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Student and Parent Attitudes Toward Bilingual Education for Hispanic ELLs
Abstract; The attitudes that students and parents have toward bilingual education often exhibit both external and internal differences. That is, while the attitudes of students and parents toward bilingual education may certainly differ, we also see that students’ attitudes are not entirely uniform and may vastly differ from each other. In this paper, the attitudes of Hispanic ELL students and parents of Hispanic ELL students will be surveyed across the literature on the topic. 
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Introduction
	This paper will address attitudes toward bilingual education with mention of their relation to bilingual educational practices and policies. The attitudes of students and parents will primarily be explored. Additionally, I will see how some of these attitudes may reflect the practice of bilingual education in the classroom and politically, and how these practices and policies may impact the attitudes of students and parents (briefly teachers, too) alike.
Research to be used include interviews with emergent bilingual students who will express seemingly mutually exclusive attitudes (e.g., enthusiasm for English language learning as well as fear and stress over the bilingual education they are receiving). Interviews with Latino parents who, split down the middle in support of English only programs vs dual language approaches in the middle of debates on Proposition 227, show similar attitudes even when disagreeing on the best model of language education. One of the biggest differences between parent and student attitudes toward bilingual education will be the focus on value as placed by parents—how values are taught, which values are taught, and the preservation of values. Research surrounding the attitude toward bilingual education expressed by students and parents will be linked to issues of identity, power, and culture as discussed in Bilingual Education in the 21st Century (2008).
Materials and Methods
	
Results
	In disseminating the results of this research, the findings of student attitudes will be distinguished from those of the parent attitudes. First, student attitudes of Hispanic ELLs will be examined in relation to bilingual education, which will then be followed by parent attitudes in relation to it as well.
Student attitudes
	Students’ attitudes toward bilingual education can range from enthusiasm to trepidation. Kathy Bussert-Webb and Zhidong Zhang (2018) identify such attitudes, whether they be positive or negative, as values and dispositions that involve goals and motivations. As will be discussed soon, these attitudes may be impacted by the models of bilingual or ESL education students receive—specifically, how soon and to what extent ELLs are placed in strictly monolingual classes.
Bussert-Webb and Zhang go on to evaluate the attitudes of emergent bilingual Latinos concerning attitudes toward reading English, as well as their reading attitudes as compared to non-ELLs or those who are taking standard reading classes as opposed to ESL reading classes. Counter to an assumption of low-income emergent bilingual Latino students exhibiting poor attitudes toward reading, Bussert-Webb and Zhang (2018), through a survey of 1,503 Texas high school students, state that the “Latino/White blended group” showed a better reading attitude than white students, with those in advanced classes showing the highest attitude, and those in ESL reading classes showing a higher reading attitude than those in normal reading classes. One of the reoccurring characteristics of those students with a higher reading attitude was that of having a family life where Spanish or both Spanish and English were used.
Now, in attempting to partly explain this higher reading attitude, we can further turn to ELLs who exhibit enthusiasm for learning English. In a survey of 63 fifth-grade emergent bilingual Latinos in Texas, students overwhelmingly expressed a preference for English over their L1, with reasons for this preference mostly having to do with academic and social reasons (Babino & Stewart 2017). Yet, the reasons for the preference for English are not entirely internal to the students, as Babino and Stewart (2017) note that, even under dual language programs, there is pressure to conform to the majority language, and loss of the L1 can commonly occur.
This result of bilingual education raises concern for Babino and Stewart in that such subtractive language education and shift to the majority language may threaten the social and community aspects of these ELLs. The point can be made more explicit when seeing that “language, as constructed, is not only a simple identity marker, but is capable of generating imagined communities and of constructing particular loyalties” and, as such, goes beyond “semiotic and symbolic function” (Garcia 2008). Through some bilingual educational practices, especially those that erode the use and perceived value of an ELL’s L1, bilingual education can pose a problem for the communities and identities of emergent bilingual speakers.
Further negative impacts on the educational attitudes of ELLs can be found in certain (and popular) models of bilingual education. For example, another group of middle school emergent bilingual Latinos was studied, and it was found that, while they had positive experiences with English language learning leading up to and including the fifth grade, they soon found themselves incredibly stressed and demoralized by their classes in the sixth grade due to the removal and overall dearth of bilingual support (Cuero et al. 2008). This transition to predominant monolingual instruction around the time of the sixth grade is characteristic of late exit transitional bilingual models (Salgado 2021).
