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ABSTRACT 

 

This qualitative research study investigated the language beliefs pre-service teachers 

(PSTs) in the United States have about different types of child migrants.  Specifically, this 

project focused on the language beliefs that pre-service teachers have about two subgroups of 

child migrants – Third Culture Kids (TCKs) and child immigrants.  The problem guiding this 

work was the complete absence of empirical research on pre-service teacher beliefs and TCKs, 

the unchallenged normative constructive of TCKs in scholarly literature as White children 

principally hailing from the United States or Europe, and the lack of a comparative analysis of 

pre-service teacher language beliefs about different types of child migrants.  The purpose of this 

study was to add to the extant research on child mobility studies and teacher, specifically pre-

service, beliefs about language.  The research questions were two fold.  One the one hand, the 

language beliefs PSTs have about TCKs were investigated and differences in language beliefs 

they voiced about socio-politically constructed White and Black TCKs were examined through 

folk linguistic and language ideological conceptual lenses.  Likewise, how PSTs viewed the 

language capital of other child migrants, specifically immigrant children, was investigated and 

analyzed employing the same conceptual lenses.  The research methodology used a qualitative 

inquiry with a modified grounded theory approach to analyze data from narrative vignette 

questionnaire responses, interviews, and analytic memorandums.  The findings in this research 

project included data analyzed from a total of 92 pre-service teacher research participants.  
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Findings revealed that PSTs, regardless of the identical nature of the linguistic ability of child 

migrants, viewed child migrants from raced, classed, and linguicist ideological perspectives.  

Although PSTs spoke of welcoming diversity into their classrooms, as they gave thicker 

descriptions of how they felt about child migrants, they revealed their preference for White, non-

English speakers and diffidence to non-White, non-English speakers.  Findings also revealed that 

PSTs expressed a bent towards abundance assumptions in the case of White TCKs and their 

parents and deficit assumptions with regard to Black TCKs and immigrant children and their 

respective parents.  Recommendations for future research include more investigation of teacher 

beliefs through the broader use of narrative vignettes to assess those beliefs.  Such knowledge 

can help address subsequent modifications in the curricular content of teacher education 

programs aimed at helping PSTs face erroneous folk linguistic and language beliefs with 

empirical evidence regarding the abilities, capacities, and benefits of multilingualism in all types 

of child migrants.  
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CHAPTER I: 

INTRODUCTION 

Background 

 “Wow!  You speak Spanish.  Well, I just speak American,” a local special education 

teacher exclaimed to me as we waited for the teacher, parent, and principal of a fourth grader to 

arrive.  The meeting was to discuss the Individualized Education Plan for this bilingual student, 

and I was there to translate the extensive, complex-to-understand-even-for-a-seasoned-educator, 

color-coded document to the child’s mother.  As the meeting progressed and the mother was 

reminded that her child’s English was “coming along,” my mind toggled between the 

contradictions in the friendly chat with the “American”-speaking special education teacher and 

the meeting where I was rapidly translating the barrage of information being given to the mother 

about her child’s need for a Tier III intervention.  My role as translator, however, dissipated 

quickly as I eased into one of interpreting the messages, beliefs, and paradoxes of this entire 

episode.  The special education teacher had enthusiastically expressed her admiration of parents 

whose children went to school and learned other languages; however, this mother and child, both 

originally from Guatemala, were being told that her child’s first language1 was a problem - one 

that needed intervention, correction, remediation, and replacement.  This encounter was a polar 

contrast to the reception that a close friend’s monolingual-speaking child received at school.  In 

the case of the latter, her Spanish was viewed as an asset and, according to the classroom teacher, 

                                                
1 In addition to Spanish, this child and her family also spoke an additional Guatemalan indigenous language.  At this 
meeting, however, the references to potential disruptions in the child’s ability to acquire English were solely 
attributed to Spanish. 
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counselor, and principal, would not present a problem as the 5-year old navigated an English-

only schooling environment.  Indeed, her presence at the school would enrich her peers and the 

greater student body.  As I contemplated these different ideas about language - who could use 

certain languages and the value of those languages in a schooling setting - the questions surfaced 

as to whether or not those discrepancies were due to who the children were, the particular 

language they embodied, or a combination of both.  The first, a Spanish-speaking immigrant 

child, and the latter, a Spanish- speaking Third Culture Kid (TCK), were simply both students.  

The former child, a native Guatemalan whose physiognomy spoke of her strong indigenous 

lineage, was a native Spanish speaker.  The latter, whose blond hair, blue eyes, and United States 

passport belied that fact that her father hailed from another South American indigenous 

community, was Paraguayan.  Both children were from households that trust schools to provide 

the best education for their child; however, the Spanish of one was viewed as a hindrance while 

the Spanish of the other was esteemed as an asset.  The blaring reality that one child, a 

Guatemalan immigrant, was constructed as linguistically deficient and the other, an American 

TCK, as culturally enriched does not hold with the fact that both children were monolingual, 

non-English speakers and, ultimately, being implanted into an English learning immersion 

environment.  Both categories of children – child immigrants and TCKs – fall under the broader 

category of child migrants; however, the differential treatment of the children cited in the 

aforementioned examples indicates that the language capital of child migrants is not esteemed 

equally.   

Later, I participated in a panel entitled Child migrants or ‘third culture kids’?  at the 2014 

European Association of Social Anthropologists Convention in Tallinn, Estonia, where the 

conversation about child migrants included narratives of resiliency, equity, and success in 
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schools.  These narratives, however, were borne from Finland, Sweden, Poland, Canada, and 

other locations around the globe where schools recognize and even foster multilingualism and 

academic success was afforded to TCKs and other child migrants alike.  When the dialogue 

shifted to that of a United States context, although personal narratives from TCKs addressed 

challenges and difficulties in repatriation (Pollock & Van Reken, 2003; Szkulark, 2005; 

Navarette & Jenkins, 2011) and identity development as it relates to peer socialization (Walters 

& Auton-Cuff, 2009; Hoersting & Jenkins, 2011; Bagnall, 2012), there was, and continues to be 

overwhelming evidence that TCKs perform academically well in U.S. schools (Pollock, Van 

Reken, & Pflüger, 2003; Davis et al., 2010; Weeks, Weeks & Willis-Muller, 2010; Caliguiri & 

Tarique, 2012).  This, unfortunately, is not the case for other child migrants (i.e., child 

immigrants) in a United States context.  Since, in the TCK literature, issues that point to such 

inequities are rarely to never addressed, principally because the term itself is prototyped as a 

White, United-States-passport holding citizen, I wondered what a study would reveal that 

actually examined how pre-service teachers (PSTs) conceptualized the linguistic capital of 

different types of child migrants in a U.S. schooling setting.                 

Statement of the Problem 

Research about Third Culture Kids as they relate to schooling contexts and teacher 

beliefs is sorely lacking, especially since the term itself refers solely to school-aged children 

(Useem, 1963; Pollock & Van Reken, 2009) and has, traditionally, been studied as a 

phenomenon existing among a subgroup (i.e., TCKs) of child migrants.  Additionally, TCK 

research, as will be outlined in the following chapter, has treated this subgroup of child migrants 

as a singular group and, more often than not, failed to associate TCKs with other child migrants.  

This is significant because failure to do so has given the appearance that TCKs are a constituted 
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group unaffected by racial, classist, linguicist, and other hegemonic and oppressive ideologies 

that may intra-act in a society, in general, and in schooling contexts, specifically.  Furthermore, 

the conceptualization of this subgroup of child migrants has been fashioned to be monolithic (i.e. 

a White2 child from the United States or Europe) and subsequent research has treated the group 

as such, as will be explained in Chapter II and briefly outlined below.  This is problematic when 

research abounds indicating that ideologies are enacted by individuals to construct certain 

children and their families as very particular subjects within a social hierarchy and fully enacted 

in schooling contexts (Cochran-Smith, 2003; Delpit, 2008; Nieto, 2013; Brock & Pennington, 

2014; Howard, 2015).   

Of significance also within the scope of this research project is the unconformable reality 

that linguistically diverse children are, in fact, situated and conceptualized as very different 

social subjects depending on how their language abilities are assessed (see Background), even 

when those abilities are, for all intents and purposes, alike or even identical.  As this research 

project teased out some of those nuances and addressed those discrepancies and gaps in TCK 

research, it tangentially addressed how like language abilities of different child migrants are 

conceptualized by studying the language beliefs pre-service teachers (PSTs) have about two 

subgroups of mobile children, TCKs and child immigrants.  To further explore these differences 

and determine their prevalence or not among pre-service teachers, this research project addressed 

two fundamental questions: 

 

 

                                                
2 The terms White and Black are used to identify individuals based on socio- politically- constructed racial 
categories.  When referring to specific ethnic origins, particularly as they pertain to those commonly used in the 
United States, Caucasian-American and African-American are used to mirror the constructions White and Black, 
respectively. 
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1.   What language beliefs do pre-service teachers have about Third Culture Kids; and 

2.   How do pre-service teachers view the linguistic capital of Third Culture Kids 

differently from that of immigrant children?   

Significance of the Problem 

Third Culture Kids, or TCKs, is a term coined by Useem (1963) and used to refer to 

children who accompany their parents into another society to live and, as a result, are privileged 

with a multicultural childhood.  Since its initial use in 1963, the definition has expanded and 

most scholars who conduct TCK research understand a Third Culture Kid to be the following:  

An individual who, having spent a significant part of their developmental years in a 
culture other than the parent’s culture, develops a sense of relationship to all of the 
cultures while not having full ownership in any.  Elements from each culture are 
incorporated into the life experience, but the sense of belonging is in relationship to 
others of similar experience. (Pollock & Van Reken, 2009, p. 19) 
 

The term global nomad has also been used to refer to individuals who have lived for a significant 

amount of their developmental years in one or more countries outside of their country of 

nationality3 because of the occupational requirements of their parents (Langford, 1998). 

In addition to this definition of a TCK, Pollock and Van Reken (2003), in their book, 

dedicate a section of the text titled “The TCK Profile” that outlines the benefits and challenges, 

personal characteristics, relational patterns, developmental issues, and practical skills they have 

observed among TCKs. Here, the authors specifically address linguistic skills as a TCK practical 

skill that is highly coveted by society in general.  They discussed, 

Acquiring fluency in more than one language is potentially one of the most useful skills a 
cross-cultural upbringing can give TCKs.  Children who learn two or more languages 
early in life, and use these languages on a day-to-day basis, develop a facility and ease 
with language unlike those who learn a second language for the first time as teenagers or 
adults. (Pollock & Van Reken, 2003, p. 114) 

                                                
3 The terms country of passport and country of origin are used interchangeably.  Since most TCKs have a non-
traditional definition of the term home (Pollock & Van Reken, 2001), the term home country is intentionally 
omitted. 
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The authors also commented that, among the number of TCKs to whom they have spoken, “most 

would count the benefits of having facility in two or more languages another of their greatest 

practical blessings” (Pollock & Van Reken, 2003, p. 118).   In this brief section on the benefits of 

TCK linguistic skills, Pollock and Van Reken (2003) addressed the challenges of being 

multilingual as “pitfalls” (p. 166) that include being limited in only one language, often 

misspelling words, and losing fluency in a child’s mother language.  The authors did not use the 

term academic language, but noted that another challenge or pitfall for TCKs concerns having 

and being able to employ content specific language and vocabulary, specifically in areas of 

study.  The manner in which Pollock and Van Reken (2003) constructed these challenges as 

“pitfalls” relays the idea that such situations can be watched for and avoided.  There is no 

discussion of the role that schooling in countries of origin, or schooling in general, might play in 

enhancing or hindering the acquisition of language.  For the authors, multiple linguistic abilities 

is a valued TCK characteristic that should be guarded against pitfalls and, sans a discussion of 

the influence of schooling, implies that schooling does or should not pose a serious threat to the 

same.    

Many claims have been made in TCK literature about other characteristics, experiences, 

and difficulties of this type of child migrant; however, the dearth of scholarly inquiry and linkage 

of TCKs to the broader category of child migrants permits such claims to stand virtually un-

interrogated.  Additionally, after the search of over 200 articles in Google Scholar and SCOUT 

using TCKS and language, Third Culture Kids and language, pre-service teachers and TCKs, at 

the time of this study, there were no studies that examined the language beliefs that pre-service 

teachers had about TCKs.  A study of such can work to fill substantial gaps in TCK research, as 

well as work to reconceptualize the manner in which the TCK has been constructed apart from 
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other child migrants, yet laying claim to their statuses, insinuating like treatment within 

schooling and other social settings. 

In 2013, the Census Bureau reported a 168.2% increase, from 1980-2010, in the 

population over five years of age that spoke a language other than English at home.  Although 

the most significant increase in number were first language Spanish speakers, the data also show 

that US households are becoming increasingly more diverse with over 17 major languages, other 

than English, spoken in significant percentages in homes (Ryan, 2013).  Simultaneously, there is 

documented discrimination in policies and practices with regard to language in the United States 

(Baron, 2011).  Since school is, for most children, their first introduction to national social 

practices and the reality that pre-service teacher beliefs seldom change (Peacock, 2001), it seems 

fitting to commence a dialogue that examines the language beliefs of pre-service teachers before 

they enter classrooms. By providing scenarios of two different types of child migrants, a greater 

analysis of the language ideology that undergirds those beliefs can be critically engaged with 

personal and professional contexts of teacher preparation.  For example, in addition to the 

research questions, others ask whether or not pre-service teachers implicate desires for 

monolingualism in the midst of an increasingly more global and mobile society can be 

addressed.  García and Torres-Guevara (2010) quoted from the U.S. Supreme Court decision Lau 

v. Nichols (1974) in stating “There is no equality of treatment merely by providing students with 

the same facilities, textbooks, teachers, and curriculum; for students who do not understand 

English are effectively foreclosed from any meaningful education” (p. 185-186).  Beginning this 

inquiry at the pre-service phase and examining their language beliefs can shed light on barriers to 

meaningful education even before both child migrant and new teacher open the classroom doors.  

Such an endeavor can also fill gaps in TCK research that has neglected to specifically address 



 

8 
 

how TCKs are conceptualized by educators in the United States.  It can also address whether or 

not this conceptualization is cause for pause and special consideration of TCKs as an 

underserved population of students or if it ushers TCKs into a privileged status enjoyed by most 

dominant members of society.            

Purpose of the Study 

 This study is a qualitative research project that examined preservice teacher beliefs about 

the linguistic capital of different types of child migrants, with those about TCKs at the center of 

the analysis.  The participants for this research project were pre-service teachers (PSTs) 

attending a flagship university in the southeastern part of the United States who were in their 

third or fourth year of a teacher education program (TEP).  Participants were on track for Class A 

certifications in elementary, secondary, and/or special education.  An examination of beliefs of 

PSTs is useful because affective and evaluative aspects of belief systems moderate the effort a 

teacher designates to a particular area because they are intimately linked to the expectations of 

the same.  Nespor (1987) identified the basic structure of individual beliefs as including 

existential presumption, alternativity, affective and evaluative loading, and episodic structure.  

Specifically addressing teacher belief systems, these characteristics are what distinguish belief 

from knowledge.  Existential presumption centers, principally, upon metaphysical notions that 

beliefs include “the assumptions about the existence or nonexistence of entities” (Nespor, 1987, 

p. 318).  Similarly, but leaning more on axiological assumptions, alternativity characterizes the 

ideal situations that teachers conceptualize, even though they may not mirror reality.  This 

characteristic of teacher beliefs is of importance because it relates to how actions, pursuits, and 

concerns that lead to actions are justified in pursuit of this conceptualization of an alternate 

reality.  Upon studying the beliefs PSTs have about different child migrants, I addressed 
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questions that expose the language beliefs PSTs have about child migrants and how those beliefs 

vary depending on whom the child migrant is and which language that child migrant speaks.  An 

examination of those beliefs, then, speaks to the language ideological frameworks within which 

PSTs operate; alluding to those ideological regimes of thought that function within broader 

society.  In the field of education, it is essential to identify such beliefs among PSTs because, 

since experiences early in teaching careers tend to dictate actual teaching practices, initiating an 

analysis of PST beliefs about the linguistic capital of different types of child migrants is a pivotal 

place for such an analysis that identifies liberating or oppressive ideologies operating in 

education.  Such identification helps to inform changes needed in the field of education, 

particularly as they relate to teacher education and teacher preparation programs. 

Conceptual Lens 

Ideas about language that have operated within formal and informal societal and 

schooling realms and conflated with structures of power to qualify, to whatever degree, language 

falls within the conceptualization of a language ideology.  Language ideology examines 

“networks or beliefs about language that position human subjects within a social order” (Shuck, 

2006, p. 259) and offers a helpful lens to analyze pre-service teacher beliefs about the linguistic 

capital of child migrants.  Woolard (1998) maintained that language ideology assists in detailing 

how individuals are placed within power structures within a social order.  Contact with children 

in their formative schooling years and the attitudes school-aged children encounter from teachers 

and other educators regarding their language ability are significant.  Erroneous ideas about 

language can result in portrayals, perceptions, and practices that pathologize students and 

language groups and result in harming, rather than helping, second language English speakers 

(García & Torres-Guevara, 2010).  For this reason, how pre-service teachers conceptualize the 
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first and second languages of child migrants is a vital unit of analysis.  If a type of Hippocratic 

Oath for pre-service teachers included Do No Harm, then the language beliefs of this particular 

group cannot be ignored.  As Smitherman (1997) has poignantly reminded us, “when you 

lambast the home language that kids bring to school, you aint just dissin dem, you talkin bout 

they mommas!” (p. 28).  As such, if child migrants’ mamá, momma, muther, and mother are 

conceptualized differently by pre-service teachers, especially based on which type of child 

migrant embodies the language, examination of their beliefs, even at this novice junction in an 

educational career, is warranted.  Language ideology permits an investigation of such beliefs - be 

they of linguistic conformity (Stuart, 2006), language as a liability (Ruiz, 1984), the fear of 

language (Stuart, 2006), language elitism (Mitchell, 2005), or language as a commodity 

(Varghese & Park, 2010), among others.   

Research Design and Methodology 

In order to delve into the social, cultural, and ideological underpinnings of pre-service 

teacher language beliefs about TCKs, qualitative methods were best suited to provide the 

framework that such an understanding warrants (Denzin & Lincoln, 2005).  This study was 

framed as qualitative inquiry into the specific beliefs that PSTs have about TCKs and other child 

migrants.  Stake (in Denzin & Lincoln, 2005) specified that cases are, in fact, identified by their 

interest in a specific case, as opposed to being defined by the methods employed.  With the unit 

of analysis being pre-service teacher beliefs about the linguistic capital of different types of child 

migrants, beliefs were studied, initially, on the individual, PST level and then, collectively, 

considering pre-service teachers as a constituted group.  This mode of analysis employed in 

order to conceptualize the macro-formation of generalizable language beliefs.  In keeping with 

the suggestions Denzin and Lincoln (2005) put forth regarding the responsibilities of a 
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qualitative researcher, the boundaries of the case (i.e., specific inquiry into language beliefs 

related to a specific group), selection of the phenomena to be researched (i.e., language beliefs), 

and other recommendations were followed in order to offer assertions and generalizations 

regarding pre-service teacher language beliefs in this particular case.  

Sample  

The participants for this research project were pre-service teachers attending a flagship 

university in the southeastern part of the United States who were in their third or fourth year of 

university studies and also enrolled in a teacher education program.  For said program, at the 

time of this study, all education majors seeking certification were required to take one 

foundations of education course as well as an educational psychology course that focuses on 

child development and learning.  To fulfill the requirement for the former, the TEP separates 

elementary from secondary education majors, with the former taking the required history, 

philosophy, and social foundations of education course (commonly titled School, Culture, and 

Society), and the latter taking a foundations-social psychology hybrid course.  In addition to 

general elementary and content-specific secondary education majors, both versions of the 

aforementioned course included special education majors.  The study involved participants from 

both versions of the foundations of education course, two sections of the foundations-social 

psychology course, and a section of an educational psychology course.  A total of 92 pre-service 

teachers from across these courses participated in the research project. 

Data Collection 

 Within the first two weeks of classes, students completed an assigned, open-ended 

Qualtrics questionnaire based on three narrative vignettes describing three different child 

migrants.  After reading the vignettes, participants answered free response, follow-up questions 
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about each scenario.  Identical questions were asked in all three vignettes with the only differing 

information being the specific biographies of each child migrant.  Each vignette (i.e., two TCK 

profiles and a profile of an immigrant child) was distributed evenly to the PSTs in the courses.  

After the vignette responses were preliminarily analyzed, follow-up, semi-structured interviews 

were held with select students and student pairs to expand upon narrative vignette responses and 

serve to triangulate data collected from questionnaire responses.  

Data Analysis 

Reponses from the questionnaires and the semi-structured interviews were analyzed and 

coded according to the constant comparative method.  The texts were coded and emergent data 

categorized into themes (Charmaz, 2006).  Instead of using emergent data as mere examples of 

pre-service teacher language beliefs about TCKs, the data were categorized and provided themes 

that were subsequently analyzed within the social, political, and practical frameworks of 

schooling and synthesized as PST generalized beliefs.  Initial data were consolidated and 

reorganized consistent with recurring themes.  Themes arose from coding, then recoding 

participant responses from both the questionnaires and interviews.  Qualitative heuristics, like 

data displays were generated from participant responses.  Data displays were not used to draw 

specific conclusions but rather as a means to triangulate data (Glesne & Peshkin, 1992) by 

revealing themes, patterns, and principal ideas shared among all participants.   Since the focus of 

this research endeavor was to bring to the fore language beliefs held by pre-service teachers 

about a specific population of students, the use of data displays helped to validate the themes that 

arose from the coded responses and provided greater transparency in the data analysis, in general 

(Williamson & Long, 2005). 
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This brief introduction to the present research study is followed by a review of related 

literature.  Although the educational research on TCKs is sparse, attempts were made to connect 

major findings from related research that draw associations and linkages intended to 

contextualize and frame the research questions.  This literature review is followed by a third 

chapter that outlines the methodology and research design used to collect, code, and analyze data 

that addresses the research questions.  The chapter also provides a detailed description of the 

population and site where the data were collected.  Following this chapter is one that reports the 

findings of this study.  In the fifth and final chapter, those findings are analyzed using the 

conceptual lenses of language ideology, teacher beliefs, and folk linguistics. 
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CHAPTER II: 

REVIEW OF RELEVANT LITERATURE 

Overview 

The literature on language ideology and immigrant children is quite extensive, although 

not the same can be said for that on the language beliefs of pre-service teachers (PSTs) and/or 

Third Culture Kids (TCKs).  In fact, research on the aforementioned subjects has been done so 

on parallel planes that seldom intersect.  This literature review focuses on the potential loci of 

encounters of literature on language ideology and pre-service teacher beliefs as they relate to 

different types of child migrants.  In order for these connections to be made, specific terms will 

be defined and the parameters of their use with regard to this project will be delineated.  Since 

literature on teacher knowledge and beliefs and language ideology is extensive but that on child 

migrants and child mobility studies within a K-12 setting to a lesser extent, special attention is 

given to overarching concepts about the manner in which language is socially constructed in a 

schooling context and what such a construction could signify for different child migrants.  

Conceptual Framework 

Introduction to Language Ideology 

Silverstein (1998) noted that there are two main themes that have predominated the way 

in which language ideology (also known as linguistic ideology and ideologies of language)4 have 

                                                
4 The terms language ideology, linguistic ideology, and ideologies of language have been referred to 
interchangeably in literature (Leibowitz, 1976; Silverstein, 1979; Heath, 1989; Woolard, 1992; Woolard & 
Schieffelin, 1994; Baugh, 2003; Hornberger & Hult, 2006).  This has been particularly significant in anthropological 
spheres as the understanding of language has shifted from being that of merely being an element of culture to, 
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been used in an attempt to understand human nature and social interaction.  Both mirror the way 

in which ideology has been employed to do the same.  The first overarching theme recognizes 

the immanence of language ideology in the dialectic of indexicality.  Silverstein (1998) has 

summarized that ideas about language aid seeing the “‘realities of meaningful social practices” 

and examines how they “emerge from people’s situated experience of indexical semiotic 

processes that constitute them” (p. 128).  Within this framework, the analysis rests on detecting 

how the ideational character of thoughts about language influences relationships, processes, and 

interactions.  The second theme examines how metadiscourses about language present 

themselves in the institutional sites of social practice.  Many researchers have established, 

however, that these metadiscourses are not just present but also exact an agentive influence and 

contribute to how social institutions are conformed and individuals aided or disenfranchised by 

and through these narratives (Fairclough, 1989; Bourdieu & Thompson, 1991; Woolard, 1998; 

Milroy, 2001; Milroy & Milroy, 2002).   

Overview of Ideology 

The notion of ideology which is used in this research project brings together realities of 

degrees of power and areas of dominance as they manifest themselves in social institutions 

(Althusser, 1971; Gramsci, 1971).  Woolard (1998) has summarized that there are four dominant 

manners in which ideology has been defined in research spheres.  The first is constitutive as a 

part of culture and society and categorized as conceptual and ideational in nature.  Here, 

ideology represents “the basic notions that members of a society hold are fairly definite . . .  such 

as honor . . . the division of labor” (Freidrich, 1989, p.300), “part of consciousness which can be 

said” (Thompson, 1984, p.85), and “reports about the world” (Gouldner, 1976, p. 31).  The 

                                                                                                                                                       
depending on general conceptualizations, an indicator that designates individuals to specific social arenas and, 
potentially, excludes some from others.     
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second posits ideology as the result of and dependent upon material and practical aspects of 

human existence.  A dialectal exchange is implied; however, this notion of ideology is often 

viewed as “secondary, entirely contingent, and/or superfluous” (Woolard, 1998, p. 7).  Another 

concept of ideology borrows from Marx’s concept of distortion and explained by Thompson 

(1984) to be a rationalization, distortion, error, or illusion.  This notion of ideology recognizes 

power and interests that undergird different relationships, identifies the intellectual and, to a 

lesser extent, the social aspects of ideology, and thus must contemplate the limitations of human 

cognition and perception.  The last strand of ideology directly addresses positions of power and 

can do so both from the position of subaltern and/or dominant.  Thompson (1984) specified that 

this notion of ideology is “essentially linked to the process of sustaining asymmetrical relations 

of power – to maintaining domination . . . by disguising, legitimating, or distorting those 

relations” (p. 4).   For Gonzalez (2001), ideologies have moved beyond the ideational and are 

reproduced in social practices and institutional discourses as they are enacted by members of 

society.  In this way, ideologies are complicit in the social reproduction of injustices within a 

society through both state and ideological apparatuses (Althusser, 1971; Bourdieu, 1998; 

McDonough & Nuñez, 2007; Bartolomé, 2008).  Even though this is a reality, it is salient to note 

that ideologies are neither inherently negative nor resolutely neutral (Ricento, 2005).  Given the 

above, language ideology can be seen as a theoretical lens and employed to examine power, 

relationships, the social construction of language and how these factors inter- and intra-relate, 

ultimately impacting those who embody language.  Additionally, Kavanaugh (1990) has clarified 

that there is, in fact, no such stance as a non-ideological one for ideology because, in its 

condition as a social process, ideology works on and through all subjects.  Individuals are part of 

an ideological framework whether they acknowledge it or not.  Likewise, they view their lived 
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reality through specific ideological lenses, regardless of whether they are aware of ideology’s 

impact and influence.  As Kavanaugh (1990) illustrated, interrogatives about how ideology help 

a social subject make sense of her reality would have to be framed akin to, “What is the effect on 

social subjects of a given ideological practice, in a given situation, transformatively 

(mis)representing Thebes, or New York, or Managua, in precisely the way it does?” (p. 314).  In 

this way, ideologies, such as that of language, shape the manner in which individuals view 

language learners and situate them within social contexts.  In the specific case of language 

ideologies, the next section will explain how it can potentially (mis)represent social subjects 

based on the languages they speak.     

Language Ideology 

Language ideology, thus, not only relates to what is thought of language itself but also 

the implicit and explicit ways in which language is defined by and within social institutions and 

the material effects that this may mean for certain individuals.  Woolard (1998) explained, 

…ideologies of language are not about language alone.  Rather, they envision and enact 
ties of language to identity, to aesthetics, to morality, and to epistemology.  Through such 
linkages, they underpin not only linguistic form and use but also the very notion of the 
person and social group, as well as such fundamental social institutions as religious ritual, 
child socialization, gender relation, the nation-state, schooling, and law. (p. 3) 

This expands upon the concept of language ideology that Silverstein (1979) posited must be 

distinguished from linguistic structures and how language is actually used or distributed.  In this 

way, an analysis and understanding of how the conceptualization of language affects power 

relations and social order as evidenced in both ideological and state apparatuses can be 

undertaken.  Althusser (1971) explained that state apparatuses, such as the government, police, 

and prisons, represent the interests of the ruling class and have powers and policies that clearly 

replicate those interests.  Likewise, ideological state apparatuses, or ISAs, that represent cultural, 

religious, political, among other, realms of society, also represent the ideals purported by those in 
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positions of power.  Concerning language, both state apparatuses and ISAs will default to notions 

about language that reflect those held by a greater power structure.  Shuck (2006) further 

explained that language ideologies are those “networks or beliefs about language that position 

human subjects within a social order” (p. 259) and Spitulink (1998) added that, in addition to 

relationships of power, language ideology also reveals “the production of social relations of 

sameness and difference, and the creation of cultural stereotypes about types of speakers and 

social groups” (p. 164).  Here, language ideology allows us to not only evaluate how language is 

conceptualized but also how that conceptualization structures social institutions and dictates 

supposed norms and standards within society.  A society’s ideas about language permeate all 

institutions due to the manner in which ideology influences and is influenced by society.  Thus, 

broader ideas and beliefs that a society has about language exact a heavy influence in the 

schooling establishment and become integrated into its goals, practices, and policies.   

Beliefs about language are key components in indicating and signaling the evidence of 

ideologies about language. As depicted in the conceptual framework, teacher beliefs are 

intimately related to teacher knowledge and experiences and they all fuse within ideological 

frames of thinking.  They identify and reproduce broader ideological regimes of thought that 

pervade society on all levels – the personal, the communal, the national, and, at times, the global.  

Individual beliefs, therefore, a never individual but rather enmeshed in a cycle of constantly 

being produced and reproducing epistemological claims about language and ontological claims 

about those who speak languages.  Since ideologies operate beneath the surface, hidden in plain 

sight, and it is often difficult to pinpoint how and to what extent they are working to frame and 

position specific subjects; however, the identification of beliefs descriptive of specific ideologies 

help to show where, in fact, those ideologies are operational and how they serve to inscribe and 
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reinforce subjective norms within a society.  As such, ideas about language are actual 

representations of ideologies about language and span the communal and global - rarely confined 

to just the local – to indicate ideologies that have incidences, effects, and manifestations in the 

political, economic, social, and educational apparatuses in a society.    

 
Figure 1. Adaptation of Tozer, Violas, and Senese’s (2013) analytical framework 
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 A number of different language ideologies reflect the classed and racialized nature of 

language and have been referenced through ethnographic studies of language use and attitudes 

that span the globe (Berstein, 1971; Heath, 1983; Kroskrity, 1998).  Additional contributions to 

the canon of research on language ideology show the very conflation of language and race that 

result in language as a descriptive narrative of politically- and socially-constructed racialized 

bodies (Lippi-Green, 2004; Shuck, 2006; Stuart, 2006; Delpit, 2008). Such research sheds light 

on how language is conceptualized and how who embodies language becomes an important 

factor in the metanarratives about language, its use, and its value within social, political, and 

educational structures.  A number of these language ideologies – namely language as a liability, 

the fear of language, language elitism, language as a commodity, and linguistic conformity – are 

worth outlining in this literature review. 

Language as liability. Firstly, although accumulating research indicates the benefit of 

being multilinguistic, particularly among school-aged children, the idea of language as a liability 

remains a constant among lay theories about language.  Predominantly, the literature produced 

on the benefits of bilingualism has well documented that bilingual children develop greater 

cognitive skills than monolingual children (Bialystok, 2011; Robinson, 1998) and bilingualism 

enhances the linguistic framework and creative abilities of children resulting in better 

communicative skills (Gabszewic, Ginsburgh & Weber, 2011).  Furthermore, the benefits of 

bilingualism are directly associated with academic success in schools as well as with attitudinal 

characteristics in children that contribute to this success (Robinson, 1998).  Additionally, the 

value of bilingualism in children has been proven to benefit cognitive development and second 

language acquisition (Bialystok, 2007; Bialystok & Martin, 2004).  Nevertheless, there remains 

the idea that non-English languages are threats to students and will, ultimately, be detrimental for 
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them in advancing in, both, social and educational settings (Ruíz, 1984).  These 

conceptualizations of language as liability are directed, particularly, towards very specific 

language minorities (i.e., Latinos, Chinese, and Vietnamese in the United States – see Lippi-

Green, 1997a) and are thought to be obstacles that will inhibit them from assimilation into 

dominant society (Pimentel, 2011).    

Language as a liability also lends itself to the folk linguistic belief that ELLs can best 

acquire English by unlearning, or subtracting, their native language.  Lambert (1975, 1977) first 

described the situation where parents of Spanish-speaking children accepted that their child’s L1 

(Spanish) would decline in the process of L2 (English) acquisition.  He explained that subtractive 

bilingualism is achieved when at “some stage in the subtraction of the ethnic language and the 

associated culture, and their replacement with another” (Lambert, 1977, p. 19).  Since Lambert’s 

identification of subtractive bilingualism, the association has spanned beyond a phenomenon that 

might occur in certain language communities to include the general folk linguistic belief that a 

child’s native, non-English language will hinder new language acquisition and, therefore, needs 

to be sacrificed in favor of primarily English acquisition (Liddicoat, 1991; Landry & Allard, 

1992; Davidson, 209; Menken & Kleyn, 2010). 

Fear of language. Closely associated with this language ideology is the fear of language.  

From this idea about language is borne the xenophobic perception that Latinos are taking over 

the United States and, in their refusal to assimilate, ruining the fiber of America (Santa Ana, 

2002; Stuart, 2006).  Pimentel (2011) noted that this fear “is exacerbated in a post-9/11 society, 

wherein racial and linguistic ‘others’ are increasingly under surveillance” (p. 342).  In this 

context, to illustrate, epistemic ideologies and ethical and moral reasoning that fall outside of 

Eurocentric, dominant ones are threats to individuals and nations alike, and this threat conflates 
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to one against the entire world (Grosfoguel, 2011).  According to Gutiérrez and Jaramillo (2006), 

the inability to understand what others are saying places the White, monolingual English-speaker 

at a disadvantage because it interrupts the ability to surveil the imagined “other.”  This 

surveillance is associated with notions that correct actions, speech, and mannerisms on the part 

of the “other” help to determine that individual’s legitimacy as a properly assimilated graft into 

dominant society – one that will cause neither change nor encourage recognition of the “other” 

as equal (Richardson, 2003). 

Language elitism. The fear of language can be viewed as both precursor and result of 

language elitism.  According to this ideology of language, the English language is considered to 

be superior to all other languages (Mitchell, 2005; Grosfoguel, 2007; Pimentel, 2011) especially 

when it is used in its imagined standard form (Heath, 1983; Lippi-Green, 1997a; Lippi-Green, 

1997b; Delpit, 2002; Baron, 2011).  This ideology is intimately linked with that of linguistic 

imperialism, first coined by Phillipson (2009) and used to describe the manner in which the 

English language is employed as a postcolonial endeavor designed to maintain dominance and 

control over previously colonialized nations.  Its elevation of English as a representation of 

superior intellectual and enlightened thought has been proffered to explain the association of 

English as the language of globalization and of business (Phillipson, 1997; Phillips, 1998; 

Modiano, 2001; Phillipson, 2006; Al Hosni, 2015).  Specifically, Phillipson (1997) explains that 

linguistic imperialism is a subcategory of the broader study of linguicism and puts “the sociology 

of language and education into a form which furthers scrutiny of how language contributes to 

unequal access to societal power and how linguistic hierarchies operate and are legitimized” (p. 

239).  Schools and other social institutions continue to be vital sites where these hierarchies are 

reproduced (Phillipson, 1997; Bourdieu, 1998). 
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Language as commodity or linguistic instrumentalism. Another important ideology 

about language, language as commodity, positions the acquisition of an additional language for 

native English speakers as a good asset to possess (Pimentel, 2011).  In doing so, the acquired 

language is relegated to a lower status of importance but still considered important to have and a 

benefit to the English speaker.  For example, Heller (2007) found that French in Canada has 

shifted from being a language of a region and community of individuals to being a language that 

is useful to speak in a transitional and global workforce.  This ideology categorizes both English 

and non-English languages as assets or commodities and reinforces the notion that one should 

study a foreign language in order make themselves more marketable in a global economy.  A 

notion closely related to this concept is that of linguistic instrumentalism.  Wee (2008) defines 

linguistic instrumentalism as “a view of language that justifies its existence in a community in 

terms of its usefulness in achieving specific utilitarian goals such as access to economic 

development” (p. 32).  The term justifies is used in this definition and alludes to the tenuous 

marriage between languages in some situations; often, tensions between native language and 

those languages considered instrumental highlight the tangential desire to progress in a global 

economy and retain and cultivate local or national languages and cultures.5 

                                                
5 There is debate, however, about the categorization of language as either commodity or instrument.  To illustrate, 
Kubota (2011) troubles the idea of linguistic instrumentalism of English in the career success of Japanese 
professionals in a qualitative analysis where he interviewed five adults learning English in the Japanese city of Hasu.  
Kubota, and found that realities such as gender and location, among others, were weightier factors than English in 
the career successes of these professionals.  The example, in this case, of English as either a commodity or 
instrument to be used in a global economy stems from a neoliberal reductionist notion of language whereby a 
language’s creative, power-laden, discursive, and constitutive properties (and, consequently, beliefs about the same) 
are downscaled to object.  As such, it is apparent that language conceptualized as a commodity or instrument speaks 
more to a neoliberal rhetorical device than the actual function of language.  Similarly, Petrovic and Kuntz (2013) 
delineate how the liberal framing of language undermines linguistic pluralism as a discourse of “language-negative 
liberalism” (p. 133) camouflages itself as language inclusion and linguistic diversity.  For the purposes of this 
research project, however, claims are not being made to suggest these categories (i.e., language as commodity) are 
correct understandings of language.  They are used in order to emphasize the unidirectional and, at times, 
unsophisticated manner in which some folk linguists manifest views about language.         
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Language as conformity. Another set of beliefs had about language is that of language 

conformity and, ironically, language as commodity and language as conformity are not mutually 

exclusive depending on what the native speaker’s first language is.  Although, for example, 

Spanish, French, and English are considered languages of wider communication, or LWC, 

(Phillipson, 1992), the language imperialism of English, on a global scale, translates to different 

actions regarding other language for speakers of different languages.  Here, a native English 

speaker would not be encouraged to abandon English in order to master another LCW, like 

Spanish or French, but be encouraged to acquire either or the two as additional tools.  On the 

other hand, Spanish speakers in the United States are encouraged to abandon their native 

language in order to better assimilate into the linguistic and cultural landscapes (Kao, Vaquera, 

& Goyette, 2013), resulting in ideas of subtractive bilingualism for the native Spanish speaker 

and additive bilingualism for the native English speaker (Liddicoat, 1991).  Although 

competence in a LWC is often accompanied with economic, social, political, and educational 

advantages (Pennycook, 1994/1998; Skutnabb-Kangas, 2000), the LWC are characterized by a 

hierarchy of value that encourages the use of one while discouraging another, depending on the 

native speaker’s first language (Reagan, 2002).  

