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The paper reports on the Hispanic teachers' perspes concerning
migrant children's funds of knowledge and the udais knowledge
in school to facilitate children's school experies@and enhance their
academic performance. The study employed semitgtagtopen-
ended questions in interviews, focus group disoussand participant
observations to document Hispanic teachers’ persgeson migrant
children’s cultural capital. The study was conddate an agricultural
migrant community in the United States. The finglireyealed the
nature and the depth of cultural capital that migtahildren bring
into school as perceived by teachers who shareltiidren’'s cultural
backgrounds. In addition, the findings shed lightppactices which
utilize these funds of knowledge to strengtherddmnl's academic
accomplishments. The paper also suggests recom tiamslor
educators and administrators in the USA and wortterdon how to
utilize migrant students' background knowledge exygkrience to
increase the children's academic success, and atiéiynreduce the
achievement gap.
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Anthropologists were the first to recognize thatuswholds in various
cultures hold bodies of knowledge, “funds of knadge”, (Moll, et. al.,

Gonzélez, 2001) that support survival and can feel ts inform classroom
instruction (Velez-lbanez & Greenberg, 1992). Whdncators tap into such
background knowledge, they are likely to recogniith and abundant
sources of information known to children, alonghagkills and values held
by children (Moall, et. al, 2001). Students are dismtaged when their prior
knowledge, first language, and cultural backgrouads viewed from a
deficit model as opposed to being perceived agiminadded value to the
classroom from their “funds of knowledge” (Gonzale2005). When

teachers are able to provide culturally responpegagogy, they are likely
to foster students’ achievement. When teachersirargaynch with the

children’s home and community culture, practicegmgimg from the culture
are likely to support learning (Gilliard, Moore, l&mmieux, 2007). In their
study, one teacher with migrant background comnaeatehow her culture
has influenced her teaching: “...because | was aantgchild and | know
how it feels as a child to go from one place tothee--I think that has
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influenced me to be able to talk to the childremim migrant program and
to be able to comfort them. | am able to get dowrtteir level and really
understand what they are feeling or are afraid (@flliard, Moore, &
Lemmieux, 2007, para. 41).

The life of two to three million migrant farm wonlein the United States
is hard and uncertain (McLaughlin, Rodriguez, & Mad, 2008). The
workers must be ready every day if the crops aady¢o be harvested. If the
rains come, the workers are not harvesting, ang #re not producing
income for their families. As reported “tomato pck in Florida are paid
around 40 cents per bucket. Pickers need to fill2f buckets weighing 32
pounds each, or two tons, to earn $50 daily” (Co2@®7:7). Injuries are
frequent, health care is negligible, and the lifpextancy of a migrant farm
worker is reported to be 49 years of age. Regardihgr life conditions of
migrant workers, Estabrook (2011) updates the sgesness of human
trafficking by detailing violence and human slavenylicted on migrant
farm workers. Meanwhile, the migrant families aévieg to carry on with
their lives, raising the children, attending churahd social events, and
keeping the traditions alive.

The purpose of this paper is to shed light on tessgectives of four
Hispanic teachers on migrant children’s culturabwiledge and how that
could be used to enhance school experiences amteraga performance.
The uniqueness of the study is to focus on teaciwhs were raised in
migrant farm worker families in the United Statesd to examine their
views on the shared cultural capital and on theswafy how they build
academic support on the students’ existing backgtdmowledge.

Methodology

This study was conducted in the paradigm of nagatquiry. It employed
participant observations, semi-structured interingw and focus group
discussions to document Hispanic teachers’ petigpsctoncerning migrant
children’s funds of knowledge and the use of thiewdedge in school to
facilitate children’s school experiences. Unlikayimantitative research studies,
in qualitative research, the goal is to gain adepth understanding about the
examined topic, e.g. Hispanic teachers' perspeciore children's funds of
knowledge (Gay & Airasian, 2000; Lodico, Spauldi&agvoegtle, 2006). In
narrative inquiry, the depth of the interviews atmg& data from diverse
sources, e.g. focus group discussions and obsamgagnsure that the findings,
which are not expected to be generalizable toettiing)s, offer lessons useful
for others (Lodico, Spaulding & Voegtle, 2006). Thensferability is
guaranteed with the richness of the descriptiothe study as well as the
amount of details provided regarding the contextlirich the study occurred.
In addition, dependability, a criterion for qudiit@ research, is ensured with
the detailed explanation of how the data are daltbtand analyzed (Lodico,
Spaulding & Voegtle, 2006). Further, the validity @nhanced by several
strategies, such as extending the interviews witlug group discussions, and
triangulating the data by using field observatiates and related documents
such as lesson plans (Gay & Airasian, 2000).

