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ABSTRACT

Scarce ESL literacy research exists on-lii@rate, immigrant learners over the age of
sixty. Research othis underrepresented populatisrcritical for increasng theirparticipation
and succesim ESL programsThis study descrilsthe literacy practices, perceived needs
expectations, literacy statements, and classroom dynamics-tifdoate, immigrant learners
over the age of sixty. Data was collecteer a sevefweek period using interviesy classroom
observations, and drawing tasksa&t.S.ESL tutoring center supported by volunteer tutdrgo
ESL student$rom Ghanaand Méxicoar t i ci pat ed. Data was anal yze
investment model. Findings showed that participants elsiutonomyclassroom dynamics

influenced participantsd per ceandmEngliskspeakirhs and

family members positively influenced particip
From a pedagogical perspectivgreasingow-l i t er at e, i naotivegartipationl ear ne
in ESL programsequires improved resources for tutor trainiredevant contert or | ear ner s 0

needsandlearnerdo have strong social connections with English speakers outside of the

classrom.
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CHAPTER 1: INTRODUCTION

1.1 RELEVANCE OF THIS STUDY

English as a Second Language (ESL) literacy instruction is prevalent in the United States.
Each state receives annual funding for ESL instruction from the federal government. It has been
reported that the population of English language learners (ELLs)rng in the United States,
from approximately 3.8 million to 4.9 million enrolled (U.S. Department of Education, 2019).
Calculating the current population of adult ELLs is more difficult because the U.S. Census
Bureau relies on seteports and becausenoe r r eport sé numbers come fr
government agencies and Rprofits.

Annually, the U.S. Embassy allots a limited number of Diversity Immigrant Visas (DVs)
t hat encourage i mmigration from coB80USri es wit
Embassy in Ghana, 20 2 O0rgquires thetprintigaledDV ppplieasitéont t i me
have a high school education, or its equivalent, or two years of qualifying work experience as
defined under provisionsof U.S. law ( U. S. D e atg 20200 Asrcommorily St
referenced in U.S. media, other means of immigration exist. Altogether, immigration is
commonplace in the U.S., which means that many ELLs enter the country annually.

To keep up with the needs of the ESL population in the U.S.atmg¢c community
volunteers, and government officials desire to learn more about ELLs. Specifically, research is
currently focused othe challengethat adult immigrant ELL$ace how to increase their
participation in ESL programs, and how to support &bk they successfully acquire English
|l anguage and | iteracy. Without knowledge of E

and appropriately support ELLs during class time.



This study looks at the reasons behind ELLs participation in ESL tgtand how ELLs
practice literacy in their own languages and in English. Educators, community volunteers, and
government officials will benefit from this study because it outlines the needs of adult immigrant
ELLs who did not attain high levels of literaegucation at home and are now enrolled in an
ESL literacy program.
1.2 PERSONAL PATHTO THIS RESEARCH

i Wat more could | do with wild wordé? Mary OIl i ver, 1992

| am an nveteratestoryteller The habit of telling stories has been leegablished for me
since the very beginning, from my gibberishaawo-yearold playing in the bathtub to my
present scholarly writing. Often the common, daily practices of life interest me most, particularly
pepl ebs everyday |l anguage. The seemingly stale
the grocery store or completing grammar exercises, become noteworthy with a slight shift of
perspective. For example, the4aisdouts of grocery shopping are ranferaxiomaticif | am a
store owner who hopes to sell ten times more bartarasstomersLikewise, the way in which
grammar exercises function is not mundane if | am the teacher invested in the success of
students. In other words, | enjoy representhrggeveryday because everyday stories embody the
fantastic details of human relationships, to each other and to the world.

In this section, | will detail the path that guided me to this particular story, one in which
two immigrants from Ghana and Méxicosested in practicing literacy. Starting with the basics,
| will give you a brief glimpse into my personal history. Then, to connect with the present
research idea, | will describe my early thoughts and deliberations with faculty and fellow
teacherswhendei gni ng this study, which | l ovingly r

extensive writing project.



My grandmother immigrated from México to the U.S. after marrying my-hogh
grandfather and became a licensed realtor. My grandparents raisedth®y m Texas, where |
was later born. When | was a toddler, my grandmother passed away from cancer. After a short
time, my father received a job promotion, causing our family to move from Texas to Michigan,
where, at that time, none of our relativesdedi Because of this sequence of events, | grew up
with very little contact to Spanisspeaking relatives and did not learn Spanish at home, yet | had
a tenacious desire to connect back to my family through learning the language, Spanish history
and cultue in the way that | could: at school.

At this point in my life, | speak Spanish. To earn my minor in Spanish, | was required to
study the history of Spain and of Latin America, the history of-W&ico immigration, and
read Spanish literature. | haveery academic background in Spanish. Learning Spanish at
school was not enough to satisfy my desire to connect with those roots, which is why, during my
undergrad career, | chose to volunteer at an ESL center in the Spanish neighborhood of my city.

Volunteering at the ESL center was Hfbanging. Before, teaching domestic ESL was
not on my radar; | had been thinking of working on a different continent altogether. As a
volunteer, | helped tutor and teach the most dedicated students that | had everywithrked
Most of the students were Spanish migrant workers who came to the daytime classes before
going to work or while their children were at school. All of them routinely took notes, carried
their workbooks to and from class, and asked insightful questiengoyed being in that
environment because the instructors, who volunteered their personal time, were so committed
and happy to be there. | told myself: | want to be like these people; they are great! | wanted to

have that dedication to learning likesthall did.



Flash forward to designing this project, and my goal was still the same. My early
thoughts were that | wanted to unite my passion for storytelling with ESL pedagogy. Early
deliberations with faculty at University of Illinois at Urba@hampaig and fellow teachers
gave me the confidence to pursue research focused on curriculum design for ESL learners in the
community. My personal goals for this study were 1) to improve my future curriculum design
and teaching so that | could adapt to the neéttsv-literate, adult learners who immigrated to
the U.S and 2) to share this knowledge with others. | was beyond excited to work with ESL
volunteers and staff again during this study, and | purposefully dedigaeatlidyto include and
reached out to comunity literacy centers with volunteer staff.

This section of writing has been the Al oos
before the formulaic writing takes over, lest you are left with a less personable impression of me.
Although the remaiing text in this thesis follogthe typical genre requirements for thesis
writing, | have chosen to present the results as stories, to stay authentic to-life peaple
behind them. | have naturally been drawn to qualitative research becauseretivity and
curiosity it makes room for, so | have designed a study that uses qualitative methods.

1.3 FOCUS OF THIS STUDY

This study examines the literacy journeys of two-lderate learners over the age of
sixty who immigrated to the United Statesrfr Ghana and México, respectively, in order to
understand their current and past literacy practices and their investments in ESL literacy tutoring.
In the next chapter, | will review the research up to this point on the theoretical foundation for
literacyas a social practice and highlight the gap in our understanding ditéoate,
immigrants over the age of sixty. | will then present two case studies, setting aside one chapter

for each participant, that detail the literacy journeys of the participEiméspresentation of the



results will be followed by a focused discussion of the main findings of this study in relation to
previous research. To conclude, | will provide research and pedagogical implications based on

the studyoés findings.



CHAPTER 2: LITE RATURE REVIEW

In the following chapter, | will review the literature on second language learners and
literacy practices. Starting with a description of the theoretical framework behind literacy as a
social practice, the review moves into a discussion wéntiresearch on the second language
literacy acquisition of immigrant learners. The next section of the chapter discusses the gap in
the literacy research for loliterate, mature adult learners. Finally, this chapter concludes with
the primary objectivef this study and its guiding research questions.
2.1 SOCIOCULTURAL FRAMEWORK FOR LITERACY RESEARCH
2 1.1 The Influence of Vygotskyds Soci al Learn

Vy got s IBG wosk is(@ fodndational principle of the sociocultural framework for
literacy research. Since its first English translation in 1962, the concept of learning through
interaction presented ifhought and Languad®as extended from the discipline of psyclyyio
to the field of sociolinguistics, and from the intetated field of sociolinguistics to that of
applied linguistics. Essentially, Vygotsky986)b e | i eved t hat fAthe pri mar )
communication, soci al i edrlechildhoad fasgaage dévelopmén)) . He
in mind, and he emphasized the importance of socialization on the development of thought
(Vygotsky, 1986p . 169). The soci al |l earning theory, w
states that language is learned pratticed in a community with defined historical, social and
cul tur al contexts. This emphasis on a | anguag
language learning, can be traced clearly in the division between the cognitive perspective of
literacy acquisition and the social perspectives, including the New Literacy Studies movement
(Barton & Hamilton, 1998; Bartori, 994 Darvin & Norton, 2015; Gee, 2008; Heath, 1983;

