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learning the English language is more important than having a High School diploma: “Si 

sabe Inglés, no tiene que seguir estudiando ya que el idioma le facilita las oportunidades 

en la vida” (If you learn the English language, you can drop from school.  Speaking the 

English language is enough to get you a job even without a High school diploma).  	
  

Teacher A001A stressed the role of parents promoting ethnic identification.  She 

said, “Los padres tienen que enseñar en las casas lo que significa ser puertorriqueño” 

(Parents are responsible to teach what means to be a Puetro Rican), “Yo cubro los 

símbolos patrios, algo de historia, el concepto de isla, pero no es mucho lo que puedo 

integrar con tan poco tiempo de clase” (I teach the national symbols, a little history, the 

concept of an island, but there is not much time to teach other things because Spanish 

and Social Studies classes have merged into a Spanish language acquisition course).	
  

Teacher A001A said that she developed ethnic identification by promoting 

children and parent’s engagement in cultural activities.  Ironically, specific cultural 

activities relating to Puerto Rico are relegated to Puerto Rican week during the month of 

November.  During the Puerto Rican week, the teacher organized folkloric dances and 

traditional food with parents and children.  Puerto Rican week presented an opportunity 

to incorporate cultural knowledge lessons through play: “construímos un bohío como el 

de los indios Taínos” (we build a Taino Indians hut), “visto a los nenes con taparabos” 

(I dressed children with Indian skirts), “preparamos bacalaítos y alcapurrías” (we 

prepare cod fish fried cakes and plantain turnovers).  Teacher A001A said that parents 

enjoyed the cultural activities during Puerto Rican week because they had the opportunity 

to relived their school experience.	
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 Teacher A003A (Spanish program) emphasized on teaching multicultural 

education.  She developed activities that foster curiosity so children would want to learn 

more about other cultures and compare that knowledge with Puerto Rican culture.  She 

said that many teachers are afraid to promote ethnic identity because they might be 

labeled as politically subversive by the system and their peers.  She framed cultural 

identity as a socio political issue: “Si quieres que los niños hablen en inglés te tildan de 

estadista y si quieres hablar de Puerto Rico te tildan de independentista.  Yo prefiero 

mantenerme al margen y enseñar de las naciones del mundo, entendiendo que el Inglés 

es universal” (If you want children to speak English, people will attack you and said that 

you promote statehood.  If you talk about Puerto Rico, people will say that you promote 

the independence from the United States.  I rather be neutral and teach about the nations 

of the world.  Besides, I do believe that English is a universal language).  She preferred 

to contextualize ethnicity within a multicultural frame.  Participant A003A integrates 

cultural content whenever she can and use the opportunity to establish comparisons 

between Puerto Rico and other cultures.  She said, “Me gusta fomentar la curiosidad por 

otras culturas y compararlas con la nuestra” (I like to promote curiosity for other 

cultures and compare that knowledge with Puerto Rican culture).	
  

English Immersion Program Teachers	
  

 Teacher A002A (English program) said, “I use the English immersion program to 

promote cultural knowledge in a natural way”.  She described this process as informal 

teaching, as something that emerges out of children needs.  The teacher integrates 

children’s inquiries about Puerto Rican culture or clarifies them in a fluid way as if there 
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were part of the subject matter being studied at the moment.  Nonetheless, cultural 

knowledge is mostly discussed during the Puerto Rican week.  Teacher A002A firmly 

believes that teacher efforts are not enough because the program does not have ethnic 

identification as a priority.  Ethnic identity is responsibility of the parents.  She recalled 

when she was growing up in New York City that her parents taught her the language, 

music, food, traditions, and pride of being Puerto Rican: “I grew up with Puerto Rican 

music, food, values, and Spanish language was spoken at home”, “While at school in 

New York, I would never speak Spanish then we moved to Puerto Rico and I had a rough 

time adapting to the Spanish only classroom”.  Teacher A002A said that she believes the 

subtractive model is the best for the English language acquisition.  However, she 

emphasized that children should not forget who they are and their heritage language.  She 

said, “Although this is an immersion program, English is children’s second language.  