The burden placed on these particular ELLs can be seen with, “an exceptionally accomplished student, and one of the most proficient speakers of English, [who] expressed concern about tests and grades every time we saw her. Formerly an outgoing, lighthearted girl, she wore a perpetually anxious expression” (Cuero et al. 2008). The student, along with other high-achieving ELLs, go on to explain the difficulties in adjusting to the new classroom environment, as they feel overwhelmed by the intense workload, lack of bilingual teachers, limited Spanish use in assignments, and, overall, still feeling a need to have some level of bilingual support.
Many of these students were first generation Americans, and were sometimes in a lower socioeconomic class than their non-ELL peers. Some more privileged students, such as those who are native speakers of the majority language, have different experiences with bilingual education. In one example, Glendon College in Toronto, Canada pushed for bilingual education under the direction of York University in the 1960s to the early 1970s with success and enthusiasm from both students and the general public (Trepanier & Englebert 2014). The aim of the program was to promote bilingualism in English and French in order to train a new generation of public workers and to help maintain “national unity.”
The bilingual program of Glendon College represents the immersion model of bilingual education—maybe unsurprising as the immersion model can also be called the “Canadian Model”—in that students were of a higher socioeconomic class and were mostly majority language speakers learning a second language (Salgado 2021). However, the approach of Glendon College deviated from the immersion model in that, from 1966 to 1971, bilingualism was a mandatory aspect of the school, not voluntary as is normally the case for immersion models.
I think the most important difference between the bilingual education experience of Glendon College students and the young emergent bilingual Latinos discussed earlier is that the bilingual education of the former was a source of empowerment and seen with enthusiasm. The latter, even when students experienced enthusiasm for the second language, was characterized by a diminishing of the mother tongue of the emergent bilingual Latinos by weakening its utility, forcing students to assimilate to English only curriculums, and generally removing support that would encourage bilingualism in these students.
The differences between the two gives us a look at the issue of a functional interrelationship between two languages in bilingual education. The problem being that, “[o]ne of the most important challenges for bilingual education today is to ensure that languages do not compete with each other, but that they be developed and used in functional interrelationship” (Garcia 2008). Glendon College’s approach allowed the two languages to complement each other rather than compete, and in doing so, helped students in their goal of national unity and bilingualism. The experience of many emergent bilingual Latinos, however, seemed to be that of a competition between the two languages, with the majority language receiving the most favorable treatment.
The two, then, both experienced bilingual education, but the practices and outcomes were seemingly far different. The students of Glendon College were given a bilingual environment where their second language was additive in that it was “[built] upon the strength and power that the other language already enjoys in society” (Garcia 2008), whereas many emergent bilingual Latinos are under the pressure of a “language shift” (Garcia 2008) to conform to the majority language. The cases above show that the quality of bilingual education students receive goes beyond the attitudes students bring with them to the class, but is, in addition, heavily involved with political considerations.
Parent attitudes
	As was the case with students, parents can also occupy each extreme end when it comes to attitudes toward bilingual education. However, the parents’ attitudes tended to differ from the students’ in that the parents were cognizant of aspects and concerns of bilingual education that generally did not cross the minds of students. Examples include, and will be discussed, the preservation of one’s heritage through use of the mother tongue, as well as skepticism toward the efficiency of bilingual classes as opposed to English only classes. I will begin with looking at the latter.
	The level of skepticism expressed by Latino immigrant parents toward bilingual education can be surprising to hear, given that support for English only policies and initiatives such as Proposition 227 have been characterized as voters acting on Hispanophobia (Garcia 2008). That is, the Hispanophobia motivations being a central topic in the “English only” movements of the day makes the role of Latino immigrant parents serving as a catalyst for Proposition 227 a politically perplexing issue. As Marto Baltodano (2004) recounts,
The parents argued that their children were not being taught English and, therefore, were being denied an opportunity to the “American Dream” . . . Ron Unz, a wealthy millionaire businessman, used the event to initiate his “English for the Children” (1998) campaign, a movement established with the sole intent of dismantling the bilingual program in California schools. . . . The highly publicized endorsement of Latino immigrant parents, such as those at Ninth Street Elementary, was fundamental to galvanizing California’s nativist dissent against bilingual education.
By wanting their children to become proficient in English, the intentions of the Latino parents who opposed bilingual classes were the same as those Latino parents who wished to have their children continue in bilingual classrooms—the issue then for them, at least, is not one of Hispanophobia, but instead wanting success for their children in America. Contrary to negative stereotypes and school administrative views of low involvement of Latino parents with school activities (De Gaetano 2007), Latino parents show strong parental support in educational values and desire for their children to academically succeed. Granted, there may be “a cultural mismatch between schools and Latino parents” (Hernandez et al. 2016) with many Latino parents seeing themselves as responsible for the moral development of their children and the school as responsible for academic development, whereas many American schools place a heavier emphasis on the parents for academic development of the student.
