party chronotope 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 enjoyable work (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 teaching as 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 writing task 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 I asked you. I 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 about your life 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 computer and typing) 
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