They are Puerto Ricans and they must learn to love their language.  I use any opportunity 

to remind them but it is up to the parents to teach cultural identification”.	
  

 Teachers A004A (English program) incorporate ethnic identification as a casual 

festivity.  Puerto Rican week is not celebrated every year in this school.  Children’s 

cultural inquiries are answer as they emerged.  The teacher insisted that cultural 

knowledge and ethnic identification should be taught at home.  The teacher said: “I went 

to a bilingual school and did not learn much about Puerto Rican history and culture but 

my parents taught me at home”.  The teacher added, “I try to address children’s cultural 

content inquiries but we have limited resources at school.  All our books are in the 

English language and there are just a few that have reliable information about Puerto 
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Rican culture and history.  There is a need for Puerto Rican books and resources 

translated to the English language”.	
  

Table 17 shows Research Sub Question 2 (a) themes and findings for teachers in the 

Spanish and English immersion programs.	
  

Table 17 	
  
 
RSQ2 (a) Themes and Findings  

Research Sub-question 2(a)	
   Themes	
   Findings	
  
	
  

How do Spanish and English 
immersion teachers in private 
and public schools describe 
their role developing first 
graders’ ethnic identification? 

“Limited ethnic 
education”	
  

	
  
“School cultural 
disengagement”	
  

	
  
“Parents 

responsibility for 
cultural education”	
  

	
  

Ethnic education is treated like a 
once a year festivity.  Teachers 
promote ethnic identity as a 
casualty but not in formal ways 
because it is not supported by the 
educational system.	
  
  Ethnic identity development is 
seen as parent’s responsibilities.	
  

 

RSQ2 (b). According to participants, what influences shaped their knowledge and 

perceptions of Puerto Rican ethnicity?	
  

Spanish Program Teachers	
  

 Teacher A001A said, “Yo pienso que tenemos nuestra identidad pero sin 

raíces”(“I think that we do have ethnic identity as Puerto Ricans but is not rooted 

deeply”).  The teacher acknowledged her identity as Puerto Rican but recognized that she 

did not really know much about the history and traditions of Puerto Rico because she did 

not formally study it.  All she knows about Puerto Rico comes from parents and familial 

teachings, and from social interactions.  She said “Tenemos nuestra identidad pero no 



118 

 

está muy arraigada porque en las escuelas se ha perdido la importancia de enseñarla” 

(We have our identity but it is not strong because it has never been formally taught in 

schools).  The role of schools developing ethnic identity has been minimized over the 

years.  Teacher A001A said that her grandparents told her that when they went to primary 

and secondary school, the curriculum emphasized on cultural knowledge in all the 

expressions: Puerto Rican literature, history, music, and art.  Nowadays, teachers have no 

formal preparation in these subjects and neither time to teach it because Social Studies is 

not a core subject and it is not testing material. 	
  

 Teacher A003A said, “I was raised in Orocovis and my family promoted Puerto 

Rican culture”.  The teacher recalled events like “Fiestas Patronales” (Festivities 

honoring Catholic Saints), “Fiesta de Reyes” (The Three Wise Men Festivity) and 

“Octavitas” where family and friends gathered to celebrate Puerto Rican traditions that 

were developed as a fusion of Spaniard and African cultures.  These traditions were 

crucial for her identity construction.  She mentioned that her experiences as a university 

student and teaching in different social contexts gave her insights into Puerto Rican 

identity but also developed a notion of a globalized citizenship, “Mis experiencias como 

estudiante universitaria, lejos de mi pueblo, me abrieron los ojos a otras realidades 

sociales.  También, haber enseñado en diferentes escuelas y niveles socio económicos te 

hace cambiar los paradigmas” (“My experiences as a college student, far from my 

hometown, opened my eyes to other social realities.  Also, my teaching experiences in 

multiple social and economic settings helped me to change perspectives”).  Teacher 
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A003A said that despite all that her parents taught her as a child, her working experiences 

strengthened her identity as a Puerto Rican.	
  