Norton, 1994; Papen, 2005; Pémal, 2004; PurcellGates, 2007; Reder & Ddaj 2005;



Rivera & Macias, 2007; Scribner & Cole, 1981; Smith, 1988; Street, 2012). Furthermore, the
influence of the sociocultural framework for language learning now reaches out beyond
academia so that large, professional organizations like the UnitexhBl&ducational,
Scientific, and Cul tur al Organi zation (UNESCO
incorporate the social aspect of learning. On the official website for UNESCO, the organization
defines | iteracy as iohabcbrcaptvasa setibfBeadmng, wiitingiands c onv
counting skills, literacy is now understood as a means of identification, understanding,
interpretation, creation, and communication in an increasingly digitalimestated,
informationrich and fasthangiy w o tUJhiteddNatibns Educational, Scientific and Cultural
Organization2019).
2.1.2 The Social Perspective on Literacy

Starting in the early 1980s, researchers questioned thdakéld, autonomous model of
literacy acquisition (Heath, 1983; Scrdam& Cole, 1981). Supported by Structuralist social
t heory, the concept of I|literacy in the 1980s
process of acquiring cognitive skills. Traditional literacy theory suggested that literacy was
comprised ofwo cognitive skills, internal to the individual learner: the ability to read and the
ability to write (Gee, 2008). In practice, the application of this perspective in a comsbardyl
literacy class would be to ask students to perform reading compi@hésisks and write down
lists of vocabulary words until they would ultimately attain fluency in the target language (Gee,
2008).

However, scholars challenged the limitations of the-&ldBed perspective because it
blatantly ignored power dynamicstlmo ul d af fect a | earner 6s i nves

example, the cognitive perspective could not account for the racism, sexism, and elitism that the



goal of making Aliterateo persons had become
socetal structures at work. As Street (2012) explained, the autonomous model of literacy upheld
the belief that those gaining |iteracy woul d
economic prospects, making them[selves] better citizens, regaroil the social and economic
conditions that accounted for their Ooillitera
theorists in the 1980s urged for a more holistic understanding of literacy that connected the
traditionally cognitive apmach to literacy with modern research on the social and cultural
dynamics of language learning (Gee, 2008, p. 2).
2.2 DEFINING LITERACY AS A SOCIAL PRACTICE

Within the sociocultural framework, there are three social perspectives on the relationship
betwesn context and literacy acquisition: literacy as a social practice, multiliteracies, and
multiple literacies (Perry, 2012). These three perspectives emerged over time, as they typically
do, through nuances to the major framework. However, rather tharggateirision, some argue
that these multiple perspectives have made applying the sociocultural framework less clear. For
this reason, this study takes the literacy as a social practice perspective and seeks to clearly
define and operationalize the concepithin this perspective.

I n the definition of the I|literacy fApractic
t heory of interaction is evident. The basic p
is comprised of interactions between a person and a text, vegakarly occur within a
community and are regulated by community members. This community and its members are
called the fAcontexto of the |iteracy practice
complicated than this basic outline, howevthough there are several ways of explaining

literacy practices, | will explore two definitions, which are not necessarily exclusive of each



other, to highlight the theory behind the term: first, from discourse theory, and second, from the
context of New Literacy Studies movement. This present study used the NLS framework for
defining literacy as a social practice.
2.2.1 Discourse Theory

Wit hout a doubt -DDizdeoarfeshearyhds®een infloeatialiintdefihing
literacy as a social practc e . Ultimately, Gee (2008) defines
secondary Discourse, 0 which he defines as #Af]l
ot her than oneself (p. 176). Secondary ,Discou
either written or oral, or both, as well as ways of thinking, valuing, and behaving, which go
beyond the uses of |l anguage in our primary Di
2008, p. 174). In discourse theory, then, literacy is a socielipgsbecause literacy always
involves societybés beliefs, behaviors, and va
the literacy practices of a community in the Discourse model.

Applied, this concept becomes clearer. Because the act of reagiingsethe
interpretation of meaning and not simply the ability to connect words on a page with
vocalizations, reading is a social practice where interpretation is regulated by certain social
groups and institutions. For instance, alearnerinan EShgettin does not | earn t
type X in way Y unless one has had experience in settings where texts of type X are read in way
YO (Gee, 2008, p. 44). Gee ( 20An&kjicanmtudentss des a
who interpreted a twsentence sty differently from others. He discovered that the African
American students were considered to have 0Ami
concept of fAmisreadingod a text demonstrates t

inacertain way, 0 or the regulation of interacti



Li kewise, Street (2012) observed that @Athe wa
students interact is already a social practice that affects the wdtilne literacy being learnt and

the ideas about | iteracy held by participants
(2008) definition of literacy as a social practice and adds the implication that literacy practices

also affect the peeptions of learners about literacy.

2.2.2 New Literacy Studies

According to Geeods (2008) review of the so

field of New Literacy Studies Aviews |iteracy
cut ural, political, institutional, economic, m
Vi ew, New Literacy Studies theorists define |
eventso and participantsd pTheodst werdspegifcalland b el
concerned with categorizing soci al i nteractio
eventso since spoken |l anguage had been framed

Heath (1983) emplacye ¢ vtemd ,toerim, hfelri ts¢ udy a
Trackton. The term, Aliteracy event, O represe
participants, interact with each other and written texts via reading and writing activities (Street,
2012,p.37) Heat h (1983) defi-gedednecr@acwhievkenpar al
definition of Aspeech eventso at that time (p
not confined to formal education settings but can occur anywhere (S0&2t,2 34).

Literacy practices are distinct from literacy events because practices span multiple
|l iteracy events and incorporate the participa
literacy (Street, 2012). Scribner and Cole (1981) proptssditeracy practices were socially

devel oped, which aligns with Heathdéds (1983) v

10



community. They defined | i-directedasequenge ofadtititiesc e a s
using a particular technologynd parti cul ar systems of knowl ed:
of Atechnology, knowledge, and skillsodo (Scrib
(1998) recorded the literacy practices of residents in Lancaster, England, and traced ttie roots o

those practices historically (p. 3). For their research, Barton and Hamilton (1998) explained that

|l iteracy events are fAregul ar, repeated acti vi
their findings, theyiograephéedst ast hbdier ipatera
suggests that literacy practices and events cannot be separated from the life journey of the

person, or participant being studied (Barton & Hamilton, 1998). Additionally, Barton (1994)

adds that t hiet wtaiyoms ogxumporitnsgarticular | iter e
from the discussion of I|iteracy as a soci al p
in broader soci al relationso (p. 41).

Building on the work of early New Literacy&ties theory, Reder and Davila (2005)
argued that the present theoretical framework lacked a clear boundary for context. Thus, they
clarified the relationship between social interactions and context by suggesting that there may be
amediated contexietwee the local and the remofReder & Davila, 2005)Social interactions
that take place in the | earneré6és I mmediate su
outside of the local context are considered remote. An example of a remote contexievoukd
where statdunded textbooks are created for a staite ESL center. Reder and Davila (2005)
state that Athe use of writing in social prac
interactions, resulting in the expansion of context foci$iediteracy practiceg(p. 180). In
other words, the actual action of reading and writing is what mediates literacy events in differing

contexts. It is important to note here that written text is decontextualized by its very nature.

11



According toPérezetal. (2009 , Awr i tten text | iteracy require
knowl edge to contextualize and give ®@otachni ng t
writing and reading where context must be considered.

Unequivocally,therar e si gni fi cant consequences of tF

perspective on |iteracy instruction. First, |
background and | iteracy experiences vios simply
knowl edgeo by decontextwualizing their |literac
only way that | iteracy instruction can actual
it is exposing | ear nreirng ftuwl ,A meondde | fsu ncnt incantaulr agl €

words, how to analyze and master the Discourse around them (Gee, 2008, p. 177). Second,
|l iteracy programs participate fAin the reprodu
soci etyo b eacyprastiees drenpari of thelbrioader social context (Papen, 2005, p.
49).

