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EFFECTIVE INSTRUCTIONAL PRACTICES IN BILINGUAL EDUCATION

At a time when so much of American education is homogenized and

standardized, despite the tremendously rich variety of American

communities and the families who live in them, bilingual education

programs are the exception. They have so far escaped the pressures

toward standardization, and varied programs are alive and well. Brief

descriptions of seven programs can exemplify this dfversity. All

seven are "effective" programs, where the criterion of effectiveness is

significantly higher academic achievement than in other schools far

similar children, trained observers" perceptions of the quality of

instruction, and/or the pride of professional staff and parents.

School A is in a small, rural, agricultural community inCalifornia. It serves fluent English speaking children as well aslimited English speaking children in a bilingual strand from
Kindergarten through eighth grade. The proportion of instructionaltime in Spanish and English changes in a carefully planned wayacross the grades:

Kindergarten: Spanish and English each 50X
by 3rd grade: English 60%
6 -7 -Sth grades: all English, except for maintaining
Spanish literacy development

Literacy is taught first in Spanish. Both English as a second
language (ESL) and Spanish as a second language (SSA) we taught(though the latter not as successfully). A special educationteacher has organized a "gifted Spanish speaker" group that meatstwice a week and has produced a Spanish language play that will bevideotaped for future instructional use. A respectful relationshipbetween students and staff permeates both the primary and
intermediate schools, and task engagement is high. The bilingual
program and the multicultural social studies program that
accompanies it are credited with significantly higher achievement
than In other- such rural communities, and also with unusually
harmonious inter-ethnic relationships within the community.
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School B is a year-round community school in a town near thuCalifornia/Mexico border. The Kindergarten-6th grade bilingualstrand is taught by two-teacher team*, one of whom teaches onlyin English and the other !nachos only in Spanish. Together,they plan a complex set of activities for children grouped byability. language level or interest. The program is integrated intothe whole schoollosnd includes English speaking children who wantto learn Spanish, Spanish speaking children who must learn English,and bilingual children who wish to perfect both languages. Thedistrict has a well developed basic skills continuum in bothEnglish and- Spanish. But to counter the "curricular reductionism"that can result from concentration on isolated skills, the continuaare considered a base to be elaborated. The librarian and the wellequipped school library are considered by everyone to be "half thelanguage arts program" (though it has admitted inadequacies inSpanish children's literature). Because this is a community school,senior citizens are an important part of the school community- -reading to children, accompanying them on trips and helping to makecurriculum materials. In general, morale, discipline andachievement are high. It is an of urban bilingual school.

School C is in the heart of the Spanish speaking barrio in alarge California city, and the bilingual program encompasses theentire school. The following chart shows the language developmentprogram organizations
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All'children learn in both English and Spanish throughout the
school, and the two languages are considered by everyone as two
ways of communicating that are equally useful and valued. The
curriculum emphasizes reading, language arts and math, with an
expansion of the social studies being planned. To avoid
curricular reductionism, a basic skills continuum is enriched by
"language experience" activities, evidenced by the wealth of
children "s writing in both languages on the wall--for example,
exceptionally well-written Spanish compositions about a trip to sem
the migrating whales.

gshsaLR is on an Indian reservation at the edge of the
northern plains. The local Indian language is a living language,
and the focus of the program is on the development of its written
farm. The bilingual program builds on 12 years of work to
standardize the orthography and develop curriculum materials. The
teaching staff is half Anglo and half local Indian, and local
Indian aides are present part of each day in the classrooms of the
monolingual Anglo teachers.

Kindergarten -3rd grade: English is the main language of
instruction, with the native language used when necessary to
clarify concepts or directions.

4-6th Vadat: Regular lessons are added in reading (but not
writing) the Indian language.

Pullout instruction is kept to a minimum to maintain the classroom
teacher6s control of the curriculum, and any special help in
English to individuals or small groups is closely tied to the
subJectmatter of the regular classroom lessons. Since the advent of
the present principal 11 years ago, achievement levels have climbed
so that now 75% of the children are et or above the natianal norms
in English reading. Math scores are lower, and the teachers and
aides have in-service workshops in teaching math in both English
and the Indian language. The community is very proud of the school
and the achievement of its children.

School E is in a suburban metropolitan area in a
northeastern state. A pre - -World War II Caucasian majority and Black
minority has been augmented by immigrants from Korea, Latin America
and Southeast Asia. By now, 30 languages are spoken in the
district. The school staff is rargely Anglo, but Black., Hispanic
and Korean teachers are increasing. Two of the district elementary
schools have only pullout programs because the number of speakers
of any Xanguage is less than 20. At each of these schools, a
fulltime resource teacher and a full-time aide, highly literate in
both Spanish and English, work with the Spanish speaking children
in small groups on curriculum carefully coordinated wi the _

classroom teachermt_Amiramplmi-m-sualrThigaii-eiliducted in
.-------rizearr---entSpiansh ends with a review of the central terms in
English. Gtudents who speak other languages receive additional help
in the content areas in which vocabulary and concept development is
stressed. When two or more students speak the same foreign
language, they are encouraged to help each other. The third
district school is a cluster school for Spanish, Korean and
Southeast Asian students. Literacy classes that bring children
together from several homerooms are held in Korean and Spanish



-4-

through the Jr. and Sr. high schools, but the lack of teachers has
limited the use of other languages. The success of the first
bilingual program, Korean, and the high achievement of its students
formed a base far positive attitudes toward the Spanish program in
the community as a whole.