Language as conformity is a language ideology that holds that individuals must adhere to 

a specific linguistic code in order to insure national unity (Stuart, 2006).  A recurrent theme in 

literature on language policy, for example, highlights how national membership in a particular 

society is legitimized through language.  Language is often thought to carry culture and one’s 

reaction to language interpreted to be a reaction culture (Bowerman, 2006).  Since culture is 

often conflated to include nationhood and evidence of national pride, the degree to which the 

“other” embraces, either official or unofficial, national languages determines how patriotic they 
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are (Soto, 1997; Deumert, 2006; Shuck, 2006; Bale, 2008; Westheimer, 2007; Wee, 2010).  

Therefore, the exercise of rights to language other than the language of the dominant culture is 

perceived to be an assault on national values and culture (Milroy, 2001; Ricento, 2009; May, 

2011); the lay solution to such a dilemma is achieved when individuals cede to dominant 

linguistic conventions at the cost of native languages and cultures alike.  These ideas about 

language are significant for applied linguistics and are of particular interests in the field of folk 

linguistics as detailed in the section that follows. 

Folk Linguistics 

In order to appreciate the significance of pre-service teacher (PST) beliefs about the 

language of different child migrants, it is salient to review the notion of folk linguistics and its 

influence on actions and practices within and outside of the classroom.  Linguists have 

recognized the prominence of language attitudes of non-expert linguists in the relatively new 

camp of study known as folk linguistics.  Similar to other branches of folk science (e.g., folk 

psychology and folk medicine), folk linguistics is the study of folk, or non-specialists, ideas 

about and ways of doing language.  This includes lay theories that non-specialists invoke to 

explain linguistic phenomenon.  Wilton and Stegu (2011) explained that the proverbial apodictic 

line drawn between expert and folk linguists has had to be, at best, redrawn and, in some cases, 

erased, because the “explicit orientation towards language in everyday life and in particular to the 

problems and concerns of language users” (p. 2, emphasis added) is heavily influenced by lay 

theories.  The meaning of this impact can be traced to underlying concepts that allow individuals 

to recognize, categorize, evaluate, and explain a specific thing – namely the social psychological 

concepts of belief, attitude, opinion, and subjective theory. 
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In the field of applied linguistics, the distinctions among the concepts borrowed from 

social psychology used to explain how humans recognize something often overlap and converge 

in meaning.  Goodenough (1990) has explained belief to be the association between a 

proposition and a commitment to said proposition.  This scheme is actually based on an 

individual’s experiences within the word and how she views the world’s structure and 

organization.  When evaluation forms a part of the equation, Fishbein (1965) cited that this belief 

has now become an attitude.  Attitudes, as such, represent a person’s negative or positive 

evaluation of a thing, event, or object.  For social psychologists, attitudes are essential in shaping 

actions.  While the belief and attitude remain in the realm of implicitness, the explicit expression 

of an attitude is considered an (individual) opinion (Crespi, 1997).  Depending on how widely 

this attitude has been expressed, the opinion can be classified as a public one.  Finally, subjective 

theory is the “cognitive system of an individual acting in everyday life” (Wilton & Stegu, p. 4) 

and differs from science- and research-driven characteristics of objective theory.  What is notable 

about subjective theories is the fact that they are characterized by being stable, long-lasting, and, 

somewhat, resistant to change. For this reason, the ideas, situated in beliefs, that non-experts 

have about language are significant. 

One key facet of folk linguistics regards the identification of the layperson, or non-

linguist, from the expert, or linguist, and the importance of the knowledge of the former in 

shaping ideas about language.  Firstly, it is germane to note that experts normally have specific, 

specialized knowledge in a particular field, which is often validated by some form of 

credentialing (Hitzler, 1994).  A layperson, on the other hand, lacks these formal qualifications 

and content-specific, academic knowledge in a particular area.  The distinction between the two, 

in brief, means that the layperson is the one who needs to be taught and guided (Wilton & 
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Wochele, 2011) but who also can be resistant to new, and accurate, knowledge that contradicts 

metadiscourses that may already be held about language.  In the economic theory of ordinary 

knowledge, Hardin (2009) offered an explanation about this tendency towards rejection by 

identifying three sources of knowledge.  There is knowledge that we individually seek, that 

which we happen upon, and that which is imposed upon us (Hardin, 2009).  Knowledge that is 

imposed tends to be rejected.  Wilton and Stegu (2011) further stated,  

Applied linguistics need to be aware of the fact a) laypeople hold a different, but not 
inferior kind of knowledge which fulfills vital functions in everyday decision making, 
and b) the efforts to correct seemingly incorrect lay knowledge must take resistance to 
knowledge that is perceived as “imposed” or “uneconomical” into account. (p. 6) 
 

The language beliefs, therefore, of non-specialists cannot be discounted and the way in which 

they are confronted for correction can be perceived as combative and an affront to beliefs that 

comprise ideological stances. 

Certain general language practices, language policy, and accepted societal 

metadiscourses about languages can be attributed to the influence of folk linguists.  When 

addressing the pervasiveness of folk linguistics in thoughts about language, Albury (2014) has 

reminded that “folk linguistic knowledge and beliefs form local, shared, operable, socially- and 

culturally-situated logics” (p. 89) that represent communal belief systems.  Folk linguistic beliefs 

have been shown to influence the conceptualization and subsequent treatment of individuals and 

populations as less intelligent when their language use does not follow imagined standard 

conventions (Lippi-Green, 2004; Delpit, 2008; McKenzie & Othus, 2011), have trumped de jure 

regulations intended to promote linguistic pluralism on national levels (Harlow, 2007), and have 

been found to heavily influence the ideas and practices of educators and learners, alike, when it 

comes to language acquisition (Chavez, 2009; Pasquale & Preston, 2013).  Although folk 

linguistics is considered a relatively newer field of study (Wilton & Stegu, 2011), research in the 
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field has revealed the pervasive impact of lay theories of languages in virtually all areas of 

linguistics, from general beliefs to the implementation and ignorance of policy as they relate to 

language.  It is precisely for this reason that special attention should be paid to the role of folk 

linguistics, including and especially, in the realm of education.  Such an analysis contemplates 

the reality that language is not neutral (Wee, 2010).  Since language in not neutral nor are the 

consequences and effects ideas surrounding language, educational practices related to language, 

and language policy. 

Fairclough (1989; 1999) alluded to this when he stated that critical language awareness 

was necessary for an understanding of how language was used and how language users were 

placed within the existing social and economic orders.  He argued this awareness is “a 

prerequisite for effective democratic citizenship, and should therefore be seen as an entitlement 

for citizens, especially children developing towards citizenship in an education system” 

(Fairclough, 1992, pp. 2-3). Towards this goal, Fairclough further noted that educational 

practices continue to mismatch educational needs as a result of the metadiscourses about 

language that influence practices and, in many cases, inhibit social (and within this context 

educational) change needed to reflect evolving linguistic and cultural landscapes.  It is, therefore, 

necessary to study the extant and developing beliefs of practitioners within and on the cusp of 

entering the field of education.  An analysis of the lay theories about language held by these 

individuals is essential to understanding current policies and practices in education and such an 

examination of discourse can help explain relationships that the introduction of applied 

linguistics to education simply had been unsuccessful in achieving.  Gee (2001) wrote that 

“[applied] linguistics has had much less impact on education, and teachers know much less about 

language and linguistics, than the current state of our knowledge about language in education, or 
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the current dilemmas in our schools, would seem to merit" (p. 647).  The question therein lays to 

what extent do folk linguistics drive educational practices if the expert knowledge about 

language from applied linguistics is not that which shapes the praxis in schools? 

The weight of this question falls heavily on the side of folk linguistics not being merely 

ideas lay persons have about language but rather the potential such beliefs have in reproducing 

flawed notions about language, shaping language policies, and constructing purported truth.  

Further discussion about the reproduction of erroneous notions about language, particularly as 

they pertain to education, and the construction of supposed language truths will follow; however, 

a mention of the significance of folk linguistics and its influence on language policy is warranted 

at this juncture.  In Preston’s (1993) qualitative analysis of folk linguistic beliefs, she has 

underscored the importance of non-specialist language beliefs because they, among other 

functions, signify one’s local identity, serve as assessors of educational ability, and are wielded 

as evaluative tools in assessing one’s competence.  Additionally, Preston added that the notion of 

anaphora “guides speakers and hearers through the identities of people, things, and ideas as part 

of the glue of text” (Preston, 1993, p. 240).  According to Preston (1993), a normal use of 

anaphora signifies understanding by all parties while anaphoric avoidance could mean speakers 

have stumbled upon topics that are culturally, racially, or ethnically sensitive.  Although 

Preston’s analysis is at the conversational level, she maintains “anaphoric patterns substantiate 

the generalizations about those beliefs outlined . . . in the more global analyses” (p. 244).  

Therefore, what folk linguists believe about language locally conflates to generalized beliefs 

about language.  Language beliefs can function along axiological norms to evaluate that which is 

accepted as right/wrong, good/bad.  Tangentially, folk linguistic beliefs can attempt to erase 

linguistic difference in a faux egalitarian claim that makes the playing field level for all (i.e., 
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speaking the same language).  Such attempts have been witnessed on the policy level in the form 

of monoglossic language policies in education.  To illustrate, García and Torres-Guevara (2010) 

noted how language policies in schools in the United States ignore the fact that 75% of Latinos 

are English proficient and, instead of opting for effective strategies that use the L1 to build upon 

the L2 (Heller, 2007; Zheng, 2009), chose monoglossic policies that construct English as the 

language and relegates Spanish to one of many foreign or heritage languages.  They further noted 

common beliefs (read folk beliefs) about Latinos as linguistic problems in schools and Spanish 

as inferior to English contribute to the development and implementation of monoglossic 

language policies.  Tollefson and Tsui (2014) have associated this tendency to ignore the 

consequences of language policies to the commitment to broader economic and political 

agendas.  As such, general societal beliefs about language often play a more prominent role in 

the development of language policy, particularly in education, than research that can specifically 

inform such policies.  Given this, the importance of folk linguistic beliefs transcends personal or 

local beliefs to include national and global beliefs about language that affect educational 

language policies and practices. 

The Role of Language Ideology in Teacher Beliefs 

The bulk of literature on teacher beliefs, perceptions, and knowledge at best offers some 

definition that distinguishes the concepts and at worst uses them interchangeably.  For the 

purpose of this research study, however, it was germane to establish a clear definition of beliefs 

within the context of this research project.  To that end, the definition of teacher beliefs offered 

by Nespor (1987) was used a base for understanding teacher beliefs, what they entail, and how 

they influence and affect practices.  Since a significantly high proportion of the studies in the 

field that examine teacher, and specifically pre-service teacher, beliefs does not explicitly define 
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the concept (Nespor, 1987; Borg, 2001), in this review of literature, only those which frame 

teacher beliefs closest to Nespor’s (1987) and Borg’s (2001; 2005; 2011) conceptualizations of 

beliefs and the subsequent distinction among beliefs and knowledge are considered.6     

Definition of (Teacher) Beliefs 

Nespor organized a framework for a belief system within the context of education that 

was originally posited by Abelson (1979), who delineated the differences between belief and 

knowledge systems by noting very general distinctions between the two systems across multiple 

social science fields.  In the original model, there are seven characteristics of belief systems that 

included that the components of the system are not consensual; the systems are, in fact, 

concerned with the conceptual objects, ideals, or beings (e.g., conspiracies and gods); they 

include representations of how the world should be; they contain both evaluative and affective 

elements; they have a tendency to include material from cultural, political, and folkloric beliefs 

as well as personal experience; the content for beliefs systems is extremely broad; and, belief 

systems are subject to varying degrees of accuracy (Abelson, 1979).  In Nespor’s (1987) 

adaptation, he identified that the basic structure of individual beliefs includes existential 

presumption, alternativity, affective and evaluative loading, and episodic structure.  For Nespor, 

specifically addressing teacher belief systems, these characteristics are what distinguish belief 

from knowledge.  Existential presumption centers, principally, upon metaphysical notions that 

beliefs include “the assumptions about the existence or nonexistence of entities” (Nespor, 1987, 

                                                
6 Caution is being taken in defining how the terms belief and knowledge are conceptualized for the purpose of this 
literature review.  Although the use of these terms are rather extensive in literature on pre-service teachers, the 
concept of beliefs had “acquired a rather fuzzy usage” (Borg, 2001, p. 186) and there has not been resounding 
consensus on how the terms should be defined. To illustrate, Cochran-Smith, whose significant contribution to the 
corpus of research on teacher inquiry (Cochran-Smith & Lytle, 2001; Cochran-Smith, 2006; Cochran-Smith & 
Lytle, 2009) addresses belief as thoughts and knowledge as action.  Cochran-Smith (2003) further expands on the 
terms by placing knowledge, beliefs, assumptions, ideas, premises, and concepts in the former category of thoughts 
and including, among other elements, teacher education programs, practices, strategies, curricula, policies, and 
assessment systems in the latter.  
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p. 318).  Similarly, but leaning more on axiological assumptions, alternativity characterizes the 

ideal situations that teachers conceptualize, even though they may not mirror, reality.  This 

characteristic of teacher beliefs is of importance because it relates to how actions, pursuits, and 

concerns that lead to actions are justified in pursuit of this conceptualization of an alternate 

reality.  Affective and evaluative aspects of belief systems moderate the effort a teacher 

designates to a particular area because they are intimately linked to the expectations of the same.  

Lastly, episodic storage is “stored material derived from personal experience or from cultural or 

institutional sources of knowledge transmission” (Nespor, 1987, p 320).  This characteristic of 

individual beliefs is of particular salience because, as Nespor noted, experiences had early in 

teaching careers tend to dictate actual teaching practices.  

Borg’s (2001) conceptualization of beliefs furthers the explanation of the components of 

beliefs proffered by Nespor, especially as they relate to the distinction between knowledge and 

beliefs.  According to Borg (2001), a belief is “a proposition which may be consciously or 

unconsciously held, is evaluative in that it is accepted as true by the individuals, and is therefore 

imbued with emotive communication; further, it serves as a guide to thought and behavior” (p. 

186).  As such, beliefs work to perform three principle functions – make sense of the world, 

influence how information is perceived and processed, and determine whether or not a particular 

piece of information will be accepted or rejected (Borg, 2001).  Defined in this way, Borg 

discriminates beliefs from knowledge by noting that knowledge must be accurate to some 

external extent where a belief can be esteemed as true only by the individual and needs no 

further validation as far as truth, relevancy to others, or degree of accuracy is concerned.  Thus, 

similar beliefs might be held by a group of people or a singular belief by one person; regardless, 

the manner in which beliefs function, according to Nespor (1987), remains valuable.  Depending 
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on whether a specific belief is held by an individual or by a group will affect the scale and reach 

of this belief, particularly as it translates into practices and behavior.  Therefore, when examining 

beliefs and knowledge as systems, since knowledge requires that it be true from an external 

source, knowledge systems can be evaluated and critically examined (Pajares, 1992).  Likewise, 

since belief systems are unbounded and neither beholden to logic nor group consensus, they can 

evade the scrutiny and reevaluation that is part and parcel of validating knowledge systems as 

true.  Although this may appear to render belief systems less powerful in terms of practices, 

Pajares (1992) simply states that “belief is based on evaluation and judgement; knowledge is 

based on objective fact” and summarizes that Nespor concludes “that beliefs are far more 

influential than knowledge in determining how individuals organize and define tasks and 

problems, and are a stronger predictor of behavior” (p. 311).  This characteristic of belief does 

not, however, signify that beliefs are only singular or individual; they are, consequently and 

oftentimes, collective and communal and represent greater schema of belief systems that govern 

conduct on more than just a personal basis.  It is, therefore, of great importance to examine 

beliefs for, among other reasons, the constitutive influence that they have on actions, behaviors, 

and practices, of individuals, groups, and, as an extension, societies.  

A mere examination of teacher beliefs, however, is only a piece of the puzzle because, to 

date, researchers are still engaged in tense debates about whether or not beliefs, once they have 

been constituted, can change.  For some, Kagan’s (1992) research synthesis on student teacher 

beliefs painted a bleak picture of what should be expected with regard to whether or not student 

teacher beliefs are inflexible by concluding, 
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. . . the personal beliefs and images that preservice candidates bring to programs of 
teacher education usually remain inflexible.  Candidates tend to use the information 
provided in coursework to confirm rather than to confront and correct their pre-existing 
beliefs.  Thus, a candidate’s personal beliefs and images determine how much knowledge 
the candidate acquires from a preservice program and how it is interpreted. (p. 154) 
 

Granted, many of the studies conducted since Kagan’s synthesis have supported that same 

conclusion7, others have noted changes in teacher beliefs, or opted to reconceptualize the notions 

of belief and belief systems as being in degrees of development.        

  In the realm of teacher beliefs, the fact that pre-service teachers are also folk linguists 

whose beliefs represent broader ideological notions, influence educational practices, and exhibit 

resistance to change complicates a unidirectional view of beliefs.  Beliefs, language ideology, 

and folk linguistics appear on the educational landscape as mutually constitutive forces that exist 

in a symbiotic relationship.  As carefully as Nespor (1987), Pajares (1992), and Kagan (1992) 

have extrapolated belief from knowledge and practice and defined it, a broader reading of beliefs 

as they relate to those which PSTs have about child migrants reads then as processes that affect, 

are affected upon, and produce effects.  These concepts provide the language needed to describe 

and narrate these relationships.             

The Great Belief Change Debate 

Considering the material of episodic events, like personal experience and cultural and 

political thought (Pajares, 1992), and the lasting effect of the same, a framework which offers an 

explanation why teacher beliefs are difficult to change, particularly in the case of pre-service 

teachers, can begin to take shape.  Such a framework is necessary when addressing the language 

beliefs of PSTs, as folk linguists, because, succinctly, the findings are a mixed bag.  There is 

cannon of research, using points of evaluation before and after courses or interventions, that 

sustains that PSTs’ ideas remain unchanged (Pennington & Urmston, 1998; Peacock, 2001; 
                                                
7 Relevant studies are noted and described in the following section. 
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Borg, 2005).  In a year-long comparative study of between 40 first-year and 48 third-year PSTs 

in a teacher education program in Hong Kong, Pennington and Urmston (1998) concluded that, 

generally, many of the third-year PSTs, nearing the end of the course, resorted to ideas they held 

about language and learning before beginning the program when it came to teaching, learning, 

and language.  First-year students were idealistic and held rigid views about teaching, learning, 

and language and preferred an English-only approach to language acquisition.  Third-year 

students, on the other hand, were more amenable to code-switching and mixing language during 

instruction but, unfortunately, felt that theories about language and learning had little relevance 

to their lived experience.  The authors offer this tendency as an explanation why the third-year 

teachers reverted to pre-program beliefs about language and learning that were primarily based 

on their schooling experiences and widely held societal beliefs that influenced their manner of 

thinking.   

Similarly, Peacock (2001) concluded that pre-service teachers experience little change in 

their beliefs about second language learners.  In a three-year, longitudinal study, the language 

beliefs of 146 English as a Second Language pre-service teachers in Hong Kong were measured 

using the Beliefs about Language Learning Inventory.  This study found that PSTs, in addition to 

little to no change in other presumptions about language acquisition, showed little change in how 

they perceived the role of individual intelligence in the acquisition of a second language.  These 

ideas remained constant, even though participants were provided information that informed them 

against the erred notions they held about second language acquisition (Peacock, 2001).  Borg’s 

(2005) case study of a PST in a four-week training course designed to guide burgeoning 

educators in non-traditional teaching methods yielded many of the same results.  One of the 

study’s participants aliased Penny often engaged in what the author cites are parallel models or 
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separate lines of thought where she reproduced correct responses to situations based on course 

material, however, ultimately reverted to prior beliefs when it came to actual practices.  These 

studies represent a side of the teacher belief debate that stresses how difficult it can be to effect a 

significant change in beliefs, particularly about language.  In the Pennington and Urmston (1998) 

study, the authors noted the prevalence and permanence of dominant societal beliefs about 

language among the PSTs even when those beliefs were in dissonance with the best practices 

being taught, studied, and modeled in the course.               

While there are a number of studies substantiating that PSTs do experience some change 

in their core language beliefs (Cabaroglu & Roberts, 2000; MacDonald, Badger & White, 2001; 

Mattheoudakis, 2007; Clarke, 2008; Busch, 2010),8 these studies are rife with evidence of the 

permanence of teacher beliefs prior to taking specific courses aimed at presenting current and 

past research on language learning.  To illustrate, MacDonald, Badger, and White (2001) 

administered pre- and post-course questionnaires on key beliefs about language learning to 27 

undergraduate and 28 graduate students taking a SLA course and compared their responses to the 

responses of a control group of 25 undergraduates in a TEP who were not enrolled in a SLA 

course.   The authors noted that the students’ core beliefs about how a learner acquires an 

additional language shifted from a heavy bent towards behaviorism to constructivism.  

Nevertheless, they broadly concluded that the three groups had and maintained similar beliefs 

which were about language learners although some of those beliefs were inconsistent with 

extensive research to which the students were exposed throughout the SLA course.  The authors 
                                                
8 There is a dearth of research on the language beliefs of general education pre-service teachers.  Most of the 
research, including the studies cited in this literature review, focus on language arts pre-service teacher (e.g. 
MacDonald et al., 2001), pre-service teachers who are enrolled in a linguistics or Second Language Acquisition 
(SLA) course of program (Peacock, 2001; Angelova, 2005; Lo, 2005; Cabaroglu, 2006; Busch, 2010; de Figueiredo, 
Hammill, & Fredricks, 2010/2011), in-service teachers (e.g. Borg, 2011),   or, specifically address the beliefs of ESL 
or English as a First Language (EFL) teachers in training (e.g.  Mattheoudakis, 2007).  This detail is important to 
note because, logically, such studies are the ones that shed a positive light on the possibility of modifying teacher 
beliefs about ELLs.   
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speculated that, in addition to the regency of some of the research, the PSTs probably remained 

unpersuaded to change their beliefs because “the fact that cultural influences were still proving 

more powerful for them than empirical research” (MacDonald et al., 2001, p. 959).  

Mattheoudakis (2007) noted a change in beliefs about the mechanics of language learning (i.e., 

grammar, vocabulary, and pronunciation) in a longitudinal study of, initially, 66 participants over 

the course of four years with 30 PSTs participating in the study during their final year of studies.  

Changes, however, were not noticed in their beliefs regarding learner-specific traits, such as 

language learning aptitude, and in other areas associated with how they perceived the difficulty 

of learning a language and the role of the teacher.  The lack, however, of such changes is not 

considered definitive by researchers who aim to redirect the debate by suggesting a more fluid 

manner of reporting teacher beliefs.  Busch (2010), however, did not seamlessly categorize the 

mixed findings in her study to categories where beliefs changed or not.  Instead, in this large 

mixed methods study of 381 PSTs enrolled over a three-year period in an introductory second 

language course, she noted variances of student beliefs at the beginning of the course as 

compared to their same feelings about particular belief statements of the Beliefs About Language 

Inventory (TBALLI)9 at the conclusion of the course.  Although positive feedback from the PSTs 

about the empirical findings that contradicted widely held beliefs about SLA and SLLs were 

noted, Busch cites a word of caution about such initial changes in belief systems because those 

changes are frequently stymied by the fact that cultural background beliefs and societal practices 

often trump empirical research.10  Cabaroglu and Roberts (2000) conducted a year-long 

                                                
9 TBALLI is an instrument comprised of 23 belief statements about language learning.  The statements relate to 
beliefs and fall into four principle categories: how difficult it is(not) to learn a second language, the role of an 
learner’s language aptitude, epistemological beliefs about language learning and the learner, and learning and 
communication strategies that might be employed by the language learner (Busch, 2010).  
10 Busch (2010) noted that, although, PSTs were presented with the empirical data that shows that proficiency in the 
academic language is acquired with five to seven years of intense study, most of the PSTs in the study, while 
initially expressing shock and acceptance of this fact, reverted to a belief that academic proficiency in a language 
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qualitative study involving 25 PSTs in a 36-week secondary language course in the United 

Kingdom where they concluded that student teacher beliefs about language are in varying 

degrees of development as opposed to either not changing or having changed greatly.  Albeit 

limited by a small sample, the researchers emphasized that the study provides sufficient evidence 

to constitute a conceptual shift towards a model of belief development.   

Most of these studies have used survey instruments, such as TBALLI and The Beliefs 

about Language Learning Inventory, in an attempt to quantify beliefs before and after specific 

interventions in the form of a Second Language Acquisition (SLA) linguistics or multicultural 

courses.  In these studies, a subsequent comparative analysis of the pre- and post-tests was 

conducted and the change or lack thereof in PST beliefs summarized from these findings.  It is 

apposite to cite that none of the studies addressed in this literature review mentioned the issue of 

social desirability, defined as a phenomenon whereby respondents are unwilling or unable to 

report their true feelings, ideas, or intended actions due to a concern that the responses do not 

match the correct or desired response (Fisher, 1993).  This is particularly noteworthy since many 

of the interventions specifically address English language acquisition.  The absence of mention 

about social desirability is also quizzical within this context.  Many of the researchers drew an 

implicit relationship between the influence of dominant and overarching cultural norms on 

students to findings that revealed little to no change or development of PST beliefs.  This was 

evident, particularly, after correct information, vetted by research theory and practices, generated 

cognitive dissonances in PST beliefs about learners and language learning, which were identified 

and subsequently addressed.      

                                                                                                                                                       
can be achieved in a year.  She attributes this to current foreign language curriculum as well as public language 
policy that, among other functions, operates to cement such ideas.   Namely, school district policies that allow for 
only one year of ESL instruction and a foreign language curriculum in US schools whereby students are taught 
specific tenets of a language and tested solely on that  material solidify general societal beliefs that proficiency in a 
language can be attained through one hour of instruction over the period of a year.  



 

39 
 

Additionally, recently published dissertations that explicitly address language beliefs of 

PSTs are consistent with extant research on teacher beliefs and can, ultimately, be categorized as 

supporting the notion of belief development.  Clark-Goff (2008) found that, prior to taking the 

required English as a Second Language (ESOL) course, the 354 PST participants surveyed in the 

study, although they valued ELLs as students, were unaware of the mainstream environment of 

ELLs and undervalued, or did not consider important to language acquisition, the L1 of ELLs.  

After the ESOL course, however, these major belief areas had been positively changed.  

Likewise, Smith (2005) noted in a 293 participant pre- and 273 participant post-survey that PSTs 

were more reflective and aware of their perceived knowledge about ELL inclusiveness in general 

classroom settings after a one-semester ESOL course.  Owuor (2004) also addressed inclusion of 

ELLs in mainstream classrooms and found that, of the 71 participants enrolled in a Masters of 

Arts in Teaching program, the ones with the most positive attitudes about ELLs were those who 

had, both, more college classes pertaining the SLA and possessed knowledge of effective reading 

methods and general education practices for ELLs.  Both Lo (2009) and Ilosvay (2012) 

conducted studies and accessed how prepared PSTs felt they were for linguistically diverse 

classrooms.  Both studies addressed the importance of SLA and multicultural courses in Teacher 

Education Programs.  Bae (2003) found that such courses were not only essential to PSTs but 

also to in-service teachers, revealing that those who had taken a multicultural education course 

registered more positive attitudes, or ones that revealed high expectations and value of 

individuality, about ELLs as opposed to those in-service teachers who had not.11 

Although the body of research on the change in pre-service teacher beliefs had resulted in 

conflicting findings, there are researchers who have attempted to extrapolate research on the 

                                                
11 An extensive search of ProQuest, SCOUT, and Google Scholar  at the time of this study did not yield dissertations 
on the beliefs of pre-service teachers regarding different child migrants. 
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language beliefs of PSTs from a binary either/or state to one where beliefs are characterized as 

developing and not static.  Cabaroglu and Roberts (2000) borrow their definition of beliefs from 

Harvey (1986) and define them as “a set of conceptual representations which signify to its holder 

a reality or given state of affairs of sufficient validity, truth, or trustworthiness to warrant 

reliance upon it as a guide to personal thought and action” (p. 600).   Framed as such, beliefs are 

true for an individual at a specific moment and “teachers’ beliefs reflect the ways in which they 

make sense of an evolving identity: ‘self-as-teacher’” (Cabaroglu & Roberts, 2000, p. 388).  

Thus, as research relates to teacher beliefs, the veil of impossibility is removed with regard to a 

change in teacher beliefs; since belief development is associated with teacher identity, 

theoretically, the latter evolves as a consequence of change, modification, or reinforcement of the 

former.   Joram and Gabriele (1998) had confronted this dilemma previously by suggesting that 

punctual, reflective practices are required in TEPs in order for pre-service teachers to change 

ideas.  While some studies suggest that the same intentional, reflective practices should form a 

part of professional teacher development (Cochran-Smith, 1995; Spanierman et al., 2010), there 

is considerable benefit to making such reflective practices an integral part of TEPs because of the 

notions that pre-service teachers already have about English language acquisition.  Regardless of 

the extent to which researchers have shown that teacher beliefs change or remain constant, there 

is overwhelming consensus that the beliefs of pre-service teachers need to evolve in the area of 

language beliefs be they by changing or developing.  

Teacher Beliefs about Language Acquisition 

 Given that the few longitudinal studies conducted on pre-service teacher beliefs indicate 

that there is a tendency to revert to former beliefs about language (Peacock, 2001) unless there is 

consistent intervention to change belief systems (Cochran-Smith, 1995/2000), the beliefs that 
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some teachers have specifically about language acquisition is worth mentioning. A number of 

teacher practices are based on the misconception that school-aged, non-English speakers, within 

a United States context, should be able to acquire English within two years (Reeves, 2006) and 

ELLs should achieve fluency shortly after the one-year mark (Walker, Shafer, & Iiams, 2004).  

This, however, contradicts empirical studies that indicate that it may take from five to seven 

years to learn academic English and anywhere from six months to three years to reach social 

proficiency in the language (Cummins, 1981).  Additionally, a considerable percentage of 

teachers believe the home language of a child negatively affects the acquisition of another 

language (Clair, 1995; Karabenick & Noda, 2004; Reeves, 2004).  This notion is also refuted by 

research.  Olsen (1997) found the best foundation for the acquisition of another language is the 

use of one’s native tongue and subsequent research continues to prove this true (Zelasko, 1998; 

Rolstad, Mahoney, & Glass, 2005; Barnett et al., 2007; Gabszewic, Ginsburgh & Weber, 2011; 

Tong et al., 2011).  Generally, many teachers also believe the use of a child’s native language 

within the classroom interfered with English acquisition (Reeves, 2004/2006; Walker et al., 

2004).  This belief also contrasts with research establishing that a child’s proficiency in their 

native language, in fact, facilitates the acquisition of English and results in greater short and long 

term academic achievement (Cummins, 1992; Robinson, 1998; Lee, 2002; Bialystok, 2011).  

Busch (2010) found, in a mixed methods study of 381 PSTs enrolled in a SLA course conducted 

at a state university in California over a three-year period, that these erred ideas about language 

and language learning were prevalent among educators on the cusp of entering classrooms on a 

full-time basis.  After citing the damning consequences of lay theories of language on the 

bilingual educational policy in California, which led to propositions to ban bilingual educational 

programs in public schools, Busch noted that “some teachers pointed out that the course 
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information helped them to better evaluate the misinformation about language acquisition being 

perpetrated by the promoters of the proposition” (2010, p. 334).  Given the pervasiveness among 

in-service teacher beliefs about language acquisition that contradict what research determines to 

be true and the tendency of beliefs to result in erred teaching practices that accompany PSTs into 

their K-12 environments, what PSTs believe about language should not be ignored as an area of 

inquiry.  An examination of the literature reveals that teachers, and pre-service teachers alike, are 

folk linguists with very specific beliefs about language that, ultimately, drive their attitudes and 

subsequent practices.   

(Pre-Service) Teacher Beliefs about Those Who Embody Language 

The issue, nevertheless, of the language ideology of PSTs is much more complex than 

whether or not these soon-to-be educational practitioners have simply wrong ideas about 

language; it moves beyond superficial observations of right or wrong behaviors and/or practices 

to reveal the biases PSTs may have about particular children who embody a specific language 

and have a certain background.    This racialization of language is part and parcel of the 

examination of language ideologies that position language users within a particular social order; 

an order which is often hierarchical and operates on a plane in which the Self is clearly 

differentiated from the Other (Silverstein, 1979; Schieffelin, Woolard, & Kroskrity, 1998; 

Gonzalez & Melis, 2001; Delpit, 2008; Pimentel, 2011; Abdi, 2011).  Shuck (2006) clarifies that 

when language is racialized it is “expressed with indirect or direct reference to racial categories 

or using rhetorical patterns most often associated with discussions of race and ethnicity, so that 

an undercurrent of racial distinctions runs through discourse about linguistic difference” (p. 260).  

Language and the sociopolitical construct known as race conflate into metadiscourses that reveal 

how, 
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[A] conjunction of the hegemonic position of the dominant English language and the 
socially constructed normalization of Whiteness creates an ideological context within 
which Americans speaking languages other than English, whose origins lie in continents 
other than Europe, are racialized as alien outsiders, as Others. (Schmidt, 2002, p. 142)   

Within educational contexts, the manner in which educators make value assessments and 

evaluations about children lend credence to the notion of the racialization of language. 

Such assessments and evaluations made about language learners or speakers of non-

standard English in educational settings, and K-12 schools in particular, has been soundly 

established both theoretically and empirically in literature.  Stubbs (2008) addresses this issue 

broadly by positing that, whether intentional or not, language stereotyping occurs in social and 

educational settings and often dictates a speaker’s intelligence and even extends to determining 

character or personal worth as perceived by others.  Within a schooling context, this includes 

assumptions made about students’ familial backgrounds.  Based upon the idea of how 

standardized a child’s English language is (Heath, 1983; Hilliard, 2008), whether or not a child 

speaks with an accent (Lippi-Green, 2012b), or what a child’s first language may be (García & 

Torres-Guevara, 2010), teachers have constructed language ability and the intelligence of 

children along a continuum that goes from deficient to different.  The misreading of shades of 

diversity and the fact that TEPs have not effectively intervened to interrupt such notions is not a 

new phenomenon in education.  In an eerily prophetic 1969 declaration, the National Institute for 

Advanced Study in Teaching Disadvantaged Youth noted what would be the result of teacher 

training that mirrored lay theories and dominant societal beliefs about children, learning, and 

education when it reported the following: 

Racial, class, and ethnic bias can be found in every aspect of current teacher preparation 
programs.  The selection processes militate against the poor and minorities [including 
language minorities].  The program content reflects current prejudices; the methods of 
instruction coincide with learning styles of the dominant group.  Subtle inequalities are 
reinforced in institutions of higher learning.  Unless there is scrupulous self-appraisal, 
unless every aspect of teacher training is carefully received, the changes initiated in 
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teacher preparation as a result of the current crisis will be, like so many changes which 
have gone before, merely differences which make no difference. (Smith, 1969, pp. 2-3) 
 
There is little surprise, then, that research on PSTs continues to indicate that the 

predominantly White, monolingual, female cadre of student teachers prefer to teach White, 

monolingual children who come from cultural, linguistic, ethnic, and social backgrounds akin to 

their own (Zeichner, 1993; Miller & Mikulec, 2014).  Further studies have noted, when 

confronted with a diverse student body population, PSTs have much lower academic and 

behavioral expectations for children of color and SLLs (Terrill & Mark, 2000).  Cross (2003) 

associated this right to surveil and assess children based on linguistic and racial markers to the 

observational power given to student teachers during the course of their teacher preparation.  

Through teacher observations that are “university established, set up, and endorsed” student 

teachers “were given sanctioned authority to observe African American, Latino, and Hmong 

students, and to simultaneously keep Whiteness invisible” (Cross, 2003, p. 208).  As such, 

student teachers are elevated to a position whereby they evaluate non-English, non-White, and 

non-middle class as barriers, instead of nexuses, to an education.                       

As previously stated, although a large portion of literature in educational settings focuses 

on language and ESL teachers, the language ideologies held by college undergraduates, 

especially PSTs, are significant in their function within folk linguistics.  Even though PSTs are, 

in theory, steeped within programs that purport to train them in the profession of teaching, there 

is alarming consistency on mistaken beliefs about language acquisition (Zheng, 2009) and 

reinforcement of the racialization of language (Baron, 2011; Delpit, 2002/2003; Flores, Cousin, 

& Diaz, 1991) on the part of PSTs.  Shuck (2006) found, in a qualitative study of the ideas of 

language and performance of 52 undergraduates that they associated race and national origin 

with nativeness in English, envisioned a hierarchal relationship between native and non-native 
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English speakers, and expressed ideas of reverse discrimination by the existence of programs or 

services (i.e., translation) for language minorities and/or international students.   The specific 

population of undergraduates who are also recent PSTs reflected similar ideas about language 

and SLLs but within a K-12 context.  For example, in a qualitative study where 12 graduates of a 

TEP where contacted and interviewed during their first year of teaching, Cross (2003) found that 

the recent graduates stressed ideas of the supremacy of English and the need to, respectfully, 

correct students who spoke Ebonics or what the educators considered to be non-standard English.  

On the one hand, the recent graduates voiced that culture was important, however, on the other, 

they often used culture12 and a child’s background experience to explain what some deemed 

behavioral problems in students.  In a larger study of 97 PSTs, Terrill and Mark (2000) found 

that PSTs had different expectations for children of color and linguistically diverse students that 

were different from those that they had for White, monolingual Anglo learners.  Pre-service 

teachers in this study expected schools in urban (e.g. predominantly African-American with 

linguistically underrepresented groups) and rural (e.g. with a high percentage of Native 

Americans) areas to have few gifted and talented students; experience greater discipline 

problems; be adversely affected by a general lack of parental support; and have a high 

percentage of children who were not motivated.  Such assumptions that PSTs may have about 

different types of language learners and children have been reason for many researchers to call 

for a process of “deconditioning” so that PSTs can rid themselves of preconceived prejudices 

that can interfere with the manner in which they teach (Ladson-Billings, 1994; Cochran-Smith, 

2003; Zheng, 2009).       

                                                
12 Language is often conflated to mean culture and attempts to communicate in and retain one’s native language can 
be perceived as a threat to the dominant languages, and thus translate to infractions against dominant societal and  
cultural norms (Milroy, 2001; Ricento, 2009; May, 2011). 
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Literature on Third Culture Kids, however, is sorely lacking when it comes to issues 

concerning the reality of the racialization of language and what this means regarding how PSTs 

conceptualize TCKs.  A relationship can be drawn between this silence and the fact that the TCK 

has, historically, been socially- and conceptually-constructed as a Caucasian child hailing, 

principally, from the United States or possibility from Europe.  As such, there is explicit White 

privilege associated with the ideal of a TCK that does not contemplate nuances of race and the 

inextricable conflation of race and language as they relate to child migrants.  Although this has 

been realized by a number of TCK researchers, it is an area of investigation and questioning that, 

for some reason, remains tacitly off limits at worst or blatantly ignored at best in the TCK 

scholarly world (A. Baker Cottrell, personal communication, August 2, 2014).  There are those 

who grapple with the concept and question whether the term third culture kid is even relevant in 

today’s landscape of child migration (A. Cottrell, personal communication, February 11, 2015). 

Failure to address this issue in the scholarly realm leaves Third Culture Kids at a disadvantage 

because it restrains how they are able to understand their identities within particular cultural and 

social milieus.  As such, they reproduce dominant, normative discourses about racial categories 

and languages that support the concept of a White TCK and do not provide TCKs who fall 

outside of that normative construct, such as those who identity as African American, with the 

language needed to describe themselves and their experiences (Swindle, 2014).  

