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Language learner-teachers: evolving insights

Theresa ausTin

Abstract

This study reports on the developing emotions and perspectives of 68 in- service 
teachers regarding their experiences in university-based Spanish classes as 
part of the ACCELA project (Access to Critical Content and English Language 
Acquisition) at UMass-Amherst. The program gave teacher-participants the 
opportunity to experience and reflect on the emotional intensity of their own 
initial language learning, and to personally connect with the challenges that 
the second language learners experience in their classes where restrictive lan-
guage policies operate. The researcher argues that their display of growing 
insights about second language acquisition and their emotional development 
through interactions with community resources in both English and Spanish 
reveal their ideological positions in regard to L2 and its learning. This study 
enhances our comprehension of how language learning experiences can en-
rich teachers’ appreciation of their students’ challenges and perspectives. This 
article contributes to understanding the role of emotions in language learning, 
of ideology in the mutual development of second language teachers and 
 learners, and of the interrelationship of learning in schools and communities.

Keywords: non-native L2 teachers; learner-teachers; in-service language 
teachers; emotion and language learning.

1.	 Introduction

A	lot	of	the	non-native	speakers	liked	the	gestures	and	body	language	that	the	profes-
sors	did	during	the	lesson	.	.	.	I	saw	that	they	enjoyed	the	hands-on	part	of	the	lesson,	
those	that	were	a	part	of	it	had	gotten	used	to	their	planet’s	name	and	are	more	comfort-
able	saying	it,	but	again	they	would	like	to	have	seen	or	even	have	the	chance	to	write	
what	they	had	to	say	in	Spanish.	(Ana’s	notes	during	a	science	lesson	in	Spanish)
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When	highly	literate	adults	start	to	learn	another	language,	feelings	of	discom-
fort	often	arise	as	they	experience	a	lack	of	oral	comprehension,	particularly	if	
the	consequences	matter.	The	observations	above	were	made	by	Ana,	a	bilin-
gual	teacher,	as	she	documented	her	fellow	teachers’	participation	in	a	science	
immersion	lesson	on	planets	in	Spanish.	For	over	a	year,	each	of	four	cohorts	
of	urban	elementary	and	middle	 school	 teachers	enrolled	 in	a	 series	of	6 –9	
credit	Spanish	courses.	They	were	satisfying	one	requirement	in	their	33-credit	
professional	development	graduate	program	for	English	as	a	second	language	
licensure.	The	program	included	courses	on	teacher	inquiry,	second	language	
theories,	multimodal	literacies,	and	critical	multicultural	children’s	literature,	
among	others	(Willett	et	al.	2007).	It	is	in	this	context	that	I	report	on	data	ana-
lyzed	from	a	larger	five-year	ethnographic	study	that	began	in	2002	to	docu-
ment	my	experiences	working	with	 in-service	 teachers.	All	participants	also	
acted	as	researchers	in	the	program.
I	was	teacher-researcher	and	co-instructor	with	a	graduate	teaching	a	ssociate,	

Yvonne	Fariño,	who	joined	in	the	research.	My	initial	guiding	questions	were:	
How	do	teachers	draw	on	experiential	knowledge	for	insights	into	practices	for	
their	own	classrooms?	How	well	do	they	tap	into	the	social	networks	in	their	
school	communities	to	become	users	of	Spanish?	As	the	courses	progressed,	
we	collected	data	across	four	cohorts.	Emerging	patterns	of	emotions	and	ide-
ologies	about	second	language	and	language	learning	shifted	my	initial	focus.	
For	this	report,	I	analyze	the	teacher	participants’	changing	emotional	orienta-
tions	to	 their	 learning	as	evidenced	in	their	entries	and	the	types	of	projects	
they	used	to	learn	Spanish	through	interactions,	tasks,	and	activities.	I	argue	
that	their	display	of	growing	insights	about	second	language	development	and	
their	emotional	development	through	interactions	with	community	resources	
in	both	English	and	Spanish	reveal	their	ideological	positions.	This	paper	con-
tributes	to	understanding	how	emotions	in	language	learning	shape	ideology,	
influence	the	mutual	development	of	second	language	teachers	and	learners,	
and	affect	the	interrelationship	of	learning	in	schools	and	communities.

2.	 Background

2.1.	 Emotions shaping teacher knowledge, ideologies, and community 
relations

Studies	about	the	influence	of	emotions	on	adult	second	language	(L2)	learning	
in	formal	settings	often	relate	to	two	major	emotional	contexts:	voluntary	and	
non-voluntary	educational	programs.	In	the	United	States	when	language	learn-
ing	is	a	requirement	for	graduation	or	professional	advancement,	often	the	en-
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rollment	process	filters	out	those	who	cannot	imagine	meeting	the	requirement	
and	retains	those	who	believe	in	their	ability	to	succeed.	Thus,	self-selection	is	
itself	an	indirect	measure	of	language	learners’	positive	self-image.	While	all	
learners	may	not	achieve	the	same	level	of	language	use,	they	can	be	said	to	
view	language	learning	goals	as	initially	attainable.
The	literature	on	emotions	in	language	learning	reflects	that	developing	a	L2	

is	 fundamentally	social	and	emotional	as	well	as	cognitive	 (Pavlenko	2002;	
Harris	et	al.	2006).	To	be	successful,	classroom	instruction	must	address	the	
learner’s	entire	development,	including	physical,	socio-emotional,	cognitive,	
and	 ethical	 aspects.	 Language	 study	 that	 divorces	 language	 from	 learners’	
emotional	development	may	leave	the	learner	unable	to	express	even	the	sim-
plest	emotions	in	an	L2,	while	failing	to	develop	the	L1.	This	loss	may	isolate	
learners	from	family	and	community	members	who	could	otherwise	be	helpful	
to	them	(Wong	Fillmore	1991).	For	classroom	educators	of	L2	learners,	lan-
guage	instruction	—	devoid	of	emotion	—	could	shape	how	learners	envision	
possibilities	of	success	or	failure	in	school	(Manning	et	al.	1995).
However,	many	teachers	who	haven’t	learned	another	language	cannot	eas-

ily	build	first-hand	knowledge	of	developing	lessons	for	instructing	both	lan-
guage	and	content.	Even	those	who	are	bilingual	may	feel	challenged	to	use	
insights	from	their	own	L2	learning	experiences,	as	their	learning	context	may	
have	been	more	supportive	of	bilingual	development.	The	fact	that	language	
development	inevitably	occurs	in	a	particular	political	and	historical	context	
also	affects	the	learners’	emotions.	In	Massachusetts	as	a	result	of	a	state	ballot,	
Question	21,	teachers	were	restricted	to	using	a	non-English	language	“solely	
for	clarification	purposes”.	As	a	result,	many	teachers	who	were	bilingual	felt	
inhibited	in	using	their	and	their	students’	linguistic	resources.	Other	English	
teachers	who	were	monolingual	were	also	frustrated	at	not	being	prepared	to	
teach	 their	 subject	 matter	 to	 emergent	 bilingual	 learners	 in	 English.	 Con-
sequently,	teachers	and	learners	felt	vulnerable	as	they	were	held	accountable	
for	academic	goals	set	primarily	by	high-stakes	testing.	However,	recognizing	
the	emotional	states	of	the	participants	is	only	a	first	step.	Just	how	to	success-
fully	develop	learners’	language	while	encouraging	emotional	development	to	
become	bilingual	users	remains	largely	unexplored.
The	few	studies	that	exist	address	these	issues	through	narrative	research	on	