Decontextualizingnakes space for exclusivity in literacy instruction. Participants in
literacy events are always in context and being unaware of this fact is essentially laeing in
position of privilege. I f a reader does not p
the Acorrecto interpretation of the text 1in o
position and have historically been ostracized. lrogxample of decontextualized literacy
instruction and its negative effects, one does not need to look far into the past. Take the literacy
for Asoci al uplifto movement of the 1920s in
virtuous and prospeus readers. In 1926, Cora Wilson Stewart from Rowan County, KY, was
designated the director of President Coolidge

herself as a reputable literacy educator in her local community and during World War e{Quigl

12



2013, p. 87). She was motivated by religious and socioeconomic discourse of her time, including
protestant ethics on morality and the Adefi ci
movement of the early twentieth century (Quigley, 2013, p.RR8)example, assurances of
economic pr ospemiindye danneds siich evaevreen Igyi ven t o t hose
read sacred texts in adult education literacy programs (Quigley, 2013, p. 85). Quigley (2013)

argues that Stewart, and other literacycedut or s from t he twentieth cel
formula, the basic model, and the policy assumptions we can still see in traditional literacy
programs today, 0 especially when it comes to
(p-88).Thi s model was wunabl e to consnaremaltihzee &d u d ¢
literacy practices) and therefore could claim that studentsdedi@entin some way. Because

literacy practices are regularly occurring and regulated interactionsuitdsiat be surprising

that literacy practices are standardized, dividing the mainstream from theaiostream, the

empowered from the stigmatized.

2.3 THE INVESTMENT MODEL FOR STUDYING LITERACY PRACTICES

In applied linguistics, the investment modelview an i nvest ment as a fAs
constructed desire to |l earn and practice a | a
purpose of the investment model as one that w
framework. 0 The investimehyombdkindob&araeéer 6s

guantitativelymeasured, psychological motivG$e modelvas developed in response to the

theory of learner motivatidr(Norton, 2013).

1 For further explanation of the theory of learner motivation Bemyei & Ushioda(2011).
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Explaining the comprehensive model of investment, Darvin and Nor@drb)2vrite that
Afas embodied identities inscribed by race, et

through spaces where they are not only granted or refused the right to speak, but also the right of

entryo (p. 43). Thus, the model ofinvestrmt i ncor porates the | earner
capital so that the fAnavigationo or mediati on
comprehensively explored. |l nvest ments are bas

| ear ner s &dthedpewertdynanmios & theirdearning conteR&ring the investment

model with the perspective of literacy as a social practice, the influence of power dynamics in

multiple social contexts of the learner can be explored. This extension is in respbleseard

War wi ckdés (2005) <critiqgue -OMarwitki{2005xobsereedtwé o f i
participants with the same investments in English literacy whose sociopolitical constraints, such

as one participantés fAunidogummeaeitediseddus, on wi
i nvest mentso (p. 178) . Looking at how a | earn
cannot predict the |literacy success of the |e
sociocultural context and politicatatus is necessary.

2.3.1 Learner Investment Explains Level of Participation

Ulti mately, Nortonds research via the inv
|l earnersd investments provides the reammpns be
2013) . Ot her researchers have applied the inv

identities and their learning strategies connect to investment in language learning (Gearing &
Roger, 2018; Hajar, 201Pinder, 2011 Pinder(2011) writest h ausing & learner literacy

investment metaphor suggests a more cooperative model, one in which learners with some
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resources commission brokers with other resources to work with them to produce returns that
benefitboth (p. 237) .
2.4 fH-LOWERA GLMITED EXPOSURE TO LITERACY EVENTS

In the broader world of ESL literacy outside of academia, it has been proposed that
learners who are educated in their first language for more tbayeadrs have an advantage in
learning English. The reports whereaye of education are used as a predictor for second
language literacy performance are usually grounded in the cognitive perspective and approach
literacy as a cognitive process. At best, dividing performance levels in second language literacy
basedonyear of education creates Arough or fuzzy i
studentés |iteracy backgroundo (Gunderson, 20
summari zing the work of the Nationalrateinn t er acy
their first languages are likely to be advantaged when faced with the task of learning to read
Englisho (p. 45). The accuracy of this assump
best.

Other scholars acknowledge the general relevaheducation background on literacy
instruction in English as a second language. Burt and Peyton (2003), who seek to provide
practical advice to instructors, concluded th
al ong with ot hetothefsgeedtandrease itk which leaindramtll @cquire L2
literacyo (p. 6). However, two i mportant ques
their literacy experience contribute to second language literacy acquisition and why? Similarly,
Bigelowand Schwarz (2010) summarized the scant research findings available on adults with

Il i mited print |iteracy by concluding that ndpa
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experiences (or | ack thereofdowithesermaar edu.
(p. 1) Yet these two questions still loom over these tentative conclusions: how much and why?
According to the NLS definition of literacy, years of formal education should have little
to do with literacy acquisition since literacy can and is learned outside of the educational context.
The literacy as a social practice perspective upsets the dichatioformally educated versus
uneducated that underlies the popular distinction between literate attitenate persons. The
invest ment model and the tracing of | earnersbo
essential to exploring the anskg to these two questions for those with limited formal education.
Since literacy is not an isolated, cognitive skill, but rather a social practice, those with low
literacy acquisition usually have had limited resources to engage in literacy practices and
currently have limited resources to engage in English literacy practicesedweated learners
have not been engaged extensively in the particular literacy practice of attending formal literacy
classes, nor have they participated in the literacy svbat occur in that context in their first
language, such as filh-the-blank activities in a structured writing classroom. As such, these
learners may have a disadvantage when engaging in academic literacy practices for the first time
because they mayhhave expectations that align with the program, they may not understand the
rules which govern that context, or their need(s) may not be met.
2.5 RESEARCH GAP:
2.5.1 Case Studies for-K2 learners
It is evident from the existence of edited volumes aadhfa basic journal database
search that the literacy practices 6flR have been more thoroughly documented than adult
learners over the age of sixty. The impact of the social context on literacy practices has also been

investigated for KL2 learners (M@a & Moon, 2016; Murillo & Schall, 2016; Ortlieb & Majors,
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2016). Present research similarly includes the literacy practices of young refugee and immigrant
learners (Davila, 2015; Pyo, 2016; Sarretlal, 2007; Stewart, 2013). For example, Davila
(20155 has represented African i mmigrant high sch:
practices. Although less studied, even-ii@rate learners in KL2 settings have been
represented in literacy research to some extent (Decapua and M@&@b@jliménez 1997).
For this reason, literacy instructors do not lack the resources to help th2iakd young adult
learners engage successfully in literacy practices. For example, many annotated teacher resource
bibliographies exist, including thennotated Teaar Resource Bibliography for Working
Effectively with Limited English Proficient Students with Interrupted Formal Educgiond,
1996).
2.5.2 Demonstrated Need f®esearch oimmigrant Adult Learners

The sociocultural framework geared at investigating learner investments is a recent frame
of thought in literacy researcn 2008,MathewsAydinli (2008) synthesized fortypne studies
on adult literacy and foundlack of representation in adult educatresearch for adult ESL
learners outside of traditional education contexts, suchB3 & university program@. 210)
Similarly, Young-Scholten(2013)raised serious oncer ns aboutofmoesear chos
academic learnersspecially those with lined firstlanguage educatioim response,tadies
within the past fifteen years have begun to docurtierESL literacy instructiorof adult
learnerammigrating to the United States. These studjgecifically focusom hese | ear ner s
needsparticipation, social contextsandcurrent literacy practices.

Thewider angi ng span of goals for adult | earne
practitioners. Educational psychologist, Daphne Greenberg (2008) summarized common ESL

|l earnersd goals in her review of intllde field of
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functional goals (e.g., balancing a checkbook, reading bus schedules), spiritual goals (e.g.,
reading the Bible), pleasurelated goals (e.g., reading the newspaper, playidgks), family-
related goals (e.g., reading to children, helping caridrith math homework), and/or economic
advancement goals (e. g., cSchaglerd2009)ndigcojyerethatt p p | i
her participants shared a common reason for E
| aughed aMadyES$Lprograin8 &K learners to report their literacy goals before
beginning instruction. Although the goals are
investment in ESL instruction are complex and not fuligerstood.