English Immersion Teachers	
  

 Teacher A002A (English program) said, “My parents were my best models”.  “I 

learned to be a Puerto Rican at home”.  The teacher recalled specific instances where her 

parents would promote the culture and the pride to be Puerto Rican while living in New 

York City.  The teacher said: “My parents preserved the Puerto Rican culture even when 

they became “outsiders”.  We went to Catholic school in order to learn values 

traditionally reflected in Puerto Rican culture.  We ate Puerto Rican food, we heard 

Puerto Rican music, and we kept using the language at home.  When I was in the 

neighborhood, I was allowed to speak and behave like a US American but at home, I was 

always Puerto Rican”.  Teacher A002A said that being raised in this dichotomy of 

language and identity was tough but helped her appreciate who she was as a Puerto 

Rican.	
  

 Teacher A004A (English program) said “experiences at home and in different 

social contexts molded me as a Puerto Rican”.  Although the teacher recognized that her 

family was crucial to her ethnic identity development, she said that other experiences 

changed her perspectives of Puerto Rican identity.  She said, “At the university level, I 

met students from all over Puerto Rico and from different socio economical contexts.  It 

was through most of these exchanges that I learned to appreciate and to understand what 

it means to be a Puerto Rican”.  The teacher added, “it was clear that I did not learn 

much about Puerto Rican history during my primary and secondary school years”.	
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The teacher explained that she went to a Private Bilingual school and ethnic identity 

development was not formally inserted in the school curriculum.  Moreover, the teacher 

recognized that her family belongs to a social upper class and her Puerto Rican reality 

differed significantly from that of her college peers.  She said that she became aware of 

her true national identity when she began her college years.	
  

Findings Research Sub Question 2 (b) 

 Basically, all four teachers expressed that their cultural knowledge and 

perceptions of Puerto Rican ethnicity were developed at home and in social contexts 

other than the school.  Their answers are congruent with their beliefs that ethnic 

education is primarily a responsibility of the parents.  The salient theme of this RSQ2 (b) 

is “Parents responsible for cultural education”.	
  

 The AMAS-ZABB scores reflected that all teachers had the lowest scores in the 

cultural competence subscale.  These findings could explain teacher’s beliefs that cultural 

education is a parental responsibility and the fact that ethnic identity is not a priority for 

either school system.	
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Summary  

 The findings of this study reflected that teacher communicative practices in 

Spanish and English immersion programs, implicitly and explicitly; promoted 

categorizations between children based on language usage.  Ethnic identity is not 

formally promoted or taught in schools and it is treated like a once a year festivity.  

Teacher’s cultural knowledge has been built on parental teachings and is somehow 

superficial.  Teacher acculturation indexes findings are suggestive of biculturalism.	
  

 I will discuss the findings more in-depth and analyzed the interpretations in the 

context of the conceptual framework in Chapter 5.  In the next Chapter, I discussed the 

limitations of the study, recommendations, and the social change implications.
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Chapter 5: Discussion, Conclusions, and Recommendations	
  

Introduction	
  

Puerto Rico is a United States territory.  As such, its ethnicity and heritage 

language have been influenced by Anglo cultural values, traditions, and language (Dike, 

2014; Font-Guzmán, 2013).  Nonetheless, Puerto Ricans have maintained Spanish 

language as an ethnic marker.  In recent years, school English immersion programs using 

subtractive bilingualism models have increased significantly across the island (Fajardo, 

1997).  According to Bondy (2016), this trend could jeopardize children’s ethnic identity 

development.  In addition, it could promote a hybridized generation of Puerto Rican as 

children who learn to categorize “us” and “others” by language usage within their ethnic 

group (Bondy, 2016; Danzak & Wilkinson, 2017; Pretlet, 2016).	
  