L2	learners,	including	their	reflection	on	the	process	and	focusing	on	their	L2	
identity	construction	(Oxford	1995).	The	current	study	contributes	to	this	lit-
erature	by	describing	the	emotions	that	adult	learners	experience	as	they	de-
velop	insights	into	L2	processes	and	by	documenting	to	what	extent	they	be-
come	users	of	Spanish.	In	this	way,	evidence	of	their	language	performance	as	
well	as	their	reported	experiences	is	analyzed.	Also	included	are	their	reports	
on	 the	 interconnection	of	 this	experience	and	 the	 lives	of	 their	students	and	
students’	families.



122	 T. Austin

2.2.	 Teachers’ professional development, emotions, and language learning 
competence

Well-informed	 teachers	 can	organize	 their	 instructional	 resources,	 time,	 and	
materials,	 as	 well	 as	 student	 peer	 groups,	 to	 provide	 more	 support	 for	 L2	
l	earners’	 social,	 academic	content,	 and	 language	development	 (Willett	 et	 al.	
2007;	Gillanders	2007).	Those	poorly	prepared	to	take	on	this	task	experience	
less	success	for	many	reasons.	Recently,	Gándara	et	al.	reported	“.	.	.	that	pro-
fessional	development	makes	a	difference	in	how	confident	teachers	feel	meet-
ing	the	challenge	of	teaching	English	learners”	(2005:	11).	Based	on	teacher	
self-reports,	 these	 researchers	 also	 found	 that	 teachers	 felt	 that	 acquiring	
knowledge	through	in-service	and	pre-service	professional	development,	 the	
length	of	time	teaching	L2	learners,	and	the	number	of	L2	learners	in	the	class-
room	correlated	highly	with	 their	 competence	 to	 teach	 these	 students	 in	 all	
a	reas	except	the	primary	language.	Psychological	research	also	provides	clear	
evidence	of	teachers’	emotions	playing	an	important	role	in	teacher-child	rela-
tionships	(Garner	and	Waajid	2008).	Similarly,	teachers	unprepared	to	respond	
to	 the	 cultural	 diversity	 of	 learners	 from	 racial	 backgrounds	 different	 from	
their	own	often	fail	to	instruct	children	in	culturally	responsive	ways	(Florio-
Ruane	2001;	Manning	et	al.	1995).	There	has	also	been	much	research	in	crit-
ical	multicultural	education	demonstrating	that,	over	time,	a	lack	of	connection	
to	learning	engenders	conditions	for	learners	to	develop	oppositional	identities	
to	schooling	(Smith	and	Wilhelm	2002;	Valdés	2001).	Thus,	 it	becomes	im-
perative	to	focus	on	teacher	education	in	order	to	attend	to	L2	learners’	emo-
tional	as	well	as	social	and	academic	development.
Preparing	teachers	to	understand	the	implications	of	L2	learners’	emotions	

in	learning	is	complex.	Emotions	are	shaped	by	interactions;	that	is,	teachers’	
and	students’	emotions	mutually	affect	each	other.	In	a	Vygotskian	model	of	
learning,	experts	scaffold	 interactions	with	children	 to	bring	 learning	within	
reach	of	the	learners.	Called	the	zone	of	proximal	development	(Vygotsky	1978),	
learners	are	guided	through	activities	and	gradually	shift	to	self-regulation	and	
creative	 production.	But	 this	 process	 assumes	 that	 a	mutual	 relationship	 of	
trust,	care,	and	attention	exists.
Unwittingly,	 teachers	 unfamiliar	 with	 L2	 learners’	 oral	 development	 fre-

quently	label	their	students	as	“shy”,	perceiving	a	reticence	to	speak	rather	than	
emergent	levels	of	oral	proficiencies	and	acculturation.	Other	labels,	including	
“easily	distracted”,	are	given	to	students	whose	attention	wanders	from	lessons	
taught	exclusively	in	English,	a	language	they	are	struggling	to	understand	for	
at	 least	6	hours	a	day.	A	more	 serious	 label	 is	 “trouble	maker”	 for	 students	
whose	behavior	gets	others	involved	in	activities	not	sanctioned	by	the	teacher.	
Yet	these	issues	of	behavior	management	frequently	arise	when	the	medium	
and	content	of	instruction	fail	to	engage	non-native	students	as	capable	l	earners.	
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While	behavioral	issues	have	multiple	causes,	some	might	be	directly	related	
to	the	lack	of	meaning-making	possibilities	for	new	L2	learners.	In	turn,	these	
labeled	 learners	may	 then	become	more	disaffected,	marginalized,	and	even	
less	 inclined	 to	participate	 in	 a	 school	where	 they	 experience	 little	 success.	
Psychological	literature	refers	to	this	phenomenon	as	avoidance	(Garrett	and	
Young	2009).	But	defining	behavioral	problems	as	centered	in	learners’	emo-
tions,	without	focusing	on	the	context	of	their	social	interactions,	takes	atten-
tion	away	from	the	true	causes	and	places	the	problem	in	the	learner.	Indeed,	
teachers	have	been	found	to	refer	bilingual	and	African	American	children	to	
special	education	programs	more	often	than	monolingual	children	on	the	basis	
of	their	oral	language	(Brown	2004;	Limbos	and	Geva	2001).	The	acceptance,	
trust,	and	confidence	between	teachers	and	L2	learners	shape	their	interactions	
and	affect	efforts	to	build	mutual	understanding.
The	complex	interactive	nature	of	emotions	affects	students’	language	learn-

ing	and	development	as	well	 as	 their	 teachers’	 emotions,	 instructional	deci-
sions,	and	professional	development.	A	critical	examination	of	teachers’	reflec-
tions	on	their	language	learning	process	has	the	potential	to	shed	light	on	this	
subject.	Deep	emotional	attachments	to	one’s	first	language	are	formed	through	
socialization.	Understanding	this	process,	teachers	may	better	understand	their	
students’	emotional	responses	to	learning	an	L2.	As	teachers	b	ecome	reflective	
L2	learners	themselves,	experiencing	the	emotions	and	attachment	to	their	own	
first	language	and	the	exhilaration	from	learning	a	new	one,	they	may	develop	
even	greater	insight	into	the	way	emotions	affect	language	learning.