Some research has been duocted to connect the diverse contexts in which adult
immigrant learners participate and their literacy acquisition (MeWéadvick, 2005; Purcell
Gates, 2007). Menasd/ar wi ck (2005) argued that #fAhistory
socialcontextsdf anguage | earningo in her case study o
California (p. 179). Likewiseni her edited volume of literacy practice case studies, Purcell
Gates (2007)eviewed the societatfluenceson| e a r n e r préctickdortthes ia tbeyr late
teens to lat80s which included home and digital contexts

Other studies have explored the literacy practices of immigrant populations although
presently most of these have been conducted at the dissertation level (Cook, 2015; Fjnn, 2011
Koch, 2017; Piersma, 2013; Trommler, 2019). For example, Koch (2017) interviewed three
Hmong womendés engagement in |iteracy practice
further delve into the reasons behind their academic success. One of the,rkasb (2017)
found for their academic success was their nf
transferred from one family member to another about practicing literacy in various contexts and

the emotional support of family members (p. IZA1).Piersma (2013) found that the literacy
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practices of five learners, who were enrolled in Canadian ESL classes, could fit within four
categoriesfamily literacy practices, priditeracy practices for enjoyment, required literacy

practices, and literacy actices connected to the clgps72). Correspondingly, Cook (2015)

observed that Latino |l earners engage in fArel
home | ife (p. 30). @Ganeworkwas thé fegondary Iteacyfemim nd t h
thehomes si nce all her partici pant sagechidrengpe hol ds
59).

Likewise, Finn (2011) conducted classrobased research on four Chinese immigrant
students enrolled in an ESL course. She found that students céyrangaged in reading
English newspapers once attending the course.
conclusion that most of her participants in the monastery engaged reading in English by reading
online or reading t Is€01R)ipdrticieants, aged sfige)withtwdn e o f

years of college education, was influenced by the many teacher corrections she received on her
word choice, and thus, desired to increase her vocabulary knowledge (p. 126). While another of
Fi nnods (chdnts, bnly epgagedin English writing during class time and had limited
English literacy engagement outside of class since she was married without kids to a husband
who worked fulltime (p. 144).

A handful of studies have explored the literacy prastiof adult learners witlitle to no
literacy education in their first languages (Perry & Homan, 2Bb%ier, 2011; Thieves, 2011).
Perry and Homan (2015) found that these | ear
with research on other adllearners. Through a synthesis of thirteen case studies that consisted
of ninetythree participants in total, Perry and Homan (2015) discovered that reading the Bible

was a literacy practice for these learners and that these learners made time ®lpeaatig for
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their own personal enjoyment (p. 4443).They also observed a pattern in how {literate
learners were able to practice literacy in multiple languages but maintained a negative perception
of their abilities, with one participant explaigin t hat she was fAa poor r eaf
Homan, p. 442)In relation to their findings, Pothier (2011) reported that one of hetiterate
participants frequently spent time in the public library (p. 44) and complete homework exercises
in English outside of class while the other ldterate participant required a translator outside of
class and did not confidently engage in English literacy practices outside of class (p. 74).
Like Perry and Homan (2015), Thieves (2011) investigated the litpracyices of low
literate adult learners. However, Thieves (2011) performed questionnaires between two school
locations and focused on the perceived needs of these learners, especially related to digital
literacy. Thieves (2011) reported that the majooityer participants wanted to learn digital
literacy skills on a computer while simultaneously increasing their English literacy (p. 121).
Altogether,it appearsghatlow-literateadultimmigrantsdesireto learnhowto usea
computeranddesireto pracice readingandwriting for fun andfor religiousreasongust like
otherlearnersOnepotentialdifferencebetweeradultlow-literateimmigrantsandotherlearner
groupsincludestheir negativeself-beliefsabouttheir literacy acquisition However, lowliterate
adult learners above 60 years odnainscarcely represented in current researcimmigrant
literacy acquisition
2.6 PURPOSE OF THE PRESENT STUDY
This study provides a description of how tlew-literate learnersver the age of sixty
engaged in literacy practices throughout their life journeys, in both their first languageifs) and
English.The purpose of the study is to represent these learners in connection with themes in

current literacy research. Therefore, the following resequelstions guided this study:
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1. What are these | earnersdé current and past
did these practices develop?

2. What are the |l earnersdé investments in currtr
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CHAPTER 3: RESEARCH METHODS
3.1 INTRODUCTION

This chapter draws on the research presented in the literature review to present the design
of the study. To start, | will explain the approach taken in this study and my role as a researcher.
Then, | will describe the context of the data collectiibe and the background of the
participants. Finally, | will present how | analyzed the data collected.

3.2 CASE STUDY APPROACH

Previous research on immigrant literacy has employed the case study approach to explore
the literacy practices, social contexasd needs of individual language learnaigough a
range of methods is characteristic of the case study approach, observational research is usually at
its center (Coheet al.,2018,p. 385). Because of the holistic nature of data collection in #e ca
study approach, the field notes of a researcher are essential for keeping accurate documentation
of events (Cohen et.aR018, p. 388).

There are several benefits of the case study approach. The case study allows researchers
to establish relationshipgith participants in a natural, authentic way. Most importantly, the case
study approach prevents the creation of broad generalizations about a diverse and complex
student population, which would hinder the ability for research to account for the nuainces o
|l anguage | earner6s unique | iteracy journeys a

Aligning with previous research on the literacy practices of second language learners, |
chose to conduct my data collection using the case study approaciiicSihg the design of
this study aligns with the comparative case study approach, which relates multiple samples of a
group by their similarities and differences (Campbel;59Using the comparative case study

approach, | was able to get to know pdpants on their own time and analyze the similarities
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and differencesintwolow i t er at e, i mmi grant adultsdé | itera
using the case study approach, | was also able to share who | was in a more genuine way over the
course bseveral weeks as both an interviewer and observer at their weekly tutoring sessions.
3.3 ROLE OF THE RESEARCHER
As expressed in the introduction, | am a highly educated, English language teacher. | am
a thirdgeneration immigrant, who chose to learnr8gla and about Mexican history in the
university settingl was intentionally upfront about who | was with the participants. | realized
that the participants may have felt embarrassed or scrutinized when | observed them for multiple
reasons, including lowelfesteem regarding their educational background, so | tried to alleviate
that possibility by being honest and open about myself and my language learning experiences.
During the sevenwveek study, | observed tutoring sessions as gpaoticipant observer.
The site where | collected data was used to individuals walking in and out of the classroom and
sitting at tables when they were training to become tutors. For #sengl tried to imitate the
behavior of tutor trainees. | did not intervene in the tutoring sessions although | did grab
necessary materials and answer tutors6é quest:.
participants tables, laughed with them, anddverote notes quickly on my notepad. As a
teacher, it was difficult at times to not interrupt the participants or the tutors, especially when one
tutor was assigned to two students at once or when a student spoke Spanish and the tutor could
noteasilytranl at e an activityds instructions.
3.4 CONTEXT OF DATA COLLECTION SITE
The purpose of the study was to provide authentic representation of tvitei@ate
|l earnerb6s I|literacy journeys in their first | a

data was collected in an lllinois county from July 2019 through August 2019. The growth of the
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immigrant population in the state of lllinois compared to the U.S. national average, with over
1,700,000 foreigtborn residents reported in 2018ugarman & Geary018). The U.S.
Department of Education appropriated $25, 938
acquisition programs in 2018lational Center for Education Statisti@®18). The county
represented in this study had an average populatiofiosiad).S. county, with about 170,000
residents (US CensiBireay 2018). This population accounted for about a tenth of the lllinois
state population (US CensBsireay 2019). The lllinois State Board of Education (ISBE)
reported that Englistanguage learners in the county made up five percent of the school district
in 2019 (llinois State Board of Educatip2019). Roughly eightfour percent of residents in the
county identified as White while roughly eight percent identified as Afrfsarerican and five
percent identified as Hispanic or Latifibinois State Board of Educatip2019) About ninety
two percent of county residents reported that they owned a computer, aneshirycent
reported graduating from high school or higfi¢s Census Bureau, 2019).

The study was conducted at Northlgkeorthlake provided adult literacy instruction for
all learners, from basic education to ESL, so the organization had several programs, such as adult
basic education and ESL, at various sites dstadd in its counties of operation. Nearly 80% of
the students that were served by Northlake we
16 to 72 years old. The ESL Iliteracy program
and the prograrwas grantfunded. Tutoring services were offered free to all students.

The program ran with the help of volunteer tutors who were assigned to students based

on their literacy levels. Northlake divide the ESL literacy levels as follows. Level 1 was meant t

2 The name of the program is a pseudonym.
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serve prditerate students or someone who cannot read or write at all. As students test higher
than a Level 7 in the ESL literacy program, they would meet the-gmaite standards for
English literacy and would switch over to the Test for Adult Basliedation (TABE), which
would assign students a grade point level. Northlake could provide tutoring for ESL students up
to the Level 7, the equivalent of a nirghade education.