Further, parents of both groups would later express frustration by the lack of improvement in the wake of Proposition 227 and other “English only” initiatives at the time. Specifically, educational programs shifted to a submersion bilingual model, in which students are placed in “sink-or-swim” environments where there may not be a bilingual or ESL certified teacher and students must learn English as a second language through English instruction alone (Salgado 2021). Of course, students, parents, and the general public had their doubts about the effectiveness of this model, and weak to ambiguous gains in test scores would vindicate this doubt (Krashen 2004). Additionally, support of submersion models would often be diminished when Latino parents were given adequate information concerning bilingual options and their benefits (Baltodano 2004).
	Returning to a previous motivation of parents, the wavering support for “English only” classes by Latino parents also stemmed from identifying the importance of their children retaining their cultural heritage and identity through proficiency of their mother tongue (Baltodano 2004, Farruggio 2010). In citing Joshua Fishman, Garcia (2008) helps elucidate some of the concerns of Latino parents by drawing attention to the lack of possibility for language maintenance when students begin to lose their mother tongue. Garcia (2008) quotes Fishman as making the point as follows, “Without intergenerational mother tongue transmission . . . no language maintenance is possible. That which is not transmitted cannot be maintained.” This observation in tandem with the connection between language and identity can help explain the uneasiness of parents who wish for their children to develop bilingualism, as opposed to merely shifting to the majority language alone.
	Latino parents see a vested interest in preserving and maintaining Spanish for their children in that a familial and cultural connection to, say, Mexico is valued, and, additionally, that a diminishing of the L1 of the family will undermine the authority of the parents (Farrugio 2010). The latter is especially concerning for some Latino parents given that, as it was noted before, they believe much of a child’s moral education relies on the parents themselves. If parental authority were to be undermined, then parents may worry that “traditional moral values, such as respect for elders and family unity" (Farrugio 2010) will become lost in the cultural shuffle as their children begin to assimilate (maybe even through the efforts of “English only” initiatives) to the majority’s cultural values. The point returns us to the challenge of identity posed by certain bilingual models. As one’s ethnic identity is defined as “the behaviors, beliefs, values, and norms that define a person as a member of a particular ethnic group” (Shin 2018), the erosion of the values of Latino parents raises serious problems for the identity of their children.
Interestingly enough, Latino teachers showed similar attitudes as teachers, but, because of their position. For example, teachers shared how they exhibited a wish, like their parents, for their students to attend school past high school, but, with their position as educators, they inspired or influenced students to attend university (Bonner et al. 2011). However, some teachers, especially international teachers, were shown to have conflicting attitudes toward the education of their emergent bilingual students. In some studies they viewed students as a “deficits” instead of “relating to them culturally,” while other studies suggested the same teachers viewed students as being exceptionally prospective bilingual students (Fee 2011). Similar attitudes to parents includes Latino educators being invested in the bilingual development of their students (Weisman et al. 2007), which mirrors the concerns of those Latino parents who, through their dissatisfaction with English education for their students, were cited by Proposition 227 proponents. Ultimately, both parents and teachers walk a line between “maintaining original cultural values, beliefs, attitudes and behaviors” and the assimilation that can occur for students by the pressure for students to mainly use English (Zhang et al. 2018).
Discussion
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Conclusion
Regardless of the group, various and conflicting attitudes toward bilingual education are expressed. For the first, we had emergent bilingual Latino students from elementary to middle school who expressed enthusiasm for English in that it seemed to students to be the language that offered good social and academic prospects. This attitude itself, however, would be seen by both parents and researchers as perhaps not entirely a positive, in that students may be coerced by English only measures and such measures threaten the identity and values of these students. Additionally, such pressure to conform to English only instruction was seen to cause distress for students.
The attitudes of parents were aimed at questions of 1) the efficiency and effectiveness of bilingual education or English only instruction and 2) how the values and heritage of their children will be impacted by bilingual education or English only instruction. Specifically, immigrant Latino parents express a desire to have their children academically succeed, but show a concern over the level of education their children are receiving, in addition to having differing ideas as to what education parents vs teachers provide to students (with parents providing much moral instruction, and much academic instruction being a responsibility of teachers).
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