DOCUMENT RESUME

ED 356 661 FL 021 170

TITLE Planning for Instruction in the Immersion Classroom.
Teacher's Activity Manual.

INSTITUTION Montgomery County Public Schools, Rockville, MD,

Office of Instructicn and Program Development.

SPONS AGENCY Department of Education, Washington, DC.

PUB DATE 89

NOTE 95p.; For other manuals in this series, see FL 021
166-175,

AVAILABLE FROM Foreign Language Coordinator, Division of Academic
Skills, Montgomery County Public Schools, 850
Hungerford Drive, Rockville, MD 20850 ($25 for manual
and videotape; prepaid).

PUB TYPE Guides - Classroom Use - Instructional Materials (For
Learner) (051) -~ Audiovisual/Nui-Print Materials
(100)

EDRS PRICE MF01/PCO4 Plus Postage.

DESCRIPTORS *Educational Objectives; Elementary Education; *FLES;

*Immersion Programs; *Instructional Materials;
*Language Teachers} Program Development; Second
Language Instruction; Teaching Guides; Videotape
Recordings

IDENTIFIERS Content Area Teaching

ABSTRACT

The purpose of this manual, which accompanies a video
program, is to provide general background information for foreign
language teachers who are, or soon will be, teaching in total,
partial, or two-way immersion classrooms. Part of a series of video
programs, this manual highlights special considerations in the
planning process tl at impact the delivery of instruction in the
immersion classroom. The program describes four planning tasks,
including: sequencing instructional objectives; identifying and
developing instructional activities; identifying immersio.. language
objectives; and selecting instructional materials. This teacher's
manual and the accompanying video may be used in a variety of ways.
The viewer may first wish to read the two papers "A Conceptual
Framework for the Integration of Language and Content in
Second/Foreign Language Instruction" (Marguerite Ann Snow and others)
and '"What It Means To Be 2n Immersion Teacher" in the section
"Background Reading," and then view the video program and complete
the related activities included in the manual, or the viewer may wish
te first watch the video, read the articles, and complete the six
ectivities in the manual. Appended materials include a list of
suggested ideas and resources for instructional activities in the
immersion classroom and a list of total and partial immersion
programs in U.S. elementary schools in 1989. (VWL)

I3k o Fe e v v ok Fo e e ddk e Se ke vk ok ke e sk v ok e e e ke de ke de e kS ke ek e ek ke ke ek ke ok ke ek ke ke ok ke ok ok

* Reproductions supplied by EDRS are the best that can be made *

* from the original document. *
Foeddk Ko dde kA KA KT AR AR AR AR AT T ded e Ak Ak Ak dr ke ok Ak Aok oo ek de ke e de ek




ty

ED356661

Planning for Instruction in
the Immersion Classroom

1989

Department of Academic Skiils

Office of Instruction and Program Development
Montgomery County Public Schools

Rockviile, Maryland

TION
U.S. DEPARTMENT OF EDUCA
Ofice of EGucational Research ang tmprovement

N
TIONAL RE SOURCES INFORMATION
EDUCATIO! AT

b"Tms document has we” lemoduced“ars‘
recewed trom the person Of organizato

onginating 1t
Minor changes have been made to mplove

cC
reproduction quality

this docu
{ vigw or opinions staled n
* Pm‘:::s;o aot necessanly represent official
OERI posfian Of pohCy

erlc 2 BEST COPY AVAILABLL

/:L oA/ (70

Aruitoxt provided by Eric:



PLANNING FOR INSTRUCTION IN
TAE IMMERSION CLASSROOM

TEACHER'S ACTIVITY MANUAL

Montgomery County Public Schools
Office of Instruction and Program Development
Department of Academic Skills
850 Hungerford Drive
Rockville, Maryland, 20850-1747




Eileen B. Lorenz

Immersion Resource Teacher
Myriam Met

Foreign Language Coordinator

This document may be copied and used for nonprofit training
purposes by local school districts and institutions of higher learning,
provided Montgomery County Public Schools is given written credit
for the writing and production of this publication.

The Montgomery County Public Schools prohibits discrimination on the
basis of race, color, national origin, marital status, religion, sex, age or
handicap in employment or in any of its education programs and
activities. Make inquiries or complaints concerning discrimination to
the Department of Human Relations, Room 211, 850 Hungerford Dr.,
Rockville, MD 20850; telephone 301-279-3167.

Copyright 1989
by the
Board of Education of Montgomery County

The contents of the video program and manual were developed under
a grant from the U.S. Department of Education. However, these
contents do not necessarily represent the policy of tne Department and
readers should not assume endorsement of the content by the federal
government.

Photograph by William E. Mills

S




TABLE OF CONTENTS

Page
PLEfACE......e ettt ettt s e e s v
INEOAUCHON. ... ceveveetreracsesnsesnsentesssesseseses s st s e sessenseasnesssiasaasanesasnsneseses vii
Purpose of Program ......c.ooveeveriirnccirrcirrnreeesee e s vii
How t0 uSe the PrOGIam.......ccceveiverneirerrersessreesreeesesotessssnssesssnsssansssssanes vii
TOPIC OQULINE ...ttt s ses s en e een e s saeae s 3
Activity 1-Previewing ACtVIly ....ccoccoeceiirninersinnsrene e s 11

Activity 2-Sequencing Instructional Objectives........cccevvuveeee. 12

Activity 3-Sequencing Instructional Objectives ..........cccocceeeeee. 16
Activity 4-Identifying and Developing

InsTuctional ObJECHiVES ......ccoceeeeerierereieeenneereeeernieesceeesss e cnesones 19
Activity 5-Identifying Immersion

Language ObJECHVES ....uuiecreerieiincrsrennsteenen et saescnsassnenens 27
Activity 6-Selecting Instructional Materials....c..c.cccceeeeniiiiecnnnnenn. 30

Background Reading
"A Conceptual Framework for the Integration of
Language and Content in Second/Foreign
Language INStruction” .........coccoveiineiiunniinciisneiens e cecssesccenans 37

"What It Means to Be an Immersion Teacher” ....................... 55
Appendices
APPENAIX A oo et s en e 69
APPENAiX B ...t 70
1231010724 22101 13 O ST TTPT 83




PREFACE
Vid ycti

The production of this video program and manual was funded by a federal
grant from the U.S. Department of Education, Title VI, International Research
and Studies: Improving Foreign Language Methodology Through Immersion
Teacher Training. This grant was developed and implemented by the Office

of Instruction and Program Development, Department of Academic Skills,
Foreign Languages, Montgomery County Public Schools, Rockville, Maryland,
from July, 1988, to June, 1989. The activities for this grant were carried out

by Eileen I.orenz, immersion resource teacher and Myriam Met, foreign

language coordinator.

The production of this program would not have been possible without the
cooperation and support of the elementary immersion staff and students of
the three Montgomery County Public Schools immersion programs: Oak
View, Rock Creek Forest, and Rolling Terrace elementary schools.
Montgomery County Public Schools television services staff members also

made significant contributions to this project.

Upon request, this manual and video program will be distributed to school
districts and institutions of higher educaticn to be used for nonprofit training
workshops and research projects. Requests for these materials should be
accompanied by a $25 check made payable to Montgomery County Public
Schools. Requests should be addressed to:

Foreign Language Coordinator
Department of Academic Skills
Montgomery County Public Schools
850 Hungerford Drive

Rockville, Maryland 20850
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INTRODUCTION
The purpose of the program and manual is to provide general background
information for foreign language teachers who are, or will soon be, teaching
in total, partial or two-way immersion classrooms. The fourth in a series of
video programs Planning for Instruction in the Immersion Classroom
highlights special considerations in the planning process that impact the
delivery of instruction in the immersion classroom. The program describes
four planning tasks:

o sequencing instructional objectives

o identifying and developing instructional activities

o identifying immersion language objectives
o selecting insiructional materials

How to use the video program and manual

The Teacher's Activity Manual and the video have been designed to
complement one another and may be used in a variety of ways. The viewer
may first wish to read the articles found in the section, "Background
Reading,” and .then view the video program and complete the related
activities included in the manual. Or, the viewer may wish first to watch the

video, read the articles and then complete the activities in the manual.

The video and accompanying activity manual may be used effectively by
either one teacher or by a group of teachers. Mnitiple viewings to review
specific sections of the video provide opportunities to use the program to
support a variety of objectives. An outline of the major divisions in the
video program has been included in the Teacher's Activity Manual so that

the viewer may take notes while watching the program.
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PLANNING FOR INSTRUCTION

TOPIC OUTLINE
SEQUENCING INSTRUCTIONAL OBJECTIVES

I. Sequence ccntent objectives

Il. Determine students' level of second language proficiency




PLANNING FOR INSTRUCTION

TOPIC OUTLINE
IDEDNTIFYING AND DEVELOPING INTSTRUCTIONAL ACTIVITIES

I. ldentify and generate potential instructional activities

{l. Evaluate potential instruntional activities

lit. Develop and elaborate identified instructional activities

Ly




PLANNING FOR INSTRUCTION

TOPIC OUTLINE
IDENTIFVING IMMERSION LANGUAGE OBJECTIVES

I. Plan language objectives that suppcit content objectives

II. ldentify content-obligatory language objectives

lIl. Identify content-compatible language objectives




PLANNING FOR INSTRUCTION

TOPIC OUTLINE
IDENTIFYING AND DEVELOPING INSTRUCTIONAL MATERIALS

I. Identify and evaluate nonptint materials

Il. Identify and evaluate instructional materials in English

I1l. ldentify and evaluate domestically-produced instructional materials
in the foreign language

} -t
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PLANNING FOR INSTRU-_TION

TOPIC OUTLINE
IDENTIFYING AND DEVELOPING INSTRUCTIONAL MATERIALS

IV. ldentify and evaluate instructional materials produced in foreign
countries

V. Consider teacher-made materials

.13
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ACTIVITY 1

revi

Before you play the video program, take some time to reflect on the various
guidelines or steps you consider to be an important part of the planning

process.

I. What general considerations do you think all elementary tez.chers

should think about during the planning process? List them below.

li. Can you think of any additional considerations that elementary
foreign language immersion teachers should think about during the

planning process? List them below.

~
4
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ACTIVITY 2
S ing Instructional Objecti

Immersion teachers follow the local school district's prescribed curricula,
just like any other elementary school teacher. As you begin the planning
process you will want to have a rﬁgtér plan of the learning objectives you
will teach during the course of the school year. Your point of departure will
be your local school district's curriculum. One way of establishing a
long-term plan is to divide the school year into semesters and then
determine on a month-by-month basis which units can be taught best when.
You will be establishing a short-term plan as you chart out weekly and daily

plans.

During both the long- and short-term planning process, there are three
considerations in selecting the objectives which will be most easily taught
befare others. One consideration is the ease to which objectives lend
themselves to being taught through the use of real objects, representation
of real objects, and in-class éxperiences. Another consideration is
students' level of immersion language proficiency. A final consideration is
that there exists a hierarchy of objectives; that is, some concepts must be
taught before others. For example in mathematics, teaching students the

concepts of addition should precede teaching the concepts of multiplication.

12




ACTIVITY 2
Sequencing Instructional Objectives - continued

|. To establish a long-term plan, obtain a copy of your local school
district's curriculum and focus your atteniion on the mathematics,
science or social studies objectives. Divide the school year into
semesters and then pian which objectives to teach on a month-to-month
basis. If you do not have access {0 a school curriculum, below is a
list of Montgomery County Public Schoois' Grade 1 social studies
objectives. In establishing your long-range plan, remember to plan to
teach first those objectives which may be easily taught through the use

of real objects and in-class experiences.

MONTGOMERY COUNTY PUBLIC SCHOOLS'
GRADE 1 SOCIAL STUDIES INSTRUCTIONAL OBJECTIVES

UNIT - PEOPLE NEED FOOD
o Explain why people need nutritious food
o Trace the production of food
o Indicate how people obtain the food they need
o Indicate how people of other cultures may have different methods and
traditions for selecting and preparing foods
o ldentify factors which influence food selection

UNIT - PEOPLE NEED CLOTHING
o Recognize that people’s use of clothing is influenced by cuiture and environment
o Describe how clothing is produced
o Indicate how people obtain clothing
o Identify ways people can care for their clothing

UNIT - PEOPLE NEED SHELTER
o Recognize that people‘s use of shelter is influenced by cuiture and environment
o Describe how shelters are constructed
o Explain the use of utilities in shelters
o ldentify ways people can care for their shelters




ACTIVITY 2
Sequencing Instructional Objectives - continued

lla. As a beginning immersion teacher, or as a veteran immersion teacher
who has been asked to assist a new immersion staff member, what
can you do to determine students’ ievel of immersion language

proficiency at the beginn.ng of the year?

lIb. How would you assess students' level of language proficiency while

reviewing content objectives for the following lesson, at the

beginning of the year? Imagine that you are a Grade 3 teacher

planning to review Grade 2 social studies concepts focusing on the

major characteristics of urban, suburban, and rural gommunities. List

as many strategies as you can think of to accomplish your two goals:
o assess students' language proficiency

o review characteristics of urban, suburban and rural
communities

IIl. In the preceding activity (lIb), you listed strategies for a Grade 3
review of characteristics of urban, suburban and rural communities
(Grade 2 social studies objective). Next to each strategy, write the
real objects, or representations of objects that yo:: would use during

this lesson.

|t
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ACTIVITY 2
Sequencing Instructional Objectives - continued

IV. In the activities above, you have focused on students at Grade 3 and
below. Let's take a look at more advanced immersion students. What
activities would you plan ior a Grade 5 mathematics lesson to survey
students’ language proficiency level as well as students'
mathematical background knowledge related to geometric figures?
The geometric figures included in this lesson will be a rectangle, a

square, a trapezoid, a parallelogram, and a rhombus.