3.	 Participants

We	initially	met	with	teacher	participants	as	they	were	completing	a	previous	
course.	We	 observed,	 as	 classroom	 visitors,	 their	 final	 presentations.	 In	 the	
next	 course,	my	 graduate	 assistant	 and	 I	 shared	 responsibilities	 for	 instruc-
tion.	We	alternated	instructing	two	groups	of	teacher	participants:	novices	and	
intermediate/advanced	learners	of	Spanish.
Data	from	four	cohorts	of	teacher	participants	were	selected	for	our	initial	

analysis;	 roughly	one	cohort	participated	per	year.	There	were	other	 teacher	
participants	who	opted	out	of	the	Spanish	language	courses,	either	because	they	
had	already	met	the	language	requirements	or	because	they	felt	their	teaching	
schedules	would	not	give	them	enough	time	for	the	course.	In	total,	682	t	eachers	
participated	in	our	Intensive	Spanish	for	Teachers	courses	between	2003	and	
2007.	The	first	cohort	had	3	males	(aged	late	20s	to	early	40s)	and	the	remain-
ing	three	cohorts	were	all	women	(64	total,	aged	late	20s	to	late	50s).
The	 teacher	 participants	 represent	 heterogeneous	 levels	 of	 Spanish	 profi-

ciency,	 from	novice	 to	 advanced,	 including	native	Spanish	 speakers	 ( NSS),	
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much	like	the	heterogeneity	of	their	own	students,	who	ranged	from	bilingual	
English	Language	Learners	(ELLs)	to	native	English	speakers.	Since	there	was	
only	one	Spanish	course	offered,	we	were	responsible	for	differentiating	and	
coordinating	language	learning	activities	for	our	range	of	proficiency	levels.	
We	designed	activities	that	offered	group	learning	within	and	across	p	roficiency	
levels.
Given	our	desire	to	create	a	space	for	adult	self-guided	learning	in	our	class-

room,	the	teacher	participants	were	asked	to	identify	their	Spanish	language	
proficiency	by	selecting	 texts	 that	 they	saw	as	useful	 resources.	There	were	
three	possible	texts,	reflecting	the	three	levels.	Thus,	participants	determined	
their	own	placements.
The	novice	groups	across	all	cohorts	consisted	of	primarily	English	mono-

lingual	teachers.	Of	these,	many	had	previous	language	learning	experiences	in	
high	school	or	college	but	claimed	little	to	no	functional	use	of	those	l	anguages,	
including	Spanish.	For	 the	most	part,	 the	 intermediate	and	advanced	groups	
consisted	 of	 teachers	 who	 were	 functional	 Spanish	 language	 learners	 and	
Spanish	heritage	language	learners.	These	groups	ranged	in	oral	and	literacy	
abilities.	All	 could	use	Spanish	 for	daily	 conversations.	The	most	 advanced	
bilingual	teacher	participants	were	also	required	to	support	and	document	their	
monolingual	peers’	 learning	as	they	learned	more	about	Spanish	varieties	in	
the	community.
In	leaving	the	placement	decision	to	the	teacher	participants,	we	reasoned	

that	 they	would	be	more	likely	to	choose	the	resources	to	best	support	 their	
learning.	It	was	not	surprising	that	two	thirds	of	the	teachers	claimed	to	be	at	
the	beginning	 level.	Many	 indicated	a	 fear	of	having	 to	perform	 in	Spanish	
with	the	teachers	who	they	believed	to	be	bilingual.

4.	 The	Spanish	language	program

The	intensive	Spanish	courses	were	designed	to	prepare	teachers	to	experien-
tially	understand	the	processes	of	language	learning	in	three	different	program	
models	—	 immersion,	 sheltered	 immersion,	 and	 dual	 immersion.	 Class	 in-
struction	lasted	three	and	a	half	hours	once	a	week	for	26	weeks.	Teacher	par-

Table	1.	 Self identified level of proficiency across cohorts

2003	–04 2004 –05 2005–06 2006 Total

Beginners 10 	 5 15 	 8 38
Intermediates 	 5 	 4 	 3 	 0 12
Advanced 	 8 	 2 	 6 	 3 18
Total 23 11 24 11 68
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ticipants	completed	a	survey	to	identify	their	desires,	aspirations,	and	expecta-
tions	for	learning	Spanish.	The	survey	results	guided	our	selection	of	topics,	
including	linguistically	and	ethnically	diverse	students;	language	arts,	science	
and	math	content	areas;	and	available	community	resources.	Typically,	each	
model	began	with	teacher	participants	reading	about	the	model	in	English	and	
then	experiencing	it	for	about	6	weeks.
The	immersion	model	began	entirely	in	Spanish	with	a	reading	of	the	agenda.	

Several	activities	followed	to	take	steps	toward	completing	projects	the	teacher	
participants	identified	as	their	desired	outcomes.	These	included	teacher	intro-
ductions,	writing	letters	for	parents,	creating	informational	handouts	for	p	arent/
teacher	conferences,	and	so	on.	Spanish	speaking	presenters	were	selected	and	
invited	by	the	class	as	guests	and	included	teacher	participants	from	previous	
cohorts,	other	bilingual	teachers,	and	paraprofessionals.	All	were	interviewed	
by	the	class	and	then	shared	their	oral	presentations.	A	debriefing	typically	al-
lowed	teacher	participants	to	comment	about	the	class	session,	their	feelings,	
suggestions,	and	observations.	As	our	class	routine	for	each	model	was	main-
tained,	the	amount	of	English	for	instruction	gradually	reached	a	balance	in	the	
dual	immersion	sessions.
Follow-up	 assignments	 were	 given	 to	 read	 in	 the	 language,	 practice	 the	

points	of	the	class,	and	focus	on	issues	important	to	their	final	project	choices.	
Teacher	participants	compiled	a	portfolio	that	provided	evidence	of	their	learn-
ing.	Their	portfolios	were	submitted	at	the	midpoint	for	feedback	and	at	course	
completion.	At	the	end	of	the	course,	a	celebration	of	learning	was	held	to	share	
presentations	with	invited	guests,	including	participants	from	previous	courses	
and	other	ACCELA	instructors	of	subsequent	classes.	The	presentations	were	
recorded	and	used	as	evidence	of	Spanish	oral	performance.