Third Culture Kids and Other Child Migrants 

The changing demographics of children in K-12 public schools in the United States 

denotes a dynamism that is not reflected in the types of teachers who will be at the helm of 

educating such a population.  According to 2011 US census data, as it pertains to language use, 

there has been a 168.2% increase in the population over five years of age that speaks a language 
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other than English at home, representing 20.8% of the population (Ryan, 2013).  The 

overwhelming majority of teachers in US public schools is comprised of White, monolingual 

women who are often underprepared to serve an ever increasing linguistically and culturally 

diverse K-12 population (Brock & Pennington, 2014); inferences that the remaining portion of 

the teaching population is prepared to serve a diverse school age population cannot be made 

either.  This belies the fact that world migration is on the rise and much of the global 

conversation about the same has shifted from merely what to do with migrants to what are their 

levels of happiness and holistic well-being in countries where they come to permanently or 

temporarily reside (International Organization for Migration, 2013).  A condensed, yet 

significant, portion of research has recently brought to the fore the importance of the child 

migrant and her educational experience within this global mobility milieu (Adams & Kirova, 

2007; Kao, Vaquera & Goyette, 2013; Tobin, Arzubiaga, & Adair, 2013, among others).  Before 

presenting the types of child migrants who are the subjects of PST beliefs, it is germane to note 

how they are conceptualized. 

The definition of migrant varies among sources, datasets, and even the law.  In research 

literature and language in national and international policy, migrants might be categorized 

according to length of stay, country of birth, purpose of relocation, and/or nationality (Anderson 

& Blinder, 2014), although these categories are not fixed.  In public circles, the term migrant 

often conflates conversations about immigration and the socio-political constructions of race and 

ethnicity.   Dictionary definitions tend to distinguish immigration (i.e., permanent relocation to 

another country) from migration (i.e., temporary relocation to another country); however, these 

distinctions are not maintained in research (Cohen, 2009; Ensor & Goździak, 2010).  For this 

literature review, migrant simply refers to an individual who “has crossed legally defined 
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territorial boundaries” (Cohen, 2009, p. 617) outside a stay of vacation and those territorial 

boundaries, in the context of the subsequent study, are international ones that separate or 

distinguish one sovereign state from another.13  Ensor and Goździak (2010) explain that child 

migrants may or may not accompany family members, travel due to imagined benefits of living 

or residing in another location (national or international), and are often, uncritically referred to as 

“child refugees, asylum seekers, unaccompanied minors, trafficked children, disaster displacees, 

street children, and economic child migrants” (p. 2).  The aforementioned categorizations of 

children as migrants highlights the political, social, economic, and cultural impetuses that can 

affect child mobility; however, the ever increasing movement of goods, services, and individuals 

within a global economy also adds groups like TCKs to the ever expanding category of child 

migrants (McLachlan, 2005). 

Third Culture Kids (TCKs)  

Third Culture Kids (TCKs) is a term coined by Useem (1963) and used to refer to 

children who accompany their parents into another society to live and, as a result, are privileged 

with a multicultural childhood.  Since its initial use in 1963, the definition has expanded and 

most scholars who conduct TCK research understand a Third Culture Kid to be the following: 

An individual who, having spent a significant part of the developmental years in a culture 
other than the parent’s culture, develops a sense of relationship to all of the cultures while 
not having full ownership in any.  Elements from each culture are incorporated into the 
life experience, but the sense of belonging is in relationship to others of similar 
experience. (Pollock & Van Reken, 2009, p. 19).   

                                                
13 Migration can occur within or across sovereign borders and studies on child mobility considers both (Chamie & 
Dall’Oglio, 2008; Ensor & Goździak, 2010).  It is fundamental to note, then, that child migrants who cross 
international borders are being referred to in this literature review.  
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The term global nomad has also been used to refer to individuals who have lived for a significant 

amount of their developmental years in one or more countries outside of their country of 

nationality14 because of the occupational requirements of their parents (Langford, 1998). 

The term third used in Third Culture Kids is done so to highlight the emergence of 

another culture in the lives of these children; however, it also reveals the complexity of identity 

that characterizes most TCKs.  Third Culture Kids have commonly been described as having a 

neither/nor cultural identity.  As they interact with their dominant and secondary (and, at times, 

tertiary) cultures in distinct ways, their identities tend to be rooted neither in one nor the other.  

Attendance at international schools, visits “home,” and involvement in dominant culturally 

relevant activities do little to sway the TCK into one cultural directionality – she often feels at a 

cross-roads and can be just as comfortable, uncomfortable, or both in that space.  Third Culture 

Kids, in this sense, theoretically represent challenges to hegemonic notions of race and class 

constructions in most societies.  Neither the color of their skin, class of their parents, nor the 

country of their origin allows them to be neatly categorized by dominant societal notions of race, 

class, and nationality because their identity formation oftentimes makes them more like other 

TCKs than even their parents (Fail, Thompson, & Walker, 2004).  Later, this literature review 

addresses how the dominant notion of TCK does not take this in to account.   

There is general consensus in TCK literature that the group enjoys privileges that most of 

the peers in their country of origin do not.  Third Culture Kids have opportunities to travel 

internationally, live in foreign countries, acquire the use of multiple languages, experience and 

                                                
14 The terms country of passport and country of origin are used interchangeably.  Since most TCKs have a non-
traditional definition of the term home (Pollock & Van Reken, 2001), the term home country is intentionally 
omitted. 
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live levels of privilege15 in host countries, and obtain, in the process, a global perspective of the 

world unparalleled by most of the national peer in their age group (Pollock & Van Reken, 2009; 

Davis et al., 2010).  For Third Culture Kids, this reality provides for a unique childhood, 

adolescence, and young adulthood that normally results in an adult who is highly mobile; 

expected to repatriate at some stage; experiences a truly cross-cultural world; is accustomed to 

being physically different from those around her; and customarily has a greater awareness that 

her identity has been shaped by contact with their different environs (Pollock & Van Reken, 

2009).  These traits have identified TCKs as potential ideal future international business leaders 

(Lam & Selmer, 2004) as well as been recently, directly associated with those characteristics that 

make for an effective and coveted leadership style in the international business world (Calguiri & 

Tarique, 2012).   

TCKs, however, are purported to not come about these traits seamlessly, which some 

research has claimed can lead to very awkward and difficult periods of adaptation and 

acculturation in one’s country of nationality, or passport country, particularly in a K-12 setting.  

Research states that a TCK’s multicultural status (Ma, 2010; McDonald, 2010); sense of cultural 

homelessness (Navarrete & Jenkins, 2011); response to authoritarianism (Peterson & 

Plamondon, 2009); and reactions to repatriations (Peterson & Plamondon, 2009; Szkudlarek, 

2010) can make it very difficult to adapt among peers whose social identities have developed 

unaffected by these idiosyncrasies.  In fact, much of the literature on TCKs has focused on 

cultural and personal identity development (Pearce, 2002; Teerling, 2011; Moore & Barker, 

2012; Melles & Schwartz, 2013), multiple linguistic development and retention (Ezra, 2003; 

Dewaele & van Oudenhoven, 2009), and the effects of repatriation (Davis et al., 2010; 

                                                
15 In this context, privilege refers to those characteristics that are coveted by dominant society and translate into 
social, intellectual, academic, or symbolic capital for those who possess them (McDonough & Nuñez, 2007).  
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McDonald, 2011; Haines, 2012).  Such studies aim to address why TCKs, self-reportedly16 have 

considerable difficulties during relocations, transitions, or repatriations.  Third Culture Kids are 

purported to experience significant difficulties with partial or full repatriation17 and during other 

transitions, which begs to question why children who are known for being highly adaptable have 

such a difficult time finding a place in their passport countries during the K-12 years.18  

Third culture kids in educational research. The answer, however, to such questions 

pertaining specifically to TCKs in educational settings remains elusive.  A Boolean query using 

multiple academic search tools and databases (including SCOUT, Google Scholar, ProQuest, 

ERIC, and EBSCO) yields no results that address TCKs as part of a unit of analysis in education 

research.  For example, a search on third culture kids and language19 in all databases can yield 

from 80 to 103 peer reviewed articles related to the terms; however, the preponderance of articles 

is about language as it relates to identity and personality formation, specific characteristics of 

international schools (where many TCKs are educated), and/or the cultural and collective 

identity of TCKs and, to a far less extent, other migrant children.  Results were similar when 

                                                
16 It is necessary to note that the scant literature on TCK performance in schooling settings indicates the contrary – 
that TCKs perform academically better than most of their peers (Haines, 2012; Bonebright, 2010; Sheard, 2008) and 
often enjoy successful social and business relationships after their K-12 schooling experience (Teerling, 2011).   
17 Repatriation is used to refer to the number of times a TCK returns to their country of origin to reside for a period 
of time where formal schooling is solicited.  For example, many missionaries and diplomats are required by their 
agencies or organizations to return to their country of origin anywhere from six months to longer after a specific 
period of time spent abroad.  For some mission societies, this is particularly important because it is linked to 
maintaining residency in passport countries, particularly the United States.   
18 An issue of trustworthiness comes into play where the initial characteristics of TCKs are concerned.  In 
conference proceedings on TCK research (Fechler & Korpela, 2014), Ann Coulter, one of the first researchers to 
work alongside the Useems, clarified that the pair had never conducted research on TCKs before penning their first 
edition of Third culture kids: Growing up among worlds. They had, however, spoken to, according to Coulter, 
hundreds of TCKs and, based on those conversations and interactions, configured a list of TCK characteristics.  
Since then, TCK research has tended to err on the side of proving how valid these characteristics are among this 
specific population.  TCK research has carved out a very tiny space to explore these characteristics synchronically 
with very limited broader social, political, and cultural realities.   Because of this, research on TCKs within school 
settings and how findings can inform discourses on language, identity, and a number of other areas is extremely 
limited.    
19 Searches were further narrowed to the following key terms: international education, education, international 
schools, multilingualism, qualitative research, curricula, students, language and languages, schools, international 
baccalaureate, academic achievement, and classroom environment.   
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querying third culture kids and teacher attitudes.  These mere 12 results, nonetheless, across all 

databases did not reveal specific educational research on teachers’ attitudes as they pertain to any 

facet of the TCK within her experience in a K-12 setting.  An additional search in databases 

using the phrases third culture kids and teacher beliefs reveals no articles in SCOUT, nine (9) in 

ProQuest, and five (5) in Google Scholar.  None of these sources, however, specifically 

addresses TCKs as a unit of study within an educational context with the exception of one.  

Students on the move: Reaching and teaching highly mobile children and youth (2003) is a 

report/handbook for educators and administrators sponsored by the Officer of Education 

Research and Improvement in conjunction with the National Center for Homeless Education as 

part of Project HOPE at the College of William and Mary.   

This particular report is worth highlighting because, although not a research study, it is 

the only text found that groups subcategories of highly mobile children, from those living in high 

poverty to students who are mobile on a global scale, together.  The report aims “to synthesize 

research on education of various subpopulations of students who tend to be highly mobile 

[students who move six or more times during the course of their K-12 career] and to explore 

common characteristics and significant differences” (Popp, Stronge, & Hindman, 2003, p. 7) and 

acknowledges that there is scant information about child mobility for practitioners.  Although the 

text does not report teacher beliefs or attitudes about mobile children, it does define subgroups of 

mobile children (i.e., children living in high poverty, migratory children and youth, children and 

youth experiencing homelessness, children and youth experiencing global mobility, and children 

of military families).  This text is significant within the scope of this literature review because it 

is the only source that links the TCK subgroup (i.e., children of military families) to the broader 

category of migrant children, specifically recognizing that there are similarities among mobile 
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children while, at the same time, being cognizant of the differences among subgroups of highly 

mobile children and youth. 

In brief, the specific research on teacher beliefs about TCKs is non-existent.  Extant 

published data  that addresses schooling experiences of TCKs, specifically in a K-12 setting, are 

either qualitative studies that aim to capture the voice and relate the experience of TCKs within 

the K-12 landscape20 with a heavy emphasis on identity development and cultural competence 

(e.g. Greenhotz & Kim, 2009; Davis et al., 2010;  Melles & Schwartz, 2013) or those that offer 

an analysis of how the TCK fairs academically in comparison to  national peers or other student 

subgroups, such as gifted children (e.g. Strobino & Salvaterra, 2000; Smrekar et al., 2001; 

Shread, 2008).  Though these contributions to the limited body of research on TCKs is important 

and contributes to expanding the knowledge and understanding of what a transnational, 

multicultural, or migrant child might look like, generally, TCK literature falls woefully short in 

contemplating connections between TCKs and other child migrants.  Neglecting to explore these 

relationships makes contextualizing the claims made about special considerations for TCKs in K-

12 school settings almost impossible.  For example, claims that single out TCKs as such an 

extraordinary group of individuals, to the extent that they are elevated to a multi-minority status 

(Navarrete & Jenkins, 2011), is a mere testament to the American (read citizen of the United 

States), White, normative construction of a TCK.  The term itself ignores the racialized and 

social constructs of bodies in dominant societies (Fechler & Korpela, 2014; Swindle, 2014) and, 

thus, assumes homogeneity of experience and treatment irrespective of how a particular TCK, 

and in broader terms, child migrant, is socially- and politically-constructed in dominant society.  

Consequently, this has resulted in a category of child migrant that has been painted onto an 

                                                
20 This small body of research includes reflective conversations with and recollections of ATCKs (or Adult Third 
Culture Kids) who relate how their experiences as transnational youth in a K-12 setting influences their identity 
development and the tenets thereof (e.g. Walters & Auton-Coff, 2009, and Teerling, 2011).  
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educational canvas presumed to be sans class and race and the biases that accompany the social 

ideologies that accompany the same.    

Summary 

In order to examine the role of pre-service teachers as folk linguists, it is essential to 

understand that the relationship between beliefs and ideology is more complex than merely 

making a declaration of a belief or statement of an ideological stance.  As previously stated, 

beliefs, ideology, and folk linguistics exist and interact in a mutually constitutive relationship 

where they are acted upon and act upon each other.  The degree to which folk linguistic thought 

affects language policy and educational practices (Garcia & Torres-Guevara, 2010; Albury, 

2014; Toffelson & Tsui, 2014) cannot be removed from the ideological beliefs about language 

society has, in general, and PSTs have, specifically.  This is evidenced by findings revealing PST 

beliefs about language, though often erroneous, reflect greater societal discourses about language 

and language learners (Cochran-Smith, 1995; Cochran-Smith, 2003; Zheng, 2009; Pimentel, 

2011; Lippi-Green, 2012a).  Those language beliefs are influenced by other folk linguistic beliefs 

and broader ideological notions.  They, in turn, reinforce and are reinforced through the policy, 

practices, and institutions (see Figure 1) that guide and are guided by how society expresses its 

beliefs about language.  If ideology were only restricted to beliefs untethered to action and folk 

linguistics just a theory, the issue of PST beliefs as they relate to child migrants would be moot.  

This, however, is not the case.  Ideology, on societal scales, represents the beliefs, value systems, 

and manners in which society constructs understandings.  It is fed and feeds folk linguistic 

thought and guides policy as a constitutive element in the processes, systems, and institutions 

that exist within a society.  Given this, the language beliefs of PSTs as they relate to different 

types of child migrants provide a point, in this milieu of beliefs, folk linguistics, and ideology, 
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where an analysis of their particular beliefs can narrate broader ideological discourses of a 

society.                     

  In actually, an analysis of the language beliefs of pre-service teachers as folk linguists 

can reveal their actual, instead of professed, language ideologies as evidenced through the beliefs 

they have about language.  In Figure 1, Ideology represents implicit ideologies as readily as 

explicit ones and show how public institutions and processes and schooling are affected, and 

affect, the same.  Language beliefs PSTs have about different child migrants, therefore, can 

reveal which specific ideology is likely to be enacted in public K-12 schools.  For example, a 

teacher may profess ontological claims stating she views all children the same and are not 

influenced by external biases; race and class have no bearing on this teacher’s beliefs towards 

and subsequent actions/practices with different child migrants.  This claim will likely lead this 

teacher to also make epistemological declarations that all children can learn, even those whose 

first language it not English.  In this teacher’s classroom, however, there might be different 

expectations, based on deficit paradigm reasoning, in which “children, their families, and the 

larger communities are in which they live are seen as deficient and therefore responsible for their 

lack of success,” (Donnell, 2013, p. 152), that lend themselves to actions that support neither the 

teacher’s ontological nor epistemological claims.  Therefore, when a language minority is held to 

different expectations because she is “underprepared” for school or a missed parent-teacher 

conference translates to parents “just not caring,” broader ideological discourses are invoked that 

unmask true language beliefs.  These beliefs and subsequent actions can be rife with classed and 

raced undertones that, although ideological, have material effects on students and pedagogy, 

resulting in potential different outcomes for diverse categories of child migrants (Reagan, 2002; 

Delpit, 2008; Kao, Vaquera, & Goyette, 2013). 
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Language ideology is a heuristic and analytical frame that can help separate the ideational 

from that which is actually practiced.  Borg (2003) sagely notes, when summarizing literature on 

teacher cognition, “[teacher] practices . . . do not ultimately always reflect teachers’ stated 

beliefs, personal theories, and pedagogical principles” (p. 91).  The same can be said about pre-

service teacher stated beliefs about language learners.  Language ideology provides a framework 

where complex and nuanced junctures of latent personal and collective beliefs and their 

implications can be examined within current structural and systemic power relations.  As folk 

linguists, PSTs enact language ideologies and, as outlined in this review of relevant literature, the 

resulting practices are, more often than not, induced by personal experiences and dominant 

discourses based on erroneous notions about language learners that stand in opposition to 

research that accurately informs practices and policies in public schools (Zheng, 2009).  Key to 

this research project is also the capability that language ideology provides in framing the 

assumptions made about the challenges that TCKs face with regard to one of their coveted 

characteristics – being multilinguistic – and doing so within the context of challenges faced by 

other child migrants.   This is particularly important because the intersectionality of socio-

politically-constructed identities of child migrants has been ignored in TCK research and 

knowledge of the same is needed to advance a deeper understanding of the child migrant’s 

relationship to schooling.       

This research proposal aims to undercover if those biases and assumptions about a child 

migrant’s linguistic capital does, in fact, exist among PSTs.  In doing so, it will also represent the 

first research project that aims to compare those perceptions as they relate to different types of 

child migrants, with Third Culture Kids at the center of the analysis.  The research design and 
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methodology that will be used to answer questions about the language ideas that PSTs have 

about TCKs is the focus of the subsequent chapter.    
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CHAPTER III: 

METHODOLOGY, RESEARCH DESIGN, AND DATA ANALYSIS 

Introduction 

 This project used a qualitative research design that employed the critical lens of language 

ideology to examine pre-service teacher language beliefs about, principally, Third Culture Kids 

and, secondly, about other child migrants in comparison to TCKs.  In order to delve into the 

social, cultural, and ideological underpinnings of pre-service teacher language beliefs about 

TCKs, qualitative research methods that rely heavily on qualitative inquiry are best suited to 

provide the framework that such understandings warrant (Denzin & Lincoln, 2005).  This study 

was framed as a qualitative inductive inquiry design the uses a critical, analytical lens to examine 

relationships among entities and uncover specific findings from a unit of analysis that can then 

be elevated to certain realms of generalizability within a specific population (i.e., pre-service 

teachers). 

Method: Making the Case for a Qualitative Inquiry 

Stake (in Denzin & Lincoln, 2005) specifies that qualitative inquiry is, in fact, identified 

by an interest in a specific case, as opposed to being defined by the methods employed.  The unit 

of analysis, pre-service teacher language beliefs about different types of child migrants, was 

studied, firstly, on the individual level and then collectively.  The latter was achieved by 

recognizing pre-service teachers as a constituted group and, then, conceptualizing macro-

formations of generalizable group language beliefs.  Stake (2005), quoted in Denzin and Lincoln 

(2005), discriminates among different types of studies and notes that an instrumental case study 
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“is examined primarily to provide insight into an issue or to redraw a generalization” (p. 445).  

Here, the emic nature of PST language beliefs about child migrants as those beliefs operate 

within and draw from a PST’s social, cultural, and other ideological positionalities speaks to the 

uncovering of generalized regimes of ideas PSTs have about child migrants.   This mode of 

inquiry  serves as a heuristic to understand an issue and occupies a secondary role.  With regard 

to this study, the case of how PST language beliefs about Third Culture Kids can speak to 

broader ideological discourses about PST language beliefs in their dual role – one as future 

educators whose position and function as teachers directly affect children and another as folk 

linguists who reflect and reproduce the language beliefs of society in general – is teased out.  

Denzin and Lincoln (2005) noted that the responsibilities of a qualitative researcher include 

showing the reader that a report can be trusted by providing evidence, showing data, and 

outlining the analysis used to support interpretive claims.  With regard to this type of qualitative 

inquiry, they also stress the importance of delimiting the boundaries of the unit of analysis (i.e., 

specific inquiry into language beliefs related to a specific group) and specifying the phenomena 

to be researched (i.e., language beliefs of PSTs) (Denzin & Lincoln, 2005).  In addition to 

adherence to these qualitative research guidelines, other recommendations were followed in 

order to offer assertions and generalizations regarding pre-service teacher language beliefs about 

TCKs and whether or not they differ from the language beliefs PSTs hold about other types of 

child migrants.  An explanation of those recommendations and how they were realized during 

the course of this research project follow. 
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Qualitative Inquiry as a Descriptive Framework 

Kamberelis and Dimitriadis (2005) described four types, or chronotopes (i.e., 

Chronotopes I, II, II, and IV) of qualitative inquiry.  As such, these chronotopes represent 

normalizing frames akin to cultural formations or “historically formed/informed and socially 

distributed modes of engagement with particular sets of practices for particular reasons” 

(Kamberelis & Dimitriadis, 2005, p. 25).  Each chronotope is geared toward the particular 

manner in which a case will be analyzed.  In order to address pre-service teacher language 

beliefs about TCKs and, simultaneously, critically address other tenets of the research questions, 

I employed a hybrid of Chronotopes II and III to analyze the case in what I determined to be the 

most effective way to engage this study.   

Prior to discussing the methods of inquiry, it is essential to define Chronotopes II and III 

and outline their functions and roles within qualitative inquiry.  Chronotope II approaches 

qualitative inquiry from a social constructivist epistemological perspective whereby knowledge 

and truth are seen as relative (Kamberelis & Dimitriadis, 2005).  The ideas associated with truth 

and knowledge operated to capture the language beliefs of PSTs in light of the research questions 

revealed through the data and helped situate those beliefs within social, cultural, and economic 

landscapes.  Kamberelis and Dimitriadis (2005) have argued that this chronotope centers truth 

within the experiences and interactions had within the human community.  As such, truth is 

relational, specific to those experiences, and contextual and “because knowledge [and, thus, 

truth] always emerge out of the embodied, rich, and messy process of being-in-the-world, it is 

always perspectival and conditional” (Kamberelis & Dimitriadis, 2005, p. 32).  This chronotope 

fosters an interpretative reading of truth that allows the specifics of human interaction, 

communication, language, and context to occupy positions of prominence. This is of particular 
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salience in studying beliefs and belief systems of PSTs because, albeit heavily rooted in social 

and cultural experiences, those beliefs can be modified and transformed through very intentional 

means (Flores, Cousin, & Diaz, 1991; Zuidema, 2005; Baron, 2011). 

 Although Chronotope II offers declarative statements about the language beliefs of PSTs 

as they relate to TCKs, those statements, in themselves, do little to address how those beliefs are 

situated within the educational and social landscapes.  For this reason, Chronotope II requires a 

critical component that contemplates how language ideology operates within the framework of 

PST language beliefs about child migrants.  Kamberelis and Dimitriadis (2005) noted how 

Chronotope II is foundational to qualitative inquiry however does not, by itself, engage “the 

ways in which dialogue can readily become complicit with the hegemonic structures of power in 

which it is always embedded” (p. 36) as does Chronotope III.  In this sense, the skepticism, 

conscientization, and praxis enmeshed in Chronotope III is needed to critically analyze the 

language beliefs pre-service teachers have pertaining to different groups of child migrants. 

Qualitative Inquiry as a Critical Framework 

Chronotope III, in fact, was required in this project of qualitative inquiry because its 

foundations are intimately linked with those that establish language ideology as a critical 

theoretical lens.  In order to understand the relationship of PST language beliefs about different 

child migrants and their relation to broader social and institutional power structures, a framework 

that interrogated the presumption of extant truths in the minds of PSTs (i.e., all children are 

treated equitably and PSTs have the same beliefs about all children) was needed.  Chronotope III 

borrows from Thompson’s (1990) idea of depth hermeneutics and aims to “deconstruct or 

unmask the ‘reality’ or ‘truth’ of prejudicial understanding and to reveal the contingency, 

relativity, and historicity of consciousness, other people, and the world” (Kamberelis & 
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Dimitriadis, 2025, p. 37).  This chronotopes allows the truths that PSTs possess in the form of 

their language beliefs about different child migrants to be examined under the scope of socially 

constructed systems of oppression and regimes of thought that, although they may seem natural, 

limit an interrogation of the ideological, cultural, educational, economic, and social conditions 

that sustain pillars of systemic oppression.        

With the practical component of praxis included in this way of examining a unit of 

analysis, I was able to better analyze the relationship among PST language beliefs and child 

migrants as they are framed within the greater structural discourses of language and schooling 

(Kamberelis & Dimitriadis, 2005, p. 37).  This is particularly important because research 

indicates that PST language beliefs can shift if they are intentionally addressed (Cabaroglu & 

Roberts, 2000; MacDonald, Badger & White, 2001; Mattheoudakis, 2007; Clarke, 2008; Busch, 

2010).  Since the scenarios of two types of child migrants (i.e., TCK and immigrant child) were 

depicted in three vignettes, a language ideological lens also begged for the concomitant analysis 

of how PSTs conceptualize and construct those who natively speak certain languages and how 

those beliefs are situated within the context of societal beliefs about language.  This analysis, 

situated within the social, political, and educational contexts of schooling in the United States, 

provided a platform for deeper understandings of how elements of the same are constituted.   

Research Design and Process 

 This was a qualitative research project aimed at examining the language beliefs PSTs 

have about different child migrants from a stance where critical inquiry helps to uncover those 

ideas and reveal how they are related and associated with general societal discourses about 

language.  This inquiry was based on the premise that PSTs’ potential multiplicity of language 

beliefs about child migrants is socially constructed.  As such, participants are experts in the arena 
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of their beliefs and the role of researcher is one of interpreting those beliefs (Hesse-Biber, 2010) 

and mapping them onto a broader canvas that displays their relationship to wider discourses.  As 

outlined in the review of relevant literature, there are dissonances in education between what 

PSTs and teachers believe and what research establishes about language learners and language 

learning (Lippi-Green, 2004/2012a; Lo, 2009; Zhang, 2009).  In such a case, qualitative inquiry 

and methods can reach further than merely the epistemic foci where cognitive dissonance and 

new knowledge encounter each other.  In the important field of teacher preparation and the study 

of language beliefs, Flyvberb’s (2001) observation that “It is often more important to clarify the 

deeper causes behind a given problem and its consequences than to describe the symptoms of the 

of the problem and how frequently they occur” (p. 55), albeit aimed at critiquing qualitative 

research, actually points to the salience of qualitative inquiry in situating narratives and 

understanding the relationship between beliefs and contexts.  If PSTs have differing language 

beliefs about child migrants, then how do these beliefs map onto the social and political 

educational landscapes?  Merely stating those differences is not enough. Qualitative inquiry is a 

foundational starting point at any attempt in determining whether or not PSTs have disparate 

language beliefs about different types of child migrants and gaining a deeper, relational 

understanding of how those beliefs vary.      

 Along that vein and in keeping with the use of language ideology as a theoretical 

framework, methods for data collection and subsequent data analysis were followed in the 

tradition of a critical paradigm of qualitative inquiry.  From this vantage point, there are no 

neutral positions.  On the contrary, as in feminist empiricism for example, the assumption is that 

all knowledge, and in this specific case beliefs of PSTs, contains and represents a perspective 

(Leckenby, 2007). Therefore, a critical examination of those beliefs brings to the fore the 



 

64 
 

elements of power, control, and ideology that manifest themselves through PST language ideas.  

Hesse-Biber (2010) summarized that such an examination can expose “how power dynamics 

within a social system serve to generate a given set of meanings about social reality and lived 

experiences” (p. 455).  That being said, there are two key understandings about this research 

endeavor from a qualitative inquiry stance.  One is that the research tools, such as the narrative 

vignette questionnaires and interviews, do not constitute data themselves but rather are 

instruments through which data emerge.  The other is that this project is a contribution to 

research in the areas of language beliefs, PST beliefs, TCKs, child mobility studies, among 

others, and in no way will represent a conclusion to any of these scholarly dialogues; the lofty 

aim was for this project to be a caveat to the exploration of new and differing relationships to 

deepen those extant discourses.  The details of how that was be attempted follows.                 

Site Description 

This study was conducted with participants who attend a flagship university located in 

the southeastern region of the United States.  The university’s website indicated the institution is 

a “student-centered research university and an academic community united in its commitment to 

enhancing the life” of all residents of the state of its location.  The university, at the time of this 

study, had 36,155 undergraduate, professional, and graduate students.  Of those, 49% came from 

the state, 46% from some other location in the United States, and 5% were international students.  

Further demographics pointed to the homogeneity of the student population with 12% African-

American, 3% Hispanic, and 2% Asian-American.21 Fifty-five percent of the student population 

was female and 8% of the total student population belonged to the College of Education.  The 

study was conducted with participants from the flagship university’s College of Education. 

                                                
21 The implication is that the remaining 80% of the population is Caucasian.  Further information is not provided on 
how the demographic information is compiled. 
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Population 

The participants in this study were undergraduates classified as sophomores or juniors, 

with a few seniors, who were in the second or third year of a teacher education program (TEP); 

all, participants were enrolled in the TEP at the aforementioned southeastern flagship university. 

In the TEP, all education majors seeking a Bachelor of Science in Education degree and state 

certification in teaching are required to take one foundations of education course as well as a 

required educational psychology course as a specification of their plan of study.  To fulfill the 

foundations of education requirement, the TEP separates elementary from secondary education 

majors, with the former taking the required history, philosophy, and social foundations of 

education course (commonly titled School, Culture, and Society), and the latter taking a 

foundations-social psychology hybrid course.  At the time of this study, both courses, however, 

included special education majors whose placement in the course did not strictly depend upon 

whether they planned to teach elementary or secondary grades.  The study included students 

from both of the required foundations of education courses because the courses had been 

organized in such a way that PSTs who are planning careers in elementary education take a 

course distinct from that of secondary education PSTs.  Elementary, secondary, and special 

educational majors participated, indiscriminately, in the same educational psychology course.    

By including students from all three courses, the population was representative of all PSTs, 

elementary and secondary, who were pursuing certification in this TEP.  A total of 92 PSTs 

participated in this research project from the three distinct types of courses.  
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Table 1 
 
Educational Course Sections, Instructors, and Number of Participants 
 
Course Instructor(s) Total Number of 

Students 
Total Number of Study 

Participants 
Foundations A Instructor A 26 18 

Foundations B Instructor B 23 17 
Foundations C Instructor B 25 18 

Foundations/Social 
Psychology A (Hybrid) 

Team-Taught 
Instructor A/C 

13 5 

Foundations/Social 
Psychology B (Hybrid) 

Team-Taught 
Instructor A/C 

20 16 

Educational Psychology Instructor D 60 20* 

Total Participants   92** 
Note. Interview participants were from the Educational Psychology course.  After 16 interviews, no additional 
interviews were conducted, although there was a waiting list of students willing to participate.   
*Two (2) interview participants were dually enrolled in a Foundations course with Instructor B.  These two 
participants, in addition to the interview, had also taken the Qualtrics questionnaire survey as part of their 
educational foundations course.  None of the other interview participants in the Educational Psychology course took 
the Qualtrics narrative vignette questionnaire.   
**The actual column total is 94 total responses (summing questionnaire and interview responses) minus two 
responses from participants who were dually enrolled in a Foundations and the Educational Psychology course.  
This brings the total number of participants in the study to 92.  
 
Sampling 

The researcher gained access to the participants for this study through their foundations 

of education or educational psychology courses, as previously stated.  Colleagues of the 

researcher who teach sections of the foundations of education courses were approached at the 

beginning of the semester and asked to include the vignettes in syllabi as part of their course 

calendars and class assignments.  Since the vignettes were part of the course assignments, the 

responses from the vignettes were made available to each instructor of the foundations of 

education courses for their review as a diagnostic heuristic to inform how they chose to address 

language issues during the course.  There were no difficulties regarding access to this specific 

student population because the researcher had often collaborated with both foundations of 
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education and educational psychology instructors on course content and assignments in the past, 

both formally and informally.  The narrative vignette assignment was also a requirement for the 

students of the researcher, who was teaching a section of the foundations of education course at 

the time of the study.  These responses, however, were not included for data analysis in order to 

avoid any conflict of interests and potential heightened degrees of socially desirable responses, 

especially during interviews, given the probability that some students could be interviewed by 

their instructor.   

Insuring the confidentiality of participants is an essential element in conducting any type 

of research.  This is particularly imperative given students completed an assignment related to 

their course and needed to be assured that their responses were not, in any form or fashion, 

prejudicial to their grade.  For the researcher, the exercise was used for diagnostic purposes to 

guide how content related to linguicism would be broached during the semester.  Other 

instructors may have chosen to assign participatory value to the assignment; however, this fell 

outside the purview of each instructor’s autonomy over their course and was not an element the 

researcher dictated.  Regardless, care was taken to insure that student responses were 

anonymous.  For Phase I, participants identified themselves by course section and instructor/s, 

first name, and last initial on the narrative vignette-questionnaire which was delivered using 

Qualtrics.  The researcher assigned a number for each participant which was cross-referenced 

with the previously mentioned demographic information.   As principal researcher, I was the 

only individual with access to this information and all participant responses were sanitized of 

personal identification information.  For Phase II, where interviews were conducted with 

participants, participant numbers (i.e., Participant 1) were assigned to all interviewees and any 

reference to them during the course of the study and subsequent data analysis and findings was 
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managed by referring to their participant numbers.  Confidentiality was further guaranteed 

through complete adherence to the Institutional Review Board’s guidelines regarding this 

research endeavor as was detailed in its approval.  Questionnaire participants agreed to an 

informed consent on the Qualtrics questionnaire and interview participants were given a written 

consent form.   Interview participants read the consent form after which the researcher reviewed 

the consent form, section by section, with each participant.  Interview participants were then 

asked if they had any questions.  The researcher answered any questions the participants had and 

then asked participants if they would sign the informed consent.  All interview participants 

agreed and signed the form.   

Data Collection 

Data collection for this research project occurred in two distinct phases - Phase I and 

Phase II.  The first phase of data collection involved an open-ended questionnaire, delivered via 

Qualtrics, to participants within the first two weeks of the start of their respective foundations of 

education course.   This questionnaire was comprised of two main parts.  The first section of all 

questionnaires were of questions related to the demographic profile of the participant and the 

second section elicited responses intended at addressing the research questions and based on 

scenarios in narrative vignette form.  Phase I participants represented a random sample of all 

PSTs in the TEP who were enrolled in one of the foundations of education courses.  From the 

responses to the vignette-questionnaires, a semi-structured interview protocol was made, and 

interview participants were asked to elaborate on emergent themes culled from the initial data 

analysis from Phase I responses.  Flexibility was also granted to interview participants as they 

were allowed to guide the dialogue, which provided insight into emergent themes as well as 

directed the formulation of additional questions.  A random sampling of participants was invited 



 

69 
 

to participate in interviews that lasted from 20-40 minutes with the researcher to further gauge 

PST language beliefs about TCKs as they relate to those of other child migrants.   

Narrative Vignettes 

Narrative vignettes have been effectively utilized in social sciences research to collect 

data on participant beliefs, feelings, and values.  These short, hypothetical scenarios require 

participants to rely on their own personal experiences, perceptions, and assumptions when 

addressing follow-up questions to the vignettes.  Schoenberg and Ravdal (2000) noted that 

vignettes are particularly useful in the study of social phenomena.  Vignettes allow for a degree 

of depersonalization that fosters sincere participant responses that reflect norms, values, and 

beliefs.  Due to the limitations of survey-styled questionnaires when attempting to gauge beliefs 

(Hughes & Huby, 2002), this heuristic is valuable when seeking to understand beliefs.  Vignettes 

have to be carefully constructed and articulated and require trail runs and revision, however, the 

benefits of capturing “complexity in operational concepts through their representations of real-

world situations,” facilitating “expression of personal or subjective experience and beliefs,” and 

analyzing “judgments in response to moral dilemmas” (Mah et al., 2014, p. 1826) makes them a 

useful method of capturing the language beliefs of pre-service teachers.  The narrative vignettes 

for this study were used in a pilot study on a sampling of PSTs in the Spring semester of 2015 at 

the same flagship university.  Additionally, the vignette scenarios were circulated to other 

researchers working in child mobility studies for feedback.  Feedback was considered in the 

revision of the vignette scenarios.  The purpose of piloting the vignette-questionnaires was to 

insure that they were clear, soundly constructed, and useful in addressing the research questions.  

The required process for obtaining approval from the Institutional Review Board was followed in 

order to realize this initial pilot study.   
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For this research project, in order to address the research questions, participants were 

given one of three versions of a questionnaire containing a specific narrative vignette about two 

types of child migrants.22  Each questionnaire consisted of a series of demographic questions and 

a narrative vignette followed by a series of open-ended questions or statements participants were 

required to answer before continuing to the next question or statement.  For some of the open-

ended statements or questions, a minimum word count was required for the response in order to 

avoid simple, one or two word answers.  Instructions for the questionnaires specified that 

responses were not to contain a restatement of the initial question or statement.  This element 

was implemented in the design of the questionnaires in order to avoid frivolous repetitions used 

as space fillers.  The questionnaires contained an array of varying question types – some 

requiring direct responses and others requiring the participants to assume hypothetical roles in 

order to respond to the prompt.  Of the 89 PSTs who completed the narrative vignette assignment 

within the first two week of class, 74 of them agreed to have their responses included in this 

research project.23 

Participants, who answered the narrative vignettes in Phase I, received one of three 

distinct narrative vignettes with a set of identical questions or statements to address.  The 

narrative vignettes were the following: 

1.   A German national whose L1 is German and L2 is Italian (see Appendix E); 

2.   A Canadian national whose L1 is French and L2 is Baoulé (see Appendix F); and, 

3.   A Mexican national whose L1 is Spanish and L2 is Totonaca (see Appendix G). 

                                                
22 Specifically, the two types of child migrants are third culture kids and child immigrants.  For the purpose of this 
study, two of the narrative vignettes pertain to the former category (i.e., Herman and Antoine) and one (i.e., José) to 
the latter. 
23 A total of 107 students received the assignment.  Ten students received the assignment after the two-week period 
because they had transferred into their respective classes after the first two weeks.  Another eight students received 
the narrative vignette assignment and did not complete it.  This left a total of 89 students who completed the 
assignment within the first two weeks of their course.  
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The above identities were chosen due to the probability that such scenarios in the region where 

the university is located do exist.24  In Herman’s case, the county and, specifically the county 

seat, has recorded an increase in German nationals due to the opening of an international, 

German-based company that has not only provided upward of 3,000 jobs for local citizens but 

also counts on a host of German nationals who relocate to the area to (wo)man the plant (Azok, 

2013).  Due to this demographic change, some schools in the surrounding area have made 

modifications to their existing academic programs and infrastructures to accommodate German 

students (McMillan, 2004; Smith, 2012).  For students such as Antione, the presence of various 

research institutions in the county where the study was conducted, as well as in neighboring 

counties, meant that he could have migrated to the area with graduate student parents, visiting 

scholar parents, or faculty parents, among others.  Students like José are becoming an 

increasingly permanent and growing fixture to the demographic language- and landscape of the 

community.  The Latino population in the area has increased substantially according to census 

data.  In 2000, the state reported 1.71% of its population being of Hispanic or Latino origin and 

that percentage rose to 3.88% in 2010, constituting a 144.76% increase of that specific segment 

of the population in the state (The United States Census Bureau, 2015).  The number of Spanish 

speakers, on both local and national scales, continues to rise (Ryan, 2013).  Considering these 

realities, the narrative vignettes of each child, albeit hypothetical, are based on realistic scenarios 

that can occur due to the social, economic, academic, and demographic conditions of the area.25        

                                                
24 During the course of interviews and in open-ended responses to the narrative vignette questionnaires, over two-
thirds of the interview participants and over a third of the participants who answered the Qualtrics narrative vignette 
assignment commented on either having “students like this” in their schools or having contact with practitioners in 
the field who talked about dealing with ELLs in their particular educational contexts.    
25 The children in the vignettes speak an L1 and an L2.  This characteristic was intentionally written into the 
vignettes.  Although the specifics of each child’s L1 or L2, for that matter, is not being analyzed, benefits of 
speaking an L2, if understood correctly by educators, provide insight into a child’s present cognitive abilities and 
skills.  Those findings are not monolithic to all bilingual children; however, the generalizability of cognitive benefits 
of bilingual children is noteworthy.  For example, bilingual children show greater cognitive skills than monolingual 
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All of the vignettes were descriptive of biological male children entering the fourth grade 

in the United States.  Photos to accompany vignettes were randomly extracted from the cache of 

photos in the Microsoft Word Clip Art function with all media types habilitated for the search.  