As students review the attributes of the 5 geometric forms, they may
not always have the language needed to describe each form. For this
activity, you hav e planned to divide the Grade 5 class into groups of 4
students. You have planned one activity in which each group will
describe everyday household items that are in the forms of the shapes
being studied. What materials (print, visuals or manipulatives) would
you include in this activity for each group to provide context for
students requiring extra support? How would these materials

facilitate both language and concept review?

}-mt)
[
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ACTIVITY 3
S ing Instructional obiecti

Objectives best taught first are those which lend themselves most readily
to being taught through the use ¢f real objects or representations of real
objects, and in-class experienzes. Students understand these objectives
easily because of immediate clues provided by real objects or
representation of objects. As students match language with experience,

their understanding is not based on knowlecdge of abstract ianguage.

For example, when considering the sequence of Grade 2 science objectives,
students learn first about the three basic needs of plants-—-water, light and
food. Then they learn about food as necessary for human growth. In a
classroom setting, it is easier to experiment with and to demonstrate the
needs of plants than those of humans. Materials can be selected and
experiments can be designed so that students have the opportunity to vary
the amounts of water, light, and food given to certain plants. Students can
hypothesize about the results of given conditions and then measure the

results of experiments.

As another example of sequencing objectives, Grade 3 students would
identify first characteristics that distinguish classes of plants and ciasses
of animals. Then students can apply this information to identify plants and
animals in a community where certain plants and certain animals are

dependent on one another.




ACTIVITY 3

in ructional obiectives - conti

Noted below are two selected instructional objectives and supporting
performance objectives from the Montgomery County Public Schools' Grade
5 social studies unit OPENING A NEW WORLD. Discuss each performance
objective with a colleague. First, list as many ways as you can think of to
teach each performance objective using real objects, representations of

real objects and/or in-class experiences. Then, consider ycur list of
instructional activities, and rate each performance objective as EASY,
MORE DIFFICULY, or VERY DIFFiCULT to teach through the use of real
objec:s, representations of real objects and/or in-class experiences.
Instructional Objective

Explain how iife in Europe stimulated exploration
Performance Objectives

Describe how events in Europe initiated the search for alternative
routes to the Far East

Associate biographical data with selected important explorers, noting
the significance of their discoveries

Instructional Objective

Describe the initial settiement of American colonies
Performance Objectives

Identify reasons why Europeans settled in North America

Identify where Europeans settied in North America

17 2
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ACTIVITY 3

) cina instructi jectives - inued
Instructional Objective - continued

Describe the initia! settlement of American colonies

Performance Objectives

Identify the period when the English began settlement in North
America

Identify problems the first immigrants encountered as they
attempted to adapt to a new environment

Describe the relationship that evolved tetween the European settlers
and North Americans

Describe the methods by which West Africans were brought to
America

List characteristics of early European and African cultures that
influenced colonial lifestyles

identify the boundaries of the thirteen English colories
established in America by 1750

18 25




ACTIVITY 4
Identifying and Developing Instructional Activities

In Activity 2 you examined the importance of sequencing instructional
objectives taking into consideration the selection of objectives that may be
easily taught through real objects and in-class experiences, students' level
of second language proficiency as well as the hierarchy of objectives. Once
objectives have been sequenced, instructional activities to teach them

must be identified or developed.

I. List as many resources as you can think of from which you might obtain

possible instructional activities.

it. On the following pages are descriptions of two instructional activities
taken directly from the Montgomery County Public Schools' social

studies teacher guides. One is for Grade 2 and one for Grade 5; the

Grade 2 objective begins on page 21 and the Grade 5 objective begins on
page 24. Note any adaptations you would inake to these activities for
immersion classrooms to make sure that students understand your
directions and that students experience the learning activity. Compare

your adaptations with those suggested by a veteran immersion teacher.

()'\
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ACTIVITY 4

- continued

lIl. In the previous activity, you noted adaptations you would make to
activities to teach a Grade 2 and a Grade 5 social studies lessons for a
total or partial immersion class. Now brainstorm with a partner
several ways in which you might help students experience one or more
of the following performance objectives from the Grade 2 Montgomery
County Public Schools' social studies curriculum.

Instructional objective: Describe how our community is changing
Performance objectives:

Identify evidence of change

Indicate how the physical environment has changed in ways that
are helpful and harmful

Identify demographic and cultural trends in population and the
changes they have caused

Indicate ways people are working together to plan for change

Instructional objective: Explain how transportation and
communication link urban, suburban and rural communities
Performance objectives:
Describe systems developed to transport goods to and from an
urban community
Describe systems developed to transport goods from a rural to a
suburban community
Describe systems developed to transport people to and from their
communities
Describe ways people communicate with people in other
communities

<
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ACTIVITY 4
Identifying and Developing Instructional Activities - continued

ACTIVITIES
Montgomery County Public Schools' Grade 2 Social Studies Unit: Our
Community* |
Performance Objective: Identify natural and cultural features of our
community.
Description of Content:
Things that are not man-made are natural features. Things that are

man-made are cultural features.

Natural Features Cultural Features

0 hills 0 swings

o trees o houses

o windbreaks o bridges

o guliies 0 roads

0 mountains o fences
Activity

Explain to students that they will take a walk around the immediate school
area. The students are asked to be very observant of everything they see on
the walk since they will make a list of what they have seen. Take students
on a walk around the immediate school area. Upcn returning to the
classroom, ask students to recall what they saw on their walk. When a
student names a natural or cultural feature, write the word on the board.
Explain to the students that these are features. A permanent chart with the
definitions of natural and cultural features may be made and displayed in

the classroom.

How would you adapt this lesson 0 be taught to a Grade 2 totai

or naniai immersion class?

*Page 4 Montgomery County Public Schools' Grade 2 Social Studies Instructional Guide

21
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ACTIVITY 4
- Identifying and Developina instructional Activities - continued

Grade 2 - Possible adaptations for an immersion classroom

Display a collection of symbols, pictures, or real objects that represent
natural and cuitural features found around the schocl. For example, the
collection might include a small picture of a traffic light, 2 branch to
represent trees or vegetation, and a small rock or pebble. Place two large
circles of yarn on the floor and explain to students that, cne at a time, they
will classify the items from the collection into two groups of related
objects, with natural features in one circle and cultural features in the
other circle. As students place items that they think belong in the same
classification, you will tell them if their placement is correct or

incorrect. Once ail items have been classsified in the circles, ask students
what they think might be the common characteristic(s) shared by items in
each circle. Ask students to tell you what they think might be the
differences between the two classifications of items. During this activity
you will guide students to define cultural and naturai features in the second
language through the use of the objects, body language, drawings and
questioning strategies. With your assistance, stugents wiil formulate a
definitior of natural and cultural features which will be posted in the
classroom. Atthe end of the activity, the terms natural and culturai
features will be presented to students and a written Iabel for each circle

will be placed with the items in the coilection.

N
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ACTIVITY 4
Identifying and Developing Instructional Activities - continued

The following day, the class will take a walk around the immediate school
area. Ask students to observe everything they see on the walk. You may
want to divide the class into pairs or groups of 4 and ask them to note what
they observe on a checklist which you provide or to sketch natural and
cultural features as they observe them. On your return to the classroom,
compile a list of cultural and natural features students have sketched or
noted on their checklist. Following the same procedure used the previous

day, ask students to classify their pictures as natural or cuitural features.

This activity can be followed by the constructior: of a wall collage of

natural and cultural features students noted during their walk. These two
collages may be displayed in the class. At a later date, when students
become more familiar with the names of the natural and cultural features,
students can dictate a list of each category to you. After you have recorded

the list, it may be displayed as a classroom chart next to the collage.

Now let's turn to the Grade 5 activity, which you will find on the following

page.

N2
~1
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ACTIVITY 4
Identifying and Developing Instructional Activities - continued

Montgomery County Public Schools' Grade 5 Social Studies Unit: Opening A
New World*

Performance Objective: List characteristics of early European and African
cultures that influenced colonial lifestyles

Description of C t

Ideas such as freedom, self-government, loyaity, education, agricultural

methods, hard werk, and cooperation were brought to America by people

from Europe and Africa.

Activity

Point out to students that the early settiers came to America for many

different reasons. Ask students to identify some of these reasons--search

for wealth, freedom of religion, adventure, chance for a better iife, land.

Also discuss the fact that the Africans came to America as slaves, not for

the same reasons as the Europeans.

Ask students to mention things that the early settlers brought with them.
They will probably mention material items such as food, tools, seeds,
clothing and weapons. Tell students that the early settlers also brought
with them many jdeas. What ideas were brought to the New World? A
suggested list might include: freedom, self-government, farming methods,
hard work, loyalty, education and cooperation. List the ideas on chart paper

for reference and as topics for further investigation.

How would you adapt this lesson to be taught to a Grade 5 total

or partial immersion class?

*Page 77 Montgomery County Public Schools' Grade 5 Social Studies Instructional Guide

2%
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ACTWVITY 4
Identifving loping In i ivities - continued

Grade 5 - Possible adaptations for an immersion classroom

Paint out to students that the early settiers came to America for many
different reasons. Dispiay a collection of symbols or pictures that

represent reasons for which settlers came. Discuss with students what
each item from the collection might represent. For example, a small purse
with coins may represent wealth, a picture of several different places of
worship may represent religious freedom, a question mark over a picture of
mountains, forests and deserts may represent exploration and adventure or
a picture of fields of corn and grain may represent available land. As a
homework assignment, ask students to bring in other symbols of reasons

why settlers came to the new world. Add these items to the collection.

On a foliowing day, ask students to assume the roles of early settiers and
to select items from another collection which contains items they would
have brought to the new new world. Request that students explain why they
think settlers would have brought the items they select. The collection
might contain a potatc to represent food, a small shovel to represent tools,
a packet of seeds for planting, a shirt to represent clothing, and a knife to
represent weapons. Include in this collection items that were pot brought
by the early settlers, such as a television to represent entertainment,
perfume to represent luxury items, a telephone to represent communication
and an airplane to represent transportation. Once students have explored
the possibilities of this collection as a group, a center activity may be
organized around this collection of items. Working in pairs, students could
classify items in Venn diagrams with one circle containing those items
early settlers would have selected to bring to the new world and one circle
representing items early settlers would have left behind.

€1
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ACTIVITY 4
Identifying and Developing Instructional Activities - continued

lIl. Inthe previous activity, you noted adaptations you would make to
activities to teach a Grade 2 and a Grade § social stugies lessons for a
total or partial immersion class. Now brainstorm with a partner
several ways in which you might help siudents experience one or more
of the following performance objectives from the Grade 2 Montgomery
County Public Schools' social studies curriculum.

Instructional objective: Describe how our community is changing
Performance objectives:

Identify evidence of change
Indicate how the physical environment has changed in ways that
are helpful and harmful

Identify demographic and cultural trends in population and the
changes they have caused

Incicate ways people are working together to plan for change

Instructiorial objective: Explain how transportation and
communication link urban, suburban and rural ccmmunities
Performance objectives:
Describe systems developed to transport goods to and from an
urban community
Describe systems developed to transport goods from a rural to a
suburban community

Describe systems developed to transport people to and from their
communities

Describe ways people communicate with people in other
communities

34
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ACTIVITY 5

Identifving | jon | Object;

As an immersion teacher, you play two roles--that of the language teacher
and that of the classroom teacher responsible for teaching the curriculum.
While planning for the instruction of content, careful consideration must be

given to planning for students’ acquisition of the second language.

There are two types of language objectives to be considered during the
planning process: content-obligatory language and content-compatibie
language. Content-obligatory language objectives are comprised of
vocabulary, grammar and language functions which are required for
students' comprehension and mastery of a concept or an objective. The
curriculum and specific objectives will guide you in identifying
content-obligatory language objectives. Content-compatible language
objectives are comprised of vocabulary, grammar and language functions
which may be easily integrated into the content objectives of a lesson but
are not required for students' mastery of a concept or an objective. Your
choice of content-compatible language will be guided by several
considerations:

o an immersion language scope and sequence as stated in

the foreign language curriculum guides;
o your analysis of students' language skills to identify where

growth and practice are needed; and
o your anticipation of language demands of upcoming objectives.

Your identification of content-compatible language will provide students
with opportunities to practice, refine and expand language skills while

learning the content.