In the small group and or@one tutoring, the tutors typically progressedwihe
students through the literacy levels. When students attained a higher literacy level, the tutor
would begin to tutor them at that level. The program had previously assigned tutors based on a
literacy level, but students were resistant to the idéeaoing their groups and/or tutors, who
they had become attached to, as they progressed through the program.

The intake process for students to enroll consisted of -aeg@ft and an assessment test.
Students were placed into literacy levels based einflormation listed on the student
enrollment forms and their scores on the English readingtest. Fi gur e 3. 1, t he
enrollment form is presentedh@& top portion of the enroliment form was usually completed by
the student and the volwdr in cases where the student could not easily read or write the
necessary information in English. The form asked for basic information about marital status,
name and address, and country of origin. The form also asked students to report their years of
education completed, if they had a U.S. diploma or GED, where they worked, and their goals for
attending literacy instruction. The lower portion of the form was completed by the program

coordinator, who would then assign tutors and fill in their placemsnsteres.
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Figure 3.1: Northlake Student Enrollment Form
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The placement method for the ESL class required students to take an English reading
assessment from Comprehensive Adult Student Assessment Systems (CASAS), which was
paperandpencil administexd. The assessment had two parts. The first test started with images
and answer the multiplehoice questions about the images. Each page of the test gradually

increased in difficulty so that the first page represented level zero and the last pagetegpresen

the highest | evel of Iliteracy instzehorcd i on. Ba

guestions, the second part

of the assessment
which CASAS delineated by colors: green, blue, etc. Thisgfdhe assessment was timed so

that each student was given one hour to complete the test. For the second part of the assessment,

the lowerlevel tests included reading short paragraphs and recognizing abbreviations. Once the
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student s6 c osment, the peogramhcoosdinatos [Haees them at an ESL literacy level
from 1-7.

The wultimate goal of Northlakeds ESL Iliter
attain the highest literacy level, Level 7, and to achieve their personal goals fongtEgiish
literacy. The students set their goals for gaining English literacy when they first enroll and
annually after their enroll ment. Exampl es of
license, helping their children in school, and gpy for a job. The program coordinator desired
for the pr ogrdanm vteon ob ea nfds tswdpeprotr t i ve of student
programbs annual goal s.

Northlake tutoring sessions happened Monday and Wednesday evenings for two hours,
andstdent s6 attendance and progress in the prog
rotating schedule, which usually means that one student would be taught by one tutor on
Mondays and another tutor on Wednesdays. For this reason, the tutors devehgbeddafor
communicating the studentsdéd progress and repo
The tutors used yellowolored forms to record the lessons achieved during each session, the
date, and the homework assigned to the student durirggi@ise\WWhen a new tutor began
teaching in the interim of a lortigrm tutor, the yellowcolored forms helped tutors quickly
establish rapport and continue the studentds
i n the progr amob the corsistentratasion of Bodunteeutstaes, tioeftutors were
accustomed to being observed by tutor trainees on a regular basis.

Because the program was gréumided by the lllinois State Library, the program had
several layers of mandated assessment.g\ath endof-unit summative assessments binlt

to the curriculum, tutors tested the students for every fifty hours of tutoring that they had
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received. These tests were meant to check stu
teaching goalsvere determined by the state of lllinois since the program at Northlake was
funded by a state grant. Seventy percent of participants enrolled at Northlake were required to
make a gain of eight grade points annually on the tests. Each quarter, all Morthkak ud e nt s 6
progress reports were sent to the state of lllinois. Every two years, the program received auditors
from the lllinois state government who assessed the program.

Northlakeds church site was set uph in part
literacy instruction for students in small groups and-omene. The site was one block away
from a kindergarten to grade five elementary school, which served a majority of students who
identified as being of white or Asian ethnicity, and a few bloekayafrom two city parks and

the local grocery stores. Figuse2 shows the exterior of the Northlake church site.

Figure 3.2 Northlake Exterior

Over the summer, the Northlake program woul d
and other chuft meetings. The tutoring sessions took place in the basement level of the church,
in a recreation room with four circle tables and a long square table arranged on the right side. On

each table would be a box of whatconiainegthe ool s an
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yellow-c ol ored forms and the printed worksheets f
separated by any dividers, so the busier the room, the louder it could become3R&ghoavs

the Northlake literacy classroom before the ctession started.

Figure 3.3 Northlake Classroom

The left side of the room contained cabinets with literacy resources, such as literacy textbooks,
personal whiteboards, and the portable CD player. The tutors all shared access to the same CD
player and would coordinate the timing of their lessons acaglydin

The Northlake ESL program usdtetsameurriculum, which builds thematically
through five levels. For example, level five is jfdzused, so the students in level five will learn

about creating resumes and finding out more information about a jgpical lesson frona
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VenturegBitterlin et al.,2010)textbook the curriculum Northlake usedpuld start with an
audio recording of a conversation and then be followed by vocabulary and comprehension
activities. Other lesson types included readingief larticle and then completing comprehension

guestions afterwards or reviewing a sample template, such as a cover letter template, and then

creating a cover | etter based.4showst sampledessordent s

from the Venture student textbook.

Figure 3.4: Typical Northlake Lesson(Bitterlin et al., 2010)

El After you listen
A Read. Complete the story.

bliogusl  NGN-paG  intemse  qualty
deadiine  industry motivated  requirements

Vas a =
il hears 2 radio nd about the Hospitality and Tourism Certificate Program

i e Vasili goes 10 see his ESL counselor, Mrs. Ochon. She
about the program _______ which include an in a Yoeal
N 3
tourism business. She also tells him about the for registration, and she

says thore is financial ald for students who -Vasili iy concerned about

i 0
his English, but Mrs. Ochon tells him not to worry. Vasil is b very
7

———and he has good interpersonal kil

Listen and check your answers.

B Discuss. Talk with your classmates. s hospitality and tourism a good industry for Vasii?
Would you like this type of career? Why or why not?

| ¥ Listen for and identity a student’s future sducational plans

The technology in the classroom was | im
|l aptops. All tutors kept their phones off
their book bags. If a student desired to learn keyboarding or gain digitaty, the tutor would
occasionally offer to bring their personal laptop since Northlake could not provide that
technology to students. No tutors brought their laptops in the sessions that | observed. The

program coordinator at Northlake explained that-on-one tutors were encouraged and did
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access their laptops while tutoring. In fact, a page with linked online resources for tutors was
included on Northlakeds website.

Although Northlake did not prohibit the use of online translators when absolutely
necessary, the tutors were encouraged to speak in English for the majority, if not all, of the
tutoring sessions. The program coordinator found that students were more motivated to speak
English during tutoring if they knew it was necessary. All the sessioinserved were
conducted in English only.

3.5 PARTICIPANTS

Because the aim of the study was to contextualize the literacy practices and investment in
ESL classes, my goal was to develop two to three case studies of ESL learners. Participants were
seleced through convenience sampling. | was encouraged to speak with particular ESL students
by the program coordinator based on their prior program attendance. Although students were not
required to have a steady attendance record prior to the start ofdhepsttticipants were
required to attend at least one session per week for the duration of the study.

Before the start of the study, | created English consent forms with a formal study
description and an informal script to explain the study requiremeittemin English. Both of
these documents were professionally translated into Spanish and French. Two weeks before the
start of the study, | visited the data collection site to recruit participants. All of the students
enrolled in the Northlake ESL litexg program at that time were female.

During a preliminary interview, I asked ES
participate if they had five years or less of formal literacy education in their home language. This
preliminary interview took placeaithe literacy classroom during a tutoring session. Initially, |

had defined lowliteracy by amount of years of literacy education the student had received,
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aligning with the NRS Educational Functioning Levels (ICCB, 2014), which define low
intermediate bsic education as the equivalent of fodfifth grade learning. Students with low
literacy, according to this standard, will be able to recognize words, communicate information
learned from reading, use context to determine word meaning, and comprehlesgitleas and
details of a story.

Four of the total students identified as Hiterate during recruitment and fit other
participant criteria, such as having a first language other than English. | met with each of the
students individually at the classrodables. When participants first language was Spanish, |
explained the study in Spanish using the script and my own ability to speak Spanish. No students
enrolled in the program at that time spoke French as their first language. Two students requested
more time to think over the commitment of participating in the study. By the start of the study,
two students decided to participate. Participants chose their pseudonyms at the time of signing
the consent forms. The two students who agreed to participdiis study were diligent in
attending the program for the full length of the study.