We hypothesized that Hispanic teachers who sharehidren’s cultural
background have significant insights into the ratof cultural capital that
migrant children gain in a migrant community. Irdagn, we hypothesized
teachers would utilize the migrant children’s crdiuspecific knowledge in
lesson delivery, communication ansd assessmengsefiine, the following
research questions were posed:
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1. What are the Hispanic teachers’ perspectiveshddren’s “funds
of knowledge” that they gain in the socioculturahtext of a migrant
community in which they grew up?

2. To what extent and how is the children’s cultaegpital utilized in
the school to facilitate children’s school expedes and to enhance
their academic performance?

Setting and Participants

A small agricultural town of nearly 30,000 residerthat may swell to
40,000 during the height of the growing seasons setected as the site for
this study. Approximately a third of the town’s sch population comes
from migrant families. The population is unigue lwia combination of
Mexican, Guatemalan, and Haitian cultural tradgiamd heritages, speaking
languages other than English. Comparing two repbivis years apart
(Pemberton, Dow, & Foege, 2010), slight improveraéntsocial conditions
and poverty indices reflect the following figures:

* Children living in poverty: from 15% to 14.1%

» Grades 6-12 alcohol use: from 36% to 31.5%

* Grades 6-12 marijuana use: from 13% to 11.1%

On the other hand, the reports indicate that ahiidlacking health
insurance increased from 17% to 34.3% over the fyear period.
Academically, the students struggle to reach aebtdptperformance levels
on state assessments. For example, 29% of thimegra44% of eighth
graders and 60% of tenth graders scored below gieakd in reading
(Pemberton, Dow, & Foege, 2010).

Four participants were selected based on the fitpweriteria: 1) growing
up in a migrant community, 2) having been elemgntéassroom teachers in
the given migrant community for at least 5 yearg] 8) being identified as
bilingual Hispanic. A relatively small sample ististactory in qualitative
studies examining the participants’ perspectivestlan given topic, since
including additional people to the sample is liketyhave no effect on the
existence of the viewpoints, and not to alter theeulying structure of a given
viewpoint (Ernest, 1999; Sexton, et al.,, 1998). Toer participants are
bilingual Hispanic teachers with roots in Mexiconifa (58), Carmen (41),
Roberto (49), and Marta (28) are certified and h#een teaching in
elementary grades - 1st, 3rd, 4th, and 5th resmdgti for a range of 6 to 25
years. As children, they experienced the migramhfavorker lifestyle and
have a life history with this migrant community. éiih elementary school
serves 600 students - 75% Hispanic, 22% Black dwotuAfrican-American
and Haitian and around 1% White and American Indiasf whom 41%
qualify as migrants, 96% are economically needy 7om non-English
speakers. The students in the four teachers’ olas® are 6 to 11 years old
speaking Spanish and Haitian Creole at home andbxéprately one third
migrate with families to other states during specéasons.

Data Collection and Analysis

Before the data collection started, the researchbemsed the participants’
signature on the IRB Consent form. First, the neteas simultaneously
completed classroom observations, and took indegpentbtes with a semi-
structured observation chart focusing on physicairenment, language use,
and pedagogical and curriculum decisions. Each roésen lasted three
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hours. Then, with each teacher they conducted wactsted interview
addressing areas related to the migrant commuypatyicipants’ backgrounds;
the values of migrant culture and children’s “furddsknowledge” as well as
family and school practices (Appendix 1). Eachriwitev lasted between 45
and 60 minutes. Afterwards, the researchers redethe interviews for
emerging themes, and for the focus group intervidxag developed questions
that were to further elicit examples for the dieetenowledge, skills and
attitudes that children gained in the migrant comityu Three and four weeks
later two focus group interviews were held. Eactsiem was approximately
45 minutes. All interviews and focus group discossitook place at their
school after the school day had ended.