27




ACTIVITY 5
Identifying Immersion Language Objectives - continued

Content-obligatory and content-_compatible language objectives include the
following kinds of language skills:

o Functions, such as:

requesting/giving information, comparing, and describing
o Vocabulary '
o Grammar, such as:

question formation, adjective agreement and comparatives.
Let's examine a Grade1 mathematics lesson. The objective is for students
to learn to construct and interpret information from simple pictographs.
Because you know students will need food vocabulary for an upcoming
social studies unit, People Need Food, you ’have selected a variety of fruits
for the introductory lesson on graphing. You have selected red, green, and
yellow apples, green and yellow pears, bananas and oranges. As you
demonstrate to students how to graph the number of each type of fruit, you
will find that you must use certain language so that students understand
how to construct and interpret graphs (content-obligatory language
objectives). Other language objectives, such as the names of the fruits
selected, may be varied at your discretion (content-compatible language
objectives). Review the content-cbligatory and content-compatible

language objectives below that were identified by a veteran immersion

teacher.
CONTENT-OBLIGATORY LANGUAGE OBJECTIVES
FUNCTIONS YOCASULARY CRAMMAR
Understanding directions Ordinal numbers 1-10 Singular and plural
Horizontal axis nouns
Understanding requests Vertical axis Definite and indefinite
for information - articles
How many red apples are
there?
Describing - There are 3
green apples. R

28




ACTIVITY §

Identifying Immersion Language Objectives - continued
CONTENT-COMPATIBLE LANGUAGE OBJECTIVES
FUNCTIONS VOCABULARY GRAMMAR
Expressing preferences - apples Noun/adjective
I like red apples. pears agreement
Expressing dislikes - bananas
| don't like green apples. oranges

Suppose that as you continue the same math objective during the following
weeks, you change the focus of your mathematics activities to graph
different types of clothing worn in different climates. You might include in
your lesson clothing items, such as jeans, shorts, sweaters, coats, hats,
swim suits and rain coats. Note below the language objectives that you
would plan to include in the lesson. Don't forget to consider the language
you will want to include to describe the categories of climates which will

be discussed.

CONTENT-OBLIGATORY LANGUAGE OBJECTIVES
FUNCTIONS YOCABULARY GRAMMAR

CONTENT-COMPATIBLE LANGUAGE OBJECTIVES
EUNCTIONS YOCABULARY GRAMMAR

29 L




ACTIVITY 6

lectin ional ials

There are three categories of instructional materials available for

immersion language classrooms. They are:

o English language materials

o Immersion language materials
a) domestically produced
b) foreign produced

o Teacher-made materials

Each school district usually follows locally determined criteria for
evaluating and selecting print and nonprint materials. When examining
immersion language materials, some of the criteria that require special

attention are:

o Language
Is the level of language at or slightly above a level which students
will be able to understand easily?
o lllustrations
Are the illustrations relevant to the text?
Are the illustrations clear?
Are the iliustrations authentic?
Will students find the illustrations attractive?
o Format
Is the format used to present the materials easy to follow?
o Cultural information
Does the text contain any cultural information?
Is this cultural information accurate?
Can this cultural information be integrated into the content of the
lesson?
o Curriculum
How well does this text support curricular objectives?
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ACTIVITY 6
Selecting Instructional Materials - continued

Some immersion language materials are more appropriate for classroom use
than others. Make a grid integrating your local school district's evaluation
and selection criteria for classroom materials and special considerations
related to immersion language materials mentioned on page 30. In case you
do not have your local school district's criteria, attached are general

criteria for the evaluation of instructional materials taken from

Montgomery County Public Schools' manual Evaluation and Selection of

I. With a colleague, brainstorm some other important criteria that you
might include on this grid. Some ratings you may want to use are:
0 SATISFACTORY/UNSATISFACTORY
o EXCELLENT/ADEQUATE/POOR
o VERY GOOD/SATISFACTORY/MARGINAL/UNSATISFACTORY

o HIGHLY RECOMMENDED/RECCMMENDED/MARGINAL
NOT RECOMMENDED/DISAPPROVED

Certain questions, such as, "Does the text have a table of contents?",

need only a YES/NO response.

li. Now, with a colleague, decide which criteria and which ratings you
want to include in your grid. Use this grid to assist you in identifying
or disqualifying available texts. You will find a blank grid for your use

on page 33.

Ill. Once you have a draft grid, select a text written in the immersion

language and evaluate it using your grid.
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ACTIVITY b
Selecting Instructional Materials - continued

GENERAL CRITERIA FOR THE EVALUATION OF INSTRUCTIONAL
MATERIALS*
l. Is the material authentic?
A. Is the material factually accurate?
B. Is the material up to date?
C. Are the author and/or producer well qualified?

Il. Is the material appropriate?
A. Does it promote the educational goals and objectives of the local
school district's curriculum?
B. Might the materials be considered objectionable?
C. Is it appropriate to the level of instruction intended?
1. lIs the vocabulary appropriate?
2. Are the concepts appropriate?
3. Are the methods of development appropriate ?
D. Is controversial material presented impartially?
E. ls this material suitable to the curriculum?
F. Does this material present information that currently approved
sources do not?
G. Does this material give a new dimension or direction to currently
approved sources?
H. Does this material contain activities that would require highly
personalized sensitivity or special training that would require
licensure not regularly required in the professional preparation
of the person guiding the use of this material?

1. Will the material catch and hold the interest of the users?
A. Will the materials stimulate the curiosity of the user?
B. Can the materials be used to satisfy curiosity?

IV. Is the cost of the materials justified?

*Page 53

Evaluation and Selection of Instructional Materials

Fall 1986

Department of Instructional Resources

Montgomery County Public Schools Q-
Rockvilie, Maryland o
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This article proposes a conceptual framework for the integration
of language and content teaching in second and foreiga language
classrooms. In this model, language and content teachers work
coliaboratively tc determine language-teaching objoctives, These
objectives derive from two considerations:.(a) content-obiigatory
language (language essential to an understanding of content
naterial) and (b) content-compatible language (language that can
be taught naturally within the context of a particular subject
matter and that students require additional practice witl:}. The
conceptual framework is illustrated in four instructional settmgs-—
the mainstream class, the ESL class, the foreign language immer-
sion class, and the FLES (Foreign Language in the Elementary
School) class. General implications for the integration of language
and content teaching are also discussed.

There is growing interest in a mode! of language education that
integrates language and content instruction in the second/foreign
language classroom. This approach contrasts with many existing
methods, in which language skills are taught in isolation from
substantive content. Several theoretical rationales underlie this shift
in perspective.

For young children, cognitive development and language
development go hand in hand; language is a too! through which the
child comes to understand the world. In first language acquisition,
these processes are paired naturally. For children who are L2

Permission to reproduce this material has been granted
by TESOL Quarterly and by the authors.




learners, however, traditional m~hods for teaching second/foreign
languages often dissociate lsnguage learning from cognitive or
academic development. In contrast, an integrated approach brings
these domains together in instruction.

A second rationale behind integrating language and content
teaching is that language is learned most effectively for communica-
tion in meaningful, purposeful social and academic contexts. In real
life, people use language to talk about what they know and what
they want to know more about, not to talk about language itself.
What school children know and need to know more about is the
subject matter of school. In the typical school setting, however,
language learning and content learning are often treated as
independent processes. Mohan (1986) notes: “In subject matter
learning we overlook the role of language as a medium of learning.
In language learning we overlook the fact that content is being
communicated” (p. 1). Cantoni-Harvey (1987) further underscores
this point: “When the learners’ secornd language is both the object
and medium of instruction, the content of each lesson must be
taught simultaneously with the lingunistic skills necessary for
understanding it” (p. 22).

Another underlying rationale is that the integration of content
with language instruction provides a substantive basis for language
teaching and learning. Content can provide both a motivational and
a cognitive basis for language learning. Content provides a primary
motivationa! incentive for language learring insofar as it is
interesting and of some value to the learner and therefore worth
learning. Language then will be learned because it provides access
to content, and language learning may even become incidental to
learning about the content (e.g., in immersion classes).

Content also provides a cognitive basis for language learning in
that it provides real meaning that is an inherent feature of
naturalistic language learning. Meaning provides conceptual or
cognitive hangers on which language functions and structures can
be hung. In the absence of real meaning, language structures and
functions are likely to be learned as abstractions devoid of
conceptual or communicative value. If these motivational and
cognitive bases are to be realized, then content must be chosen that
is important and interesting to the learner. In the case of language
learning in school, the focus of our concern here, this is achieved by
selecting content that is part of the mainstream curriculum.

A fourth rationale concerns the intrinsic characteristics of
language variation. It is increasingly recognized that language use in
school differs in some important general ways from languags use
outside of schoo! and, moreover, that different subject areas are
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characterized by specific genres or registers (see Heath, 1983; Wells,
1981). Thus, learning the school register or specific subject-area
registers may be a prerequisite to mastery of specific content or to
academic development in general. This is of particular concern to
teachers of limited English proficient (LEP) students.

What is called for in the model proposed here is a recognition of
the importance of language structures, skills, or functions that are
characteristic of different content areas. These skills can be
identified by (a) informed speculation about what kinds of
language skills or functions are called for in specific content areas,
(b) informal observation of the language requirements of specific
content areas, or (¢) systematic analysis of students’ actual language
needs in content classes. In contrast to mainstream content classes,
where the teacher assumes students have the requisite language
skills, an integrated content class does not make such assumptions.
The primary objective of such classes remains content mastery, but
it is recognized that content classes have great language-teaching
potential as well.

There are several other reasons for the shift from teaching
language alone to content-based approaches. The success of
immersion as a model of foreign language education has provided
strong evidence for the effectiveness of language learning through
subject-matter learning. Extensive research has revealed that
immersion students learn the academic content specified in the
school curriculum and at the same time develop significant levels of
foreign language proficiency (Genesee, 1987; Lambert & Tucker,
1972). Furthermore, concern for the education of language minority
students in the United States has prompted a reexamination of the
methodologies appropriate for teaching English to LEP students in
the public schools.

Cummins’s (1980, 1981) work provided theoretical impetus for
considering the integration of language and content instruction. He
posited a paradigm in which language tasks may be characterized
as context reduced or context embedded and in which the tasks
addressed through language may be cognitively demanding or
undemanding. In context-embedded language tasks, support for
meaning is readily available through the immediate communicative
situation, whether through background knowledge or through
visual or other contextual cues. In contrast, context-reduced tasks
offer little available contextual support for the learner to derive
meaning from the immediate communicative setting.

However, as language teachers try to make language meaningful
by providing contextual cues and suppor s, too often their attempts
bring the learner into cognitively undemanding situations. Thus,
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although it is easy for children to learn to label colors and shapes,
for example, activities in the language class rarely require students
to use this new language knowledge in the application of higher
order thinking.

In contrast, when language and content are integrated, it is
possible to practice language (e.g., colors and shapes) by applying
such labels to more sophisticated tasks, such as sorting geometric
shapes by those that differ from one another by one attribute (color
or shape only) or by two attributes (color and shape). More
recenitly, Chamot and O’Maliey (1987) have developed the
Cognitive Academic Language Learning Approach (CALLA),
which provides academic language development in English through
content-area instruction in science, mathematics, and social studies.
CALLA attempts to ease the LEP student’s transition from ESL
classes to mainstream classes.

For these reasons, then, content-based language instruction is
receiving increasing attentica in second/foreign language teaching
circles. Yet, if such an orientation is to be effective, language
teaching must be carefully considered and planned. It is unlikely
that desired levels of second/foreign language proficiency will
emerge simply from the teaching of content through a second or
foreign language. The specification of language-learning objectives
must be undertaken with deliberate, systematic planning and
coordination of the language and content curricula.

THE CONCEPTUAL FRAMEWORK

Consider the following two scenarios. Scenario 1: The French
FLES (Foreign Language in the Elementary School) teacher dashes
into Mr. Porter’s fifth-grade class to teach a 20-minute lesson on
weather terms—a lesson completely devoid of any connection to
what the class is doing that day or week in its other subjects.
Scenario 2: The chemistry teacher at Hoover High School asks her
students to write up the steps in the laboratory experiment just
conducted, without ever considering that LEP students may not
know the vocabulary or rhetorical mode for describing a process. In
these scenarios, both teachers have their respective priorities and
perceived responsibilities: The content teacher is responsible for
subject matter; the language teacher is responsible for the language
curriculum. In the traditional model, the teachers’ responsibilities
do not overlap.

In this article, we propose an alternative model that calls for a
reconceptualization of the roles of teachers working in schools
where second/foreign language education is a primary goal. In this
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mode), the language and content teachers maintain their respective
priorities. However, their areas of responsibility are expanded so
that by working in tandem, they will be able to maximize the
language development of second/foreign language learners.

According to the model, language-learning objectives in a
content-based program are derived from three sources: (a) the
second/foreign language curriculum, (b) the content-area
curriculum, and (c) assessment of the learners’ academic and
communicative needs and ongoing evaluation of their developing
language skills. From these sources, two types of language
objectives can be specified: content-obligatory language objectives
and content-compatible language objectives. This conceptual
framework is displayed graphically in Figure 1.