The purpose of this study was to examine the influence of language of instruction 

and teachers’ communicative practices on children’s social categorizations of “us” and 

“others” within their ethnic group.  The nature of the study was qualitative and involved 

use of a multiple case approach.  I used a multiple case approach in order to perform a 

cross-analysis between language of instruction (Spanish/English) and system of 

education (private/public).  This chapter is organized in four sections: summary and 

interpretation of findings, limitations of the study, recommendations, and social 

implications.  The chapter ends with a conclusion that captures the essence of the study.	
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Interpretation of the Findings	
  

In this section, I summarize and discuss the interpretation of findings in the context of the 

literature and the study’s conceptual framework.  The findings for RQ1 suggested that 

teachers’ communicative practices, in both language programs and systems of education, 

reflected ethnic categorizations between “us” (the ones who speak Spanish) and “others” 

(the ones who can speak the English language and vice versa).  These findings illustrated 

teacher participants’ level of assimilation and hybridization and are compatible with 

previous research findings on acculturation processes of immigrant groups (see Berry, 

2005; Dominguez-Rosado, 2015; Luchtell, 2011).  Moreover, Martin (2012) posited that 

this hybridized conceptualization of ethnicity represents cultural gaps between 

generations and could result in cultural disengagement.  The findings supported a state of 

cultural mismatch, not only based on language usage but as a result of limited cultural 

knowledge.  The findings for RQ1 are comparable to Ajayi’s (2011), Williams et al.’s 

(2016) and Woods et al.’s (2014) studies that suggested that teachers’ pedagogical 

choices and practices reflected their perceived ethnicity, beliefs, attitudes, and 

experiences.  Figure 1 illustrates the factors that have been found to influence teachers’ 

communicative practices in this multiple case study. 	
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Figure 1Factors that influenced teachers’ communicative practices	
  

	
  

The findings for RQ2 were similar for language program and school system. The 

findings demonstrated that teachers’ cultural knowledge is limited and that the school 

curriculum does not promote ethnic identity.  These findings are comparable to previous 

research that exposed how teacher education programs are not training prospective 

teachers to be culturally competent (Baker, as cited in Fang, 2016; Ellis, as cited in Ajayi, 

2011; Milner & Laughter, 2015).  In addition, teacher participants’ uses of classroom 

artifacts were not reflective of Puerto Rican culture.  Most of the classroom artifacts 

displayed images related to Anglo American characters or festivities.  Esteban-Guitart 

and Moll (2014) concluded that artifacts have cultural meaning and facilitate identity 

construction thus supporting the need for culturally appropriate classroom artifacts.	
  	
  	
  	
  

Teachers' Communicative 
Practices 

Experiences	
  
at	
  home	
  

Biculturalism	
  

Experiences	
  
as	
  a	
  student	
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All participants concurred that the Puerto Rico core standards are very limited in 

regards to ethnic identity construction.  Teachers’ communicative practices promoted the 

construction of subtle categorizations based on language usage.  This fit the findings of 

Herbert et al. (2009) who indicated that children subjected to categorizations based on 

language could be receiving the message that their heritage language is less prestigious 

than other languages.	
  

In this study, and consistent with Barreto’s research (as cited in Garcia, 2011), 

teachers are influenced by their sociopolitical reality.  Teachers believe that ethnicity and 

culture are independent from heritage language use.  In accordance, classroom artifacts 

were not culturally appropriate.  Teacher’s use of artifacts and communicative practices 

reflected their own experiences as students of an educational system that does not support 

ethnic and cultural education (Puerto Rican Department of Education, 2015; Sykes, 

2014).  Williams et al. (2016) found that teacher education programs either challenge or 

support prospective teachers’ assumptions, inclinations, or dispositions in ways that could 

perpetuate cultural ignorance.  	
  

In this study, the findings reflected teacher participants’ beliefs that cultural 

education is a parent’s responsibility.  Although participants recognized that the school 

curriculum should include more units related to cultural content, they stated that cultural 

and ethnic knowledge must be provided at home.  Participants’ attitudes toward cultural 

education reflected their own experiences.  	
  

Participants’ cultural competence mirrored their own process of education in 

Puerto Rican educational systems and was primarily what their parents had taught them.  
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All of the participants said that the “Puerto Rican Week” was the unit in which children 

danced “Bomba” and “Areytos,” dressed like Taíno Indians, and ate traditional Afro-

Caribbean food.  These findings are supported by King and Butler’s (2015) finding that 

teachers are not fully aware of the importance of cultural education and do not know how 

to integrate it in the curriculum.  King and Butler found that most teachers incorporate 

native cuisine and traditional dresses and festivals to approach cultural education.  