Search terms for the photos were German boy, Mexican boy, and African boy.  All attempts to 

ensure that photos were as similar as feasible were made in order to reduce biases.  After reading 

the vignettes, participants answered free response, follow-up questions pertaining to each 

narrative vignette.  The same questions were asked in all vignettes and the narratives only 

differed in the biographical and contextual information related to each child migrant.  The three 

vignettes (i.e., profiles of two TCKs and one of an immigrant child) with their accompanying 

questions and statements were evenly and randomly distributed among the foundations courses 

with, roughly, a third of each class receiving one of the vignettes.  A total of 74 PSTs of the 8926 

who received the narrative vignette assignment agreed to have their responses included as part of 

this research project.     

 The vignette-questionnaire assignment used in this research project was piloted on a 

sampling of pre-service teachers and modifications made accordingly.27  Given narrative 

vignettes are effective heuristics in gauging beliefs, ideas, and emotions in a nonthreatening 

manner (Rapaport et al., 2008), it was essential that they be piloted and subsequent revisions 

made to insure that participants clearly understood the vignettes and questions, that the narratives 

provide adequate information needed for participants to respond, and that the entire 

                                                                                                                                                       
children (Bialystok, 2011; Robinson, 1998), bilingualism enhances the linguistic framework and creative abilities of 
children resulting in better communicative skills (Gabszewic, Ginsburgh & Weber, 2011), and the benefits of 
bilingualism are directly associated with academic success in schools as well as with attitudinal characteristics in 
children that contribute to academic success (Robinson, 1998). 
26 Four PSTs who completed Antoine’s narrative vignette questionnaire, three who completed José’s, and seven 
participants who completed Herman’s chose not to have their responses included as part of this research project.  
These are students who received and completed the narrative vignette assignment within the first two weeks of class. 
27 In a pilot study approved by the Institutional Review Board in March 2015, three narrative vignettes were piloted 
on two sections of the foundations of education course.  A total of 43 students responded to questions or statements 
in one of three vignettes.  Participant responses and feedback were later used to modify the vignettes for clarity. 
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questionnaire was soundly constructed to address the questions or concerns for which the 

narrative vignettes are intended (Hughes & Huby, 2002).  The vignettes were piloted on a group 

of 43 PSTs enrolled in a Spring 2015 foundations of education course at the research site.28 Of 

that population, 14 received José’s vignette, 16 Herman’s, and 13 Antione’s.  The vignette-

questions were provided to the students in random order, distributed as evenly as possible to each 

course section (there were 24 PSTs enrolled on one section and 19 in the other), and presented as 

a course assignment.  Students completed the vignette assignments and the researcher 

subsequently reviewed all responses and made modifications to the vignettes as needed. 

 As a whole, there were three major pieces of additional information the piloted group 

wanted know about the children, which were 1) whether or not the child had a sibling, 2) the job 

of José’s parents, and 3) whether or not the parents of the children spoke English.  The first 

concern, whether or not the children had a sibling, was expressed across all three scenarios.  No 

modifications, however, were made to the vignettes resulting from these concerns because, since 

the focus of the research questions was about PST language beliefs about child migrants, 

additional information about siblings could sidetrack participants to address prescriptive 

measures (i.e., collaboration with sibling’s teachers) as opposed to providing responses that 

gauge actual extant language beliefs about a particular child migrant.  Likewise, vignettes were 

not modified to specify the English level of the parents.  This decision was made was primarily 

because numerous clues throughout the narrative vignettes point to the ability of the parents to 

maneuver, with degrees of success, in both international and local environments.  For example, 

one of Antoine’s parents is a visiting professor at a local university, and, in all vignettes, one of 

                                                
28 The Institutional Review Board approval for the use of these vignettes specified student responses could not be 
used as data.  Student responses, therefore, were used as an evaluative tool to insure the vignettes were clear and 
provided enough information for students to appropriately address the questions.  Student responses were used in the 
same way they inform how an instructor tweaks an assignment, or makes minor modifications based on the manner 
in which students respond, in an effort provide a better constructed evaluative tool for subsequent use.      



 

74 
 

the open-ended prompts clearly indicated the parents were able to successfully address their 

concerns to the principal of the school.  In this question, the participant is asked to write a written 

response to the parents.   Additionally, all parents have been able to secure employment.  In the 

initial vignettes, however, the employment of Jose’s parents was not specified, like in the 

vignettes pertaining to Antoine and Herman.  As a result, and in order to make the vignettes as 

biographically similar as possible, this modification was made.  Although the narrative vignette 

related to José alluded to his parent’s employment, it was modified to specify the areas in which 

both parents worked.29   

 In addition to feedback from the pilot, feedback to the vignettes was also received from 

three researchers.  As a result of that feedback, the following two questions were added to the 

Qualtrics questionnaire before it was deployed.  They included 1) what additional information 

about the student and his parents would you like to have known before answering these 

questions; and 2) how would that information have affected some of your responses to the 

questions?  Although these questions were only intended to be used in the pilot to obtain relevant 

information that would result in better constructing the vignettes, this researcher chose to include 

these questions in the final vignette-questionnaires.  This was mainly because the questions 

provided additional insight into salient language beliefs PSTs had about the students and their 

families.  Also, the answers to one particular question (i.e., How many languages, other than 

English, do you speak?) was modified.  The initial responses were in a drop-down menu with the 

                                                
29 There was a singular request pertaining to Antoine’s narrative vignette which was noted as an outlier but not taken 
into consideration as a modification.  One pilot participant, to the question, What additional information about the 
student and his parents would you like to have known before answering these questions?, responded that less 
information would have been preferred.  Specifically, the PST did not want Antoine’s picture to be included because 
they felt the picture would cause “subconscious” bias in answering the questions.  As the only sociopolitically-
constructed Black child in the narrative vignettes, this stance to protect Antoine against biases his Black male body 
may conjure up from others is noted.  It also, however, points to the importance of including photos of the children 
in these vignettes because language is neither abstract nor used by faceless/bodiless beings.  In schools, current PSTs 
will eventually be faced with a child and their thoughts about that child –body, language, socially-constructed racial 
category, and all - speak to their treatment and expectations of that child.        



 

75 
 

options one, two, or more than two. The responses were modified to add I only speak English as 

the first option in the drop down menu.  All other options remained the same.      

 For the final research project, the vignette-questionnaire assignment was included in the 

syllabi of the courses or specified as a course assignment prior to its dissemination to 

participants.  Students were instructed to answer the questions honestly and descriptively and, at 

the completion of the exercise, confirmation of completion was automatically sent to their 

instructor and students were notified that they had completed the assignment.  The questionnaires 

were constructed to insure anonymity of individual responses and participants were advised of 

this anonymity.  This was effected to encourage honest responses without concern for being 

identified for what participants could perceive as incorrect, wrong, unpopular, or controversial 

responses.  This element, in addition to the timing of the assignment (i.e., within the first two 

weeks of the semester), was implemented to reduce participant responses spurred by social 

desirability.  Given issues related to language ideology are addressed in foundations courses, the 

data collection within the first month of the course was imperative in order to capture extant 

language beliefs pre-service teachers have about TCKs and other child migrants prior to 

instruction about linguicism in society, in general, and schooling, specifically.           

Interviews 

Kvale (1996) noted, in qualitative research, interviews are “a construction site of 

knowledge” (p. 2).  They also help researchers obtain the “thick description” (Geertz, 1973) - a 

hallmark of qualitative inquiry and necessary to trace relationships among peoples, places, 

things, and ideas.  Interviews assisted in the type of description that is interpretive of the course 

of social discourse to the point where it attempts to salvage the specifics of the discourse from 

“its perishing occasions and fix it in perusable terms” (Geertz, 2010, p. 352).  Given data is 
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germane for such an interpretation to occur, participants, experts in their beliefs, were invited to 

share those beliefs through in-depth, co-constructed interviews.  Interviews have the benefit of 

yielding much potential data in a relatively short expanse of time (Marshall & Rossman, 2011).  

This researcher also realized, however, that interviews have their limitations.  A trust relationship 

is needed for effective interviews.  Phase II interview participants, however, did not have time 

and exposure to the researcher in order to cultivate such trust.  As such, the researcher was 

particularly mindful of her conduct before, during, and after these interviews.  This included the 

employment of effective and active listening skills, careful question framing, and interview 

styles and protocols that probed and did not interrogate (Marshall & Rossman, 2011).   

Participants were invited to take part in pair30 or individual interviews aimed at probing 

deeper into emergent themes that arose only after the preliminary data analysis of responses in 

Phase I had been conducted.  Due to the role that interviewing played in this research project, the 

type of interviews can best be categorized as in-depth, topical, co-constructed interviews.  Patton 

(2002) has described topical interviews as ones where the interviewer and participants establish a 

time for the interview and the interviewer comes prepared with semi-structured questions to be 

addressed.  For Rossman and Rallis (2003), co-constructed, or dialogic, interviews are ones in 

which the interviewer and participants generate knowledge together.  The semi-structured 

interview protocol for Phase II, then, was only generated after participant responses to Phase I 

narrative vignette questionnaires were preliminarily coded. In this way, the participants in Phase 

I guided, or co-constructed, the protocol with the interviewer because subsequent questions 

aimed to probe deeper into PST language beliefs about child migrants as delineated in and 

                                                
30 Pair interviews consisted of two individuals, excluding the researcher.  This size limitation helped insure that 
responses were received from all interview participants and allowed for some fluid discussion.  Additionally, the 
protocol for pair interviews was established beforehand.  Participants were briefed that the researcher expected all 
involved in the interview to be gracious listeners and objectors.  Thus, when differences of opinion arose, they were 
voiced in such a way that promoted dialogue as opposed to hindering or silencing it. 
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interpreted from Phase I responses.  Additionally, Phase II participants guided dialogue and 

helped to co-construct interview questions.  This co-construction warranted that I, the researcher, 

once again, recognize my interpretative role and default to participants as experts about their 

ideas and beliefs.  A total of 20 PSTs participated in interviews.   

Individual interviews lasted from 20-30 minutes and pair interviews ranged from 40-60 

minutes.  All interviews were conducted in a reserved room at the education library on campus.  

Interviews were digitally recorded and later transcribed.  I offered to send each of the interview 

participants a copy of their transcribed interviews in order to perform a member check, however, 

all participants declined to receive a copy.  Participants for interviews represented both 

confirming and disconfirming cases of the initial emergent themes culled from Phase I data.  The 

review of relevant literature in the previous chapter outlined the prevalence of classed and 

racialized notions about language and language learners in the United States (Silverstein, 1979; 

Schieffelin, Woolard, & Kroskrity, 1998; Gonzalez & Melis, 2001; Delpit, 2008; Pimentel, 2011; 

Abdi, 2011) and it has been well-documented that schools are often sites of reproduction of the 

goods and ills present in society (Bourdieu, 1998; McDonough & Nuñez, 2007; Bartolomé, 

2008).  As such, confirming cases unearthed during this research project coincided and fit 

emergent patterns and elaborated on the same by providing insights that deepened understanding 

of those patterns while disconfirming cases were either a source of rival interpretations or even 

“exceptions that prove the rule” (Patton, 2002. P. 239).  (These instances will be cited in 

subsequent chapters.)  The inclusion of both and their accompanying interpretations added to 

richness and greater credibility to this project.  A total of 20 PSTs, all from the educational 

psychology course, participated in interviews. 
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Additional Data Sources 

A key component of this research study was the use of analytic memos throughout the 

processes of data collection and data analysis.  Charmaz (2006) explained that “memos catch 

your thoughts, capture the comparisons and connections you make, and crystallize questions and 

directions for you to pursue” (p. 74).  Memos are also beneficial in helping to tease out 

categories and codes, explore ideas about relationships that come to the fore after extrapolating 

categories and themes from data, and capture essential ideas of the researcher before, during, and 

after data collection (Charmaz, 2006).  It is also beneficial to start composing analytic memos at 

the onset of data collection and analysis because they assist the researcher by generating insights 

that might have otherwise been overlooked (Marshall & Rossman, 2011).  Analytic memos 

might refer to specific interactions with participants, themes, theory, or methodology and allow 

the researcher to engage in reflective practices that capture ideas and insights, moving the data 

analysis from “the mundane and obvious to the creative” (Marshall & Rossman, 2011, p. 213).       

The composition of analytic memos was particularly important after interview sessions 

because of the nature of interview transcriptions as representations of instead of actual audio 

recordings.  Bird (2005) noted the vast majority of those in the qualitative research community 

recognize that transcriptions are an act “(re)presenting original language in written form” (p. 

227) and, furthermore, identifies transcription as an interpretive act, a product, and an 

interpretive analysis.  There is general agreement this representative process of transcription is 

far from being forthright and is, in fact, somewhat problematic for a transcription is the 

researcher’s construction and interpretation (Lapadat & Lindsay, 1999).  Literally, the individual 

transcribing the interview makes executive decisions on where commas, periods, exclamation 

marks, and paragraphs representing a different train for thought begin, end, and are placed 
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throughout the transcript.  Such decisions interpret pauses, complete declarative statements, 

indicate emphasis or dismay, and present new idea sets the individual or small group being 

interviewed has no voice in dictating.  This level of autonomy on the transcriber’s behalf during 

this process makes transcriptions also an analytical exercise laden with interpretation.  Here, 

analytic memos are particularly useful because they can capture and interpret communicative 

devices such as body language, facial expressions, and even silence that an audio recording 

cannot.  Just as transcriptions are limited in that they are the interpretation of a spoken discourse 

by the researcher, analytic memos are also the sole reading of the researcher and laden with her 

interpretation of events.  In this regard, there is no assumption of neutrality but rather an 

understanding that the production of such data representations are part and parcel of qualitative 

analysis and the categories, themes, and findings that rise to the fore using them will always need 

to be triangulated with additional data from other sources.  Analytical memos were digitally 

recorded after each interview block and subsequently transcribed along with interviews. 

 In addition to analytic memos, data displays were produced from narrative vignette and 

interview transcript texts.   Miles and Huberman (as cited in Williamson & Long, 2005) have 

defined data displays as “an organized, compressed assembly of information that permits 

conclusion drawing and action” (p. 8).   For this project, data displays were not used to draw 

specific conclusions but rather as a means to triangulate data (Glesne & Peshkin, 1992) by 

revealing themes, patterns, and principal ideas shared among all participants.  Data displays were 

created as word clouds using various on-line tools -  Wordle (http://www.wordle.net/), 

WordItOut (http://worditout.com/), TagCrowd (http://tagcrowd.com/), and NVIVO.  Multiple 

cloud generators were used to create word clouds and clusters for the same texts as a way to 

verify the accuracy of the clouds.  Participant responses were categorized into like themes from a 
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single question will uploaded onto one or more of the aforementioned tools and, for each 

question, two word clouds were generated – one using common English words and the other 

omitting common English words.  In some instances, all of the responses from a particular 

vignette from a single question or statement were uploaded to the word cloud generator.  This 

allowed greater comparative analysis in the event that responses differed from narrative vignette 

to narrative vignette.  Since the focus of this research endeavor was to bring to the fore language 

ideas held by pre-service teachers about a specific population of students, the use of data displays 

helped to validate the themes that arose from the coded responses and provided greater 

transparency in the data analysis, in general, as well as for the researcher (Williams & Long, 

2005).  Data displays were used as an additional heuristic to validate, confirm, and/or disconfirm 

themes and ideas with regard to PST language beliefs about TCKs, specifically, and child 

migrants, in general.     

Data Storage 

Soft copies of Qualtrics questionnaire responses, interview recordings, interview 

transcriptions, analytic memos, and all other all other relevant documents were stored in 

password protected, electronic files.  I, the researcher, was the sole individual with access to 

these files.  Notes taken during interviews were also converted to digital files and stored in like 

manner.  Data displays, graphic organizers used for organizational purposes, and other 

documents I deemed necessary for data organization were kept in either hardcopy or digital 

form.  Hard copies were stored in a secure location in the researcher’s residence under lock and 

key.  I was the only individual with access to these hard copies. 

 

 



 

81 
 

Weighing Pros/Nos and Recognizing Nuances 

Naturally, the primary (i.e., vignette-questionnaires and interviews) and secondary (i.e., 

analytic memos and data displays) tools for data collection all present limitations that warrant 

open recognition.  One challenge lies with the establishment of a trust relationship with interview 

participants.  Prior to interviews, I realized that, for the most part, I would not have had contact 

with the participants beforehand and would only be able to rely on proven, effective listening and 

interviewing skills to forge, in short order, a trust relationship whereby participants answer 

questions and statements openly and honestly (Kvale & Brinkmann, 2009).  However, even if the 

best interview techniques are employed in the most effective manner, there are still no 

guarantees that social desirability will not influence participant responses.  This is a reality that I 

was well-aware of during the entire interview process and subsequent transcription of the same.  

Additionally, as previously mentioned, transcriptions may be a verbatim account of a verbal 

exchange, however, there are no claims, nor can there be, that they fully and completely 

communicate a dialectic exchange.  Transcriptions are the researcher’s representation and the 

concomitant interpretative analysis of, in this specific case, an audio recording (Bird, 2005).  As 

such, they represent the researcher’s interpretation of the interview and there is full awareness 

and understanding that this representation could be different if interpreted by another individual.  

Also, I was aware that student-participants might tend to address narrative vignettes based on 

what they felt their professor wanted to hear instead of what they honestly believed.  Since the 

narrative vignette questionnaires were presented as a class assignment, instructions that stressed 

the importance of candid responses, which were neither punitive nor beneficial to their overall 

grade, were necessary and reiterated to student-participants.        
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Nevertheless, although there were limitations to the data collection methods, they were 

addressed, to the best of this researcher’s ability, by ensuring the trustworthiness of the entire 

research design.  Marshall and Rossman (2001) explained that trustworthiness, or goodness of 

qualitative research, involves a researcher addressing “key issues and considerations to 

demonstrate that the study, as designed, is well thought out, responds to criteria or canons of 

good research practice (depending on the genre), and is likely to be implemented with an ethical 

mindfulness” (p. 39).  Included under this umbrella of trustworthiness are concepts, originally 

coopted from quantitative research, such as reliability, validity, and generalizability.  

Additionally, Creswell and Miller (2000) have addressed trustworthiness in terms of 

triangulation of data, the search for disconfirming evidence, researcher engagement in 

reflexivity, collaboration, and development of an audit trail, among other elements.  All of these 

elements were incorporated into this research design with the goal of fostering trustworthiness 

and countering the limitations of the qualitative inquiry and the methods that were employed to 

collect and analyze data.  

Data Analysis 

Data analysis for this project can be best described as the use of the constant comparative 

method based on an inductive data analysis.  Patton (2002) has described inductive analysis as 

involving the “discerning of patterns, themes, and categories in one’s data” (p. 453).  In this 

regard, the emic nature of the analysis allows the participants to represent their knowledge of the 

world based on their specific experiences and from their perspectives.  This inductive analysis 

means that the researcher identifies important categories throughout the data and uncovers 

patterns and the associative relationships among structures, institutions, ideas, and people, 

among many others (Schutt, 2011).  This method of identifying themes and concepts is integral 
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to the iterative process of qualitative research and is further supported by the use of the constant 

comparative method.  The constant comparative method (CCM) allows one to condense an 

extensive array of data into themes that will allow for the data to be summarized (Glaser & 

Strauss, 2012).  Specifically, the constant comparative method is “concerned with generating and 

plausibly suggesting (not provisionally testing) many categories, properties, and hypothesis 

about general problems” (Glaser & Strauss, 2012) and understanding that these potential themes 

might be causes, conditions, consequences, or dimensions that respond to the research questions.   

In this method, data are initially coded for the emergence of themes then recoded in order for 

dominant themes located throughout the data to emerge.  This comparative method allowed for 

the emergence of themes and provided context for their respective conditions - ideological, 

social, and otherwise - with regard to the language ideas PSTs have about TCKs and other child 

migrants.  In this method, data are initially coded for the emergence of themes then recoded in 

order for dominant themes located throughout the data to emerge.  Considering the substantial 

volume of qualitative data sources, specifically 74 narrative responses to 26-set 

questions/prompts and 16 interview transcripts, I decided to use the NVivo Pro Version 11 

(2015) qualitative data analysis software to organize the data analysis.   

Reponses from Phase I and II, as well as analytic memos, were analyzed and coded 

according to the constant comparative method.  The texts were coded and emergent data 

categorized into themes (Charmaz, 2006).  Instead of using emergent data as mere examples of 

pre-service teacher language beliefs about TCKs, the data were categorized and provided themes 

that were subsequently critically engaged with the social, political, and practical frameworks of 

schooling.  Initial data were consolidated and reorganized consistent with recurring themes.   
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Themes arose from coding, then recoding, the Phase I and Phase II participant responses and 

analytic memos. 

A combination of line-by-line and incident to incident coding were employed throughout 

this research project.  Line-by-line coding involves identifying a category or theme for each line 

of data that is reviewed (Charmaz, 2006).  Charmaz (2006) has stressed this type of coding is 

helpful in focusing equal attention to texts, quickly realizing categories and themes, and 

remaining “open to the data” (p. 50) and its nuances.  Since a line of text may also contain 

various themes, the use of line-by-line coding also assists in presenting the multitudinous 

meanings and intersectionality of themes and concepts.  For instances such as this, the use of 

NVivo was particularly helpful because it allowed coding the same text along multiple themes 

that were later discriminated and analyzed in separate categories with similar responses from 

other participants.  This was the principle method of coding for individual and group interviews, 

as well as for analytic memos.  For questionnaire responses, the overarching coding schema used 

was a modified version of incident to incident coding used in grounded theory.  In traditional 

grounded theory, observed incidents are compared with one another because it is sometimes 

difficult to tease out the unique in what would otherwise be considered mundane human behavior 

(Charmaz, 2006).  The comparison of incidents with other incidents allows the researcher to see 

the subtle differences that can allude to new ideas and themes.  For this reason, responses to the 

same questionnaire prompts and statements were compared with each other and compared across 

the three different narrative vignette questionnaire scenarios.  The coding process was 

synthesized through focused coding whereby themes and ideas that represented larger segments 

of data dictated the analytical direction in which findings moved (Charmaz, 2006).  The purpose 
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in this second phase of coding was to select broad categories that represent clusters of ideas and 

related themes that were gleaned from the data.     

It is important to note that, although the constant comparative method was originally 

associated with grounded theory (Patton, 2002; Charmaz, 2006; Glaser & Strauss, 2012), this 

research project is not a grounded theory analysis.   There are a number of study designs that use 

the epistemological framework of the constant comparative method outside of grounded theory 

to analyze data (Knight, 2004; McGillivray, 2004; Wolf, 2010).  Knight (2004) used the CCM as 

part of her data analysis of an African-American PST over a two-year period to highlight five 

themes of Black humanist vision of care within an urban school setting.  In her analysis, Knight 

(2004) specified that one of the purposes of the analysis is to “generate theory” (p. 216); 

however, she also based her argument from the platform that African-American women, as care-

givers in their respective communities, exhibit many of the ethics of care traits addressed in 

extant literature on the subject, thus providing a comparative context for the same.  McGillivray 

(2004) employs a modified CCM to analyze specific events, attitudes, and additional factors that 

served to ease or halt the implementation of Safe Schools Coalition for non-discrimination of 

LGBTQ youth in a school district.  McGillivray used a themed, inductive analysis through CCM 

to cull findings and explain the same within the social, cultural, and religious contexts of the 

area.  Wolf (2010) also engaged a modified CCM data analysis to determine how children with 

disabilities fair during school reform in New Orleans.  The aforementioned case studies all use a 

modified version of the CCM and do so through theoretical lenses not exclusively linked to 

grounded theory (i.e., ethics of care, queer theory, and disability studies).  Fram (2013), in her 

critique of the shortcomings of associating CCM solely to grounded theory, noted that, when 

addressing research questions, “the conditions and consequences work in clusters and exist in 
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contexts; that micro and macro conditions exist simultaneously and can be hidden; and that 

actions/interactions exist for individuals and groups” (p. 20).  In keeping with this critique, I 

chose to use the constant comparative method, untethered to grounded theory, as a way to 

reasonably and responsibly organize data to themes and clusters of ideas that addressed the 

language ideas of PSTs with regard to TCKs and other child migrants.  The emic perspective 

from PSTs is essential in allowing this population to represent its truths; nevertheless, as 

researcher and interpreter of those truths, my use of language ideology as a critical lens elevates 

those truths and locates them within the broader landscape of ideas about language, in general.  

This etic perspective is vital to this research project because language ideas are rarely centered 

just in one’s own truth or perspective.  Manifested beliefs have material consequences that can 

either be positive or negative.  Pre-service teachers, as future educators, and the language beliefs 

that they have about child migrants can be mapped onto an extant language ideological landscape 

and serve to imply, if not specifically state, those negative or positive consequences based on 

what we already know about the reproduction of those ideologies in society.       

After extensive research on language ideology, PSTs and teacher beliefs, and how the use 

of narrative vignettes can peel past superficial to reveal actual and latent beliefs, I employed 

these tools to help recognize dominant themes in the data.  Due to the considerable volume of 

text that the narrative vignette questionnaires elicited from participants, the first technique that I 

used to sift through the data was to read each set of narrative vignette responses like a book.  In 

this way, I relied on a type of narrative analysis to get a sense of the manner in which PSTs were 

conceptualizing the language capital of each child migrant.  Since narrative vignette questions 

and prompts were identical for each child migrant, I envisioned reading three different books 

that, sans the existence of different beliefs about the language capital of child migrants, should 
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have been more similar than dissimilar in their expositions, actions, climaxes, and dénouements; 

however, this was not the case.  After the first reading of all three sets of responses, however, 

language ideology and specifics about teacher beliefs and how those beliefs result in subsequent 

actions, informed the manner in which I could identify the ways (i.e., emergent themes) in which 

PSTs expressed very different language beliefs about the three child migrants. The books did not 

follow the same plot; the characters did not face the same fate in a hypothetical schooling 

context.  I detected the slightly different to disparate beliefs PSTs expressed about each of the 

child migrants in this initial narrative analysis using a lens informed by language ideology and 

teacher beliefs and categorized them into emergent themes.    

Those themes, synthesized into five with some containing subthemes, are detailed in the 

chapter that follows and are supported by illustrative narratives from both narrative vignette and 

interview responses.  It is essential to note that Theme 5 is presented as an emergent theme 

whose meaning is explained through a composite summary of interview data.  Although the 

theme initially emerged from narrative vignette responses, narratives from interviews are offered 

as explanatory and descriptive heuristics for the theme as well as a way to triangulate the data.   

Here, the composite summary from interview data reflects the reasons undergirding the existence 

of Theme 5 and through unique narratives and commonalities among all interviews, 

communicates the permeation of the theme in the data (Hycner, 1999).   Since, as will be detailed 

in the chapter that follows, interview participants had an opportunity to comment on the narrative 

vignettes of one or more child migrants, the presentation of their narratives allowed me, as 

researcher, to judiciously combine approaches (i.e., emergent themes from one data source - the 

narrative vignette dataset - explained by a composite from another – participant interviews) in 

order to address this particular part of the research questions (Haywood, 2007).  
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Ethical Considerations 

 Sensitivity to and considerations regarding the manner in which research involving 

students, albeit college students who are also PSTs in this particular study, require ethical 

treatment, conduct, and handling of data and data sources remained at the fore throughout the 

study.  I made the questionnaire responses available to my colleagues who taught the courses, 

providing a diagnostic heuristic to assist them in how to broach potential issues of language 

ideology during their courses.  Anonymity of individual students remained intact, and I took 

precaution to sanitize responses of identifiable information so that specific responses could not 

be easily attributed to certain students.   The nature of this research study and the questions 

addressed and answered did not directly place a student in a position where a moral choice was 

being made; nevertheless, some could interpret responses as indications of beliefs about 

language and heavily laden with the specific moral stances and bents of students.  As a 

researcher, I recognized this fact yet attempted to responsibly conduct this research with such 

nuances by insuring anonymity, focusing on the unit of analysis as collective and not individual 

PST ideas about language, and being available to address student concerns, as well as those of 

the instructors who taught the courses from which the participants were recruited.  For the 

vignette-questionnaire portion of the study in Phase I, introductions to the vignettes especially 

emphasized that responses would, in no way, shape, or form be punitive to students but rather 

served for informational purposes.  For this portion of the study, few ethical dilemmas were 

anticipated; however, not the same can be eschewed about Phase II. 

Interviews present unique challenges to issues related to ethics that warrant addressing 

here.  As a researcher asking specific questions about language beliefs, I fully anticipated for 

some participants to ask my opinion or solicit my thoughts on statements they or others had 
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made.  When this situation arose, I gave a two-part response to participants.  Firstly, I mentioned 

that I was not part of the population whose language beliefs was being studied and, therefore, 

could not utter a statement of fact or opinion that mirrored PST language beliefs.  Secondly, I 

iterated in some form my belief that the participants were experts in their beliefs and I, as 

researcher, would simply provide an interpretation of those beliefs within a broader social 

landscape.  My role as researcher who provides an interpretation of those beliefs is very distinct 

from that of PSTs who relay an expert statement about their beliefs.  Additionally, since some 

interviews were conducted with pairs, care was taken to ensure that both participants addressed 

each question and participated in the interview.  This often involved specifically redirecting 

questions or prompts to a participant as, at times during the pair interviews, one participant 

attempted to speak for both.  Prior to each interview, I addressed how the interview would be 

conducted and informed all PSTs that each participant would be given an opportunity to respond 

to each prompt.  Additionally, during pair interviews, when students related information or 

stories not directly associated by a prompt or question, the other participant was always given the 

opportunity to respond and express her opinion.  Other guidelines addressed before the 

interviews and their associated recordings commenced pertained to my expectations of respectful 

disagreements had they arose and were designed to help guide conversations with minimal to no 

hindrances.  

Positionality: A Non-Neutral Disclaimer 

I am neither neutral on the subject of language nor on how the language of types of child 

migrants is conceptualized in society.  Honey’s (1997) book, titled Language is Power, can only 

rightfully be understood within the context of its subtitle, The story of standard English and its 

enemies.  The apparent relationship between language, power, standardization, non-
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standardization and the construction of enemies based upon whom and how a language is 

embodied has soaked, to saturation, my professional trajectory.  Whether being asked how I 

scored a Level 5 on the Foreign Service’s Interagency Language Roundtable scale for Spanish by 

colleagues, being solicited by parents from the United States to not allow Paraguayan students to 

speak their native language during recess at an international school, or being asked by those 

same parents to form afterschool clubs so that their children could learn Spanish, daily 

commentaries and interactions are rife with ideas about language imbued with power, hierarchal 

relationships, and latent understandings of right and legitimacy.  One idea – Why does a Black 

chick whose parents aren’t Latinos speak academic Spanish?  Another thought – Those kids 

speaking in Spanish lower the level of English in this American school!  Another idea – It’s 

beneficial for my child to be bilingual so the school should develop ways for my native English 

speaker to learn Spanish.  I have witnessed and embodied the contradictions that society has 

about language, who has the right to speak a language, and under which circumstances a 

language can be learned or even spoken. 

Those contradictions have been solidified as I have worked with Third Culture Kid 

communities and international education for the past 12 years.  As a school administrator and 

teacher working in international and bilingual schools, I have witnessed the proverbial line 

drawn in the sand where TCKs are expected to be bi- or tri-lingual and native Spanish speakers, 

for example, expected to embrace the notion of subtractive bilingualism and abandon their native 

language in pursuit of admittance into the English-speaking world.  Although multilingualism 

has been acknowledged as a TCK characteristic (Pollock & Van Reken, 2003) and there is TCK 

research on the costs and benefits of multilingualism (Teerling, 2007; Dewaele & van 

Oudenhoven, 2009; Bonebright, 2010), TCK literature is mute when it comes to the inherent 
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contradictions, conflated by class and race, of TCK language in educational contexts.  This 

silence is one of the reasons I wanted to embark upon deeper exploration of language beliefs as 

they relate to TCKs and compared to other child migrants.  A reasonable starting point for such 

an analysis is with pre-service teachers.  I have worked with pre-service teachers for the last 

three years and been intrigued with the many ways in which their ideas resonate with dominant 

societal discourses on language and other topics.  For this reason, I believe PSTs are 

representative (and agential forces in the reproduction) of future teacher and societal language 

beliefs about TCKs as they relate to other child migrants.  I also start with them because PSTs do 

represent hope and change and the potential that discourses can shift to ones that include more 

voices and graze dominant ideologies with hints of pluralism.   

Pre-service teachers also have a way of reminding us all that the realities of ourselves and 

the environments in which we move and breathe change by the nanosecond.  After I completed 

teaching a foundations of education course one day, an African-American PST waited until all 

other students had exited the room.  On that particular day, I led a discussion that challenged the 

epistemological notions that many of the students believed about the children who, by accident 

of birth and economic design, fell into low and lower-middle class socioeconomic brackets 

within the structure of United States society.  After the room had cleared, this student 

approached me and said, with tears in her eyes, “Ms. Swindle, you just don’t know.  It is so good 

to see a sista’ handling her business.  These white girls don’t even know what to say to you 

because you just . . .  lay it out there so eloquently.  We just don’t get to see that that often here.  

Thank you.”  Her statement communicated the complicated intersectionality of disparate social 

identities, forces, and realities that collided, confronted, and strained against each other in a 90-

minunte class session.   Instead of being flattered by the comment, I was grieved because she 
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noted a reality that should be an anomaly but is not - I am an African-American female 

conducting research on a predominantly White campus in a field (i.e., education) that is 

predominated by White females.  In the “insider/outside” debate in qualitative research, the issue 

of race is normally broached in the case of a White researcher who conducts research with 

predominantly non-White participants (Young, 2008).  Allison (2008) notes that faculty of color 

are often required to validate their educational credentials and prove their research acumen to 

White students who do not require the same validation of White faculty.  May (2014) further 

highlights this point by arguing that race and racial discourses in society play a factor in research 

when the methodological shoe is literally on the other foot (i.e., an African-American researcher 

interviewing White participants).  As a researcher, I am aware of my position as an outsider-

outsider -  firstly, unlike the PST participant population and, secondly, racially- and socially- 

constructed differently than the vast majority of participants who were involved in this study, as 

well as the vast majority of researchers with whom these participants will ever have contact.  

How this reality manifested itself throughout the study was only ascertained after careful 

reflection once the process had ended.       

All of the being stated, the following chapter that reports the findings that address the 

research questions and the details related to each emergent theme was difficult.  For me, 

witnessing classed, raced, and elitist themes emerge from the ideas PSTs hold about different 

child migrants was a difficult process of which I formed a part.  The optimist educational 

practitioner in me who has worked with PSTs in both in- and out-of-school contexts for a 

numbers of years, come to mentor many over the years, and has spent countless hours speaking 

with dozens of them about the teaching profession did not want, in all honestly, to see the 

prevalence of certain ideas about language outlined in the next chapter.  The PSTs with whom I 
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have had the pleasure of working are, for the most part, individuals who strive to improve upon 

situations by investing in the lives of school children and their communities.  Although many of 

them are idealists and hold that education is the great equalizer and are hard pressed to identify 

hegemonic ideologies operating in, around, and through them, they continue to have hope.  I 

have witnessed how, as they have become more and more conscientious of the manners in which 

schooling and the ideas that we - a collective society - have about children reproduce social 

inequalities (Bourdieu, 1993), they have voiced indignation and voted on the side of change.  

And, that gives me hope.  Nevertheless, those experiences also made this research project all the 

more difficult.  I would have been elated to only observe one or two instances of language 

ideology and folk linguistic beliefs in their narratives; however, that was not to be the case.  That 

being said, my desire is that the subsequent chapters candidly represent the complex language 

beliefs PSTs have about different child migrants and how shades and tinges of difference about 

distinct child migrants represent metadiscourses about language, language learning, and how 

children are conceptualized.  I also purpose to provide a critical analysis of those ideas in such a 

way as to help PSTs become better teachers in an increasingly mobile world.  Admittedly, the 

latter has, indeed, been difficult but I can only hope that by teasing out these ideas and mapping 

them onto conceptual and ideological canvases that I can contribute more to a just cause than 

would be allowing them to remain unexamined.       
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CHAPTER IV: 

FINDINGS AND DOMINANT BELIEFS 

Overview 

 The purpose of this research study has been to expand upon the scholarly knowledge 

about pre-service teacher language beliefs.  Specifically, this project aimed to address questions 

about the language beliefs PSTs have about Third Culture Kids.  TCKs are a subset of child 

migrants who are principally characterized by having spent a significant portion of their 

developmental educational years (i.e., K-12) in a country or countries outside of their country 

nationality and developing a cultural identity distant from that their parents (Pollock & Van 

Reken, 2009).  Although TCK research has addressed issues about language and TCKs from 

perspectives of TCK language acquisition (Dewaele & van Oudenhoven, 2009)), TCKs and 

language retention (Greenholtz & Kim, 2003), TCKs and language identity (Jordan, 2002; 

Kilguss, 2008; McDonald 2011; Moore & Baker, 2012), among few others, to date, no attention 

has been given to the language beliefs teachers and PSTs have about TCKs.  This research 

project further purposed to address how PSTs vary in their language beliefs about different types 

of child migrants.  In this particular case, PSTs responded to prompts that helped understand 

whether or not they held the same language beliefs about TCKs and another subset of child 

migrants, child immigrants. 
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Presentation of Descriptive Characteristics of Participants 

 As previously mentioned, all participants were pre-service teachers enrolled in a teacher 

education program at a large southeastern public flagship institution.  Participation included 

completing a narrative vignette questionnaire as part of a course assignment, participating in an 

interview with the researcher, or a combination of both.  A total of 92 pre-service teachers 

participated in this research project.  Of those, 74 PSTs responded to the narrative vignette 

questionnaires and 20 PSTs participated in either individual or pair interviews.  Two participants 

had answered a narrative vignette questionnaire as part of their course assignments before 

participating in an interview.  Participants were elementary, secondary, or special education 

majors, were at different points in the teacher preparation program, and were comprised of both 

in- and out-of-state students.  In order to better understand, however, how these demographics 

are distributed among the participants, those of participants who answered the narrative vignettes 

questionnaires, hereto referred to as Questionnaire Participants, and those who participated in 

interviews, hereto referred to as Interview Participants, will be treated separately.   