IktuaaS is in a large city whey*, an unsuccessful bilingual
program far Rom (gypsy) children a decade ago was followed by
successful programs in Spanish (no longer needed) and Korean, and
now by diverse immigrants from Southeast Asia. The Korean program
is a complete biliteracy program from Kindergarten through high
school, with strict separation of the languages observed. Far the
children from Southeast Asian language groups, a wide variety of
instructional approaches, many on a pullout basis, is required by
differing numbers of students, their different language
proficiencies in English and their first language, and the
availability of qualified teachers and aides. Small pullout classes
have three instructional goals: systematic English development,
teaching life vocabulary in English, and assistance with the
vocabulary of the regular curriculum. Frequent consultations
between the ESL and classroom teachers is considered by everyone to
be a very strong aspect of the program. The experiences of the
Southeast Asian children--in refugee camps and many relocations--
wake adjustment to school- difficult. But the school is trying hard
and, as with School E, the success of the Korean program has
created a positive community attitude toward bilingual education.

School GA in a large California city, has a model
demonstration project in two-way bilingual education. 60% of the
students are limited English Spanish speakers, and 40% are fluent
English speakers from either Hispanic or Anglo families. Instruction
and class activities at the primary level (preschool through grade
3) are in Spanish, except far a 20-60 minute period for English,
depending an grade level. In grades 4-6, instructional time in the
two languages reaches a balance, as shown in the three schedules
below. Strict separation of the languages is observed, with
different teachers teaching in Spanish and English. The program is
thus simultaneously a Spanish immersion program far English
speakers (modeled on the successful French immer-sion programs for
English speakers in Canada) and a full bilingual program for
Spanish speakers. During both Spanish and English times of the day,
students whose primary language is being used as the medium of
instruction serve as native peer models for the rest of the class.
Participation in the program is voluntary because the pattern of
language instruction requires a long-term commitment, and program
evaluations have consistently indicated excellent success.
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As these examples make clear, principled variation in the instructional

functions and allotment of time in students' first and second language

depends on the functions served by the non-English languages in the

community, the availability of written texts and qualified teachers in

those languages, the composition of student groups with respect to

language proficiency, and--most important of all--the language goals of

each particular program.

(liven this diversity at the level of effective bilingual programs,

are there any commonalities in the organization and content 04

effective classroom instruction? The most systematic attempt to answer

that question comes from the Significant Bilingua, Instructional

Features Study (SBIF).= The 5S classrooms observed in this study

come from six sites and include a variety of non-English languages.

All were considered "effective" an two criteria: first, they were

nominated by members of four constituenciesteachers, other school

personnel, students and parents; second, the teaching behaviors

produced rates of "academic learning time" (ALT) --a measure of student

engagement on academic tasks-- as high or higher than reported in other

effective teaching research. Since the SBIF study is the most

extensive study of effective instructional practices, its findings will

be used as the organizing framework fnr this review, and findings from

other research will be incorporated into comments an the SBIF results.

The SBIF findings can be divided into two parts: instructional

features common to bilingual and monolingual education; and

instructional features unique to bilingual education. For each part, I

will first quote from the SBIF findings and then add comments from

other sources.

9
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Shared Instructional Features

The first two instructional features identified in the 58 Effective

classrooms pertain to the communication and organization of

instruction:

Successful teachers of LEP (limited English proficient)

students specify task outcomes and what students must do

to accomplish tasks competently. In addition, they

communicate (a) high expectations for LEP students in terms of

learning, and (b) a sense of efficacy in terms of their own

ability to teach.

Successful teachers of. LEP students, like effective

teachers generally,%exhibit use of "active teaching"

behaviors which have been found to be related to increased

student performance on academic tests of achievement in

reading and mathematics including (a) communicating clearly

when giving directions, specifying tasks, and presenting new

information; (b) obtaining and maintaining students'

engagement in instructional tasks by pacing instruction

appropriately, promoting involvement, and communicating their

expectations for students' success in completing instructional

tasks; (c) monitoring students' progress; and (d) providing

immediate feedback whenever required regarding the students'

success.

At first thought, these seem unexceptional instructional practices.

What these nominated teachers are doing is what all good teachers must
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do. If reassurance is needed that goad bilingual teachers are first

and foremost good teachers, the SBIF study provides that reassurance.

But a more detailed picture of instruction in these classrooms

suggests limitations to the available picture of effective teaching.

Consider the following more detailed descriptions of the organization

of instruction in SBIF classrooms*

Students were instructed as a single group for slightly more

than half of the school day. An additional 46% of the school

day wad spent in grouped instruction. Individualized

instruction was vary rare.

The most camera activity substructure across all classes

involved more than two thirds of the students working directly

with the teacher in a recitation-like activity.

Students worked on instructional tasks independently for over

90 % of the average school day. That is, students were

required to cooperate with other students or to work in teams

very infrequently.

When students worked on instructional tasks which involved

the creation of a product, the farm and content of the product ,

was prescribed by the teacher over 90X of the time.