For data analysis, all observation notes were edtén the structured
charts, and all audiotaped interviews were trabecri The process of
qualitative data analysis followed the “data analyspiral” through
completing the sequence of steps: (1) data manadggeif®} initial reading
and memoing; (3) coding, describing and interpretidata; (4) data
presentation and interpretation (Creswell, 19980330 According to
Creswell’'s model, data analysis first involved arigang and preparing the
data, which included transcribing the tape-recordddrviews. The data
were then coded keeping the research questionnd.niihis process led to
emerging themes related to Hispanic teachers’ peoes about migrant
children’s knowledge, skills and attitude. The fimgk and discussion are
organized based on the categories that emergeagthiaur data analysis.

Teachers’ Perception of Students’ Cultural Captal Its Use in
Classrooms

The observations and interviews with teachers gframit children indicated
two distinguishable groups of knowledge, skills attitudes perceived as
migrant children’s cultural capital. Specificallye theme of cognition and
language cultural capital included the ability tpeak two languages,
specific knowledge about math and economics, andurea and
environmental concepts; while the theme of affectand moral cultural
capital included respect for others, education @ardeverance toward goals,
and meeting responsibilities.

Cognitive and Language Cultural Capital

The ability to speak two languageall four teachers agreed that their
students’ ability to speak two languages is vale@ablost of their students
come from a home where Spanish, Haitian—Creoletwrdanguages were
the primary language for communication, thereforemf a young age
children learn the heritage language in the fandihe school, however, uses
English as the language of instruction which ultiha contributes to the
children’s fluency in both languages. The teaclséered stories about how
children translate when their monolingual paremsdto communicate with
the English-speaking community, e.g. school, bamky] offices. Marta
found that her fifth graders have a richer vocatyutamulatively in Spanish
and English as a result of their various exposui@sexample watching
news and telenovellas with parents in Spanish.hEumore, in order to
promote academic learning in English these teactmansd it essential to
incorporate the students’ background knowledgepan®&h. As Anita noted,
it is critical to give directions and explanatidios new concepts in Spanish
to children with emerging English proficiency. Itder grades, both Roberto



Practice and Theory in Systems of Education, Vol@number 1 2012

and Marta discussed scenarios of building uporchileren’s knowledge in

Spanish, e.g. naming and talking about food in Bparor using Spanish
words while learning about snakes. They felt thas tcode-switching

allowed children to access their prior knowledge anabled them to add
new information to the existing knowledge base. ewav, they expressed
their concern about some children’s attitude towthedr heritage language.
Marta sensed that often children felt embarrassaolutatheir Spanish-
speaking background. It only changed when theyizeglthat the teacher
was bilingual too. Similar embarrassment was oleskby Anita who had a
first grader who spoke only Spanish at home; howesree refused to
respond in Spanish to Anita’s Spanish questions.

Specific knowledge about math and economics concbgdchers found
that their students’ socioeconomic status and éxmial backgrounds
contributed to their increased knowledge about matid economics
concepts. Teachers recognized that students froxichbleand Haiti were
familiar with the metric system. As Carmen stat®dhen teaching about
measurement, | tell children, ‘I am sure in HaihdaMexico you see
kilometers...”, and | want them to make the link betw these academic
concepts and their experiences.” Roberto addedhtheduse most parents
are unfamiliar with the American system of measwuetnchildren often
help parents convert kilos to pounds and kilometgrsmiles, which
ultimately fosters the internalization of differenineasurements.
Furthermore, the participating teachers used dahildr background
knowledge as a reference point when teaching newepis. For example,
Carmen mentioned that when teaching economics pt&eeich as saving,
being a good consumer, or conservation, she oftfemred to the children’s
experience at home, as she stated “...they seehibraé because money is
very tight.” Marta reinforced that the migrant chén know the value of
money because they see how hard their parents 8ok remembered that
she always related everything to money as a migcaiit. Now when
children learn about an abstract math concept, estmurages them to
consider it through the example of money, and @&salt students can better
handle the division or other mathematical operatioNot only did the
teachers use the children’s experiences as a mefengoint but they also
acknowledged the parents’ expertise regardlesshef differences. For
example, Marta encouraged the parents to practiésiah with children;
notwithstanding they learned division in Mexicaailifferent way. Thus she
validated the parents’ cultural capital.