FIGURE 1
The Concepiual Framework for Integrating Language and Content Instruction

Content-
Obligatory
Language
Content-
area
Curriculum
Second! Assessment
con of Learner
Foreign Language Needs/ gomle‘:t
Teacher On-Going eacher
Evaluation

Second/
Foreign
Language
Curriculum

Content-

Compatible
Language

Content-obligatory language objectives specify the language
required for students to develop, master, and communicate about a
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given content material. For every topic or concept, certain language
is essential or obligatory for understanding and talking about the
material. Content-obligatory language objectives are both structural
(i.e., specification of verbs, nouns, rhetorical devices, etc.) and
functional (e.g., study skills such as note taking; language functions
such as requesting/giving information, narrating, persuading, etc.).
For instance, a lesson on gravity in a fourth-grade science class
would require that students know the vocabulary to rise, to pull,
and force; similarly, a math lesson on measurement would require
students to know the vocabulary for systems of measurement,
whether inches and feet, or metric terms.

These examples may seem rather obvious, but needs assessment
to determine the essential vocabulary, structures, and so on is
typically not part of the curriculum-planning process in the public
schools. By working as a team, the content and language teachers
can pool their respective expertise: The content teacher knows the
key concepts to be imparted, and the language teacher knows how
to teach the pertinent language skills.

For content-compatible language objectives, the content teacher
and the language teacher ask, What other language skills are
compatible with the concept or information to be taught? Content-
compatible language objectives can be taught within the context of
a given content but are not required for successful content mastery.
Whereas content-obligatory objectives derive directly from the lin-
guistic needs for communicating the information in the content
area, content-compatible language objectives derive from the
second/foreign language curriculum and ongoing assessment of
learner needs and progress.

Traditionally, second/foreign language curricula have been fairly
standard both in content and sequencing. Learners acquire
vocabulary related to classroom procedures, the weather, parts of
the body, colors, and numbers, to name some typical topics taught
early on in the language-learning sequence. The present tense is
taught before the past; agreement of number and gender precedes
indirect object pronouns. These topics and structures may or may
not have any relationship to the language skills students need in their
content classes. They exist as autonomous objectives within the
second/foreign language curricula.

In an integrated approach, on the other hand, the language
curricujum is altered so that language objectives and content
objectives compatible with each other are taught concurrently. For
example, the skills to describe weather may best be taught when
students pursue a unit on meteorology in their science class. In this
way, students learn not only appropriate language, but also how to
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apply this language to useful skills such as charting rainfall and
temperatures in cities where the target language is spoken. A natural
outcome of such activity is cultural learning as well: Students learn
the geographic and climatic diversity of the places where the target
language is spoken.

Ongoing -evaluation of students’ difficulties with the second/
foreign language also provides a rich source of information for
specifying content-compatible objectives. Research on the oral
proficiency of immersion graduates, for example, indicates that
despite achieving very high levels, these students do not
approximate native-speaker norms in the productive skills of
speaking and writing (see Genesee, 1987, and Swain & Lapkin,
1982, for reviews of studies). One result of such findings has been an
overemphasis on incorporating traditional forms of grammar
instruction into the immersion language arts curriculum. An
alternative is to use analysis of students’ language or communication
difficulties to determine appropriate content-compatible language
objectives. These objectives could then be used by teachers to
provide for increased input of correct structures and for extended
output through student practice.

A fifth-grade social studies lesson can be used to illustrate the role
of content-compatible language. In discussing the route taken by a
famous explorer, Cabrillo, for instance, the teacher can incorporate
review or reinforcement of the past tense forms into the activities of
the lesson. Although accurate production of the past tense is not
essential for understanding the chronology of Cabrillo’s travels,
such a lesson presents an ideal opportunity for contextualized focus
on a troublesome verb tense.

Similarly, science experiments provide a natural context for dis-
cussing cause/effect relationships. Cause and effect may be ex-
pressed simply by using because or more elaborately through if-
then clauses. Either of these cause/effect language structures may
be emphasized as content-compatible language objectives, depend-
ing on the proficiency level of the learners and their communicative
needs.

Once persistent errors are identified, instructional activities can
be designed that are either integrated into the subject-matter lesson
or taught directly in the second/foreign language class. If, for
example, evaluation reveals student weaknesses in the use of the
conditional, teachers may design content activities requiring its use.
In a fifth-grade unit on explorers of the New World, teachers may
ask students to complete the sentence, “If Columbus had been from
France ...” Such an exercise not only has the advantage of
providing meaningful and contextualiz~d grammar practice, it also
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requires students to use critical thinking skills in applying known
facts (the impact of Spanish discovery of the New World) to a
hypothetical situation. On an ongoing basis, language and content
teachers provide feedback to each other and to students. Thus,
students’ errors provide indicators of areas in which additional
instruction or practice is needed.

The next zection illustrates the conceptual framework just
described in four different instructional settings. The first two are
second language programs designed for LEP students learning
English as a second language. The third and fourth settings are
foreign language programs for languzge mazjority, English-speaking
students. All apply the principles of the model discussed above in
different ways, depending upon the instructional context and the
division of instructional responsibilities.

APPLICATION OF THE CONCEPTUAL FRAMEWORK
Sctting 1: The Mainstream Class

The first application is to the mainstream classroom, in which
LEP students generally spend a good part of their day. Typically,
this class is taught by a teacher whose primary focus is to develop
students’ skills in the objectives stated in the standard school
curriculum.

In our couceptual framework, the mainstream teacher works
closely with the ESL teacher. First, the team identifies which
content areas are to be taught in the coming weeks. The content
teacher identifies those language skills that will be new for all
students and those that will be new only for the LEP students.

For example, in a science demonstration on the evaporation/
condensation cycle, it is likely that the terms evaporate, condense,
and cycle will be new for all students. Perhaps some students will
know moisture; most will not. Typically, the English-speaking
students will have the functional skills to ask for/give information,
to describe, to generate hypotheses. More than likely, the LEP
students will need assistance with some or all of these functions,
particularly as they relate to this topic. Furthermore, the English-
speaking students will experience few difficulties in reading the
procedural discourse required to follow directions for an
experiment or in writing expository prose to report the results. In
contrast, the LEP students will need considerable assistance with
the reading/writing tasks related to the content demands.

Working cooperatively, the mainstream teacher and language
teacher thus pinpoint the linguistic needs of the learner and plan
jointly to meet them. Some preparatory activities in the ESL
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classroom will facilitate the task of the content teacher. At the same
time, the content teacher takes on the responsibility of ensuring that
language skills are taught as part of the content lesson.

Planning carefully to ensure that language is acquired through
experience, the mainstream teacher uses concrete materials, realia,
manipulatives, and a variety of activities to provide opportunities
for students to match language to its referents. Definitions,
paraphrasing, and additional oral examples of the science concepts
can be used to reinforce the acquisition of both the language
functions and vocabulary associated with key concepts. Written
materials are designed that facilitate comprehension of the content
text. The mainstream teacher uses prereading strategies so that
students will have the necessary background knowiedge of both
concepts and language with which to make sense of the text.
Written assignments are structured so that not only are students’
limited language skills taken into account, but language growth is
planned as an outcome as well.

In this model, the content determines the language objectives.
The content teacher shares in the planning in two major ways: (a)
by ensuring that content is accessible tc students, despite their
limited language skills, through the identification of content-
obligatory language objectives and (b) by planning for and
implementing strategies that will address demonstrated language
needs through content-compatible language study in the main-
stream class.

Setting 2: The ESL Class

The second application of the conceptual framework is to the
ESL pullout setting. In this type of instructional program, LEP
students, usually from heterogeneous language backgrounds, are
“pulled out” of mainstream classrooms for special instruction in
English. An actual classroom example from Hawkins (1988)
illustrates the principles of the framework. In her study, Hawkins
was interested in documenting cases of “scaffolding,” or assisted
instruction, in which the teacher and learner engage in a series of
interactions that ultimately lead to instances of a‘:tual learning. She
looked at the classroom language use of fourth-srade LEP children
in Rosemead, CA. What is relevant for our discussion here is the
cor‘ext in which these successful interactions vere produced.

In this pullout program, the ESL teacher integrated language
instruction with the content of the students’ social studies lessons in
a very interesting way. She knew that the students were just starting
a unit on the California mission system but did not know the
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specifics of the content to be covered. Each day in the ESL class,
she asked the students to tell her about what they had learned in
social studies. Different students volunteered answers. At times,
there was confusion about certain facts, but usually this was
resolved with the teacher and students arriving at a common
understanding of the facts or events.

After the question/answer session, the students practiced
working with the information in different ways, such as writing
short summaries or describing the chronology of events to their
partners. Occasionally, however, the class could not reach an
agreement about the details or events described in the social studies
lesson. In these cases, the ESL class collectively developed a list of
questions, wrote the questions down in their notebooks, and sought
clarification of the information during the next social studies class.
The following day, the ESL students used the notes they had taken
in the social studies class and discussed the information in question.

This example illustrates the principles of the conceptual
framework for integrating language and content instruction in a
setting where language is typically taught in isolation from the
subject matter of LEP students’ regular classes. The content of the
mission unit provided a meaningful context to practice a variety of
language and academic skills. The ESL teacher reinforced certain
content-obligatory language and concepts (e.g., vocabulary such as
mission, priest, to explore, and the cause/effect concept of bringing
a new way of life to the Indians).

Content-compatible language was also introduced and reinforced
in a variety of ways. Students practiced asking and answering
questions, taking notes, and summarizing information in written
form. In addition, the students used a variety of language types,
such as logical connectors of seriation, and language functions, such
as agreeing and disagreeing, guessing, and arriving at a group
consensus. Furthermore, the ESL teacher could diagnose both
language and content deficiencies in a very direct way and
incorporate this information into on-the-spot activities or reserve
them for future lessons.

The ESL students were motivated to learn the material because it
was important in their mainstream class. They were not talking
about language per se in the ESL class but were using language to
make sense of information they had learned in their social studies
class. Morcoover, the information gap that existed between the
students and ESL teacher provided an authentic, natural context for
interaction. The students became the possessors of knowledge,
knowledge that the ESL teacher wanted, thereby creating a real
purpose for communication.
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Setting 3: The Immersion Class

Our third example comes from immersion education and
considers what the proposed framework implies for the instruction
of language majority children in the foreign language setting. Look
at Figure 1 again. In the typical instructional setting, the language
teacher and the content teacher are different people. As stated,
there is rarely an existing network set up in the elementary or
secondary school for these people to talk to each other. In
immersion, however, there is obviously an entirely different
configuration—the content teacher and the language teacher are
one and the same. In this sense, immersion education is unique.

The immersion teacher simultaneously plays the roles of the
content teacher teaching subject matter and the language teacher
seeking out opportunities to maximize language development. Yet,
probably few immersion teachers would consciously define their
roles in this way. The framework therefore offers immersion
teachers a method for systematic integration of language and
content instruction. All planning, from curriculum development to
actual delivery of instruction, must be guided by consideration of
content-obligatory and content-compatible language needs. (For
more detailed discussion of immersion teaching methodology, see
Lorenz & Met, 1988; Snow, 1988.)

All effective immersion teachers already incorporate content-
obligatory language incidentally into their content lessons; if this
were not the case, immersion students could not possibly
understand subject matter presented in the foreign language.
However, immersion teachers often overlook the opportunity to
develop content-compatible language objectives. In this model, the
immersion teacher asks, What other features of language are
compatible with the concept or information contained in this
lesson?

So, for example, in a mathematics lesson focusing on the symbols
for greater than, less than, and equals, the immersion teacher plans
for language development by incorporating the language of
comparison: comparing gquantities, comparing attributes, stating
equalities. Since the target language may be very different from
English with regard to how such relationships are expressed
linguistically, the mathematics lesson provides an excellent vehicle
for developing content-compatible language functions and
structures that might not readily transfer from the students’ first
language.

As diagnosticians of students’ language needs, immersion teachers
note aspects of language development that require clarification or
extended practice. Thus, for instance, the first-grade Spanish
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immersion teacher notices students making frequent errors in noun-
adjective agreement. In a unit on describing the colors of autumn
leaves, the students practice writing sentences on the board such as
Las hojas de los robles son rojas. Next, they work with a partner,
taking turns describing the colors of different leaves. Thus, in the
context of a ‘science lesson on autumn, students have meaningful
written and cral practice with a significant Spanish structure.

Simiiarly, in an upper grade classroom, the immersion teacher
addresses, through a history lesson requiring students to develop a
time line, persistent student errors in the selection of the appropriate
past tense. Students have extensive opportunities to zpply this
grammatical structure in a meaningful activity as they discuss the
events it the time line. Teachers can contrast the continuous past
and the discrete past through the visual representations on the time
line, highlighting for the students the contrast in meaning between
the two past tenses.

In sum, this model requires the immersion teacher to take on a
dual role. In the immersion class, language skills and structures can
be taught and reinforced in natural contexts both within subject-
matter lessons and within the language -arts period, thereby
providing greater copportunities to integrate the teaching of
language and content. Moreover, the approach ensures that the
language arts curriculum will be relevant to the immersion students’
academic and communicative needs.

Setting 4: The FLES Class

The FLES classroom: provides the setting for the fourth example
to be discussed. ln most FLES classes, the “traveling” foreign
language teacher sees students for up to 40 minutes three to five
times per week. Traditionally, these classes have operated
independently from classes in the other curricular areas. In this
conceptual framework, foreign language objectives derive from the
content-compatible language of the standard school curriculum.
The FLES teacher lays the language curriculum alongside the
mainstream curriculum, looking for points of coincidence.