Questionnaire Participants 

Seventy-four participants responded to narrative vignettes questionnaires of either 

Antoine (26 participants), Herman (25 participants), or José (23 participants).31 Participants were 

from various foundations of education courses and represented a cross-section of the degree 

certification programs offered by the respective College of Education.  The vast majority of the 

participants, 71%, were taking the foundations of education course and the remainder was 

enrolled in the foundations-social psychology hybrid course at the time of the study. 

                                                
31 Although narrative vignettes were evenly and randomly distributed to potential participants, that fact that some 
participants chose not to have their responses included as part of this research project accounts for the three 
participant difference between the number of participants who answered the narrative vignettes about Antoine and 
those who did the same for José.        
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Table 2 

Questionnaire Participants per Course 

 Course and 
Sections 

Antoine Herman José Total 

Foundations A 7 (27%) 6 (24%) 5 (22%) 18 (24%) 

Foundations B 5 (19%) 6 (24%) 6 (26%) 17 (23%) 

Foundations C 4 (15%) 8 (32%) 6 (26%) 18 (24%) 

Hybrid A 3 (12%) 0 (0%) 2 (9%) 5 (7%) 

Hybrid B 7 (27%) 5 (20%) 4 (17%) 16 (22%) 

Total Participants 26 (35%) 25 (34%) 23 (31%) 74 (100%) 
Note. Foundations denotes a foundations of education course and Hybrid denotes the foundations-social psychology 
course.  The letter designation (e.g. A, B) signifies a different section of the course. 
 

Of the 74 participants, 49% were majoring in elementary education, 23% in secondary 

education, 8% in special education, 5% in a dual special/elementary education degree, and 15% 

in other areas.32    

Table 3  

Questionnaire Participants per Degree 

Degree Antoine Herman José Total 

ELED 13 (50%) 12 (48%) 11 (48%) 36 (49%) 

SEED 8 (31%) 4 (16%) 5 (22%) 17 (23%) 

SPED 1 (4%) 3 (12%) 2 (9%) 6 (8%) 

DUAL 

SPED/ELED 

1 (4%) 2 (8%) 1 (4%) 4 (5%) 

Other 3 (11%) 4 (16%) 4 (17%) 11 (15%) 

Total 26 (35%) 25 (34%) 23 (31%) 74 (100%) 
Note. ELED is for an Elementary Education Degree, SEED for a Secondary Education Degree, SPED for a Special 
Education Degree, and DUAL SPED/ELED for a Dual Elementary/Special Education Degree. Degrees listed as 
Other include Physical Education, Music Education, and Communicative Disorders. 
 

                                                
32 These other areas include music education, communicative disorders, and physical education, among others.  For 
these areas of concentration, students are certified to teach K-12 in their respective fields. 
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Additionally, the vast majority of participants, 87%, who completed the Qualtrics 

questionnaire had taken anywhere from one to five education courses.33  The remaining 13% had 

taken six or more courses in their major.  Only one student out of 74 reported having taken an 

English as a Second Language or Second Language Acquisition methods course.  Ninety-six 

percent of the participants reported having studied a foreign language in high school or college 

and another 38% stated that they had never taken a trip outside of the United States.          

Table 4 

Questionnaire Participants per Number of Education Courses Taken 

Number of 
Courses 

Antoine Herman José Total 

1-3 11 (42%) 14 (56%) 14 (61%) 39 (53%) 

4-5 11 (42%) 7 (28%) 7 (31%) 25 (34%) 

6-10 4 (16%) 4 (16%) 1 (4%) 9 (12%) 

˃10 0 (0%) 0 (0%) 1 (4%) 1 (1%) 

Total 26 25 23 74 (100%) 

 

Interview Participants 

Interview Participants, as previously stated, were, in their majority, students who had not 

previously answered a narrative vignette questionnaire.  They were presented with one or more 

of the narrative vignette scenarios at the time of the interview, read them, and addressed 

questions and themes about the vignettes that arose from Phase I data collection.  Of the 20 

Interview Participants, 5%, or one participant, was a dual ELED/SPED major and the remaining 

95%, or 19 participants, were majoring in Elementary Education.  Additional demographic 

information (i.e., gender and racial categorization) was collected for interview participants.  

                                                
33 These percentages indicate that the majority of participants were classified as sophomores or juniors at the time of 
the study. 
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Interview Participants, for the most part, addressed multiple scenarios, offering additional insight 

into the language beliefs PSTs have about different child migrants and offering perspective as to 

why and how those language beliefs differ.  

Table 5 
 
Interview Participant Demographics 

Interview 
 

Pseudonym Sex Racial 
Identification 

In/Out 
of 

State34 

Qualtrics 
Questionnaire 

Scenario(s) 

Int 1 Kyle Male  CA In No José 
Int 2 Beth Female CA In Yes (José)* José/Herman 
Int 3 Cami 

Emma 
Female 
Female 

CA 
CA 

In 
In 

No 
No 

Antoine/José 
Antoine/José 

Int 4 Dena 
Dawn 

Female 
Female 

CA 
CA 

In 
In 

No 
No 

Herman/Antoine 
Herman/Antoine 

Int 5 Macy Female CA Out No José/Herman 
Int 6 Maya Female CA Out No Antoine/Herman 
Int 7 Lucy Female AA In No José/Antoine/Herman 
Int 8 Tara Female CA Out No José/Herman 
Int 9 Zara 

Zola 
Female 
Female 

CA 
CA 

In 
In 

No 
No 

José/Antoine/Herman 
José/Antoine/Herman 

Int 10 Thea Female CA In No José/Herman 
Int 11 Rosy Female CA Out Yes (José)* José/Herman 
Int 12 Roni Female CA In No Antoine/Herman/José 
Int 13 Rhea Female CA In No José/Antoine 
Int 14 Nora Female CA Out No Herman/José 
Int 15 Leah Female CA Out No José/Herman/Antoine 
 Gwyn Female CA In No José/Herman/Antoine 
Int 16 Noel Female CA In No José/Herman 
Note: A total of 20 PSTs participated in interviews.  Under Racial Identification, CA is for Caucasian American and 
AA is for African American.  Interviews 3, 4, 9, and 15 were conducted with pairs.  All other interviews were 
individual.  If the Interview Participant also answered the Qualtrics Questionnaire, the scenario that participants 
addressed is indicated in parenthesis. 
*As the interviewer, I did not ask these participants whether or not they agreed to have their Qualtrics questionnaire 
responses included as part of the study. This was because the questionnaire explicitly stated that responses would be 
anonymous and non-attributable to specific students.  Although it many have been difficult to draw connections, I 
felt that even asking whether or not the participants agreed to have their responses included would set an improper 
tone for the interview.     

                                                
34 This categorization was added because out-of-state participants, when addressing child migrants, often used their 
designation as an out-of-state student to underscore how one could feel like or be made to feel like an outsider in the 
Southeastern region of the United States.  Also, several out-of-state Interview Participants used this designation to 
highlight that exposure to a more diverse environment was part of their lived experiences while they felt that many 
in-state participants could not boast the same .   
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The distribution of scenarios among Interview Participants was predicated on the 

progression of the dialogue with each participant or pair of participants and degree to which 

Questionnaire Participants gave disparate responses to the same questions or prompt about 

different child migrants.  As such, less effort was made in insuring that an equal number of 

Interview Participants addressed each scenario or scenario set rather the researcher took queues 

from participants based on which scenarios or scenario sets they desired to address.   In this way, 

participant interviews aligned with the researcher’s methodological belief that interviews best 

suited for this research project were those where knowledge is co-constructed between the 

interviewee and researcher (Rossman & Rallis, 2003).  Such co-construction requires the 

researcher to permit the participant to lead and guide the dialogue similar to how participants in 

traditional interviews are led and guided to address particular questions or statements.  This 

dialogic exchange also created an atmosphere and comfort level between the Interview 

Participants and the researcher that allowed the former to address multiple scenarios during the 

interview, unlike the Questionnaire Participants who had no knowledge of the other scenarios. 

Table 6 

Number of Interview Participants by Scenarios 

  José José/Herman José/Antoine Antoine/Herman José/Herman/Antoine 
Number of 
Interview 
Participants 

 
1 

 
7 

 
3 

 
3 

 
6 

 

Research Questions 

 The purpose of this research study was to answer the following questions: 1) what 

language beliefs do pre-service teachers have about Third Culture Kids; and 2) how do pre-

service teachers view the linguistic capital of Third Culture Kids differently from that of 
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immigrant children?  As the data were coded and themes emerged, however, one sub question 

arose that I deemed essential to include in order to thoroughly address the initial research 

questions.  The following sub question was added because the data showed that, although both 

TCKs, PSTs held different beliefs in some areas as they related to Herman and Antoine.  The 

subquestion was how do PSTs differ in their language beliefs about socio-politically-constructed 

White and Black TCKs?  Although this sub question is categorized with the initial research 

question, it will be revisited as the second research question is addressed because the 

intersectionality of race, class, perceived ability, and language capital as they relate to the 

language beliefs PSTs have about different child migrants is not readily discriminated into neat 

categories.   

Presentation of Findings 

 Data collection and analysis were in line with the methods outlined in Chapter III.  Data 

were collected in two phases – Phase I and Phase II.  In Phase I, PSTs in three foundations of 

education and two foundations-social psychology hybrid courses were given the questionnaire 

vignettes to complete as a course assignment.  Seventy-four of the 89 PSTs who completed this 

assignment agreed to have their responses included as part of this research project.  Responses 

from the narrative vignette questionnaires were then preliminarily coded on a line-by-line then 

response-by-response basis.  This initial coding generated themes and questions that were 

followed up in subsequent interviews with 20 PSTs in 16 separate interviews.  Interviews were 

subsequently transcribed and coded using the constant comparative method (CCM) based on 

inductive data analysis (Schutt, 2011).  After this initial coding, the 74 questionnaire vignette 
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responses, 16 interview transcripts, and three analytic memos35 that this researcher made after 

interviews were uploaded into NVIVO and coded once again following CCM guidelines (Glaser 

& Strauss, 2012) and, after three separate coding cycles, emergent themes were identified.   

 Findings are organized and detailed according to themes that emerged after coding.  After 

a description of each general theme about the language beliefs that PSTs have about child 

migrants, specifics are then given about the language beliefs PSTs have about different child 

migrants.  As such, each theme contains distinct details about PST language beliefs as they 

pertain to José, a bilingual Mexican national and child immigrant, Herman, a socially-

constructed White bilingual German national, and Antoine, a socially-constructed Black 

bilingual Canadian national.  As the findings are cited below, it is germane to remember that all 

three children in the scenarios - Herman, Antoine, and José -  are considered child migrants 

(Cohen, 2009).  Within the subset of child migrants, Herman and Antoine are considered TCKs 

by definition (Useem, 1963; Pollock & van Reken, 2009), with Herman being more akin to the 

normative concept of a TCK by being socially-constructed as White (Fechler & Kopela, 2014; 

Swindle, 2014).  Major findings are detailed after a presentation of the themes regarding the 

language beliefs PSTs have about each of the child migrant.   

Within-Scenario Analysis 

 With-in scenario analysis of themes, from the responses pertaining to each of the three 

child migrants, are addressed and noted in the following table and explained in the subsequent 

sections.  The specific language ideas PSTs expressed will be detailed about Herman, then 

Antoine, and lastly José and are presented in the sections that follow based on the themes that 

                                                
35 Analytic memos were recorded after each series of interviews instead of after each interview because the 
interviews were realized back-to-back during a set block of time.  This made it impossible to record an analytic 
memo after each interview.   
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emerged.36  Table 7 outlines the major themes and provides a cross reference that signals the 

themes that address specific research questions and their secondary questions. 

 Before presenting the data, however, a brief explanation of the themes is in order.  Theme 

1: Socio-Economic Status as Linguistic Capital and Language Ability and its subthemes refer to 

the beliefs PSTs have regarding how their perceived ideas about the socio-economic status, 

cultural background, and past experiences of the child migrants speak to their language beliefs 

about child migrants.  The second theme, Deficit/Abundance Assumptions and Language 

Capital, and its associated subthemes underscore the beliefs PSTs expressed as they relate 

directly to their conjectural assumptions about innate language, intellectual, or attitudinal 

abilities of the child migrants.  The deficit assumption for this theme is based on Donnell’s 

(2013) explanation that a deficit model of thinking, or deficit paradigm, is “an orientation in 

which children, their families, and the larger communities in which they live are seen as deficient 

and therefore responsible for their lack of success” (p. 152).  Conversely and used within the 

context of this research study, an abundance assumption is an orientation where children and 

their families are seen as more than adequate, therefore, directly responsible for their own 

success.  Theme 3: Socially-Constructed Race and Their Language Abilities provides evidence 

of the manner in which PSTs think of the language of child migrants based on sociopolitical 

racial categorizations and how those beliefs directly influence their conceptions of language 

capital among these children.  The fourth theme, (Under)Stating Bilingualism as Linguistic and 

Intellectual Capital and its affiliated subthemes communicate how the conceptualization PSTs 

have about bilingualism is both similar in some instances and vastly divergent in others with 

regard to their associated language beliefs about different types of child migrants.  The fifth 

                                                
36 Due to the volume of data sources, there were numerous themes that arose regarding PST beliefs about language 
acquisition, language ability and age, the universality of math, among many others; however, the themes presented 
here were specifically selected to the degree that they addressed the research questions.     
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theme, Explain the Smarter Child . . . Status – It’s Complicated, is a two-pronged detail of 

language ideas PSTs have about different child migrants.  Firstly, it provides details of the 

general consensus from both Qualtrics Questionnaire Participants and Interview Participants that 

indicated that PSTs believe that Herman, linguistically and intellectually, would be the most 

successful child.  Secondarily, this theme provides explanation from the PST perspectives as to 

why they overwhelmingly believe Herman to be the more successful child by detailing narratives 

from interview narratives illustrative of the theme.  For all themes, specific quotes are included 

that help to emphasize the main ideas that PSTs expressed.   

For Qualtrics narrative vignettes, direct quotes from participants are cited based on the 

child migrant and the participant number.  For example, HQP3 would be Herman Qualtrics 

Participant Number 3 while AQP7 would refer to the seventh Qualtrics Participant for Antoine.  

This designation is in no form or fashion intended to de-personalize participants.  On the 

contrary, PST beliefs are significant and salient to the very material effects that the manifestation 

of beliefs bears on attitudes and subsequent actions.  This mode of organization is only employed 

as an efficient method of referencing the 74 Questionnaire Participants.  Interview Participants, 

however, have been assigned pseudonyms whenever they are quoted directly.  Participant 

citations are organized as such in order to identify the source of the information, quickly 

differentiate between interview and questionnaire responses, and allow for rapid demographic 

cross-reference information access where interview participants are concerned.        
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Table 7 
 
Within-Scenario Analysis: Emergent Themes from José, Antoine, and Herman 
 
Research Questions Herman Antoine José 

1.   What language 
beliefs do pre-
service teachers 
have about Third 
Culture Kids? 

Theme 1: Socioeconomic 
Class Status as Linguistic 
Capital and Language 
Ability Indicator 
 
Subtheme 1a: Parents as 

Linguistic Capital 
 

Subtheme 1b: Culture 
and Background as 

Linguistic Capital 
 

Theme 1: Socioeconomic 
Class Status as Linguistic 
Capital and Language 
Ability Indicator 
 
Subtheme 1a: Parents as 

Linguistic Capital  
 

Subtheme 1b: Culture 
and Background as 

Linguistic Capital 

 

1a. How do PSTs 
differ in their 
language beliefs 
about socio-
politically-
constructed White 
and Black TCKs? 

Theme 2: 
Deficit/Abundance 
Assumptions and 
Language Capital 

Subtheme 2a: 
Embodiment of Will 

 

Theme 2: 
Deficit/Abundance 
Assumptions and 
Language Capital 

Subtheme 2a: 
Embodiment of Will 

 

 

 Theme 3: Socially-
Constructed Race and 
Their Language 
Abilities37 
 

Theme 3: Socially-
Constructed Race and 
Their Language Abilities 

 
 
 
 
 
 
 
 
 

2.   How do pre-
service teachers 
view the 
linguistic capital 
of Third Culture 
Kids differently 
from that of 
immigrant 
children?   

 
 
 
 
 

 

 Theme 1: Socioeconomic 
Class Status as Linguistic 
Capital and Language 
Ability Indicator 
 
Subtheme 1a: Parents as 

Linguistic Capital 
  

Subtheme 1b: Culture 
and Background as 

Linguistic Capital 
                                                
37 A strikethrough (e.g. Theme X) denotes the theme did not emerge as one for that particular child migrant.  Even if 
a theme does not emerge for particular child migrants, it is still addressed.  The absence of a theme in one set of 
responses and its presence emerging from responses pertaining to another child migrant is revelatory about language 
beliefs.  From this researcher’s perspective, this absence signifies the presence of PST language belief that cannot be 
ignored.      



 

105 
 

Research Questions Herman Antoine José 
   Theme 2: 

Deficit/Abundance 
Assumptions and 
Language Capital 
 

Subtheme 2a: 
Embodiment of Will 

 
   Theme 3: Socially-

Constructed Race and 
Their Language Abilities 
 

 
 Theme 4: (Under)Stating 

Bilingualism as 
Linguistic and 
Intellectual Capital 
 

Subtheme 4a: Imagined 
and Enacted Hierarchy 

of Language 
 

Subtheme 4b: 
Bilingualism 

Erased/Affirmed 
 

Subtheme 4c: Non-
English Language as 

Deficit or Asset 
 

Subtheme 4db: Non-
English Language as 

Hindrance 
 
 

 

Theme 4: (Under)Stating 
Bilingualism as 
Linguistic and 
Intellectual Capital 
 

Subtheme 4a: Imagined 
and Enacted Hierarchy 

of Language 
 

Subtheme 4b: 
Bilingualism 

Erased/Affirmed 
 

Subtheme c: Non-English 
Language as Deficit or 

Asset 
 

Subtheme 4d: Non-
English Language as 

Hindrance 
 

Theme 4: (Under)Stating 
Bilingualism as 
Linguistic and 
Intellectual Capital 
 

Subtheme 4a: Imagined 
and Enacted Hierarchy 

of Language 
 

Subtheme 4b: 
Bilingualism 

Erased/Affirmed 
 

Subtheme 4c: Non-
English Language as 

Deficit or Asset 
 

Subtheme 4d: Non-
English Language as 

Hindrance 
 

 Theme 5: Explain the Smarter Child . . .  Status – It’s Complicated 
 

Child Migrant: TCK Herman 

 The biographical information and other information in the vignette scenario for Herman 

was modeled after what would be the normative concept of a TCK (Flecher & Kopela, 2014; 

Swindle, 2014) in that he is a socio-politically-constructed White child who would normally hail 

from the United States or Europe.  PSTs believed Herman was an exceptionally bright child 
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whose background and familial capital were essential elements resulting in and fostering his 

bilingualism.  The manner in which PSTs conceptualized Herman’s bilingualism was based on 

the following themes.               

Theme 1: Socio-Economic Status as Linguistic Capital and Language Ability Indicator 

 Generally, PSTs expressed high expectations that the socio-economic status of Herman’s 

parents and his cultural background were specific aspects that aided in building a solid 

foundation for his present linguistic abilities and would be influential factors in guaranteeing his 

future success, both academically and socially.  For PSTs, Herman’s present language ability not 

only made him a smart learner able to quickly adapt to new environments but also equipped him 

for future success.  PSTs, however, linked this success intimately to how they perceived 

Herman’s socioeconomic status.  International travel, what many PSTs considered to be the 

prestige of his parents’ employment, and an assumed rich cultural background placed Herman on 

the path of success.  PSTs believed Herman’s present language ability to be manifest evidence of 

the interplay of these factors.                

 Parents as linguistic capital.  PSTs associated Herman’s linguistic ability and future 

success in acquiring English with his parents’ socioeconomic status.  Most interpreted the 

language ability of Herman’s parents and his background as extremely positive assets because, as 

HQP7 commented, “he has the advantage of having hardworking parents who probably do pretty 

well for themselves and are able to live quite comfortably.”  For many PSTs, working for a 

multinational company meant that Herman’s parents probably spoke English, however, more 

importantly was the perception that his parents’ socioeconomic status would benefit Herman by 

affording him the tools and conditions to be able to learn English.  Leah linked Herman’s 

bilingual success to this by explaining, “But, I also feel like your parents come into play again 
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because this one [Herman], his parents – an executive for Mercedes and a contractor for the same 

company.  I mean, that’s a big name company.  You got a lot of bucks racking in there.”  For this 

PST, the fact that Herman’s parents made those “big bucks” afforded him with the tools, including 

tutors and technology cited by other PSTs, to assist in language acquisition.   

PSTs further included conditions for advancing his language ability directly associated 

with assumptions about how they conceptualized his family’s socioeconomic status.  One of 

those conditions was what most PSTs commented as being a stable family life while another 

associated Herman’s parents’ professional success as a motivational example for Herman.  

HQP6 summarized concepts about the former when stating that Herman “also clearly has 

educated parents who are still together, so one could assume he has some stability in his home 

life.”  Leah and Gwyn subsequently highlighted that those beliefs about stability per 

socioeconomic status are classed beliefs that were deeply rooted perceptions and manifest 

themselves in schooling when they addressed being stigmatized by teachers in the following 

exchange: 

LEAH: That is a big thing [class] when you’re in school.  And, it sucks because you are a 
little kid and can’t change that.  It’s your parents. 
 
GWYN: Yeah, you can’t change where you’re from. 
 
LEAH: You gotta [sic] work for it but if you can’t get past . . .  If you can’t find someone 
to get past those initial stereotypes and those thoughts, then, you’re screwed. 
 

Pre-service teachers, although many expressed that Herman’s not speaking English could pose 

some difficulty for him, tangentially concluded that his stable home life, good family support, 

and willingness on his parents’ behalf to help him with his education were all positive factors as 

he retained his present language abilities while learning English.  Lucy affirmed this, when 

discussing Herman and José, by stating that Herman “comes from a family that works, you 



 

108 
 

know, these high-end jobs so they probably push Herman more than José’s parents would.”  

Leah and Gwyn’s dialogue sheds light on the fact that many of these assumptions are class based 

and are ultimately linked to Herman’s academic success.  To illustrate, Beth explicitly stated that 

“because his [Herman’s] parents have, you know, a greater status than Jose’s parents, he would 

be more successful.”  She later summarized some overarching PST ideas about the importance of 

this status by noting that it signaled his parents’ commitment to hard work and guaranteed that 

Herman would have the tools necessary to learn English.          

 Culture and background as linguistic capital.  For PSTs, Herman’s present language 

ability indicated that his parents were, and by extension he was, focused on diversity and 

appreciative of others’ cultures.  HQP13 mentioned that “his [Herman’s] language ability tells 

me that his family is very open to new cultures and embraces each culture fully.”  HQP13’s 

comment was indicative of the general assumption that Herman’s families embraced elements of 

diversity and were culturally diverse and open-minded as evidenced by his bilingualism and 

residence in another country.   Prior travel contributed to a rich background that, in addition to 

helping Herman adjust socially to his new environment, PSTs believed was an indicator that 

Herman would also be able to learn English efficiently and effectively.  

Theme 2: Deficit/Abundance Assumptions and Language Capital 

For many PSTs, although Herman’s inability to speak English was viewed as a potential 

obstacle, they attributed numerous beneficial qualities to him that minimized this preoccupation.  

For the most part, PSTs conceptualized Herman as an extremely bright child who was positioned 

to succeed academically, socially, and linguistically in his new environment.  His actual inability 

to speak English would soon be overshadowed by presumed innate qualities and prior cache of 

experiences that Herman had to succeed.  HQP21 noted, “Herman may be at an advantage 
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depending on what academic level he was accustomed to in German and Italy, which could serve 

him well in Tuscaloosa and has the potential to place him in advanced classes.”  Although the 

vignette narrative did not contain information about how well any of the child migrants performed 

in school, general ideas like “once Herman transfers to the school in Tuscaloosa, he is going to be 

so different and he might have more knowledge that he might not be able to be challenged inside 

of the classroom,” expressed by HQP12 captured the concern that various PSTs expressed about 

placing Herman in a classroom situation where his intellectual potential would not fully be 

developed.  Likewise, HQP25 acknowledged, “Herman might be just a little behind the other 

students in the English-speaking department, but he actually might be ahead of them in every 

academic area because he has attended so many different schools in different countries.”  The 

general consensus that Herman would enjoy future academic success in spite of presently not 

knowing English was best expressed by HQP16, who mentioned,  

As a future secondary sciences educator, I am constantly told of the stats in order to help 
American children in STEM fields in the race of knowledge against other countries.  If 
Herman has a pleasant and powerful experience in school in the United States, he may 
make his contributions to science as an American scientist (for example). 
 

Here, Herman is destined to succeed; the onus of who (read which country) his future success will 

benefit, however, falls squarely on the type of schooling experience he has while in the United 

States.           

Embodiment of will.  PSTs also iterated an ontological narrative about Herman that 

positioned his linguistic and projected academic successes to part and parcel of an innate 

disposition to learn and be successful.  This narrative stands in juxtaposition to ones some PSTs 

expressed about Antoine and José.  As previously stated, the absence of a theme for one child 

migrant that arises in another allows one to come to the realization that PSTs express different 

language beliefs about child migrants.  Specifically, for José and Antoine, PSTs posed questions 
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about their willingness and desire to learn English; interestingly, interrogations or comments 

along those lines were never mentioned in Herman’s specific case.  As such, one can deduce 

that, generally, PSTs viewed Herman as willing, able, and ready to add English to his linguistic 

repertoire.  For some PSTs, this unexpressed notion of Herman’s willingness to learn English 

manifested itself in a concession of American citizenship.  HPQP12 commented that Herman “is 

adjusting to the life of an American citizen” and while HQP24 responded emphatically, to a 

different prompt, that “because he is an American and has the right to a free public education” no 

one should question whether or not bilingual Herman, who speaks no English, should be at 

Premier Elementary.  Whether a Freudian slip or a mistaken response, the data evidenced that 

neither Antoine nor José were, intentionally or not, conferred American citizenship.           

Theme 3: Socially-Constructed Race and Their Language 

 For the most part, PSTs, barring one comment, did not directly speak about Herman’s 

language ability as it related to his socio-politically constructed race.  One comment, however, 

underscored the importance that such a construction can play in determining PSTs intellectual 

expectations about children, in general, and child migrants, specifically.  As will be discussed 

later, PSTs generally believed that Herman was not only a very intelligent child but also, based 

on his linguistic ability, was the smarter child when viewed in comparison with José and 

Antoine.  In the interview with Leah and Gwyn, after confessing that they both believed that 

Herman was the more intelligent child based on his linguistic ability and affirming that other 

PSTs would probably agree, they added the following: 

JEAN: Why do you think they – considering his [Herman’s] background and the 
languages he speaks – why do you think they’d think he’s the most intelligent? 
 
LEAH: Like, to them [PSTs], especially if they don’t know that he’s not a minority, like, 
he’s . . . 
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GWYN: Yeah, I really do think that minorities, that does have a strike against you as a 
child.  With teachers that are prejudice because they’re, just, they’re looking at you.  
They’ve already decided that, you know, you’re not going to amount to too much.38 
 

Leah and Gwyn agreed that race was a factor in how PSTs viewed the language capital of these 

different child migrants, and did so distinctly.  Although Leah and Gwyn were commenting 

about the beliefs of other PSTs, the fact that they had agreed that Herman would be more 

successful than other child migrants, attributing this to classed beliefs, could also mean that their 

mention of race is a projection of their own beliefs about why he is considered so.  Macy and 

Beth, in separate interviews, also confirmed that, although the child migrants are alike in that 

they are the same age, sex, and are all bilingual, they believed Herman would be both more 

welcomed and accepted in a schooling environment because he was a White child.      

Theme 4: (Under)Stating Bilingualism as Linguistic and Intellectual Capital 

 For most PSTs, the fact that the all of the child migrants were bilingual was a favorable 

trait and characteristic.  There were, however, differences in exactly how this benefit was viewed 

as well as a considerable difference in how bilingualism was recognized in the cases of the TCKs 

(i.e., Herman and Antoine) as opposed to the child immigrant (i.e., José) (see Table 8).   

 

 

 

 

 

 

                                                
38 In this section of the dialogue, Leah and Gwyn answered that they believed that Herman, with his linguistic 
abilities, was the smarter child when compared to Antoine and José.  This was consistent with the Qualtrics 
Questionnaire responses from other PSTs who implied the same.  After having difficulty explaining why they 
believed Herman to be smarter, I redirected the question and asked why they believed that other PSTs stated that 
Herman was more intelligent.  After the redirection, they readily gave the above explanation. 
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Table 8 

Participants Explicitly, Positively Affirming Bilingualism 

Child Migrant Ratio* Percentage 

Herman 14/25 56% 

Antoine 16/26 58% 

José 4/23 17% 
Note. Responses to the question What, if anything, does X have in his favor as he transitions into this new 
environment? Explain. where participants explicitly mentioned the child migrant’s bilingualism as a positive factor 
were included in this tabulation.  
*The Ratio is based on Number of Qualtrics Questionnaire Participants Who Explicitly Mentioned the Child 
Migrant’s Bilingualism as a Favorable Trait/Total Number of Qualtrics Questionnaire Participants for that specific 
child migrant. 

 
In Herman’s specific case, 56% of the Qualtrics Questionnaire Participants recognized 

that his bilingualism would be to his benefit as he transitioned into new living and schooling 

environments.  PSTs believed that Herman’s bilingualism signified that he was adaptable; 

cultured and the embodiment of diversity; clearly capable of and adept in learning new 

languages; intelligent and eager to learn; and counted on a parental support system that fostered 

prime learning and living environments.  The specific manners in which PSTs conceptualized 

and affirmed or dismissed Herman’s bilingualism are detailed in the subthemes that follow. 

Imaged and enacted hierarchy of language. With regard to Herman’s German and 

Italian language abilities, PSTs generally validated the importance of those languages and did not 

categorically position their perceived importance on a scale in relation to English.  The outlier, 

however, was HQP6, who commented, 

His first two languages will be of no use if either do not [sic] the teacher nor any of his 
classmates speak German or Italian.  He is going to have a difficult time with Maslow’s 
third stage of needs: belonging.  Furthermore, it is very likely that the course material in 
Italy and Tuscaloosa is very different, so it is possible that he has a completely different 
set of knowledge that will either help or hurt him (if/when he can get past the language 
barrier). 
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Here, both German and Italian are considered irrelevant in relation to English and the HQP6’s 

commentary speaks more to a concern for their relation to Herman’s ability to socialize and be 

socialized into a new environment.  As will be evidenced later when addressing how PSTs define 

this theme for José and Antoine, a very specific language hierarchy was enacted that positioned 

their languages in subjugation, in one form or another, to English.   

 In two additional outliers in Herman’s case, HQP1 and HPQP14 regarded a desire for 

Herman to retain his present language abilities as an assault or affront to English, even though 

the other PSTs expressed willingness to make room for Herman’s language diversity in a 

schooling setting and felt it a responsibility of teachers and the school to do so.  HQP1 

emphasized, “This is America.  We speak English.  We don’t know other languages.  We should 

not be expected to,” and HQP14 essentialized the linguistic landscape in the United States by 

acclaiming “American’s ‘native’ language is English, which is what all of the other students 

speak” (italics added).  It is essential to note, however, that most of the PSTs thought Herman 

should, in no way, be forced to ignore or not exercise his bilingualism in school.  Their attitudes 

were those of accommodating his linguistic diversity and even insuring measures aimed at 

assisting Herman in acquiring English as a third language did not interfere with his present 

bilingualism.  HQP18 clarified that “the goal of English as a Second Language help he [Herman] 

will be given will not involve an attitude focused on replacing his knowledge of German with his 

knowledge of English.”  PSTs communicated great sensitivity towards insuring Herman retained 

his existing language abilities.    

 Bilingualism erased/affirmed.  In keeping with a noticeable tendency on the part of 

PSTs to position Herman’s Italian and German along a continuum of importance in relation to 

English, for the most part, his languages and ability to speak multiple languages were 
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consistently affirmed.  As with the other child migrants, albeit to varying degrees, mention of 

Herman’s bilingualism was a definite benefit to Herman and, often, to his hypothetical 

classmates and school, in general.  For interview participants who were able to discuss more than 

one narrative vignette scenario, their responses confirmed whether or not PSTs believed that a 

child migrant’s spoken languages were worthy of recognition.  Herman’s bilingualism was 

consistently affirmed and recognized.  PSTs expressed beliefs that, although not speaking 

English could present some difficulty for Herman within a schooling context, his ability to speak 

two different languages was impressive.  This is significant because, as mentioned later, PSTs 

often ignored the fact that Antoine and José were also bilingual.       

 Non-English language as deficit or asset.  The verbiage PSTs employed to describe 

Herman’s bilingual language abilities did not particularly situate German and Italian as potential 

obstacles to Herman’s English acquisition; however, English was elevated to a more prominent 

position and, in Herman’s particular case, framed as an asset or skill for future use.  Nora made 

the following comment, for example, concerning Herman’s necessity to retain his present 

language abilities, 

I don’t think that he, like, has to but I think it would be beneficial for him.  Cause when 
you’re looking, when you are getting and job when you’re older you can know, like, 
multiple languages, it is more beneficial to you. 
 

For the most part, the degree to which Italian and German could benefit Herman in the future made 

them meaningful as far as Herman’s retention of those languages.  Beth reiterated this idea by 

noting that “German and Italian when he gets into high school and applies for scholarships and 

applies for jobs, that’s, that’s something pretty good right now.” Additionally, but in only two 

cases - that of HQP20 and HQP9 -, did PSTs recognize the fact that syntactical and cognitive 
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associations between Germanic and Latin based languages would make Italian and German 

extremely useful as Herman acquired English.   

 Non-English language as hindrance.  For the most part, PSTs described Herman’s 

bilingualism as an opportunity for teachers and other students to benefit from the diversity that 

he represented, but a few also expressed trepidation in their abilities as his potential teachers and 

the school’s capability to attend to his needs as a non-English speaker.  HQP17 felt that “teachers 

can learn a great amount from Herman as well.  I believe having Herman as a student at Premier 

Elementary would make our school a better place” and HQP21 considered Herman “a gift to the 

school” who “would bring a sense of diversity that you don’t often see in elementary schools!  

Also, imagine the things you could do for the students thanks to Herman – like having a 

‘European Week.’”  With this, however, was measured concern as HQP1 noted in that “He 

[Herman] might really have a lot to bring to the table so he should be welcomed in.  It will be 

challenging for the student and teacher but he should just be as welcomed as anyone else.”  

HQP5 also expressed concern that “Herman could take away from the other students’ learning 

opportunities since he would require so much more work to accommodate his needs.”  This 

sentiment was noted as PSTs embraced Herman’s language diversity, yet, feared being unable to 

adequately help him.  Beth, Tara, Dena and Dawn all suggested, in their interviews, that this 

contradictory feeling of acceptance and trepidation is due to the fact that PSTs did not feel they 

were adequately prepared to make the instructional and pedagogical adjustments necessary to 

accommodate an ELL like Herman.  Instead of Herman’s native languages being potential 

hindrances, for them, Herman’s potential teachers could pose a threat to his English acquisition, 

specifically, and education, in general.       

 



 

116 
 

Child Migrant: TCK Antoine 

 Similar to, yet distinct from Herman, Antoine is what would be considered a non-

normative TCK in that he is socio-politically-constructed as a Black child.  While PSTs 

expressed many of the same language beliefs about Antoine as they did Herman, marked 

distinctions began to emerge about those beliefs.  As will be discussed in the next chapter, these 

distinctions were analyzed as they relate to folk, racialized, and classed beliefs about language 

learning and acquisition as well as about those who embody a particular language.  Detailed in 

the following paragraphs are the themes that emerged, revealing the language beliefs PSTs 

explicitly articulated as they related to Antoine.  

Theme 1: Socioeconomic Status as Linguistic Capital and Language Ability Indicator 

 In Antoine’s case, PST beliefs about his socioeconomic status and his parent’s 

intellectual capital and how both interact and have come to influence his language ability were 

layered with nuances where PST beliefs vacillated between what did and did not benefit Antoine.  

In general terms, PSTs voiced that Antoine was intelligent and very cultured; however, their 

attribution of those qualities did not rest upon his parents’ socioeconomic status but rather with 

what PSTs esteemed was the intellectual and cultural capital that stemmed from his parents’ 

occupations.  For PSTs, the fact that Antoine had attended a private school at one point in his 

educational trajectory was a determining factor and influence in his present language ability.  To 

illustrate, although there was no language used to qualify (e.g., good, bad, or fair) the type of 

private school Antoine attended (other than it being French-speaking), AQP25 captured the 

underlying sentiment that his private schooling afforded him advantage by highlighting, 

“Antoine will struggle with cultural differences first off. Based on his history, he probably has 

significant experience in high quality private schools and transitioning into a public school 
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atmosphere might be difficult.”  PSTs further noted that, in a private school environment, 

Antoine would have received a superior education to that of public schooling and would have 

been taught higher order thinking skills, all elements in fostering his bilingualism and, in the 

words of AQP14 affording him with “learning skills beyond that of average students within the 

[US] public school system.”     

 Parents as linguistic capital.  Whilst PSTs believed Antoine’s parents, particularly his 

professor father, valued and stressed education, they also evidenced ideas that contradictorily 

questioned his parents’ efforts to support him intellectually.  For instance, AQP17 mentioned, 

Being bilingual is difficult however that is something unique to him as a student. His father 
is also a professor, therefore values Antoine's education and probably will aid in his 
success. Antoine probably has been taught since a young age the importance of education 
and hard work. 
 

For PSTs, Antoine’s language ability, that many cited was unique for an eight-year-old, was 

because he was an educated child whose parents supported his education.  As a professor, his 

father valued education and, as an artist, his mother valued culture.  Together, PSTs believed they 

fostered an environment apt for Antoine to be bilingual.  This however, was also questioned.  

Dissimilar to Herman’s case, PSTs, like AQP25, wanted to know “what is his [Antoine’s] home 

life really like?” (emphasis added) AQP21 questioned whether his parents were “strict about him 

learning in America,” and AQP15 wondered “why he only learned two languages and one not 

being English.”  Additionally, AQP17 wanted more information about Antoine’s parents to “figure 

out more on his background” and AQP24 explicitly stated that “knowing Antoine’s home life 

would allow me to see if his parents might be hindering Antoine from learning English faster like 

not having books in English and not helping him with his homework.”  Concomitantly, PSTs, in 

contradictory stances, affirmed that Antoine’s bilingualism was fostered by his parents and 
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questioned the degree to which they were willing to help him learn and, specifically, acquire 

English.   