One can rake exception to this description of effective practices

on principled grounds as does John Boodlad author of the only recent

"report on schools" that inclUdes extensive observations in elementary

11
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schools. His articles in the KAMM, previewing his more recent

book,m express strong criticism that "students rarely planned or

initiated anything, read or wrote anything of some langtH, or created

their own products. They scarcely ever speculated on meanings, and

most of the time they worked alone". Goodlad"s obseArations in more.

than 1000 classrooms match SBIF observations in 58, but he does not

call what he found "significant Instructional practices" in any

positive sense.

My interpretation of tis contrast in interpretations is

that one kind of classroom organization has been reAnforced by

dissemination of research on "effective teaching ", esircially the

research on academic learning time4, and that the result Is what the

SBIF study found. Bilingual education is, in this sense, sharing from

the limitations as well as the benefits of that research. It has

promoted a single model of effective teaching: keeping children engaged

in academic tasks in a very limited stet of organizational

arrangements--pr imarily large-group lessons or solitary work on

group-assigned tasks. Teachers who keep children engaged in different

activity structures--with more individualized and self-selected

reading and writing, and more small group discussions and collaborative

workrarely appear in our.research. The possibility of such

alternatives in bilIngual as well as monolingual classrooms should not

be forsclose&by the dissemination of a single model, no matter'~ how

frequently encountered in classrooms nominated as effective accordinp

to prevailing notions of of that the academic learning time

research has helped to create.

Several related problems can be identified. One is the supposedly

neutral concept of "task." To advocate "time an task" says nothing
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about what tasks cnildren should spend time on in school.

Unfortunately, because of the power of standardized tests in American

education today, the tasks children are assigned are those most like

items on the tests. Norman Frederiksen, a senior researcher at the

Educational Testing Service, writes of the "real test bias"s the

influence of tests on teaching and learning'

If educational tests fail to represent the spectrum of

knowledge and skills that ought to be taught, they may

intrcduce bias against teaching important skills that are not

measured. :rg 'dew of the increasing influence of standardized

tests in education, such bias may be substantial....

Icprovement in basic skills is of course much to be desired,

ati the use of tests to achieve that outcome is not to be

condemned. Ply concern, however, is that reliance on objective

tests to provide evidence of improvement may have contributed

to a bias in education that decreases effort to teach other

important abilities that are difficult to measure with

multiple-choice tests. A recent NAEP (National Assessment of

Educational Progress] report suggests that there is such a

bias.

The NAEP report shows that over the past decade performance

on items measuring "basic skills" is not declining, but there

has been a decrease on items that reflect more complex skills.

There are, of course, many possible causes of the changes

in performance on the NAEP tests, but the possibility must be

considered that the mandated use of minimum competency tests,

(and other standardized achievement tests] which use the

13
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multiple-choice format almost exclusively, may have

discouraged the teaching of abilities that cannot easily be

measured with multiple-choice items.s

Second, even the concept of academic learning time (ALT) itself

must be implemented with caution. As defined in the SWF study, ALT

"measures the amount of time a student is productively engaged in

completing assigned tasks at a relatively high rate of accuracy. The

problem is that tasks that elicit the most accurate raw:moss are not

necessarily, or even probably, the most intellectually important. Low

level questions about factsin oral recitations cur written

comprehension exercises--are more apt to be accurate than higher;level

questions that demand inferences. Similarly, compositions are mar apt

to contain errors than fill-in-the-blank workbook exercises; yet one

will never learn to construct a coherent paragraph by completing or

even transforming sentences originally constructed by someone else.

The danger of "reductionism" fractionating complex tasks into

component parts that, no matter how wall practised, can never

reconstitute the complex whole --was mentioned in the descriptions of

Schools B and C. It applies to all education, not just bilingual

education, but it should be of special concern where language

learning is a significant educational goal. British researchers who

did a case study of one bilingual school in the U.S. comments

The transitional mandate grips the-curriculum in an

educationally reductionist vice. It is not just that the

acquisition of English language skills dominates the

activities of teachers and pupils alike but that the

14
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very definition and pursuit of those skills is constrained by

narrow interpretations of legislative intent. The result is a

largely behaviorist pedagogy...Ein which3 language is divorced

from its cultural contexts of meaning and use, componentised

and taught as abstraction. This is arguably the most

difficult way yet devised to promote literaty and the least

responsive to the student's cultural resources. 46

A third problem in applying the ALT criteria to bilingual

classrooms concerns the role of error in language learning. From

the 2-year old who says gnor fitelm to older learners of both

first and second languages, errors are indications of the pattern

discovery mechanise that is at the heart of our language learning

capacity. The fact that some patterns turn out to have exceptions does

not detract from the temporary progress that they represent. As

Paulmton says in her invited commentary on the SBIF findingss

The notion, common during the behavioral audiolingual days,

that errors must be avoided in second language learning lest

they become habits has long been superceded by the recognition

that errors are inevitable byproducts of language learning,

indicative of progress and learning strategies. ,Studeqt

accuracy rate as an aspect of ALT is not valid for the

primal of language acquisition (emphasis in the

original) v.

Paulston goes on to suggest a distinction between moments when a

student error is directly part of the teaching point like the spelling

15
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of plurals or using capital letters (when immediate feedback should be

given) and moments when errors occur incidentally and do not interfere

with communication when they can be safely ignored). That is a very

different instructional recommendation from placing a premix on high

accuracy at all times, and even selecting tasks-r-in language arts or

other content areas--so that errors are least likely to occur.