Perhaps the most fertile ground for integrating foreign language
(and culture) with the elementary school curriculum is social
studies. Numerous social studies objectives are compatible with
foreign language objectives. Students in the early elementary grades
study their own community and communities around the world.

In the FLES class, students can be taught the vocabulary related
to places in the community (e.g., the bank, the post office, the
names of different types of stores, etc.). They may be asked to
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distinguish aspects of their community that are not found in other
communities (e.g., rural versus urban versus suburban); they can
contrast their community with one in a country where the target
language is spoken; they can categorize places in the community by
whether they provide goods or services; they can make maps of
their community; they can make dioramas or other visual represen-
tations of their community and those of the target culture; they can
contrast goods and services available in their community with those
of the target culture. In sum, many of the activities appropriate to
the social studies curriculum may be conducted entirely in the
foreign language in the FLES class.

Foreign language objectives for weather are compatible with a
science unit on meteorology; objectives for colors and shapes are
similarly consistent with the :indergarten/first-grade mathematics
curriculum. Clearly, these types of activities go well beyond simply
labeling. They challenge students in the foreign language class to
use their language skills as a vehicle for acquiring concepts and
information, as a tool for thinking. Furthermore, the FLES teacher
does not have to search for material because the foreign language
objectives derive naturally from the content curriculum.

These four examples are intended to illustrate practical applica-
tions of our conceptual framework. We believe that the model is
equally applicable to other instructional settings where second/
foreign language learning is one of the goals of instruction. The
common ground of the four instructional situations described is re-
conceptualizing the role of teachers—both language teachers and
content teachers—to recognize the value of integrating language
and content. Such an integration will assist language minority
students in mastering English and achieving in school and will help
language majority students to deveiop higher levels of proficiency
in the foreign language.

IMPLICATIONS OF AN INTEGRATED APPROACH

Clearly, the integration of language and content teaching carries
with it a number of broad implications, the first of which is that
ESL/foreign language teachers and content teachers must
collaborate. Such collaboration requires a reciprocal relationship
between instructors. Thus, the language instructor may consult with
the classroom teacher about what is being taught, with particular
attention given to content that has specific or special language
requirements. The language instructor is then able to incorporate
into language instruction meaningful and important content that has
evident language-related value in the rest of the curriculum.
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Likewise, the classroom teacher can consult with the language
teacher regarding what can be done in the content areas to promote
the learning of language skills requisite to particular content areas.
Since content teachers may be ill-prepared to “teach™ language or
even to recognize students’ language-learning needs because of lack
of training in language-teaching pedagogy, language teachers
become pedagogical resources for mainstream teachers who are
willing to assume some responsibility for treating students’ language
needs.
The artificial and rigid distinctions between the roles of the
language teacher and the content teacher are broken down in this
model. For sheltered English and immersion teachers, these roles
are fused, requiring them to plan consciously for language growth
as an integral part of content instruction.

A corollary implication of this perspective concerns the formal
integration and coordination of the language arts and academic
curricula. Accordingly, the content areas of the school program are
cross-referenced with language-learning objectives, and the
second/foreign language curriculum is cross-referenced with
subject areas that provide particularly suitable vehicles for teaching
language objectives. This language-across-the-curriculum perspec-
tive has been advocated for some time for native speakers of
English (see Anderson, Eisenberg, Holland, Weiner, & Rivera-Kron,
1983; Department of Education and Science, 1975). Such an
integrated approach ensures that language skills leamed in the
second/foreign language class will be useful and usable in content
classes, since it effectively obviates the need for transfer. This is
particularly important for students in bilingual programs or for LEP
students who are pulled out for ESL instruction.

Full integration of language and content instruction also implies
integration of instruction across grade levels so as to achieve a
coherent developmental program. There is some evidence from
evaluations of immersion programs that language development
may reach a plateau in the middle or late elementary grades
(Genesee, 1987). It appears that students are able to make do with
a relatively limited set of language skills beyond the primary grades,
despite the fact that the content itself is more demanding. In
immersion, it is assumed that students’ language develops as a
function of unsystematic and unknown changes in the communica-
tive requirements of academic instruction. If the curriculum is not
developmental from a language-learning point of view and/or if
language use by the teacher for academic instruction is not
developmental in that it does not make increasingly greater

TESOL QUARTERLY
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demands on the students, then students’ language skills will not
continue to develop.

Concerted measures are called for in this model in order to
promote continuous language growth across grade levels. This may
be achieved by consciously and systematically incorporating
increasingly advanced levels of language into the content areas at
successively higher grades. Similarly, integrated foreign language
classes (e.g., FLES) that are tied to content need to take into
account the developmental aspects of language learning when
selecting content for language instruction. Otherwise, there is the
risk of repetition and redundancy in instruction and of stagnation in
learning across grades.

It follows that the integration ot content and language instruction
may also entail integration of differentially ditficult language
structures, skills, or functions that are required for effective
communication about the content in question. For example,
students may need to learn conditionals as well as present tense verb
forms early on in order to comprehend or participate in discussions
about science or history. Or written language may need to be taught
along with spoken language. Whereas the second/foreign language
curriculum has traditionally been organized around a hierarchy of
syntactic structures from the simple to the complex, an integrated
approach eschews distinctions that are artificial from a communica-
tion point of view. The communicative needs of the learner and/or -
the communicative requirements of particular content inform the
teachers as to what and when particular language elements are to be
taught.

Furthermore, the integration of content and language instruction
implies the integration of higher order thinking skills into the
language classroom. As discussed in the preceding point, this is
particularly likely in cases in which the content is based on the
academic curriculum. Use of higher order thinking is desirable
because it can stimmulate learners’ interest in the content and
therefore in language, precisely because it is somewhat beyond
their level of competence. In contrast, nonintegrated language
instruction may be of little interest to learners, since the limited
concepts and content embodied in such instruction may be
simplified to match the more limited language objectives of these
approaches. Use of higher order thinking skills is also desirable as a
means of promoting higher order language skills or, as discussed
above, as a means of promoting advanced levels of language
proficiency. This will obtain to the extent that higher order thinking
skills require more complex or elaborate language skills in more
cognitively demanding tasks.

THE INTEGRATION OF LANGUAGE AND CONTENT
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A final implication of the integration of content and language
instruction concerns the relationship between leamning and teaching.
Ellis (1984) has argued that language use, or “doing discourse,” and
language learning are the same thing. That is to say, “the procedures
that the learner employs in using L2 knowledge are also the means
by which new L2 knowledge is internalised” (p. 52). Few
researchers or educators would disagree that frequent opportunities
to use language can facilitate language learning. Thus, an integrated
approach to content and language instruction aims to engage
students fully with teaching activities and pedagogical materials.
Teaching serves to provide opportunities for students to engage
themselves in leaming about content through language.

CONCLUSION

In sum, the conceptual framework proposed here offers language
and content teachers a systematic approach to the identification and
instruction of language aims within content teaching. Although four
settings were selected to illustrate the practical application of the
framework, we believe the framework also applies to other types of
second and foreign language teaching settings. Finally, we believe
that the implications of integrating language and content teaching
must be considered seriously if content-based instruction is to be
implemented effectively.
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Excerpted from WHAT IT MEANS TO BE AN IMMERSION TEACHER

WHAT IT MEANS TO BE AN IMMERSION TEACHER

Planning for instruction in immersion classes involves special consideration
of students' language proficiency in order to (a) select and sequence
objectives, (b) evaluate and select instructional materials to support
instruction, and (c) develop activities which will lead to mastery of

content objectives and language.

TASK: PLANNING FOR INSTRUCTION

Planning for immersion instruction entails an integration of the following

activities. Immersion teachers do the following:

0 sequence instructional objectives and activities considering
students' language proficiency

o review, evaluate, select, and wher. necessary, adapt
instructional materials and activities from the local district's
English materials

0 review, evaluate, and select available immersion language
materials

o when necessary, develop additional immersion language
materials and academic activities that support content
objectives

o identify immersion language objectives, i.e., language
functions, structures, and vocabulary required for
content mastery (content-obligatory language) and those that are
compatible with content cbjectives
(content-compatible language)

o collaborate with immersion colieagues to benefit from their
knowledge and experience
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Planning the S f Instructi

Although they teach the curricular objectives mandated by their local school
district, immersion teachers must consider their students' level of language
proficiency in order to select the most appropriate sequence for presenting
objectives to students. Objectives taught through use of manipulative
objects are those objectives most easily taught first. For example, it is
important to sequence objectives so that formal instruction in reading is
delayed until students have acquired sufficient language proficiency to make
reading instruction meaningful and interesting. More abstract concepts may |
be postponed until students have acquired sufficient receptive language
skills. This postponement allows students to recall previously learned

concepts and link these concepts with more abstract concepts.

The benefits that may be gained from a careful consideration of sequencirg
objectives can be seen by comparing two grade 2 science objectives: a) the
needs of plants, and b) food as a requisite for human growth. In-class
demonstration of and experimentation with water, food, and light as basic
needs of seed plants should be presented before the more abstract objective
that identifies food as necessary for human growth. Plant growth and
development under diverse conditions may be observed and measured by
students in the classroom over a short period of time. Concept learning and
language proficiency may thus be acquired through a variety of experiential

activities, such as experiments, structured around the effects




of the presence or the absence of water, food, and light on seed plants.
Learning about seed plants and their needs will facifitate students'
comprehension of the more abstract objective that human growth requires
food. While human growth can be represented by pictures, actual human

growth dependent upon a source of food, is more difficult to demonstrate in

the classroom.

nstructional iviti

Just as content objectives should be carefully sequenced, so too
instructional activities may be selected from instructional guides, taking
into account the degree te which they rely on concrete experiences to
promote concept mastery. Activities which rely heavily on verbal
abstractions to promote concept mastery should be used sparingly at the
early levels of instruction and only when immersion teachers are sure that

students' language proficiency matches the level of verbal abstraction used.

Selection of Instructional Materials

Twao categories of materials are available to teachers to support
instruction--English materials and immersion language materials. The
criteria that must be applied to both of these categories are: 1) how well do
the materials support the local school district's curriculum? and

2) how well do the materials correspond to students' language proficiency

level?




Adaptability of Enalish Materials to the | ion I

English materials should not be used for instruction in an immersion
classroom without first translating and adapting them to the immersion

language.

The wealth of materials in English that has already been developed and
approved to support the local district's curriculum should be closely
examined to determine the extent to which they can be adapted to the
immersion language. The facility with which these materials and activities
can be adapted to the immersion classroom varies according to the subject
matter. Since mathematics and science are conducive to experiential
instruction, materiais generallv used for these subjects may be used in
immersion with relatively minor changes. In contrast, English language
materials in social studies and reading/language arts contain more
language, and are more abstract; therefore, they are adapied less easily for

immersion classroom use.

While teacher translations of English reading/language arts materials are
rarely used, instructional strategies and broac curriculum objectives are
easily followed as guidelines for instruction. Quality translations of

English texts and literary works are occasionally available and may be used.

Administrators and immersion teachers must decide if the time and effort
necessary to translate and adapt English materials wili yield materials as

good as or better than those already available in the second language.

(op
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I on | rorial

Immersion language materials are available from a variety of sources.
Teachers may use materials from domestic publishers, foreign publishers,
immersion colleagues, and other school districts. Regardless of the source,
careful evaluation of these materials, preceding classroom use, should

consider the following questions:

o Do the materials adhere to the local school district's guidelines
for instructional materials?

o Does the content support the instructional objectives?

o Is the content expressed in the immersion language at a
level which is both meaningful and comprehensible to
students?

Immersion materials produced domestically are more likely to follow U.S.
curriculum outlines and formats than those produced abroad. Although the
curriculum may differ from school district to school district, there are
extensive similarities in curricula across the nation. For example, the study
of communities around the world in Grade 3 is a social studies curricuium

strand present in most school districts.

Because most domestically produced non-English language texts are written
for bilingual pregrams in which the students' first language is not English,
they must be carefully examined. These texts are generally written at a
level of linguistic complexity which may exceed the language skills of

immersion students, often rendering these texts inappropriate for

6
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immersion classes. However, these texts may be useful as a resource to
assist immersion teachers in the preparation of student materiais and

should not be discounted automatically.

Materials produced in foreign countries may also exceed the linguistic
capabilities of immersion students. In addition, they frequently deviate
from U.S. curriculum outlines and formats. Further, although the format used
by foreign publishers for texts may be attractive to students, illustrations
which follow guidelines of acceptability in the country of origin may be
contrary to those of the local school district. For example, many local
school districts’ guidelines include requirements for a balanced
representation of minorities and women as role models in a variety of
nonstereotypical roles. This may not be a criterion in other countries.
Inctusion of nudity and religious content are two other areas where cultural
differences exist in texts produced in foreign countries. However, materials
produced abroad have the great advantage of being rich in implicit or
explicit cultural information that is often not present in domestically

published texts.
Teacher-made materials

Teachers fréquently make their own materials because those that are
available do not meet student needs or do not adequately support the
curriculum. Such materials often result fror a process of selecting,
refining, and adapting other materials from sources that contain

content-appropriate information. Teacher-made materials and activities
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have several advantages. They are tailored to the local district's
curriculum; they are guided by teachers' experience in immersion classes;
and they are based on teachers' firsthand knowledge of students' language

proficiency.