5.	 Data	collection	and	analysis

Since	each	class	lasted	three	and	a	half	hours,	co-instructors	met	once	weekly	
to	reflect	on	teacher	participants’	progress	and	to	discuss	planning	future	ses-
sions.	We	collaborated	on	both	instruction	and	research,	and	documented	the	
teacher	participants’	insights	from	their	experiences	in	L2	learning	in	academic	
contexts.	Over	four	years,	we	collected	ethnographic	data	by	taking	field	notes	
and	conducting	semi-structured	interviews.	We	also	video-recorded	classroom	
interactions	and	read	artifacts	from	teacher	participants	such	as	assignments,	
project	proposals,	and	final	reports.	Teacher	participants	will	be	referred	to	by	
their	initials	for	data	discussion	and	analysis.
After	conducting	a	content	analysis	of	field	notes	from	observations	of	our	

class	interactions	and	then	interviewing	teachers	in	each	cohort	 to	check	in-
sights,	portfolios	and	essays	were	examined	first	to	code	for	themes	and	then	
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to	build	a	model	of	interrelationships	among	themes.	Because	we	noticed	that	
emotional	displays	were	prominent	in	interactions	—	oral	and	written	—	we	
focused	on	emotions.
Grounded	codes	were	developed	 for	 emotional	 responses	 to	 the	 learning,	

insights,	and	ideological	statements	(Strauss	and	Corbin	1998:	12).	Emotional	
responses	were	broadly	identified	by	direct	statements	with	typical	beginnings	
such	as	“I	felt	.	.	.”,	“I	wished	that	.	.	.”,	or	by	expressions	such	as	“I	was	ex-
cited	that	.	.	.”.	The	category	also	included	indirect	statements	exemplified	by	
constructions	such	as	“.	.	.	made	me	sympathize”.	Similarly,	 learner	 insights	
were	coded	for	statements	such	as	“I	learned	.	.	.”,	“I	realized	.	.	.”	or	“I	hadn’t	
thought	.	.	.”.	Finally,	ideological	statements	were	coded	where	statements	in-
cluded	normative	judgments,	such	as	“should”,	“must”	and	“has	to	/	have	to”.	
In	 addition,	 statements	 were	 coded	where	 evaluative	 language	 and	 opposi-
tional	framing	were	seen	through	the	use	of	the	“we/they”	code.

6.	 Results

6.1.	 Novice teacher participants

6.1.1.	 Empathy through experiencing stress, frustration, joy, and humor. A	
majority	of	the	novice	teacher	participants	in	each	cohort	reported	their	first	
emotions	as	excitement,	anticipation,	and	stress	about	being	in	an	environment	
where	Spanish	was	the	dominant	language	for	the	duration	of	the	immersion	
program	experience.	One	novice	wrote	 in	English,	 and	 then	 translated	with	
help	from	her	peers,	“También me estoy sintiendo más cómodo (sic) en la clase 
pero nervioso (sic) sobre la presentación”	‘I	am	feeling	more	comfortable	in	
class	but	nervous	about	the	presentation’	(LP	2003).	This	theme	echoed	repeat-
edly	across	cohorts	as	these	novice	teacher	participants	recognized	their	own	
highly	charged	emotions	during	the	first	model	of	L2	instruction,	immersion.
Another	typically	reported	initial	sentiment	was	panic.	The	novice	teacher	

participants	were	concerned	that	their	ability	to	understand	oral	conversations	
would	be	 too	 limited	and	make	 them	“seem	dumb”	because	 they	could	not	
make	out	 the	 details	 needed	 to	 carry	 out	 the	 activities	 or	 assignments.	Fre-
quently	the	novice	teachers	who	reported	this	also	commented	on	suspicions	
that	they	were	being	talked	about,	which	in	turn	generated	feelings	of	resent-
ment	because	“it	was	just	rude	to	speak	another	language	when	everyone	does	
not	understand	it”.	The	language	ideology3	was	clear	in	this	interpretation	of	
normative	interpersonal	relationships.	This	episode	made	for	a	teachable	mo-
ment	that	reappeared	across	cohorts.	Its	appearance	promoted	dialogue	in	the	
courses.	One	of	 the	advanced	teacher	participants	remarked,	“How	must	L2	
students	feel	when	they	are	in	similar	situations	for	six	hours	daily,	five	days	a	
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week	and	the	stakes	are	higher	for	their	academic	success?”	Sympathetic	re-
sponses	and	recognition	of	the	affective	classroom	environment	were	found	in	
many	journals	by	both	groups	of	teachers	in	the	course.	In	the	teachers’	pro-
gram	of	study	after	this	course,	echoes	of	this	comment	resurfaced	as	novice	
teachers	reflected	on	their	learning	in	the	Spanish	courses:

We	learned	much	more	than	we	initially	thought	we	did	in	that	course.	(DB)

In	the	beginning	I	was	nervous	to	attempt	to	even	join	the	conversation	with	M’s	mom	
or	try	to	speak	at	all	to	her	in	Spanish.	However	I	found	myself	concentrating	and	really	
focusing	in	on	what	was	happening	in	the	conversation.	I	decided	to	give	it	a	try	with	
the	Spanish	 I	knew	along	with	body	 language	and	 join	 the	conversation.	.	.	.	At	 this	
point,	I	could	feel	the	uncertainty,	nerves	and	shyness	that	my	L2	students	must	feel.	.	.	.	
Very	scary.	I	was	fortunate	that	I	was	with	individuals	that	allowed	me	to	feel	safe	and	
confident	to	attempt	to	utilize	my	Spanish.	I	have	made	many	more	attempts	with	M’s	
mom	now	and	she	feels	very	comfortable	with	me.	.	.	.	I	hope	that	I	too	can	be	as	sup-
portive	and	willing	to	help.	(CC	2006)

6.1.2.	 Beliefs about subtractive bilingualism. At	the	beginning	of	the	im-
mersion	experience,	 there	also	were	signs	of	anti-immigrant	feelings	among	
some	teacher	participants	who	adamantly	insisted	that	when	one	moves	to	an-
other	country	“one	cannot	expect	for	the	country	to	change	to	use	one’s	lan-
guage	but	rather	the	expectations	are	that	you	must	give	up	your	language	and	
become	American”.	This	is	a	commonly	held	value	reported	in	the	literature	of	
opposition	 to	bilingual	education,	and	 indeed	several	novice	 teacher	partici-
pants	(PA,	ML,	NL)	expressed	this	openly.	These	anti-immigrant	feelings	were	
also	exhibited	by	several	heritage	speakers	(AM,	IL,	AS).	But	these	p	articipants’	
feelings	about	acculturation	were	far	less	strong	compared	with	the	larger	ac-
ceptance	of	the	important	role	of	the	native	language	in	the	development	of	L2	
literacy.
Anti-immigrant	feelings	also	emerged	as	the	teacher	participants	designed	

projects	 they	would	 carry	out	 in	Spanish.	Eight	 teacher	participants	—	five	
intermediate/advanced	and	three	novice	—	constructed	Latino	parents	in	defi-
cit	terms	in	their	journals.	While	the	comments	were	made	in	reference	to	their	
particular	situations,	there	were	claims	such	as,	“they	have	no	parenting	skills”,	
“they	don’t	understand	the	importance	of	their	children	not	being	absent	from	
school”,	 and	 that	 they	were	easily	enticed	 to	visit	 the	 school	“if	 there	were	
meals	offered”.	The	projects	planned	by	 these	 teacher	participants	generally	
offered	 fewer	opportunities	 to	 use	 the	 community	 as	 a	 resource	 and	 extend	
their	own	Spanish	learning,	which	has	consequences	in	restricted	Spanish	use	
in	the	student’s	home.	Despite	much	research	in	L2	development	to	the	con-
trary	(Krashen	1998),	and	despite	professional	teaching	organizations’	strong	
support	of	native	language	use	in	literacy	development	for	bilingual	learners	
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(Buysse	et	al.	2005;	Gillanders	and	Castro	2007;	Maschinot	2008),	the	false	
choice	between	languages	persists	as	popular	wisdom.	Such	misinformation	is	
difficult	to	address	even	with	well-reasoned	evidence	from	teachers’	own	lived	
experiences	because	these	notions	resonate	as	persistent	and	deeply-held	feel-
ings.	These	notions	were	coded	as	the	“one	nation	–one	language”	ideology.
In	contrast,	 in	 the	United	States	elite	bilingualism	 is	generally	viewed	as	