Knowledge about nature and environmenMigrant children’s
experiences during travels from state to state/oarkeir occasional helping
out in the fields and markets introduce them tocepts and knowledge that
are related to nature and the environment. Teaahscsissed that children
were aware of the different weather patterns, plantd trees that they
observed while traveling from Florida to the nor#md back. Marta
mentioned that in social studies class some cildegalled their visits to
historical/national landmarks during their traveigrther, she felt that in
science, it was natural to build on children’s eigreces gained during
travelling, e.g. children had observed “smoke ia fleld”, and in school
they used this observation for scientific reasonatgput the water cycle.
Both Carmen and Anita agreed children develop i@ swiderstanding about
growing and handling fruits and vegetables durihg time they sell
vegetables and fruits at market. This knowledgeaisiable in science and
social studies classes. Further, Marta offered hmmoexample. When
discussing human bodies, they addressed the effqusticides and DNA
mutations, and the students referred to a chilth@r community who was
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born without legs and arms. Roberto and Marta esipbd that it was
important to help students link their experiencesd gprior knowledge gained
in the migrant community with the new academic emts.

Affective and Moral Cultural Capital

Respect for othersPerhaps the strongest value mentioned by the four
teachers was that of respect. They returned tcstibfect many times as the
core of what migrant parents transfer to theirdreih and pass on as cultural
capital. Roberto spoke of how parents initiallycteaespect for others and
how they, as Hispanic teachers, are expected toneuthe value of respect
among the students. Respect includes following srudsd speaking
respectfully in English and Spanish. In his classrp when children are
disrespectful, they discuss the event, apologizd,umnderstand the need for
politeness. Anita also shared episodes to emphtstzehildren were being
taught to respect the pickers in the fields evethag set their own goals
beyond the farms. She said, “They should nevettlegethem, because they
are valued for what they do.” In addition to theajrrespect that Hispanic
families afford elders in their homes, Marta notiegt respecting teachers is
an important value children bring into class. Famsilteach their children
that teachers are always right. Carmen agreeds"diiliure expects that you
do what you are told to do and don’t question it.”

Education and perseverance toward goalOne strong notion from
Marta revealed that parents teach children theevalueducation. “If you
want to have a better life, education is the riglaty.” Students see the
effects of not having education and are reminded While they are in an
air-conditioned school room, their parents are swegan the fields. Carmen
iterates that children see parents coming homefrane packing houses take
on the responsibility to do homework on their owrd anot wait for parents
to make them do it. The children are aware thaemarare tired from
working hard and they also realize that there islérnative to work in the
fields if they get an education. They understarel whlue of hard work,
planning, and perseverance. Roberto mentionedighevialue students place
on the honor roll and how they will work to make tiist. To emphasize the
children’s planning skills, Carmen commented on hbw students see the
parents plan for what they want to buy; they knawhmuch money they
have and how much they need, so they will worksene for what they want.

Meeting responsibilities Much of the acceptance of duty and
responsibility comes from the family need for chdde. Many children have
siblings in their care afterschool and they actleigtresponsibility seriously.
Carmen and Marta each commented on how some ahilchenot attend
afterschool programs due to responsibilities fortchilmg siblings and
assisting with their homework. Marta noted thatiféh fgrader asked if
reading to her sister at night would satisfy hemboreading requirement.
Marta said, “Yes.” However, there is a large aftbool program and many
children are able to attend. Marta spoke of hovudohin in afterschool sport
activities learn to be more organized and resptmdiir homework and
soccer practice. “In sports, they learn self-cdrara they transfer the same
concept to school and to academic life.” Respoligibivith the family
chores is also an instilled value. Carmen notedadier students told of her
afterschool work: “I helped my mom because she tivad when she came
home. | washed dishes.” The students are awareheir trole and
responsibility within the family activities.
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Teachers as Channels between the Community anaIiScho
Discussions and Practical Applications

Some may generalize that teachers are natural elsaoconnecting the child
and family to school and academics. However, CaramehAnita both noted
that teachers need to make conscious steps to thel@nnection between
students’ experiences and academic concepts. Uaddnsg the fog in the
watermelon fields as it relates to condensatiothewater cycle was again
presented as a concrete example of the need fidgetbetween family and
school. The children who have been in the fielddyda the morning call
the fog “smoke”; the teacher can clarify the went&eent in terms of an
academic concept and connect it to the scientifidesstanding. When
students learn about trade and commerce in thedeuigorld, the teacher
can connect the activities in the local producekeiaand the fields that
produced the goods and add value to students’ ishivork. Marta feels
that she is laying a foundation and that the stigdetil eventually recognize
the value of their experiences. Even so, Martaekel that the cultural
capital of migrant families is not highly valuedgpite the concentrations of
migrant students in the schools. She notes thatfuhds of knowledge
espoused and practiced in her family were not vhiveen she was a child,
so she is deliberate and frequently asks childiéayw does your mother do
certain things?” She makes every effort to highlidjie areas where parents
have expertise so students can take pride in plaeemts’ skills.