Although teacher-made materials are often those best suited to students'
needs, the development of these materials consumes both time and effort.
Efforts of an entire staff are not'always coordinated and therefore

immersion teachers frequently duplicate materials already developed by
colleagues. Duplication can occur either because materials are not centrally
located or because time constraints limit staff communication. A central

network for materials is critica! if this situation is to be avoided.

Plan for Conten Lan

During the planning process immersion teachers have the added task of
consciougly planning for language growth by identifying two general types
of immersion language fo be learned by their students. The curriculum
dictates content-obligatory language, e.g., the language necessary for
students to understand a concept. Teacher judgment governs selection of
content-compatible language, e.g., language that is easily integrated with a
particular content area and affords students practice needed to refine

language skills.
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Content-obligatory language

Content-obligatory language consists of language functions, structures, and
vocabulary required for comprehension and mastery of a concept. Teachers
must identify what language is necessary if students are to comprehend the

concept being taught.

For example, the content-obligatory language components of a Grade 1
science lesson on the concept of float/sink are dictated by the content
objectives that should be rnastered by the students. Content-obligatory
language would include such vocabulary as "float,” "sink,” and question
formation, e.g., "Does it float? Dées it sink?" Descriptive language relating
attributes of objects that float and sink, such as heavy/light, thick/thin
would be necessary for students to explain why objects float and sink. An
understanding of the language functions related to prediction would be
content-obligatory since prediction is an integral step in the scientific
method of investigation, e.g., "What do you think will happen--will the

object float or sink?"

As students’ level of language proficiency develops, content-obligatory
language should provide students with more sophisticated functions,
structures and vocabulary. For example, in Grade 3, the function of
prediction might require students to formulate a hypothesis in conjunction
with a designated science objective. Teachers might request students to

predict the outcome of an experiment by saying, “Given two objects of equal
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size, hypothesize which one wili float and which one will sink. Support your
hypothesis." In contrast, in Grade 1, initial introduction to prediction might
involve simple teacher-posed questions such as, "What do you think will
happen when this object is placed in the water?" Not only are students thus
introduced to a more sophisticated way of expressing prediction in Grade 3,
but they alsc have access to two ways of expressing the same function. At
the same time, they have acquired a more sophisticated way of thinking

about possible results of a given set of circumstances.
Content-Compatible Language

Content-compatible language refers to the functions, structures, and
vocabulary which are easily integrated into the content objectives of a
lesson, but strictly speaking, are not required for mastery of a targeted
concept. While content-obligatory language is necessary for comprehension
of concepts, content-compatible language is language identified by teachers
which allows students to practice, refine and expand teacher-selected
language skills. Once the language skill is identified, teachers must then
select a content lesson which may serve as the vehicle for achieving the

language objective.

Let us continue the example of the Grade 1 science lesson about objects that
float and sink. Content-compatible vocabulary would be identified by the
objects selected for the experiments related to float/sink since, obviously,

selection of particular objects would be discretionary. One guideline for
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selecting items for the float/sink lesson might be based upon anticipation

of language for a social studies unit. Use of pieces of brick, wood, shingles,
and cinder block for float/sink experimentation, for example, would
intraduce students to vocabulary and descriptive language which would be
useful in a social studies unit focusing on shelters. Another possible
content-compatible language function might be reinforcement and practice
of the future expressed by "going to"-- "ls the brick going to float or is the
brick going to sink?". In this case, the language objective "going to" is
integrated with and served by the content, uniike content-obligatory

language which is required by the content.

Because these content-compatible language skill "going to” can be easily
integrated into the prediction activities in a science lesson, science is the
vehicle used to teach and to reinforce naturally, specific aspects of the

immersion language.

in Grades K-2, priority is given to contenf-obligatory language because of
the vast quantity of new language functions, structures, and vocabulary that
students must acquire. In Grades 3-6, content-compatible

language should be incorporated increasingly to expand and elaborate
students' language base, as well as 0 pfovide opportunities for students to
practice and refine language skills aiready acquired. Content-obligatory
language does not, however, disappear in Grades 3-6, nor is

content-compatible language nonexistent in Gradus K-2.

2~
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llaboration

While collaboration is important for all teachers, it is essential for the
survival and growth of immiersion teachers in classes today, given the

limited sources of readily available materials and lack of formal training

programs.

Therefore, as effective immersion teachers plan for instruction, they must
rely extensively on the experience and knowledge of their colleagues.
instructional planning is facilitated when collegial support is available to

discuss the following:

¢ successful immersion instructional strategies

o effective classroom management techniques

o efficient workload organizational techniques

o known sources of successful materials and- activities

Summary - Planning for Instruction

The skills, knowledge, and attitudes necessary for an immersion teacher to

pian for instruction follow.

6
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SKILLS

Ability to recognize how to best
sequence local school district's
curriculum objectives to promote
development of students’ concept
mastery and language proficiency

Ability to develop and plan
a variety of aclivities for
students whesa fanguage
proficiencies differ

Ability to adapt English
curriculum to the appropriate
form of the immersion language

Ability to identify and adapt
English and existing immersion
language materials and
activities for immersion
classroom use

Ability to plan and develop
immersion language materials
that support local school
district's curriculum and
consider students' second
language development

Ability to identify and plan

for centent-obligatory language
in order to assure concept
mastery

Ability to identify and plan for
content-compatible language
to broaden students’
language proficiency and
expand concept mastery

Ability to integrate a variety
of methodologies into the
procass of pianning for
instruction

Knowledge of local school district's
curriculum

Knowledge of second language
development research findings

Knowladge of principles of
elementary education methodology
and child development

theories

Knowledge of immersion
thieory and appiication of
successful instructional
strategies

Knowledge of prescribed
curriculum and methods to
identify content-obligatory
language

Knowledge of methods to
select content-compatible
language and integrate thern
with content instruction

Knowledge of instructional
techniques that respond to a
varisty of feaming styles

&C
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Floxibility

Creativity

Enthusiastic adaptation and
integration of elementary and
foreign language strategies

Resourcefulness




APPENDICES




APPENDIX A

List of Suggested ideas and Resources for Instructional
Activities in the Immersion Classroom

Association Canadienne des Professeurs d'immersion

Suite 101 - 1815 Alta Vista Drive

Ottawa, Ontario K1G3Y6

Canada

Becueil de documents pédagogiques pour 'immersion (1989)

This document lists by subject matter, grade level and cost, French

immersion materials developed by 42 Canadian educational institutions.

ERIC Clearinghouse on
Languages and Linguistics
Center for Applied Linguistics

1118 22nd Street
Washington D.C. 20037

ERIC Clearinghouse on Languages and Linguistics provides brochure lists,
Mimibibs, Q & A fact sheets, ERIC Digests and ERIC/CLL News Bulletin upon
request and free of charge. Tailor-Made Computer Searches and Ready-Made

Computer Searches are available for a fee.
Attached is a list of immersion schools, compiled by the Center for Applied

Linguistics. Write to schools whose immersion language is the same,

requesting infarmation about the availavility of curriculum materials.

69 ‘v




/

. (A4

PSLE-IZHE1T
80806 YO ‘yowag Suo
MY (IYUR) OTLE
[00yag

Amuawag Al yoLneqd
rdiouny QNI somusf

¥P10-9SL-916
91956 VO 'siasq
1S § 92§

nuInq jooyos
PRYIuN wiof stavq
omg ury Amp

$8TS-6€8-€1T
0£206 VO 'A1D 240D
Y PUBRAD LLITT
looyag

Amuawarg uooury 19
{edioutrg ‘xo4 siuuagy

1912-€92-L06
T0S66 MY **8uoyouy
"PY MW 1343 00SL
looyos

Amuaway axsipueg
tvdiouny ‘auk]) eatuagy

6559-€EE-L06

#0566 NV *adwioyouy
Py 3nxey 1667

jooyos Amuawi|g Jnxey
Tedioutig

‘kasny °y o)

YRSy

ysiuudg

ysuedg

ysjuedg

esaundef

ysiundg

0i

1

HY

9-3 RPuD
152

091

13puip
0¢

gmin
14

i

TIICEIUW] ENYSWIT 0 O W[ANYT T 0N SIS 0 ON

uredoud ¢ v 113t [un
3K youa opuid uo

PP® 01 anUNUOD 1M~
Surpuny ooy

fooyos 1eudepy-
uolssIuun [810]-

6861 parmg-

uolsiRuwy [(810] -
soumisissy muamnd
pus Juipuny oory-
<861 poymg-

1ooyas joulsiy-
GO_F—E —.—Oz—.-
Sunpuny oo
1L61 poumg-

uoiszaun [Ny
6861 poumg-

w8 mioads (Suipung-
UOISIIWR eI j-
8861 pum§-

NOwWWSs YA Te0Ys

1wmsq jooyog
poyrun yawag Suo

sasq

A1d 2AMD

oxs|puegelunioyouy

Rg/eluioyouy

6861 ‘STOOHOS AHVINIWITII "S'N NI SHVHOOUd IDOVAONVYT NOISHIMNMI Tvildvd OGNV TVY1O0L

g XIANdddV

2

wojie)

sojie)

wwoje)

my

sy

70




1979-866-80%
61156 YD '9sof ueg
S 2O 001

[ooysg uoidulyse
urei3o1g

uorsiawnuy enduiig

.f\
- P

s1ojeads ysi3ug sansu
pue sroyeads ysiredg
2ALIEU IPNOUl SISSE[D
:uolsIowu Aem-Omy-
Buipunj aieis pue [8207]-
[ooyds 1audepy-

IaY2B ], 0IN0SAY ¢-y ssprin uolsiowsunt [#10]-

‘jusye}-1utsodny eput] ysiuedg 9 oLt 1 9861 paveI§-
TS81-128-S1v
LTIP6 VO "0dsidUEL] UBG

Kepy Xouv] ¢ (ys13ug

ljooiog %07 *9sauD %08

Amuawoig [e10d 1S9 Ipia) UOlSIWW] [RI0]-

tediounrg 3uipuny [eo0]-

‘NZIWIYS U B Is2UOUBY 8 (25 1 P861 pAmIS-

(3utpeaz

ysidug o1 Jejsuvn)

uoisisunl %08 T dprIny

8160-6LT-S1V (uawydUU3 [8I0

LTIP6 VO ‘0os1ouBlj uvg Sl -.—m——wcmv uolsIdwul

18 ?ON GLO1 %06 1~ SIpeI)”

[ooyo g uoisIIUIw .0l

Lrejuawalg wIsiA BUING 3utpun; {820y

[ediounyy *ouvadn spui ysiuedg 01 Si¢ 1 £361 pavels-
9608-£67-619

1897-€0126 sjooyos 1udey-

V) ‘oday( usg T1-( BOSIPWIWL [BIURg-

1§ [PuUON 001Y 9N

19)ua) uonesnpy ‘wn [siueg 10} uolSIBWWL [WO] -

sjootpg A1y ofaiq usg $6 mou 3uipuny

uongonpyg (sjooyos Pudsw swak {eliul

a3en3uw] puodag ysuedg ‘wug @] AIBpuodss g sapajoul) u Sutpunj [e193dg-

Jo 10090 ‘wdAly wiy, Youazy 124 S0L 9 LL6Y pau®Ig-

LIELIL0Te] TIIEAIWE] SRYNIYJ0 ON  SANY J 0N S[EOYIY JO 0N LLEL Y D]

A

10151 [0oYydg asof ueg

[e1104
159 f0osIoURI UEg

BISIA
BUAN{/OOSIOUBIL UBG

o8ayg usg
IS 195058

€861 ‘STOOHOS AHVIN3WITI "S'N NI SWVHOOHd IOVNAONVT NOISHIWWI TVILHVd ANV TVIOL

Biwojie)

wHLOjI[E)

epuIo)i[e)

wojIE)

g

71

(%)

IC

E

Aruitoxt provided by Eric:



o4

e

C818-56¢£-808

$7896 IH 'nINjoucH
Py QWoH olisung 681
812quaxeug

eoLEAIEWON0] 112q0Y

LLTL-€L9°T0T

80007 OQ ‘uoidutuse s
MN SIS USA[BD pUB 16T
[ooyos Amwuswia(g 191540
[edioutlg ‘opianbz] sud[y

8I81-¥9E-207

80007 OQ ‘uciBuysy
MN IS quEdelN 001t
looyo§

[BUOHIBWIAIU] UOIFUILSE Ay
JNseWpeIy ‘slme] 1%

SLIVV¥6 60T
90756 VD "uorpolg
Sunumo( 1 61¥

[ooydg [eImnINMp
[snuninpy sEnZUNE A
osy[n ], wy

TINTUT) TITENIUW] THPEST Jo 6N SEAg Jo ON SO0 J0 0N

ueiEMEY v

ysydug 71
ystuedg ysiweds 71

yong
yswiedg

Youai{ o

ysyug |
ystuedg yswuedg ¢

08

9A3d
o1l¢

oLS

T-A #2pFiD
L9

1

3uipun} eig-
uolsIaWw Wl 1810~
L861 parmr§-

UOISIOWY [efLIEd-
3uipuny [8207]-
1L61 paueig-

71 % 1 soprid vt g
71-v sopwi8

‘ures@oid aamerant]