highly	valued	social	capital.	Elite	bilingualism	occurs	when	dominant	group	
members	add	another	language	to	their	linguistic	repertoire;	that	is,	when	the	
L2	 is	 perceived	 as	 an	 addition	 rather	 than	 a	 subtraction	 to	 one’s	 language	
knowledge.	Often	 this	 additive	 bilingualism	 attributes	 unusual	 talent	 or	 re-
sourcefulness	to	the	dominant	group	member.	However,	L2	learners	of	English	
from	non-dominant	 groups	may	 linguistically	 achieve	 far	more,	 yet	 receive	
much	 less	 social	 recognition.	Opinions	 about	 the	value	of	 subtractive	bilin-
gualism	may	negatively	 impact	a	 learner’s	 language	progress.	 In	 fact,	 com-
pared	with	other	students,	 two	of	 the	 three	novice	 teacher	participants	 ( NL,	
PA)	who	appeared	 to	hold	 these	opinions	were	able	 to	demonstrate	Spanish	
listening	 comprehension	 skills	 but	 were	 severely	 limited	 in	 their	 ability	 to	
communicate	 spontaneously	 in	Spanish.	Their	 oral	 presentations	 in	Spanish	
had	to	be	read,	and	they	were	able	to	answer	spontaneous	questions	in	Spanish	
only	with	help	by	 the	 end	of	 the	 course.	The	 third	 teacher	 participant	 (CF)	
claimed	to	be	incapable	of	public	speaking	in	general	and	would	write	all	her	
comments	in	limited	Spanish.
The	fact	that	the	novice	teachers	successfully	completed	the	Spanish	series	

was	due	in	no	small	way	to	their	confidence	in	their	academic	literacy	in	Eng-
lish,	which	supported	their	project	completion	in	Spanish.	For	example,	search-
ing	 for	 Internet	 resources	 about	 their	 topics	was	 done	 in	 both	 English	 and	
Spanish.	Many	announced	confidence	in	being	able	to	read	and	use	Spanish	
written	texts.	An	important	insight	they	noted	from	these	experiences	was	the	
growing	ability	to	understand	how	aspects	of	L1	literacy	can	transfer	to	the	L2.	
While	not	required	to,	several	even	wanted	to	write	reflections	in	Spanish.	One	
final	reflection	speaks	to	the	teacher	participant’s	growing	ability	to	decipher	
conversations	she	overhears:

Esto es duro porque no hay españoles permitidos en nustra (sic) salon de clase. No 
puedo aydarmae (sic) a veces y digo algo en español y pregunto uno a adultos si estoy 
correcto. Mis estudiantes se rien de mis tentativas en el español de discurso. Sin em-
bargo, me sorprendo con cuántas conversaciones estoy comenzando a entender en el 
salon de maestros. Lo encuentro divertido porque soy la persona en escuela que algu-
nos de nuestros adultos no esperaban entender lo que están diciendo. Apenas sonrío y 
guardo mi secreto.

‘This	 is	 hard	 because	 Spanish	 is	 not	 permitted	 in	 our	 classroom.	 I	 cannot	 get	 help.	
Sometimes	I	say	something	in	Spanish	and	I	ask	one	of	the	adults	if	I	am	correct.	My	
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students	laugh	at	my	attempts	at	speech	in	Spanish.	However	I	am	surprised	by	how	
many	conversations	I	am	beginning	to	understand	in	the	teachers’	room.	I	find	it	funny	
because	I	am	the	one	that	some	adults	don’t	expect	to	understand	what	they	are	saying.	
I	just	smile	and	keep	my	secret.’

6.2.	 Intermediate and advanced participants

6.2.1.	 Feelings toward peers and development of understanding. When	we	
turn	to	both	the	intermediate	and	advanced	teacher	participants,	they	too	began	
with	feelings	of	excitement	and	of	being	at	“home”.	Some	mentioned	a	sense	
of	amusement	as	they	realized	how	their	novice	peers’	learning	presented	an-
other	side	of	their	engagement	with	their	students	learning	English.	Without	
exception,	everyone	in	these	groups	was	initially	willing	to	support	their	col-
leagues’	 learning.	Over	 time,	however,	 their	 feelings	 toward	 their	peers,	 the	
demands	of	language	learning,	and	their	own	needs	as	learners	fluctuated	be-
tween	empathy,	pride,	frustration,	doubting	the	need	for	literacy	in	a	language	
other	than	English,	and	renewed	commitment	to	bilingualism	and	support	for	
bilingual	 learners.	At	 the	end	of	 the	first	course,	 intermediate	and	advanced	
teacher	 participants	 in	 the	first	 cohort	were	 proud	 that	 novices	 had	without	
exception	developed	a	level	of	oral	Spanish	in	their	presentations,	supported	
by	 their	 ability	 to	 read	note	 cards	 in	Spanish,	 that	was	 surprising	given	 the	
short	length	of	study.	The	second	and	third	cohorts	worked	particularly	well	
with	their	novice	colleagues.	One	exceptionally	astute	reflection	captured	the	
general	sentiment	expressed	in	many	of	the	intermediate	and	advanced	teacher	
participants’	portfolios:

Ustedes han demostrado lo dificil y frustrante que es aprender un segundo idioma en 
un medio monolingüe donde el medio de enseñanza no concuerda con el idioma princi-
pal de los estudiantes. Por esto es que soy una proponente de la educación bilingüe y 
multilingüe. Esta experiencia a lo mejor hubiese sido menos dolorosa para mis compa-
ñeras monolingës si las clases se hubiesen conducido en español e ingles. Se que esta 
experiencia le servirá de ejemplo cuando tengan que apoyar a estudiantes que estén 
aprendiendo ingles como un segundo idioma ya que pasan por situaciones similares a 
las que ustedes estuvieron expuestas. Yo confío que compartirán sus experiencias con 
sus estudiantes y les enseñarán muchas de las estrategias que utilizaron en esta clase 
para salir adelante. Ahorra están en una mejor disposición de enseñarles diferentes 
estrategias para que ellos puedan aprender un segundo idioma y tener éxito en el en-
torno académico. Indirectamente aprendieron mucho más que el español. Ahorra es-
pero que tengan la oportunidad de poner estas enseñazas en practica.	(LP)4