Bartolomé (as cited in King & Butler, 2015) posited that higher education institutions 

should be responsible for developing a pedagogy that includes political and cultural 

awareness.  In this regard, the Americanization Movement (Ray, 2013; United States 

Senate, 1919), proposed for immigrants and Native Americans in the United States and 

that started in Puerto Rican schools in the early twentieth century, has succeeded.  Puerto 

Ricans have been Americanized in speech, in political ideas and principles, and in culture 

(Negron de Montilla, 1977).  	
  

Cross Case Analyses 	
  

Cross case analyses between languages of instruction and systems of education 

reflected a repetitive and confident pattern regarding participants’ answers to research 

questions and to the sub questions of the study.  Participants’ communicative practices 

were very similar regardless of language program (Spanish, English immersion) and 

school system (private, public).  The cross case analyses for RQ1 and RQ2 by language 

program showed that Spanish program teachers’ communicative practices included the 

use of the English language to reinforce children’s behavior, develop positive 

dispositions toward learning, and convey messages related to what or how to do things in 
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academic scenarios.  These practices reflected categorizations of “us” and “others” based 

on language.  Participant’s used the English language to emphasize what was good and 

desirable for children in the classroom.	
  

English immersion program teachers’ communicative practices that reflected 

categorizations of “us” and “others” included telling the children that Spanish is the 

language to speak at home and English is the language that they should speak at school.  

These communicative practices promoted children’s categorizations by establishing what 

is allowed at school and desirable versus what is appropriate at home or other social 

environments.  Teachers’ communicative practices made a distinction between the 

languages of “us” at school and the languages of “others” and on what is appropriate 

based on language spoken.  This fit with Salomone’s (2014) concept of language as a 

channel to identify self from others in positions of power and subordination and it is 

comparable to Nieto’s (2008) findings on teachers’ practices toward immigrant’s use of 

their native language. 

Private school teachers, in both language programs, implicitly and explicitly 

reflected and promoted categorizations of “us” and “others” based on language.  There 

was a slight difference for the Spanish program and the English immersion public 

schools.  The Spanish program served a marginalized community where children have 

not had the same opportunities and experiences as the other children in the other three 

classrooms that I used for the study.  In this school, not only the first grade teacher 

reflected and promoted the construction of children’s categorizations, the school 

environment also contributed to create ethnic categorizations.  As indicated by the 
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teacher, only those students who could learn the English language are going to be able to 

succeed and to escape the fate of poverty and marginalization.  This belief is supported 

by previous investigations that established categorizations based on social inequalities 

that influenced the construction of ethnic identity and self-worth (see Coreblum & 

Armstrong, 2012; Nesdale, 2004; Tajfel & Turner, 1986; Xu, Farver, & Parker, 2015).  	
  

The findings of this multiple case study contradicted what the literature has 

suggested for immigrants and minority groups subjected to subtractive bilingual models 

of education.  The literature suggested that subtractive bilingualism promoted the loss of 

heritage language and ethnic identification for minority groups (see Markus, 2008; Noels, 

2014; Riley, 2007; Tajfel & Turner, 1979; Wimmer, 2008).  I found, that regardless of 

language program (Spanish/English immersion) or system of education (private/public), 

teachers’ hybridization process, limited cultural knowledge, and distorted perceived 

ethnicity were the most influential aspects establishing categorizations of “us” and 

“others” based on language usage. 	
  

The conceptual framework of this study was built upon four theories that support 

the notion that ethnicity is a dynamic and fluid process and that it is influenced by social 

contexts.  I used Markus’s (2008) Unified Theory of Race and Ethnicity, Berry’s 

Bidimensional Model of Acculturation (1979), Tajfel and Turner Social Identity Theory 

(1979), and Wimmer’s Ethnic Boundaries Multilevel Process Theory (2008).  This 

conceptual framework supported the findings of this study.	
  