% 23un3uv] yong

v jo uondo [vuonIppy-
g-1 sepmid

‘uolSIAWLY [enseg-
uamSiopnly % AlRsinN
‘uoISIoWWI [I0]-
(jooyods

wapuadaput) uoliin -
9961 pauelg-

wei3oid -y ® s [hun
1894 yoro apeid auo
PP® 01 2MUNUOD {1~
Buipuny

TS pUue [BIIPIF-
swei3oid

Y31y so1uss pus

1owunf im paR{ROILIY-
{ooyos 13udspy-

¢ opwid Aq uoisiuwiurn
Fusd o1 Sunjiys

3y ui uoisiounul [810]-
L861 poueig-

Tuwsy 0 PRI 1B0E

n[R{OUOH

WISA0/DQ ‘unduiysem

[euonBWIN U]
uo13ulyse g
/2Q ‘uorduryse

nwsiq
[ooYoS paLII() UC0IS

6861 ‘STOOHOS AHVINIWITI "S'N NI SWVHDOHd IDVNONVT NOISHIWWI TVILHVD ANV TV1O0L

EmER

eIQUIN[OD)
jo wnsiq

72

siquine)
jo 1insiq

LHECHILR

B3

IC

Aruitoxt provided by Eric:

E



cl

61S1-98¢-10€

07 QN ‘19a0pueT]
‘P JJRYS 108L
sjooyag a1qnd

D §,931000 soun|
slosiazadng
33en3us] udazog
Apauuay

) UOSLLIBH- 158 18d

01+9-069-10¢
AW esey) £aTy)
PY QD 0£EB
[ooyog Arejuautoly
153104 Y921 Y20y
g ‘IN[Bp WIPUERS

¥EV-0S9-10L
QW ‘3undg 1aaig
any aukey g 00V
1ooy2g

nuawalg M3IA N8O
ediouizg
Foyuereyg uwmelflig

009L-1€v-10¢
QW ‘3utidg Jaapig
1S PlRuAeg S0L
[ooyog Amjuawoly
osua] 3ulloy

d ‘APW duIpeIND

0618-088-T1¢
L5909 1 ‘03wl
Aimg "M 616
100yo§

fsp uwoLsWY-11u]
suy] *Bulm|o}] ®Ag

LirLiL ] TITCAIVE] SHPEL J0 0N ST 5 ON SRSy J8 ON

Youasg

ysiuedg

Youaig

ystuedg

ysiuedg

9 spwid
01 Sutpuedxs
o $PRID

6 §TT

9-M SpUID
S Til

9-H P8I
ol L

9-3 $pRID
S €Ll

8- A-91d RPRD
0¢ 0£9

[e19pa pue

‘21835 ‘[eoo] :Julpung-

sjooyas 1udejy-
UOISIOW WL [R10] -
9861 parels-

100yds 12udBN-
uolsIauwIul JRIO Y-
Spuny |g207-
LLGT pauRIg-

spidnd uoisiowun
Jouuoj 1o} Ieak Iad

asinod 109lqns uo Y3y
-1f yum uone ROy~

uoIsISuWIW 810 -

Surpung apisino jBUWIS-

PLE6T PRURIS-

uoISIAWNIL [BILR -

Sulpunj SpIsInoO [RG-

€861 pauwIS-

sioyeads

ysidug aansu %0p puv
sioyeads ysiusdg aaneu

%09 Spnjoul SISSE[d

IUOISIAWIWL ABM-OM] -

[ooyos wuds-
uoISIAUUN [BIR-
0330 'fenduiilq

es ‘0] Jutpung-

SL61 porIElg-

.
+.d \l

§[ooysg o1qnd
Awno) s331090) soutly

15310 NaRI)
¥10y/st00ydg dlgnd
funo) Alswoliuoy

PETN

YeQ)/s10042§ 2A[qrd
Kunoy Asowod oy

9089, duljoy

fs1004yog dnqnd
Aiuno) K1swodwop

sjooyog d1igng ofvony
E3LELMEY Ue] TITEI@ {03038

62861 ‘STOOHOS AHVININITI 'SN NI SWVHOOHd FOVNONVI NOISHIWWI TVILHVA ANV TTVLOL

puejArejy

puejIeiy

PUBATB
™~

puel BN

stoul[il

LT

(%)

Aruitoxt provided by Eric:

E



f(vo

SLIT-TPS-tle
9,08V T 'PldUthinog

u92131947 0080E

|O0YOS [BUONBWIAU] 3y ],
1o1an(] SWdpEoY
UOSLI®)) ®SAI |,

86T0-v6b-tit
10z8y wdor “nomnaq
98pe "D UYof 0gSE
[ooyag satprug
[RIYRD % UOISIAWL]
23en3uey udiaiog
a31wy)-ui-10mnsuNUpy
‘slaquiey’) *( B[BaUf

0ZZL-969-L19
98120 VIN "uoitiy
‘pY 11tH 93p3 v
sjooyog atqng uoNIy
m—gﬂom .«D szm ‘IssyY
playoyog ‘g Arepy

0091-6Z¢-80¢S

9YL10 VIN ‘uoistjjof
1§ pusjpoom

100y Amuawell I[N
Mo, Aty

%151 (e}

B12110=T))
youalyg

- sepain)
06/6861 3unmg
esourdef
*IsUIYD)

ysuar
ysiusdg

Youai]

youal]

TISENIUE] SIIPEI] 0 ON AN J6 "ON TIOOYSY Jo ON

S

oy

VA SpuID
TSl

-1 s9pmi9
98

STl

uolsIoWW] [BIired-
VUEISISSE [BIUDIBY-
(1o0yas

yapuadapui) uoning -
1861 pausig-

uoisIausw N0} -
2auwsisse [vuored
pus Juipunj 8207

¥861 paymig-

UOISIAUIW %10 |-
Suipunj wo0r]-
L861 pauelg-

[00Y2s Ipptuws Ut palajjo
UOISIAWUL [BILR]-

$-¢ uoissowun peiued
‘7-) uoisIBwwl [0} -
3uipuny [ea0]-

6L61 paUWIS-

TUSWWs’ VIS 100435 nng
6861 ‘STOOHOS AHVINIAWIATI 'S’ NI SWHVYHODOHd IOVNAONYT NOISHIWKI TVILHVYd GNV TViCL

[BLOLBWIAIUL0513(] usiyorpy

$Sor1d/mon3q usdIyoI

S]O0YOS O1[GRd UOCHIA SHASRYIESSBI

UOISH{[OH SNASNYORSSE[N

74

(%)

Aruitoxt provided by Eric:

E



g2

6v9¢-8TL-L1Y
TO1SS NW 'Ined 1§
1§ suloq(o) 09¢
sjooyos dliqnd ned 1§
sadenduey pliop,
Josiazadng
‘AemeieH prRmoH
o
S651-867°C19
TO1SS NI ‘Ined 1§
qiromszy) 'S S19
[00Yd§ swrepy

edounrg tsadatg v ysiueds

9Z1L-9¥S-T19
TYYSS NI "A3iIBA udploD
aau AlIRA 16L1

{oayog uos|Q pindls
votssoww] 33enus

asno} uAniey ysiuedg

PBIT-L1}T19

£1¥SS NW ‘stiodsacupy

Aemprorg AN 108

s|ooys§

anqng stjodeauury

sadenduv plom

“uBljnsuoy) ‘uipuny 997
1o

PE9Z-L29-T19

LOYSS NN ‘siiodsouuly

qInog Ay 10iF 7TEt

looyag

s[nuawWRpUnd JOp{IM

[edidulld ‘YouwRIQ pald

PN I

ysiuedg

8

STASEIY J8 0N S[AAY J0 0N SO0y )8 0N

ures3ord

9-3 ® S ) [nun ok
yoes apesd auo Ppe (M-
jooyss pudeN-
UOISISWIUI] [B1O ]~

0¢cl1 1 9861 pauelg- [ned 1§ B10SIUUI Y
e]
[ooyas 1eudein- ~
UOISIAWW] [BIO]- PUISI(Y
0Ll 1 L861 poAmIg- 002G o[BpSUIqQOY $10S2UUTN
ysiuedg
ut 1y3ney ‘saipnis
308 10§ ‘YIRN-
UoISIdWUN [enre]-
Buipuny
9-2 sepw1n [e12p3j pus [¥307- s[ooyog
052 1 §861 paumig- suang stodsauulpy  wlosauuly
TIWSWWIY) T[T 100453 LILITY

6861 ‘STOOHOS AHVINIWITI 'S'N KNI SWVHOOHd IDVAONVT NOISHIWWI TVILHVd ANV TV1OL

(%)

IC

E

Aruitoxt provided by Eric:



-
,
i

\
t v
—
.

6296°8v5-616
ST0LT ON ‘uosipepy

‘1§ 1823(] QLY ysiueds u
[o0yd§ Arejuawaly 1y3nw s1 SIIPIS [BIDGG-
1028 Y s3[rey) uolsIauwiul jenIRg- sjooysg A1) wuljoIR)
[edroung ‘suifjo) *D 1B ysiuedg 1 LS 1 L861 paumIg- ureySunid0y WIS {UION
ELLL-LSE-616 winsip
8E6LT DN ‘9lllasaen) : [00YoS eInJ [[ewg-
STl xod "'G'd 3ujpuny ®Is pus [B0F
Juuo)) * |, [RYSLN UOISIWIWI {BIUR]- vUIS( vufoly
10 YIPPYY d dwlv youalg T L9 [4 8861 pauels- leoyog Awno) sawy YUON  r~
(S1€Z¥) 09SP-STE-91L
809P1 AN ‘1eisaydoy s|jooyds 1wudsjy-
18 peosg "M IEL (Jupwaz ysyBug 1dasxa)
wnsiq jooyss LD uoISISWILN {8101
1de 93enSuey ulialog spunj [f ‘dey) [vuontppe
Joang g-1 sIpRID yia uipuny (8207~
nsijo3uvag oIssa|y ysiuedg 9 s81 v 1861 pavels- 1215920y WOX MIN
9vLy-896-918
601¥9 OW ‘KD sesuey
0as¥g OILE Z19pes y3nonp
31%) pow[nonse 3q o -
SUSINY JO 12INSL lGoyog SH7d PUR uoisIuWIW|-
23en3uw| udiviog ysiuedg sjooyds jaufepy-
qsijeroadg wnjnowny) 1L HTT=T9) $upuny a1v1s pue [Ra0]-
RmO 'y g youasg €L 00SZ 6 L1861 pAumIS- A1) sesuwy LNOSSIN
Libbilige} TIEA3UW] TWIPBEL 0 0N AR J5 0N  S[0043T Jo ON Rl Lo TIABT 100058 WS
6861 ‘STOOHOS AHVINIWITI "S'N NI SWYHOHOHd IOVNAONV1 NOISHINNWI TVilHVd ANV V1Ol
O
\l

Aruitoxt provided by Eric:

E



()

NEES)

LL1E-L89°£0S
50VL6 O "auadng

ofsye N §S0S
[o0y2§
youssq mo[jof xo]
jedioutsy ‘uosjoN LoueN youax] (A 0€2 1
60L6EVL-816
S01¥L MO "esinL
18 wgt g vl
[ooydg Arejuawajg 1043
redpung ‘e @ Audg ysiuedg 9 (YAl 1
TT05-59t-¥19
L0TEY HO ‘snquinjo)
W moIsup Q07T
I2ua7) 15317 wnjy ysiwedg 8 S-M SL1 1
1osiatadng a8endue|
usioy ‘Buigy auel(y youary 01 S W 9x4 1
ysiuedg ‘umissny
‘asourdef
‘UBULIAE) ‘YOUdL]
9sauly) 'Alqely 91 60§ 10oyds 3IppIN |
urissny [4 14
asausdef z 6L
ssauly [4 19 1
dlqery T 0s
LE6V69¢-€1S usuiRn) 14 £8¢ 4
T0TSy HO ‘hisuupuly Youaly £ 1374 1
18 W6 '3 0€T ystuedg £ 1T 1
sjooyag algngd heuutoury ‘porwidaul wmnam)
siosialxdng ysualg Ll 99, ré
‘apuipuy ukjom) 10 ysiuedg 124 £801 ¥
BURIUOJ-BUAM N BPHIN Juorsiqwiwll eired
LIELILLN ITTEIAWY SINPES] )0 0N SRy Jo ON  FOOYST Jo ON

urei3oid

‘S'H [euonzwdIul

ue pue [0OYdS IPpiws
ySnonp purdxe 01
anunuod [[im wei§old-
looyos 1oude -
uolsIWWI [Enmed-
Suipuny (@207