3.5.1 Catriona

Catriona was in her early seventies when we met in 2019. She identified as Ghanaian,
and she grew up in a workirgass family with many siblings. She leadree sewing trade before
getting married and working in Togo for several years as a seamstress. She moved with her
husband to lllinois, and she began working as soon as she could. At the time of the study,
Catriona was working fullime, and she drove helst® the tutoring sessions. She often came to
tutoring sessions in brigitblored outfits that she had sewn herself.

At the start of the study, Catriona was known by all in the program because she had

enroll ed in Northl ak etarsin 281%.Un fdcti Caionahay attended s s
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|l iteracy tutoring at Northlakeds | ibrary site
church. Her younger sister had also participated in the program and was fluent in French;
however, Catriona dinot speak French. From the years of working together, the program
coordinator described Catriona as a fAndedicate
coordinator explained that the tradition in G
program coordinator observed that Catriona typically ran out of time during tests that required
fastpaced reading skills but that she had improved in her writing and spelling since starting the
program. In fact, Catriona had written an English essay dimyuife in Africa before the start of
this study.
3.5.2 Camila

Camila enjoyed talking about her grandkids and her children during tutoring sessions.
When we met, she was in haxtiesand retired, but she maintained her daughter andhson
|l awbs hometWwlkey both worked and while her gran
always drove her to the tutoring sessions and picked her up afterwards. As a child, Camila was
raised in rural Mxico and worked as a migrant worker. During @eroliment in the Northlake
program, Camila was reading in English in her free time

Camila enrolled in the Northlake ESL literacy program in 2017. When she started the
program, Camila placed at the intermediate level of English, or a level four inribgiam. The
program coordinatot adghctoi seddleat asta hoef or
starting Northlakebs progr am, and she was cap
The program coordinator rmemadrotuesd ptrhoagtr eGasndi lwa t
program since she started so that she had reached a level six in their program by the time of this

study.
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3.6 DATA COLLECTION

From June 2019 through August 2019, dat a
Since the studgmployed the case study approach, the data was collected via a mix of qualitative
methods, including interviews, observations, and photography.

3.6.1 Informed Consent and Confidentiality

Foreseeable risks to participants included emotional discomfodcea anxiety during
the interview process as participants may have discussed potentially stressful and/or frustrating
situations they encountered on their literacy journeys. | accounted for the fear of being
misrepresented that participants may havedigling the study in several ways. First, without
penalty, | emphasized that participants could withdraw their consent for participating in the study
either inperson or via the contact information provided on the consent form. Additionally, | was
open ad honest about my own identity as a Spanish language learner and an English language
instructor to minimize their fear of me as an outsider. Since | could not expect participants to
always clearly understand my written English notes, | asked fallpwuetions about what |
had observed during interviews. | verbalized member checks will regularly occur throughout the
interviews to allow the participants to validate my understanding of their resg#lastsch,

2013)

To reduce any potential embarrassmpatticipants were also assured of their anonymity
and that | would not discuss their responses with their tutors or their classmates. The participants
retained their privacy on all data with the use of pseudonyms in all file names, transcripts of
recording, the analytic memos, the freand drawing task and all other image files. The only
person with access to the identity key and consent forms with their real names was me, and the

original recordings of interviews and observations were deleted as saocuaate transcripts
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were made. Each participant was shown and explained only the data collected on her for the
purposes of authentic representation. No person outside the research team ever accessed any data
with direct identifiers.
3.6.2 Observation

lobs er ved for seven weeks during the progran
week, either a Monday or Wednesday. laudie c or ded t he participantsé
average of thirty minutes at each of their respective tables, using a phonetiappiied stored
the data files to a passwepdotected online storage folder. The participants were tutored in the
same room, so | was able to observe and note
was at their table and sitting on the oppmsite of the room. | handwrote notes during
observations, which included my immediate thoughts, description of the room, patterns of
behavior | noticed, and descriptions and timestamps of important gestures or facial expressions
to correlate withtheintevi ew dat a. I also diagrammed t he r
the room during the observations.

After observations, | audicecorded voice memos efite about the sessions to reflect on
possible interview questions and themes arising in the staicinscribed observations as the
study progressed. Through these observations and voice memaos, | formed questions for the
interview agendas.
3.6.3 Participant Interviews

Using the same mobile phone application that | did for observations, Haatided
each interview. | interviewed participants three times during the observation period: at-the two
week mark, at the fiveveek mark, and the week following the last observation. Interviews

typically were conducted at the beginning of the Monday or Weldtyesession. The interviews
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were oneto-one in an adjacent room, where participants were not overheard by anyone else but
still remained close to the rest of their classmates.

The interviews were exploratory and built around thembese themes included:
parti ci pant,goals, &nd ltekagyrexperiand@he interviews were unstructuréeal
providethe space necessany fiuthentic and honest responses from the participants and-follow
up questions from the interview@ohen et al., 2018, p. 90 | built the interview guide during
the severweek observation pericak [becamdamiliar with thedifferent aspects of the
parti ci pTabld3.$ shows theviresview number, the major themes of the interview
guide, and sample questions that were included in the interviews.

Table 3.1: Interview Themes and Sample Questions for Unstructured Interview

Interview # Themes Sample Questions
Preliminary 1 Screening 1 What is your native language?
meeting information 1 Did you go to school when you
1 Explaining the were a child?f so, how many
consent form years did you go to school?
First Interview with 1 Background 1 Who do you speak English with
Participant f  Motivation for f How long have you lived in the
coming to class Uu.Ss.?
1 Goals for language 1 Do you like the U.S.?
learning 1 When do you wish you spoke
better English?
1 Have you used vocabulary
words when talking with
American fiends?
1 When are you finished learning
English?
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Table 3.1 (cont.)

Second Interview 1 Current experience 1 What do you do with the
with Participant with text, literacy, instructional papers from class’
instruction 1 Do you like the lesson
1 Past experience with workbook?
text, literacy, 1 As a child, did you have a
instruction teacherDid you learn to hold a

pencil as a child?

Final Interview 1 Discussion of the 1 When you write, | notice that
with Participant patterns that | noticec youé Do you no
from tutoringsession

observations

These themes remained the same throughout the study; however, a few questions were modified
andfollow-up questions weradded to relate directly to the responses of the participants. After
the study ended, | transcribed the interviews.

Out of the interviews, two were concluded with a drawing task. These drawing tasks
directly related to the themes of the interview guidesgions. Tabl8.2 lists the drawing tasks
prompts as read exactly to participants.

Table 3.2: Free-Hand Drawing Task Prompts

Free-Hand Drawing Task ! Background Instructions: Draw someone
Prompt #1 f Motivation for who uses the best English.
coming to class Draw the people you speak

q Goals for |anguage Eng'lSh with and who Speak

learning English to you.
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Table 3.2 (cont.)

Free-Hand Drawing Task f Current experience Instructions: Draw yourself
Prompt #2 with text, literacy, | learning English. Draw people
instruction learning to read and write.

1 Past experience
with text, literacy,

instruction

While the drawingtaskhas beem research method useftth youngerearnerdor memoryand
verbalrecall(Barton, 2015Tindle & Longstaff 2016;Wammes et al., 20)6other qualitative
researcherfave foundhatdrawingelicits different responsefsom adultparticipants thaeould
be elicited in interviews alondattison et al., 201FRainford, 2020 Soley & Smith, 2008;
VargaAt ki ns O6Brien, 2009)

| chose to include drawing tasks becadsaving task$elpresearcherbuild rapport
with the participantshelp participants remember information, gmdvide another means for
participants to communicate their thoughitsdrawing tasks, both the participant and the
researcher draw at the same time in response to a prbneptirawing task gives participants
time to think about their responses aadall aspects of their literacy journey as they visualize
their pastUsually, the paicipants and | could laugh about the drawings we made and share our
life storiesmorecomfortablytogetherIn addition to theébenefitsaligning withprevious
research, | also chose to implemtrd drawing taskn order togive low-literatep ar t i ci pant s 6
ability to communicateheir thoughts without word&ather than find vocabulary to describe

their previous andurrent literacy experiences stress over the grammar accuracy of theat
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production, | wanted my participants to be able to focus on sharing their ideas andimiatory
fun way.
The coordinator of the literacy program and thestaff member respaible for being
present at the data collection site was interviewed. The interview took place four weeks into the

study and before participants arrived at the site.