Unique Instructional Features

Instructional features unique to bilingual education include the

use of two languages, special activities for teaching a second

language, and instructional practices that take advantage of

students" cultural background.

Use of Two Languages

According to SBIF reports, averaged across the 50 classrooms in the

SWF study, English was used approximately 60% of the time, and Li or a

combination of the two was used the rest of the time, with the % of

English increasing with grade level. The third significant

instructional feature was the particular way in which the two languages

were often combined:

Successful teachers for LEP students mediate inrtruction far

LEP students by the use of the students' native language (Li)

and English (L2i for instruction, alternating between the two

languages whenever necessary to ensure clarity of instruction.

That is, during instruction that was basically in English, teachers

would switch to Ll to clarify meaning, usually Just to an individual

16
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student or a small group.

This use of two languages has been termed "instructional

bilingualism" by MacDonald et al, who found the same pattern in their

observational study, and "code alternation" by Paulston. More

important than the name are distinctions between this pattern and both

"codeswitching" and "concurrent translation". Code switching is a

common phenomenon in ordinary conversation between bikinguals who share
It

two or more languages. It differs from the SHIT' instructional pattern,

as Paulston points out, because "code switching does not reiterate but

merely continues the narrative," and the teachers do repeat.

Concurrent translation is an artificially created teaching strategy in

which each and every sentence is spoken first in one language and than

translated into the other, often by another teacher or an aide. In the

SBIF pattern, teachers translate spontaneously, but usually Just to an

individual child, and only when there is evidence of lack of

comprehension.

Decisions about the instructional role for Li are among the most

important decisions in bilingual education design. In reflecting on

the pattern of code alternation, it is important to keep in mind the

most powerful theories about the educational significance of Li, and

the best environments far the acquisition of L2--the theories of

James Cummins and Stephen Krashen, respectively.

In programs designed on the basis of these ideas, there would be

lessons taught entirely in Li and other lessons taught entirely in L2.

A strict separation between the two would be observed, as in Schools

F and B. This is most easily achieved when the two sets of lessons are

taught by different teachers, even in different classrooes (as in

School 8). Unfortunately, such sustained use of Li and L2 is not

17
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separated in SBIF reports from the combination of languages that even

occasional translation produces. According to one SBIF researcher,

Nigdalia Romero, "the use of two languages in the observed classrooms

was mare complex in farm and function than the single pattern of

periodic language alternation to clarify meanings to individual

students that is reported in the SBIF documents". 4°

It is easy to see why concurrent translation was not found in the

effective SBIF classrooms, and even hard to see why it ever became a

suggested strategy for bilingual education in the first place. Subject

matter learning is slowed down, because students get half as much

content per unit of time; and students don't have to work to comprehend

L2 because they can count on waiting to hear the same message in more

familar words. Fillmore comments an one classroom in which concurrent

translation was used:

We have numerous video-record observations of the students

(Hispanic and Anglo) in this classroom alternating being

attentive and inattentive as the teachers switch between

languages in their lessons. During the times the language

they don't understand is being spoken, the students simply

stop listening. *0

The same criticism has been made of the more spontaneous and less

frequent translation that SBIF found. But the SBIF findings were

applauded by other bilingual education teachers to whom the study was

reported. Thus there is a conflict of opinion between teachers

and researchers on this point:"

Evaluation research studies continue to find that in the most

18
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powerful educational environments for producing bilingualism, both

languages are used as the medium of instruction, but seoftratelvelm

It is thus important to try to understand why this separation is so

hard for teachers to maintain in practise. That it is hard to maintain

is confirmed by an evaluation of four Head Start bilingual curriculum

models:

Carrying out the language strategies suggested by the models

was the aspect of programming most related to positive

outcomes. It was at those sites where the teachers most

consistently followed the model's strategy for language

practise that most significant differences between

Experimental and Comparison Head Start children were generally

found. Teachers using models recommending language separation

strategies encountered difficulties in maintaining .the use of

a single language during language sessions.=

Why is this so? In a diagram given on the next page, Romero suggests

many influences on a teacher's language user. s' Three reasons deserve

special mention.

One reason may be inadequate proficiency in the language of

instruction. Teaching in a language requires more than a tourist's

knowl edge. Richness of vocabulary and clarity of espression are

essential. When teachers are teaching in their own weaker language and

hit a communication barrier, the easiest recourse is to supplement with

a few words of their own Li.

A second reason is that it is harder work both to plan and to

teach a lesson completely in the students' L2, making it comprehensible

19.
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through pictures, gestures, predictable and consistent task structures,

etc. Moreover, when talking to a group of students of mixed language

proficiency levels, adjustment of vocabulary and syntax to the

comprehension level of the students becomes even more complicated, and

pressures to help individual students without losing the attention of

the rest of the group may make a quick translation'seem to be the most

expeditious response.

Finally, in programs where Li does not have a valued and secure

substantive role as the sole medium of instruction during part of the

school day, teachers may feel that using it even in a limited and

occasional way helps to establish an identification and trusting

relationship with their students.

It is important to understand the reasons for language alternation

--whether these or others--in each particular case, not to it as

inevitable, but to know where to try to work for change. Then, as

Legarreta-Marcaida suggestssa, occasional monitoring will be

necessary to make sure that the ,desired language use is being

maintained. This is especially true with respect to the use of

minority languages because of the powerful pressures toward English

discussed below.