€861 paueig-

[ooyds a[ppiu

Ul uolssouWsWl [Ened-
UOISIOWWL [$10 -
8urpuny

[8J3pa pue [8207-
1861 paumig-

Y21y Io01uds puv

Jowunf Qim pagepnonty-
[00yds jeuley-
uolsIwwl [®10]-

Aquo Buipunj [es077-
L861 paumig-

s{ooyas
yut d°d pus ‘dlsnut
1R 39 ‘wajnound
oyl paresdaun sdendue|
udialoj sjooyos

9 Ul UOISIRUWL [PNIvJ-
Y3y Jotuas pue

Jown{ s pAsinonIy-
sjooyos jauley-
Sutpunj (w20

vL61 PIurEIS-

TTHWWsS 00 NS 1ooYsy WS

3
-

(fy wnsiq)
MOj[O}{ x04/ousdng

(1# wmsig
[ooyos uapuadapul)
s[ooyag dlqnd esInL

s|ooysg
a1[qngd snqunjo)

s[ooyog
o1gnd MEUURULD

6861 ‘STOOHOS AHVINIWITI "S'N NI SWVHOOHd FOVAONVT NOISHIWWI TVILHVd ANV TVLOL

uodaiQ

BwoYe PO

oo

ol4o

77

(%)

Aruitoxt provided by Eric:

E



01£8-LTT-108
850V LN ‘W0
nog 0591 15v3 (ST
100425 |IH Auay]
uasuaf ‘1 [[eueq

8150-LT6°L18

L0192 XL "juom 3
lseous "M 01T¢
wusl@ 100Y2§
juapuadapuf o 4
1daq 23endue

udalo ‘Aimo] aauuy

9619-087-€0S

T0ZL6 YO ‘pus[uod
Wiyl 38 0€8¢

slooyas Aqnd puwiod
101RUIPI0D))

wnnowny ARy
zignf Ampy

SOTE-L89-¢0S
YOpLE YO ‘duslng
SURT IIA[IS 05T
uanyen) urdng
sdioutig
‘quouusin Aqre(]

85£€-L89-€0S
10¥L6 A0 'udng

KLepn suaand) 00S1
looyag

[en3utjig yre[mopvajy
isdouny ‘Elvqre) anug

ysiuedg

ysiuedg

assusdef

ysiuedg

ssousder

ysiuedg

ystjdug 1
ssouedey |

ysydug L
ystedg ¢

vl

9-1 s9pwiD
sl

§-M 9puID
ov!

A Wm0
asausde[ (¢

£-) pwID
yshredg 0g¢

19pe1D
ST

1344

i

UOISIOWIWL [B10]~
Swipuny ed0]-
8L61 paurRIS-

uoISIWWL [elired-
3uipuny [vo0y-
€861 parreig-

saenped 1oudviu 2419031
o1 pauueid swwidosd
Jooyos y31y pue 3(PPIN-
weidosd ¢y

® ST )1 [un Yosa apuid

1 PP® O] SNULUOD [{IM-
Buipuny w00y

[00Yos Pudepy-
uotiZowiun [elred-

6861 9ssuvde[ paimig-
1861 yswwedg painig-

wwidoxd

Z1-T ® st [hun
Ik youa opeid duo
Pp® 01 INUIIUOO [[1A\-
jooyds 1ude-
3uzpuny 8207

8861 pamiIg-

wwidoid

‘S'H [euonewLIANUL

us pus [ooyds Ipplut
y3nonp puvdxs o
anunuod [[im umidold-
[ootos 1auBRiN-
uolsIWWI Jenred-

Butpuny [¥20]- (ry WIS
£861 poumiS- Ao mopeapy/ouadng
ITGWWa) TSIBIA 1007038

ITH Auoyd
pansyq jooyds durdjy

oM 104

$1004o§ 1jqnd puruog

(fy LsIQ)
uanyen uldny/suadng

6861 ‘STOOHOS AHVINAWITI "S'N NI SWYHOOHd FOVAONVT NOISHIWWI TVILHVd ANV TY10L

SBXJ]

uogaip

78

uodaiQ

uo3ai)

Aruitoxt provided by Eric:

E\.



ng e

0lZr-85E-€0L

10277 VA “uoiButpy uoisIaWIL] Aem-om -
‘palg A9y 00ET UoISIDWIWL [BIB]-
jooyog Armuawualy A9y -1 s9pwID Juipuny {v20]- ${00Y>g
pdiouny wwuanp Ined ystueds p L8 l 9861 PaLmIS-  dHand Awuno) uoBuiy eida g

§S0E-£eS-108
P1882]

el Aug e 1S
1§ ope1ojo N 6971
{ooysg

ArRsuid]y wewtmaN
1sijeroadg a3en3uen]

udiato4 ‘zado] epry Buipuny [e20]-
10 UOESIaWwul (810 - 1UISI
redioung ‘Asusy AR ysiuedg v 66 1 £861 paumig- jooyog AirD 3ye] IS yeiy

SPL8-LTT 108
850v8 LN "WalQ

UBIN N Sitl
[00Y2§ JOSPUIM
Tedrounyg 9-1 s9priD I0SpUT W NIOIASIG
‘uniBuLizy) 2ANS ystuedg £ 981 1 7861 paumg- jooyog sudly ysify
T90¥8 LN ‘2a01D JuesEI]
M 009 N 9TL1
tooyog By V-1 s9pBID eluE 11081
edidutig ‘uoung uyof ystuedg € 98 1 ¥861 pouwIg- ooyog ouwd(y ywipy

0TL8-LTT-108
LSOP8 1N Wi

g 0§ N 0991
[ooyssg 3dpLnfuioN G-1s9puiD) 93puyuoN
[ediouiyy ‘121§ oug ysiuedg z 801 1 €861 pauElS-  fownsi [ooyas duldly yein

695€-89L-108
£roPg LN "W

M 00S S 9Ll
[00Y43§ MOPE3N 9-| sIpID mOopRIN/
fedioutg ‘pray youf ystuedg 9 691 l £861 poumig-  1dwslq jooyas dudiy yan
THHIT) TITINIIP] BT 0 0N SR B SN SIWE 0 ON TIOTWIES TR 105458 IS

6861 ‘STOOHOS AHVINIWITI "S'N NI SAVHDOHd IOVNONVT NOISHIWWI TVILHYd ANV V1Ol

79

IC

E

Aruitoxt provided by Eric:



z626-62r (202)
2£Cu2 D0 uoiBujysem

MN 1934lG puze 8itl
sansnBu|y pdjjddy 10} i9ud)

J1IDINOI ‘WONDULIOfuE 31001 404 PPNV 0S|V 2.0 *523vmEVD) Y10q BuINa) siryvads ysiuvdS pup ysnSug anow

10Q apnjoul S530)I 229y ‘(swpiBoad | Suryropian,, 0 | uoIsi Ll onSuing,, SO .mowy 0s)D) swpi80ud | uoisiaunu) Kom-omy,, a)duivs #3fy “2§onSup)
puoas & up Kouatfoud Sutdojaaap 240 oym pup ysy8u3 51 38oSwD] MY 350Ym S1NIPNIS J0f 240 uip480.d asayl Jo K11i0fow ayy “(sumi80id uors smn
[o1140d 40 1010} 5D 0) p3113fas) J8rmEuD) PUOII © YSMOAI WMPI1LMD 112y} {0 1.0d 0 ||O YIDI) IUYE 5]00YIS KIDIVNUI]D SIPRIIUI ISY STy T FLON

SOER-SLY-¥1v

10Z¢S 1M anemiy
N0l Baviq 'O'd

$00YDg JNqNy qnEMIAN
1s1eioads wmjnawuny)
adsndue udiviog
ureumy) sUIRY

8709-SSH-907
0106-60086

YA onadleg

01006 xog ‘O'd

S[ooYdg oliqng anadlidg
S/ seotaleg
[suondnsu] jooysg

JO 1012311(§ *TIUOCT RuUel,

005L-869-€0L
£00ZT VA ‘sepusuuy
AU 121D SOLE
sjooyog

alqrg Aumo) xepre g
yeunipm susiy

NS

ysuredg

UsuLRO)

ouanyg

ysturedg

ystuedg
Isauedeg
Youalj

ITRnsUeY

f2CLRLIN A LR

looyas ydiy It

[ooyos
SPPIN TSE
s
‘ysruwds pyg
S-A
‘UG L6E
[ooyos y3y |
130 | {ooyos Ippl |
19 Wouasd [9¢  s[ooyss Lmudwafs ¢
L [ZA ¢
8 112:3 8

SANYJ0 ON  F[O0YIT Jo ON

23wnduv;

puz sy w salpais
{s100s pus sy 3wnSuw|
jqooyss Y3y ut
uotszowun Zuinunuo)-
sdwndur]

puz W yisw pus

sus 23wndue; ‘Sdpmrs
[#120S [0S IppIul T
uotsswun  Furuliuo))-
uauwdiopury

PIO 1A ¥ itm

suidaq uolssoun] (w10} -
Bupunj pwao-

LL6] pamig-

weiBoud ¢-y * mu (um
Ieak yowa pwmid auo

PP® 01 NUNUOD [ M-
uotsIatBWL [910] -

9861 paumg-

Y31y iotuas puw sonm(
Qia pasinone aq of -
[rI9p3] ‘[850] :Jurpung-
uolsuI [wieg-
6861 pamig-

E31E2N (%)

- -~
)
s[ooysg
AN wnEm[ly{  UISUOISIM
SI00Yag otqnyg mad(legd  uoidurysem
$|00Y0g
alqngd Awmo?) xujiwg LITIEETN
REIB L[4 R (U £ T

6861 ‘STOOHOS AHVINIWIII 'S'N Ni SWVHOOHd IOVNONVI NOISHIWWI TVILHYD ANV 1V1OL

80

(%)

Aruitoxt provided by Eric:

E



BIBLIOGRAPHY

93

2




FOREIGN LANGUAGE IMMERSION BIBLIOGRAPHY

California State Department of Education, Bilingual Education Office.
: tudies on Immersion ation: A Collection for Uni tes
Educators. Los Angeles, CA: California State University, Evaluation,
Dissemination, and Assessment Center, 1984.

Cummins, Dr. James. Bilingualism and Special Education: Issues in
Assessment and Pedagogy. Clevedon, England: Multilingual Matters,
1984.

Curtain, Helena A., and Pesola, Carol Ann. Languages and Children--Making
the Match. Reading, MA: Addison-Wesley Pub. Co., 1988.

Genesee, Dr. Fred. "Second Language Learning Through Immersion: A

Review of U.S. Programs.” Review of Educational Research 55, No. 4
(Winter 1985): 541-61.

. Learning Through Two Languages. Rowley, MA: Newbury
House, 1987.

Kagan, Spencer. Cooperative Learning Resources for Teachers. Riverside,
CA: University of California, 1987.

Krashen, Stephen. Second Language Acquisition and Second Language
Leamning. Oxford, England: Pergamon Press, 1981.

Lambert, Wallace E., and Tucker, G. Richard. Bilingual Education of Children.
The St. Lambert Experiment. Rowley, MA: Newbury House, 1972.

Lapkin, Sharon; Swain, Merrill; and Argue, Valerie. French Immersion: The
Trial Bailoon that Flew. The Ontario Institute for Studies in Education
and Canadian Parents for French, 1983.

Long, Michael H., and Porter, Patricia A. "Group Work, Interlanguage Talk,

and Second Language Acquisition." TESOL Quarterly 19, No. 2 (1985):
207-227.

83




Met, Myriam; Anderson, Helena; Brega, Evelyn; and Rhodes, Nancy.
"Elementary School Foreign Language: Key Links in the Chain of
Leaming.” In Foreign Languages: Key Links in hain of in
ed. Robert G. Mead, 10-24. Middlebury, VT: Northeast Conference on
the Teaching of Foreign Languages, 1983.

Met, Myriam. "Decisions! Decisions! Decisions! Foreign Language in the

Elementary School.” Foreign Language Annals 18, No. 6 (1985):
469-473.

. "Twenty Questions: The Most Commonly Asked Questions About

Starting an Immersion Program.” Foreign Langnage Anmnals 20,
No. 4 (1987): 311-315.

Saville-Trocke, Muriel. "Dilingual Discourse: The Negotiation of Meaning
Without 2 Common Code." Linguistics, 25 (1987), 81-100.

Schinke-Llano, Linda. Foreign Language in the Elementary School: State of
the Art. Washington, D.C.: Center for Applied Linguistics, 1986.

Snow, Marguerite Ann. Immersion Teacher Handbggk. Los Angeles, CA:
Center for Language Education and Research, University of California,
1987.

Swain, Merrill, and Lapkin, Sha-on. Evaluating Bilingual Education: A
Canadian Case Study. Clevedon, England: Multilingual Matters, 1985.

. "Immersion French in Secondary Schools: 'The goods' and "The
bads'." Contact, 1986.

Weber, Sandra, and Tardif, Claudine. "What Did She Say? Meaning in a
Second Larguage Classroom” Faculté Saint-Jean, University of Alberta.
Paper presented at the April, 1987 meeting of the American Educational
Research Association, Washington, D.C.

Wells, Gordon. The Meaning Makers: Children Learning [anguage and
Using Language to Learn. Ontario Institute for Studies in Education.
Portsmouth, NH: Heineman, 1986.