Markus (2008) contended that the influence of ethnicity could be direct, explicit, 

and intentional but it could also be indirect and unconscious.  In this study, teachers’ 
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communicative practices that reflected and promoted social categorizations based on 

language usage reflected a more indirect and unconscious process that might be related to 

teachers’ biculturalism.  Biculturalism explained teachers’ dichotomies in terms of ethnic 

identification (American/Puerto Rican) and supported the notion of a dynamic identity 

that is not bounded to a single social context or to a single need (Berry, 1979; Markus, 

2008; Tajfel & Turner, 1978; Wimmer, 2008).	
  

Limitations of the Study	
  

The limitations of the study were related to issues of transferability and of 

observational data.  Although the issues of transferability were addressed by providing 

thick descriptions of the findings, the colonial status of Puerto Rico and the degree of 

acculturation of its citizens is unique.  The possibilities for replication of this study are 

limited.	
  

Another limitation was observational data.  Patton (2002) affirmed that 

observational data are constrained by the limited sample of activities that are observed (p. 

563).  Teacher’s multiple responsibilities and agendas could account for a limited sample 

of activities.  I addressed this issue using triangulation of data sources.	
  

Recommendations	
  

The findings of this study provided insights related to teachers’ communicative 

practices and its influence in the construction of social categorizations within an ethnic 

group.  I identified three main recommendations for future research and practice that are 

grounded in the literature.	
  

Recommendation 1	
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 I recommend that Teacher Education Programs in Puerto Rico include courses on 

cultural education.  The literature supported that schoolteachers, via the formal and 

informal curriculum, explicitly provide and support cultural knowledge and ethnic 

identity development (see Dan, 2014; Khan, 2016; Markus, 2008; Tajfel & Turner, 1978; 

Wimmer, 2008; Woods et al., 2014).  The results of this study, confirmed Sykes’s (2014) 

findings on the relationship between school curricula and cultural loss. 	
  

Webber, McKinley and Hatie (2013) affirmed the important role of educational 

institutions promoting ethnic identity formation and supporting inter-ethnic contact.  In 

addition, Trofimovich et al., (2015) stated that schools have the power to develop 

student’s cultural identity because it is within this social system that children negotiate 

who they are in relation to others.  Teacher Education Programs must equip prospective 

teachers with the knowledge to become cultural transmitters and to acknowledge their 

responsibility as such.  	
  

Teacher education programs in Puerto Rico followed content and accreditation 

criteria similar to programs in the United States (Reglamento del Consejo General de 

Educación, 2012).  Puerto Rico is a US territory and has to comply with the United States 

Department of Education and higher education dispositions (Reglamento Núm. 7217, 

2006).  King and Butler (2015) documented the general lack of emphasis on cultural 

competence in teacher education programs in the United States.  This lack of emphasis on 

cultural competence is also present in the official curriculum of Puerto Rico (Puerto Rico 

Department of Education, 2015).  Need for state educational policies that include ethnic 

and cultural education in teacher education programs and in schools in Puerto Rico are 
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urgent.  Only through a comprehensive culturally enriched curriculum, Puerto Ricans will 

learn to appreciate their history, traditions, and language and will learn to appreciate 

other cultures and their contributions.  	
  

Moreover, Gordon-Burns and Campbell (2014) argued that prospective teachers 

should be trained on bicultural pedagogical practices.  Bicultural pedagogical practices 

are more attuned with Puerto Rican reality and integrate both cultures: Puerto Rican and 

United States.  Policy and related practice should be developed to ensure that every 

prospective teacher build robust Puerto Rican cultural knowledge and ethnic 

identification (see Puerto Rico Department of Education, 2015; Sanders et al., 2014; 

Wood et al., 2014).	
  

Recommendation 2	
  

There are very limited investigations on ethnic groups subjected to a process of 

acculturation that are not immigrants.  The case of Puerto Ricans ethnic identity 

construction has proven to be different from other groups.  In this case, Spanish remained 

the majority language and it was considered a significant cultural marker (Wimmer, 

2008).  Nevertheless, the language spoken was not as critical as the context in which 

ethnic identity construction is reflected and promoted by teachers in the private and 

public school system.  	
  

I strongly recommend the development of future studies on the influence of the 

Americanization process of the educational system in the US territories where the English 

language is a minority language and its effect on ethnic identity development. 