Some cognitive-related cultural capital acknowletlbg these teachers is
an understanding of math from a connection to mo@hjldren who are
sometimes at market with parents see the exchahgmoaey and the
importance of related math skills. Although Luc€2610) mentioned using
migrant parents as experts in math games, litteddas been given to the
advantages of migrant children in math gained ipeeiences at the market.
Practically speaking, if teachers recognize arefsstoength, such as
children’s early involvement with the exchange obmay and goods,
students can build on and further their skillshattarea. Similarly, their map
and geography skills, described by the upper gtedehers, have received
little recognition in the literature on migrant hien’s funds of knowledge,
but can be used by teachers to increase confidemtestrengthen interest
and motivation in the field of study. Green (20@8cussed the mobility of
a migrant child’s life and the varied travels, libe uncertainty of crop
success, weather conditions, and available woratid the length of stay in
any area. The hardships were more evident tharetiity of any science or
social studies growth according to Green. Converdee teachers in this
study appeared aware and appreciative of childdemsviedge of weather
factors, seasonal changes, and agricultural precuebss the states.

From a socio-cultural perspective, it is eviderdttteachers, who share
the students’ culture and navigate their acadensiddycan be more than a
mentor or role model. When they have lived in bettrlds, teachers can
steer their students toward acquisition of valuelducal capital. The close-
knit family ties and social networking that unitésplanic subcultures and
define the migrant lifestyle (Salinas, 2007) aret pé teachers’ perceptions
of their culture, but there is not a clear awarshesbalization of how
“funds of knowledge” pass from one generation tother to sustain and
support school performance. For example, the mpmaating teachers’
classrooms are typical as other classrooms in ¢head and except for a
poster regarding Hispanic week and some books diitarse characters;
there was little reference to the teachers’ andldam’s migrant
backgrounds. On the other hand, the language ese\cidentified each of



Szecs, T. & SPILLMAN, C.: Migrant Students’ “Funds of Knowledge”..., p1Q.

these teachers as bilingual and underlined théuralaresponse to scaffold
language. It is not clear how strongly the teaclieedt about the cultural
capital of bilingualism. Although they use theiritege language to scaffold
students’ needs, there was only mild enthusiasnutabhow the heritage
language would promote the second language adquisihd cognition. The
lack of advocacy for bilingual instruction, howeyés not surprising when
English is the sole language of instruction. Thiese teachers clearly view
children’s needs as the impetus for switching totlaer language. Overall,
pedagogical and curricular decisions were alsocatdie of culturally
responsive teachers, but without evidence of spedcittivities tied to
Hispanic or migrant cultures. These teachers cowdkle a greater impact on
migrant children who come through their classethdy were also given
confidence to believe in the strength of the funfisknowledge that the
migrant community generates. It is easy for tealoérall cultures to get
caught up in test scores and strategies for aament gains and forget
about the importance of differentiation among indiiial students. It is also
likely that when teachers are part of a schooluceltthat is distinctively
different from their own culture, they are less r@oto advocate taking
advantage of the incoming funds of knowledge.

The interviews focused on the overlap between thalests’ and
teachers’ childhood experiences and how such krdgelesupports the
students’ academic performance. Lucero (2010) tegarn an unusual case
of a paraeducator who, in spite of marginalizateord devalued cultural
capital in the school setting, deliberately supgarthe connection between
the Hispanic students and the school culture. ikkamgle, she explained
context with unfamiliar words, bridged Spanish togksh, and supported
literacy strategies presented by the teacher. Tlweseeachers reflected on
the same purposeful connections, particularly waibgnates, such as
“chocolate” or with explanation of terms in readitexts, such as “mesa
verde”. When the teachers recognized a need fdtiamial explanation, for
vocabulary to be presented in Spanish, or a toadguch as Mexican Flag
Day to be offered, the practice became an autherdioponent of the
curriculum, representative of culturally responsipedagogy (Brooks &
Karathanos, 2009). Even though they grew up in amgrfamilies, these
teachers were not marginalized in the same wayas/rof the children’s
families. Additionally, although these teachers dmeglife as migrant
children, they have successfully moved into différgtrata of society. They
have a different sense of cultural capital now,edasn their lives as
teachers, and the role of teacher is much stroimgéreir own perception
now than the role as a member of a migrant family.