‘You	have	demonstrated	the	difficulty	and	frustrating	it	is	to	learn	a	second	language	in	
a	 monolingual	 environment	 where	 the	 medium	 of	 instruction	 does	 not	 match	 with	
learners’	main	language.	For	this	reason	I	am	a	proponent	of	bilingual	and	multilingual	
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education.	This	experience	perhaps	could	have	been	less	painful	for	my	monolingual	
peers	if	the	classes	had	been	conducted	in	Spanish	and	English.	I	know	that	this	experi-
ence	will	serve	them	as	an	example	when	they	have	to	support	student	who	are	learning	
English	as	a	second	language	given	that	they	go	through	similar	experiences	to	those	
that	you	were	exposed	to	[in	this	class].	I	am	confident	that	they	will	share	their	experi-
ences	with	their	students	and	they	will	teach	many	of	the	strategies	that	they	used	in	this	
class	to	make	progress.	Now	they	are	in	a	better	disposition	to	teach	different	skills	and	
strategies	so	that	they	[the	students]	can	learn	a	second	language	and	be	successful	in	
the	academic	context.	 Indirectly	 they	 learned	much	more	 than	Spanish.	Now	I	hope	
they	have	the	opportunity	to	put	these	lessons	into	practice.’	(Author’s	translation)

The	recognition	of	the	similarity	of	learning	situations	and	the	implications	of	
the	 experience	 for	L2	 learners	was	 repeatedly	noted	 in	 the	portfolios.	Even	
more	encouraging	was	when	the	fourth	cohort’s	intermediate/advanced	teacher	
participants	 expressed	desires	 to	become	Spanish	 teachers	 at	 the	 end	of	 the	
course.

6.3.	 Trends across cohorts

6.3.1.	 A multitude of feelings. The	waves	of	emotions	that	were	included	in	
these	representative	excerpts	illustrate	that	the	learning	experience	was	influ-
enced	by	a	multitude	of	feelings	toward	the	Spanish	language,	as	well	as	per-
ceptions	of	the	learning	environment	that	made	this	possible.	In	the	immersion	
model	there	seems	to	be	a	tendency	for	novice	teacher	participants,	as	a	group,	
to	 experience	 higher	 amounts	 of	 aggressive	 discomfort,	 even	 anger,	 toward	
becoming	 a	 Spanish	 user.	 This	 is	 frequently	 reported	 in	 moments	 of	 self-	
reflection	in	journals.	Such	insights	were	expressed	as	feelings	towards	peers,	
their	students,	and	us	as	instructors.
Intermediate	 teacher	participants	expressed	a	similar	 range	of	 sentiments,	

but	differed	by	expressing	frustration	with	their	slow	pace.	Nonetheless,	they	
were	able	to	expand	their	Spanish	through	initiatives	aligned	with	their	inter-
ests,	as	well	as	through	working	with	peers,	students,	and	other	teachers.	One	
such	teacher	sought	funding	to	do	a	short	summer	study	program	in	Mexico	
(MC1)	during	the	break	between	our	Spanish	courses.	Another	began	an	after-
school	 program	 to	 teach	 Spanish	 (MC2).	Yet	 another	 organized	 students	 to	
explore	 the	 community	 library’s	holdings	 in	Spanish	 and	 request	 to	 expand	
their	selection	of	Spanish	language	books.
Several	advanced	teacher	participants	expressed	initial	frustration	at	reading	

academic	texts	 in	Spanish,	which	prompted	them	to	question	their	ability	to	
communicate	effectively	in	formal	registers.	They	initially	held	strong	nega-
tive	opinions	about	local	varieties	of	Spanish	that	incorporate	English	borrow-
ings.	Yet	as	these	advanced	learners	learned	more	about	sociolinguistic	varia-
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tions	 as	 natural	 social	 phenomena	 and	became	more	 at	 ease	with	 academic	
texts	in	Spanish,	all	felt	a	stronger	desire	to	start	projects	that	would	help	other	
teachers	with	students	whose	parents	were	Spanish	speakers.

6.3.2.	 Influence of language ideologies. The	 novice	 teacher	 participants’	
degree	of	progress	was	also	distinguishable	by	their	language	ideologies.	As	
noted	above,	those	who	held	strong	English-only	use	views	in	the	classroom	
made	only	slight	progress	in	improving	their	understanding	of	Spanish;	at	most	
they	were	able	to	build	listening	comprehension	for	classroom	settings.	Evi-
dence	 from	 their	final	project	presentations	 indicated	 that	 they	were	able	 to	
understand	and	respond	to	questions	from	their	peers	in	Spanish.	Additionally,	
as	a	group	they	were	able	to	articulate	strategies	for	teaching	and	learning	an	
L2	and	to	document	their	learning	through	worksheets	in	their	portfolios.
In	contrast,	novices	who	built	connections	and	relationships	with	Spanish-

speaking	 parents	 and	 students	 made	 enough	 progress	 in	 two	 semesters,	 or	
roughly	78	instructional	hours,	to	be	able	to	carry	out	interactive	presentations	
in	Spanish.	These	novice	learners	could	not	only	articulate	strategies,	but	also	
use	them.
There	was	 scant	 evidence	 of	 strong	 ideological	 views	 about	 L2	 learning	

among	the	intermediate	and	advanced	learners.	We	may	infer	that,	at	least	in	
terms	of	what	was	indicated	in	their	reports	and	journals,	their	progress	was	far	
less	influenced	by	ideological	stances	on	language	learning	than	the	novices.

6.3.3.	 Using Spanish in social relationships promotes learning. Another	
significant	preliminary	insight	emerged	from	patterns	in	the	data	we	collected.	
Repeatedly,	teacher	participants	whose	projects	reached	into	Spanish-speaking	
communities	to	provide	a	service	for	their	students	or	families	or	explored	re-
sources	in	more	densely	populated	Latino	neighborhoods	became	more	aware	
of	their	own	ideologies	about	language	and	language	use.	While	true	for	nov-
ices,	this	was	particularly	the	case	for	the	advanced	teacher	participants.	These	
teachers	had	a	range	of	bilingual	skills	(some	had	been	educated	in	the	US	and	
others	in	Puerto	Rico),	but	those	whose	formal	education	had	been	more	lim-
ited	in	Spanish	had	conflicting	feelings	toward	using	Spanish.
For	example,	LA	and	AL	considered	themselves	strong	bilinguals	in	English	