3.64 Images
During observations and interviews, | asked to take photos of the participantwo r k, t h e
programbs print materials, and the classroom

to take photos of their drawings after the interview drawing tasks. | included the images of their
drawings sparingly in this study to respectwhghes of the participants. If a participant showed
any embarrassment about their drawings, | did not include them in this study, but the
conversation surrounding them was included to provide a description of the literacy contexts.
3.7 RESEARCH QUESTIONS

As mentioned at the end of my literature revidwe purpose of this study was to describe
how lowliterate learners engaged in literacy practices throughout their life journeys from their
early childhoods and into their lateiddle age. | sought to undéand their literacy practices in
their first languages and in English as well as convey how these learners invested in their ESL
|l iteracy classes. Satisfying this studyods res
my research questions. Trable 33, the research questions are directly tied to the data collected

in this study.
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Table 3.3: Relationship between Research Questions and Data Collected

Research Questions (RQ) Relevant Collected Data
RQ1l | What are these | ea|lnterviews with Participants
literacy practices, and in what social Interview with Program Director

contexts did these practices develop? | Class observations

Participantsd Dr a

Photos
RQ 2 | Whatarethelearnerd6 i nv e st m Interviews with Participants
current literacy practices? Class observations

The two guiding questions for this study are written in the left column while the categorized data
that answer the questions are listed in the right column.
3.8DATA ANALYSIS

During observations at Northlake, | handwrote field notes to document the patterns that |
was noticing in participantsd context, behavi
immediately after the observations to quickly documentroyuhg ht s on t hat day®6s
These field notes were the starting point of my data analysis, which | reviewed thoroughly and
transcribed to a digital format before beginning data coding.

After collecting data over the sevareek period, | created gieadsheet for each of the
participantsdé interviews, with each interview
conversation taking up a spreadsheet line. | created columns beside the interview text as follows:

1) related to research question ZLrelated to research question #2, and 3) background

information. In the columns related to the research questions, | generated thematic labels to pick

out patterns in the data over the course of t
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useddo code the participanwedkiensedbvioewmeathaainuac
column with background information, | created codes based on the interview text to highlight the
words and phrases which the participants used to describe themEalwemples of these codes
included: o6didn't get a | ecbdedgheinforindétionahatdvasé we n e
about the participantsd present | ife distinct
For the participant interviews, | organized the data chronologically and by theme. |
measured the amount of time that participants talked during the observations and to whom they
spoke. | verified the town names and dates with participants over text geseeemail when
possible. | researched town names and dates included in the interview data and observations to
verify that | had correctly transcribed the information.
| created a separate spreadsheet for the stakeholder interview. This intervieleles la
by the following themes: 1) prograrelated, 2) Camilaelated, 3) Catrioneelated. The
information from the stakeholder interview was used to provide the context for the data
collection site.
3.9 CONCLUSION
In the following two chapters, | providechronological overview of Camila and
Catrionabds I|iteracy journeys. I record how Ca
both English and in their first languages, both inside and outside of the classroom. Following this
presentation of thisksudy 6 s resul t s, | conclude with a dis
investments in ESL literacy classes and how the nuances of each of their literacy journeys may

have affected their engagement in literacy practices.
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CHAPTER 4: AN ERACVIDBRNEY

4.1 INTRODUCTION

The first time | conversed with Camila | wanted to start at the very beginning of her
literacy journey, so | started our first interview with the basic question: when did you move here?
| must admit that, as the reseangheéhought this question would have a simple andwer
perhaps an exact date or maybe a rough estimate of the year that she had moved into her current
home. However, the answer that followed was fragmented, spread over two interview sessions,
andthedetali wer e wrapped up in the concept of HAher
and Athereo that | had not yet questioned for
Camila and her literacy journey, | felt that distinct mental line blur, and Inbeegampathize
with the emerging identity of bilingual learners.

Camila started by telling me she had been in thewsstern city where the study took
place for fifteen years and how, even though she kept trying to returéxiodear after year,
herdaaght er s growing family kept her in the Uni
moved to the United States before she had, she explained that she first lived in the United States
in 1982. The rest of her response that followed was a timeline vdraygp@ family relationships
and familial responsibility. As we spoke about her literacy journey, she openly shared her
emotions about her life. We shared moments of laughter and somber moments too.

I n this chapter, |  wi kylas descrébeddeomte. | iaeemi | ads |
sectioned her journey into three, chronological segments simply for the sake of organization. At

the end of the chapter is a summary of the major themes appearing in the data.
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4.2 CAMILAGS CHILDHOOD ANBXIEOVMRDYHEQUERTEER | N M
COAST OF THE UNITED STATES
During an initial thregyear span from 1982985, Camila clung to her Mexican identity
in two isolated work environments in southern California. At first, she had decided to work as a
nanny for a mother with two bas. Camila had heard while working with her family in Sonora,
Meéxico, that employers in California paid well.
C: And when we, we are in here, Sonor a, Ba
cross, and they say, 00Oh gque merdcaokiongdfal
they pay good. They say 0Okay. 6
Since there were several job opportunities for babysitting and cooking, Camila was able to find a
mot her who had promised that she would pay al
to live in he home. Because of the language barrier, Camila told me that she hardly left the
residence once she started working, especially not on her own:
C: | take care for two babies, but | tell
anything becauselcango but | dondét know that | can buy. 0
Camila was not only worried about how she would communicate in everyday places like
the store, she also told me that she had no friends and no entertainment since she could not
understand them or the television. Everliyahe family Camila nannied for told her that she
was not needed anymore since the children had grown.

Still needing to support her family, Camila decided to work in the field, helping with the
|l ettuce and green bell p ecgigseCamila clearly ;emambeaysn g Ca |
working in cities such as Pomona, Salinas, San Jose, and also in the state of OregonlFigure 4

is a visualization of the distance between the places Camila worked from Sogxic Mong
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the west coast of the Unitedaes. The part of her trip starting in Sonora and ending in Pomona

is marked in red. The part of her journey marked in blue starts in Pomona and finishes in Salinas.
The journey from Salinas to San Jose is marked in purple. The journey to Oregon frdos&an

is marked in orange. It is important to note that, while this map seems like a linear

representation, it is not: Camila did not necessarily finish her work in Oregon before returning to

México.
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Once again, however, Camila told me she did not speak English while living and working
in the fields:
C: Yes, but you dondét need to speak Engli s
and you donodt Kk nowonetuckdtone bvery weekoande, t hey s a
whatever you needed you pay in here and you bring your check.
Up to this point in Camilads story, she had n
check and depended on the local store to cash it, and she hadelaeldy working for three
years. Because of her fear and inability to communicate in English, Camila spent those years
without many resources and social support in order to send money to her faméyico.M
Camila then abruptly left the United Stated.885 to attend to her mother inékico
who was devastatingly sick:
C: Then my mom was very sick, and then | 6m
kids. And | | ose all my benefits because m
money for fix my papers.
Unfortunae | y, Cami |l aés mot her passed away. This fa
children from her first marriage and remain i@Nto until 1992.
Returning back to her family in &tico, she was asked many questions about her life in
California. She renmabers the questions she was asked by the people around her:
C: Um, when I dm back and the people starte
6Yeah. 6 6And what do you know?6 ONot hing!
other people they live and they changd. | speak different, they
say, ONo, no, because |1 d&m coming only work

l' ive in here. o
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Camila only thought of her experience working in California as temporary and her move as a
way to support her family in BXico.

Despite telling her friends that she had not changed during her time in California, there
were a few changes to her life from that time. Camila told me that she did not know how to take
a bath when she first began nannying, which she later le&8hedlso learned how much a US
dollar could buy during her stay. Growing up, Camila did not have a television, so her
experience with technology broadened whil e

It may seem odd to start in 1982 instead of 1957, the ylean @amila was born;
however, understanding the period from 19885 gives you the same impression that | had of
Camila when | first observed her tutoring sessions: hardworking, compassionate, and family
oriented. Now that you know her a little bettewdnt to share her most early literacy
experiences with you. Camila was born in Michoacan de Ocam@acd/ and she started
school in the early 1960s in a rural village i@§to.