AgagriamumsRA-gla. "Immersion" is the term used for the

succesful bilingual programs in Canada in which English-speaking

children are instructed initially in French. Because the influential

Baker and deKantor review of evaluation studies concludes that

"structured immersion" programs should be expanded in the U.S., it is

important to be clear about the Canadian original, and about the

dangers of a simplistic transfer of an educational program from one
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cultural context to another.s

The bar graph on the next page shows the allocation of

instructional time in French (L2) and English (Li) in Canadian

immersion programs that begin in Kindergarten." In thinking about

this model, it is important to remember that in Canada the total

immersion experience is a bilingual experience from the first day of

school. The children's Ll, English, is the language of the school--its

offices, halls and playgrounds. Children are not criticized for

speaking Li in the first year or two, and teachers in the first two

years must be bilingual so the children can always be understood.

Because French immersion programs have been so successful for

English-speaking children in Canada, it is not surprising that some

American policy-makers have recommended their development for minority

children in the U.S. But such a simplistic transfer ignores

differences in the cultural and political contexts of the focal

children in the two countries. On the basis of extensive research

experience in both Canada and the United, Tucker describes the

the yerviestrictive conditions under which. . it would seem fully

appropriate to begin schooling in the second languages"

where the home language is highly valued by all members of the

community, where parents actively provider encouragement and

support far the acquisition of literacy in the mother tongue,

and where a community stereotype exists that the children will

succeed in school (emphasis added-CBC).*0

Those conditions prevail for English-speaking children in Canada but

not for minority-language children in the U.S.

Paradoxically, the status of Li as a valued means of communication

and a medium of significant content instruction is more secure in true
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immersion programs than in many bilingual education programs. And .

teachers and outside experts agree that Li's secure status is central

to the imrersian program's success. In any evaluation r.search an the

effects of immersion education-for minority children in the United

States, two'clasign features of such research are essential: as far as

possible, the status of Li shquld have at least the same status in the

total program as it does in Canada, and the appropriate comparison

program should be a long-term ("late exit") bilingual program= -for

instance, the program for Spanish-speaking children in school S or

far Navajo children described by Rosier and Holm."

Tiacher_comoetemLesm_ Wherever possible, teachers of young

children (ideally, of beginning 12 learners of any age) should

understand LA even if on a principled basis they speak only L2 during

certain periods of the school day. Observational studies describe

frequent situation's where the teacher's bilingualism is critical to the

child's engagement; and where monolingual L2 teachers cannot tell when

children speaking LI are on task or off, and so reprimand them for

speaking Li even to each other, simply because ft is incomprehensible

to the teacher.aa

A more complex issue concerning teacher competencies emerges from a

combination of studies of initial literacy instruction.ml The logic

of the concern is as follows* The most diff4cult aspect of learning to

read If; not decoding but comprehension; in Spanish/English bilingual

programs, initial literacy is almost always in Spanish; where the

teacher is not sufficiently bilingual to carry out this instruction in

Spanish, initial literacy is taught by aides (40% of the time,

according to one study); because aides are less qualified and less
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experienced than certified teachers, they are less apt to do the more

difficult task of literacy teaching with a stress on comprehension.

Thus teachers are needwdrwho have training in teaching reading as well

as a high degree of proficiency in the language of instruction.

This argument is not intanded to underestimate tkuo value of aides.

Even in classrooms where teachers are fluent*in both 1.-1, and L2, aides

provide valuable instructional help. And, because in social class and

educational level they are closer to many parents than most teachers,

they also provide an important link between the school and the

community.

Teaching a Second Language

Instruction in bilingual education has toebe planned wfth the needs

of second language learners in mind. This involves both the

accommodation of instructional language to learners who are not yet

fully proficient, and the provision of activities that are designed

specifically for learning L2. The fourth significant instructional

feature in the SEIF classrooms is the integration of these two goals,

Students learn the language of instruction when engaged in

instructional tasks using that language. This integrative

approach to developing English language skills during on-going

instrue..ion in the regular classroom contrasts with the more

traditional, pull-out procedures where LEP students leave the

regular instructional setting to receive ESL instruction.

This integrative approach to teaching L2 skills also chactarized the

prorgams in Schools B, C, D and S. Other research reports and
.4
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commentaries suggest *our additional considerations.

If the

regular classroom teacher feels the full responsibility for teaching

L2, subject matter instruction may be distorted. The teacher may

concentrate too much on formal and superficial aspects of the students'

L2 production, and communication about the content may come to a halt

while she corrects student errors. Remember Paulston's recommendation

that L2 errors not be corrected when language use is incidental to the

leSson and does not interfere with coomunication.

A specific instance of this danger is shown in Moll's contrastive

iitudy of the reading instruction of a single 3rd and 4th grade group of

/Spanish dominant students who were taught first in Spanish by one

/ teacher and then in English by another.s°' The contrast is described

in detail for the high group ithe same Lhildren) in each class.