and	Spanish.	While	the	two	were	sisters,	AL	expressed	a	stronger	preference	
for	using	English	with	the	students	she	taught	because	“Spanish	did	not	matter	
in	the	schools	.	.	.	anyway	the	students	speak	street	Spanish	and	it	is	bad”.	Her	
belief	that	English	was	the	only	language	that	mattered	began	to	change	as	she	
saw	her	 peers	 gaining	 insights	 into	why	Spanish	was	 important	 in	 learning	
another	language	and	content	matter	as	well.	She	later	said	that	she	was	sorry	
her	own	children	had	not	 learned	Spanish	at	home	or	at	 school.	Apparently	
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when	she	returned	from	a	visit	to	her	parents’	home	in	Puerto	Rico	her	children	
could	not	communicate	with	their	relatives	and	were	so	“miserable	they	did	not	
want	to	remain	in	Puerto	Rico”.
In	comparison,	LA	was	uncertain	about	the	value	of	Spanish	but	more	cau-

tious	in	discouraging	her	students’	use	of	Spanish.	She	saw	translation	as	im-
portant	for	learning	and	was	quick	to	help	her	peers	to	translate	into	English.	
For	her,	 translation	was	an	essential	 skill.	Lisa	Ana/LA	was	 successful	 as	a	
t	eacher’s	 aide,	 and	 was	 then	 invited	 to	 submit	 an	 application	 to	 become	 a	
teacher.	Eager	to	share	her	expertise	in	translating,	she	supported	her	peers	dur-
ing	the	course.	In	helping	her	monolingual	colleagues	design	projects	to	learn	
Spanish,	 Lisa	Ana/LA	 expressed	 pride	 in	 having	 learned	 Spanish	 as	 a	 first	
	language	and	 later	noted	how	many	of	 the	cohorts’	projects	were	presented	
successfully	 in	 Spanish.	 The	 conflicting	 feelings	 of	 these	 two	 sisters	 were	
	expressed	in	their	journals,	in	their	reports	of	first	trying	to	banish	the	use	of	
Spanish	and	later	taking	pride	in	being	teachers	with	bilingual	abilities.

6.3.4.	 Conflicting feelings about how to learn language and the new state 
laws. For	novice	teachers,	learning	Spanish	was	not	only	a	struggle	linguisti-
cally	but	also	a	challenge	to	their	interpretations	of	the	new	laws.	Initial	feel-
ings	about	starting	in	a	constructivist	manner	with	the	cultural	and	social	back-
ground	knowledge	of	each	student	often	conflicted	with	their	understanding	of	
supporting	academic	culture	in	the	classroom.	This	conflict	manifested	itself	in	
their	initial	resistance	to	spontaneously	use	Spanish	inside,	and	more	impor-
tantly,	outside	of	the	language	course	with	other	users.	Because	the	course	of-
fered	teacher	participants	significant	opportunities	to	make	choices	about	how	
to	direct	their	own	learning,	a	subgroup	within	the	novices	emerged	who	pre-
ferred	to	engage	in	mechanical	computer	drills,	worksheets,	memorized	dia-
logues,	and	very	controlled	grammar	and	vocabulary	study	removed	from	any	
social	contact.	They	felt	a	need	for	more	control	of	the	basics	before	they	felt	
safe	enough	to	use	Spanish	appropriately.	In	this	way,	feelings	about	appropri-
ateness	 and	 accuracy	were	 conflated.	 Fears	were	 not	 indicated	 as	 a	 general	
language	anxiety	but	more	as	a	fear	of	their	inaccuracy	revealing	inappropriate	
language	use.
At	the	end,	the	general	pattern	that	emerged	across	all	cohorts	revealed	that	

these	basics-first	novice	teacher	participants	tended	to	seek	help	from	others	
primarily	to	correct	their	use	of	grammatical	structures	and	to	construct	final	
projects	that	did	not	venture	into	discovering	or	using	resources	in	Spanish	in	
local	communities.	As	a	result,	their	communicative	growth	in	Spanish	tended	
to	be	lower	in	their	final	project	performance	in	comparison	with	those	novices	
who	put	their	emerging	skills	to	use.	Moreover,	this	group	stressed	how	much	
and	how	long	they	studied	the	language	in	their	journals	rather	than	how	much	
it	was	being	used	to	serve	their	needs	to	improve	communication	with	parents	
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and	students.	In	the	long	run,	relational	language	learning	goals	may	be	a	more	
productive	agenda	for	teachers.

7.	 Discussion:	theory	and	significance	in	praxis

Among	the	preliminary	themes	that	have	emerged	from	the	data	analysis,	sev-
eral	significant	issues	about	researching	emotions	in	the	process	of	learning	a	
language	merit	 further	discussion.	Within	 the	data,	waves	of	emotions	were	
described	when	the	teacher	participants	experienced	challenges	to	their	prior	
learning	and	when	they	evaluated	their	own	accomplishments.	Over	time,	the	
emotions	 expressed	 by	 the	 teacher	 participants	 were	 dynamically	 changing	
within	their	local	learning	contexts,	and	were	broadly	impacted	by	the	larger	
sociopolitical	context	as	well.
The	teachers’	representations	of	their	emotions	were	not	so	much	limited	by	

language	choice	in	reporting	in	Spanish	or	English,	but	rather	by	their	willing-
ness	to	share	these	deeply	held	feelings	because	of	power	relations	within	our	
professional	development	project.	As	such,	these	data	are	snapshots	of	com-
plex	emotions	that	most	likely	could	have	been	expressed	differently	in	other	
sites,	such	as	the	teachers’	lounge	with	their	peers,	or	at	home	with	spouses,	or	
even	among	themselves.	For	this	reason,	the	self-reported	fluctuation	in	emo-
tions	indicates	that	documenting	these	changes	depends	on	the	perspective	of	
the	participants	at	significant	critical	moments	of	reflection	and	their	percep-
tion	of	their	relation	to	those	receiving	their	reports.	Furthermore,	as	the	in-
structors	of	the	course,	we	are	implicated	in	shaping	these	data	by	acting	as	the	
audience	of	 the	reports.	Nonetheless,	 the	teacher	participants’	willingness	to	
share	a	range	of	experiences	made	it	clear	that	no	single	emotion	shaped	their	
orientations	 to	 learning.	The	variability	 across	 reported	 emotions	 confirmed	
the	interpersonal	nature	of	task-related	emotional	fluctuation	as	a	whole.
The	 fact	 that	 these	 data	 reports	 include	 a	 range	 of	 frustration,	 surprise,	

h	umor,	and	irony	suggests	that	these	emotions	were	seen	by	the	participants	as	
legitimate	 information	 to	 include	 in	 their	 reports.	 The	 teacher	 participants’	
range	of	proficiency	in	learning	Spanish,	as	evidenced	by	their	oral	and	written	
productions,	gave	us	a	glimpse	of	what	they	could	do	in	a	limited	period	and	in	
a	space	where	they	decided	how	and	how	much	they	would	take	on.	By	exam-
ining	these	data	together	we	constructed	a	relationship	between	emotions	and	
language	development	to	be	explored	through	further	research.	Questions	that	
are	raised	include:	Under	what	conditions	can	the	adult	professional’s	struggle	
to	 learn	a	second	 language	be	enhanced	or	obstructed	by	both	negative	and	
positive	 emotional	 interactions	 with	 target	 language	 use	 populations?	 How	
does	 the	 larger	 sociopolitical	 context	 impact	 these	 learners’	 emotional	 en-
gagement	in	learning	a	second	language	for	local	use?	How	does	reflection	on	
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emotions	affect	both	how	learners	choose	to	 learn	a	 language	and	how	they	
interact	with	culturally	different	populations	using	that	language?	In	particular,	
as	 teachers	 encounter	 more	 linguistic	 diversity	 in	 students,	 how	 does	 their	
emotional	 fluctuation	 affect	 teaching	 and	 learning	 that	 takes	 place	 in	 their	
classrooms?