Connecting the home, community culture, and languaghe school was
a vital discussion among the teachers. Some hdwied in the community
for up to 40 years, they spoke with confidence altlo&i migrant culture and
the links between home and school. They were esihesympathetic to the
hard work and long hours of the parents and spekelygof the parents’
desires for their children as well as the completst the parents have in the
school system. One aspect of the respect that fgahawe for the schools
relates to their expectations to children to dotew@r the teacher tells them
to do. Green (2003) calls attention to possiblegucal conflicts between
some school philosophies and migrant stances. ¥amgle, Green noted
that when migrant students were taught to peagefuitl verbally negotiate
differences, they were likely to feel conflict witheir family’s mandate to
preserve their honor, to defend each other, anfigld when necessary.
These conflicts were not mentioned by the teadhnetfss study.



Practice and Theory in Systems of Education, Vol@number 1 2012

These four teachers were complimentary to parehtaigrant children
who want a better life for their children througbueation. They spoke
extensively of the hard work and perseverance efrtiigrant families as
they set goals and worked toward them. Green (2@@@&Jn was either
pessimistic or realistic as indicated that the angrlifestyle and the
prevailing poverty impeded educational opporturitidccording to these
teachers, family needs are at the center of cimlgirbves and they meet
responsibilities and chores with a strong worketfihese teachers might be
more optimistic because of their own life story ehiproves that migrant
children can become teachers or professionals.

This study suggests that there are specific cooeépnd learning
advantages from the household funds of knowledgengmthe transient
migrant farm families. If the migrant families’ fda of knowledge can be
recognized within the school culture and built upoot only by the teachers
who have migrant background, but with all teachen® interact with the
migrant students, the value of the cultural capitdl increase, migrant
teachers’ and students’ self worth and efficacy raésp rise. Additional
research to identify sources of strengths in migrstadents’ academic
performance would serve the migrant communitied with additional and
valuable cultural capital gains.
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Appendix
Individual Interview questions

About the Migrant community & Participant's Backgral:

1. Describe the community of Immokalee today. Howt different or similar to
the community in which you were growing up?

2. Describe your family and everyday routines of yfamily when you were a
child. How was it different from the everyday ragithat your children in your
class experience in general?

3. What values were considered important in your feesil Describe them.

4. What knowledge, skills and attitudes did you leiarthe family?

5. To what extent do you feel that those values (kedgt, skills and attitudes
learned in your family) were respected and utilideding your schooling?
Discuss them with examples.

About Current Family Practices & Children’s FundKnowledge:

1. What academic concepts, skills, and values/attitwade children learning
through the community culture of Immokalee:

o from adults in theieveryday practices in work-related activitigsg., being
around adults in the kitchen, laboring in the f&lgelling fruits and
vegetables in the market, travelling extensivelthvamily, completing
chores in the household, running errands, trangjdtie language)?

o from conversations and communicatiof@sal, written, singing, visual media
and technology, etc.) among peers, and/or withtaduthe family?

o in typical indoor and outdoor play activities wjtker/siblings/adults within
the community?

o in religious and cultural activities such as prayerals, family gatherings,
weddings, celebration of festivals?

0 in activities offered by social services, and/og@pl institutions, such as
library or afterschool programs in Immokalee?

2. How do the concepts, skills and values/attitudased in such activities
facilitate children’s intellectual and social-enwotal growth? Provide examples.

About School Practices

1. How are culture-specific prior knowledge, skillgaattitudes that migrant
children bring into the classroom being utilizedentyou introduce and teach
them new concepts, or when children are engagptbiniem solving?

2. To what degree do you individualize instruction tleese children? What is the
effect of individualized instruction on their acade performance in different
content areas?

3. To what extent, how and why do you utilize the @¢fgh’s home language or
culture during the school day? Provide examples.

4. How does your personal migrant family backgrounigp lyeu better understand
children's background/values/strengths & needemparison with teachers
from non-migrant backgrounds? Provide examples.
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