In the Spanish reading lesson, discussion about the text demands

high level comprehension via questions of inference and generalization,

and written book reports are assigned. When the same children are in

the English reading lesson taught by an English monolingual teacher,

"The overriding orientation of these lessons was an the process of

decoding, pronunciation and other farms related to the sounds of the

second language". Either the English teacher was using the reading

lesson as a pretext for an ESL lesson in pronunciation, or he was

considering all errors in pronuriciation to be errors in decoding

without the kind of comprehension check that could distinguish between

the two

In a second study, Moll replicated the Spanish reading/ English

reading contrast. Again, "children with excellent Spanish reading

skills were placed in English reading groups that required
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comparatively low levels of performance". He than designed a set of

experimental lessons in English reading. In these lessons, the

children read the texts silently, to avoid attention to pronunciation,

and were encouraged to express in Spanish,their comprehension of the

English text. This enabled the children to read grade level materials

rather than the much easier material they had previously been assigned.

The teportance of Mall 's work is less in his particular solution

and more in highlighting the danger that the "English reading

curriculum underestimates the student's ability by addressing law level

oral language problems at the expense of developing grade-level reading

comprehension". The benefita or liabilities of the integrated approach

that SWF found thus depends on the approach to the acquisition of

English held by the content-area teachers.

The effect of the comoosition of the student croup. When the

SSIF study compared the stability of instructional practices across two

successive years in a subsample 04 ten classrooms, they found

differences that could be attributed to three influences: a change at

the district level about what tests students in the bilingual program

had to take; a change at the school level in the availability of an

ESL teacher or aides; a change at ti,* classroom level in the

language proficiency composition of students in the class.

One study by Fillmore suggests a principled way of thinking about

relationships between the composition of the class and the organization

of instruction.a0 When a class has a heterogeneous group of fluent

am limited speakers of the instructional language, it is particularly

difficult far the teacher to teach the group as a whole and accomodate

her language to such varied proficiency levels. However. if pairs or

2.8
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teams are formed so that fluent speakers are paired with less fluent

children, the number of language models available is multiplied.

In discussing SBIF*s findings about the predominance of large group

instruction, I reported Soodlad's recommendation that more -

opportunities be created far children to work together on academic

tasks. Fillmore's work suggests that this reLlmmendation is especially

appropriate in such mixed groups. School S is an example of a program

Where each group of language learners has a set of native-speaking

classwiates, with the role of expert and learner reversed in the Li and

L2 parts of the school day.

From her more recent research, Fillmore suggests that this

recommendation may be more appropriate for children from some cultural

groups (e.g. Hispanic) than others te.g. Chinese, who expect the

teacher to be the source of knowledge). The importance of such

cultural considerations in bilingual programs is discussed fuether

below.

Eist Whether it is taught by the regular classroom

teacher as language arts or by a teacher specially trained in teaching

English as a second language, there is value in a regular period when

language itself is the focus of attention. Depending again an the

language proficiency composition of the class, this may have to be done

on a pullout basis--as in Schools E and F.

Appropriate teaching methodology is a more controversial question.

According to Paulston with adolescents and adults the audiolingual

method has been discredited, and there is general agreement on a

communicative approach where the focus is on language use rather than

language form. But elementary ESL teachers insisted to her on the

value Qf choral drills of substitution, repitition and transformation--
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the core of the audiolingual method. Like the matter of code

alternation in regular classroom instruction, the matter of the most

effective instructional practice* in ESL is a tion on which experts

and at least some teachers disagree; Since there is no evidence of the

value of pattern drills, it is important to understand why they are

still so widely used and then take steps, including in-service

education, to help teachers adopt more effective practices.

These recommendations apply, of course, to second language

instruction in non-English languages as well--e.g. Spanish as a second

language (SSL) .

The value of readina to children. Fi"om research on children's

language development, we have known for a long time that reading to

children makes a significant and special contribution to their growth

in oral language proficiency and later reading success. The language

of books is not the same as the language of everyday conversation, and

reading to children provides unique input to their mental language

system. They become familiar with lees frequent vocabulary and

systactic patterns they will encounter later in reading to themselves.

Moreover, the adult-child talk interpolated between the lines of the

text is, in essence, instruction in reading comprehension. And of

course such activity brings enjoyment of books and increased motivation

for literacy.

In the time pressures already present in bilingual education, it is

perhaps not surprising that reading to children is never mentioned,

even in descriptions of effective programs. But we now have research

documenting how reading to and .with children can contribute gore to

their second language learning than equal time given to conventional

lessons in ESL. The research was done an two South Pacific islands,
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where teaching English admittedly faces special problems due to the

lack of native English speaking teachers. But the principles behind

the success are so well grounded in other research that the activity is

well worth finding time for in even ,the busiest school day.smi

Cultural Sensitivity

About the fifth instructional feature found in the SBIF study there

is no controversy. Everyone reading or hearing the SBIF reports--

outside experts and bilingual teachers alike--agrees that the use of

information from.the LEP students* home culture can promote engagement

in instructional tasks and contribute to a feeling of trust between

children and their teachers.

The SBIF researchers found three ways in which home and community

culture is incorporated into classroom lifet Cultural referents in

both verbal and nonverbal forms are used to communicate instructional

and institutional demands; instruction is organized to build upon rules

of discourse from the Li culture; and values and norms of the Li

culture are respected equally with those of the school.

The SWF reports may little mare about cultural considerations than

these summary statements. In a secondary analysis of five of the nine

SBIF case studies, Romero gives a good example from a Navajo

classroom:

One entire group of LEP students was observed as "loud, pushy

and aggressive"'with.their Anglo teacher, behavior which was

never observed while they were with their Navajo teacher....