Recommendation 3 
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 I recommend the development of an early childhood culture and language 

revitalization curriculum in Puerto Rico.  Puerto Rico’s colonial status is unique.  

Nevertheless, Puerto Rico shares the loss of heritage language and cultural norms with 

other subjugated nations (see Flynn et al., 2012; Hunkin, 2012; Khan, 2016; Liu, 2011). 

There are a few culture revitalization models that have been implemented to preserve the 

language and traditions of indigenous groups (see Draper & Mitchel, 2017; Stikeman, 

2001).  Those efforts have taken many years and involved training teachers, developing 

new school curricula, recruiting municipal educators, university faculty and historians to 

direct the action line of the program.  	
  

I am proposing the development of an early childhood language and cultural 

revitalization school curricula called “Yo soy puertorriqueño y ciudadano del mundo” (I 

am Puerto Rican and citizen of the world).  The curriculum should address language, 

race, and ethnicity with a sense of respect and pride teaching children their past, present, 

and future in a globalized world.	
  

Implications	
  

 This study addressed the influence of language of instruction and teachers’ 

communicative practices on children’s construction of ethnic categories in the 

municipality of San Juan.  Puerto Rico’s colonial status and its process of acculturation 

have been reflected in the loss of heritage language and ethnic identification.  This 

outcome contradicts the globalized view that cultures coexist and communicate through 

different languages.  Multiculturalism seeks to preserve different cultures and languages 

without melting ethnicity into a common culture (Darobe, as cited in Quiros, 2012).	
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In addition, Teacher Education Programs in Puerto Rico should require core courses on 

cultural knowledge and ethnic development.  School and language policies should be 

directed to inclusion and not exclusion of the culture and heritage language (Khan, 2016; 

Lee, 2012).	
  

 The social contribution of this study is to make educational policy makers aware 

that cultural competence and ethnic identity development are not to be confused with 

socio political status.  The richness of a culture and of its heritage language cannot 

disappear because of political power struggles.  All nations have to embrace ethnic, 

racial, cultural, and language diversity (UNESCO, as cited in Khan, 2016).  In addition, 

teacher education programs, in Puerto Rico and all other nations, should trained 

prospective teachers to deal with biculturalism, multiculturalism, race, ethnicity, and 

poverty to support children’s development (Baskerville et al., 2014; Barron, 2014; Khan, 

2016; Sanders et al., 2014).	
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Conclusion 

The literature supported the influence that language of instruction and the school 

social context have in ethnic identity development.  Moreover, the findings of this study 

suggested that the teachers’ communicative practices as bicultural individuals influenced 

children’s construction of social categorizations of “us” and “others” within their ethnic 

group.  I learned that teachers’ communicative practices are the result of their own 

experiences as students in an educational system that do not prioritized teaching cultural 

knowledge and promotes subtractive bilingualism.  Teachers communicate what they 

have learned as active participants in an acculturated country.  We are living in the era of 

globalization and as citizens of the world we must envision culture, ethnicity, race, and 

language as valuable treasures and share them.	
  

Puerto Ricans reality is summarized in an excerpt from Richard Wright’s (1953), 

The Outsider.  He used the term “negroes” and I am going to substitute it with the term 

“Puerto Ricans”:	
  

“Puerto Ricans are going to be gifted with a double vision, for, being Puerto 

Ricans, they are going to be both inside and outside of American culture at the same 

time…” (p. 129).	
  

I hope that this study will provide insights to other ethnic groups in similar 

circumstances on how to approach educational policies that promote heritage language 

and cultural learning and sense of pride.	
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Appendix A: Teacher Interview Protocol 

Teacher identification code: _________________ Date: ___________ 

Start Time: ______________ End Time: _______________ 

Introduction: 

The information gathered in this study is confidential and it will be used for 

research purposes only.  This interview should take approximately 40 minutes and it will 

be tape-recorded and annotated.  You are welcome to check the transcripts for accuracy.  

Do you have any questions prior to the interview? 

 

1. How long have you being teaching in this language program and in this system 

of education (public or private)?  

2. Please, describe students’ and parents’ reactions toward language of instruction 

used in your program. 