 Culture and background as linguistic capital.  PSTs also surmised that Antoine’s 

international travel contributed to his linguistic capital.  Yet and again, unlike in Herman’s case, 

PSTs questioned Antoine’s parents’ decision to move him to a place where, some esteemed, 

would not enrich him.  PSTs considered Antoine’s navigation of different cultures and ability to 

subsequently acquire multiple languages as placing him at a stark advantage over his current 

hypothetical peers.  Even though PSTs commented favorably about this contribution to 

Antoine’s linguistic repertoire, they also challenged whether the benefits of such exposure to 

new cultures were in Antoine’s best interest.  When asked whether or not Antoine’s languages 

should be affirmed and validated in a public schooling setting, among a few sentiments of 

accommodation, PSTs felt strongly that Antoine’s same cultural navigating skills that were 

lauded before should be replaced by a singular focus on English based on his parent’s choice to 

move him.  As AQP1 noted, 

The only thing is that his parents moved him to the United States where the main 
language spoken is English. If they want him to be in a school where other languages are 
spoken, then they should look into private schools that specialize in speaking other 
languages. I would also point out that it is important for Antoine to learn English since he 
will be living in the United States.39  
 

AQP20 further added the following, “If we were to go to his prior country, they would not allow 

us to be there without speaking their language. Other countries will not accommodate us when 

we cannot tell them something they ask us.”  The same cultural aplomb PSTs believed fostered 

                                                
39 This is a partial response to the question Are the concerns of Antoine’s parents valid? Why or Why not? In the 
narrative, the parents only expressed concern that Antoine, as posed in all other narrative vignette scenarios, would 
lose his native language abilities.  It is noteworthy to mention that PSTs overwhelming jumped to the conclusion 
that affirming a child’s non-English language meant teachers were being asked to instruct the child in that non-
English language.  Responses to this prompt, especially to the narrative vignettes of Antoine and José, were 
particularly authoritarian and accusatory.  This issue, predicated on their folk beliefs about what affirming a 
language can actually look like in schooling setting, is addressed in greater detail in the following chapter.   
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Antoine’s bilingualism was questioned when it came to Antoine being able to live and embody 

that bilingualism in a U.S. schooling context.  For many PSTs, the conundrum could be solved 

by his parents.  For example, AQP12 wanted “to know why the family moved around so much 

and why they came to Tuscaloosa Alabama out of all the more culturally diverse places in the 

U.S.”  Here, and unlike in Herman’s case, with Antoine, PSTs began to question the parents’ 

decision to place their son in an environment that might not be conducive to fostering his cultural 

and linguistic backgrounds.   

Theme 2: Deficit/Abundance Assumptions and Language Capital 

Albeit holding Antoine’s bilingualism in high regard and using that ability as an indicator 

that he was a bright child, PSTs cautioned that Antoine would need some mode of intervention in 

order to keep him on the straight and narrow path.  Roni suggested that Antoine’s parents be 

mindful when commenting the following: 

They, well, his dad is a teacher so like that their, like, expect - not expect more but, like, - 
have, like, a stable like learning - I don’t know how to explain it – like, a stable learning 
environment at home and definitely, like, expect a lot from him; not too much, but just like 
a good amount, and that they are not, like, letting him slack off and definitely keep him on 
his toes. 
 

AQP11 also cautioned that, 

Antoine may could use [sic] the fact that he does not speak English to his advantage and 
not even try and learn it as a third language. He could use that as an excuse to try and not 
even learn English because he may think he can get away with doing or not doing things 
if he does not understand English. 
 

Unlike in Herman’s case and akin to comments made about José that will be detailed later in this 

chapter, PSTs expressed a concern that, regardless of Antoine’s bilingualism and the adaptability 

to which his experience alludes, there was an expressed concern that, sooner or later, Antoine 

would manifest some form of contrary behavior.  AQP14, for example, stated, “I would not have 

wanted him to stay in my class if he wasn’t going to work to better his education despite the 
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language barrier” and signaled the benefit of having Antoine’s former teachers provide 

information about his conduct and willingness to learn.     

Embodiment of will.  Additionally, and unlike in Herman’s, PSTs, when addressing 

what they considered to be Antoine’s innate qualities in relation to will and want, conveyed that 

Antoine would not naturally want to learn or work hard in his new environment.  Even though 

many PSTs affirmed their belief that Antoine was very smart because of his bilingualism, their 

words conveyed that he needed to display that he was willing to learn.  For example, AQP7 

stressed that he “must be willing to learn new things,” and AQP6 added that a defining 

characteristic of Antoine’s success would be that “he would have been willing and able to 

complete his work and learn new things.”  Further, AQP12 mentioned that Antoine will have a 

series of problems “if he is not willing to be taught how to speak English.”  For AQP5, Antoine 

“will have to face people’s predetermined stereotypes they give to foreign students who cannot 

speak the language.”  Considering, though, that this type of language was absent in the framing 

of willingness and ability for Herman, Dena and Dawn, when asked to shed light on this 

discrepancy, had a difficult time verbalizing why this would be and ultimately evaded the 

question; Leah and Gwyn, however, explained that such attitudes that teachers and their 

colleagues, other PSTs, have are due to negative racial stereotypes about students.  Along with 

all other interview participants who discussed Antoine’s narrative vignette, they underscored the 

reality, albeit expressing disappointment, that Antoine would be hard pressed to escape 

generalized negative stereotypes of Black male children.  For them, those stereotypes included 

PSTs viewing him as being defiant, not willing to learn, having problems at home, and being 

lazy.  
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Theme 3: Socially-Constructed Race and Their Language 

 PSTs recognized that Antoine’s language ability, in general terms, distinguished him 

from his peers and signified that he possessed and displayed admirable qualities such as 

adaptability and being able to navigate different environments; however, PSTs also remarked  

that Antoine’s socio-politically construction as a Black child could mean that he would 

experience present, as well as future challenges, in spite of his language abilities.  AQP24 bluntly 

stated that “Antoine is Black and, later in life he might have some obstacles he will have to face 

living down here in the South.”  PSTs acknowledged, however, the color of Antoine’s skin might 

affect him presently because of the way in which Black children are constructed within a U.S. 

schooling context.  Leah and Gwyn explained that Antoine’s socio-politically constructed race 

was a factor in how PSTs assessed his language ability.  After the duo began to discuss how 

children, based on racial category or social class, were treated differently in the schools where 

they volunteered, the following dialogue ensued, 

JEAN: Do you believe that Antoine, like the students you mentioned, will be treated  
differently than Herman although they are both bilingual and have similar backgrounds? 
 
LEAH and GWYN: Yes [in unison] 
 
GWYN: Yeah, 100%, I think.  Like, same thing with the stereotyping, I think when they 
see – unfortunately, in today’s society, when they see a face like that [referencing skin 
color], they’re like he must be from the hood or . . . 
 

 LEAH: Yup. 
 
 GYWN: . . . or he must be from the ghetto or the projects or something like that. 
 
 LEAH: Exactly. 
 
Again, Leah and Gwyn, felt at ease commenting on the beliefs of other PSTs, however, 

predicated this statement on conversations they had with other PSTs and drew from first-hand 

interactions with teachers and students in schools where they volunteered.  Although not specific 
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to their particular beliefs, it is noteworthy that the participants did not hesitate to note that race 

and preconceived notions individuals, especially their PST colleagues, had about race influence 

the manner in which they will view the linguistic capital of child migrants.  Lucy affirmed that 

teachers, in general, and PSTs, specifically, would never expect a Black child to be as 

linguistically versatile.  AQP23 mentioned, 

Although he may not speak the same language as the rest of the students in the school 
does not mean that he is unable to learn. A child is a child. No matter how diverse, each 
child deserves access to the same education.  
 

PSTs recognized that, by a chance of birth, preconceptions about Antoine’s intelligence and 

personal qualities would be made before PSTs even have a chance to get to know him as a 

student.  This, however, does not mean that Antoine will be without judgement subsequent to 

that knowledge; AQP10 clarified that Antoine should be able to attend a public school in the 

U.S. because “although he [Antoine] is diverse, it is a good diverse.”   In general terms, and, 

specifically in Antoine’s case, PSTs embraced the idea of having diversity and diverse students 

in the classroom and in their schools but also revealed that, depending on the child, diversity 

does not come with benign conceptualizations about children.           

Theme 4: (Under)Stating Bilingualism as Linguistic and Intellectual Capital 

 Pre-service teachers explicitly stated that Antoine’s bilingualism was a favorable trait and 

esteemed that, not only added to his intellectual development but was also a helpful indicator 

signaling that he was capable of learning languages.  Recall that 58%, or 16/26, PSTs explicitly 

mentioned Antoine’s language ability as an advantage that he took with him as he transitioned 

into his new environment.  Theoretically, that advantage would assist Antoine in being able to 

linguistically navigate his new environment with modicums of success; however, as will be 

detailed, the manner in which PSTs addressed Antoine’s bilingualism was nuanced at best, 
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erased at times, and reshaped for most to represent slight advantages and practical disadvantages 

for this child migrant.  Additionally, as PSTs continued to address questions about Antoine, 

however, the fact that he was bilingual was simplified to him only speaking French with the 

benefit of having travelled to different parts of the world.  The former, for most PSTs, meant that 

he could learn and the latter signified that he held cultural capital that most PSTs esteemed to be 

valuable.        

Imaged and enacted hierarchy of language.  As will be outlined later in beliefs about 

José’s language ability, while complimentary of his ability to speak a non-English language, 

PSTs stressed it was imperative for Antoine to speak and learn English, even if it meant losing 

his other language abilities.  For some PSTs, fluent English language skills had to do with 

Antoine’s ability for future success while others positioned English as superior to any other 

language that Antoine would speak.  To illustrate, AQP9 stated that “although his [Antoine’s] 

native language is important, it is not what is needed to grow and develop further along in his 

education,” and, in her interview, Rhea offered that, in Antoine’s specific case with “French, 

he’ll have a tongue for language and be able to pick it [English] up faster, but, yeah, it’s just he 

definitely needs to learn English.”  Many PSTs expressed that Antoine’s language ability was 

important, however, English was essential for his future success.  For them, his present language 

ability, even though it distinguished him from his peers, could or could not serve as a bridge to 

learn English but its retention was not essential for Antoine to be successful. 

For other PSTs, the prominence of English and having Antoine communicate in the same 

as soon as possible had more to do with him integrating into his hypothetical schooling and 

social environments without disrupting others.  For example, AQP10 emphatically stated,  

It was their [Antoine’s parents’] choice to come to an English speaking country. They 
should have considered that their son may lose his native language. However, they could 
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have thought about taking him to classes or purchasing something such as Rosetta Stone 
to help Antoine keep his native language. It is not up to the school to cater to every 
students' native language. It is a school's job to make sure all students get a fair 
education. Since America is an English speaking country, our school’s native languages 
[sic]are English. We can teach Antoine English, but cannot teach him French unless the 
school offers a special class for it. 
 

This PST’s response captures the gist of the multiple responses from PSTs who felt that 

providing a non-threatening, language friendly environment for students erroneously translated 

into their having to instruct a child in her native language and the essentialist notion that all 

children in U.S. public schools only speak English.  PSTs believe that issues related to fairness 

surfaced when teachers are asked to accommodate ELLs.  As AQP19 expressed,  

I think all students should be able to speak the English language. If he cannot speak 
English, then not only his teacher will have to change, but everyone else will too. If the 
teacher tries to do special things for him in class, then the other students will want the same 
treatment. That would not be fair to them. 
 

For most PSTs addressing Antoine’s specific situation, efforts to aid him as he transitioned into 

an English language environment could pose serious problems for teachers and other students.  

This, however, does stand in stark contrast to the 58% of PSTs who affirmed, in Antoine’s case, 

that his bilingualism was a positive as he transitioned into his new environment.  AQP13 best 

captured this contradiction by adding that, “Antoine attends an English speaking school, not a 

French speaking one . . . This is an American, English speaking school where diversity is 

encouraged and facilitated” as a response to encourage Antoine’s parents to understand 

monoglossic stances towards Antoine’s bilingualism in a U.S. public school.     

 Bilingualism erased/affirmed.  PSTs, while impressed that Antoine spoke French, did 

not recognize him as bilingual once they began to speak about his language abilities.  

Overwhelmingly, PSTs reasoned, like AQP3 that “he speaks French, which could connect him to 

any other foreign kids in the school, and, while learning English, Antoine will be bilingual.”  
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Antoine’s bilingualism, although stressed in like manner as in the narrative vignettes of both 

Herman and José, was not consistently recognized.  This is attributed to the fact that PSTs did 

not esteem Baoulé as a language in the same regard as they did French, Italian, German, and 

Spanish.  For the most part, Baoulé was erased from Antoine’s linguistic abilities and French 

was confirmed.  PSTs agreed that it was beneficial that Antoine spoke French, not Baoulé, and 

attributed the experiential aspect of having traveled to and lived in the Ivory Coast as part of 

what made him a cultured child.       

 Non-English language as deficit or asset.  Even though many PSTs recognized 

Antoine’s bilingualism as a positive in his transition to a new schooling and living environment, 

there were also a number who saw his linguistic ability as only an inability to speak English.  As 

a result, Antoine’s non-English linguistic skills were often conceptualized as being a hindrance 

to him in a within school environment.  When asked to address this, Dena offered the following: 

Um, I feel like that’s just kinda of something that you leave out of the school.  Because, 
while he’s in school, he needs to learn English because not everyone speaks French and 
Baoulé . . .  So I feel like that that’s something that needs to be left at home because he’s 
not gonna like really relate with anyone or communicate with anyone if he’s speaking 
those languages at school. 
 

Dawn, in the same interview, agreed that if Antoine were allowed to use his two other languages 

freely at school, they would actually hinder this ability to acquire and use English resulting in 

social and academic difficulties.  These sentiments confirm those overwhelmingly voiced by 

other PSTs that Antoine’s non-English language abilities would not serve him at school and 

should be fostered at home.  There was one PST, in Antoine’s case, who offered that, in the 

event that he had the opportunity to take a French class in high school, his present language 

ability would only benefit him then.   
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Child Migrant: Immigrant José 

 While Herman and Antoine are considered by-definition Third Culture Kids, José is 

distinct from them in that he is another type of child migrant and not a TCK.  What continues to 

be consistent, however, is the fact that all three child migrants are bilingual, non-English 

language speakers.  As in the case of all three child migrants, most PSTs felt compelled to 

receive students like José in their classes, although some preferred to have students like José 

relegated to other classrooms with different teachers, if possible.  Initially, this acceptance 

revealed that PSTs believed José displayed much potential for success, however, as PSTs 

addressed additional questions and prompts about this specific child migrant, latent beliefs that 

framed his bilingualism in a very different light from that of TCKs surfaced.  What follows are 

those linguistic beliefs that PSTs expressed as they relate to José.  In detailing the themes as they 

pertain to José, a language of comparison is used in order to highlight similarities and differences 

in how PSTs assessed the language capital of different types of child migrants.  Since José is the 

only non-TCK of the three scenarios, in some instances, references are made to the language 

beliefs PSTs revealed about Herman and Antoine in the subsequent sections as they are 

simultaneously detailed about José in order to highlight notable differences or similarities.        

Theme 1: Socioeconomic Status as Linguistic Capital and Language Ability Indicator 

 For most PSTs, the perception of José coming from a working class family signaled that 

he would not have the support or stability to learn English effectively.  The fact that he was 

already bilingual seemed to positively influence this dominant language belief very little.  This is 

paired with the fact that PSTs automatically assumed the academic experiences José had to date 

were inherently inferior to those he would have had had he attended a school in the United 

States.  The intrasection of beliefs PSTs had about José’s family, socioeconomic status, and 



 

127 
 

background disclosed their assumptions about his present and potential linguistic capital and is 

best verbalized by JQP15 who observed that, 

. . . just because José has not had the opportunity to go to a good school with teachers that 
care about him and his education does not mean that we should not give him a chance. It 
is our job as teachers to educate children and not turn any child away based on their 
history and it is my job as his teacher to help him become a good student and to help him 
as long as he wants the help. It is not Jose's fault that his aunt and parents did not send 
him to an English speaking school until now so José should not be punished for that. 
 

Above, JQP15 expressed how PSTs assumed José did not have a strong academic background, 

his parents might not be in the best position to support him academically, and, in part, his parents 

are to blame for difficulties that he may face in adapting to a new schooling context as well as 

his ability to acquire English as a third language.  These assumptions were partially grounded in 

PST beliefs that the socioeconomic status of José’s parents more often than not negatively 

attinged his language ability.  Generally, PSTs were careful to express that they believed José’s 

parents did care about their child, as displayed by them eventually making a way from him to 

travel to the United States, however, PSTs questioned whether or not they would be able to 

provide the linguistic and academic support José needed for academic success.           

 Parents as linguistic capital.  PSTs, when addressing José’s parents, were skeptical 

about their willingness and ability to help José.  These concerns centered around his parent’s 

willingness and ability on the one hand and their economic ability on the other to provide José 

with the resources he would need in order to acquire English.  In relation to the former, Roni, 

who read the scenarios of all three child migrants and had the opportunity to address questions 

about them, concluded that José would have difficulty acquiring English because, 

José’s whole family does not speak English either so it’s gonna be more difficult for him 
to pick up on that because he’s not [in a] home where people are trying to encourage him 
to speak English because they know just as little as he knows.40 

                                                
40 The assumption that José’s parents spoke no English was prevalent among PSTs.  Although the narrative vignette 
states that his parents had resided in the United States for three years prior to José’s arrival, more PSTs assumed 
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Typical of many responses from PSTs when addressing José’s parents, there were undertones of 

questioning whether or not his parents cared about helping him acquire English and blame that, if 

he experienced some obstacles to learning, his parents were partially or wholly responsible.  

Unlike in Herman’s case and to a greater degree than in Antoine’s case, some PSTs blatantly 

questioned the legitimacy of why José and his parents would even consider his first two 

languages and cultural heritage worth conserving in the United States.  Although there were a 

number of PSTs who recognized that José’s parents probably moved to the United States in 

hopes that their son would have more opportunities, this did not necessarily translate to their 

beliefs that his parents could adequately support such an endeavor.  Instead of José and his 

parent’s language capital being an advantage, JQP10 observed the following about their 

linguistic abilities:  

It [José’s parents’ language ability] tells me that his parents are not going to be able to 
help me during the process of him learning how to speak English because they does [sic] 
not know how to. It gives me awareness that I am really going to have to work that much 
harder when he does begin his learning progress. 
 

There was a general consensus that José’s parents provided little to no support when it came to 

José’s English acquisition.  Notable also along this vein is the fact that, when speaking about 

José in relation to his parents, PSTs concentrated on his parents’ ability to support José’s English 

language acquisition.  In the cases of Herman and Antoine, for example, PSTs observed to far 

greater extents that the duo’s parents were responsible for their children being cultured, 

linguistically diverse, and obtaining access to valuable learning experiences.  

For PSTs, issues of class were important when assessing a child’s language ability and 

many were keenly aware that teachers and PSTs needed to be aware of these latent beliefs about 

                                                                                                                                                       
they spoke no English as opposed to those who believed they spoke some English.  Even those who believed José’s 
parents spoke English framed that language ability as remedial.  
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the assumptions they made about José’s linguistic capital and ability based solely on his parent’s 

current socioeconomic status.  Lucy explained that José would probably experience limited 

success in school because of the fact that his parents’ jobs were not very prestigious.  She 

explains, however, like many PST, that this should not matter; however, as Lucy and other PSTs 

invoke value-laden commentaries about José’s parents’ jobs, it is apparent that they do, in fact, 

matter. Lucy’s reference to his parents’ background was clarified as being, in Nora’s terms, the 

difference between having parents who were blue collar workers as opposed to having those who 

were white collar workers.  Although PSTs proffered that, in socioeconomic terms, José was at a 

disadvantage, they were also keenly aware that 1) these ideas are common ones about child 

immigrants and are harmful and 2) these ideas are difficult to escape in the present educational 

climate.  Beth surmised that, as she anecdotally recalled from school district debates about 

immigrants in her hometown within the state, that attitudes about child migrants are framed very 

politically and heavily influenced by dominant discourses in local communities.  She stressed 

that those dominant discourses about immigrants in her local community were tinged with 

political agendas that affected how immigrants and their families were perceived in schools.  She 

related, while underscoring why PSTs she knows think negatively about families such as José’s, 

that,  

Yes, I definitely, definitely – once again, it’s a horrible situation but it’s a reality we live 
in – that I feel that because Jose is Hispanic that he will be discriminated against and that 
they would probably say that, you know, ‘His parents were, you know, illegal immigrants 
or aliens or something like that.’  And that could be not be the case at all because, you 
know, once again, you have people who are here that are here and they’ve done what they 
need to do and they are American citizens. 
 

Here, Beth underscored the ideas that PSTs expressed about José’s parents with regard also to 

their right to be in the United States.  Again, Beth is addressing the ideas of other PSTs, 

nevertheless, her commentary is of evidentiary value regarding the language beliefs PSTs have 
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about different child migrants.  Prior to giving the above comment, Beth noted that these ideas 

concerned her because she had heard such stereotypical notions expressed by elementary and 

secondary PSTs alike.  For PSTs, those accusations ranged from hortatory to accusatory, 

resulting in his parents receiving the blame for difficulties José could experience as he adjusted 

to his new environment.                 

 Culture and background as linguistic capital.  Similar to Herman and Antoine, 

generally, PSTs considered the cultural diversity that José represented a needed element in most 

schools; however, that diverse background as it related to José’s linguistic capital was not 

universally viewed as positive.  Emma wondered, “Well, he’s already attended a Spanish-

speaking school so why did he move from that environment to an English-speaking school if you 

[his parents] were for him being there?”  and JQP5 asserted that “there are few positives from a 

practical standpoint that I can see.  Jose cannot speak English, his family does not appear to 

speak English, and he has lived a less than stable life.”  Additionally, to a far greater extent than 

with Herman and Antoine, PSTs believed that José’s background hindered his learning, even 

though he too was bilingual.  To illustrate, JQP15 stated, 

Jose has not had the opportunity to go to a good school with teachers that care about him 
and his education does not mean that we should not give him a chance. It is our job as 
teachers to educate children and not turn any child away based on their history and it is 
my job as his teacher to help him become a good student and to help him as long as he 
wants the help. It is not Jose's fault that his Aunt and parents did not send him to an 
English speaking school until now so Jose should not be punished for that.    
 

Although PSTs felt José deserved, like any child going to a U.S. public school, a free public 

education, undertones about deficient assumptions about José’s cultural and familial background 

tended to surface that minimized the advantages José’s bilingualism would allow him to bring 

into a schooling setting.  Macy, for example, explained that many PST linked José’s parents’ 

occupation to expectations they have about José’s future when stating,  
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I am sure there are people who are thinking that he – because of his background – that he 
may not amount to much or they may be concerned that he is taking; again, taking away 
from the other students and so, I understand where they would be hesitant. 
 

Here, his background as a bilingual child is overshadowed by an invisible career trajectory on 

which PSTs place him according to the that José’s background and parents’ occupations.    

Theme 2: Deficit/Abundance Assumptions and Language Capital 

Similar to Herman and Antoine, albeit to a lesser degree, PSTs commented that José was 

a bright child, however, as PSTs began to address specific questions about José, many deficit 

beliefs surfaced about the benefits of his bilingualism (discussed in greater detail in Theme 4); 

José’s willingness and ability to acquire another language; his parents’ capability of providing 

what PSTs deemed a stable home life for him; and negative connotations PSTs have about native 

Spanish speakers in the U. S. and predominately Latino student populations in the U.S. were all 

beliefs that surfaced with regard to José.           

Embodiment of will.  As with Antoine, PSTs invoked a language of willingness and 

desire to learn and acquire English on José’s part that was absent from beliefs related to Herman.  

To illustrate, JQP3 stated that along with being excited about a move to a new school, “In other 

ways, Jose could use his lack of English to benefit himself. He might could [sic] avoid situations 

that he did not want to take part in by saying that he does not understand even if he actually 

does.”  JQP15, for example, stated that Jos would have to be “willing to learn English.”  Along 

with other PSTs, she verbalized concerns that resistance from José or his parents or both would 

limit his possibilities in a schooling setting.  For these PSTs, the fact that José was already a 

bilingual child did not guide to conclusions that, since he had already learned two languages, 

would learn a third.  In her interview, Rhea assumed that José would tire of learning languages; 

not strive to learn English; perform badly in school; and subsequently drop out of school.  The 
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deficit assumptions PSTs expressed about José’s willingness and desire to add to his language 

repertoire are ones that are not mentioned in Herman’s case.          

Deficit assumptions also span to include assumptions about Jose’s parents.  Nora was 

asked to shed light on an idea that arose in repeated in questionnaire response – the one that 

Herman would succeed and José would struggle academically.  She surmised the following about 

why PSTs would express such beliefs:  

I think just because they think that he [Herman] would probably succeed better and they 
really don’t want to work with a student [referencing José] who might have other problems 
going on at home and not want to, like, try in school because he really doesn’t have, like, a 
support system.  And usually, I fell, like a lot of students who don’t have a good support 
system at home they don’t’ really do well at school because they aren’t forced to go to 
school or care about their work and, like, him [Herman] he would most likely have more 
support from his parents.   
 

Although none of the scenarios gave any detail about the type of relationship the child migrants 

had with their parents, a number of PSTs assumed that, for some reason, José would purposefully 

engage in foolery in order to not speak English or suffer problems due to his home environment.  

Leah even commented that she did not “think that his [José’s] parents are doing anything to 

necessarily help him.  Like, he’s obviously going to a Spanish-speaking school.  And, he’s living in 

America.”  In addition to deficit assumptions about José’s desire and willingness to learn English 

and do well in school, PST language beliefs about José were also tinged with negative assumptions 

where PSTs questioned the decisions and motives of José’s parents.  Abundance assumptions 

about José akin to those identified for Herman where PSTs naturally believed that José and his 

family possessed more than enough for José to be successful in his present linguistic landscape did 

not arise.   
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Theme 3: Socially-Constructed Race and Their Language 

  Although PSTs were keenly aware of racial stereotypes to which José would be 

subjected in a schooling setting, irrespective of the advantage of being a bilingual eight-year-old, 

yet, they also engaged in reproducing linguistic stereotypes about Spanish.  JQP5 explicitly 

stated that, although José was a bright child that “Jose is a minority.  Unfortunately, some 

[teachers and PSTs] may ostracize him because of his ethnicity.  The worst thing for Jose will be 

for him to feel as though he does not belong.”  PSTs revealed particular sensitivity to the need to 

defend and protect José against aggression stemming from racist and linguicist opinions that 

peers, parents of peers, and teachers might manifest towards José.  This stemmed from PST 

beliefs that all children should find school to be a safe place.  As PSTs continued, however, to 

address José’s language ability, however, while holding to a position to protect him against those 

who might count his language minority status against him, their latent beliefs, invoking some of 

the same prejudices, were expressed.    

For example, PSTs, at times, revealed authoritarian and employed hostile verbiage when 

it came to accommodating a student such as José in their classrooms.  To illustrate, JQP21 stated, 

“that it was not my decision to have him [José] in my class and that it will not hinder other 

students’ learning because I will not just spend my time on him because everyone is important.”  

Lucy explained sentiments like those voiced by JQP21 by adding that José’s presence is, 

. . . an opportunity to learn about his culture and learn how to teach people of, like, different 
backgrounds.  But other people [teachers] that aren’t, that aren’t really willing to branch out 
they would probably say, ‘No, I don’t want a José.  I wouldn’t want to take that risk of 
trying to teach him and trying to, like, communicate with him effectively.’ 
 

The prevalence of these beliefs as they related to José could logically be attributed solely to his 

language ability; however, it is telling that, to the same degree, similar comments were made 
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neither of Herman nor of Antoine.  When asked to give a four-point response to José’s parents 

regarding his ability to retain his native languages, JQP1 stated, 

Maybe you should have considered this when moving your son here.  Send him back to 
where he lived before. Accept that living in the United States, no matter where, José will be 
influenced by the English language. 4. Consider that fact that José could be fluent in two 
languages. 
 

Although other PSTs responded to this particular prompt with more understanding, a number, as 

exemplified above, took issue with the idea that José’s retention of his present language abilities 

were just as important as his acquisition of English.  As previously mentioned, although there were 

PSTs who were understanding when it came to José’s native language retention, the frequency of 

comments akin to the above that were voiced in José’s scenario but not in Herman’s and Antoine’s 

is noteworthy.  Zara, who had the opportunity to comment on all three child migrant scenarios, 

presented in the exchange below, provided insight into why PSTs believed that José would present 

some sort of problem or challenge as a non-English language speaker when the same was not 

voiced about the other child migrants: 

JEAN: He [José] knows Spanish and Totonaca. So, now we are thinking about José coming 
to the school.  Do you think that José would be accepted like Antoine or like Herman? 
 
ZARA: I think they would be a little more harsh [sic].  Like, look at him a little more 
differently. 
 
JEAN: Why do you think so? 
 
ZARA: Just because he was immigrated to the United States.  Not born here. 
 
JEAN: So, do you think that for some teachers in schools it makes a difference that José 
was not born in the United States? 
 
ZARA: Yeah, I hate to say it but that’s how it is, you know.  I don’t know. 
 
JEAN: And, with that, even though Jose speaks two languages, do you think they will look 
at him, because of his status, differently intellectually in comparison to the other two? 
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ZARA: They may, but I think they would have to see and work with him and practice with 
him before they make that decision because he could be really smart. 

 
The dialogue with Zara reveals that, in José’s case, PSTs form ideas about his ability irrespective 

of his intellectual or linguistic capital because of preconceived notions that many have about José’s 

right by birth to be in the United States.  Beth added to this explanation by plainly stating that, in 

José’s case “just because he is Hispanic or, you know, Latino that they [PSTs] would kind of have 

those negative connotations towards that.”   

In narrative vignette responses, PSTs also conceptualized José as the embodiment of 

(mis)shapened constructions about the Spanish language in the minds of PST is significant also.  In 

addition to relegating Spanish to a language of blue collar workers and concluding that it would be 

beneficial to José to the degree that he can utilize the language in the labor market in the future, an 

observation about the contexts in which PSTs visualize the usage of the Spanish language sheds 

light on negative assumptions about those who speak Spanish.  In relation to the former belief, 

JQP3, 5, 9, 10, and 12 all explicitly stated that José’s present language ability may not be a benefit 

to him now, however, it represented a future benefit to José as a bilingual (only JQP5 identified 

that José would be a trilingual speaker in the future) speaker in the job market.   JQP17 as well as 

Kyle, Tara, and Thea even stated that José’s Spanish language ability could mean social mobility 

for him; where José’s father was a construction worker, José could strive to supervise Spanish 

speaking construction workers in the future.  Here, Spanish is viewed, in a U.S. context, as the 

language of a working class and, as a result, PSTs did not express an overwhelming belief that 

José’s present bilingualism was a beneficial aspect of his present linguistic landscape. 

 In addition to this idea, another sheds light on the negative assumptions some PSTs 

expressed about José as an embodiment of the Spanish language.  After Leah commented that 

many teachers prefer not to interact with Spanish-speaking English language learners because, in 
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her words, Spanish “intimidates them in a way…coming so fast and it’s so aggressive and hard.”  

Gwyn related the following: 

It kind of gets scary sometimes too because like, if you raise your voice and you are 
speaking Spanish, -  cause my dad’s done it to me before.  Like, he’s not Spanish but, 
like, my dad’s a Fed and he, like, works in Miami so he really picks up on stuff.  And, 
when I was little, he used to like me and my sisters – I have four sisters – he used to, like, 
yell at us in Spanish. And, like, oh my god, ‘Dente’ 41[sic] . . . ‘You need to stop right, 
like, right now!’  And I feel like, I don’t know, people get intimidated by that and also, 
like, I feel like there is a stereotype that, like, Hispanic parents aren’t as involved. 
 

Here, Spanish is being framed within the scope of incorrect and even criminal behavior.  Gwyn 

specified that her parent would yell at her and her siblings only in Spanish but did not cite is as 

being employed in other parent-child interactions.  Additionally, the specification of her parent 

as a federal agent who “picks up on stuff” in the line of work alludes to the acquisition and use of 

Spanish, in this particular case, only within the confines of a policing context.  Here, during their 

interview, both Leah and Gwyn referred to Spanish as an aggressive and intimidating language.   

Subsequently, they used that perception to establish why José would be subjected to differential 

beliefs and treatment in a schooling setting; beliefs that he was inherently inferior to the other 

child migrants and would be less successful in a schooling environment than others.         

Theme 4: (Under)Stating Bilingualism as Linguistic and Intellectual Capital 

 As previously stated, most PSTs noted José’s bilingualism as an impressive trait for an 

eight-year-old; nevertheless, PSTs principally identified Spanish as a good tool to possess, 

completely erased or ignored the fact that José spoke Totonaca and did not esteem José’s 

bilingualism with the same regard as they did that of Antoine and Herman.  Recall that 58% for 

Antoine and 56% for Herman of PSTs explicitly stated that their respective child migrant’s 

bilingualism was a positive.  For José this number only reached 17% or 4/23 PSTs.  PSTs 

                                                
41 Here, Gwyn refers to the reflexive Spanish verb detenerte, which means to cease or stop oneself, normally, during 
a particular act or action (Real Academia Española, 2016).  It is often used by policing authorities in the detention of 
a subject and the command, deténte,  is the informal second person form of “hold up.”    
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believed the fact that José spoke Spanish would be useful for future reference, and they elected 

to frame José’s Spanish language ability as a skill or asset that paled in importance when 

compared with the necessity to acquire English.  In José’s specific case, his bilingualism was 

generally downplayed by PSTs and, although they were initially impressed that he spoke two 

languages, thicker descriptions of their beliefs generally concluded that José faced a language 

barrier as opposed to possessing diverse and rich linguistic skills.  For example, JQP10 surmised 

of José, 

Somebody's language ability does not say much for them. It does however let me know 
that it will take a lot of work for him to learn English. It does tell me that it is not going to 
be an easy process working with him and his language barrier. I would be very concerned 
with whether or not he is going to be willing to learn and adapt to a new learning 
environment. 
 

As PSTs began to detail their ideas about José and his language abilities, initial recognition of his 

linguistic abilities were replaced with hierarchal ideas about the superiority of English and, 

though some PSTs mentioned that José’s Spanish language ability should assist him in acquiring 

English, many revealed that accommodating José’s language diversity would require more work 

and effort on the part of others. 

Imaged and enacted hierarchy of language.  Even though PSTs enacted language and 

ideas of linguistic hierarchies when citing their language beliefs about Herman and Antoine, the 

manner in which they did so in José’s case made their beliefs about the superiority of English 

clear.  JQP13 said of José, 

And while everyday he is speaking either English or Spanish he still knows a third 
language Totanaca [sic]. Another great thing about Jose learning English from his 
classmates is that he can teach them some Spanish words.  José is fluent in Spanish and 
Totanaca [sic] which gives him the advantage of knowing more than one language. 
 

JQP13’s statement is exemplary of the composite ideas that PSTs expressed about José’s 

linguistic capital.  Firstly, Totonaca, being an indigenous language, was automatically relegated 
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to a third position.  PSTs never refer to it as José’s first or second language learned but rather 

locates it in last (read least) place of importance or, as will be discussed in the next section, 

completely disregards Totonaca as a language.  For example, PSTs often concluded, like Kyle 

did that as José “understands English and, especially, if he starts to be fluent, he could very well be 

knowing [sic] two languages.”  Secondly, PSTs often invoked the terms of an English language 

in comparison to Spanish words.  Thirdly, PSTs, for the most part, initially recognized the fact 

that José did speak two languages but quickly deferred to recognizing Spanish only.  While most 

PSTs simply stated that he spoke Spanish, others completely dismissed Totonaca as being 

beneficial to José and indicative of any broader scope linguistic capabilities that speaking both 

languages could mean for this child migrant.  Even though PSTs recognized José’s Spanish 

language ability, it was also clear that they believed that Spanish should take a linguistic 

backseat so that José, upon speaking English could be successful.  For example, JQP9 explained 

that it was imperative for his parents to comprehend that “because he is in America that it may be 

better for him to use English as his first language and his ‘native’ language second.”  The idea 

that English should take prominence in the lives of child migrants who, in all actuality would 

never have English as a first language due to fluency in two other languages, was expressed by 

various PSTs.   

 Bilingualism erased/affirmed.  Generally, PSTs affirmed that José was a Spanish 

speaker but did not consistently recognize his bilingualism.  Often, reference was made to José’s 

bilingualism only after PSTs considered he would have acquired English.  Kyle noted that,  

Indigenous languages, those are just like dead languages, people don’t . . .  they are only 
used like in certain areas.  Like, he might be able to speak Spanish and that is used world-
wide but like Tanocoa [sic], there’s probably such a small, small percentage that speak it. 
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 The perception some languages might be spoken by a smaller number of people or in 

geographically isolated areas might feed the tendency of PSTs to erase both Antoine’s and José’s 

indigenous language as part of their linguistic capital.  Kyle’s response typifies the manner in 

which PSTs broached the subject of José’s bilingualism.  Kyle initially praised José for knowing 

two languages and considered Spanish a helpful tool but, ultimately, as dialogue about this 

specific child migrant ensued, his bilingualism was erased and replaced with him being a 

monolingual child who needed to learn English.  For example, Kyle added, 

But, if he [José] learns English, not only is he going to benefit in the classroom because it 
goes from me having to just teach him just English and kind of piggyback him on that to 
teach him other subjects till he understands English and, especially, if he starts to be fluent 
as he could very well be knowing two languages. 
 

For PSTs, this progression from recognition of José’s language abilities to erasure did not appear to 

be intentional; however, more notable is that is seemed to be natural in the sense the one should 

and would understand why Totonaca would not be considered beneficial to José at this or future 

stages of his life.  This progression, nevertheless, was not reserved for just the erasure of Totonaca.  

While PSTs like JQP4 recognized “José’s need to focus on English . . . and then he can focus on 

using both languages [English and Spanish]” and ones like JQP4 affirmed that “José only speaks 

Spanish,” comments like JPQ15’s, that José’s present language ability only indicated that “José is 

from another country and does not speak any language.  It also tells me that he will need to be a 

student I spend more time with helping,” [italics added] reveal the varying affirming or 

disconfirming language beliefs that child migrants may face as they relate to PSTs’ estimations of 

their linguistic capital. 

Non-English language as deficit or asset.  Similar to beliefs expressed about the benefit 

of speaking French in Antoine’s case, however slightly distinct, some PSTs believed Spanish to 

be a useful skill or tool for José to possess while others asserted it would actually be a hindrance 
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to his English language acquisition.   In this capacity, PSTs believed that Spanish could assist 

José in acquiring English and would serve him as a tool to communicate with others in a 

professional capacity in the future.  JQP9, JQP10, and JQP14 all commented that being bilingual 

in the future would benefit Jose by making him more marketable in college admissions and 

future jobs.  To this degree, PSTs felt that his retention of Spanish could serve a beneficial 

economic purpose in José’s future.  This belief was confirmed by the language that PST 

employed to detail this benefit for José, which they framed using terms such as job, workers, 

employment, businesses, corporations, and supervise to distinguish when and where his non-

English language skills would come in handy. 

PSTs revealed a belief that, specifically in José’s case, his present language ability – 

speaking both Spanish and Totonaca - would actually present problems not only for himself but 

also for other students.  JQP2 said that “due to Jose's primary language being Spanish, that will 

hinder his experience in an English speaking elementary school” and JQP12 noted that “since he 

is also fluent in two languages already, Jose may have difficulty learning a third one [English].”  

Both comments represent facets of beliefs that PSTs indicated about how Spanish and Totonaca 

can play negative roles in José’s English language acquisition and ill-equip him with resources 

that could assist him in maneuvering in an elementary schooling environment.  Macy, when 

speaking directly about the difficulties José’s present language abilities could represent with 

regards to his learning English, commented, 

Probably, for example, because there is   . . . I don’t know lots about indigenous languages 
but there’s probably differences in the way that they put together sentences.  And, I know a 
little bit about Spanish got their commands are different.  Their commands are different so 
having to overcome two already preconceived sets of grammar rules and language rules to 
learn another one would be more difficult than just having to work with one. 
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For her and other PSTs, José’s bilingualism presented a real hindrance to his learning English.  