The Navajo teacher, whether teaching through English or

Navajo. seemed to have established with the class a mat of

Navajo -based ground rules. These included creating a
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non-competitive atmosphere and avoiding bringing attention in

any way to individual children. The teacher accomplished this

by not calling students by name, accepting answers which were

called out and by not insisting an children raising their

hands. The other teacher who instructed in English

exclusively seemed to operate with Anglo -based ground rules

which were in direct opposition to those established by,the

Navajo teacher. so

The cultural appropriateness of teaching practices is as important as

the language of instruction in achieving students" maximum attention to

the task at hand. A particularly clear example of adapting education

to a cultural minority (albeit in English) is the Kamehameha Early

Education Program (KEEP) for Polynesian children in Hawaii. 44146

One teacher educator, Blanco, reflects on ODIF's obsirvations-an

the importance-Of cultures

It is incumbent an teacher education programs to provide

prospective teachers not only with anthropological information

about specific cultures, but also with training in

ethnography. This would develop in teachers the necessary

skills to seek cultural information and to analyse it for use

in dealing with students on both a personal and an

instructional level.gm

In addition to language proficiency and subject matter competence,

cultural sensitivity is thus a third competence needed by bilingual

education teachers.

Two General Concerns

In addition to the *pacific instructional issues discussed so far,
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two mare general concerns merit attention: the dangers of isolation of

bilingual programs within the :school, and pressures on the programs to

increase instructional time in Englith.

The Dangers of Isolation

- Many observers of life in schools have commented an the

isolation of teachers within their classroom walls. In schools with

bilingual education programs, this isolation has two unfortunate

effects.

The first problem is that teachers who teach the same children

within the bilingual program may not get together to plan the most

coherent overall curriculum. Descriptions of schools D, E and F

mention the benefits of such ccordination between ESL and_regular

mlaiMiroom teachers; and Mall 's work illustrates the loss to children's

education when L2 teachers do not know what children have already

learned in LI and therefore cannot encourage transfer of skills from

one language to the other.

The second problem is the all too common isolation of the bilingual

classrooms from the rest of the school program. Such isolation makes

it less likely that the children in the bilingual program will have the

same curriculum in the content areas as children in the rest of the

school. A manual for technical assistance to school districts devised

by an unusual team of lawyers and educational experts describes the

general problem:

There is a natural tendency for bilingual education to exist

on the edge of the schooldisconnected from what the

"regular" students and teachers are doing. This tendency must

be fought both for the benefits of the students in the program
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and for the survival of the program itself. In particular,

the curriculum in the program should be related to the

mainstream curriculum. This does not mean, for example, that

English readers must be used according to the designated

grade level; an the contrary, such readers should be

introduced only when oral progress in English has laid the

appropriate groundwork. But in such content areas as science,

students must be kept up to grade level in the language they

understand so that when they are ready to leave the bilingual

program, they are also ready to pick up the regular course

work. ms

For example, one survey of 60'Title V l i programs--carefully

selected to be a stratified random sample from the entire country- -

found that the omission of not only social studies and science, 'but

even mathematics, increased with grade lovel.a° And even where the

same subjects are taught, the same curriculum quality may not be

assured. For example, if there an in-service course for elementary

teachers to raise the quality of mathematics instruction, bilingual

teachers should attend with everyone else; similarly, if a new language

arts specialist is working with classroom teachers to improve the

quality of instruction in writing, that specialist should work in the

bilingual classrooms too. Whether classroom instruction is in Li

or L2 is irrelevant to these issues of curriculum quality control.

Nothing less can provide true equality of educational opportunity.

One project designed as inservice educteLion by means of

collaborative research focused directly on such curriculum

discontinuities, and on the "open hostility" reported by one

principal between native language teachers, ESL teachers,and teachers
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of English-dominant classes.30 Observations in two schools in

different cities carried out in part by the teachers themselves under

the guidance of the researcher found two kinds of discontinuities.

First, children faced different demands 4r language use: whereas

teacher objectives in the native language classrooms were balanced

between cognitive and affective/social objectives (53% vs. 47%),

objectives in the English classrooms were much sore heavily cognitive

MA vs. 14%); and in the ESL lessm,s--which were Supposed to bridge

the native language and English environments--the predominance of

cognitive objectives was the highest of all (96%). A second

discontinuity was found in the extent of student initiation of

teacher-student interaction: it was much more common in Ll classrooms

than in either ESL or regular English classrooms. It is not possible

from this study to say which are the preferred patterns, but it is

hard to imagine any good reason for such-discrepancies.

In addition to these discontinuities, the study found evidence

of the same kind of unnecessary redundancy that Noll found: the same

concept or skill was being taught all over again. in the three

settings.

The fact that this study was conducted in two different schools,

and that the patterns were the same in LI classes in Chinese, Spanish,

Portugese and Haitian, suggests that these patterns may be widespread

even if the particular discontinuities and redundancies are different

elsewhere. What is needed, and what developed in this project, is

deliberately arranged communication among teachers who are, or will be,

teaching the same children. In the schools of this project it took an

outside researcher to bring the three groups of teachers together in

reciprocal observations and shared curriculum planning. It should be
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possible far a school principal to play that integrating role.

Without such integration, children's education will be limited

not by their abilities or their language, but by the invisible walls

between teachers built by categorical funding and separate professional

worlds.