3. What are the weaknesses and strengths of the program? 

4. What are your perceptions of ethnic identity development? 

5. In what ways does the program responds to teaching cultural identity? 

6. How would you describe your approach to teaching content and activities that 

require mastering cultural knowledge? 

7. What activities have you developed that support first graders’ cultural identity? 

8. What have been the children’s reactions when you develop these activities? 

9. How do you get parents involved in cultural activities? 
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10. How would you describe any changes in students-parents, students-students 

attitudes related to language of instruction?    

11. If you could change your first graders experiences related to teaching ethnic 

identity,   

      what changes would you make? 

12. What influences have shaped your perceptions of Puerto Rican ethnic 

identity? 

13. Describe the program’s expectations for the student’s activities related to 

ethnic   identity development.  

14. What have you been waiting to ask me?
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Appendix B: Observation Sheet 

 

School code and classroom code: 

Date:                                                   _________start              __________end 

Events:______ Classroom interactions_______ Recess________ Co–curricular 

Activities 
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Appendix C: Abbreviated Multidimensional Acculturation Scale 

 

 



164 

 

Appendix D: Authorization to Use Abbreviated Multidimensional Acculturation 

Scale 
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Appendix E: Classroom Artifacts Observation Sheet 

School code and classroom code: 

Date:                                                           _______start         _______end 

Type of classroom artifact: 

_________children books                 ________children’s work     

______festivities 

_________classroom decorations     ________music                   _______materials 

_________other (describe)____________________________________________ 

Uses of the classroom artifact: 
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Appendix F: Institutional Review Board Approval Number 

 On March 10, 2017, I received a Notification of Approval to Conduct 

Research from Walden University’s Research Ethics Office.  Walden University’s 

approval number for this study is 03-02-17-0070323, and it expires on March 1, 2018.
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Appendix G: Abbreviated Multidimensional Acculturation Scale Scoring Sheet 

I used the following scoring instructions to analyze data. The instructions were provided 

by the first author of the AMASS scale (Zea et al., 2003). 

 
This scale was designed to assess three factors associated with acculturation in the United States 
and in the country of origin: identity (U.S. American and culture of origin), language competence 
(English and Spanish or other native language), and cultural competence (in the United States and 
in country of origin).   
 
The AMAS–ZABB is a 42-item scale with 4-point self-report, Likert-type response options 
ranging from 1 (strongly disagree) to 4 (strongly agree) for the cultural identity subscales and 
from 1 (not at all) to 4 (extremely well) for the language and cultural competence subscales.  Item 
scores are averaged to form a total subscale score potentially ranging from 1 to 4.  
 
The U.S.-American dimension on the AMAS–ZABB is calculated by averaging the three U.S.-
American subscales of cultural identity, language, and cultural competence.  Similarly, the 
AMAS–ZABB culture of-origin dimension is calculated by averaging the equivalent three 
Latino/Latina subscales.  
 
When both dimensions’ main effects significantly predict a variable, an index of biculturalism 
may be obtained by testing the interaction of the two variables in a regression model. 
Mathematically, the interaction term involves multiplying the U.S.-American and culture of-
origin acculturation subscales. In the score distribution resulting from this method, extremely 
high scores would indicate biculturalism, and extremely low scores would indicate marginalism 
(perhaps 1–2 would indicate low involvement in either culture).  Scores in the middle require 
additional research to clarify indications of both types of unilinear involvement, either in U.S.-
American culture or in the culture of origin or a more diffused state of acculturation. 
 
Scoring: 
 
Enter the number endorsed (score) by each participant on all items.  Obtain the average 
score of each subscale by adding scores and divided by the number of items.  You will 
obtain a total of six scores, which measure Latino or U.S. American Identity, Language, 
and Cultural Competence.  If you wish to obtain the score for the Latino Acculturation, 
add the three subscales and divide by three; follow the same procedure to obtain the U.S. 
American Acculturation.   
 
U.S. acculturation 
cultural identity #1-6 
English language #13-21 
cultural competence #31-36 
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Culture of origin 
cultural identity #7-12 
English language #22-30 
cultural competence #37-42. 
 
Adding each of the three subsections and averaging it 
to get a scale score for each domain. 

 