While this is a factor that would only ostensibly affect José, his bilingualism was also cast as 

problematic for other students.  Tara stated PSTs will be hesitant about having a child like José in 

their classroom and provided the following explanation for that belief: 

José might be seen as a hindrance or he’ll be like, he’s the last student behind, we’ll always 
be taking long doing activities and lessons because maybe his language barrier makes him 
not understand a topic.  Um, that could potentially bring down the rest of the class. 
 

Many PSTs struggled with feelings of having to receive José as a student and accommodate, to a 

degree, his language diversity but, ultimately, claimed that having him in their classrooms would 

be difficult for them as teachers and negatively affect other students.  JQP17 related, 

However, I think it is important to not deny other students instruction time while teaching 
José.  When working with a student like José it is easy to get caught up and ignore other 
students who do not require so much attention. I saw students like José move into my 
school almost every year, not always from Mexico. These students always struggled 
when they first moved but later became bright students that added to our school. I cannot 
image what my life would be like without those friends that learned English in our 
school. 
 

JPQ17’s comment is worth examining here because of what appears to be a cognitive dissonance 

between this PST’s beliefs and her experiential knowledge.  Specifically, while she related that 

students like Jose were present in her school, she witnessed them overcome some difficulty 

during transition to later flourish.  Interestingly enough, the claim that students like José robbed 

the teacher’s time from other students that she made was not reflected in her experiential 

narrative.    

Child Migrants Compared: José, Antoine, Herman 

Participant interviews afforded this researcher a unique opportunity to have individual 

PSTs address multiple child migrants and confirm or disconfirm PST beliefs that emerged about 

the child migrants from the anonymous Qualtrics Questionnaire narrative vignettes.  Recall that 
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the 74 participants who completed the narrative vignette questionnaire were given the 

opportunity to comment on one child migrant.  They had no knowledge of the other two child 

migrants at the time they completed the assignment.  Yet, through a narrative analysis and 

emergent themes, it became glaringly apparent that PSTs believed Herman to be the smarter 

child.  This, conclusion, however, is very complex, involved many distinct factors, and, at times, 

was extremely difficult for PSTs to explain.   

Interviews were used to triangulate this data and participants were purposefully allowed 

to comment on two or more child migrants.42  Theme 5: Explain the Smarter Child . . .  Status – 

It’s Complicated, attempts to synthesize the reasons why, except in one interview, PSTs believed 

Herman to be the smarter child in comparison to Antoine and José.  Detailing the specifics of this 

particular theme are as the descriptor says – complicated – and merit a more extensive 

examination of PST language beliefs as revealed in the data.  To that end, narratives, forming a 

composite summary, are pulled from most interviews PSTs.43  The participant interviews best 

capture the complex and, at times, contradictory nature PSTs revealed about their language 

beliefs and highlighted how the intersectionality of race, language, and class come to bear on 

beliefs about distinct child migrants.  This composite summary shows how PSTs contend with 

conflicting ideas about language and try to reconcile discrepancies in their beliefs and those of 

other PSTs. The interviews are addressed separately and in the order in which the dialogue 

unfolded.  Considering the complexities of addressing the reasons for the overwhelming beliefs 

                                                
42 The exception to this is Kyle’s interview.  Kyle only addressed José’s narrative vignette and felt compelled to 
speak about a childhood friend of his whose family – save for more siblings – mirrored José’s.  In this interview, 
Kyle spoke about the tensions in his home town between locals who, in addition to having negative perceptions 
about immigrants settling in the community, engaged in political and legal wrangling to the detriment of the 
immigrant community.  Since Kyle confessed that he could not believe that he had the opportunity to speak about 
this issue, I felt it was best to allow this participant to speak freely about this experience without redirecting him to 
another narrative vignette scenario. 
43 Twelve out of 16 interviews, representing 16 out of 20 Interview Participants, were of PSTs who had the 
opportunity to address Herman’s narrative vignette along with that of one or more other child migrants (see Table 
6).  Those interviews are the ones included in this composite. 
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that Herman was the smarter child, the below section is messy - just one way of genuinely 

representing those beliefs. 

Theme 5: Explain the Smarter Child . . . Status – It’s Complicated  

As identified in Theme 1, many positive assumptions were made about Herman’s 

intelligence and ability to succeed according to the Qualtrics questionnaire responses based on 

the value that PSTs believe his parents’ professions afforded him.  In her interview, Beth, for 

example, had a very difficult time defending her position that Herman was smarter in 

comparison to José.  When pressed to provide a response, she vacillated by stating, 

Um, honestly, I – I’m trying to think of how we might kind of like differentiate them 
because, I mean, they’re almost like in the same situation but, I mean, then again, the 
parents’ occupations are slightly different.  And, I mean, the fact that Herman knows 
Italian and German, I mean, those are both pretty well-known languages, you know.  And 
then, you know, an indigenous language – I don’t even know how to say that one. I have 
never heard of that before.  So, I mean, that’s kind of an issue between them is that his 
second language that he knows is one that not really many people have heard of. 
 

She first attributed the difference to Herman’s parents’ professions but then settled on the notion 

that José’s L2, Totonaca, was not as popular as the two languages that Herman spoke.  Beth 

proceeded to validate this position by stating that German and Italian were probably more similar 

to English than Spanish and Totonaca, thus resulting in an academic and intellectual advantage 

for Herman.  Interestingly, Beth later confessed that José had a language advantage over Herman 

when she said, “I would have to say that José has more of a language advantage because he 

knows Spanish.”  Although Beth was keenly aware of the discrimination that Latinos are 

subjected to in US schooling settings, as she related some personal experience, it was still very 

difficult for her to extrapolate latent notions that Herman was academically more advantaged 

than José.   
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 In the interview with Dena and Dawn, there was no issue of Herman being inherently 

more intelligent than Antoine, however, they expressed concern about Antoine’s ability to adapt, 

thus fearing that he would be less successful in school.  The same, however, was not expressed 

about Herman.  Specifically, Dawn commented that, 

He [Antoine] speaks French and Baoulé? Baoulé? Um, with his parents so I think that 
kind of makes it harder when he comes into the school system to speak English with him 
because that’s all that he’s use to.  So, like, he comes and he kinds feels like he doesn’t fit 
in or he can’t make friends because of what he speaks.     
 

Although the two PSTs were asked the same questions about both child migrants, they invoked 

folk linguistic notions that Herman needed to speak only English but did not address that he 

would experience more difficulty in adapting to his new schooling environment.  For them, 

speaking only English would only help insure Herman’s success.  The concern Dawn expresses 

about Antoine’s ability to fit in school is illustrative of the ideas most PSTs expressed about 

children having a right to attend a safe schooling environment; however, the fact that this is 

mentioned in Antoine’s case and not Herman’s indicates the former is viewed differently.   

 Maya also had the opportunity to address the scenarios of Antoine and Herman.  In her 

interview, the manifestation of latent ideas about the different ways in which PSTs view the 

language capital of child migrants was more readily noticeable.  Maya was very quick to note 

that Antoine “is going to be able to apply the other language, um, and to like easily learn.  Be, 

like, pick it [English] up quicker.”  Although she was very positive about Antoine’s abilities, she 

believed he should not be in “regular” classes and did not even feel that he should attend 

“regular” school until he had some English proficiency.  She, akin to Dawn, made negative 

assumptions about Antoine’s ability to adjust and, thus be successful in a new schooling 

environment by noting that Antoine might feel, 
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. . . stress and he might felt like he’s incompetent and, maybe, like he’s not smart enough.  
And probably feels isolated cause he just like is excluded.  He might feel like he is 
separated from his peers and he doesn’t belong. 
 

In contrast, after reading Herman’s scenario, to the very same question about how his linguistic 

ability could or could not benefit him in his present schooling environment, Maya commented 

that Herman would be more successful than Antoine because Herman had experienced transition 

before.  She also used this reason as a way of saying that Herman was smarter and would be 

more successful, although both TCKs had experienced very similar international moves and 

transitions to other environments.   

Lucy was the first student who had the opportunity to view all three child migrant 

scenarios in her interview.  Like many PSTs, she was emphatic about the right of all three child 

migrants to attend school.  Lucy represented an outlier in that she did not believe that one child 

migrant had an advantage over another.  It is important to note, however, that as the only 

African-American who was interviewed, she was keenly aware of how racial prejudices played 

out in expectations about the academic abilities of the child migrants.  For Lucy, the most 

significant distinction between Herman and José was identified in the following way, 

I would just say race.  I’m not sure why but I would say race.  Cause I really don’t see a  
difference here.  I think that parents, both, have really good jobs, um, they are both little 
boys, they both look around the same age.  Both of them don’t speak English.  They are 
in the same grade.  I really don’t see, like, a huge difference besides that.  Other than 
race. 
 

Lucy was adamant that their parents’ jobs would not make a difference but referred to the issue 

of race.  This moves the conversation about factors that can come to affect perceptions about the 

intelligence of Herman and José outside the realm of the child’s personal and familiar realm to 

that of the racialized perceptions that others might have about them.  As emphatically as Lucy 

maintained one child was not smarter than another, she expressed doubt that her White PST 
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colleagues believed the same.  She offered that PSTs would, generally, believe Herman was 

smarter because he was a White child and his parents worked at what would be considered well-

paying jobs.  After Lucy expressed concern over the lack of a focus on diversity when it came to 

thinking about the academic abilities of different children, the following dialogue ensued: 

 JEAN: Do you think that most of your colleagues who are PSTs think about diversity? 
 

LUCY: It’s possible.  I think they probably do.  ‘Cause we - um, I’m not sure what class 
it was this semester but we - were talking about diversity and the topic of it came up and 
a lot of them were for it – being diverse in the classroom.  From what they were saying in 
class. 
 
JEAN: Okay.  Alright that is good!  That is promising to hear. 
 
LUCY: Yeah, I hope they stick to their word. 
 

Throughout her interview, Lucy expressed concern over the future of all three child migrants, 

and she shed light on why PSTs would generally speak of Herman in terms of being the more 

successful child migrant.  For her, the reasoning related to the ways in which racial and classed 

prejudices manifest themselves through ideas that PSTs have about different children. 

 Tara had the opportunity to comment on José’s and Herman’s narrative vignettes in her 

interview and exemplified the very nuanced language ideas PSTs have about different types of 

child migrants.  As it related to José’s ability to be able to participate in classes, she understood 

why teachers would want to not have a José in their class because he might “potentially bring the 

rest of the class down.”  While invoking a folk linguistic belief about José, Tara was also very 

aware of difficulties he could face simply by being Mexican when commenting, 

Um, okay, I don’t know how much information I’m allowed to disclose or how much 
information you’ll use but I’m from New Jersey. So, the way I was raised compared to 
some of the people in [this state] in some of my classes, I definitely worry about how he 
[José] would be treated.  Um, because, I know some people that are, I don’t know, they 
hold very, um, right wing beliefs and they’re not very accepting of other people, other 
nationalities, even races.  And, it’s quite frankly disturbing.  And, then, it’s been 
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something that – I don’t want to say that I’m getting use to – but it’s something that I’m 
noticing even more. Continuing on, especially in, like, the field of education. 
 

Yet even noticing the very racialized construction of José in the state’s context, according to 

Tara, she still had difficulty reconciling some of her own folk beliefs that manifest themselves 

about language.  For example, she struggled with understanding the benefits of bilingualism and 

resorted to enacting a language hierarchy when she later stated, “I also think the fact that he 

[Herman] is German but he went to an Italian school kind of get . . .  He is bilingual the same 

way Jose is bilingual but, I, I don’t know, I don’t know anything about Totonaca.”  Tara used 

this reasoning to justify why she believed Herman was more intelligent than José.  Her 

conclusions were that the former’s language abilities would allow Herman to make more 

connections to English and foster learning. 

 In the next interview, Zara and Zola had the opportunity to view all three child migrant 

scenarios.  The duo was welcoming and seemed eager at the prospect of having ELLs in their 

classes.  Although they expressed they felt woefully underprepared to meet their specific 

language needs, both PSTs manifested a desire to try and work with the child migrants.  That 

being said, their interview also revealed the complex nature of PST beliefs about child migrants 

because, while, wanting to help and assist and have BNES child migrants in their classrooms, 

both alleged that Antoine’s and José’s intelligences would be underestimated because neither 

spoke English; however, they did not express the same about Herman.   The following excerpt of 

their interview, reveals that, particularly when it comes to José, these PSTs felt  he needed 

additional help and remediation: 

JEAN: Now, what – we will take a look at Antoine’s situation – what advice would you 
have given his parents before he came to your school?  What would you have told them? 
 
ZOLA: That’s it's probably going to be very difficult for your son but . . . 
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ZARA: It’s like mostly everyone speaks English but we would work with it. 
 
JEAN: OK, and with Herman, what kind of advice would you give to his parents taking 
into consideration their background? 
 
ZOLA: I would say just the same thing.  Like, I would probably say the same thing for all 
of them.  Like, it’s gonna be hard but . . . 
 
ZARA: Yeah. 
 
JEAN: And, with Jose, his parents? 
 
ZARA: Just kind of say the same thing and ask of them to work with him at home to get 
him ready to be on the same level as the other students. 
 

Interestingly, when given the opportunity to express that Herman or Antoine needed remediation 

to be on the “same level as the other students,” neither Zola nor Zara expressed that concern.  In 

José’s case, however, and in keeping with the beliefs revealed in the narrative vignette 

questionnaire assignments, there was an automatic assumption that José was, somehow, less 

intelligent.  In their response, Zola and Zara championed for all child migrants, however, they 

still manifested different language beliefs about José different from those expressed about 

Herman and Antoine. 

  Thea reviewed both José’s and Herman’s narratives vignettes and explicitly expressed 

that Herman would be the more successful child because he was accustomed to transitions.  

Although Thea expressed that José should not be in a “regular” school, she did not express the 

same about Herman.  For Thea, since Herman has moved to different locations and already 

learned two languages, he had a demonstrated capacity to learn and adapt.  Consequently, José’s 

bilingualism was not viewed in the same light.  In keeping with the mention of a separate school 

in Antoine’s and José’s cases, specifically, in the Qualtrics narrative vignette assignments, Thea 

felt  José should not be in “regular” classes until he achieved English proficiency.  The fact that 

she did not recommend the same for Herman is telling; there are marked differences in the 
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manner in which Thea view Herman’s bilingualism in comparison to José’s bilingualism.  

Telling also is Thea’s following justification for José’s need to be in a separate school, 

He’s [José’s] being put in there and sadly he is struggling but when you have to put that 
much I guess time to teaching only that one student it also could hurt the whole class as a 
whole.  But I think he’s also learning a lot being within the classroom setting. I think it 
does a good environment and other kids could learn from him too, you never know. I 
mean, he could learn different words which is awesome, but, I do see where it is a draw 
back and maybe he should be starting off somewhere else where he can, I guess, learn the 
language better before he comes in.  But at the same time, I mean, that’s… I mean, they 
talk about that in special ed, I mean, it’s so much better for them to be in the classroom 
and learn for the people around them and a lot of behaviors. 
 

Again, Thea maintained that Herman would be able to manage a new classroom environment 

although he, essentially, is at the same starting point as José.  When pressed to address the 

differences in their treatment, Thea reiterated that Herman’s multiple transitions would be in his 

favor.  Apparent, however, is the fact that Thea had difficulty pinpointing the reasons why she 

viewed one child migrant different from another.  Her subtle assumptions about José were deficit 

ones while Herman’s bilingualism and background afforded him capital that meant superior 

ability to adjust and learn.44   

 Rosy had the opportunity to comment on the narrative vignettes of José and Herman.  

Similar to other PSTs, Rosy welcomed both child migrants into her hypothetical classroom, but 

she did view them differently, reasoning that Herman was both the better prepared of the 

students and the one who would, ultimately, be more successful.  In line with Theme 1, Rosy 

attributed much of Herman’s success and José’s lack of success to their parents’ socioeconomic 

statuses and professions.  Rosy commented the following: 

It has something to do with Herman’s upbringing and his family because just, just from 
reading like that his both of his parents worked in Mercedes Benz.  There are so many 
different people in that company and it is a very big company. So I’m sure Herman’s 
parents have had to deal with many different people, so they like have some background 

                                                
44 Thea, and a number of other PSTs, framed a child migrant’s non-English language as a disability.  This theme will 
be briefly addressed below. 
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knowledge of like diversity and different languages and getting accustomed to different 
places and working in different places and um… obviously his parents have given him a 
lot of opportunity to travel and you know learn different things in different places.  It 
seems like Jose is kind of just transitioned from Mexico to America and is not just, you 
know, his family is trying to like figure everything out and pick up, like, where they left 
off.  It’s difficult for him to be placed in the school where he knows no one in [sic] 
English at all, I mean, you can’t really get anywhere around here if you don’t know how 
to speak English, so like, that would terrify me honestly. 
 

Like many other PSTs when speaking about José’s background, no one considered the fact that 

his parents had already acclimated to the United States to José’s benefit.  One the other hand, 

Herman’s parents’ mobility signified knowledge, skills, and abilities for him.   

Roni, in another interview, was the only individual who stated that Antoine was the 

smarter child.  For Roni, who had the opportunity to comment on all three narrative vignettes, 

Antoine’s superior intelligence was directly linked to the fact that his father was a professor, or 

in her words a “teacher” and his mother an artist.  Interestingly, however, she also noted that she 

would not expect anything less of Antoine academically because he was Black and clarified that, 

Personally, I would not expect anything less just because like his skin, because it’s not 
like he lived in Canada and not at [sic] the U.S.  I feel like Canada is not too much 
different than the U.S. is.  I don’t know, it’s very similar I think, and I don’t think that 
would make a big difference. It’s not like he is from a country that is like below poverty 
or anything. He lived in Canada. 
 

As reassuring as it might appear that Roni does not expect anything less of Antoine, her 

statement is also problematic because she insinuates she would not feel the same had Antoine 

originated from another country.  This might explain, however, some of the language beliefs 

Roni expressed about José.  Similar to the tone taken by other PSTs, Roni articulated automatic 

deficit assumptions about José.  For example, she noted that “his living situation is crazy on top 

of being in a new school and learning a language.  I think it would be harder for him [to succeed] 

because he has so much going on too.”  Due to this, Roni did not believe José would be as 

successful as Antoine or Herman. 
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 Lastly, Leah and Gwyn participated in a pair interview and had the opportunity to 

comment on all three child migrant scenarios.  The pair was self-professed friends and 

classmates and addressed Antoine’s, José’s, then Herman’s scenarios in that order.  Their 

comments represented a general lack of understanding about language and linguistic diversity in 

Antoine’s case.  In José’s case, they manifested different conceptualizations of language and 

deficit notions about those who embody language, and they expressed an overwhelming belief of 

linguistic and intellectual superiority in Herman’s case, mainly dictated by societal notions of 

who will and who will not be successful in U.S. schooling settings.  Below, those beliefs are 

represented in narratives extrapolated from their interview and, again, evidence the 

intersectionality of both complementary and conflicting language beliefs PSTs have about 

different types of child migrants.    

Leah and Gwyn expressed ideas that captured the degree to which most PSTs held a high 

awareness of languages and what it means to be linguistically diverse.  Comments made 

throughout the Qualtrics Questionnaires and in subsequent interviews revealed PSTs had very 

limited understanding of, at time, basic language, including that which is considered language 

and that which is not.  Leah commented, 

I feel like a disadvantage would be, like, the accents because - Canada . . . Alabama, 
that’s very different.  I mean, I even have a problem listening to people from Alabama 
sometimes with the really heavy accents because, my roommates from Birmingham and 
sometimes she’ll ask me to, like, put something away and I will be like, ‘Excuse me, 
what?’   
 

Even though this comment came after Gwyn stressed that Antoine spoke no English, it was 

difficult for Leah to register the language diversity present in the U.S.’s northern neighbor.  

Antoine’s language diversity was quickly minimized to a question of an erred understanding of 

accents.  This misunderstanding, however, did not cloud the fact that PSTs do, in fact, realize 
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there is a language hierarchy in U.S. schooling contexts that will affect how children, especially 

non-English speakers or ELLs are treated.  In referring to Antoine, Leah stated that “it is going to 

be hard and a lot of teachers don’t want to put forth the effort” needed to instruct ELLs because 

“in today’s society, they think that, if you’re in America, you should be speaking English and 

that is it.”  Leah stressed that PSTs and teachers alike were heavily influenced by dominant 

societal perceptions about different language ability that, oftentimes, translated into ways in 

which children are given or not needed language support. 

 After, the duo read Herman’s narrative vignette, they immediately reproduced the 

popular PST belief that linguistic capital is determined through social capital, reiterating the 

classed belief about language ability.  Leah’s and Gwyn’s comments immediately after reading 

Herman’s narrative vignette are worth citing extensively here.  They commented the following: 

GWYN: I felt that German is a very hard language to learn.  So is Italian.  My roommate 
took it last semester.  I was sitting there listening to her.  It was rough! Um, I also speak a 
little bit of German to and that’s, like, a really hard language to.  Because, it’s like all in 
your throat.  And, it’s hard to make those sounds.  But, I also feel like your parents come 
in to play again because this one, his parents – an executive for Mercedes and a 
contractor for the same company.  I mean, that’s a big name company.  You got a lot of 
bucks racking in there. 
I’m sorry!  I’m so blunt! 
 
JEAN: No, that’s fine. 
 
GYWN: And then, this kid’s parents, like, a domestic worker, like, stay-at-home mom? 
 
JEAN: A domestic worker - we would say a maintenance worker. 
 
GWYN: Oh, like a maintenance worker, okay.  So, like a maintenance worker and a 
construction worker those that would be a blue collar job compared to this and I feel like 
parents, like, teachers would think . . . 
 
LEAH: I agree. 
 
GWYN: . . . this family is more involved with their students and, like, trying to adapt 
them a little bit quicker.  A little bit, I don’t know, like, more resources. 
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LEAH: Yeah, and, at the same time, he . . .  I think a lot of teachers see Hispanics as, 
like, and poor and, like, him being from a completely different area.  Like, I don’t, like, I 
know what I’ve experienced in schools, like, this is all coming back to experience.  Like, 
they do treat the Hispanics differently with the Whites and then like than other languages.  
But, I, I don’t know.  I just think there are way more; kind of aggressive with them, in the 
sense that, ‘I don’t care that you can’t speak English because you should have learned 
English when you were’ or something like that. 
 
GWYN: Yes. 
 
LEAH: So, I think that the teachers are, like, they don’t necessarily want to help him 
[José] compared to him [Herman] because it just kind of intimidates them a little bit. 
 
GWYN: I guess it’s kind of just like a class factor too.  You know, one of those things.  
Because, like, when I was in elementary school with the magnet program, um, you know, 
it was in a middle-class neighborhood and we lived down the street and that’s where I 
went.  And, my mom was really involved in the school and did all that stuff.  And, a lot 
of the school, now that it was magnet, they had to bus and they would pull kids from D/F 
schools and a lot of the demographic would be Hispanic . . . 
 
JEAN: What are D/F schools in your area?45 
 
GWYN: I’m sorry. D or F schools.  It’s like the grade they would receive. 
 
JEAN: On their ‘report cards’. 
 
GWYN: Um, yeah.  Sorry. And, like, in South Florida in Briar County, specifically, they 
give you that opportunity that if, you go to one of those low-performing schools, you can 
go to the high-performing schools, and we will bus you. 
 

There are a number of PST beliefs that are illustrated in this brief dialogue.  Firstly, classed 

assumptions that automatically positioned Herman as superior and José as inferior surfaced 

irrespective of PST prior knowledge that both child migrants were bilingual.  Secondly, Leah and 

Gwyn speedily drew conclusions about the beliefs of respective child migrant parents and their 

varying willingness and ability to provide the support needed in order for their child to acquire 

English, specifically, and be successful, generally.  These assumptions included ones that, based 

on social class, framed José’s parents as less supportive than Herman’s.  (It is worth reiterating 

                                                
45 Although I knew what school ratings were, I asked this question to gather information about how Gwyn 
understood the practice of rating schools to gain insight into how she would frame José within the context. 
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that narratives about the child migrants make no inferences, references, or explicit statements 

about the type of affective relationships the child migrants have with their parents).  Thirdly, the 

mention of racial stereotypes about Hispanic children and ideas about how schools with a 

predominantly Hispanic demographic are categorized in the schooling structural complex as 

failing were used to arrive at faux deductive conclusions about both child migrants and their 

families.  This meant that José was automatically placed in a potential failing, struggling 

category while Herman was slotted for success.  The trajectory that this dialogue assumed – from 

deficit assumptions about José and his family to abundance assumptions about Herman and his, 

from Italian and German being hard languages to learn to Spanish being aggressive and harsh – 

represented the voiced experiential and ideational knowledge Leah and Gwyn shared when 

simply asked which linguistic advantage each child migrant brought to their educational 

contexts.  These beliefs are illustrative of value laden PST beliefs that are used to underscore the 

marked differences in beliefs about distinct child migrants. 

Predominant Themes 

To review, the general understandings about PST language beliefs about child migrants 

were informed by five overarching themes that surfaced during data analysis.  Theme 1: Socio-

Economic Status as Linguistic Capital and Language Ability referred to the ways in which PSTs 

directly associated the migrant child’s linguistic ability with their parents’ socioeconomic status 

or perceived cultural capital associated with the child’s background.  The second theme, 

Deficit/Abundance Assumptions and Language Capital, revealed how PSTs’ assumptions about 

innate or inherent abilities and capabilities of child migrants influenced how they assessed their 

language abilities.  Next, Theme 3: Socially-Constructed Race and Their Language Abilities 

addressed the beliefs PSTs expressed specifically about José and Antoine and based on their 
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socio-politically-constructed racial categories.  Theme 4: (Under)Stating Bilingualism as 

Linguistic and Intellectual Capital then revealed the notions PSTs disclosed about how they 

conceptualized and assized the language abilities of different child migrants.  Lastly, the fifth 

theme, Explain the Smarter Child . . .  Status – It’s Complicated, addressed, by showcasing PST 

ideas illustrated through a composite of interview extracts illustrative of the general consensus 

PSTs asserted that Herman was, among all child migrants showcased, the more intelligent child.  

Themes were then examined to conclude the belief statements that are subsequently analyzed.  

Firstly, however, additional themes that arose will be briefly noted.  These themes allude to PST 

language ideas, however, many point to general language beliefs as opposed to ones PSTs apply 

only to child migrants.       

General Language Beliefs Themes 

As previously stated, there were a number of themes that arose about PST language 

beliefs that could not readily be applied as responses to the research questions but are valuable to 

note because they address the broader area of PST beliefs about language and language learning.  

Themes that address those beliefs about language appear to be ones associated with PST 

language beliefs writ large, regardless of the status of the child – be she an international child 

migrant or a child migrating from one state to another. General Language Beliefs (GLB) themes 

emerged from Phase I data collection but additional thick descriptions of those themes were not 

solicited during the course of subsequent Phase II data collection because the associated 

language beliefs were non-specific to child migrants.  The themes are briefly described in the 

following sections.       
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Theme 1: Non-English Language as Disability 

There were a noticeable number of PSTs who, when addressing the non-English language 

ability of child migrants, framed this capability within a disability discourse for all three child 

migrants.  Some PSTs, when considering the type of linguistic support that each child migrant 

needed, conceptualized this need as a disability and, thus, tended to minimize the benefit of each 

child migrant’s non-English language ability.  For example, AQP24, other than not knowing 

English, thought is germane to determine if “Antoine has any other type of disabilities,” (italics 

added).  HQP12 was concerned that not learning English would further “handicap” Herman and 

limit his growth, and Rosy noted that it was essential to determine whether students like José 

“have some type of, like, [additional] language barrier, or disability” as a way to better prepare 

his potential teachers.  The aforementioned comments exemplified how some PSTs equated the 

inability to speak English to a disability46, and, as a consequence associated the child migrant’s 

current language ability as deficient and in need of remediation of some sort.  In these instances, 

although PSTs had previously noted the benefit of the child migrant’s bilingualism or speaking a 

non-English language in the instances where the child migrant’s bilingualism was not affirmed, 

when speaking about the child migrant’s language within a schooling context, they invoked a 

disability discourse to describe how language differences should be handled. 

Theme 2: Space, Place, and the Other Language 

Although this general theme could be closely associated with ideas related to English 

imperialism, it is worth noting that many PSTs believed that students who spoke a language or 

languages other than English could freely do so outside of school.  For them, public schools were 

an English-only zone where, in many instances, a non-English language had no place, except for 

                                                
46 Considering the comments from out-of-state participants, PST conceptions of non-English language as a disability 
also includes the folk perception of a standard English ideal.  
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foreign language classes offered in most high schools.  Working on English language skills and 

speaking a non-English language needed to occur outside of school or in some specialized 

institution for a number of reasons that included not interrupting the learning process of other 

students and not being a hindrance to anyone in a schooling environment.  There are a number of 

PSTs who even proffered that separate institutions for ELLs were in order where students could 

later transition into “normal” schools and classes.  The language PSTs invoked brings to the fore 

the ways in which PSTs conceptualize non-English languages and relegate them to spaces and 

places where one can analyze “the interrelationships of space, place, power, identity” 

(Helfenbein, 2009, p. 306) and examine “identities and difference, border and borderlands, 

reproduction and resistance, the global and the local” (Helfenbein, 2009, p. 305) as PSTs make 

authoritative claims regarding which languages should and should not be present, noted, and 

prominent in public schooling contexts.            

Theme 3: Language as Culture 

PSTs readily conflated language with culture and, in many instances, believed the 

migrant’s child inability to speak English represented some sort of affront to dominant culture in 

the United States.  Along with this belief was the expressed folk belief of a standard English 

representing the essence of “American”47 culture.  For instance, AQP15 stressed, “It is our 

culture here in American [sic] to use the English language,” and Thea said of José that PSTs 

would be frustrated with his bilingualism because they “are trying to immerse, like, get him into 

the English culture where he can learn and actually learn our language and progress from there.”  

Comments like these made by some PSTs indicated general ideas about how real and meaningful 

learning could occur and in which language it could best occur.  The conflation of a language to 

                                                
47 PSTs often used the term American to be understood as United States and English as an adjective to describe the 
dominant, White culture in the United States.   
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culture, specifically English as the representation of culture in the United States, is exclusionary 

to all other languages and cultures that have come to influence and comprise culture in the 

United States.  This conflation of language to culture can offer a partial explanation as to the 

affront some PSTs believed it was to local culture that a child migrant did not have English 

among the languages he spoke; for some PSTs, not speaking English translated into rejecting 

English and, as a consequence, a rejection of dominant U.S. culture.         

Summary of Pre-Service Teacher Language Ideas about Different Child Migrants 

The purpose of this chapter has been to detail beliefs PSTs have about child migrants and 

address, specifically, the following research questions: 

1.   What language beliefs do pre-service teachers have about Third Culture Kids; 

a.   How do PSTs differ in their language beliefs about socio-politically-

constructed White and Black TCKs; and 

2.   How do pre-service teachers view the linguistic capital of Third Culture Kids 

differently from that of immigrant children?   

Data culled from narrative vignette questionnaire responses of 74 PSTs and 16 interviews with 

20 PSTs were compiled and organized into themes detailed above.  Those themes will now be 

used to address the specific research questions.  The dominant themes about language ideas PSTs 

have about different child migrants were also accompanied by general notions this particular 

group expressed about language learning.  For the purposes of this summary, however, only the 

aforementioned five themes will be used to respond to the research questions; nevertheless, 

General Language Beliefs themes, addressed in the previous section, were addressed along with 

their salience within the scope of this research project but not directly used as support for the 

below generalized PST language beliefs about different child migrants. 
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Firstly, in response to the first research question, What language beliefs do PSTs have 

about Third Culture Kids, the general PST beliefs were noted as follows: 

1.   Pre-service teachers believe bilingual, non-English speaking TCKs have a rich 

linguistic repertoire that is accentuated and elevated beyond that of national peers 

by their parent’s socioeconomic class status and the TCK’s background.  

According to PSTs, TCKs are able to acquire multiple languages, due in large 

part, to their parents’ ability to provide them with the tools, favorable learning 

environments, and motivation to succeed and learn; 

2.   As a result of these ideas, PSTs also believe TCKs are more intelligent, cultured, 

and academically prepared than their national peers.  This includes the assumption 

that bilingual TCKs have a higher IQ than their national peers.  This notion is 

closely linked, however, with the age of language acquisition;	  

3.   PSTs assumed that TCKs who have travelled to other countries made the 

transitions successfully and, as a result, would transition successfully in academic 

and linguistic terms in an English-speaking environment where they would have 

to acquire an additional language; and 	  

4.   In the instances where TCKs speak an indigenous language, PSTs consider that 

language of little to no present and future value to a TCK, and, in considering the 

linguistic capital of a TCK, viewed an indigenous language as a liability as 

opposed to a positive element in a TCK’s life.	  

The above summary of responses to the first research question, include general ideas PSTs 

expressed about both Herman and Antoine.  The following responses to the sub-question, How 

do PSTs differ in their beliefs about socio-politically-constructed White and Black TCKs, arose 
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as PSTs invoked specific racialized and classed ideas as they responded to scenarios and 

situations involving Antoine: 

1.    When presented with bilingual Black and White TCKs, PSTs invoke white 

supremacist discourses about Black TCKs, questioning and devaluing their 

linguistic capital.  This includes questioning a Black TCK’s willingness to 

cooperate and learn in a schooling setting; 

2.   PSTs questioned the motives of bilingual Black TCK parents in relocating their 

child, not obligating their child to have learned English previously, and being able 

to provide an appropriate learning environment for their child; and 

3.   PSTs believe that Black TCKs, regardless of their linguistic ability, will be 

subjected, in a schooling environment, to negative stereotypes about African 

Americans in the United States. 

Although both bilingual TCKs, PSTs noted different language beliefs about Antoine and Herman 

that stemmed from, principally, raced beliefs about African Americans.  Similarly, differences in 

language beliefs PSTs expressed about other child migrants were also distinct from those 

expressed about TCKs.  In conjunction with this, general responses to the last question, How do 

pre-service teachers view the linguistic capital of Third Culture Kids differently from that of 

immigrant children, are summarized in the following statements: 

1.   Pre-service teachers, when comparing TCKs to immigrant children, particularly 

Latino children, invoked classed assumptions about families where the linguistic 

capital of the TCK is held in a more favorable light than that of immigrant 

children.  In this sense, PSTs expressed esteem for the linguistic capital of a 

bilingual TCK as far superior to that of a bilingual immigrant child;  
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2.   Pre-service teachers were less likely to recognize the multiple language abilities 

of immigrant child than those of TCKs.  Upon recognizing the language abilities 

of both types of child migrants, PSTs believed the language abilities of TCKs 

were more valuable than those of immigrant children; 

3.   PSTs consistently believed that a White bilingual TCK was more intelligent than 

both a Black bilingual TCK and a Hispanic bilingual immigrant; and   

4.   PSTs assumed that White bilingual TCKs were more willing to learn than 

Hispanic bilingual immigrant children.  In the case of the latter, PSTs questioned 

whether or not the immigrant child’s parents would be as involved in the 

education of their child as they presumed those of a White bilingual TCK’s 

parents would be.  

The aforementioned beliefs PSTs expressed about different child migrants are in no way 

comprehensive but rather are the most prominent beliefs linked to the themes as defined by PSTs 

in this chapter.   

Chapter Summary 

This chapter presented data collected from Qualtrics Questionnaire responses of 74 pre-

service teachers and 16 separate interviews with an additional 20 PSTs and detailed themes about 

PST language beliefs about different child migrants.  Dominant themes that emerged from 

questionnaire responses were noted and further explanations about the theme provided, 

principally, from interviews where PSTs expounded on extant PST language beliefs about child 

migrants.  This was the modality for Themes 1 – 4.  For Theme 5: Explain the Smarter Child . . . 

Status – It’s Complicated, a composite of all 16 interviews with a total of 20 PSTs is provided as 

a means to capture the conflicting, complex, and, at times, contradictory language narratives 
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PSTs expressed.  The composite illustrates their language beliefs about different child migrants 

while, tangentially, uncovering how some PSTs attempted to grapple with the difficulty of 

validating and justifying their real beliefs about different child migrants.  Lastly, based upon 

those dominant themes, eleven prevailing language beliefs PSTs expressed about child migrants 

were listed in direct response to the research questions.  In the next chapter, these eleven beliefs 

are analyzed within the conceptual frameworks of folk linguistics, teacher beliefs, and language 

ideology.  
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CHAPTER V: 

DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

Introduction 

 This chapter details the discussion of findings from this research project with related 

conclusions, implications, and recommendations as they relate to the following overarching 

research questions and the additional sub-question: 

1.   What language beliefs do pre-service teachers have about Third Culture Kids? 

a.   How do pre-service teachers differ in their language beliefs about socio-

politically-constructed White and Black TCKs? 

2.   How do pre-service teachers view the linguistic capital of Third Culture Kids 

differently from that of immigrant children? 

The questions aimed to add to scholarly knowledge related to the broader areas of pre-service 

teacher language beliefs, child mobility studies, and TCK research.  Specifically, the study 

proposed to address the dearth of scholarly research on the language beliefs PSTs have about 

Third Culture Kids and offer insight into whether or not PSTs view the linguistic capital of TCKs 

differently from that of other child migrants.  In addressing the latter, macro discourses about 

PST language beliefs, primarily rooted in folk linguistic beliefs, are addressed and linked to 

broader societal notions and understandings about non-English speakers and ELLs in a U.S. 

context. 

 Chapter V is organized under four main headings – Findings and Interpretations, 

Conclusions, Implications, and Recommendations.  In the section titled Findings and 
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Interpretations, each general belief is analyzed and examined using the conceptual lens of 

language ideology, folk linguistics, and teacher beliefs to interpret the language ideas PSTs 

revealed they had about TCKs and child immigrants.  Here, themes are used as descriptive and 

evidentiary heuristics in explaining and substantiating the general beliefs noted.  The section 

titled, Conclusions details the conclusions drawn from this study and organizes them according 

to responses in the form of beliefs to the research questions.  This section also addresses the 

limitations of this study.  The penultimate section, Implications, addresses how this study’s 

findings inform the conceptual frameworks of language ideology and folk linguistics and the 

fields of child mobility studies, particularly research on TCKs and implications for teacher 

education programs.  The last section, Recommendations, offers suggestions for further action 

and research based on the findings of this study.  Lastly, this chapter concludes with a 

comprehensive summary of the research project. 

Findings and Interpretations 

Across Scenario Analysis 

  Although there were themes that emerged for each child migrant, those beliefs were 

conceptualized differently according to the child migrant (i.e., similar beliefs about parent 

(un)involvement); there were also themes that arose that were treated indiscriminately among the 

child migrants.  The latter themes were not included in the analysis of initial findings because 

thicker descriptions about them were necessary in order to identify whether they were general 

PSTs belief about ELLs or whether they were specific to TCKs and immigrant children.  Those 

themes were, nonetheless, briefly described in the last chapter.  
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Table 9 

Research Questions and Synthesis of PST Language Beliefs about Child Migrants 

Research Questions PST Language Beliefs 

1. What language beliefs do 
pre-service teachers have 
about Third Culture Kids? 
 

Belief 1: PSTs believe BNES TCKs have a rich linguistic 
heritage. 
 
Belief 2: PSTs believe TCKs are more intelligent, cultured, and 
academically prepared than their national peers. 
 
Belief 3:  PSTs assume NES TCKs will transition well into new 
environments due to previous travel background. 
 
Belief 4:  PSTs consider indigenous languages of little to no 
value of TCKs. 
 

1a.  How do PSTs differ in     
 their language beliefs about 
socio-politically-constructed 
White and Black TCKs?  
 
 

Belief 5: PSTs believe the linguistic capital of White TCKs to 
be superior to that of Black TCKs. 
 