Pressures toward English

There are two separate but compatible arguments for the importance

of instruction in minoritylenguages in the United States. The

psychological argument, argued persuasively by James Cummins and

others, is that the use and development of Ll makes an essential

contribution to the development of minority children's subject matter

knowledge and academic learning potential. The social argument, stated

persuasively in the Joint recommendation of the Academy for Educational

Development and the Hazen Foundation, is that America needs to becomp'a

mare multilingual nation, and children who speak a non-English language

are a national resource to be nurtured in school.as

Bath goals suffer from current pressures to increase the

instructional use of English. These pressures come indirectly from the

culture at large, and more directly from the use of tests in English as

the sole criterion by which students (and thereby teachers) are

evaluated.am Schools A-8 were selected as examples in this review in

part because they show that programs can combine the continuous

development of Li with grade level achievement in English. But many

programs are not as strong in withstanding the pressures toward

English.

In Paulston's words, bilingual education is not a "quick fix". It

cannot be quick. (Consider how long it would take us to learn enough L2
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not only to get by as a tourist in some foreign country but to be able

to participate fully in a seminar.there.) And it should not be

considered a "fix". To the extent that it tries to be a quick fix, it

mill fail on both counts.
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Notes

1. The first three examples are the three "effective bilingual schools"
described by Carter and Maestas (1982). The next three ware selected
from Cardenas and Ruda's' case histories (1983, *8, 14, 22) of Title Vii
programs because they were also described as excellent programs and
served vary different communities from the first three. The seventh
example was described briefly in the National Clearinghouse for
Bilingual Eotga, October, 1982; the tagefingelesliege, 11/22/82, .

pp. 24-5; and in Wallace Lambert's chapter in Deleon (1964); see
San Dfego City Schools (1982) far details. The first six descriptions
are taken almost verbatim from the original source; the seventh is
supplemented by my observations.

2. See all references by Fisher at al, Tikunaff and Villages far a
partial set of reports from this large study. Statements of the five
major findinge are taken from Tikunoff's summary in Tikunoff (1983a).

3. Boodlad (1983; 1984)

4. See Berliner (1981) for a summary of this research by one of its
most important researchers.

5. Frederickson (1984)

6. MacDonald at al (1982) did a case study of a bilingual school in
Boston.

7. Christina Paulston was one of the researchers commissioned by SBIF
to compare SBIF findings with their own research and the research of
others. All references to Paulston we to her paper in Tikunoff
(t983a).

8. The first section of Dolman (19181) includes chapters by Cummins
and Krashen. See also the chapter by.Lapkin and Cummins in Dolson
(1984), Cummins in Tikunoff (1983a) and Cummins (1993). righigenttog_ftek
for 2/8/84 includes a summary of their views.

9. Migdalla Romero, New York Bilingual Education Multifunctional
Support Center, Hunter College, personal communication 6/84, quoted
with permission.

10. Mated in Dolson (1981), p. 95.

11. See SBIF "Utility" report (Tikunoff, 1983b) vs. discussions by
Fillmore and Paulston in Tikunoff (1983a) and Swain (1983).

12. e.g. Legarreta-Marcaida in Dal son (1981)

13. Juarez and Associates, n, d.

14. Romero, (1982a)

15. Legarretta-Marcaida in Dolson (1981) 38



Ili16. Dodson 984) includes chapters by experts an the Canadian
immersion programs (Lambert, Genesee, Swain, and Lapkin & Cummins) aswell as researchers more familiar with the Asmrican scene (Campbell and
Hernandez-Chavez) . Information an the Pena-Hughes and Solis program
included in Baker and deKantor's (1982) review is scanty. See commentsin Willig (1981-2).

P
.a

17. from 8enessee in Dolson (1984), reprinted in Bray & Campbell (1984)

-3S-

18. Tucker (1900)

19* Rosier & Holm (198 )

20. For one example, see chapter by Carrasco in Erickson at Al (1983).

21. From Cardenas at al (1982) and Southwest Regional Laboratory's
(n.d.) study of bilingual programs in Arizona.

22. Moll at al (1980) is a published version of the first part of(n.d.).

23. Fillmore (1982a) and personal communication 1/84

24. Elley (1981) and Elley & Mangubhai (1983) report gains in English
language learning in the South Pacific. For evidence for the
influence of being read to an Li language development, see C. Choesky
(1972). For a description of the reading program developed in Hew
Zealand and used by Elley, see D. Holdaway (1979).

25. Romero (1982b)

26. See Au & Jordan in Treuba, Suthrie & Au (1981) for one report anthe KEEP program, and other articles in that same volume for
extensive discussion of culturally appropriate education.

27. Blanco in Tikunoff (1983a) . See Hansen at al (1981, p. 123) and
n.d., pp. 40-43) far negative instances of cultural insensitivity.

28. Teitelbaum, Hiller, Bray & Bergin (1982)

29. Cardenas et al (1982), p. 222.

30. Far a description of this project, sewSonzalez, (1983) , pp. 30-41.
The name of the researcher, for some reason not given in this summary
report, is L. Yentriglio.

31. In a critique of the recent "reports", Garcia (1984) discusses the
"clear contradiction between supporting learning foreign languages by
the majority and discouraging the maintenance of ethnic languages bythe minority.

32. Fillmore et al (1981 and 1983) give eloquent examples.
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