8.	 Conclusion

While	 “shock	 language”	 experiences	 have	 been	 designed	 to	 help	 teachers	
who	have	ELLs	in	their	classrooms	understand	a	small	degree	of	their	students’	
experiences	 learning	English	 (Kubota	et	 al.	2000;	Suarez	2002),	 these	have	
tended	to	be	short	 term	and	limited.	In	contrast,	 the	ACCELA	Project’s	lan-
guage	 learning	 experience	 offered	 a	 longer-term	 perspective.	 The	 program	
provided	time	for	teacher	participants	to	repeatedly	experience	and	reflect	on	
the	 emotional	 intensity	of	 their	 own	 initial	 language	 learning	 shock	 and,	 in	
hindsight,	to	relive	viscerally,	yet	analytically,	several	related	challenges	that	
L2	learners	would	experience	where	restrictive	language	policies	operate.	This	
work	with	teachers	has	brought	a	deep	respect	for	those	who	shared	their	emo-
tions	and	insights	about	their	L2	learning	experiences,	their	students,	and	their	
communities.
Presented	in	this	study	is	an	analysis	of	in-service	teachers’	experiences	in	

language	 learning,	 based	 on	 empirical	 evidence	 from	 their	written	 learning	
reflections	and	written	and	oral	projects.	This	evidence	shows	how	emotions	
are	influenced	by	language	learning	ideologies,	as	well	as	how	language	ideol-
ogy	 impacts	 overall	 attainment	 in	 language	 learning.	While	 a	 full	 range	 of	
emotions	 are	 experienced	 in	 a	 language	 classroom,	 teacher	 participants	 in-
creasingly	 developed	 acceptance	 of	 their	 initial	 levels	 of	 proficiency	 and	
gained	confidence	to	use	Spanish	in	their	own	teaching	contexts	and	with	their	
students’	parents.	In	these	cases,	new	relationships	were	built	between	grateful	
parents	and	students	who	realized	they	were	gaining	an	ally	in	the	school	set-
ting.	Although	novice	 teacher	participants	began	with	 lower	 language	profi-
ciency	 levels,	 they	 grew	 in	 functionality	 outside	 the	 classroom.	When	 they	
established	a	trusting	relationship	with	bilingual	parents	and	students,	they	re-
ceived	linguistic	and	cultural	support.
Ideology	also	plays	an	important	role	in	shaping	the	affective	dimension	of	

language	learning.	When	ideologies	about	subtractive	bilingualism	are	aban-
doned,	new	and	positive	relationships	with	bilingual	families	have	the	poten-
tial	for	 teachers’	continued	L2	development.	Otherwise,	 linguistic	gains	that	
have	been	made	may	be	short	 lived,	similar	 to	emergent	uses	of	a	devalued	
foreign	language.
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Across	proficiency	levels	of	 the	 teacher	participants,	 there	were	 those	ac-
tively	shaping	an	extension	of	caring	contexts	for	further	 language	and	aca-
demic	 subject	 development.	More	 in-depth	 research	on	how	 teachers’	 emo-
tions	dynamically	affect	students,	as	well	as	on	how	students’	emotions	affect	
teacher’s	 judgments,	 is	 needed.	An	 analysis	 of	 several	 teacher	 participants’	
work	is	planned	to	examine	these	links	that	teachers	have	made	in	their	class-
rooms,	attending	to	their	learners’	emotional	development	as	well	as	language	
and	literacy	development.
In	conclusion,	this	descriptive	study	provides	corroborating	evidence	of	the	

significance	of	learners’	mixed	emotions	in	interactions	that	affect	L2	learning.	
One	facet	of	these	emotions	in	particular	warrants	further	exploration:	accep-
tance	of	current	levels	of	proficiency	as	a	powerful	force	in	creating	possibili-
ties	 to	 learn	more	 and	 shift	 ideologies	 about	 learning	 another	 language.	 In-
creased	 use	 of	 the	 target	 language	 in	 projects,	 portfolios,	 and	 presentations	
formed	 strong	 indicators	 of	 those	who	would	 act	 on	 these	 possibilities	 and	
persist	beyond	the	classroom.	Such	persistence	influences	teachers’	relation-
ships	with	local	families	and	local	communities.
At	present,	it	is	clear	that	recognizing	these	emotions	in	language	learning	

does	not	always	mean	that	novice	learners	know	exactly	what	to	do	next,	either	
as	teachers	or	learners.	However,	the	impact	of	the	experience	is	best	captured	
by	one	of	the	participants:	“I	didn’t	realize	how	totally	overwhelming	not	know	
(sic)	a	language	could	be	to	a	student.	I	have	more	respect	and	admiration	for	
my	students	who	are	truly	bilingual.	I	have	always	been	very	compassionate	
with	my	students.	After	 this	 summer	 I	hope	 to	be	more	 supportive	 to	 those	
students	that	are	second	language	learners.	.	.	.	I	know	my	outlook	will	be	dif-
ferent	which	will	help	me	to	change	as	I	begin	the	year.”	(BB)

University of Massachusetts at Amherst
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Notes

1.	 Question	2	was	a	ballot	initiative	in	Massachusetts	in	2002	that	obligated	teachers	to	restrict	
the	medium	of	instruction	to	English	even	if	learners	have	languages	other	than	English	as	a	
primary	language.	A	language	other	than	English	could	be	used	for	clarification	purposes	but	
not	as	the	medium	of	instruction.

2.	 A	total	of	68	participated.	Of	these,	62	gave	permission	to	use	their	data	for	further	research.	
Three	declined	our	invitation	to	continue	due	to	unspecified	personal	reasons	and	three	did	not	
complete	the	program	(one	in	Cohort	1H,	and	two	in	Cohort	S3).

3.	 Language	ideology	here	is	defined	as	“dominant	or	subaltern	‘ideas,	discourse,	or	signifying	
practices	 in	 the	service	of	 the	struggle	 to	acquire	or	maintain	power’	”	 (Woolard	1998:	7).	
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These	are	identified	in	learner	texts	through	their	statements	of	shared	beliefs	about	language	
forms	and	practices	embedded	in	social	interaction.

4.	 This	 reflection	 is	 cited	 as	 it	 was	 written,	 with	 the	 teacher	 participant’s	 accentuation	 and	
s	pelling.
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