Belief 6:  PSTs believe the parents of BNES Black TCKs might 
not provide the best environment to exploit the child’s language 
ability. 
 
Belief 7: PSTs believe negative stereotypes about African 
Americans apply to Black TCKs, regardless of their linguistic 
ability.  
 

2. How do pre-service 
teachers view the linguistic 
capital of Third Culture Kids 
differently from that of 
immigrant children? 

Belief 8: PSTs believe the linguistic ability of TCKs is superior 
to that of immigrant children based on social class. 
 
Belief 9:  PSTs are more likely to recognize the linguistic 
abilities and advantage of TCKs than those of child immigrants. 
 
Belief 10: PSTs believe White TCKs are more intelligent than 
Black TCKs and Hispanic child immigrants. 
 
Belief 11: PSTs believe White TCKs are more willing to acquire 
a language than Hispanic immigrant children. 
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Analysis of Dominant Beliefs 

 The intersectionality of race, class, language elitism, racial and linguicist stereotyping 

and the intimate relationship among factors across all themes make it difficult to impossible to 

neatly address them as separate categories as they relate to the dominant beliefs that emerged.    

The themes cross, intersect, intertwine, and inter/intraact in the configuration of PST language 

beliefs about child migrants in such a way as to warrant like treatment as the general beliefs are 

addressed.  As such, the analysis of the beliefs tangentially means an enmeshed conceptual 

examination of the themes identified and described in Chapter IV.  I believe that singular beliefs 

do little justice in presenting the real language beliefs PSTs have about different child migrants.  

This is due to the fact that beliefs do not exist as separate entities with no genesis or end and 

untethered to broader ideological regimes of thought.  On the contrary, beliefs are insights into 

ideological systems that operate, oftentimes unnoticed, in society, and are difficult to explain 

and/or substantiate in this particular case by pre-service teachers.  For this reason, beliefs are 

grouped and discussed as intersecting and interacting ideas that form the conceptual 

underpinnings of broader ideological claims operating in society as evidenced by PSTs’ language 

belief claims about TCKs and other types of child migrants 

Belief 1, Belief 5, and Belief 8 Analyzed.  The fact that children of middle and upper 

class parents perform better academically in U.S. schooling context, when examined as a 

singular phenomenon predicated on economic status alone does not scratch the surface of the 

historical, economic, social, psychological, and geographical factors, among others, that interact 

in ways the results in such realities (White, 1982; Arroyo & Zigler, 1995; Lee & Burkam, 2002; 

Ladson-Billings, 2006; Howard, 2015).  Likewise, it might appear to be innocuous that PSTs 

believe the linguistic heritage of the TCKs in the narrative vignettes is rich; however, the manner 
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in which they construct child migrants as social subjects and situated them along a social 

hierarchy based on their class, race, and language ability signals how enmeshed racist, classist, 

and white supremacist ideologies are in PST beliefs.  The underlying biases and prejudices PSTs 

expressed about the linguistic capabilities of each of the child migrants, hypothetically sets the 

stage for learning expectations and conceptualizations of how and what a particular child migrant 

can learn. PSTs consistently lauded the bilingualism of Herman and Antoine while 

simultaneously, consistently downplaying that of José.  Recall, 56% in Herman’s case, 58% in 

Antoine’s case, and a mere 17% in José’s case of PSTs believed their respective bilingualism to 

be advantageous to their learning.  Theoretically, PSTs should have esteemed the capabilities of 

these child migrants in similar manners, all else being equal.  They, however, invoked raced, 

classed, and folk linguistic ideologies in making conclusions and assumptions about each child.  

As Woolard (1998) noted, ideologies of language are not about language alone but about the how 

social actors view the aesthetic, moral, and epistemological attributes of language.  PSTs invoked 

such ideologies and folk beliefs about language by assuming that an elevated social class 

automatically meant a child was smarter than his peers and drawing lines of distinctions about a 

child migrant’s language ability based solely on the biases of socio-politically constructed racial 

categories. 

 PSTs automatically linked linguistic success and elevated academic achievement in 

Herman and Antoine’s case to the economic capital of the former (i.e., parents work for a 

multinational company) and the intellectual capital of the latter (i.e., father is a professor) while 

barely recognizing like potential in José.  This is an example of how ideological regimes of 

thought operate hidden just below the surface of ideas, actions, and thoughts yet are overtly 

observed through the same.  Here, although it was challenging, for some, and impossible, for 
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most, PSTs to explain why they believed these child migrants would succeed based on 

assumptions about their parents’ professions and occupations, what is clear is that PSTs 

generally situated children within a classed ideological framework.  A framework that, albeit 

hidden knowledge for the vast majority of PSTs, indicated a reproduction of general societal 

classed ideas that reproduced perceived upper to middle class children as successful and lower 

class children as unsuccessful in schooling settings (Bourdieu, 1998).  Even though, tangentially, 

PSTs were supportive of José and believed that dedication and hard work would get him where 

he needed to be, the reality is that they assumed Herman and Antoine were already well-prepared 

and destined for differing levels of success.  While PSTs are expected (and should be) to have 

high expectations of the academic potential of students, it is problematic when such high 

expectations are directly liked to social and economic factors and applied to some students and 

lowered for others.   As Wilton and Stegu (2011) have reminded, the language ideas held by lay 

individuals are powerful and dangerous because they result in actions that fulfill functions in 

every day decision making.  Here, PSTs, as folk linguists, invoked raced and classed 

assumptions about a child’s linguistic capabilities and potential that could result in unequal 

treatment of particular children at best and a cycle of reproduction of systemic inequalities for 

populations of children on a broader scale at worse.  In these three scenarios, PSTs relegated José 

to a position of inferiority solely because of his language – Spanish.   The invocation of a 

language hierarchy, with English at the pinnacle in a coveted, elite position (Mitchell, 2005) and 

Spanish as, in the minds of many PST folk linguists, the language of blue collar workers, is 

shown in the manner in which PSTs underestimate José’s language ability.  Since his parents are 

neither employees at a multinational company nor professors, his language ability, identical to 

Antoine’s and Herman’s, does not elevate José’s intellectual ability in the minds of PSTs. 
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 For TCK research, however, the fact that José’s language capital is not valued in like 

manner may go unnoticed, however, the fact that Antoine’s is conceptualized differently, based 

solely on his sociopolitical racial category is.  As previously cited, since the inception and usage 

of the term, Third Culture Kids have been constructed as White children hailing predominately 

from the United States or Europe (Useem, 1963; Fechler & Korpela, 2014) and the construction 

has gone unchallenged in TCK literature and research (Swindle, 2014; A. Baker Cottrell, 

personal communication, August 2, 2014).  In stating what this PST felt was obvious to all, recall 

that AQP24 said, “Antoine is Black and, later in life he might have some obstacles he will have 

to face living down here in the South.”  PSTs, in lauding Antoine as an intelligent child, voiced 

and revealed latent ideas about what, many felt was obvious – as Black child 1) educators are not 

going to expect Antoine to speak a language other than English and 2) non-White TCKs are not 

exempt from the influences of racial stereotypes.   Interestingly enough, the identification of 

TCKs as a group has been thought to give this group a voice and help create a separate 

community for this group of migrant children and youth (McDonald, 2010; Teerling, 2011; 

Jordan, 2002), however, the lack of acknowledgement of the different ways in which TCKs of 

color live their experience plays into a dominant ideology of Whiteness of the TCK that, 

ultimately, results in a hierarchy of power that can leave others within the group voiceless.  

Based only on the actual TCK research and how the concept of a Third Culture Kid has been 

fashioned in scholarly literature (i.e., White), a hypothetical eight-year-old Antoine would be 

subjected to negative White supremacists notions of being a Black male and an eighteen-year-old 

Antoine would not have the language to articulate his experience as a TCK of color. 

 Belief 3 Analyzed. PSTs automatically assumed that TCKs would have a much easier 

transition into new environments, being able to manage multilingual situations better than 
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immigrant children.  PSTs predicated these assumptions on the ideas that José attended inferior 

schools while Herman and Antoine attended schools that were superior to the ones they were 

hypothetically slotted to attend in the United States.  This was partly due to the folk belief that 

private institutions are better than public (Berliner & Glass, 2014) and the stereotypical negative 

assumptions about José and his background, namely the quality of schooling experience he had 

in Mexico prior to his transition to the United States.  Interestingly, the apparent ignorance PSTs 

have about the general global educational landscape positions them as ill-equipped to know that, 

for example, curricular study analysis show that Mexico’s national elementary education 

curriculum is more rigorous than those of states like California and Arizona (Petrovic & 

Gonzalez, 2000).  Firstly, TCK research addresses transition and re-entry issues faced by TCKs 

as problems that need to be addressed and taken into consideration in educational institutions 

(Gaw, 2000; Arthur, 2003; Martin & Harrell, 2004; Davis et al., 2010). Understandably, 

transition for any child from one environment to another - be it international, transnational, state 

to state, or even urban to suburban areas - can present challenges (Rumberger & Larson, 1998; 

Ender, 2002; Ensor & Goździak, 2010).  Since TCK scholars seldom frame and link TCKs to the 

broader area of child migrant studies, PSTs who actually are familiar with the concept48 tend to 

assume the population experiences seamless social and linguistic transitions. Secondly, PSTs 

assumed José’s previous schooling experience was inferior to that of TCKs and associated these 

folk beliefs to deficit assumptions about his language ability.  Other research has evidenced that 

Mexican immigrant children have positive impressions of their schools in Mexico (Rippberger & 

Staudt, 2003).  Thirdly, the PST belief that, socially and linguistically, TCKs would transition 

better than immigrant children and the tendency of PSTs to attribute this ability to adjust solely 

                                                
48 Throughout the Qualtrics responses and the participant interviews, PST participants often mentioned that they 
knew students like Herman, Antoine, and José.  As such, PSTs have had considerable contact, either directly or 
indirectly, with a number of child migrants, both TCKs and child immigrants.  
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on the background and experience of the TCK indicates that PSTs have flawed and incomplete 

understanding about the effects of schooling environments on children.  Particularly in Antoine’s 

and José’s cases, PSTs blamed most difficulties in adjustment on the child migrant’s 

unwillingness to learn or on the child migrant’s parents’ inability or unwillingness to asset them 

during this transition.  Recall that AQP1, AQP20, AQP12, and JQP5, and JQP16 represented 

these ideas by questioning why these child migrants’ families choose to move around so often, 

contributing to, what PSTs, esteemed were unstable living and learning environments.  Here, 

racial and ethnic differences are also involved in this belief because like comments were never 

noted when PSTs discussed Herman and his transition.  On the contrary, his ability to transition 

was addressed in a positive light and, although some of the same was done in Antoine’s case, 

there were also negative perceptions associated with Antoine’s ability to transition.         

 Belief 2, Belief 6, and Belief 8 Analyzed.  The language beliefs PSTs expressed about 

José’s, Antoine’s, and Herman’s parents give a sober insight into how heavily raced and classed 

assumptions permeate the ideological positionalities of PSTs.  The empirical evidence revealed 

that PSTs never negatively questioned the intentions of Herman’s parents but rather assumed his 

parents were involved, engaged in his education, and largely responsible for his bilingual skills.  

Their favorable language beliefs about Herman were based on his Whiteness and social class.  

This conclusion can be drawn because PSTs did not uniformly presume the same about 

Antoine’s parents.  Albeit a TCK with like language abilities, PSTs began to discriminate in their 

thinking about Antoine’s linguistic and intellectual abilities by doubting his parents’ 

commitment to sustaining and actively participating in his education to nurture his growth and 

development.  In voicing abundance assumptions in White Herman’s case and the deficit ones in 

Black Antoine’s case, PSTs invoked the racialized notions about language that distinguish the 



 

172 
 

White Self that speaks a language from the Colored Other speaking another language (Delpit, 

2008; Pimentel, 2011; Abdi, 2011).  Where racialized notions about Antoine surfaced as PSTs 

addressed his language abilities, they were fully unveiled on the language beliefs stage, front and 

center, once PSTs began to speak about his parents.  Given that the two child migrants were both 

TCKs with similar linguistic abilities, Herman’s Whiteness meant good parenting where 

Antoine’s blackness signified questionable parenting.  In this sense, as opposed to PSTs 

automatically racializing languages such as French and Baoulé, the racialized notions that 

contribute to deficit thinking with regard to Antoine include deficit assumptions about his 

parents that elevate those paradigms far above positive assumptions about this child migrant’s 

linguistic abilities. 

 These deficit assumptions did intersect with race and perceptions of those who embody 

language as PSTs expressed deficit assumptions about José and his parents’ willingness and 

ability to support his education.  These assumptions were based on his and his parents’ presumed 

statuses as illegal immigrants49 and tinged with negative perceptions about Spanish-speakers, 

particularly in the case of the language being spoken in the United States.  This was exemplified 

by the interrogatives that arose as PSTs questioned why José’s parents would want their child to 

retain his present bilingual abilities.  Here, PSTs framed this desire as a fear of language and an 

affront to American ideals (Santa Ana, 202; Stuart, 2006).  Instead of framing this desire as one 

in which parents wanted the best for their child, PSTs conceptualized t in such a way as to paint 

his parents as irresponsible and not desiring José to acquire English.  This subtractive manner in 

which PSTs treated José’s acquisition of English revealed the monoglossic tendencies and deficit 

assumptions they have about immigrant and minority families.  Empirical evidence also reflected 

                                                
49 The narrative vignette for José made no reference to his status as legal or not in the United States.  The vignette 
did not mention the status of his parents either. 
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that PSTs expect fewer gifted and talented students and a lack of parental support in schools 

located in urban areas with predominantly African-Americana and linguistically 

underrepresented students (Terrill & Mack, 2000) can be noted in these ideas.  Many PSTs 

automatically thought of José as a child who would experience academic challenges that would 

warrant special attention and intervention and, as a consequence of the time and effort required 

for these needed interventions, negatively impact other students.  Although PSTs were almost 

zealous about José’s right to attend public school and receive the best education possible, the 

expectation that his linguistic versatility would aid in his ability to succeed in school was 

undermined by the negative assumptions they made about his parents. 

  Belief 4 and Belief 9 Analyzed.  PSTs, as identified in Belief 4, did not consider an 

indigenous language of any benefit to a TCK.  This was evidenced in the manner in which 

Herman’s Italian and German were consistently affirmed and recognized while Antoine was 

addressed as a child who only spoke French.  Some PSTs, instead of simply ignoring Antoine’s 

bilingualism, explicitly stated that since no one knows Baoulé that it was not beneficial at all; 

neither in acquiring another language nor as part of Antoine’s integral identity.  This same idea 

about Totonaca extended to José.  For example, Kyle simply stated that his Spanish was 

acceptable to know because it was “world-wide but, like, Totonaca, there’s probably such a 

small, small percentage that speak it” that it would not even be beneficial for José to maintain.  

While these are certainly folk linguistic conceptions of languages that categorize indigenous 

languages as somehow lesser than other languages, the manner in which PSTs completely erased 

these languages in Antoine’s and José’s cases bring to the fore the possible complicitness of 

applied linguistics in laying the foundation for the folk linguistic notion that certain languages 

are inherently more sophisticated than others.  For example, in the minds of many PSTs, their 
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perception that fewer individuals spoke an indigenous language, to illustrate, on a global scale 

signified the same was inherently inferior, did not contribute to the linguistic capabilities of child 

migrants, and could, ultimately, serve as a barrier to acquiring English.  The practice of assigning 

language to categories such as ones of wider communication, minority languages, vernaculars, 

and dialects among others plays into this system of language categorization (Naugen, 1966; 

Wilfram, 1998; Siegel, 2006; Nero, 2012); thus, influencing PST beliefs that manifest 

themselves in the manner in which PST assess the language abilities of children.     

 Additionally, PSTs were much more likely to recognize the language varieties of BNES 

TCKs than those of BNES child immigrants.  Here, there is a marked distinction between how 

PSTs viewed the language abilities of Antoine as opposed to those of José.  To illustrate, both 

child migrants spoke an indigenous language and, although PSTs did not regard Totonaca and 

Baoulé as highly as they did Italian, French, German, or Spanish, for PSTs, there was a slight 

recognition of Antoine’s ability to speak two languages, albeit quickly dismissed as PSTs spoke 

more in depth about Antoine’s language ability.  The bilingualism of José was almost entirely 

erased.  An extreme example of this erasure is JQP15’s comment that “José is from another 

country and does not speak any language” and Kyle’s that indigenous languages are, basically, 

dead languages.  While they almost completely dismissed José’s bilingualism, Antoine’s was 

superficially recognized and linked to him being, in the words of many PSTs, smart, intelligent, 

and able to learn; however, it was also soon dismissed as conversations about Antoine ensued.  

PSTs readily shaped Antoine into a monolingual French speaker as opposed to a bilingual 

speaker.  In this, PSTs readily enacted a linguistic hierarchy fueled by the fodder of linguistic 

elitism (Phillipson, 1997; Modiano, 2001; Al Hosni, 2015).  Here, French and Spanish were 

esteemed as more important than Baoulé and Totonaca and the former two languages were in 
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subjugation to English altogether.  PSTs believed it important for Antoine to retain his French for 

future use and believed that it kept him cultured, in fitting with the academic and intellectual 

capital PSTs believed his parents represented.  

 For both child migrants, PSTs attempted to commodify their languages, expressing 

limited understanding of language and reinforcing the notions of elitism.  Taking into account 

that Herman and Antoine were both BNES TCKs, it is interesting to note that PSTs did not 

invoke a language of commodification when it came to the languages that Herman spoke as 

opposed to the ones that Antoine spoke.  Generally, they questioned their ability as educators to 

accommodate Herman’s linguistic diversity in a schooling setting; however, this was not 

uniformly the case with Antoine.  In the case of the latter, French would be useful in Antoine’s 

future as an asset; however, English was essential for his success.  For many PSTs, Antoine 

could speak French outside of school or simply best utilize his French in a high school, foreign 

language elective class.  This stands in stark contrast to the language beliefs PSTs expressed with 

regards to Herman.  As Leah and Gwyn recognized about Herman, “he’s not a minority” within 

the sociopolitical context in the United States, and this offers an explanation why PSTs, 

seemingly unconsciously, expressed disparate ideas about these different TCKs language 

abilities.  As a socio-politically constructed Black child, PSTs expected Antoine to linguistically 

assimilate where, as a White child, the same was not solicited of Herman.  As cited in Chapter 

IV, some PSTs even considered Herman to be an American, which signals their more accepting 

nature of both his person and the two European languages Herman embodied. 

 Belief 7, Belief 10, Belief 11 Analyzed.  The perceptions that PSTs revealed about 

different child migrants in this study show the ways in which they minoritized non-English 

languages spoken by non-White migrant children, racialized those who embody language, and 
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constructed children as intelligent/unintelligent, willing/unwilling to learn solely based on 

distinctions such as socio-politically constructed racial categorization.  Arguably, Antoine and 

Herman, as BNES TCKs, have more in common linguistically than not; nonetheless, PSTs made 

distinctions among these TCKs based on the aforementioned categories.  In addressing separate 

narrative vignette scenarios, there was evidence that PSTs unknowingly placed Herman’s 

Whiteness to his advantage and to Antoine’s disadvantage.  The fact that PSTs questioned 

Antoine’s parents, wondered if this child migrant would put forth all of his effort to learn another 

language, and overtly cited Antoine’s Blackness, doing so in such ways as to indicate a 

devaluation of Antoine’s language ability, highlights the reality that multilinguistic ability and 

the benefits it brings to a child migrant’s life is placed on a scale.  There, dominant society’s 

ideas about race and the negative stereotypes associated with the same are weighted in favor or 

against a child migrant.  Embodiment of language matters.  Schmidt (2002) reminds that 

Whiteness is normalized among English speakers with other non-White English speakers being 

the Other when commenting about the racialization of language.  As data revealed, it is telling 

that several PSTs commented that Herman was an American.  His Whiteness made it much 

easier for him to either be confused as American or granted birth-less citizenship.  Regardless, 

the evidence that the same distinction was never made of Antoine – or José for that matter – is 

evidentiary of the fact that PSTs racialized those who embody language, placing them in 

categories of the Self and the Other. 

While there were differences in how PSTs viewed Herman and Antoine’s language 

abilities that speak to how heavily conceptions of race influence ideas and perceptions of child 

migrants and their language, the manner in which PSTs expressed language beliefs about José, as 

another child migrant in light of the differences noted with the TCKs can best be surmised by 
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Gwyn.  When considering who would be considered a star student50, she replied, “Herman would 

get it.  And then Antoine and then Jose. I hate to be hatin’ on José right now.”  In comparison to 

the ideas expressed about the TCKs, José did, in fact, receive the brunt of negative beliefs and 

assumptions associated with his language ability, ethnicity and language ability, and language 

capital.  These beliefs represent the permeation of both folk and language ideological regimes of 

thought pervasive in the racist conceptualizations PSTs manifest through their language beliefs 

about different child migrants; yet, as ideology operates, these frameworks were hidden from 

PSTs as many of them had difficulty explaining why they held specific beliefs.  Most striking 

among PSTs with regard to José’s language ability is an incorrect belief that language is a skill, 

commodity, some thing to reserve as a future asset beneficial to José only within the confines of 

an economic system.  Comments ranging from folk linguistic ideas that José’s native languages 

would hinder his acquisition of English to Spanish being, primarily, a language of blue collar 

workers indicate the narrow view PSTs have regarding non-English languages, and Spanish in 

particular.  Here, PSTs enacted language hierarchies with Spanish squarely at the bottom - 

disposable and optional for a child migrant like José - and engaged in English imperialist 

narratives that position other languages not only within a linguistic hierarchy but also within the 

confines of an economic one (Phillipson, 16997; Phillipson, 2009).   

            One of the main folk language beliefs PSTs expressed about TCKs and immigrant 

children were that the perceived socioeconomic status of child migrant was a determinant of their 

language and intellectual ability as well as a determinant of their future success based on 

dominant society’s beliefs about their particular language groups.  Consistently, PSTs mentioned 

that Herman and Antoine were intelligent, cultured children who, generally, would be very 

                                                
50 This question was not a part of the semi-structured interview protocol; nevertheless, Gwyn and Leah categorized 
the child migrants based on who they felt was smartest, who would be the first to get a job, and who teachers would 
prefer to have in their classes, among other preferences.  
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successful in a schooling context. To a far lesser extent, the same was expressed about José.    

The fact that all child migrants in the scenarios were bilingual, non-English speakers did not 

signify, in the mind of PSTs, that they were similar.  PSTs voiced that each child’s bilingualism 

posed a challenge, principally, for the teacher and, secondarily, for each child’s initial peer 

socialization; however, was an indicator of their linguistic versatility and intelligence when it 

came to the TCKs.  In José’s specific case, the normative discussion was one of his need to 

assimilate into an English language environment, at the expense of retaining any of his native 

languages.  This PST belief is grounded in the ideological underpinning shared by dominant 

discourses in U.S. society of the fear of a Spanish language takeover (Gutiérrez & Jaramillo, 

2006) and opinion that the Spanish language, specifically, is as optional as opposed to an integral 

aspect of a Spanish-speaking child migrant’s identity (Tobin, Arzubiaga, & Adair, 2013).  In 

doing so, PSTs expressed beliefs that José would benefit, in the long run, from embracing one 

(i.e., English) and abandoning the other (i.e., Spanish). 

Given the racialized and negative assumptions PSTs expressed about Antoine and José, 

then, it is not surprising that PSTs generally believed Herman to be the more intelligent and 

successful child.  What was extremely difficult for PSTs to explain, however, was the reason 

why they felt Herman was smarter child.  It is essential to note that, generally, this belief was not 

expressed hostilely or using language that deprecated one of the other child migrants; 

nevertheless, enacted beliefs lead to actions and treatment to the benefit of one and the 

determinant of another and reveal that racist ideologies covertly operating.  Such is the case with 

this belief that PSTs hold that Herman is inherently more intelligent than Antoine and José.  

Garrett (2010) comments that, “In the language attitudes field, then, language varieties and styles 

can trigger beliefs about a speaker and their social group membership, often influenced by 
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language ideologies, leading to stereotypic assumptions about shared characteristics of group 

members” (p. 33).  Largely, and without overtly identifying their beliefs as classist, elitist, 

linguicist, and racist, PSTs enacted precisely those stereotypes in drawing conclusions about 

innate abilities and the inherent intelligences of all three child migrants.  While in their 

interviews, some PSTs like Leah and Gwyn were valiant enough to recognize that teachers often 

envision a child like José as “Hispanic as, like, dirty and poor and, like . . . being from a different 

area” and Antoine as  “he must be from the projects of something like that” and speak the 

negative stereotypes that lend themselves to drawing unfounded conclusions about a child’s 

linguistic acumen and intellectual ability.  Other PSTs completely evaded the explanation.  In her 

interview, for example, Roni tarried 45 seconds after being asked why she thought Herman was 

the smarter child migrant and would be the most successful child to finally respond “I don’t 

really know why I believe it, but it just seems like he [Herman] will smarter.”  Indeed, dominant 

notions that the White child is inherently smarter than the Black child or the Latino child 

manifests itself in such a way that PSTs either did not want to acknowledge these beliefs or 

choose not to once the realization that they were enacting such beliefs dawned on them.  

Regardless, the presence of such disparate beliefs at the fore of PSTs ideas about child migrants 

whose language abilities are the same at best and slightly different at worse signifies how 

enmeshed erroneous ideas about language, child migrants, race, and class are in the minds of 

PSTs. 

Summary of Belief Analysis 

 The overreaching beliefs the PSTs revealed about different types of child migrants 

indicates the sound influence of language ideology and folk linguistics in their assessment of 

child migrant’s present abilities and act as prophetic predictors of a child’s success.  The raced 
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and classed language ideas PSTs expressed about different child migrants stand in stark contrast 

and contradiction to the same PSTs desires and senses of obligation.  While PSTs theoretically 

welcomed child migrants into their schools and classrooms, the language beliefs they expressed 

about those children indicated that those children would be entering environment steeped in 

classist, racist, and linguicist ideologies.  Pre-service teachers leaned on the right of a child to a 

public education, but their latent ideas about different child migrants indicate that, based on the 

type of child migrant - the language he speaks, the color of his skin, his parents’ professions, 

among other factors the can be manipulated into preconceived notions - that right to attend a 

public school does not translate into a right to be educated free of assumptions that can unjustly 

favor or disfavor a specific student.    

Conclusions 

Theoretical Implications 

 One of the main objectives of this research project has been to determine the language 

beliefs that PSTs have about Third Culture Kids.  I intentionally used the examples of socio-

politically constructed White and Black TCKs to assess whether or not the same language beliefs 

would be purported about both.  This was not the case.  PSTs were unable to completely view 

Antoine as simply a child migrant – he was a Black child migrant with all the baggage that 

negative stereotypes about Black children and their families are subjected to in a U.S. context 

(Lippi-Green, 1997; Delpit, 2008; Donnell, 2013).  It is here that TCK research falls woefully 

short.  While the research has addressed some gendered differences (Szkudlarek, 2010; Melles & 

Schwatz, 2013) among this subgroup of child migrants, TCK research has not addressed issues 

of race and racial stereotypes in either home or host countries.  Although researchers in the TCK 

arena have recognized that race and class are issues that TCK research has ignored (A. Cottrell, 



 

181 
 

personal communication, February 11, 2015; A. Baker Cottrell, personal communication, August 

2, 2014), these subjects continue to be ignored.   

As previously noted, subsequent to Useem (1963) coining the term third culture kid and 

listing supposed TCK-unique characteristics and that concept being expanded upon by Pollock 

and Van Reken (2009), the research corpus on TCKs has, to varying degrees, mainly focused on 

supporting the initial definition and those characteristics.  Researchers who study this subgroup 

of child migrants have seldom challenged those initial ontological notions or questioned whether 

or not this subgroup of child migrants requires an expanded, reconfigured, or more troubled 

definition to account for an ever diversifying mobile community of children.  What TCK 

research has not done either is identified that raced and classed ideologies operating in societies 

and expressed through concepts, ideas, and perceptions expressed by individuals and manifested 

about children come to bear on how TCKs are conceptualized and socially-constructed.  TCK 

research has failed to challenge the ways in which this initial and amplified definition of a TCK 

have naively fixed this subgroup of child migrants as social subjects who are faceless, classless, 

and raceless, when the concept of a TCK and the way in which different TCKs are 

conceptualized are far from innocuous.  To illustrate, this research project has clearly shown that 

PSTs have very different conceptualizations of White and Black TCKs that affect how those 

child migrants are expected to perform in schools, what PSTs assess to be their personal 

attributes and attitudes, and even how TCK parents are imagined.  Conceptually, TCK research 

needs to move in the direction of questioning, redefining, and reconfiguring the term and 

associated presumed TCK characteristics in order to include knowledge and provide language 

needed to account for a more fluid definition of this type of child migrant. On a societal 

landscape where ideological regimes of thought, albeit hidden, operate in very different ways in 
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the lives and experiences of distinct groups and subgroups of people, a TCK is much more and 

more complex than a text-book third culture kid.               

 Classed beliefs about language that include how different languages are assessed within a 

U.S. schooling environment and the grave repercussions this could have on children have been 

recorded, particularly with regard to how class differences are noted through dialects and 

regional vernaculars (Bernstein, 1971; Heath, 1983, Kroskrity, 1998).  This study shows the need 

for a deeper examination and evaluation of the ways in which different languages are associated 

and classed through extant ideological systems operating in societies.  This has been attempted to 

an extent by recognizing that different languages are minimized and relegated to statuses of a 

commodity (Heller, 2007; Wee, 2008; Varghese & Park, 2010).  The fact that PSTs invoke 

classed and racialized language ideology that directly influence the manner in which they 

conceptualize the linguistic abilities of child migrants means that being bilingual, multilingual, or 

even and ELL carries very different meanings based on who embodies the languages and which 

languages are embodied.  For example, the data revealed that being a White, German speaking 

ELL is not the same, in the minds of PSTs, as being a Latino, Spanish-speaker.  For PSTs, this 

was not apparent as they expressed their differing beliefs about child migrant.  Nevertheless, 

understanding that ideology operates as Thompson (1984) reminds as a “process of sustaining 

asymmetrical relations of power – to maintaining domination . . . by disguising, legitimating, or 

distorting those relations” (p. 4) reveals why such beliefs manifest themselves as they did in the 

data.  With the hope that PSTs are engaged in process of belief development (Joram & Gabriele, 

1998), teasing out these beliefs in order to explain ideological frames of thought and  guiding 

PSTs out of folk beliefs and engaging them in reflective practices can go a long way in reversing 

the 1969 prophetic admonition of the National Institute for the Advanced Study in Teaching 
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Disadvantaged Youth regarding the racial, class, and ethnic biases in aspects of teacher 

education programs across the country.              

Limitations 

 This research project is in no way a comprehensive analysis of the language beliefs that 

PSTs have about all child migrants but rather attempted to scratch the surface of certain beliefs 

PSTs have about TCKs, principally, in comparison to other child migrants.  Nevertheless, it is 

important to note the limitations of this study, of which three primary ones will be outlined here.  

Firstly, the field of child mobility studies deals with a wide range and variety of types of child 

migrants and this study is limited to examining PST beliefs with regard to only two types of 

child migrants.  Ensor and Goździak (2010) remind us that, in addition to the two types of child 

migrants featured in this study, child refugees, unaccompanied minors, trafficked children, 

disaster displacees, street children, asylum seekers, economic child migrants, among others 

comprise part of the list of child migrants and they were not included in this study.  The potential 

impact, however, of PST language beliefs about these categories of child migrants is also 

imperative considering heightened child mobility on a global scale (Adams & Kirova, 2007).  

Secondly, and from a methodological standpoint, the degree to which participants attempted to 

provide socially desirable responses on the questionnaire vignette scenarios could not be 

controlled.  Although anonymity was guaranteed and reiterated, the Qualtrics questionnaire 

survey was a class assignment and given that courses were basically foundations of education 

courses whose syllabi addressed themes of inclusion, discrimination, ideological hegemony, 

among many others, some participants may have attempted to answer questions and prompts the 

right way as opposed to the honest way.  Lastly, because I, as the principle researcher, made the 

decision to make all of the children biologically male, there is no way of determining how 
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gender may have affected the language beliefs that PSTs have about different types of child 

migrants.  This is significant because extant research has shown teachers’ gender-based biases 

about intelligence (Streitmatter, 1994; Georgiou, 2008; Voyer & Voyer, 2014) influence 

subsequent in-class actions and interactions with children as well as teacher expectations of 

children.  Although there are additional limitations to this study, these are three of which, as a 

researcher, I was keenly aware during the course of this research project.  

Recommendations 

Suggestions for Action 

To date, TCK research continues, for the most part, to be uncritically tethered to a 1960s 

definition of a particular White child from the United States or Europe (Useem, 1963; Pollock & 

van Reken, 2013) who has lived a particular set of circumstances.  Subsequent research in the 

area continues to erroneously reaffirm this definition by not challenging the normative 

constructive of the TCK.  Findings from this study reveal, however that, although the term Third 

Culture Kid is frozen in literature as textbook White, the fact is the non-White TCKs are subject 

to the racial stereotypes that bypass texts and represents enacted ideological beliefs and become 

manifest realities that literature based on a monolithic construct can never address adequately.  If 

research on TCKs is to be relevant, a shift that includes contextualizing the experiences and 

interactions of this group of child migrants within social milieus where race, class, and structures 

of power may influence their experiences is needed.  This will require an examination of the 

classed and raced construction of the term, Third Culture Kid, itself that might, eventually, lead 

to reassessing its relevance as the most appropriate dominator to describe this population subset 

within the present camp of child mobility studies.  
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Additionally, considering the latent language beliefs that PSTs revealed about different 

types of child migrants means that Teacher Education Programs (TEP) cannot rely a cursory 

review of language learning, classed and raced beliefs about school children, and second 

language acquisition to meet the needs of future teachers.  TEPs and courses and activities that 

comprise the same need to be designed with diffidence in the ability of PSTs to confront an ever 

global and diverse student population in U.S. schools.  For this particular study, only one student 

of a total of 92 participants had taken a Second Language Acquisition course51 and, regrettably, 

this particular participant reproduced some of the same race- and class-tinged language beliefs as 

those who had reported not having taken an SLA class.  As such, the frequency of and exposure 

to specific content that counters dominant supremacist ideological notions that are harmful to 

both PSTs and child migrants is needed to better prepare PSTs for a diverse student populations 

and communities.  Here, it is essential to note that TEPs that merely require a SLA or SLA 

methods course may do very little in the way of countering hegemonic language ideological 

frameworks within which PSTs operate on individual and collective levels. Although there was 

only one student who reported taking a SLA course, the reproduction of classed, raced, and 

linguicist ideological beliefs on the part of that participant alludes to a need for a particular type 

of SLA methods course.  Courses that are fashioned and purposely aimed at critically engaging 

PSTs with regard to general knowledge of language, language acquisition and, more importantly, 

ideological frameworks within which languages and those who embody language are 

conceptualized– from the personal to the local to the global – are needed.  This implies TEPs 

committed to moving beyond a check beside a SLA course requirement to one where courses are 

designed to be transformative elements in the lives of novice education professionals.  As the 

                                                
51 Other students confused the university’s six (6) hour foreign language requirement for all undergraduate degrees 
as SLA courses.  This six-hour requirement can also be fulfilled by completely the equivalent number of hours in an 
approved computer course. 



 

186 
 

data showed, PSTs uniformly gave the correct or socially acceptable answer (i.e., “wow, this 

child bring lots to the table’ or “he is really smart”) until they were required to provide more in 

depth descriptions of their beliefs.  Once the latter was elicited, their responses reflected 

dominant ideological notions that racialized and classed languages, promoted and demoted child 

migrants based on solely on racial and classed categories allotted to children through accidents of 

birth, and disclosed a corps of PSTs who are ill-prepared, albeit not lacking in desire and will, to 

appropriately teach a continually diversifying student population.  Considering this reality, TEPs 

and their respective colleges of education would be ignoring professional, civic, and moral 

responsibilities to future teachers and present and future students and their families by 

maintaining course requirements that do not punctually address these issues.  

Suggestions for Future Research 

 By no means is this research project comprehensive but rather represents a platform from 

which other projects can delve deeper into PST language beliefs about child migrants can spring.  

Research with other PSTs that uses narrative vignettes that are descriptive of the types of child 

migrants in a particular region can be used as ways to gauge understandings the former have 

about language and the types of migrants coming to comprise a population is warranted.52   For 

this study, only specific types of child migrants who are more likely to settle in a given region 

were highlighted.  Also, research that addresses female child migrants might reveal gendered 

notions that PSTs have about language and language learning.  Additionally, since teacher 

preparation, in general, in the United States is being researched extensively to, vignettes about 

child migrants that move beyond superficial responses can be used as one way to evaluate the 

effectivity of changes to TEPs that aim to better prepare future teachers by equipping them not 

                                                
52 In both Qualtrics questionnaire surveys and interviews, multiple PSTs commented that they went to school with, 
knew families with children like, or were working in schools or day care centers with child like Antoine, Herman, 
and José.     
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only with the knowledge, skills, and abilities to teach children but also confront them and engage 

them in reflective practices aimed at making PSTs award of biases, misinformation, and lies they 

may believe about children and learning.  Another extremely salient aspect of research on 

teacher beliefs that was not addressed in this study is that of how PST language beliefs about 

different child migrants come to influence and ultimately shape PST identities.  As the data have 

shown, PSTs expressed very strong opinions and imaginings about the hypothetical child 

migrants, their language abilities, and their families and the manner in which these come to 

shape how PSTs view themselves can be a valuable unit of analysis and reveal additional 

ideological frames in which PSTs operate.                  

Summary 

 This research project began with as a result on my interests in language learning, work 

with PSTs, and past and present work and interaction with child migrants and their families as 

explained in Chapter I.  After detecting the dearth of research on the language beliefs that PSTs 

have about one subgroup of child migrants, Third Culture Kids, and the absence of an 

examination of race and class in TCK scholarly works, I set out to integrate my interests in that 

research, work with PSTs, and understanding of the broader field of child mobility studies and 

designed this research project, initially, to address the following questions: 1) what language 

beliefs do pre-service teachers have about Third Culture Kids; and 2) how do pre-service 

teachers view the linguistic capital of Third Culture Kids differently from that of immigrant 

children?  In order to address these questions, I constructed narrative vignette scenarios of two 

types of child migrants (i.e., two TCKs and one child immigrant) who were all male, non-

English speaking bilingual children entering fourth graders.  The narrative vignettes were 

initially piloted on a group of PSTs, modified accordingly, and then used in this research project 
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where they were addressed in by a total of 92 PSTs through interviews or questionnaires.  In 

Chapter II, I detail the conceptual lenses of language ideology and folk linguistics that were 

employed as interpretive lenses under which data were analyzed and reviewed other relevant 

literature germane to the nature of this study. 

 In Chapter III, in addition to outlining this study’s methodology, I narrated how shortly 

after the beginning of data reduction, the raced and classed beliefs that PSTs have about child 

migrants warranted the addition of the following sub question to the first research interrogative: 

how do pre-service teachers differ in their language beliefs about socio-politically-constructed 

White and Black TCKs?  Data were coded and dominant themes emerged that resulted in the 

extrapolation of overarching language beliefs PSTs have about different types of child migrants.  

These themes were detailed in Chapter IV with descriptive data provided for each theme.  

Additionally, overarching language beliefs that PSTs have about different child migrants, 

informed by these dominant theme, were proffered in response to the research questions.  Lastly, 

in Chapter V, those beliefs were analyzed using folk linguistics and language ideology.  

Subsequently, the limitations of the study, theoretical implications, and suggestions for future 

research were detailed.      
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