To fully understand the narrative that she shared with me, you need tstandesome
key facts regarding the political and cultural context @kido in the 1960s. In the 1960s,

Meéxico allocated most of their education budget to fund primary schools, éiddWvas

known for dAprimary educat i bmeetthe lpasicadqarenseentof o r
primary school to continue to secondary education (Kim & Hong, 2010, p. 28). In 1946, the
Mexican government remained relatively stable, electing presidents from the same political
party, the Institutional Revolutionary RafPRI), with political corruption playing a major role

(Claytonet al, 2017, p442). The political stability lead to a baby boom igxi¢o that

n

S

ultimately strained the educational system an

transitioning to big cities like Monterrey through the 1960s (Clayton,e2@l7, p448). There
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were frequent rural and workirgass protests throughout the 1950s into the 1960s (Clayton et
al., 2017, p. 453). In 1968, university students were massagrgovernmensanctioned
officers during a peaceful protest in México City against government corruption (Claytgn et al
2017, p. 456). The strain on M®xicobs educat.
government corruption contributed to the poli a | and cultural context
journey.
Camila had nine years of schooling irehito. She started attending the local, rural
schoolhouse when she was four or five years old, right after she could use the bathroom on her
own. She remebers finishing school around the age of thirteen or fourteen, or around 1966
1967. For the first few years of school, she walked to the schoolhouse, but she started migrating
and working the fields with her family when she turned ten years old and tradssehools
frequently until she turned thirteen or fourteen.
Camila was very specific about telling me
In our first interview, | asked explicitly about how many years of education she had in Spanish,
she reponded that, even though she had nine years, she only had a basic education:
C: Butod nomaheyraridtribt her eés very fadanmihe school s
thereds only the basic. Only the basic bec
school, six years.
And again, she told me that she only learned the basics after | asked about the subjects
she learned in school:
C: But they focus more on the, uh, the basic.

I: Okay, yeah.
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C: You can, you can reading good or writing good and understand everyday

things.

Initially, | thought she was being modest about what she had learned while talking to me. | was a
stranger who came from a big ten university and who had introduced herself by speaking
academic Spanish, so | asked Camila for more details about her schber ahddhood home

to learn more.

In the little town that Camila grew up in, everyone knew everyone. Camila walked to
school with her cousins each day around siXx o0
an hour and a half ongay. She told me thahe always needed to pack and bring a meal to
school. Then, all the children would arrive h
times, she would find a ride with one of the families who had a car and could drive her to school:

C: Uh sometimemaybe hour and a half, morning and hour and half in the

afternoon, or uh, sometimes the people tha

everybodyd -modethayt mobut, uh, and the fami|
know the person, nong)no, you wal king. o ((I
Even in her small town, however, Camila knew not to ride in cars with strangers and the students

always walked to and from the school as a group for safety reasons.
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Impressed with her dedication, | asked &leout her teachers. | learned that Guerrero,
Meéxico, was a hub for teacher education and a place where certified teachers were assigned to
various schools throughout the region. There was only one teacher for all the grades in the
district, and all the stients were taught in the same room where rows of tables designated the
student s6 gr ad.BCdmdahasldrawn the mghlightsgpoiwha she remembers
about school. This drawing contains an orange path with dots, which signify footprints, a ri

Figure4.2 Cami | ads Chil d yinabpridge to cross, and the interior of the

— schoolhouse. Camila included the students,

purple dots, and the teac

of the room. She drew the teacher in purple

and orange. She included a purple bookcase,
which Camila told me wagery large.

Consistently, Camila described her
teachers as finiced and pe

like the school and her teachers. She told me

that dnall the teachers we
teacher in the schoolhouse was patient. She

drew a picture of her soblhouse teacher

during our second interview. She drew her

with a long purple skirt and shouldiength

hair. As she drew, Camila recalled that her

teacher had a large bookshelf which she
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would ask students to take a book from every week and then tatk &bbut it after they had
read their books.
Although the teachers were very nice, Camila made it clear to me that most teachers only
stayed in her small town to gain experience before moving quickly to a better teaching
assignment:
C: Some peopesometac her s t heyds only three month b
hard for them. Or some people say 060h, I ¢
near . 6 But wuh | 't hi-thé&dodorsi s i s the same, sa
In general, it seemed that Camila witnessed the higthecatd residents, like teachers and
doctors, come and go more often through her town than others, except for the Catholic priest.
She described a relationship between teachers, doctors, and the Catholic priest in her
stories during our second interview. Foample, Camila told me that her parents did not ever
attend school since they were from a workatass family outside of the city. Because of their
lack of education, they did not trust the traveling doctors who came to give vaccinations-door
door:
C: Uh, my mom and my dad they never went to the school.-Theye y s ay it ds no
not i mportant because you dondét need it. (
itdéds more the revolution. My mom | thinks
They, t he knowandhbegausdthenedo light, no electricity, no water,
no nothing, only, only peace and quiet.
l : Yes, you didndét get that. You had to kn
C: Yes, and when the people come and say 0

I: Okay, their shots.
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C: Uh-huh, when they coming uh they just stadddé m born i n 1957.

I: Okay

C: Maybe 1962 or three? Then they coming for all arouggidd, every, every,

every, tried to ((gestures for needle in the arm))

I: Vaccinate you?

C: Uh-huh

I: And your parentsvere like, oh my goodness, why are you giving her shots?

C: Uh-huh they say no becaus¢hey say no and they the people come. The only

people not the family come in the home, they was the fattiery coming but

my mom made food for the father and they takiNo, no, they say no. The more

important they was go to church not school. ((laughing))
In this story, Camila emphasized to me that the Catholic priest was the only person not in the
family allowed to eat dinner at home with her parents. She told mbahparents believed that
going to church was more important than going to school for them. Later on, Camila told me that
her mother always requested that her children spend an hour each day on their homework when
they returned from school. However, rgggthe Bible for short periods of time and reciting
prayers were the only literacy practices Camila described her parents doing, and she told me that
her mother did not know how to read or write in Spanish. She remembers memorizing prayers to
sayeveryda. Additionally, Camila attended Sunday
the morning.

Another important aspect of this story is the lack of electricity and running water she

grew up with. You may have been wondering why everything seemedtbstaar ound si X
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for Camila growing up. She explained to me that everything was timed based on the sunrise and
sunset since there was not electricity in the town:

C: Uh-huh, every everything, they was very early because they no electricity, you

trytoot he more, maybe when seven o06cl ock ever

more.
In the afternoons, Camila would walk to the river. She described different places to find clean
water for drinking, washing, and showering. Eventually, town residents did suclyessful
advocate for irrigation and electricity in their town.

Camila also had textbooks sent home with her, starting in the first grade. She did not
study a foreign language while in school. She had Spanish reading and writing, science, math,
Spanish spellingand another subject that sounded like a Mexican citizenship course:

C: Um, math, and the they were science, they was five, and they, other all the

things for patriot. ((laughing))

I: Okay, right, because you were going to school, they had just had another

revolution in Mxico.

C: Mhm.

I: So they were very nationalistic?

C: Mhm, yeah.

These textbooks were sent home with her by the teacher. Her relatives around her age would
have a study group on the patio so that they could study them together:

C: Uh-huh, for everybody. They say, but we living near for all my family, and

everybody coming in the patio. O6oh | donot

and they dondédt know and maybe | know and t
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She explained that the older students could tie# younger ones, like her, to understand the

textbooks and the homework.
After about six years, Camila migrated with her family for work. She worked in the

tomato and cotton fields and then in the wheat fields ansiith intervals, depending on the

season. From Colima to Jalisco and Jalisco to Sonora, Camila and her family worked, migrating

north after each job finished:
C: Mhm, yeah, &é6Oh thereds more job over he
we coming and when we6r pthefamilgandthisdser 6 oh we
whyo6 and | ittle | ittl e-wkstetnbdrderofiicoTr aces f i
on the map))

Because of this migration for work, Camila typically spent three months in school before

transferring again, although she did sparfdll year in one district. Her last year or so of

education in Mxico, she had a tutor come to her home one hour a week tionie tutoring.

She told me that she had one combined textbook that was about four inches thick and that she

determined the pacof the material based on her work schedule.
A visualization of her childhood and early career iéxMo is provided in Figurd.3. In

Figure 6, Mi choac8n is marked by the red pin

west coast of Mxico. The white dot marks Sonora,@xlco on the southern California border.
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Figure4.3 Vi suali zation of Camil adésl198hi |l dhood and

By the time her family reached the California border, Camila was in her twenties. She
told me astory about the first time she saw a US dollar and heard an English word:
C: And the first time | see | uh, | see on
I: The US dollar?
C: Yes, | remember the first dollar. They change, um they change for two pesos.
I: Wow!

C: It was a lot.
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